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Abstract
This dissertation sets out to identify the importance of culture-sensitive English language
teaching in attainment of English language proficiency. The study presents my contribution to the
existing researches in the world and is significant especially for Georgia due to the increasing trend
in classroom diversity. Communicative competence which is a well admitted goal in learning the
English language is defined as the linguistic competence and the behavioral expertise. My
hypothesis that culture-sensitive English language teaching will facilitate and enhance students’
acquisition of communicative competence in the English language has been proved through the
experiment held by me with freshmen of Business Management Faculty at International Black Sea
University. The studies presented in the dissertation explore: 1. Multiculturalism of the curriculum
at the Faculty of Education and Humanities, English Philology, bachelor program at the
International Black Sea University in Georgia; 2. How much culture is valued in very popular
textbooks in Georgia; 3. The significance of culture-sensitive English language teaching in
obtaining communicative competence in English language. 4. If and how culture-sensitive English
language teaching in Georgia is embedded into teachers’ everyday instructional practices; 5. How
much culture-sensitive English language teaching contributes to changes in students’ attitudes
towards culture together with their increased awareness of cultural beings. Quantitative and
qualitative approaches were adopted to collect the data considering practical and analytical issues.
This study made use of language tests and culture tests and a questionnaire specially constructed for
students by me. Language and culture tests showed the level of the English language acquisition
and culture awareness progress during the study. The survey questionnaire together with the
handed out questionnaire gathered substantial input into the academic debate about teachers’
readiness and experience of culture-sensitive English language teaching.
The research revealed that the enormous benefit, in adopting the view of inseparability of
language and culture by teachers and using culture-sensitive English language teaching, is the
students’ success in acquisition of communicative competence in the English language and meeting
the challenges in culture-rich educational environments. However, the major challenges that may
have limiting effects on its implementation may be teachers’ attitudes, textbooks available for
instructional practices and lack of inclusion of culture, in all its depths, in the language curriculum
and syllabus design.
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INTRODUCTION

It is known that teaching English as a second/foreign language acquired a great importance after
the Second World War. English language started to be considered as the language of international
communication and there was a demand for studying English by students, immigrants, refugees, and
tradesmen. The search for the new methodology brought Communicative language teaching as a
new orientation which emphasized the use of authentic material and which introduced the culturespecific phenomenon embedded in the language.
The spread of the word ‘culture’ in European national languages was seen from the late 19th
century. As with many other complex concepts, myriads of definitions of culture have been
suggested by researchers from all the fields of inquiry into human societies, which tried to
schematize different aspects of the word. The definition that tailors the nature of the research study
is that culture is ‘a complex system of concepts, attitudes, values, beliefs, conventions,
practices, rituals and lifestyles of the people who make up a cultural group, as well as the
artifacts they produce and the institutions they create’ (Liddicoat, Papademetre, Scarino and
Kohler, 2003, p.45).
Concerns with culture in language teaching have a long history and the connection between
language and culture is well proved; ‘culture specific world views are reflected in language’
(Valdes, 2001, p.8). This means that how people think and speak is determined by their culture.
Byram (1989) observed that culture represents the ‘hidden’ curriculum in second language teaching
and pointed out that language teaching implicitly implies teaching in a culture-sensitive way because
language refers to speakers’ knowledge and perception of the world and concept of culture and
cultural learning.
What has become evident in recent decades is that pure language learning is insufficient for
efficient communication. Only encoding the message does not lead to communication or interaction
with a person. Communicative competence which is a well-admitted goal in learning the English
language is defined as the linguistic competence and the behavioral expertise. Understanding of the
interlocutor takes place only with the knowledge of language and culture from which the language
derives. The interference of the lack of cultural knowledge in communication is better illustrated in
1

the communication pattern between Non-Native Speakers and Native speakers as the knowledge of
the target culture plays a vital role in understanding.
This is why I think that culture-sensitive English language teaching is vital for learners to achieve
a communicative competence in the language. This makes the topic of my research urgent and
important.
The goal of my dissertation is to inquire:
1. the effects of culture-sensitive English language teaching on the acquisition of the English
language and motivating students;
2. how English language teachers in Georgia value and practice culture-sensitive English language
teaching;
3. whether culture-sensitive English language instruction contributes to students’ tolerance towards
culture and formation of positive attitudes;
4. how much culture is reflected in the popular textbooks in Georgia.
The problem questions of my dissertation are:
1. Is culture-sensitive teaching an effective way to master language skills?
2. Are English language teachers in Georgia ready to use culture-sensitive teaching?
The hypothesis of my study is framed through the following issues:
1. Culture-sensitive English language teaching will facilitate and enhance students’ acquisition of
communicative competence in English language and keep their motivation high.
2. Culture-sensitive English language teaching will raise students’ cultural awareness, understanding
of outward cultural differences and similarities will help to form positive attitudes towards people
from target culture and tolerance towards cultures.
3. Culture-based curriculum will promote students’ cultural awareness, engagement, will enhance
diverse group relationships and will foster culture-sensitive English language teaching.
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4. Culture-rich vocabulary, activities, strategies and methods presented in English language
textbooks will have a considerable effect on students’ acquisition of linguistic and cultural expertise.
To solve the above-discussed problems I used the following methods of research:
-

Review and analysis of existing literature on the topic

-

Questionnaires

-

Quasi-experiment

-

Case study

-

Observation

-

Statistical analysis of obtained through quasi-experiment data

Quasi experiment was used because, due to administrative reasons, it was not possible to
assign students to the control and experimental groups at random. However, this format is often used
in education due to the same reasons. Its results are trustworthy enough on condition that all
variables, except the independent and dependent, are kept under control.
My research is empirical and quantitative, as well as qualitative. The focus group of students
for my quasi-experiment and teachers for my questionnaire were chosen in accordance with the
above problem.

Novelty
While there are lots of studies in the world about inclusion of culture into language teaching,
there is little systematic research available, especially empirically-based research regarding
culture-sensitive English teaching in Georgian context. Furthermore, this is the first study conducted
at the International Black Sea University where classrooms are becoming more and more diverse
every year, which makes my study innovative. My study is innovatively focused on identifying how
English teachers in Georgia are applying culture-sensitive English language teaching.
Theoretical value
The theoretical bases of my research study are:
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-

concept of culture presented by different researchers and anthropologists (Risager, 2006;
Hoijer, 1953; Liddicoat, Papademetre, Scarino and Khler, 2003)

-

linguistic relativity (Whorf, 1956)

-

introduction of the concept of communicative competence (Hymes, 1972) and consideration
of it as the important goal for English language teaching

-

the important models in discussing culture and linguistic success approach: Gardner and
Lambert’s model of motivation (Gardner and Lambert, 1972) and Schumann’s eight
dimensional model of social distance (Schumann, 1978)

-

ideas and theories in the field of intercultural communication by outstanding theorist Edward
Hall (1966; 1976)

-

culturally-responsive theory (Ladson-Billings, 1994) and its characteristics (Gay, 2010)

-

transformative approach to multicultural curriculum (Banks & Banks, 1995)

-

different criteria for textbook evaluation (Risager, 1991; Cortazzi and Jin, 2011)

-

approaches to teaching English, different methods discussed (Westwood, 2008; Harmer,
2006)

-

Assessing culture in language learning (Valett, 2001)

Practical importance of the study
It is becoming clear that culture-sensitive English language teaching is vital for students of
diverse cultures to achieve academic success. The research discusses many possible ways, strategies
and techniques to insert culture into language teaching. The English language syllabus prepared by
me integrates cultural elements and could be used and modified by English language teachers.
Culture awareness test developed by me will be of practical value for English language teachers in
evaluating students’ success. It should be noted that the bulk of culture-sensitive activities designed
by me will be applicable for classroom practices. The recommendations of the dissertation,
hopefully, will enable language teachers to more effectively incorporate culture in language
teaching.
Structure of dissertation
The dissertation includes the following parts: Introduction, 3 chapters, conclusion,
recommendations and 6 appendices. It involves 12 tables and 34 figures.
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CHAPTER 1. LITERATURE REVIEW. THE HISTORY OF CULTURAL
ISSUES IN LANGUAGE TEACHING METHODOLOGIES
1.1. Definition of the concept of culture and the relationship between language and culture
The roots of the word ‘culture’ are tracked in the classical Latin cultura, which semantically was
connected with the cultivation of land and protection of flora and fauna. Initially, the word was
widely used in the sphere of biology (for example, a bacterial culture, agriculture). Only from the
mid and gradually late 19th century was seen the spread of the word in European national languages
as an academic term. Social sciences started deploying the term and it became applicable in the
disciplines dealing with the development of humans.
Based on Williams (1988) and Markus (1993), who first depicted the development of the notion
of culture in European and North American cultural history, Karen Risager (2006) offers three
concepts of culture:

 The individual concept of culture.
 The collective concept of culture.
 The aesthetic concept of culture.
The individual concept of culture is known from the time of Cicero and for 16 centuries referred
to a person’s mental development, enrichment, refinement and thus, to pedagogical process. From
the 17th century the concept already stresses the result of the process and introduces the notion of
‘the cultivated person.’
The end of the 17th century was marked by the appearance of collective concept of culture. The
individual concept of culture, together with the collective concept of culture describes the modern
society. Culture in its general meaning can be seen as an aspect of humanity, which distinguishes
human beings from animals. However, in its differential meaning each human being has its own
share of culture. The society gives opportunity to humans to broaden their share of culture and
become members of ‘cultivated’ classes without considering their origins or innate advantages.
Markus (1993) explains: ‘The enormous success of the concept of ‘culture’ from this time on is
evidently interconnected with the social change that replaced the feudal distinction of estates with a
5

new principle of social stratification legitimated in terms of individual achievement to be reached -in
one way at least-through the channels of education and ‘self-improvement’ (p. 9).
The aesthetic concept of culture is the most commonly spread concept in everyday life of people
and in language. In the 19th century ‘a number of special spheres crystallized in connection with
modern development, including ‘art’ with its subsections: literature, the visual arts, music, etc. these
become a reference for the aesthetic concept of culture which develops during the same period,
alongside other concepts of culture, and which adopts a narrowing, individual and hierarchizing
direction that focuses in particular on artistic products as supreme achievements of symbolicaesthetic creativeness’ (Risager, 2006, p. 37).
Over the years myriads of definitions of culture have been suggested by researchers from all the
fields of inquiry into human societies, systems, groups, behaviors, and activities. Risager (2006) for
example, describes culture as extremely complicated phenomenon. Numerous conceptualizations
and subsequently definitions of culture try to schematize different aspects of the world.
Anthropology is a discipline that focuses on the relationship between language and culture. It is a
part of culture pedagogy, as it is interested in cultural and societal relations in modern societies. In
general, anthropologists seek access to cultural scheme in order to understand the hypothetical world
within which the members of the community live. The American ethnographer Geertz (1973) asserts
that culture is expressed by behavior and language is used to demonstrate meaning. The following is
a good definition of culture given by anthropologists:
Cultural anthropologists, during the last twenty-five years, have gradually moved
from an atomistic definition of culture, describing it as a more or less haphazard
collection of traits, to one which emphasizes pattern and configuration.
Kluckhohn and Kelly perhaps best express this modern concept of culture when
they define it as’ all those historically created designs for living explicit and
implicit, rational, irrational, and non-rational, which exist at any given time as
potential guides for the behavior of men.’ Traits, elements, or better, patterns of
culture in this definition are organized or structured into a system or set of
systems, which, because it is historically created, is therefore open and subject to
constant change. (Hoijer, 1953, p. 554)
6

Diversity of definitions of culture in second language pedagogy have resulted into atomization of
the concept of culture and associating it with the notion of time, personal space, gestures, which
certainly constitutes manifestation of cultural norms, though the concept of culture is much broader
and deeper. Kramsch (1998) describes culture as ‘membership in a discourse community that shares
a common social and history, and common images’ (p.10). Rosaldo (1984) emphasizes how social
and cognitive concepts are shaped by culture that is beyond the understanding by outsiders. Geertz
(1975) views culture as knowledge which is shared and negotiated between people. Liddicoat,
Papademetre, Scarino and Kohler (2003) define culture as ‘a complex system of concepts, attitudes,
values, beliefs, conventions, practices, rituals and lifestyles of the people who make up a cultural
group, as well as the artifacts they produce and the institutions they create (p.45)’. The definition
does not reduce the notion of culture to a static list of facts that can be learned through food,
costume, and holidays, rather it sees culture as an active proceeding operation experienced through
language. This proposes that culture is not only defined by language but culture is also reflected in
language.
As Rebecca Valette (2001) explains, two major components are seen in the broad concept of
culture, anthropological or sociological culture and history of civilization. The second component
which incorporates history, geography, and achievements in different sciences represents the
heritage of a people and while learning target language, target culture should be identified and
respected by learners. This component shapes the first element which includes: customs, the ways of
thinking, the attitudes, daily activities of a people, and their values. ‘Since language is a direct
manifestation of this phase of culture, a society cannot be totally understood or appreciated without
a knowledge of its language’ (Valette, 2001, p.179). This apparently shows how language and
culture are tightly linked.
The connection between language and culture has been well proved. ‘Culture is really an integral
part of the interaction between language and thought. Cultural patterns, customs, and ways of life
are expressed in language; culture-specific world views are reflected in language’ (Valdes, 2001,
p.86). This means that how people think and speak is largely determined by their culture. For
example: the anthropologist Verne Ray concluded based on his study conducted in the 1950s,
giving color samples to different American Indian Tribes asking them to give the names of the
colors, that the spectrum we see as ‘green’, ‘yellow’, etc. is an entirely irrational segregation, and
7

each culture divides the spectrum differently. Similarly Eskimo tribes, having seven different words
for snow, distinguish among different types of snow, while certain African cultures have no word
for snow.
The linguist Edward Sapir in the 1920s concluded that language and culture are inseparable and
should be analyzed together. Language can be seen as a way to describe human understanding of the
world (Sapir, 1961). Edward Sapir and Benjamin Whorf suggested a hypothesis that has now been
given several alternative titles: the Sapir-Whorf hypothesis, the Whorfian hypothesis, linguistic
relativity, or linguistic determinism. Whorf (1956) summarizes the hypothesis:
The background system (in other words, the grammar) of each language is not
merely a reproducing instrument for voicing ideas but rather is itself the shaper of
ideas, the program and guide for the individual’s mental activity, for his analysis
of impressions, for his synthesis of his mental shock in trade… We dissect nature
along lines laid down by our native languages… We cut nature up, organize it into
concepts, and ascribe significances as we do, largely because we are parties of an
agreement to organize it in this way- an agreement that holds through our speech
community and is codified in the patterns of our language. The agreement is, of
course, an implicit and unstated one, but its terms are absolutely obligatory; we
cannot talk at all except by subscribing to the organization and classification of
data which the agreement decrees. (Whorf, 1956, p. 212-214)
Anthropologists and sociolinguists farther developed the study of culture. Paul Friedrich (1989)
and Michael Agar (1994), the American linguistic anthropologists introduced the concept of
‘linguaculture’ and ‘languaculture’ respectively. Friedrich believes that the novelty of his term
‘linguaculture’ will dispel the uncertainty that exists between language and culture. Friedrich (1989)
explains the term in the following words: ‘a domain of experience that fuses and intermingles the
vocabulary, many semantic aspects of grammar, and the verbal aspects of culture; both grammar and
culture have underlying structure while they are constantly being used and constructed by actual
people on the ground. I will refer to this unitary but, at other levels, internally differentiated domain
or whole as linguaculture’ (p. 307).

8

Friedrich’s concept ‘linguaculture’ served as inspiration for Agar’s concept ‘languaculture’. This
term means language plus culture. It represents two associations: 1. The ‘langua’ in ‘languaculture’
refers not to separate words or sentences, but to discourse. 2. The ‘culture’ in ‘languaculture’ refers
to meanings that are included in dictionary or that the grammar suggests, but extends well beyond it.
1.2. The commencement of consideration of cultural elements in ELT
Social anthropology, the academic discipline which has concerned itself with the analysis of
other cultures - as a step towards understanding the fundamental nature of man - gave way to
development of culture theory. It is concerned with language acquisition and socialization into a
group. Gardner (1984) declares that in the light of culture theory language is often viewed as a
complex system that reflects what meanings are attached to behaviors and how they are expressed.
A Substantial number of investigations of the connections between language and culture were
carried out in the 1960s and 1970s and significant works were produced. Hymes (1967, 1972) first
introduced the concept of ‘communicative competence’ that has thereafter had a great deal of impact
on second language research and teaching methodologies. He identified that communicative
competence incorporates both ‘speaking’ and behavioral competence and ‘interpretation’ of speech
and behaviors according to the standards of the speech populace (Hymes, 1972, p.53 and 64
respectively). This was the commencement of consideration of speech acts and rules of speaking in
comparison of languages and analysis of the sorts of communicative interference which may occur
as people learn second languages. Communicative competence is now widely recognized as an
important goal of language teaching. Manes and Wolfson (1981) point out that the examination of a
speech act, complimenting is useful for understanding the sort of sociolinguistic information needed
for grasping the problems second language learners face. The study makes it clear that a single
speech act may vary greatly across speech communities. In particular, what counts as a compliment
may differ very much from one society to another.
The early example of interrelations between language and culture in foreign/second language
teaching is found in educational philosophy by Comenius. Teaching traditions innovated by
Comenius (1673) would introduce the learner to ‘the great common world’ by merging linguistic
and visual depiction.

9

Another early example of combining language and subject skills goes back to trading centers. It
has the commercial bases. Buttjes (1991a) describes how German trading beginners were sent to
foreign offices in Russia, Italy and Britain to study commerce and language skills.
Up to the modern language reform movement in the end of 19th century cultural orientation
towards language teaching was neglected. Modern language reform movement brought foreign
languages as school subjects and academic discipline, but it was only in the 1960s when foreign
languages became the integral part of any school curriculum. Around 1900, in the first half of
twentieth century, the language teaching profession carried cultural objectives in foreign language
teaching, but this trend slowed down in the 1960s. Buttjes (1991a) describes this process in
Germany and states: ‘critics in both East and West Germany deplored the cultural heritage of
foreign language teaching as an ‘aberration of philology’ causing the ideological dispossession of
literature and the totalitarian instrumentalisation of language teaching. These attacks in the 1960s
and 1970s represented the climax of deconstruction of culture in the language teaching’ (Buttjes,
1991a, p. 50). The issue became debatable again in Germany for the late 1960s when the English
language appears as school subject for all social classes.
It is notable that teaching English as a second/foreign language acquires a great importance after
the Second World War. English was considered as a language of international communication and
there was a call for studying English by immigrants, foreign students, and refugees. English became
a language for international trade and commerce. Jack Richards (2001), in his book Curriculum
Development in Language Teaching focuses on the importance of EFL/ESL teaching. He
emphasizes the attempt of the Council of Europe to promote the more effective learning of
languages in order to enhance the cooperation of countries of Europe. The English language
teaching profession faced the dilemma of exploring new directions in methodology. This period of
methodological enthusiasm produced different approaches, such as Situational approach, Structuralsituational approach, Situational Language Teaching, TESL/TEFL approach, Audiolingual method,
Audiovisual method. The search for the best method became an obsession of language teaching for
the years followed. All methods appealed to ‘teaching language’ and not ‘teaching about language’,
due to which much of teaching culture via language was dropped.
At the time Communicative Language Teaching came into view as a new orientation in language
teaching which reinvestigated basic assumptions about the goals, nature, and processes of language
10

teaching. Now the whole context of teaching and learning was considered and the need to think
about the societal and learner needs was regarded as the starting point in reevaluation of language
teaching.
Communicative Language Teaching has switched the emphasis to the active use of the language
as a technique for learning and acquisition, and has taken into consideration the social character
embodied in the notion of a speech act. The Communicative Approach has stressed the use of
‘authentic language as the material from which pupils learn, and provides them with immediate
experience of the language as social action. The use of ‘authentic’ texts inevitably introduces
implicit culture-specific phenomena. However, ‘the experience is a restricted and limited version of
using the language in the foreign culture and society, and the principle focus remains on the
language, and on learners’ fluency and accuracy in language use’ (Byram, 1991, p. 21-22).
In the 1970s the Graded Objectives in Modern Languages (GOML) movement emerged, but it
did not change the basic approach to cultural knowledge. It introduced the notion of survival skills
and in Britain which has come under influence of work in the Council of Europe, of
‘Communicative Language Teaching’ and of general curriculum changes the requirement was
introduced that all language learners should use language in socially appropriate ways, that
implicitly involves culture-specific knowledge (Byram, 1991).
Concerns with culture in language teaching expanded in scope and volume during the 1980s.
Studies focusing on the mediation of language and culture in the foreign language classroom have
been published in Britain (Loveday, 1982; Byram, 1989), in West Germany, and France (Byram,
1989). At the time, body language, eye contact, and other noticeable behavioral and communicative
paradigms were focused on by researchers who investigated the manifestation of culture in second
language teaching and learning. Morain (2001) stresses that general topics such as eye contact,
movement, posture, kinship relationships that were familiar to Anglo-American societies and that do
not exist outside of them were addressed to discuss the comparison of culturally defined behaviors.
In his book: Culture Learning: The Fifth Dimension in the Language classroom Damen (1987)
approached the influence of culture on interaction and communication and thus moved beyond overt
cultural behaviors. He encouraged language teachers to become ethnographers of their students’
cultures to provide insight into learner knowledge and expectations.
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In general, language teaching theory and cultural studies may be in the process of occupying an
equal position with literary studies. In West Germany the transition from literature to culture is
evidenced and proved by a new comprehensive handbook (Doye’, 1988). Sterns’s (1983)
international study, which depicts language and society or culture as the fundamental concepts of
language teaching publicized this shift.
It was only the second half of the 1980s that an international discussion about cultural studies in
language teaching commenced. Buttjes (1991a) notes that international conferences on intercultural
language teaching studies at university level appeared in Austria and Denmark, the Netherlands,
Poland, Britain, France and West Germany by different authors.
In the current understanding of the place of culture in second and foreign language pedagogy
and learning, the works of Michael Byram have played an important role. In the late 1980s, Byram
(1989) observed that culture represents ‘hidden’ curriculum in second and foreign language
teaching. He points out that language teaching implies culture teaching because language refers to
speakers’ knowledge and perception of the world, the concept of culture and cultural learning.
Byram (1989) states: ‘The assumption that cultural studies will be an aid to efficient communication
and co-operation is further reinforced by recent emphasis on ‘communicative competence’ as a
broader concept than ‘grammatical competence’ involves an appreciation of appropriate language
use which, in part at least, is culture-specific’ ( p. 61).
The more literature is read, the more realization occurs of how important the context of cultural
learning, types of settings and circumstances within which culture learning takes place, are.
Byram (1988) asserts that language has no function independent of the context in which it is
used, thus language always refers to something beyond itself and this is cultural context. Heath
(1986) states that most human interaction is based not so much on people having shared intimate
knowledge of each other, but rather on their having an understanding of the context in which
communication is taking place. In essence, one does not need to be familiar with the other person in
order to communicate, but one does need to understand the context, cultural meanings associated
with time, place, person, and circumstance. This becomes far more problematic in cross-cultural
encounters.
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Gudykunst and Kim (1992) emphasize two types of contexts in intercultural encounters: external
and internal contexts. In a language classroom primary external factors are societal attitudes towards
education, how society views second language education. These factors impact teaching practices to
a great extent, and the type of language use being encouraged in the second language classroom.
Internal contextual factors include: motives, interests, and background knowledge the students and
teachers themselves bring to the classroom about appropriate classroom behavior and, in particular,
second language use. Authors and researchers center culture in all types of contexts. It is the
meaning association with the context that modifies the language use and this is determined by the
culture. It is essential, therefore, for language learners to be effective culture learners. This leads to
the understanding that language instruction must provide opportunities for students to be exposed to,
or immersed in target culture in order to gain skills in determining the cultural meanings of time,
place, person, and circumstances.
Over the years there have been debates among language educators in search for setting which
would best promote language and culture learning. Scholars suggest classroom as a learning setting
as opposed to the ‘field’ or real world settings where the target language and culture is used. Study
abroad programs, immersion schools represent an attempt to ‘contextualize’ (opportunities to study
meaning in) the learning environment (Moos & Trickett, 1987; Edwards & Rehorick, 1990).
While talking about naturalistic setting, it is a widespread belief that pupil exchange is the best
way to achieve international understanding because pupils experience the complexities of a foreign
culture at first hand. Gottfried Keller (1991) suggests that the best way to comprehend a foreign
culture is to see it from within, during which learners alter their presuppositions or gain new ones.
The impact of study abroad on language and culture learning is interesting. The research
generally supports the hypothesis that second language proficiency is enhanced by the study abroad
experience (Dyson, 1988; Diller & Merkert, 1983; Carlson et al., 1991), however the impacts of
time and age factors is identified. In Carroll’s (1967) study learners’ success in language listening
skills strongly depended on the length of stay abroad. In DeKeyser’s (1991) examination of two
groups of students who were studying in Spain, he reports that the study abroad context did not
enhance language ability in reading and writing skills, only vocabulary gains is admitted. Freed
(1995) emphasizes that the benefits derive from interactive encounters with host culture people.
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The research findings show the complex nature of the effects of studying abroad experience on
culture learning. The outcomes that are consistently associated with overseas learning experiences
are: greater self-confidence, an increase in global awareness, enhanced cultural self-awareness and
positive attitudes towards other culture groups (Barnlund, 1988). However, the research also
suggests that negative experiences reinforce negative generalizations (Byram, 1991). Besides, this
approach, being expensive, is not always applicable.
The formal classroom as a venue for culture learning differs greatly from the study abroad
environment. Researchers have different views about learning culture and language in the
classroom. Ellis (1992) asserts that the communication in average classroom is controlled by the
teacher, who determines who speaks, how long they speak, and when they start and stop. Krashen
(1982) suggests that the classroom setting is not conductive to language and culture acquisition, only
to the learning of rules. Similarly Pica (1983) found that the formal classroom emphasizes rules, and
error correction by the teacher, while naturalistic settings do not function this way. There is no
articulation of rules and error correction rarely occurs. Along these lines, Jurasek (1995), Robinson
& Nocon (1996) have argued that culture learning in the classroom is only a ‘cognitive boundary
crossing’ (Robinson and Nocon, 1996, p. 434), the acquisition of a ‘scholarly skill’ which leaves
unexamined and unchallenged the learners’ previous beliefs and attitudes. On the other hand,
Kramsch (1993) states that the challenge is preserving authenticity of foreign culture that can be
‘brought’ in the classroom.
Other authors believe that the classroom can provide some unexpected benefits for language and
culture learning. Mitchell (1988), Damen (1987), and Kramsch (1993) hypothesize that in the
protective environment of a classroom students feel free to make mistakes, in contrast to a student
studying abroad whose mistake may have enduring consequences. This protective environment
encourages learners to engage in language and culture learning.
Ellis (1992) emphasizes the role of a teacher, and learner, the tasks that are utilized in the
classroom, and the predetermined outcomes of the learning. Breen (1985) suggests classrooms as
living cultures which are interactive, differentiated, collective, highly normative, inherently
conservative, jointly constructed and absolutely significant.
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The significant body of research is devoted to teacher and learner variables in ESL classroom.
McGinnis (1994) found that the differences between teacher and student expectations concerning
what is ‘good teaching’ entailed conflicting assumptions about what should be included in a
language learning context, the assumptions which greatly interfered with the learning process by
obstructing student-teacher communication.

Hoffman (1989), Ryan (1994), and Bex (1994)

repeatedly bring up the issue of fear of being absorbed by the culture of the target language that
second language learners feel.
These discussions illustrate the pivotal role of teacher and student variables in the process of
teaching and learning languages and cultures. Teachers should possess deeper understanding what
teaching a target language means that it is also teaching about its culture. Learning a language
simultaneously makes students acquire different ways of living and discovering how differently
people think in different cultures. Teachers should know that they are primary sources for learning
about the target culture. Teaching and learning about culture has been a matter of continuous
consideration for language educators. The above analysis of the interaction of culture and language
in language teaching and learning process shows the significance of both elements in the acquisition
of ‘interactional competence’ (a term introduced at the 1996 culture conference in Minneapolis by
Allen and Moore).
1.3. The origin and introduction of different theories about culture teaching and the
adaptation process
Every language classroom is the demonstration of theories of language learning. Language
teachers depend on formal theories they learnt at universities / teacher training colleges or during
professional trainings, though they build on their impression of their own language learning and
intuitive theories how differently pupils learn.
It is necessary to mention that the term ‘culture learning’ in the process of language teaching is
often used as just professional jargon (to put things short), meaning culturally sensitive language
learning. In this case the term is fine. In the case of immigrants learning the second language (of the
country they moved to), this term might also be appropriate, because living in the country entails
sharing its culture to this or that degree. However, even in this case the term (and the concept) is
debatable, as the concept of the ‘melting pot’ in which all American nations have to boil and mould
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into one nation is no longer viewed as appropriate (Colman, 1981). Today they prefer to speak about
‘a salad bowl’, ‘accommodation without assimilation’ – knowing about the culture of the target
language, taking it into consideration while communicating with the bearers of the culture, but at the
same time preserving one’s own culture (Colman, 1981). In the case of learning a foreign language
there is no need to be accommodated or assimilated, all that learners need is to provide adequate
(including the cultural norms) communication, so the term is no good at all. Foreign language
teachers are not culture teachers, but they do teach about the culture and the cultural peculiarities of
behavior (politeness). Wherever further on the term ‘teaching / learning culture’ is used in this
dissertation, it is just to mean teaching language in a culture-sensitive way.
As language learning is the integral part of ‘culture learning’ and vice versa, teachers hold
theories of ‘culture’ learning too. It is crucial to maintain the link between language learning
theories and culture learning theories.
What is successful language learning? It is synergy of linguistic and cultural proficiency. Seliger
(1988) writes: ‘Since language is used in social exchanges, the feelings, attitudes, and motivations of
learners in relation to the target language itself, to the speakers of the language and to the culture
will affect how learners respond to the input to which they are exposed. In other words, these
affective variables will determine the rate and degree of second language learning’ (p. 30).
1.3.1. Gardner and Lambert’s model of motivation
The explicitly important model in discussing culture and linguistic success approach is Gardner
and Lambert’s model of motivation: integrative, demonstrating genuine personal interest towards
culture and people of the target language, and instrumental, displaying practical value and personal
benefits of learning a new language (Gardner and Lambert, 1972). Learners who try to integrate into
English speaking culture and possess native speaker abilities show integrative motivation (i.e, the
desire to become part of the English-speaking community). Gardner and his colleagues found that
integrative motivation is a powerful predictor of new language achievement. Attitudes towards a
new language community are in correlation to successful language acquisition. Instrumental goals of
learners’, especially future career development, and meeting with various people with career-related
purposes are also identified as important motivational objectives for language acquisition. Both
types of motivation affect language learning and application success.
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However, Schumann (1986) gives the example of successful English language learners in the
American South-West who have not got integrative motivation. He asserts that success and positive
attitude to the target language and culture are independent from learners’ motivation.
1.3.2. Schumann’s model of social distance
Another very important model of exploring culture and language learning success approach is
Schumann’s (1978) model of social distance. It presents the relationships of language learners to the
target culture group and determines different parameters which bring about the best language
learning context. ‘Distance’ is of course an abstract notion and is interpreted as differences between
two cultures. The eight parameters for social distance that John Schumann (1976b) gives are: 1.
Dominance - the importance of the relationship between the target language group and the second
language learning group. Finding out whether the group is superior or inferior politically, culturally,
technically, or economically. When the two groups have equal power in society, the social distance
between them is small. 2. Integration - considering the integration pattern of the 2LL (second
language learning) group, whether it is assimilation (total adaptation), acculturation (learning to
function within a new culture, while preserving your own identity), or preservation (total rejection).
The greater the integration between two groups, the smaller the social distance between them. 3.
Enclosure - evaluating how much self-sufficient 2LL group is. The absence of need to interact with
TL (target language) group increases the social distance between them. 4. Cohesiveness - appraising
the connectedness between members of 2LL group. Strongly connected learners will result in great
distance between the two groups. 5. Size - the small 2LL group will result in small social distance
between the groups. 6. Cultural congruence - reflecting on the similarity or difference between the
two groups. The similar 2LL and TL groups will have small social distance. 7. Attitude considering the attitudes of the two groups toward each other. Positive attitude toward the TL
culture leads to small social distance. 8. Intended length of residence - the significance of the length
of stay in the TL area. Staying for a long time equals small social distance. Schumann hypothesizes
that the greater the social distance between two cultures, the more difficult it is for a learner to learn
the second language. The difficulty in the hypothesis is to measure the social distance. To solve the
dilemma William Acton (1979) created a measure of ‘perceived’ social distance. It means that it is
the learner’s perception what the distance is between cultures. According to Acton, how a learner
perceives his/her own culture in relation to the target culture is the major factor in the process of
his/her adaptation to a new culture.
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1.3.3. Brown’s stages of acculturation
Brown (1987) deeply analyses cultural differences and teaching and learning process and
identifies that learning to operate within a new culture while maintaining one’s own identity
(acculturation) takes place in four stages. In the first stage is euphoria, everything is new and
interesting for the learner. The person feels comfortable and delighted with the surroundings. The
learner cognitively refines the surroundings and internalizes with personal world view. The second
stage is insecurity, the period of culture shock. It is a stressful period of adjustment, when learners
are homesick, sad, alone, frustrated or angry and even physically ill. This stage starts as soon as the
feeling of being at ease fades and cognitive and affective contradictions arise. Learners attempt to
find support among their natives in second culture and actively complain about customs and
conditions. Peter Adler (1972) describes the culture shock:
Culture shock, then, is thought to be a form of anxiety that results from the loss of
commonly perceived and understood signs as symbols of social intercourse. The
individual undergoing the culture shock reflects his anxiety and nervousness with
cultural differences through any number of defense mechanisms: repression,
regression, isolation and rejection. These defensive attitudes speak, in behavioral
terms, of a basic underlying insecurity which may encompass loneliness, anger,
frustration, and self-questioning of competence. With the familiar props, cues, and
clues of cultural understanding removed, the individual becomes disoriented,
afraid of, and alienated from the things that he knows and understands. (p. 8)
The third stage is a long period of slow recovery, which Brown (1987) suggests being the most
important for second language acquisition. Larson and Smalley (1972) call this period ‘culture
stress’, when a person accepts the differences in thinking, becomes more empathic with people in
second culture, and many problems are already solved. Brown (1987) links anomie to the third stage
of acculturation and explains it as the feeling of being between cultures, but not a member of either.
Wallace Lambert (1967) uses word anomie to express the feelings of social uncertainty and
dissatisfaction. Lambert (1967) researched that feeling of anomie is especially high when a person
becomes skillful in linguistic competence: starts dreaming and thinking in the second language.
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The last stage is already the full recovery, acceptance of a new culture. All problems have been
solved and the learner feels self-confident. Anomie has already far disappeared late in the third stage
and transition from one culture to another has happened.
To seem the picture drawn by culture shock milder, Bateson (1972) talks about cross-cultural
learning experience and defines it as: ‘a set of situations or circumstances involving intercultural
communication in which the individual, as a result of the experiences, becomes aware of his own
growth, learning and change. As a result of the culture shock process, the individual has gained new
perspective on himself, and has come to understand his own identity in terms significant to himself.
The cross-cultural learning experience, additionally, takes place when the individual encounters a
different culture and as a result (a) examines the degree to which he is influenced by his own
culture, and (b) understands the culturally derived values, attitudes and outlooks of other people’
(p.211) .
It is exceedingly important for teachers to be aware of these stages and help learners to smoothly
move through them. They can acquire a role of a therapist and help students with negative crosscultural experiences. ‘For those for who learning a second culture might otherwise become a
negative experience, or an illness, teachers can help that experience to become one of increased
cultural awareness and self-awareness for the learner’(Brown, 1986, p. 38).
Brown (1980) redevised the critical period hypothesis that suggests that age and accompanying
changes in the brain naturally limit second language acquisition, to alter age with acculturation and
thus to make it the major factor in defining the critical period. For Brown the optimal period of
language mastery is the third stage of acculturation. This model is known as Optimal Distance
Model and Schumann’s social distance is one of the elements of the model. Optimal Distance Model
suggests that failure in acculturation can result in fossilization (when learners incorporate incorrect
forms or grammatical structures into their relatively completed version of target language) of
grammar forms in the second language. Schumann (1986) says in his discussion of the Acculturation
Model that learners can only become proficient to the extent that they acculturate. McLaughlin
(1987), after reviewing works on pidginisation, states that the result of non-acculturation is the
formation of a pidgin language. Schumann (1976a) describes pidgin language as a simplified and
reduced form of language which is used between speakers of different languages and lacks
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morphology and grammatical forms. ‘Communicants’ start speaking a blended language in their
day-to-day interactions, for example, for business.
1.3.4. Cognitive and moral development
To broaden the insight in culture acquisition many theorists suggest considering psychological
dimensions of culture studies learning. It is evident that a mere exposure to facts and information or
having a direct experience in the country of a culture does not necessarily guarantee the acquisition
of culture. Bochner (1982) suggests that it is important to investigate the relationship between
language and cultural learning and the change in learners’ cognitive structures, consequently the role
of teachers in the process for desirable changes to take place.
The theories of language acquisition are better known by teachers than the theories of culture
acquisition. Because of the inseparability of language and culture it is worthwhile following the
pattern in language acquisition theory and starting analyzing how the first culture is acquired and its
relationship with the second culture. Geertz (1975) developed a very interesting view of acquisition.
He reflects on the process of acquisition in phylogenetic and ontogenetic terms. He argues that a
man’s development was a biologically and culturally simultaneous process. He talks about a ‘mind’
which developed in a man in interaction with cultural and natural phenomena.
The prevailing view that the mental dispositions of man are genetically prior to
culture and that his actual capabilities represent the amplification or extension of
these pre-existent dispositions by cultural means is incorrect. The apparent fact
that the final stages of the biological evaluation of man occurred after the initial
stages of the growth of culture implies that ‘basic’, ‘pure’, or ‘unconditional’,
human nature, in the sense of the innate constitution of man, is so functionally
incomplete as to be unworkable. Tools, hunting, family organization, and, later,
art, religion and ‘science’ moulded man somatically; and they are, therefore,
necessary not merely to his survival but to his existential realization. (p. 82-83)
This means that the particular culture and its language are integrated parts of the individual’s
nature. Human being is innately organized in such a way that it is inseparable from a culture. Geertz
(1975) brings an example of the Arapesh language, which has a binary system of counting, and
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stresses the limitations in the conceptual development of the Arapesh, in particular, their poor
mathematical skills.
Vygotsky (1981) was also concerned with the study of ontogenetic nature of culture acquisition.
If considered the ontogenetical realization of a child’s prospect it is interaction with others on the
basis of linguistic capabilities. Using language and other signs, a child acquires meanings, thus
external culture is internalized, because a child possesses an innate nature to fulfill an incomplete
potential. Wertsch & Stone (1985) explain the process of internalization as the acquisition of
concepts and stress the importance of a language and its meanings: ‘instead of viewing meaning
system as mapping onto pre-existing cognitive processes, it is viewed as a social formation that
plays a much more active role in the creation of consciousness’ (p. 171). The role of an adult is
crucial, as it is the adult who structures the environment in the child’s experience in a way so that a
‘zone of proximal development’ (Vigotsky, 1978), the means whereby what a child can do today
with help, he or she will be able to do tomorrow alone, is achieved. They manage this through
language interaction with the child.
Cole (1985) tried to link together the work in the two spheres: psychology and anthropology. He
calls the sociocultural context, the environment in which the child lives, with whom the child
interacts, a ‘social space’ and asserts that as the child grows his/her social space expands together
with its knowledge. By this combination Cole links the analysis of the psychological process of
acculturation to the analysis of cultural meanings as they are embodied in the adult world.
Rumelhart (1980) identifies three modes of learning: accretion, tuning, and restructuring. In the
phase of accretion, information processed by schemata, are laid down in memory. At the tuning
stage the existing schemata are modified to adapt to particular experience and the last restructuring
stage presents the creation of a new schema. Schema theory presented by Rumelhart does not
discuss the role of language, but, as a schema ‘corresponds to the meaning of that concept’ (p. 34)
and language embodies meanings, it can be concluded that the relationship between the two is very
close. Michael Byram (1989), in his book Cultural studies in foreign language education,
summarizes:
The Vygotskian emphasis on language as a means of creating consciousness in the
young child is compatible with schema theory… The psychological process of
acculturation can thus be linked to the analysis of cultural meanings in the adult
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world through the notion of schemata, and some schemata can be captured in
linguistic analysis….The analysis of the concepts of a specific culture is
simultaneously an analysis of the schemata with which individuals order their
experience. An analysis of the modifications which an individual makes as his
‘social space’ extends is an analysis of his acculturation to the different
dimensions of the whole culture to which he is gradually exposed. Schema
analysis would lead to an account of concepts and their interrelationships which
are the meanings of a particular culture. (p. 109)
Schank & Abelson (1977) define a more dynamic notion of ‘script’ to explain individuals’
socially-influenced actions. Scripts are features of ‘specific knowledge’ which are used to clarify
standard events. Schank & Abelson (1977) stress events more than the concepts in the case of
schemata theory. They distinguish specific knowledge from general knowledge which ‘enables a
person to understand and interpret another person’s actions simply because the other person is a
human being with certain standard needs who lives in a world which has certain standard methods
of getting those needs fulfilled’ (p. 37). Schank & Abelson (1977) use the notion of ‘plans’ and
‘goals’ to understand new situations. ‘A plan is made up of general information about how actors
achieve goals’(p.70). They point out that information processing is quite different in each case: by
plan and by script. ‘The amount of taken-for-granted knowledge in the latter, whenever a script is
readily recognized, is much higher and more easily formulated than in plans. There remains the gap
between knowledge which is acquired through recurrent routines and ‘fixed’ as scripts, and yet is
peculiar to a particular sociocultural environment’ ( Byram, 1989, p. 110). Schank and Abelson use
the ‘frame of reference,’ used by Geertz, to interpret what other people do and say.
Farr and Moscovici (1984) present another theory of social representations and suggest
‘anchoring’ and ‘objectifying” as two basic processes by which new experience is acquired.
Anchoring ‘draws something foreign and disturbing that intrigues us into our particular system of
categories and compares it to the paradigm of a category which we think to be suitable’ (p. 29).
Objectifying ‘saturates the idea of unfamiliarity with reality’ (p. 38). These various notions of
schema, script and social representation can be used to understand the nature of acquisition of
culture. Thus, the development of individual’s ‘mind,’ beliefs, dispositions, skills, and knowledge, is
effected by the culture. These meanings, skills and dispositions are internalized with the help of
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older people. They lead young generation through ordered stages, ‘zones of proximal development.’
After the internalization process, when meanings, skills and dispositions are changed and form
knowledge schemata, individuals explain and organize their experience of the world. Individuals
have internalized culture which becomes part of their being, over a period of years, in fact since
birth.
In the case of cultural studies the externalization of own experience is taking place. Language
occupies the important role in this process. Culture is shared with others in the classroom by means
of language. In this process the constant negotiation and renegotiation of students’ own culture is
evidenced. Some of the meanings create a sense of community, which give the individual and
his/her group a sense of belonging together as a group. In overlapping groups there are overlapping
cultures. This means that the schemata of an individual from one culture differ from the schemata
of an individual from another culture.
The British cognitive psychologist Vernon Hamilton (1983) has contributed a practical scheme
which presents the dependence of acculturation on cognitive abilities. He finds similarity between
acculturation in the second language and socialization in the first language. Hamilton introduces the
term ‘semantic labels,’ which are facts and states in memory and are different from the meaning of a
word. When a person acquires semantic labels of the culture, socialization and cognitive
development occurs.
Foreign language theorists Melde (1987) and Baumgratz-Gangl (1990), as sited in Byram and
Morgan (1994) give a serious consideration to developmental psychology. Melde (1987) as sited in
Byram and Morgan (1994) proposes that Piage’s stage of formal operational thinking, though an
important foundation, is not sufficient for developing ‘critical awareness’ of social life which should
be the result of second language teaching. ‘When an individual acquires a capacity for
understanding the perspectives of others and reflecting on his/her own perspectives, through a
process of decentering and a level of reciprocity, there arises a moral dimension, a judgmental
tendency, which is not defined purely on formal, logical grounds’(Byram and Morgan, 1994, p.2021). Encouragement of a shift in mental development by language and culture teaching from
concrete operation thinking to formal operational thinking produces a bond with communication,
which leads to understanding other people’s perspectives:
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Bearing in mind the age of our pupils, subject-specific teaching must be so
structured that, from a cognitive point of view, it stimulates the transition from the
concrete-operational to the formal-operational stage of development and offers
sufficient opportunities to apply and practice formal thinking on subject-specific
contents, in order to guarantee a secure anchoring. Simultaneously, with respect to
moral development, it has to support the process of decentering and co-ordination
of perspectives so that an optimal development of moral consciousness is
guaranteed. This process should be at the centre of foreign language teaching, for
this offers the link we seek between communicative skills and critical social
awareness. Foreign language communication skill can thus not be reduced to a
‘language competence. (Melde, 1987, p. 151, as cited in Byram and Morgan, 1994,
p.21-22)
Thus, language teachers who provide culturally sensitive teaching have great responsibilities to
stimulate cognitive, effective and moral development, which ‘can be done through methods which
involve active learning - for example, through role-play and simulation - and above all confrontation
with the values and meetings present in the view point of a foreign interlocutor. In particular,
learners need to take the role of the foreign interlocutor in simulations of confrontations in order to
develop that higher level of discourse and argumentation from which higher moral development can
take place’( Byram and Morgan, 1994, p. 22).
1.3.5. Empathy and attitudes
In the discussion of the aims of culturally sensitive language teaching, attitude formation, attitude
change and analyzing the notion of ‘empathy’ are also very important. Empathy is relatively new
word in English language and means ‘placing oneself in someone else’s shoes’ (Byram and Morgan,
1994, p. 24). Understanding the notion of empathy is useful for English language teachers to know
what ‘identifying with the experience and perspectives (foreign) people means’(p.25). Empathizing
with another person involves taking into consideration personality, situation, social groups and
national identity.
The term ’attitude’ originally referred to the disposition of the body, while today it is used for
behavior, feeling, opinion, and thought. In culturally sensitive language teaching researchers
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differentiate between ‘positive attitudes’ and ‘negative attitudes’ of learners towards the target
culture.
In England and Wales, the advent of a National Curriculum established new purposes for
education and among many others one of the crucial points about the educational aim of foreign
language teaching is: ‘To encourage positive attitudes to foreign language learning and to speakers
of foreign languages and a sympathetic approach to other cultures and civilization’ (DES, 1990, p.
3). Wiegand (1992), after reviewing relevant researches for primary school children, states: ‘In the
primary school we are dealing as much with attitude formation as attitude change. Before learning
about other countries many children are neither positively or (sic) negatively disposed towards those
countries. They simply haven’t thought much about them at all and don’t have any clearly
developed view’ (p. 55).
This suggests that language teachers in primary education need to ‘encourage positive attitudes’
through language and culture teaching. There is the evidence that teachers influence the formation of
attitudes. Research evidence shows that there are several dimensions of teaching and learning which
can have an impact on attitude change. Of course this does not imply to change the existing positive
attitudes; on the contrary, they are nurtured through culturally sensitive language learning. Hovland
and Weiss (1951) demonstrate the value of plausibility in the communicator. Teacher as a source of
knowledge has to be prepared and credible for the learners. Another dimension is attractiveness of
the communicator. Leontiev (1981) talks about the teacher: ‘[the teacher] should have something
which will engage the class, he must have a strong personality and ….students should be susceptible
to the fascination of that personality. Furthermore he must manifest this personality in the best
possible way, thus controlling the class through personal impact….’ (p. 119).
Feeling to be safe and secure in the classroom is counted as another dimension of attitudes.
Explanation and announcement from the part of a teacher has serious influences on learners’
attitudes.
Outcomes of the message can be thought to be an influential dimension. In liberal pedagogy
methods involving threats is unacceptable, but utility or persuasion in usefulness is approved of and
is seen as encouraging positive attitude formation.
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Janis, Kaye and Kirschner (1965) stress the significant effect of environment in which
communication takes place on attitude change. Byram and Morgan (1994) state: ‘recent teaching
methods such as Suggestopedia would endorse these notions of influential atmospheric factors’
(p.34). Psychologists have suggested many of the influential schemes how to change attitudes in
learners, and they are already incorporated in language teaching methodologies.

National

Curriculum highlights the identification and the importance of learners’ existing attitudes and
knowledge: ‘one of the benefits of a good modern languages course is that it enables learners to
stand back from their preconceptions as well as to learn about another way of life. Ways to promote
this and ways to avoid simply passing on clichés include: starting from learners’ own knowledge of
the topic’ (DES, 1990, p. 61).
Learners are not a tabula rasa, which means that all have previous preconceptions. They have
formed schemata which embody individuals’ sense of their own ethnic identity. Operation of these
and pre-existing conceptions form a cognitive process influencing attitudes. Attitude change
depends on changes in cognitive structures. They even influence the ability to accept incoming
information. They can distort new information and thus the result may be that preconceptions and
stereotypes are not altered, but reinforced. It is important that these pre-existing cognitive structures,
which embody cultural meanings, should be the focus of teacher’s effort.
Attitude change includes two stages. In the first instance, individual needs new experience to
face.

Researchers argue that attitude formation and change are complex processes and mere

revelation to language learning and information about other cultures will not guide the learner to the
desired result. Byram (1989) suggests confronting learners with new experience of their ethnicity.
This can be done by presenting them with a foreigners’ view of their ethnicity. New experience
should be of course not threatening, so that learners do not reject the experience. Teachers should
help in taking seriously foreign views of learners’ themselves, which do not coincide with their own,
and change consequently their own views.
On the next stage Byram emphasizes the role of a teacher to present the concepts of the field of
study that is the basis of cultural studies, social anthropology, in order to help learners handle new
experience. On this stage learners also have to rethink their own views of foreigners.
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Festinger (1957) and Heider (1958) propose two theories, ‘Cognitive dissonance’ and ‘Balance
theory’ respectively, which are of great importance here.
Festinger (1957) argues that having consistent ideas produce well-being while inconsistent ideas
give rise to discomfort. Culbertson (1957) proposes the results of experiments carried out with roleplay and suggests language teachers as the most interesting actors in terms of resolving dissonance.
He states that playing out a role encouraged people to shift their attitudes to accommodate the new
stance.
Byram and Morgan (1994) while discussing Heider’s theory of balance state: ‘Heider’s theory of
balance focuses similarly on notions of consonance and dissonance, but here the emphasis is on
interaction with others and relies on more affective dimension. His analysis rests on the premise that
we expect preferred associates to share our own preferred ideas and behavior patterns, thus creating
a sense of balance. Where unacceptable ideas are professed by those we like, a variety of strategies
can be used to correct the sensation of imbalance.’(p.38). In terms of teaching language and culture
particular interest should be devoted to the option of ‘cognitive differentiation.’ In seeking balance
one strategy can be to recognize differences in the object that is focused. As Byram and Morgan
(1994) defines for language teachers this means presenting a multi-perspective account of the
foreign culture. If the balance theory starts operating, then it means that the necessary cognitive and
affective changes will find their place.
It can be concluded that teachers affect learners’ cognitive, affective and moral development to
the extent that they can stimulate their personal growth in the international world.
To understand the culturally sensitive language learning, analyzing the notion of ‘empathy’ will
be useful. Empathy is a comparatively new term in the English language (from 1928 in the OED). It
may be identified with ‘sympathy’ or ‘imagination’. As Byram and Morgan (1994) state ‘generally,
though, the notion of ‘placing oneself in someone else’s shoes’ represents the overall desired aim’
(p. 24). Though the term is comparatively new, the process of understanding the behavior of others
has beens investigated from a very early age. Byram and Morgan (1994) outline four elements for
empathetic understanding: personality, situation, social groups and national identity. In culturally
sensitive language teaching, social and national groups contend more attention, as it focuses on
inter-group communication. For empathetic treatment by the teacher, students’ interests should be
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taken into consideration while designing a syllabus with appropriate topic selection and
consideration of ethnic and gender identity of the class. Natale (1972) carried out an experiment
with extra-mural university students and found out that experimental group which was given
specific training in critical thinking were more empathetic with others than the control group which
had the ‘normal’ course. Thus, empathy involves combination of both cognitive and affective
factors.
Thus, the above consideration of psychological theories is to help language teachers to better
apply theory into practice. Culturally sensitive language teaching practices are developing and will
continue to refine teachers’ and researchers’ thinking.
To extend methodological consequences from the above consideration are difficult. There is
sufficient evidence that scarcity of theory-driven methodology leads to inadequate teaching.
The major innovation of the National Curriculum for England and Wales is the presentation of
the idea of ‘cultural awareness’ and recommendations for comparative methodology. They define
‘cultural awareness’ as ‘the promotion of understanding of and respect for other cultures…. One of
the most important aims of modern language studies’ (DES, 1990, p. 36). They introduce the link
between cultural awareness and language learning: ‘a growing awareness of the culture of the
people who speak the language of study is intrinsic to the learning of it and it is in this context that
the areas of experience have been defined in the second part of the programs of study. Without the
cultural dimension, successful communication is often difficult…comparison between the learner’s
own way of life and that of the other language community are an essential means to better
understanding of both’ (DES, 1990, p. 37). The working group states themes and topics which they
think are essential for language and culture learning. They suggest comparative methodology:
‘learners should therefore have frequent opportunities to …appreciate the similarities and
differences between their own and cultures of the communities/countries where the target language
is spoken’ (DES, 1990, p. 36). The working group identifies language learning in the center of
liberal education and they view cultural awareness as opportunities for the teachers.
The National Curriculum for Georgia (2009-2010, 2011-2016) presents the following list as
prioritized objectives for teaching foreign languages: to communicate successfully with the people
from foreign language speaking cultures; to have positive attitudes towards cultural diversity; to
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understand different cultural texts and contexts; to be ready for collaboration with people from
different cultural identity. The topics at different study levels of the English language are: English
traditions and customs, education, youth, the European Union, geographical and historical
dimensions of the target culture, historical personalities, facts about relationships between Georgia
and English speaking countries.
Byram and Morgan (1994) suggest consideration of comparison and contrast as a teaching
technique from three points of view: learning theory, educational purposes of foreign language
teaching and the link between language and culture learning.
The educational purpose of foreign language teaching, ‘to develop pupils’ understanding of
themselves and their own culture’ (DES, 1990 p. 3) as an explicit statement in the English and
Welsh National curriculum raises confidence in many language teachers and will be widely accepted
as an outcome.
The learning theory suggests that learners, as Byram (1989) mentions, cannot put down their
‘cultural baggage’, for culture is embodied in them. Byram and Morgan (1994) give a very clear
understanding of the comparative method: ‘when they accept that other people have other schemata
through which they understand their physical and social world, learners are in a position to take up,
cognitively, the perspective that others have on the learners’ own socially-determined
representations of what might initially seem to be the same social and physical world’ (p. 43). From
this point of view learners apprehend the foreign social reality as a foundation for intercultural
communication.
Examination of the relationship between linguistic and cultural learning has revealed the
emphasis on teaching grammatical competence in the past and linguistic functions later on. Byram
and Morgan (1994) stress the importance of vocabulary teaching:
in the era of teaching functions and notions, the concept of an abstract ‘notion’
realized in the lexis of different languages, suggests that lexical items from one
language are to be equated with specific items from another…we need therefore
to give more attention to vocabulary, to semantic structures and fields within
which lexical items are interrelated and interdependent. When learners acquire an
understanding of connotations of lexical items in the foreign language and
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contrast them with connotations of an apparently equivalent item in their own,
they begin to gain insight into schemata and perspectives of the foreign culture.
This can and should begin at the earliest stages of language and culture learning.
(p. 44)
Williams (1983) introduces the importance of ‘key words’ in establishing the link between
language and culture. He defines keywords: ‘they are significant, binding words in certain activities
and their interpretation; they are significant, indicative words in certain forms of thought’ (p. 15).
Key words give the individual realization of the fact that even between similar cultures
differences occur in particular cases.
It can be concluded from above that in teaching about selected features of culture in the specific
units, teacher’s role is to draw learners’ attention to specific key words. Two contrasting processes
of vocabulary learning are presented by Byram and Morgan (1994). First involves ‘dissociation of
words which seem to be translation equivalents…so that learners begin to adjust their existing
schemata’ (p. 46). They bring the example of English ‘family’ and French ‘famille’. The technique
of teacher’s use of comparative method is to demonstrate and explain these two words by showing
learners how name-giving tradition or ‘family gathering’ notion is different in those countries and as
a summary to list the associated key words.
The second type of vocabulary learning refers to learning vocabulary items that have no
equivalents in target language and culture. Byram and Morgan (1994) demonstrate the example of
French pupils’ familiarization of the ‘Saturday job’ phenomenon in the English language. It is
treated from historical perspective. ‘In terms of contemporary connotations the latter provide a
means of analyzing why young people have Saturday job or a spare-time job, what it means to them
with respect to financial independence, with respect to the contrast with school work, and so, on’ (p.
47).
Thus, the comparative method of learning stresses the reflection on self and native culture. As
techniques suggested in attitude formation and attitude change in developmental psychology is
already the part of teachers’ profession, comparative methods and methodologies are all common
phenomena in foreign language teaching. Below is presented the table constructed by me to
illustrate concisely the theories and their implication by English language teachers.
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Table 1.1. Culture in language teaching
Culture and linguistic success approach

Applicability

Gardner and Lambert’s model of motivation

Integrative and instrumental motivation are in
correlation to successful language learning.

Shumman’s eight-dimensional model of social Eight different parameters of 2LL (dominance,
distance

integration, enclosure, cohesiveness, size, cultural
congruence, attitude, and intended length of
residence) bring about the best language learning
context.

Brown’s stages of acculturation

Four important stages of acculturation process
(euphoria, insecurity, recovery, full recovery) bring
about successful second language and culture
acquisition.

Theories of the classroom
Cognitive and moral development

Teachers should reflect on the relationship of their
teaching with the theories of cognitive and moral
development. The level when students are open to
new perspectives from different culture may not be
reached by every student which means that teachers
should not neglect their aim and should structure
their work taking into account their knowledge of
students’ psychological development and thus
contribute to the openness of students.

Empathy

In order to emphasize more closely teachers should
add topics like: the home, the workplace, social
norms, expectations to the well- known topics such
as: food, places of interest, historical personalities,
as the new one stress more the individual’s
experience than the outsider experience.

Attitudes

Teachers should deliver lectures in an easy manner,
with elegantly structured materials, and should
create positive classroom climate to help students to
stand back from their preconceptions and to learn
another way of life.
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Teachers’ awareness and knowledge of aspects of culture-sensitive language teaching will
help their students to communicate in the target language without at least rough cultural mistakes
and to smoothly overcome negative cross-cultural experiences, when/if they occur.
1.3.6. Intercultural communication
Anthropologist Edward Hall (1959), one of the outstanding theorists in the field of cross-cultural
communication is generally acknowledged to be the pioneer of the field of ‘intercultural
communication’ (Leeds-Hurwitz, 1990; Rogers & Steinfatt, 1999) and his book The Silent
Language (1981) appeared to be the founding document. Many concepts used today in the field of
intercultural communication had been formulated in the decades prior to Foreign Service Institute
from 1951 to 1955 when originally the paradigm for the scholarly field of intercultural
communication was worked out. For example, Georg Simmel in 1921 introduced the concept of the
stranger, William Graham Sumner (1906/1940) - concept of ethnocentrism, and Benjamin Lee
Whorf (1940) - linguistic relativity theory, however the name of intercultural communication, its
conceptualization at the crossroads of culture and communication, and the study of nonverbal
communication as a part of intercultural communication commenced during Foreign Service
Institute. In 1946, the United States Congress passed the Foreign Service Act, which established the
Foreign Service Institute (FSI) in the U.S. Department of State, to provide training throughout the
careers of Foreign Service officers and other State Department personnel. The role of FSI was to
teach language skills. The FSI adopted the strategy of hiring native speakers, and thus the
importance of cultural understanding in the process of language instruction. Edward Hall started
cooperation with the linguist George Trager and thus linguistic and anthropological perspectives
were brought together into an intellectual convergence that eventually became known as
intercultural communication (Rogers, Hart, and Miike, 2002). The study of intercultural
communication first appeared as part of communication study in the late 1960’s.
Over the past four decades the field of intercultural communication has grown and much of
Hall’s work has become the basis for later expansion by other writers like Bennett, Lanier,
Lingenfelter, Storti, Smith, and Hofstede. Hall’s main endeavor was to provide a tool allowing for
the categorization and comparison of other cultures so that first an individual’s own culture should
be raised to conscious awareness and then to start understanding of other cultures. Hall’s main
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contribution was his theory that ‘culture is communication and communication is culture’ (Hall,
1981, p. 186).
There is a serious need on the part of anyone who works with people to be aware of the
nonverbal aspects of human interaction. The name ‘kinesics’ was given to the field of study of all
bodily gesticulations that are communicative by Ray Birdwhistell (1974). The vital element in
understanding has to do with cultural aspects that exist beyond the lexical characteristics. Morain
(2001) – splits nonverbal communication into three classes: ‘1. Body language, comprising
movement, gesture, posture, facial expression, gaze, touch, and distancing; 2. Object language,
including the use of signs, designs, regalia, artifacts, clothing, and personal adornment to
communicate with others; 3. Environmental language, made up of those aspects of color, lighting,
architecture, space, direction, and natural surroundings which speak to man about his nature’ (p. 66).
Following are the cultural differences that Hall has encountered to prove that culture communicates.
1.3.7. The hidden dimension of culture
Hall compares culture to an iceberg. Like an iceberg has visible and hidden parts, most cultural
elements are invisible. The invisible parts, ‘hidden dimensions’ of culture are beliefs, values, and
assumptions- the bulk of the culture, reasons people behave the way they do. The visible aspects of
culture are things that one can observe - food, clothes, typical behavior, and language. The tip of the
iceberg, external culture, constitutes the smallest part of beneath the water level part of iceberg, the
internal culture.
People are often unobservant of their own culture until they interact with those who are culturally
different. Hall (1981) says: ‘culture hides much more than it reveals, and strangely enough what it
hides, it hides most effectively from its own participants’ (p. 52).
Each aspect of culture can be understood differently by the insiders and outsiders of the culture.
Thus, culture communicates.
Hall was the first to develop a framework for observing culture. He has split culture into two
broad parts, which he calls Set Theory. First is the external part of the culture and the second part of
Hall’s Set Theory is the illusive set, incorporating: stress on words, pitch, tone, worldview, gender
roles, and status roles.
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Hall (1981, p. 61-81) has innovated ten primary kinds of human activity he labels as Primary
Message Systems that are carried by every culture. The following are the dimensions: Interaction speech, tone, voice, gesture, play, and defense; Association - the ‘pecking order’, rank and societal
structure; 3. Subsistence - food, work, distinction within work; 4. Bisexuality - gender roles, sexual
norms, and expectations; 5. Territoriality - use of space; 6. Temporality - rhythm of life, linear or
cyclical history, rate of speech; 7. Learning - logical vs. experiential; 8. Play - intertwined with the
other systems; 9. Defense - against nature, against the spiritual-religion, and against enemies; 10.
Exploitation - of society, nature. Language is only one aspect of culture and all ten systems work
together to allow cultural communication to occur.
Hall proposes consideration of cultural differences to enhance cross-cultural communication. The
first distinction to be understood is chronemics or the use of time. Hall distinguishes between
‘monochromic’ (M-time) and ‘polychromic’ (P-time) treatments of time (Hall, 1966); these
correspond to the North American and Mexican styles respectively. The monochromic time concept
follows the notion of ‘one thing at a time.’ M-time treats time as money, with measured precision.
In contrast, polychromic concept focuses on multiple tasks being handled at one time, and time is
subordinate to interpersonal relations. It is characterized by a much ‘loose’ notion of what is ‘on
time’ or ‘late.’ For example, North Americans become very upset when a Mexican taxi driver stops
to pick up a friend who seems to be going in the same direction. North Americans interpret such
behavior as showing less respect or professionalism, but the real reasons are embodied in the
culturally different treatment of time.
Westerners, Americans in particular, tend to think of time as something fixed, heading into the
future. Time is scheduled and manageable. The American future perspective is short, perhaps ten
years, compared to the Asian view of future, which can occupy centuries. Proper understanding and
use of time is one key to functioning well cross-culturally.
The next cultural distinction to be examined is proxemics or the use of space. Edward Hall’s
book: The hidden dimension introduces the Proxemics theory. He demonstrates that in each culture
the amount of space varies depending upon the nature of the social interaction, but in all cultures a
four–level distinction in the use of space is detected (Hall, 1966):
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1. Intimate distance (0 to 18 inches). It is an emotionally charged zone. This is the distance of love
making, comforting, protecting. At this close range vision is distorted and any vocalization is a
whisper. The main ways of evaluating the intruding space are through body heat, smell, and touch.
2. Personal distance (18 inches to 4 feet). It is used for informal contact between friends. It is a
‘small protective sphere or bubble’ that separates one person from another. Although only ritualized
touch is typical, the other person is still at arm’s length, available to be grasped, held, or shoved
away.
3. Social distance (4 to 12 feet). It is the casual interaction distance between acquaintances and
strangers. Used in business meetings, classrooms, and impersonal social affairs. When the distance
is more than eight feet, it is possible to ignore another’s presence and it is easy to disengage from a
conversation.
4. Public distance (12 feet to 25 feet). It is a cool interaction distance used for one-way
communication from speaker or audience. It is the distance of the lecture hall, mass meetings, and
interactions with powerful figures.
Different proxemics distances are preferred by people from different cultures. The amount of
touch varies among cultures. Argyle (1975) presents a study which is concerned with the number of
times a couple touched each other in cafes: in San Juan, Puerto Rico, they touched 180 times per
hour; in Paris, 110; and in London, 0. The London couples would be candidates for culture shock in
an African culture where two people engaged in a casual conversation intertwine their legs as they
talk. No culture can verbalize the cultural rules for the use of proxemics. Hall (1966) theorizes that
cultures’ notion about boundaries of the self, do not coincide. In the Arab culture the self is thought
of as ‘tucking the ego down within the body shell.’ Arabs have totally different proxemics
patterning from Americans and Northern Europeans. Arabs tolerate crowding, noise levels, the
touching of hands, the probing of eyes between people of the same gender. In contrast, Americans
and Northern Europeans assume to be contained within their skin. The zone of privacy is extended
to include the clothes that cover the skin and a small pace around the body. Any violation of these
areas is treated as an invasion of privacy.
In the midst of an overwhelming number of gestures whose meanings differ across cultures, like
the ‘O.K.’ gesture so familiar to North Americans is considered obscene in several Latin American
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cultures. Korean etiquette decrees that loud smacking and sucking sounds made while eating are
complement to the host. Many other examples of differences can be brought; scholars are searching
for kinesics whose meanings are universal. Unfortunately for cross-cultural understanding, ‘all’
refers only to members of the same culture.
Bursack (1970) presents his findings from the study of Minneapolis men and women who
deliberately tried to express ‘agreement’ and ‘courtesy’ nonverbally. The filmed versions were
shown to the citizens of Beirut, Tokyo, and Bogota. They were unable to interpret Americans
attempts to communicate the two attitudes.
In the late 1970s Edward Hall (1976) and Geert Hofstede (1980) developed paradigms for the
organization and identifications of cultures. This research produced five dimensions that are
applicable to cultures all over the world: High/Low context; Power-Distance; CollectivistIndividualistic; Feminine-Masculine; and Uncertainty Avoidance.
High/Low Context of culture
Context is defined as stimuli encompassing a communication event (Sapienza, 2008). It includes
everything: the geographic place of communication, societal norms, weather, time of day, tone of
voice, physical distance between communicators and many other factors. High/Low context are two
types of context dimensions. People from High context culture allocate primary significance to the
stimuli surrounding the message than to the message itself. They emphasize the ways of passing the
message more than the content of message itself. ‘High context cultures have close connections
among group members, and everybody knows what every other person knows. Most information is
intrinsically known rather than explicit’ (Singh, 2005, p. 55). A good example of high-context
communication is when a husband and wife wink affectionately to each other from a distance. The
explicit message communicated between the couple, is misleading for an outside observer. While it
can be understood as saying they love each other however, the actual message may be that it is time
to go home. ‘In general, high-context cultures use more symbols and non-verbal cues in
communication. Meaning is embedded in a situational context’ (Singh, 2005, p. 55).
In contrast, people from low-context cultures assign primary importance to the message of
communication and secondarily to context. ‘Low-context cultures are logical, linear, action-
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oriented, and the mass of information is explicit and formalized. Communication is expected to
proceed in a rational, verbal, and explicit way’ (Singh, 2005, p. 55).
Power-Distance
Power-distance Index is defined as ‘the extent to which the less powerful members of institutions
and organizations within a country expect and accept that power is distributed unequally’ (Hofstede,
1994, p. 28). A High Power Distance status indicates that inequalities of power and wealth exist
within the society and that less powerful citizens of such societies accept the unequal power
distribution. A Low Power Distance status indicates the society understates the differences between
citizens’ power and wealth. In such societies equality and opportunity for everyone is emphasized.
Collectivist-Individualist
Collectivist-individualist dimension is defined by Hofstede ‘individualism pertains to societies in
which the ties between individuals are loose: everyone is expected to look after himself or herself
and his or her immediate family.’ In individualistic cultures, the need of individual over groups is
emphasized. In contrary, collectivist cultures, where group success is more important than individual
achievement, willingness to support group is of paramount importance. ‘People from birth onward
are integrated into strong, cohesive in-groups, which throughout people’s lifetime continue to
protect them in exchange for unquestioning loyalty’ (Hofstede, 1994, p. 51).
Feminine-Masculine
This dimension reflects the extent to which a society values masculine traits, such as
assertiveness, competitiveness, ambition, achievement, material possessions,

and success or

feminine characteristics such as family, cooperation, tenderness, nurturing, caring for others and the
extent to which gender distinctions are preserved.
Uncertainty Avoidance
Uncertainty Avoidance Index focuses on the level of acceptance of unknown and vagueness
within the society. A High Uncertainty Avoidance indicates the culture has a low tolerance for
uncertainty. It values predictability, structure, and order. This suggests a rule-oriented society to
reduce the ambiguity. In comparison, Low Uncertainty Avoidance status indicates that citizens of a
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country are less anxious about unclear and uncertain situations. Society is less rule-oriented, and
easily takes changes and risks.
To illustrate how different cultural dimensions affect learners, it will be useful to view Wang’s
cross-cultural study. Wang (2007) conducted a cross-cultural study to investigate the differences
among Chinese, Korean, and American students in terms of their motivation to participate in online
discussions, perceptions of online team work, and comfort level in approaching their online
instructor. In the findings Wang states that Korean and Chinese students, being from high
uncertainty avoidance cultures, are threatened by learning situations that are unstructured and
unclear. They expect formal rules to guide their behavior. Among the three groups Americans
tended to communicate more with their instructors because they perceived them as equals, whereas
Korean and Chinese students reported low level of comfort in approaching their instructors. Wang
(2007) attributed this finding to Asian culture’s embodiment of power distance.
This particular research and many others have a great implication on language teachers. They
have to acknowledge their crucial role in the process of teaching and learning culturally diverse
students. They have to pay attention to power issues and position themselves as equal to students,
and be available for consultation and guidance; they should set clear expectation for participation,
assignments, learning activities, team work, grading, submission dates, and assessment; they have to
take into consideration how students’ different cultural backgrounds effect their learning
achievements. Language teachers have to teach the basic gestures in the order of their importance
and communicative value, like greetings, leave-taking, saying ‘yes’, showing approval and
disapproval, making and refusing requests, in order to enhance cross-cultural understanding among
learners.
The above discussion makes it evident that learners who study language without including
nonverbal components will experience serious problems in understanding the bearers of the culture.
Perception of posture, facial expression, gestures, movements increase learners’ sensitivity towards
people from other cultures and simultaneously deepen learners’ understanding of their own kinetic
systems. To sum up the ideas discussed in the above subchapter I made up the table below.
Table 1.2. Culture components to be taught in the process of English language teaching
Culture components
Classroom applicability
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Kinesics (non-verbal communication)
Hidden

dimensions

(beliefs,

attitudes,

Interpreting gestures.
values, Interpreting the behavior in the target culture.

assumptions).

Interpreting the behavior in the native culture.
Anticipating reactions.

Set theory:1. External part of culture (food, historical Broadening awareness in all aspects of target culture.
buildings, historical personalities). 2. Illusive part of Presenting geographical parameters of target culture.
culture (worldview, pitch, tone, topics for discussion Presenting contributions of target culture.
at different occasions).

Listing outward cultural differences.
Focusing on the topics for discussion in target and
native culture.
Levels of language (greeting, to a friend and to a
friend’s family).

Chronemics (the use and understanding of time)

Presenting different etiquette patterns.
Interpreting codes of behavior.

Proxemics (the use of place)

Presenting different etiquette patterns.
Interpreting codes of behavior.

1.4. Culturally-responsive pedagogy
1.4.1. The need for culturally-responsive pedagogy
It is straightforward that in the 21st century classrooms are becoming more and more diverse all
over the world. In America this process of diversification started in the beginning of the 20 th
century. The large influx of immigrants mostly from nations in Asia, Latin America, and the
Caribbean entered the United State (U.S. Department of Homeland Security, 2007). About million
immigrants are moving to the United States each year (Martin & Midgley, 2006), and English
language teachers face the daunting task educating students from diverse ethnic, racial, linguistic,
and religious backgrounds. Analogous situation is all over the world. Research shows that diverse
students, students of color, minorities, and mainstream students sometimes are not achieving success
at schools. ‘In the 1960s, the genetic explanation or paradigm was an institutionalized explanation
for the academic achievement of students from low-income and ethnic minority groups. Liberal
social scientists and educators constructed the cultural deprivation paradigm to provide an

39

alternative to the genetic explanation that was embedded and largely uncontested in American
institutions, including the schools, colleges, and universities’ (Gay, 2010 p. ix).
The cultural deprivation paradigm (Bloom, Davis, and Hess, 1965) regards limited cultural
capital in the home and communities of low-income and minority students as the basis for their
underachievement. Ryan (2010), criticizing the paradigm, described it as ‘blaming the victims.’
Greene (2009) views cultural deficit paradigm as the main cause for low teacher expectations and
uninspiring teaching in many classroom even today. In the 1970s and 1980s Manuel Ramirez and
Alfredo Castaneda (1974), Ronald Edmonds (1986), and A. Wade Boykin (1986) introduced an
important remedy from cultural deficit paradigm, a cultural difference paradigm. It reveals the
strength and toughness of the families, communities, and cultures of students from diverse
backgrounds.
Low academic achievements of mainstream and marginalized students fall into the consideration
of second generation of cultural difference theorists. It was then that Kethryn H. Au (1993), Gloria
Ladson-Billings (1994), Lisa Delpit (1995), Jacqueline Jordan Irvin (2003), Sonia Nieto (2010)
created a theory of culturally-responsive teaching. This theory hypothesizes that difference between
school culture and the culture of underachieving students is the main factor in their low academic
success. Consequently, the academic success of these students will increase if schools build on their
cultural and language strength. The theory of culturally-responsive teaching is called in many
different ways. The cultural outlook varies greatly in their emphases, because of numerous ways in
which culture is defined.
Mohatt and Erickson (1981), based on the study of Native American students, found that teachers
who used language interaction patterns that were near students’ home cultural patterns were more
successful in achieving students’ academic success. They termed ‘mixed forms’ those patterns
which were a combination of Native American and Anglo-language interaction patterns and termed
this instruction, ‘culturally congruent’ (p. 110). Cultural congruency stresses consonance or
dissonance between cultural values of learner’s community and school. Cazden and Leggett (1981)
used the term ‘culturally-responsive’ (p. 167) to describe similar language interactions of teachers
with linguistically diverse students. Jordan (1985, p. 110) and Vogt, Jordan and Tharp (1987, p. 281)
offers the term ‘culturally compatible.’ Irvine (1990) developed the notion of ‘cultural
synchronization’ to describe the necessary interpersonal context that must exist between the teacher
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and divers students to maximize learning. ‘Cultural synchronization’ focuses on interpersonal
dimensions of learner’s community and school. Ladson-Billings (1995) labels this pedagogy, which
helps students to acquire and assert their cultural identity while developing critical viewpoints that
challenge inequities that schools and other institutions face, culturally relevant pedagogy and argues
that despite different emphases and varied names the conception in these terms is similar in two
ways: 1. They only aim at situations where learner’s community and schools are directly involved
and 2. They act within the mainstream status quo.
Gay (2010), one of the prominent authors in the field, remarks: ‘Although called by many
different names, including culturally relevant, sensitive, centered, congruent, reflective, mediated,
contextualized, synchronized, and responsive, the ideas about why it is important to make classroom
instruction more consistent with the cultural orientations of ethnically diverse students, and how this
can be done, are virtually identical’ (p. 31).
Culturally-responsive teaching of any subject is a term that describes effective teaching in
culturally diverse classrooms. Culturally-responsive teaching builds on the premise that learning
may differ across cultures and teachers can enhance students’ success by acquiring the knowledge of
their cultural backgrounds and translating this knowledge into instructional practice.
Culturally-responsive pedagogy, as defined by Geneva Gay (2002), is ‘using the cultural
characteristics, experiences, and perspectives of ethnically diverse students as conduits for teaching
them more effectively’ (p.106). Culturally-responsive pedagogy can be considered, then, as teaching
practices that focus on the specific cultural characteristics that make students different from one
another and from the teacher. These characteristics include concepts such as values, traditions, and
language. They also extend to include concepts, such as communication, learning styles, and
relationship norms (Gay, 2002).
Culturally-responsive pedagogy has the roots in the notion that learning is a socially mediated
process and related to students’ cultural experiences. Culture is an important survival strategy that is
passed down from one generation to another through enculturation (learning and acquiring native
culture) and socialization, a type of road map that shapes and guides behavior. If new information is
not relevant to those frameworks of culture and cognition, people will never remember it. If the
information is relevant they will never forget it.
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A distinction must be made between culturally-responsive pedagogy and multicultural education.
Multicultural education is one whole and culturally-responsive teaching is its one fragment.
Culturally-responsive pedagogy is one of the objectives of multicultural education for all. In
particular, for delivering multicultural education diverse classrooms are not necessary. The content
presented to students can be representative of various cultural perspectives. In contrast, culturallyresponsive pedagogy must respond to cultures actually presented in the classroom.
Geneva Gay (2010) speaks about five main presuppositions that underlie the discussions about
culturally relevant teaching. The explanation follows below, as Gay suggests:
1. Culture
Educational process does not exist without cultural consideration. Culture stands in the center of
every aspect of educational system: curriculum, instruction, administration, assessment. George and
Louise Spindler (1994) explain how teachers’ and students’ different cultures affect educational
process:
Teachers carry into the classroom their personal cultural background. They perceive
students, all of whom are cultural agents, with inevitable prejudice and
preconception. Students likewise come to school with personal cultural backgrounds
that influence their perceptions of teachers, other students, and the school itself.
Together students and teachers construct, mostly without being conscious of doing
it, an environment of meanings enacted in individual and group behaviors, of
conflict and accommodation, rejection and acceptance, alienation and withdrawal.
(p. xii)
This suggests that culture which determines a person’s behavior, assumptions, thinking,
acquisition of new knowledge, excessively interferes with academic success in students of minority.
Therefore teachers’ awareness of mismatches and the harmoniousness of different cultures will help
them in acting the role of mediators. Synchronization among different cultural systems, will improve
diverse students’ academic achievement.
2. Inadequacy of conventional reform
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One of the serious shortcomings of conventional paradigm is its deficit orientation. This means
that many educators assign students low achievement to what they do not have or cannot do.
Conventional paradigms lack consideration of other factors into discussing low achievements, which
are: culture, ethnicity, and personal experience. ‘Trying to teach from this ‘blaming the victim’ and
deficit mindset sounds more like a basis for ‘correcting or curing’ than educating. Success does not
emerge out of failure, weakness does not generate strength, and courage does not stem from
cowardice. Instead, success begets success’ (Gay, 2010, p. 26).
3. Intention should be enacted
Only goodwill towards ethnically diverse students is not enough. It should be accompanied by
knowledge and expertise. Many educators are aware of the importance of cultural differences in the
classroom participation, but mere awareness without action cannot provoke change. Goodwill and
awareness should be the foundation for reforming the education for cultural diversity.
4. Strength and dynamism of cultural diversity
‘Cultural diversity is strength - a persistent, vitalizing force in our personal and civic lives.
However, its full potential may not be realized. It is, then, a useful resource for improving
educational effectiveness for all students. Just as the evocation of their European American, middleclass heritage contributes to the achievement of White students, using the cultures and experiences
of Native Americans, Asian and Pacific Islander Americans, Latino Americans, and African
Americans facilitates their school success’ (Gay, 2010, p. 15).
Many researchers have proved in their experiments that after including social experiences into
curriculum and instruction, reflecting and drawing on diverse students’ strength, labels of silent and
passive students have been removed.
5. Test scores and grades are manifestations, rather than sources of achievement problems
Test scores and grades are limited in revealing the sources of trouble. For example, ‘reports that 8,
13, and 17-year-old African American students have the lowest reading scores of any ethnic group
on National Assessment of Educational Progress measures and various states’ proficiency tests leave
out a lot of critical information. They do not specify how performance is distributed by gender,
social class, residential location, immigrant status, and linguistic background of the students; nor do
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they specify the various skills (e.g., vocabulary, comprehension, inference, decoding, etc.) that
constitute reading. These reports blatantly ignore the within-group variability that exists among
African Americans. Yet, this variance must be understood, and the insights gained should influence
the design and implementation of instructional reforms to facilitate better school achievement for
these students’ (Gay, 2010, p. 18).
Reasons of achievement patterns of different ethnic groups encompass immigration itself, losses
of encouraging networks, losses of family connections, a new style of living, change of residence,
sporadic education, anxiety, insecurity and many others. ‘Students should be able to achieve
academically, ethnically, culturally, and socially simultaneously without any of these abilities
interfering with the others’ (Gay, 2010, p. 21).
1.4.2. Characterizing culturally-responsive teaching
Gay (2010) describes the six characteristics of culturally-responsive pedagogy. It is validating,
comprehensive, multidimensional, empowering, transformative, and emancipatory.
Culturally-responsive teaching is validating
Culturally-responsive teaching is validating because it recognizes the rightfulness of the cultural
heritages of different ethnic groups and sees their effects on students’ approaching to learning. It
accepts inheritance of these groups as valuable source for formal curriculum. It unites students’
home and school experiences. It allows students to know and value one another’s culture.
Students’ self-esteem, understanding of their own identity and their prior experience are
presumptions culturally-responsive teaching to base on and which leads to improved academic
achievement.
Culturally-responsive teaching is comprehensive
Approaches to teaching like incorporation of ‘culturally mediated cognition, culturally
appropriate social situations for learning, and culturally valued knowledge in curriculum content’
(Hollins, 1996, p. 13) help students develop responsibilities for their and their peers’ learning, grow
the sense of society, gain the morals of triumph (Gay, 2010).

Ladson-Billings (2009) in her study

of elementary classroom, where all the above-mentioned approaches were incorporated in actual
instruction, found that an academic community of learners, which culturally-responsive teachers
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created, exhibited aid and support to one another, acted like big family members caring about one
another and boosting their individual self-concept. Learning outcomes were the same for teachers
and learners and they all strived to attain common learning goals. The teachers responded to the
sense of belonging that youths need, honored their human dignity, and promoted their individual
self-concepts. ‘Students engaged in caring relationships, shared resources, and worked closely
together and with the teacher to attain common learning outcomes’ (Gay, 2010, p. 33).
Culturally-responsive teaching is multidimensional
The notion of multidimensionality involves many different aspects of educational process:
classroom climate, how students and teachers view one another, classroom management techniques,
instructional strategies, learning environment, and curriculum components. Culturally-responsive
teaching considers all these aspects of teaching and learning process to reach collaborative actions
across cultures (Gay, 2010).
Culturally-responsive teaching is empowering
Empowering characteristic of culturally-responsive teaching allows learners to be high achievers
and successful human beings. Empowered learners set high expectations for themselves, they
believe that they can succeed in learning activities and courageously try to obtain mastery of the
tasks. Shor (1992) characterizes empowering education as:
a critical-democratic pedagogy for self and social change. It is a student-centered
program for multicultural democracy in school and society. It approaches individual
growth as an active, cooperative, and social process, because the self and society
create each other…The goals of this pedagogy are to relate personal growth to public
life, to develop strong skills, academic knowledge, habits of inquiry, and critical
curiosity about society, power, inequality, and change…The learning process is
negotiated, requiring leadership by the teacher, and mutual teacher-student authority.
In addition,…the empowering class does not teach students to seek self-centered
gain while ignoring public welfare. (p. 15-16)
Shor incorporates the parameters of behavioral objectives, curriculum content and instructional
strategies in the above account of empowering teaching.
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Culturally-responsive teaching is transformative
Culturally-responsive teaching appraises diverse students’ abilities and uses them in instructional
strategies to further boost them. For example, African Americans’ story-telling expertise that they
use in informal communications can be used as a means of teaching them English-language writing
skill.
Banks (1991) states that transformative characteristic involves assisting ‘students to develop the
knowledge, skills, and values needed to become social critics who can make reflective decisions and
implement their decisions in effective personal, social, political, and economic action’ (p. 131).
Culturally-responsive teaching is emancipatory
Culturally-responsive teaching is liberating (Asante, 1991/1992; Au, 1993; Ericson, 2010;
Gordon, 1993; Lipman, 1995; Pewewardy, 1994; Phillips, 1983) in the way that it does not entirely
dictate mainstream ways of teaching, but makes genuine understanding about different ethnic groups
attainable to students. ‘The validation, information, and pride it generates are both psychologically
and intellectually liberating. This freedom allows students to focus more closely and concentrate
more thoroughly on academic learning tasks’ (Gay, 2010, p. 37).
Culturally-responsive pedagogy varies from other cultural consideration views in the way that it
critically intends to deviate from existing norms. It is a critical theory which is demonstrated in the
words, ‘a culturally relevant pedagogy is designed to problematize teaching and encourage teachers
to ask about the nature of student-teacher relationships, the curriculum, schooling, and society’
(Ladson-Billings, 1995, p. 483). Criticality, in Ladson-Billing’s theory tries to alter the
interdependence among structures, resources and status quo and deconstruct the harsh name of
schooling.
1.4.3. Criticality in education
What is criticality in education? Criticality was first conceived by Henry Giroux in his book
Theory and resistance in education (1983). ‘Critical pedagogy is a theory and practice of education
aimed at stimulating social critique and political engagement among historically oppressed groups
for the purpose of progressive social change…critical pedagogy has evolved as a field of study that
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employs critical social theory to deconstruct the oppressive name of schooling and to promote an
alternative vision of education for social change’ (Nygreen &Cruz, 2011, p. 62).
Cultural relevant pedagogy critically and intentionally deconstructs the mainstream status quo.
Criticality is focused in three aspects of culturally-responsive teaching. Parsons and Wall (2011)
name these areas as: ‘academic excellence for all students’, which in relation to classroom practices
means that ‘all students can learn;’ the second element is ‘the fostering of cultural competence’ and
the last one – ‘the development of critical social consciousness’ (p. 16).
1.4.3.1. Criticality and academic excellence
High expectations for students and faith in their success, is primary issue in culturally-responsive
pedagogy but not of course the end of a story. Ladson-Billings (1994, 1995) emphasizes teachers’
opinions, evaluations of selves and others in passing their high expectations and beliefs.
Identities of teachers and students both are considered and it is crucial that they are attuned.
Nieto (1999) acknowledges that ‘by reconnecting with their own backgrounds, and with the
sufferings as well as the triumphs of their own families, teachers can lay the groundwork for
students to reclaim their histories and voices’ (p. 3). This interest intersection acknowledges ‘the
legitimacy of cultural heritages of different ethnic groups, both as legacies that affect students’
dispositions, attitudes, and approaches to learning and as worthy content to be taught in the formal
curriculum’ (Gay, 2000, p. 29).
This should not be understood that culturally-responsive teaching is colorblind or race-neutral. In
contrast, teachers should have awareness of racist system to rethink the system, change it and
include all cultures equally.
1.4.3.2. Criticality and cultural competence
Ladson-Billings (1994) explains enactment of cultural competence as acknowledgement and
asserting of students’ cultural identities complies with dominant standards. In America cultural
competence is related to different aspects of students’ lives from the core perspective of dominant
norms in mainstream U.S. culture. In mainstream American culture individualism is emphasized in
the way individual success of students rather than achievement of the group is valued and individual
instructions are viewed as demonstration of the centrality of individualism.
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Promotion of cultural competence Ladson-Billings equates with synchronization of mainstream
culture and students’ cultural identities. In circumstances, where synchronization is a problem,
cultural competence ‘uses students culture in order to maintain it and to transcend the negative
effects of the dominant culture’ (Ladson-Billings, 1994, p. 17).
1.4.3.3. Criticality and critical social consciousness
Ladson-Billings (1995) states it to be teachers’ responsibilities to help students critique social
inequities. ‘Critical social consciousness is the ability to recognize, understand, and critique
assumptions underlying a phenomenon, the phenomenon itself, and the effects or influences of a
phenomenon. In the enactment of the critical social consciousness component of culturally relevant
pedagogy, efforts often identify issues of concern to the general populace’ (Parsons & Wall, 2011,
p. 20).
1.4.4. Culturally-responsive caring
One of the main supports of culturally-responsive pedagogy is caring for ethnically diverse
students. Webb et al. (1993) states that caring shifts ‘self-determination into social responsibility and
uses knowledge and strategic thinking to decide how to act in the best interests of others. Caring
binds individuals to their society, to their communities, and each other’ (p. 33-34)
In culturally-responsive teaching the notion of caring exceeds just feelings of empathy and
emotional ties. As Gay (2010) mentions it is used here as ‘caring for’ instead of ‘caring about’
students from diverse cultural, social, ethnic groups. Caring about has the emotional concern of how
people are. However, caring for adds real action, measures to affect students’ well-being as people
and as students. Gay (2010) comments ‘caring is grounded in attitudes but must exemplify actions.
In fact, attitudes without concomitant competence-producing actions constitute a form of academic
neglect’ (p. 54).
This kind of caring is demonstrated by teachers holding high expectations for their students,
positive attitudes forwards them, beliefs in their intellectual abilities. These teachers use different
instructional strategies to facilitate learning, to empower students’ individual and collective learning
capacity and validate students’ knowledge experiences.
Teachers, who really care for students honor their humanity, hold them in high esteem,
expect high performance from them, and use strategies to fulfill their expectations.
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They also model academic, social, personal and moral behaviors and values for
students to emulate. Students, in kind feel obligated to be worthy of being so honored.
They rise to the occasion by producing high levels of performance of many different
kinds- academic, social, moral, and cultural. (Gay, 2010, p. 48)
Gay (2010) draws attention to four themes in discussing pedagogical caring. These are:
characterizing caring, preexisting teacher attitudes and expectations towards diverse students, effects
of teacher expectations on instructional behaviors and students’ achievement and being more
culturally competent in classroom caring.
1.4.4.1. Characterizing caring
Researchers make it evident that teachers who demonstrate a high level of caring succeed in
students’ higher achievements than those teachers who do not. Tolerance, perseverance, credibility,
emancipation, and facilitation for the learners are the core characteristics of caring interpersonal
relationships. Siddle-Walker and Snarey (2004) extend the notion of caring in education by adding
two more dimensions: ethics and social justice. They write: ‘teachers who seek to be caring, but
refuse to care in a culturally appropriate way are still unfair. Likewise, teachers who seek to do
justice, without attention to caring for the individual, are still hurtful. Overall…fairness and
carefulness are each empty without the other’ (p. 144-145).
Thompson (2004) states that culturally-responsive teachers
see the world that the children see, and…help them develop thoughtful responses
both cultural difference and to racism…It is a responsibility owed to white students
as well [as students of color]. We cannot prepare children to make a better world if
we cannot see this world for what it is…To truly see White, Black, and Brown
relations in a raced and racist society-both as they are and as they might be-we must
care enough to abandon our willed ignorance and political blindness. (p. 37)
Ladson-Billings (2009) in her book: The Dreakeepers: Successful teachers of African Americans,
brings evidence of similar caring. In one of her interviews with students she found that the teacher
students liked listened to them, cared for them, respected them, was friendly, believed in them and
persuaded them to participate.
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Marva Collins (1992) suggested a ‘creed of caring’ which guided her in her teaching career and
shows her commitment to caring for culturally diverse students. She states:
I discourage being average. I believe all of my students can learn if I do not teach
them too thoroughly that they cannot…I will teach to think for themselves…I will
teach them to have the fortitude to build their own bridges…to be courageous
enough not to run from everything that is difficult, but to face unflinchingly the
problems of life and see them…as challenges of living. I shall encourage them to
never rest on their past laurels…to [know] that excellence is a non-ending process,
and that they will never arrive in the land of the done. I [believe]…my students will
become like stars that will light the world with excellence, with self-determination,
with pride. (p. 260-262)
Teachers no more can be colorblind, no longer can keep distance in student teacher relationships,
no more emphasize on lacks and limitations of diverse students, just on the contrary, teachers should
be involved in students’ out-of-classroom lives, they should promote learning and relationship
environments where all students are valued, cared for, and supported to succeed.
1.4.4.2. Predominant teacher attitudes and expectations and effects
Usually teachers dominate in the classroom. They decide which student will take part in which
activity, when, and how (Goodlad, 1984; Kohn, 1999; Kozol, 2007). Teachers’ attitudes and
expectations are displayed in these decisions. If a teacher holds a high expectation of a particular
student he/she is advantaged and contrary if teacher’s expectation is low the student is
disadvantaged. What influences teacher expectations?
Many researchers have proved that culture is one of the main influences on teacher and student
expectations (Uzuner, 2009). For example, a student from high power distance culture, who sees a
teacher as an authority figure, does not engage in interactions with the teacher, while the student’s
peer from a low power distance culture is eager to participate. Many teachers after numerous
failures to make the student active, abandon the student and his/her learning opportunities appear
under question because of differences in teacher-student cultural expectations.
Over time, negative teacher assumptions may cause what Holliday (1981, 1985) calls ‘learned
helplessness,’ when the student assumes to be not worthy and disengages from classroom
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interactions. Good and Brophy (2003) note that ‘many students in most classes are not reaching
their potential because their teachers do not expect much from them and are satisfied with poor or
mediocre performance when they could obtain something better’ ( p. 70).
Among many factors influencing teacher expectations are those which are completely different
from intellectual abilities. These are: gender, identity, social class, mother tongue, and even
appearance of a student.
Clifford and Walster (1973) were the first who introduced the interdependence between physical
attractiveness and teacher expectations. Ritts, Patterson, and Tubbs (1992) in their study describe
how physical attractiveness effected students’ grades and scores. Ayto (1999) defines ‘lookism’ as
‘prejudice or discrimination on the grounds of appearance’ (p. 485).
Physically attractive students received higher grades, higher scores on standardized
tests, and more academic assistance; they also were considered to be more friendly,
attentive, popular, and outgoing, as well as better behaved. The effects were greater on
social than academic skills assessments. However, distinctions among these domains
of schooling are not clearly demarcated, and effects in one can easily influence the
other. (Gay, 2010, p. 60)
How teacher expectation, influenced by many above-mentioned factors, effect students
achievements is described in Rosenthal and Jacobson’s (1968) famous study Pygmalion in the
Classroom. The teachers were intentionally given different IQ results for the students, when in fact
students were identical. The teacher held high expectations for ‘high’ IQ students and consequently,
they performed better in reading tests. Good and Brothy (2003) named this the ‘self-fulfilling
prophecy effect’ and created six steps to reach it. Gay (2010) lists these steps as:
(1) The teacher expects specific achievement from specific students; (2) the teacher
behaves toward students according to these expectations; (3) the teacher’s behaviors
convey to the students what is expected of them and are consistent over time; (4)
students internalize teachers’ expectations, and these affect their self-concepts,
achievement motivations, levels of aspiration, classroom conduct, and interactions
with teachers; (5) over time students’ behavior becomes more and more attuned to
what the teacher expects, unless they engage in deliberate resistance and change
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strategies; and (6) ultimately, students’ academic achievement and other outcome
measures are affected. (p. 64)
One more factor that influences teacher expectations is their professional efficacy. Gay (2010)
defines ‘teaching efficacy stems from the beliefs teachers hold about their abilities to positively
affect the academic achievement of particular students’ (p. 67).
Self-confident teachers always hold high expectations of students. They choose challenging
activities, demonstrate their efforts, and are tenacious in difficult situations. They feel responsible
for helping low achievers to overcome learning difficulties. Teachers with high efficacy ‘become
engrossed in the teaching situation itself, are not easily diverted, and experience pride in their
accomplishments when the work is done’ (Ashton & Webb, 1986, p. 3).
Conversely, teachers with the feeling of low efficacy are not self-confident in their ability to
change achievement status for their students. They blame students and assign their achievement
problems to students’ intellectual capabilities. These teachers keep low expectations for students and
don’t feel responsible to assist them. Pang and Sablan (1995) state ‘teacher efficacy is an important
construct in student achievement, and teacher educators need to seriously examine what teachers
believe about their abilities to teach children from various underrepresented groups’ (p. 16).
1.4.4.3. Moving toward culturally-responsive caring
Gay (2010) believes that culturally-responsive caring cannot be obtained automatically from
professional morality, but it should be intentionally refined and developed. She gives an account
about engaging with culturally-responsive caring and proposes teachers three ways of moving
toward it. First is to obtain adequate knowledge base about ethnic and cultural diversity. In order to
develop cultural diversity knowledge foundation teachers have to get familiar with the contributions
of diverse cultures which have become huge in number over time. This body of knowledge should
be detected, studied by teachers and used in classroom. The values of ethnic diversities, such as the
ways children interact with adults in teaching and learning settings, how different ethnic groups
prioritize cooperative problem solving and what implications they have in the classroom
environment or how gender roles are distributed in diverse cultures, should be understood and
applied in the classroom instruction effectively. The second way toward caring is to raise teachers’
personal and professional self-awareness as cultural beings. Knowledge and understanding of
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cultural diversities is not enough for culturally-responsive teaching. Teachers have to be reflective,
self-critical, and engaged with self-analyses how they view diverse students, what their expectations
for them are and how biased they are. The third way toward culturally-responsive caring is to
engage themselves in a tactful dialogue about cultural diversity. Self-reflective teachers should
speak with others about problems and ways of solution for these problems. They have to give
detailed analysis to people who are powerful in assisting with the issues. These discussions have to
be collaborating, inquiring and deeply engaging.
To sum up the ideas expressed by various authors that are discussed in the above subchapter I
made up the table below.
Table 1.3. Critical theory
Theory

Culturally-responsive pedagogy (learning may differ across cultures. Teachers can
enhance students’ success by acquiring knowledge of their cultural backgrounds and
translating this knowledge into instructional practices. It critically and intentionally
deconstructs mainstream status quo).

Supports

Culturally-responsive

Predominant teacher attitudes Moving

caring

and expectations

towards

culturally-responsive
caring

Classroom

After the process of self-reflection, self-awareness, and self-renewal, deconstruction

application

and reconstruction teachers will acquire knowledge, skills, expectations and ethics
inevitable for culturally-responsive teaching and will exhibit the power of caring. All
students of these teachers will be held accountable for high academic success. Caring,
together with pedagogical competence, will result in high academic achievement of
diverse students.

Outcome

Success for students from diverse background

Thus, in demonstrating culturally-responsive teaching, the core features are teachers’ ability to
care for students, alter students’ attitudes, assumptions, feelings of efficacy, and expectations,
together with teachers’ strong awareness of cultural diversity and knowledge of pedagogical skills.
Culturally-responsive pedagogy entails teachers who have a thorough command and appreciation of
the cultural and historical heritages and contributions of different ethnic groups. It requires teachers
who are brave enough to confess the fallacy of blaming learners in not achieving the educational
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goals. It demands to reflect on the educational system itself and make an effort to change it.
Culturally-responsive pedagogy needs teachers who hold intransigent faith in their students and put
endless efforts in helping them achieve academic excellence. Culturally-responsive teachers
acknowledge that pedagogical knowledge together with teachers’ ability to care is foundation for
success for ethnically diverse students.
1.5. Conclusion to chapter 1
The chapter 1 has demonstrated many theories that prove the connection between language and
culture. It has offered many definition of this complex concept and has shown how important it is to
take into consideration the target culture while teaching English language to achieve understanding
into communication. The chapter proposes different theories to help teachers provide culturesensitive English language teaching. Teachers’ awareness and knowledge of aspects of culturesensitive language teaching will benefit their students to communicate in the target language and
smoothly overcome negative cross-cultural experiences. The chapter illustrates how the lack of the
knowledge of non-verbal communication impedes understanding the bearers of the target culture.
Understanding others kinetic system will simultaneously raise the understanding of students’ own
kinetic systems and will help them to interpret different codes of behavior. In 21st century diverse
classrooms teachers no longer can keep distance in student teacher relationships, just contrary they
should care for their students by devoting them extra time and involving into students’ out-of-class
life and

they have to promote positive classroom climate where all students are valued and

supported to succeed. The process of self-reflection, self-awareness, and self-renewal will help
teachers acquire knowledge, skills, expectations and ethics inevitable for culture-sensitive teaching
and will exhibit the power of caring. Caring, together with pedagogical competence, will result in
high academic achievement of all students.
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CHAPTER 2. DISCUSSION OF DIFFERENT COMPONENTS OF
CULTURALLY-RESPONSIVE ELT
The critical literature review in chapter 1 presented a clear picture of the significance and
inseparability of culturally-responsive language teaching and learning in the process of foreign
language teaching and learning. It also identified the academic success for ethnically and culturally
diverse students through culturally-responsive teaching (of any subjects/courses). The review of
literature proved the core role of teachers in the process of reaching every student by their
knowledge, attitudes and skills needed for facilitating culture oriented language teaching. There are
other essential elements together with teacher pedagogical and content knowledge and developing
the knowledge base about cultural diversity, that need consideration in successful English language
teaching and learning process. These can be: 1.language curriculum - integration of cultural aspects
into it, enrichment with instructional materials, interesting and empowering for diverse students. 2.
English language textbooks – analyzing the variety of ways culture is represented in them;
identifying them as not only the sources for content, but also viewing culture as ‘a series of dynamic
processes, including those involved in learning’ (Cortazzi and Jin, 2011, p. 196). 3. Assessment of
culture learning – checking the attainment of culture teaching goals: positive attitudes toward people
from different cultures and their languages. 4. Methods and techniques for culture-sensitive English
language teaching- introducing variety of techniques and multiple methods to present culture
oriented materials.
In this chapter I will discuss the multicultural curriculum development process and results,
different models for textbook evaluation, the ways how to assess culturally-responsive language
learning, and different methods and techniques for English language teachers to foster this kind of
learning. Also I will present two studies conducted by me: 1. The evaluation of multiculturalism of
the curriculum in Education Faculty English Language Philology Program, Bachelor level at IBSU
and its effects on students’ attitudes. 2. Evaluation of two especially popular textbooks in Georgia.
2.1. Multicultural EFL curriculum development and materials evaluation
Curriculum development is an educational activity where language curriculum development
constitutes its one part only. Language curriculum development relates to the field of applied
linguistics and highlights knowledge, skills, principles, morals and standards students acquire in
educational institutions. It studies the possibilities for attaining intended educational objectives and
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monitors how educational process is planned and assessed and implemented. Rodgers (1989)
comments:
Syllabi which prescribe the content to be covered by a given course, form only a small
part of the total school program. Curriculum is a far broader concept. Curriculum is all
those activities in which children engage under the auspices of the school. This
includes not only what pupils learn, but how they learn it, how teachers help them
learn, using what supporting materials, styles and methods of assessment, and in what
kind of facilities. (p. 26)
The increasing diversity in today’s classrooms brought the necessity to rethink the language
curriculum from more traditional models to curricula that help all students develop knowledge,
skills and values effective in the reality of the 21st century through integrating interests and
experiences of diverse students and thus, multicultural content in them. Gay (2010) states:
The fundamental aim of culturally-responsive pedagogy is to empower ethnically
diverse students through academic success, cultural affiliation, and personal efficacy.
Knowledge

on

the

form

of

curriculum

content

is

central

to

this

empowerment…Curriculum content should be seen as a tool to help students assert
and accentuate their present and future powers, capabilities, attitudes, and experiences.
(p. 127)
Kane (1991) speaks about ethnographic/symbolic approach, to integrate cultural studies into
language curriculum. Symbolic approach means integrating culture as Swindler sees it a ‘tool-kit’ of
symbols, rituals, and world-views into curriculum. The ethnographic approach views the importance
of ‘thickness’, as the American ethnographer Geertz (1973) named it, of everyday social
relationships. Geertz describes this method as ‘microscopic’, because students should acquire
thorough knowledge of target cultural schemes, and they should become aware of the differences
and complexity of cultural interaction. Kane (1991) adds: ‘Courses might focus on studies of
working-class culture, the culture of young people, the culture of leisure, the culture of racial
minorities, and the social agents which are concerned with the transmission of ideology, for example
the school system, the family and the mass media’ (p. 244).

56

Many different models of curriculum transformation were introduced by multiple authors
(Grillo, 1998; McAllister & Irvine, 2000), but Sleeter and Granst’s (2006) and Banks’ (1998) stages
of development in the process of enacting multicultural curricula is widely accepted. These models
maintain teachers’ assumptions in the process of developing multicultural understanding as ‘teachers
do not start with the same type of cross-cultural understanding’ (McAllister &Irvine, 2000 p. 19).
All models present the development stages to assist teachers in implementing a multicultural
curriculum. Typical to all models is the last stage, which is a demanding task for teachers to achieve.
This stage was taken as an encouragement to ‘do something’ about the situations which are not
equal to everyone (Grilo, 1998).
Below is presented the close consideration of Banks’ model. Banks (1998) outlines several
approaches in the complicated process of developing a multicultural curriculum: the contributions
approach, the additive approach, the transformative approach, and the social action approach.
Contrary to the views popular earlier that bilingual and ethnical/racial/cultural minority students
reach lower educational results due to lower intellectual development levels (Gay, 2010) with the
contributions approach, Banks (1998) stresses the contributions of diverse groups to society and
emphasizes the fact that teachers being selective always diminish other contributors. The
contributions approach views cultural diversity not as limitation or deficiency, but as a positive
variety that requires respect and recognition. Contributions approach to curriculum development
suggests replacement of traditional approaches which force assimilation and ‘marginalize whoever
cannot or will not be homogenized’ (Silvers, 1995, p. 30-31), by prioritizing plurality and
recognition.
The additive approach is characterized by Banks in the following way: ‘cultural content,
concepts, and themes are added to the curriculum without changing its basic structure, purposes and
characteristics’ (Banks, 1998, p. 30). The limitation of both above-mentioned approaches is the lack
of depth into thematic trains of thoughts that secure a more steady, coherent and inclusive
curriculum. Banks (1998) adds that the contributions approach and the additive approach both ‘are
used to integrate cultural content into the curriculum, people, events, and interpretations related to
ethnic groups and women often reflect the norms and values of the dominant culture rather than
those of cultural communities’ (p. 30). Jenks et al. (2001) speak about the risk associated with
additive approach: ‘the danger [of the additive approach] is that if the material becomes an official
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part of the curriculum, it may be given short shrift-or not be taught at all-by teachers who fail to
accept its importance’ (p. 97).
The transformative approach alters the nature of the curriculum itself by integrating multiple
outlooks and prospects in the curriculum. It does not simply add, but infuses multiple views in the
curriculum. Students are empowered, encouraged to think critically, ‘learn to be reflective, to adopt
different perspectives, and to understand how what they are taught-the knowledge that schooling
offers-has been shaped historically, ethnically, culturally, and linguistically’ (Jenks, et al. 2001, p.
97). According to Sleeter and Grant (1991) knowledge has no power unless interacted with students’
interests, needs, expectations, goals, desires, and motives. As Banks and Banks (1995) declare, the
transformative approach to a multicultural curriculum ‘provide[s] a rich context for equity pedagogy
because both the transformative curricula and equity pedagogy promote knowledge construction and
curriculum reform. Transformative curricula and equity pedagogy also assume that the cultures of
students are valid’ (p. 155).

Moreover, Banks (1998) states that ‘important aims of the

transformative approach are to teach students to think critically and to develop the skills to
formulate, document, and justify their conclusions and generalizations’ (p. 32).
The extended work on the transformative approach resulted in creating the social action approach
where teachers provide activities for students to practically engage in what they have learned
through multiple perspectives. Banks (2003) adds that students must ‘question the assumptions of
institutionalized knowledge and…use knowledge to take action that will make the world a just place
in which to live and work…When we teach students how to critique the injustice in the world, we
should help them to formulate possibilities for action to change the world to make it more
democratic and just’ (p. 18).
The discussions about the curriculum content, as the most essential aspect of a multicultural
curriculum is developed further by Geneva Gay (2010). ‘Textbooks, standards, literary and trade
books, and mass media’ (p. 129) are the sources of curriculum content relevant for culturallyresponsive pedagogy.
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2.1.1. Textbooks
Textbooks together with workbooks and teachers’ guides are the most widely used sources in
language teaching, although computer-based technologies and multimedia instructional resources
are being increasingly introduced. As Cortazzi and Jin (2011) suggest ‘Textbooks can be…


a teacher



a map



a resource



a trainer



an authority



a de-skiller



an ideology’ (p. 199).

As Cortazzi and Jin (2011) further explain, like teachers direct students, textbooks similarly
instruct them about English-speaking countries. In the sense of ‘a map’ textbooks provide teachers
and learners with structured paragraphs with language and culture aspects to be learned. Textbook
is a resource: ‘a set of materials and activities from which the most appropriate or useful items will
be chosen. Other parts may be briefly dealt with or ignored, and supplementary material will often
be brought in by the teacher, because the textbook is unlikely to cover everything’ (p. 199).
In the sense of ‘a trainer’ textbooks and teachers’ guides serve as explanations for less trained
teachers. Teachers can acquire cultural knowledge from them. Revealing their training capacities a
textbook can be seen as ‘an authority.’ The information is treated as a fact, reliable, and valid. Inexperienced teachers in some cultures never view it critically.
As ‘a de-skiller,’ Cortazzi and Jin (2011) claim that for many professional teachers textbook
reliance causes negligence of creativeness and fault-finding approach to teaching materials.
Finally, textbook as ‘an ideology’ is characterized by acknowledging ‘that it reflects a
worldview or cultural system, a social construction that may be imposed on teachers and students
and that indirectly constructs their view of a culture’ (Cortazzi & Jin, 2011, p. 200). De Castell,
Luke, & Luke (1989) perceive textbooks as a sort of cultural politics, as they may contain elements
of social, political, cultural, and economic reality.
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Textbooks have the history of long development. Before the 1950s only linguistic and grammar
emphasis were detected in textbooks. ‘Linguistic examples have been dramatized to a larger extent,
interlocutors have become flesh and blood by the way of drawings and photos, and the everyday
life, the social context, and the natural environment of the foreign countries concerned have been
gradually introduced’ (Risager, 1991, p. 181). Since the 1950s increasing cultural focus has been
evidenced.
English language textbooks in the past had a European focus and a poor design, included no
authentic materials, were author-dominated and culturally unconscious (Risager, 1991). They were
published mainly in the UK and the USA. However, today they are more market-centered,
culturally-responsive, design-rich, focused on nonnative learning situations, published by local
publishers and encompassing no artificial materials.
Karen Risager (1991) stresses the genre change in textbooks and identifies that ‘in the 1950s and
1960s they were dominated by the kind of a realistic fiction, in the 1970s and 1980s they are rather
mixtures of ultra-short (realistic) fiction (mini-dialogues) and many types of no-fiction’ (p. 182).
The conclusion drawn from Chun-Hoon’s (1973) study of effects of the inappropriate textbooks
is still up to date. Students feel insulted, ashamed, frustrated from the shallow or negative
characterization of their ethnic groups or from their total omission. The recommendations for
authors is to direct their center of attention ‘to deal with more authentic and substantial human
experiences and contextualize specific subject matter skills in more meaningful multicultural
content’ (Gay, 2010, p. 133). The deficiency of cultural content into textbooks may be defeated by
integrating more realistic, contextualized content about history and culture of different ethnic groups
into classroom interactions between students and teacher.
2.1.2. Standards
Other influential sources for multicultural curricula are achievement standards and standardized
testing. Standards are ‘about what students should know and be able to do at what levels of
acceptability, and according to what evidence or measures of success’ (Gay, 2010, p.134). The idea
of standardization refers to using the same scale for all students to find out the knowledge of content
and performance standards, which measures the level of acceptability of the content.
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In America for culture-oriented teaching the initiative of NCLB (No Child Left Behind Act of
2001) to impose penalty on the US states ‘where there were significant disparities in the
performance of students from different ethnic, racial, cultural, social, and linguistic groups’ (Gay,
2010, p. 137), was an important step forward, but not much practical realization followed. Most
states and standardized tests in the US are colorblind. The wordiness of state standards and NCLB
is attractive, but the enactment in practice is problematic.
Standards determine the content for textbooks and what teachers teach, but the awareness and
sensitivity towards this issue should make teachers keep their creativeness and control over what
they teach, how they teach and how students are assessed. Likewise there is no one best method for
teaching all students, there is no right curriculum design and assessment procedure for all students.
Using varied curriculum content and designs, resources, teaching methods and techniques make
better opportunities for diverse students to achieve success.
2.1.3. Literary and trade books
Yet another source for curriculum content is literary and trade books. Almost all teachers at some
point use fiction as additional source for their lectures. E. Kim (1976) identified the significance of
incorporating ethnic literature as curriculum content. She mentions it would help to acquire worthy
insight into cultural identity and history of ethnically diverse groups. ‘It also is a powerful way to
expose students to ethnic groups, cultures, and experiences different from their own to which they
may not have access in their daily lives. Multicultural literature can help students cross cultural
borders and improve understanding of insider and outsider perspectives on cultural, ethnic, and
racial diversity’ (Gay, 2010, p. 142). Povey (1968) points out that second language reading and
literature can both be used as culture teaching tools, but they are different things:
yet if we have to accept the primacy of language, we cannot make this our only
concern, otherwise the most effective ESL reading material would be those items we
create ourselves to the specific linguistic architecture of levels of difficulty. Such
works more often become readers without any element of literature in them. The
simplified stories from the classics are justified by a similar appeal to language
necessity, but they are usually only a thin reminder of what was once a significant
book. (p.188)
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Keeping in mind the difference between literature and readings, teachers can refer students of
beginning and lower-intermediate levels to readings and students of upper-intermediate and
advanced levels to literature.
Great effort and expertise is required from a teacher to teach about culture from literature.
Teachers should thoroughly understand the cultural values embedded in the literature and transcend
them to students from diverse cultures. For example, it is proved that American culture is marked by
individualism dimension, but it is interesting how this individualism, ‘competition and fair play’
(Valdes, 2001, p.141) is described in literature. In Stephen Crane’s ‘The Bride Comes to Yellow
Sky’ there is a drunken gunman who challenges an officer of the highest rank in the army to show
his supremacy over him, but when he understands that the opponent is with his bride and unarmed,
he quits out of the sense of the fair play. Valdes (2001) focuses on teacher’s skills regarding the
issue and comments:
understanding these unspoken values and presenting them to second language
learners is an absolute requirement for the teacher. Rather than coming up with a
value and trying to find a literary work to exemplify it, however, one should select a
work because of its interest to the students, the level of proficiency it requires, and
what it has to say. Then one should extract the values and include them in the
teaching process. ( p. 141)
Same can be said about the topic of humor. For diverse students it may be complicated to
understand why a native English teacher is laughing. If the teacher explains what is the foundation
for humor in English-speaking countries and what is unexpected, strange and unsuitable in the
situation, he/she will greatly assist the students’ understanding of the phenomenon.
Advice for teachers is to acquire a deep insight into the culture and use multiple resources to
teach in a culture-sensitive way effectively to students of diverse cultures, ethnicity, and race. Wilga
Rivers (1983) has said,
Our students need literature, poetry, music, and other artistic manifestations, not only
of a literate elite, but also of the common people in oral traditions, folklore, the arts of
the people, the history and stories that make small pockets of cultural identity unique.
Through this content they can share the culture and the concerns of many times and
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many people, faraway and close at home. The preoccupations change and interweave,
but societies and groups have had to face basically the same issues. (p. 33)
In today’s classrooms literature is widely accepted by teachers as an influential resource for
language teaching, but teachers should focus on the major function of literature use in
second/foreign language classrooms, being a vehicle to transmit the culture of the people who speak
the language in which it is written.
2.1.4. Mass media
Mass media are influential sources of multicultural curriculum content. TV programs,
newspapers, journals, and films pass some positive and some negative characterization of ethnic
groups and people of different culture. Students carry the effects and the information in the
classroom with them and thus, mass media are a powerful curriculum content resource for
culturally- responsive teaching.
At some time almost all ESL/EFL teachers turn to newspapers as a resource for variety and for
fresh information. The newspaper is quite difficult to teach from. It is characterized by language
difficulty and much cultural involvement and disruption. For these reasons students need guidance
from the teacher. The recommendation for teachers is to use newspapers not as a language teaching
tool, but as learning about the culture instrument. For example, while reading The horoscope, the
questions for consideration can be ‘What is revealed about our patterns of beliefs in the
supernatural? To what extent do people ascribe the day’s events to these prophecies?’ (Blatchford,
2001, p.130). The front page of the newspaper can be the source for discussing what editors in
different cultures think is catchy for people to buy it or how different cultures view crime, danger,
and threat as newsworthy or not. It is significant to make students focus on how the type of writing
is different or the same in their home countries. For instance, in the advertisements in some cultures
it is acceptable to list their phone numbers or addresses. Students need to know how people from
different culture view the anonymity in doing something, for example, complaining. Thus, there are
many cultural indicators in newspapers that can be used for classroom consideration. As culture and
language are inseparable, in discussing cultural themes the speaking skill is practiced and from
reading newspapers different registers of English language are studied and their appropriate use for
writing is facilitated. News stories are a valuable source for vocabulary in context. Writing activities
can encompass writing a letter to the editor about problems in your community or expressing
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disagreement about some cultural misrepresentation. An interesting activity can be to track the
changes in popular culture and social history in the newspapers together with the changes in the
design and the use of photos.
So, foreign newspapers may be just the jumble of words for students, but with the help of
teachers they may become a fascinating resource for culture-sensitive language learning.
Based on the above consideration it is straightforward that curriculum content is an instrument
for enhancing culturally-diverse students’ attitudes, capabilities and experiences. A curriculum
should be meaningful for students to make it possible for them to reach the curriculum goals.
Meaningfulness implies admitting rightfulness of diverse cultures’ contributions and historical
heritages.
2.2. The evaluation of multiculturalism of the curriculum in Education Faculty English
Language Philology, Bachelor level at IBSU and its effects on students’ attitudes
The study has been conducted by me to reveal how a multicultural curriculum affects students’
diversity awareness, engagement in learning, and feelings towards intergroup relationships. Also,
how students assess the multiculturalism of the curriculum in Faculty of Education and Humanities,
English Philology program (bachelor level) at IBSU (International Black Sea University).
The focus of this study became the Faculty of Education and Humanities, English Philology
bachelor program at IBSU. It is a relatively new faculty at the university, but all three levels of
tertiary education (Bachelor, Master, and PhD) are represented successfully. An outstandingly, to
my mind, multicultural curriculum of the program includes the following courses dealing with
various cultures: British Culture and Multicultural Studies; Introduction to World Literatures;
British Landmarks; British Pop Culture; Methods of Teaching English; Culture of Georgian Oral
and Written Communication; Elective language 1, 2, 3, 4 (Spanish, Turkish, or Russian).
The mission of the faculty is to enhance cross-cultural awareness and support the communication
between cultures.
The goal of the program is to provide students with contemporary knowledge and adequate skills
in the field of English philology using a range of student-centered, inquiry-based methods: problembased learning, project-based learning, computer-assisted learning, and discovery learning.
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Method
The research was conducted based on the data obtained from the Faculty of Education and
Humanities, English Philology bachelor students at IBSU. The justifications for the choice of this
program are listed below:


It is a relatively new faculty in the university



Mixed-nationality groups that are presented on the faculty have more potential to reveal
interesting data



The center-point in the study was language curriculum development and effects

The Faculty of Education and Humanities English philology program at bachelor level at the
moment when the study was conducted encompassed totally 65 students. So, 65 questionnaires were
distributed using the online survey software package www.surveymonkey.com out of which 50 were
completed and returned. The following link will allow you to see the questionnaire:
http://www.surveymonkey.com/s/2ZQNF3F
Some responses were added manually.
Results
Question 1: How would you rate the effectiveness of the Faculty of Education and Humanities
curriculum?
The majority of students (64%) rated the effectiveness of the curriculum as Very effective. Only 36
% think that it is Moderately effective and all other categories received 0%
Question 2: How would you rate the content of textbooks, tapes, and videos used?
The research showed that 26% of students are Moderately satisfied and 70% are Very satisfied.
Though 4% of students are only Slightly satisfied.
Question 3: Do different courses in the curriculum improve cultural understanding?
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The majority of the participants (60%) answered that different courses in the curriculum greatly
improved their cultural understanding. The answer Moderately improve received 36%. Only a very
little percentage (4%) of students thinks that different disciplines Slightly improve their cultural
understanding.
Question 4: Do you believe every student has an opportunity to learn, despite ethnicity, race,
gender, and ability?
More than half (52%) of respondents think all students have equal opportunity to learn. 44% of
students Moderately believe in the issue. Very surprisingly, 2% of participants think that not all
students have an equal opportunity to study. As a teacher of this faculty I have not heard any
complaints concerning equality issue. Further 2% assume that they have very little possibility to
study.
Figure 2.1.- Equal Educational Opportunities
Do you believe every student has opportunity to learn
despite ethnicity, race, gender, ability?
Strongly believe

Moderately believe

Slightly believe

Not at all

2% 2%
44%

52%

Question 5: Who benefits from a multicultural curriculum?
60% think all students benefit equally. 30% of participants voted for majority groups. 10% of
research participants share the ideology with opponents of curriculum transformation and think that
minority groups benefit more.
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Figure 2.2. Efficiency of Multicultural Curriculum

Who benefits from
multicultural curriculum?
60%
40%

60%

20%

10%

0%

30%

0%

Minority Majority

All

None

Question 6: Does the curriculum enhance students’ engagement?
An equal percentage of respondents (6%) chose Slightly enhance and Not at all enhance. Again the
majority of them (68%) assume that the curriculum has a positive effect on students’ motivation and
engagement. However 20% of them think that more have to be done to engage students.
Question 7: Do you think your feelings towards diverse group relationships have improved?
The researched data highlighted that 66% of participants now value diverse groups more and respect
their culture. Another 24 % think that the curriculum moderately improved their feelings and further
4% and 6% of the applicants rate it as Slightly improved and Not at all improved respectively.
Figure 2.3. The role of curriculum in raising cultural awareness
Do you think your feelings have improved
towards diverse group relationships?
4% 6%

Very Improved

24%
66%

Moderetaly
Improved
Slightly Improved

Not at all
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Conclusion


The majority of the respondents (64%) rated the curriculum high, which means that a
culture-oriented philology programs meet the students’ needs.



More than half (60%) of the students think that varied courses in their curriculum
strongly improved their cultural understanding, which will favor them in their cross
cultural communication.



It is significant that in discussing who benefits from multicultural curriculum 60% of
students think that majority and minority students benefit equally, though 10 % still
think that minority groups benefit more. Frequent exposure to multicultural topics
will make it evident for students that all groups have equal benefits.



It is also important to mention that again more than half of participants think that
their motivation has improved (68%) and their attitudes and feelings have changed
(66%) toward students with the diverse background. This change will definitely
benefit them in their cross-cultural relationships.

2.3. Textbook Evaluation
Over the time many models for textbook analysis have been created by various authors. Some
checklists fail in evaluating the cultural content in them (Dwyer, 1984; Brown, 1995, p. 146-150,
159-166, 176-177). Harmer (1991) and McDough & Show’s (1993) checklists draw attention to
stereotypes of races and cultures in textbooks. Some checklists warn teachers that there can be
varieties of target cultures, but point out only Britain and the United States (Savignon, 1983, p. 169175). Cunningsworth (1995) presents a checklist for textbook evaluation and this one is slightly
more related to the cultural content, gender issues, and ethnic diversity by asking questions like:
‘Will your students be able to relate to the social and cultural contexts presented in the course
book?’ ‘Are women portrayed and represented equally with men?’ ‘Are other groups represented,
with reference to ethnic origin, occupation, disabilities, etc.?’ ‘Do they cover teaching techniques,
language items such as grammar rules and culture-specific information?’ Cunningsworth (1984) also
introduces a question if the cultural environment assists learners in detecting social situations they
may really appear in. This issue, the importance of cultural skills together with cultural knowledge is
discussed further in Skierso’s (1991, p. 432-453) and Snow’s (1996, p. 231-250) works. As Cortazzi
and Jin (2011) state they ‘distinguish cultural recognition from cultural production. Students may
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need to recognize the meaning of target group behavior but they may not wish to follow it. Some
may have mixed feelings about ‘Western’ cultures and such cultures therefore need to be presented
in an objective and sensitive manner’ (p. 202).
It is out of question that checklists vary in understanding the role of culture in EFL/ESL
textbooks. More evidently, they represent their authors’ point of view, how deeply aware of or
interested in culture they are. Surprisingly enough, the questions about culture are at the end of the
checklists, as if remembered the last minute.
Cortazzi and Jin (2011) cite Byram’s criteria for textbook evaluation which is thoroughly
distinguished. Byram offers several areas of interest in the textbook while evaluating the cultural
content and explores the breadth and depth of focus in the given textbook.
Table 2.1. Criteria for textbook evaluation (after Byram, 1993, as cited in Cortazzi and Jin, 2011, in
Cultural Mirrors, p. 203)
Criteria for textbook evaluation
Focus on cultural content:


social identity and social groups
(social class, regional identity, ethnic minorities)



social interaction
(differing levels of formality; as outsider and insider)



belief and behavior
(moral, religious beliefs, daily routines)



social and political institutions
(state institutions, health care, law and order, social security, local government)



socialization and the life cycle
(families, schools, employment, rites of passage)



national history
(historical and contemporary events seen as markets of national identity)



national geography
(geographic factors seen as being significant by members)



stereotypes and national identity
(what is “typical,” symbols of national stereotypes)
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Cortazzi and Jin (2011) examined a range of ELT textbooks and revealed three patterns in
English textbooks reflecting culture. These patterns are: 1. Textbooks with source culture - it means
learners’ own culture; 2. Textbooks with target culture - referring to cultures where target language
is used as a first language; 3. Textbooks with international target culture - referring to cultures
around the world, using English as an international language.
To illustrate the EFL textbooks with source cultures, Cortazzi and Jin bring the examples of the
textbook for Venezuela - El libro de ingles, for Turkey- Spotlight on English, and for Saudi ArabiaEnglish for Saudi Arabia. These textbooks are produced at national level and introduce source
cultures. The settings in these textbooks are source cultures, characters travel inside their country,
performing activities familiar to their cultures, talk about traditional food, focus on their traditions
and history and name national heroes.
Cortazzi and Jin (2011) give reasons for a strong emphasis on the source culture in these
textbooks: ‘There is a need for learners to talk about their culture with visitors. A deep reason is that
such materials are usually designed to help students become aware of their own cultural identity’ (p.
205-206). They follow the argument that learning English-speaking cultures is harmful for their
children’s identity. I would probably agree with the statement if, as it has been said earlier, we
meant assimilation with the target-language culture. But, as it also has been mentioned, the
inseparability of language and culture causes the need of culture-sensitive language teaching which
is not only harmless for the learners’ identity within their culture, but also helps to comprehend it
deeper.
As a counterargument for the fact that introducing foreign cultural aspects in the textbooks are
damaging national identity, Cortazzi and Jin (2011) bring the example of Lebanon. Lebanese
textbooks have cultural content that is not source culture and ‘as a result, more than half are
bilingual; they are familiar with other cultures and are generally regarded as very cosmopolitan, yet
very few think of themselves as French, or American, or British; their ethnic identity as Lebanese is
basically not in question’ (p. 206).
There are a large number of EFL textbooks with a focus on target culture and international
culture that Cortazzi and Jin (2011) examined and they conclude that the development of
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intercultural skills and culture-sensitive language learning depends very much on the ways
textbooks are used in the classroom. The role of the language teacher is often similar to the role of a
diplomat who avoids acute corners and supports the peaceful development of relationships. Many
teachers, unfortunately, avoid this sophisticated and responsible role as too difficult, so they totally
avoid talking about culture. Probably this sort of teaching makes their lives easier, but certainly it
does not help students very much.
Cortazzi and Jin (2011) identify several problematic situations in teacher, student and textbook
interactions. Firstly, teachers’ and students’ culture of learning may be incompatible with each other
and with reference of target culture, as in the classroom using the textbook there is a three-party
dialogue. This may cause the misrepresentation of culture content and source culture will be
dominated in the classroom interactions.
Secondly, teachers’ and students’ culture of learning may coincide but differ from textbook
culture of learning. Similarly in the above situation source culture will dominate the dialogues.
Thirdly, the situation may be paradoxical in case of a native speaker teacher. Teacher’s culture of
learning and the target culture of learning of the textbook are congruent, but different from students’
culture of learning. In this case as students’ expectations are not met, the teacher’s professionalism
will be doubted by the students. It is crucial for the teacher in this situation to become aware of the
students’ culture of learning. The solution to these problems move towards teachers and textbooks.
Modern textbooks should include more intercultural aspects and teachers should be more aware of
intercultural competence. From this analysis it is visible that language teachers, whether native or
non-native-speakers, have to take a more reflective and ethnographic path towards cultural content
and methodology.
Karen Risager (1991) offers four groups of categories in her model for textbook analysis. She
mentions that the model was initially derived from the analysis of realistic prose, but modified for
analyzing textbooks and pedagogical needs (Andersen & Risager, 1978). Following is the schema
for categories:
‘1. The micro level-phenomena of social and cultural anthropology:
a. the social and geographical definition of characters
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b. material environment
c. situations of interaction
d. interaction and subjectivity of the characters: feelings, attitudes, values, and perceived
problems.
2. The macro level-social, political, and historical matters:
a. broad social facts about contemporary society (geographical, economic, political etc.)
b. broad sociopolitical problems (unemployment, pollution etc.)
c. historical background.
3. International and intercultural issues:
a. comparisons between the foreign country and the pupils’ own
b. mutual representations, images, stereotypes
c. mutual relations: cultural power and dominance, co-operation and conflict.
4. Point of view and the style of the author(s)’ (p. 182-183).
Risager (1991) uses the above model to examine elementary EFL textbooks used in Scandinavia.
She presents the overall picture of textbook development from the 1950s and adds that though the
description stems from textbook analysis in Scandinavia, the whole Western Europe has followed
the same trend. Below is the detailed account of Risager’s (1991) description.
Micro level: phenomena of social and cultural anthropology
The social and geographical definition of characters - During the whole period textbooks have
been dominated by middle class representatives. However, from the 1970s some working class
photos also appear. The textbooks for young learners never mention occupation, while occupational
concern is seen in textbooks for adults.
From the late 1970s and 1980s textbooks become rich with various age groups. Elderly people
and children start to appear in textbooks, while in the past they did not exist. Overall the age of
characters is adapted to the age of learners. After World War II, English language learning classes
became extended both in terms of age groups and social affiliation.
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As for the social relationships of characters, in the 1960s it was confined within the family
consisting of a mother, a father, and siblings interacting in the house or a garden, but from the
1970s the focus was shifted from the family members to the young people, friends, tourists, visitors
and thus people’s residence disappears and hotels and reception desks come into sight. So,
‘marginalization of native everyday life’ (Risager, 1991, p. 184) is seen. Textbooks in the 1960s had
no core characters and thus, fragmentation of social space is evidenced.
From the point of geographical environment, in the early textbooks only urban lifestyle was
described, but from the 1970s different countries and cities came into light.
Material environment - Technological achievements in reproduction sphere made it possible to
change primitive drawings with colorful realistic drawings and photos. Motivation factor was raised
depending on the aesthetic dimension.
So, even if the visual materials are of great value, representing everyday life, their
arrangement tends to represent the universe in a very fragmented way. Very few
pictures are used to illustrate social and geographical contrasts, for instance. At any
rate, the heavy emphasis on photographs tends to stress the objectifiable, material
aspects of culture-though photos may occasionally illustrate affective aspects too, for
instance certain atmospheres. (Risager, 1991, p. 185)
Situations of interaction - Situation shift is also evidenced in late textbooks from garden, home,
shopping, and bus settings to booking office, theatre, and restaurant situations. This means that
textbook content is increasingly moving towards communication orientation. However, spare time
conversation influence is high based on the linguistic needs, which is marked with common
language use.
Interaction and subjectivity - Early textbooks did not depict feelings, values and opinions of
characters, but new ones already show the expression of personal opinion, compassion or
indifference as categories of language function. Religious beliefs and activities are not included in
textbooks and problems are limited too. ‘Perceived problems are very rarely shown, and they are
seldom of a serious type. In good cases the problem may be about pocket money, or pupil
participation. There are only few more problems represented in the newer books compared to the
earlier ones. We see here a strong under-representation of the subjective aspects of culture’ (Risager,
73

1991, p. 186). This is again a demonstration of headache-avoiding policy, but, as I have shown,
language and culture are inseparable, and religion is a very important aspect of culture. I do not
think this is appropriate.
Macro-level: Social, Political, and Historical Matters
Broad social facts about contemporary society - In the textbooks of the late 1970s the
sociocultural facts appear in the form of useful information for tourists. Many different towns are
mentioned in the sense of geographical information in new textbooks compared to old ones, though
no information exist on cultural geography. The trend towards sociocultural orientation in new EFL
textbooks exists, but is not full-fledged.
Broad sociopolitical problems - In the recent-times textbooks, the problem orientation is already
detected. Topics like women’s works, immigrant workers, unemployment, racism are briefly
referred to.
Historical background - Historical background is missing from textbooks, though ‘thematic units
have in some cases given way to historical information, for instance a theme on ‘la Bretagne’
(Risager, 1991, p. 187). Meanwhile, many historic events are part of idioms and have to be taught.
for example: the idiomatic meaning of the American idiom rope in is ‘to include someone to
persuade someone to join in doing something’ (Kirkpatrick and Schwarz, 1995). This idiom reflects
the experience of catching and collecting cattle with the help of lassoes by the frontiersmen in the
West. A very important historic event is reflected in the idiom a witch-hunt, the idiomatic meaning
of which is: ‘a search for, and persecution of, people whose views are regarded as evil’ (Kirkpatrick
and Schwarz, 1995). The prototype of the idiom refers to the organized hunts for witches.
International and Intercultural Issues
Comparisons between pupils’ own country and the foreign country - Risager (1991) explains
the absence of comparison in textbooks by saying that
as foreign language teaching textbooks are not only produced in order to be used in the
country of production, but are also made for export to various other countries with
similar needs, it is in principle impossible to elaborate a sociocultural content that is
based on a contrastive analysis of the two countries originally involved. Nevertheless
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the actual interest in intercultural matters has resulted in some invitations in recent
textbooks to make comparisons with facts related to the pupils’ own country.
Sometimes national editors present some figures for discussion. (p. 187)
This is why books created locally in cooperation of target and native language and culture
experts would be especially effective. By the way, publishing houses may think about national
appendices to their international books. This comment also concerns the two items below.
Mutual representations - This category is also not presented in EFL textbooks, but in very recent
ones authors offer some discussions about possible stereotypes.
Mutual relations - This category is also absent from textbooks. ‘Target country or countries are still
considered as isolated units’ (Risager, 1991, p. 188).
Point of View and Style of the Author
Authors in general restrain themselves from expressing personal attitudes towards sociocultural
issues or engaging with critical analysis.
The above analyses of textbooks proposed by Risager (1991) show that, though there has been
considerable change in textbooks since the 1950s, the traditional focus on purely linguistic matters
was replaced by increasingly important cultural information. However, the textbooks published in
the 20th century still lack some elements of sociocultural context. The trend toward cultural
orientation kept growing and the increasingly diverse classrooms in the 21st century already brought
the necessity of introduction of foreign countries, their representatives and mutual relations.
2.4. Evaluation of Two Very Popular Textbooks in Georgia
I followed Byram’s checklist for textbook evaluation to examine the cultural content of New
Snapshot (Abbs, Freebairn and Barker, 2010) and Total English (Foley and Hall, 2010). The choice
of textbooks is according to the popularity in adult and adolescence learning.
New Snapshot
The contents page of New Snapshot illustrates the assembling principles and framework of the
whole book. An examination of the contents reveals pleasing results as far as cultural studies are
concerned. Out of twenty units twelve units contain rubrics like: ‘Wideangle on the world’, ‘Culture
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flash’, and ‘Project’. On the back cover of the book where information is briefed about ‘what the
books say about themselves’ (Cunningworth, 1984), fostering intercultural awareness is also focused
in the way the authors evaluate the textbook: ‘with New Snapshot you can: Widen students’
experience of international culture through new culture pages, new projects and new teenage
lifestyles video’.
On the one hand, there is one theme of middle-class, young people with different nationalities:
English, Australian, Spanish who are not isolated individuals, but with parents, aunt, mother,
through their dialogues supply learners with useful phrases how to say good bye, express pleasure
and thanks, give advice, talk about obligations, and make requests. A second theme allows focusing
on stories of celebrities like Kate Winslet, Diana Ross, Bob Dylan, Elton John, Tina Turner, and
Britney Spears.
New Snapshot has units dealing with most aspects of culture mentioned in Byram’s list (1993),
illustrated above. This textbook has an enormous variety of cultural coverage, focusing on modern
history and social, political, technological, artistic topics. Through culture flash 1 it familiarizes
learners with popular seaside resorts in the UK like: Brighton, Tonquay, Newquay, St Ives, and
Cornwall which is the surfing centre of the UK and lists UK’s top 10 holiday destinations abroad:
Spain, The Canary Islands, France, The USA, Itali, Greece, Portugal, Turkey, Cyprus, and Holland.
In project 1 it gives opportunity to talk about San Diego beaches in California and Grand Canyon in
Arisona in the west of the USA.
Culture flash 2 enables students to compare TV in the UK and TV in the USA, their watching
culture and Project 2 fosters creativity by allowing learners to plan a new teenage TV programme.
Culture flash 3 discusses music in the UK and music in the USA and equips learners with
vocabulary to talk about the most popular singers and bands in their countries. Project3 permits to
plan a pop concert and the textbook offers a diversity of real pop songs.
Culture flash 4 proposes all the majesty of one of the most famous inventions – The World Wide
Web and the following Project 4 encourages students to think about advantages and disadvantages
of modern inventions.
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All the above-mentioned texts represent an illustration of ‘open’ (Luke, 1989) texts. They
provoke a range of possible interpretations, elaborations and learner responses. They encourage
cognitive and emotional involvement (Cortazzi; Jin, 2011).
Rubric Wideangle On the World gives details about Australia, the people, the cities, landscape,
wildlife, and identifies some famous Australians, such as actors Mel Gibson, Russell Crowe, actress
Nicole Kidman, and tennis player Lleyton Hewitt. The text under the title ‘A visit to the North Pole’
gives emphasis to contemporary environmental problem, the effects of global warming. Another
unit reflects Argentinian conservation expert, Claudio Sillero-Zuburi’s contribution in helping to
save the Ethiopian wolf from extinction. This text introduces geographic significance for Ethiopia,
The Bale Mountains National Park. Other areas in Byram’s criteria are also presented in New
Snapshot ‘belief and behavior’ in the way International Travel Challenge, for students, was to raise
money for cancer research. Contemporary social and moral issue, child abuse, is also highlighted.
National history is mentioned under the title ‘The Early Native American Indians’. This theme is set
in a historical framework covering the times when tribes like Apache, Sioux, Cherokee and
Comanche spread to American continent where they were called American Indians.
The only area from Byram’s criteria which is not mentioned in New Snapshot is ‘social and
political institutions’.
As we can see the book contains rich cultural information, but it does not contain culturesensitive language teaching elements, such as culture specific vocabulary, explanations or activities.
The book gives ground to teachers to show their creativeness and alter materials to express culturebound ideas, which sometimes appear difficult for teachers. Leaving creation of such activities only
on teachers’ good will is not the right way to look at the issue.
Total English
The examination of the contents page reveals some depressing results as far as cultural studies
are concerned. Culture is not taken into consideration at all. The back cover of the textbook focuses
on its skilled orientation and the ways of fostering cultural awareness is never stated. The textbook
has twelve units. There is a topic about daily routines of people with different nationalities Spanish,
Polish, which partly relates to area of ‘belief and behavior’ in Byram’s criteria for textbook
evaluation. There is unit focusing on music, mentioning Luis Armstrong, Beethoven, The Beatles.
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Other units deal with Australian climbers challenge, habits of the English, the Chinese girl talking
about her way from adolescent to adult, Nelson Mandela’s garden, New Zealand, Renee Zellweger,
different people discussing the advantages of Zoo. However, these are fragmented topics, in
Risager’s terms (1991). Each is restricted to a single unit. There is no cultural thread to link topics
together. There is no historical background and cultural comparison. Though, some of the texts are
‘open’, deliberately incomplete, finishing with a question to invite students to interact with the texts,
to construe their own interpretations. Total English is full of communicative activities aimed at
practicing all skills. On the whole exercises are obsessed with linguistic practice, while the cultural
content is slightly demonstrated in some of them. The rubric How to… proposes ways to make
arrangements, be polite in English, exchange opinions, talk about choices, use conversational
phrases, deal with difficult questions, but they are isolated phrases without context. Accompanying
DVD enhances cultural learning through authentic, entertaining material from film and TV. On the
whole many areas in Byram’s criteria are not mentioned in the textbook: ‘social identity and social
groups’, ‘social interaction’, ‘social and political institutions’, and other areas are just partly
covered. As for the culture-sensitive language teaching: activities, role plays or vocabulary the book
does not contain.
To summarize, Total English and New Snapshot both are aimed at international target culture, in
the way they include a wide variety of cultural issues in English speaking countries as well as in
other countries where English is not the first or second language, but is used as an international
language. To add, while textbooks show different levels of inclusion of target and international
culture, the learning of culture and development of intercultural skills, the promotion of reflective
use of textbooks depends in large part on how they are used in the classroom, the quality of
interaction between students, texts and teachers and methodology of cultural learning.
So, it is apparent that the demands on modern textbooks are huge. They face a difficult task of
being tools for linguistic learning and simultaneously they should fulfill the new role as a device for
culturally-sensitive language learning. Today a widening interest in national identity is witnessed,
which may be assigned to disconnectedness of culture in textbooks, and which is found to be the
subject for criticism.

‘From pedagogical point of view fragmentation in particular is to be

criticized…However, the pedagogical milieu is beginning to reflect on didactic and methodological
dimensions of the sociocultural content’ (Risager, 1991, p. 191). Thus, the primary issue for the
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future language textbooks is to introduce an organized understanding of culture and society and bare
the linguistic and sociocultural status at equal positions.
2.5. Educating teachers
Classroom is the place where theories, approaches, methods, techniques, plotting and planning
are tested for practical efficiency, validity or unproductivity, and uselessness. What does it imply to
be a good English language teacher? Undoubtedly this is the proficiency in subject matter and
pedagogical skills. Most foreign or second language teachers in the Western European education
systems and in other countries obtain academic and pedagogical knowledge. Though, their study of
academic subjects is deeper and more profound than their pedagogical skills acquirement (Byram
and Morgan, 1994). In France and Germany the study of literature in foreign language is
supplemented by the study of the country and its establishments but the corresponding courses were
assigned a low status and few hours. Thus, many teachers may have a thorough knowledge of
foreign language and skills, but they are limited in the knowledge of the language as phenomenon.
Today there are many pre-service and in-service teacher education courses where the tendencies
for lingo-cultural studies are evidenced. They give opportunities to teacher to study in the country of
target culture and language supported by cultural institutes or trainings held in home country. From
a survey of several Western European countries (Edelhoff, 1987 as cited in Byram and Morgan,
1994) it was detected that in-service teacher education focuses on the possibilities to assemble
‘authentic material’, factual information, regalia and to up-date teachers’ understanding of the
country or people.
In England Her Majesty’s Inspectorate (HMI), a body of national inspectors of education,
controls educational policy. In the objectives of foreign language teaching it signifies two areas:
linguistic and social. Following is the portrayal of aims in the second domain:
Human and social [aims]
 to increase social competence by promoting an awareness of and sensitivity to differences in
social customs and behavior;
 to foster positive attitudes towards other countries and those who live in them and to counter
prejudice;
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 to enable learners to meet foreigners in this country and to travel abroad with confidence,
enjoyment, interest and advantage;
 to awaken an interest in foreign cultures and life-styles and to foster a willingness to see
one’s culture in a broader context;
 to develop a capacity for understanding and accepting the unfamiliar;
 to encourage tolerance and a willingness to work together. (HMI, 1987)
However, HMI declare that these objectives rely on ‘success in mastering the linguistic
objective’ and the whole document focuses on how to obtain these linguistic aims. This trend seems
to be characteristic to practice in general.
Pre-service English teachers take a variety of
classes on young adult literature, multiculturalism, and child development; they write
papers on literary theory, diversity, and motivation; they learn concepts like authorial
intent, scaffolding, and the zone of proximal development. Well prepared in subject
matter and pedagogy, new English teachers have a strong background with which to
face the complexities of teaching, and leave their university eager to engage their
knowledge and newfound skills in the secondary classroom. (Shoffner et al, 2011, p.
89)
The logical question is that if new English teachers are equipped with sufficient skills and
knowledge what is that makes them struggle in the classroom. The answer is very simple. It is the
diversity of the classroom. ‘Poverty, joblessness, low expectations, boredom, peer pressure,
disaffection, lost opportunity, substance abuse, alienation, family disintegration, and, particularly for
those who are poor or marginalized, the utter lack of prospects for the future’ (Cochran-Smith, 2003,
p. 372).
Teaching English in today’s classrooms entails personal connection together with the
professional expertise, comprehension of students’ social, physical, emotional, and cognitive
development. Banks et al. (2005) further extend the list by including: understanding of students’
cultures, backgrounds, and expectations. Cochran-smith (2003) additionally increases the teacher
requirements by emphasizing teacher expectations and beliefs that students should have freedom to
personal and academic success.
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Most teachers today understand the broad aims of language teaching; have acquired the
endurance and knowledge into other cultures, but how to apply them in the daily practice is vague.
The following subchapter will illustrate different approaches, methods, procedures and techniques
for effective English language teaching.
2.6. ESL methodological practice
In order to avoid misunderstanding and vagueness of terms within the area of methodology –
approaches, methods, techniques, procedures – it is better to define them straightforward in the
beginning. Approach is a broader term than method and it implies theories about knowledge of
language acquisition, which are the explanation for activities done in the classroom. Approach needs
methods for practical realization in classrooms. Method is the combination of various procedures
and techniques with clear decisions about the roles of teachers and students. Procedure refers to
various techniques which are presented in ordered sequence. Technique is a single activity from this
ordered sequence.
In literature two contrasting approaches of teaching English are evidenced: student-centered,
which is concerned with ‘bringing about a deeper conceptual understanding and change in students’,
and teacher-centered, which is concerned with ‘effective transmission of information and skills from
teacher to learner’ (Westwood, 2008, p. 2). Direct teaching methods which arrived in the end of 19 th
century as a result of Modern Language Reform Movement are manifestation of teacher-centered
approach. ‘Direct teaching takes many forms, ranging from the typical chalk-and-talk or PowerPoint
lectures – where students are mainly passive recipients of information – through to highly structured
but interactive classroom sessions’ (Westwood, 2008, p. 17). Procedure which is most often referred
to in direct teaching is PPP (presentation, practice, production). The presentation part involves
appropriate visual material to present language in a clear situational context. During the practice part
the students practice language using teacher as a model and engaging in follow-up activities with the
guidance of the teacher. Active feedback if necessary is provided by the teacher. The production part
entails students using the new language in their own sentences without teacher’s help. At this part
students are expected to be able to use new language without supervision and immediate feedback.
PPP is equally successfully used in culture-sensitive teaching.

Inquiry-based methods -

discovery learning, problem-based learning, project work, and resource-based learning - are other
good examples of student-centered approach. Discovery learning follows the following procedure: a
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topic is presented for discovery, students and teacher brainstorm ideas, students do individual or
group work to interpret the gathered information, conclusion is shared and if required modified
across groups, and finally teacher checks the findings, clears misunderstanding and helps in drawing
conclusion.
Problem-based learning or task-based learning (TBL) is a widely used method. Below is Willis’s
TBL model.
Table 2.2. The Willis TBL framework (Willis, 1996, p.52)
Pre-task
Introduction to topic and task
Task cycle

Task, Planning, Report

Language focus

Analysis, Practice

Completion of meaningful tasks is the focus of TBL, instead of language structure or function. In
the Pre-task stage, the teacher and the students explore the task and the teacher helps the students to
clear any misunderstanding of task instructions. In the Task-cycle stage the students discuss the task
and negotiate the ways to present to the class. The teacher monitors. During the Language focus
stage, the teacher highlights language issues provoked by the task.
Project-based and Problem-based learning are often used interchangeably in literature. Nowadays
projects have become very ambitious, emphasizing real-life issues and problems.
Resource–based learning involves choice of topic according to students’ interests, their active
processing of data gathered from authentic, hands-on resources. Students acquire effective skills for
using books, electronic search engines, conducting interviews, writing emails and letters.
All the above-considered methods and procedures have cultural implications. It is extremely
noticeable when different educational cultures of teachers and students come into contact. Jeremy
Harmer (2007) brings examples:
we have expected active participation in class, and we have encouraged adventurous
students who are prepared to have a go even when they are not sure of the language
they are trying to use. We sometimes ask students to talk about themselves and their
lives in a potentially revealing way. We tell students that they should take charge of
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their learning, that the teacher is a helper and guide rather than the source of
knowledge and authority. Yet all of these tenets may well fly in the face of educational
traditions from different cultures. (p. 76)
Teachers should not apply their methodological beliefs thoughtlessly, instead, they have to think and
decide what is appropriate for the particular situation and they have to try to foster cross-cultural
understanding and communication. The issue is outstandingly apparent in speaking classes. Students
are often not willing to speak because they feel awkward to express their personal information or
feelings in front of class. In such situations teachers have a number of techniques to refer. The first
can be giving enough preparation time. Wilson (2005) identifies planning and rehearsal, repetition
for speaking success. The second can be giving them chance first to discuss an issue in small groups
before doing it as whole-class activity. The third technique can be setting mandatory participation
and making sure that all members of groups are equally engaged.
One popular speaking activity is the prepared talk. Student makes a presentation on a topic of
his/her own choice. Notes made by students can be used during presentation. Presentations can be
done in pairs or in small groups. Students can rehearse their presentation to one another before doing
it in front of the class. For oral presentation an assessment rubric can be created together by the
teacher and students in order to make students well aware of the criteria for assessing the
presentation. Presentations enhance listening as well as speaking skills. Active listening can be
fostered by teacher if varied tasks are distributed for audience, for example, students listen to ask
questions later or students listen to give feedback to the presenter.
The roles of teachers are also different. Harmer (2006) suggests that teacher can be a prompter helping struggling students by offering an idea, word, phrase, - a participant - teachers and students
can interact communicatively in large groups as almost equals - and a feedback provider – teacher’s
effective use of feedback during speaking activities is presentation of professionalism.
Below are some useful ideas and techniques for language teachers to facilitate culture-sensitive
language learning and teaching. As Brooks (2001) comments, culture learning is a direct result of
language learning. Many teachers start their classes by introducing some simple topics for
discussion. These topics reveal peculiarities of different cultures, similarity, identity or strong
difference between cultural patterns. For example, holidays in France and United States. American
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Thanksgiving has no equivalent in French holidays but Easter is important holiday for both
countries. Brooks (2001, p. 124-128) gives the full list of similar topics for classroom discussion for
language teachers. These topics are: ‘Greetings, friendly exchange, farewells,’ ‘The morphology of
personal exchange,’ ‘Levels of speech,’ ‘Patterns of politeness,’ ‘Respect,’ ‘Intonation patterns,’
‘Contractions and omissions,’ ‘Types of error in speech and their importance,’ ‘Verbal taboos,’
‘Written and spoken language,’ ‘Numbers,’ ‘Folklore,’ ‘Childhood literature,’ ‘Discipline,’
‘Festivals,’ ‘Holidays,’ ‘Observance of Sunday,’ ‘Games,’ ‘Music,’ ‘Errands,’ ‘Pets,’ ‘Telephone,’
‘Comradeship,’ ‘Personal possessions,’ ‘Keeping warm and cool,’ ‘Cleanliness,’ ‘Cosmetics,’
‘Taboo and smoking,’ ‘Medicine and doctors,’ ‘Competitions,’ ‘Appointments,’ ‘Invitations and
dates,’ ‘Traffic,’ ‘Owning, repairing and driving cars,’ ‘Science,’ ‘Gadgets,’ ‘Sports,’ ‘Radio and
television programs,’ ‘Books,’ ‘Other reading matters,’ ‘Hobbies,’ ‘Learning in school,’
‘Penmanship,’ ‘Letter writing and mailing,’ ‘Family meals,’ ‘Meals away from home,’ ‘Soft drinks
and alcohol,’ ‘Snacks and between-meal eating,’ ‘Cafes, bars, and restaurants,’ ‘Yards, lawns, and
sidewalks,’ ‘Parks and playgrounds,’ ’Flowers and gardens,’ ‘Movies and theatres,’ ‘Races, circus,
rodeo,’ ‘Museums, exhibitions, and zoos,’ ‘Getting from place to place,’ ‘Contrasts in town and
country life,’ ‘Vacation and resort areas,’ ‘Camping and hiking,’ ‘Savings accounts and thrift,’ ‘Odd
jobs and earning power,’ and ‘Careers.’
For each topic teachers write questions to focus students’ attention to intercultural elements. For
example, the questions that Brooks (2001) suggests for ‘Cosmetics’ are: ‘What are the special
conditions of age, sex, activity, and situation under which make-up is permitted, encouraged, or
required’ (p. 126)?
Teachers with the help of the above-mentioned topics, and with small talks, pass to their students
important cultural knowledge, make them better aware of their own culture and make them compare
their own and other cultural patterns.
Dunnett, Dubin, and Lezberg (2001) further develop the importance of activities that emphasize
culture-centered themes. They assert that teachers’ understanding of their students’ experiences and
their attitudes towards the materials employed are crucial in setting the intercultural tone of the
English-language teaching courses. The essential elements of understanding are: words from one
language cannot find exact equivalents in another language, every language with its idiomatic
expressions carry connotations; the pitch of the speaker’s voice, the tone of a speaker’s voice
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implies meaning; the intonation patterns differ from culture to culture; gestures and body
movements are not similar in all cultures; all cultures have forbidden, unspeakable topics and these
topics vary in different cultures. Knowing these taboo topics in the English language and realizing
what to talk about in which situation and what topic not to touch is a part of knowing the English
language itself; the ways for addressing people differ among cultures. There exists rules in every
culture how to address a person by his/her first name or title Mr., Mrs. Or Dr. (Dunnett, Dubin, and
Lezberg, 2001). To present these topics and other culture-oriented elements into language teaching
program is through designing language courses with the emphasis on intercultural communication.
While designing a syllabus for the English language course a list of conversational topics should be
included into it, such as Parents and children, Getting old and many others with special questions
focusing on the cross-cultural aspect of the issue. For example: ‘In your country: When do people
become adults? When do people move away from their parents’ home? What conflicts do parents
have with children? What conflicts do children have with parents?’(Dunnett, Dubin, and Lezberg,
2001, p. 150).
It is pivotal to mention that while inserting culture-sensitive activities in the syllabi of a language
course they must be given the same degree of importance as language activities. Teaching of a
culture should not be treated as a secondary goal of language teaching.
Teachers and administrators with the understanding of the above consideration will be able to
plan programs, create courses, design syllabi and provide materials to promote intercultural
communication.
Teachers need organized communicative activities to effectively present intercultural topics in
the classroom. Everyone’s contribution is important in these free discussions. For example,
discussing stereotypes is beneficial (adapted from Batchelder and Warner, 1977) in the following
procedure:
1. Students write on the board several prejudices or preconceptions they have about the way of life
Americans, English or representatives of other cultures in the class live for the class discussion.
2. The teacher leads the discussion by reading the descriptions of stereotypes.
3. Each group of learners offers their ideas about the prejudices.
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Problem solving activity is a well-recognized technique for fostering cross-cultural
understanding. The example can be the lifeboat situation: several people who are survivals are in
the lifeboat with limited amount of food, drink, or life jackets. The preceding paragraph may include
the information about their personal details. The teacher tries to lead discussion to solving the
problem of who will survive and why.
Additional techniques for successfully conducting intercultural communication are:
brainstorming, where students use new language, role play (the roles of a visitor and a native
member of the culture is undertaken by students), value hierarchies (students put items into a
preferred order, from the most prestigious to the least prestigious), compare and contrast (students
do gap-filling in the text. For example, students distribute family members in the blanks with their
understanding how it works in their countries, who does what in the household).
Cooperation and collaboration are the leading techniques for educating diverse students. This
idea is explained by the fact that working in small groups, which have the choice of assignments and
of individual roles within the groups with a teacher moving from group to group helping, is
perceived by students of diverse cultures as an informal situation which stimulates the feeling of
belongingness to class community. This was proved by many researches by various authors, such as
Losey (1997), Stevens and Slavin (1995), Cohen (1984), Cohen et al. (2004) and many others.
However, arranging cooperatively working groups is not an easy job for a teacher. Even when
students have a free choice of organizing the groups, teachers’ intentional efforts are required to
realize it. Some teachers are willing to arrange cooperative working groups and perceive it their
responsibility to assign tasks and group members themselves. This practice is not valid. A better
solution of the problem will be if teachers and students together decide which role is for which
person. In some works heterogeneous groups are favored, in others - groups of same ethnicity and
gender, or groups of diverse ability students. ‘Concerted efforts should be undertaken to build
ethnic, racial, gender, social, and ability diversity into the organization and task assignments of
groups’ (Gay, 2010, p.196). To compensate for the minimum multiplicity and variety of the group
frequent regrouping is the solution. Multiple abilities are important as high ability students help low
ability one to achieve communal goals.
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Many teachers know that cooperative learning is a powerful tool for diverse students’ academic
success, but they should be aware of the fact that students must be taught how to work efficiently in
groups. Different students’ views on group work differs: some resist it, others use it as an excise to
sit without doing anything, yet others are afraid of the insufficient recognition from the teacher of
his/her individual effort. Likewise, teachers have different views: some think cooperative groups
will threaten their classroom management skills or authority. Others assume they are too timeconsuming and less effective as they believe teachers’ potential for analyzing topics is higher than
that of students. Gay (2010, p.197) gives several steps for teachers to reach success in cooperative
learning. 1. Teacher should set the cooperative climate in the classroom not during group work, but
all the time. 2. Teachers should incorporate cooperative learning gradually. 3. Teachers should allow
time for students’ thorough discussion of the assignments. 4. Teachers should use multidimensional
tasks for group work. The importance of this last step is that all students within the group will be
assigned some job and will satisfy their need for individual task recognition and this should be
explained to students, too.
Culturally-responsive teachers, while grouping students, should take into consideration various
elements of learning styles such as emotionality, variability, active participation, and novelty. For
example, African Americans study easily, if teacher integrates physical performances (Guttentag
and Ross, 1972) in teaching, as African Americans are characterized by an active way of life. Allen
(1987), Allen and Boykin (1991, 1992) demonstrated in their studies that African Americans’
academic performance improved when rhythmic patterns were incorporated into instruction.
To sum up the discussion, it is pivotal to mention that teachers should not be asking the question
which approach to teaching is the correct one, but rather which approach is better for teaching this
or that type of curriculum content and group of students. There is no single method appropriate for
all types of groups. ‘Methods of teaching should be selected therefore according to their fitness for
specific purposes’ (Westwood, 2008, p. 17).
2.7. Assessing cultural learning
The above consideration and effort was given to show the significance of cultural studies while
teaching second language. Most English language teachers do not deny the gravity of culture studies
in their language curriculum, though not many of them assess the attained goals. Even there are few
researchers and authors who mention assessment of culturally sensitive language learning. Among
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them are Valette (2001), and Meyer (1991). Assessment is an essential part of educational practice
and it ensures that the educational process is given the seriousness and status. The problem appears
to be the vagueness of goals for many teachers in culturally sensitive language studies and the
format of their evaluation.
Valett (2001) identifies four categories of cultural goals. These categories are: growing deep
awareness and knowledge of target culture, gaining mastery of the etiquette of the target culture,
comprehending the differences between native and target culture, and understanding of values of
target culture. They further assert that language testing should involve these goals, beside testing
grammar, vocabulary, listening, speaking, reading and writing skills.
Byram and Morgan (1994) recognize three areas to assess: ‘knowledge’, ‘attitudes’, and
‘behavior’ and further explain the choice. For intercultural communication students need the
knowledge of factual information and the importance of these facts in given culture and the whole
civilization.
Since the well-documented objective of cultural learning is to foster positive attitudes towards
the language and representatives from other countries, assessment of attitudes should be discussed.
Byram and Morgan (1994) identify several problems here. The first is the ethical issue. ‘It may be
possible to measure attitudes in ethically acceptable ways but ‘assessment’ suggests the measuring
of attainments in knowledge and skills which are, in principle, subject to learners’ conscious control
and deliberate efforts’ (1991, p. 137-138). As summative assessment, which occurs at the end of the
course, it not only measures the developed knowledge and skills, but should also serve as foundation
for further opportunities of education. In this situation the authors give the alternative of assessing
the courses at this stage and lead further discussion about assessing attitudes.
Behavior from the point of view of assessment is a very broad term. It does not only encompass
politeness and etiquette, ‘it also includes appropriate behavioral response to allusive references to
the kinds of knowledge discussed above’ (Byram and Morgan, 1994, p.139).

Behavior may

encompass knowledge of ‘social interaction’, such as, taboos, gender issues, greetings at different
level of formality and more others. A further distinction should be made of behavior verbal and nonverbal, conscious or unconscious. In the consciously controlled behavioral ‘case fall behaviors in
which parents deliberately instruct children: greetings, eating manners, and notion of politeness and
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social hierarchy. Unconscious behavior includes definition of personal space, conventions of
conversational turn-taking, of eye-contact between interlocutors’ (Byram and Morgan, 1994,
p.140). Students have to be assessed in all above mentioned divisions, some of which sometimes is
acquired through deliberate teaching. This especially concerns the speaking test where language and
behavior are inseparable, and mimics, gestures, intonation, and voice pitch impact the meaning. So
culturally appropriate behavior should be part of assessment rubrics in speaking tests.
Furthermore, Byram and Morgan (1994) describe the existing model of assessing cultural studies in
England and give some recommendation for future reference. They review the French language
syllabuses for ‘A’ level study. In all syllabuses French culture is mentioned to some degree as the
target culture. The objectives specified include some factual knowledge of French culture and
similarly the understanding, attitudes, sympathy and contact.
It is clear that if syllabuses include the above-mentioned aims, the attainment of them have to be
tested at the end of the course. The examination of test questions allowed Byram and Morgan (1994)
to further discussion. In the test presented by AEB (Associated Examining Board) in 1989 one of
the questions was ‘What does the term ‘senior citizen’ suggest to you?’ Then the demonstration of
acquired knowledge about France in particular is stressed by asking the question: ‘Examine two
legal measures aimed at improving conditions for old people’ (p. 143). The syllabus rubric for the
topic defines the study of ‘global comparison between different societies, attitudes of European
societies towards the old, old people within the family, old people in society’ (p. 144).
The question is, unfortunately, open-ended and in the Oxford and Cambridge marking schemes
the distribution of marks is as follows: ‘content 20%, relevance 8%, use of material,
handling/analyzing 8%, organization of argument 8%, expressions of ideas 8%, miscellaneous
(insight/originality) 8%. This 60% is reduced to 20% in the overall exam weighting’ (Byram and
Morgan, 1994, p.144). From the 20 % that is carried by ‘culture’ paper majority of percentages is
awarded for language skills. It is evident that no specific criteria for assessing cultural knowledge
exist and in current approaches linguistic knowledge and skills are allocated the majority of marks.
Byram and Morgan (1994) see the improvement of culture-sensitive language teaching testing
into focusing on cultural knowledge more and integrating culture into language tests.
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To conclude, it is pivotal to reach pre-set learning objectives. The only way to see the
effectiveness of a teaching method and a huge teacher effort, to make learning possible, is through
assessment. It is important for students, who had the whole semester course, to be able to analyze
and assess the attained result. If teachers incorporate cultural goals into their curriculum and
syllabus it means their level of attainability from the part of students has to be checked. So, it is
teachers’ responsibility to set linguistic and cultural goals at the same level in language teaching and
then to introduce tests to check students’ achievement.
2.8. Conclusion to chapter 2
The chapter 2 proved the significance of every circle in the chain of successful enactment of
culture-sensitive English language teaching and learning process. Integrating more realistic,
contextualized content about culture of different ethnic groups, enrichment of textbooks with
culture-sensitive vocabulary, readings, speaking topics and activities will make textbooks valuable
source for multicultural curriculum. Teachers’ awareness of the proper application of literature in
ELT which entails transmitting culture of the people who speak the language, in which it is written,
will raise students’ understanding of different cultural values. Integrating the contributions of
diverse cultures in the language curricula will make it meaningful for diverse students and will
benefit them in attaining educational goals. The importance of assessment in educational practice is
well- documented. Assessing linguistic and cultural goals as equally important will ensure that the
culture-sensitive teaching is given the seriousness and status. Multiple techniques and methods for
practical realization of culture-sensitive English language teaching which is presented in the above
chapter will help teachers dispel the vagueness of how to apply acquired knowledge into daily
practices.
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CHAPTER 3. RESEARCH RELATED TO THE IMPORTANCE OF
CULTURE-SENSITIVE ENGLISH LANGUAGE TEACHING

This chapter will be concerned with the research of the effects of culture-sensitive teaching in
ESL classes on the students’ high academic achievement in English language. One of the aims of
the research is also to present the results of culture-sensitive teaching in terms of students’
understanding of target culture, their awareness of differences in cultures, command of etiquette and
comprehending different cultural values. This chapter will also deal with the issue of teaching
English language with the great focus on target culture and students’ own cultures and on the main
force for conducting culture-sensitive teaching – i.e. English language teachers. The research will
present the results for three studies:
1. Study 1- The quasi-experiment; the study will display the effects of culture-sensitive English
language teaching on students’ acquisition of the English language.
2. Study 2 - Culture test; the study will show the process of acquisition of the target culture in
language classroom and how it progressed throughout the course.
3. Study 3 - Teacher attitude survey; the study will illustrate how English language teachers in
Georgia view the main goal of English language teaching and learning process, how they evaluate
the importance of culture-sensitive teaching in sharpening language skills; whether they practice
culture-sensitive English language teaching and what are the techniques they use for reaching the
goals.
3.1. Study 1- Findings and Analysis- experiment
To prove the usefulness of culture-sensitive English language teaching and to show the
difference between the results of culture-focused and traditional instruction, a quasi-experiment was
held by me with freshmen of Business Management Faculty at International Black Sea University.
The importance of culture-sensitive teaching is most vivid when interaction is between Non-Native
Speakers (NNS) of English and Native Speakers (NS) of English language.
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The study was conducted in the autumn semester of the 2013/2014 academic year. The ethical
consent to conduct the research study was gained from Vice rector in educational field at the
International Black Sea University (see in appendix 1).
Method
The rationale for the choice of the faculty was the fact that the faculty had two same-level groups
enrolled in the same program. Generally in educational research random assignment of participants
to treatment and control groups is quite impracticable (Kerlinger, 1970) and thus, by using already
formed groups I have conducted a quasi-experimental research (Lodico; Spaulding; & Voeftle,
2010). ‘Both experimental and quasi-experimental designs are accepted under the conditions for
scientifically based research set forth under NCLB’ (Lodico; Spaulding; & Voeftle, 2010, p. 30). I
had no control over assigning the individuals to groups but I randomly assigned groups to ‘different
treatments’ (Lodico; Spaulding & Voeftle, 2010, p. 30). The above-mentioned two groups became
controlled and experimental groups for my research.
The course by name General English was a 15-week-long lecture course with 45 contact hours (3
hours per week). The course book used for both groups was Outcomes (Intermediate) by Dellar &
Walkley (2010). Culture-sensitive English language teaching was practiced through introduction of
culture-sensitive vocabulary, reading texts, speaking activities, writing and listening comprehension
tasks to the students of experimental group.
The goal of the experiment was to see if culture-sensitive English language teaching was the
effective way for acquiring communicative competence and for achieving better results in learning
English language.
Participants
As I have already mentioned above, the participants were students of Business Management
faculty who take a compulsory General English course for two semesters at their first year of the
bachelor studies.
For the purposes of the experiment I chose two intermediate level groups - the experiment group
and the control group. Below are presented the parameters for both groups.
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Table 3.1. Parameters of experimental and Control Groups
Experimental group

Control group

Number of students

24

Nationality

22 Georgians

Level of English

Intermediate

21
1 Egyptian

1 Turkish

21 Georgians
Intermediate

In the control group traditional lectures were held which paid little attention to cultural issues
(only as much as the textbook and the teacher’s book required). In the experimental group, where I
was the lecturer, I created special activities using the approaches, methods and techniques discussed
in chapter 2 focusing on target culture and international culture. I emphasized the target culture
because acquisition of communicative competence in English language means learning English
together with awareness and understanding of culture of the people whose first language is English.
The logic for the focus on international culture and the cultural background of the students in class is
that, as discussed in the literature review, culturally-responsive teaching empowers, emancipates and
makes academic success accessible for all students. For the purposes of the experiment I have
designed the syllabus which I followed in my experimental group. In the syllabus linguistic and
cultural goals were given the same importance. Reflection questions, non-verbal communication
elements with a variety of specially designed activities were incorporated for the enhancement of
intercultural communication. The syllabus can be seen in appendix 2. I also held video observation
to reveal students’ motivation during the experiment. It is significant to mention that students were
involved in discussions and activities with great pleasure and enthusiasm.
As the course book lacked the number of language activities oriented to target and international
culture, I myself designed 11 activities for the experimental group. The nature of the activities aims
to increase language learners’ interaction and keep their motivation high. These activities enhance
students’ skills for comparative analysis of their own and target culture while maintaining their own
cultural identity. I think these activities will be useful for English Language teachers in language
classrooms. Following are two activities presented as an example. Other activities can be found in
appendix 3.
Activity 1
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Table 3. 2. Creating short stories
AIM

To familiarize the students with the real objects creating the mini-environment for the
target culture. To practice asking and answering questions. To introduce new
vocabulary. To rehearse creating short stories as group work and presenting to the
class.

MATERIAL

Real objects, souvenirs from target culture(e.g.: a London telephone box, a doubledecker bus from Britain, a Tower Bridge pencil sharpener, Madame Tussaud’s key
ring, Statue of Liberty, a plane ticket to New York, Brooklyn Bridge, a picture of
Manhattan.

TIME

50 minutes

METHOD

Step 1
The teacher holds each object or picture one after another and asks students to discuss
what they are, where they can see them, what they know about the place or thing .If
nobody knows, the teacher offers a brief explanation.
Step 2
The teacher divides the class into two groups. The teacher asks the students to divide
the pictures and objects according to the place where they belong (Britain or America).
Both groups are going to create a short story mentioning all the places or things they
have. The teacher can foster participation of all the members of the group by asking
one person to start the story with one sentence and others to add a sentence after a
sentence.
Step 3
When students are ready, they have to present their stories. The teacher can evaluate
the two stories produced by the two groups and give feedback. The teacher focuses
their attention on both language use and culture.

Activity 2
This activity can be conducted after the introduction of the topic how compliments differ across
cultures.
Table 3. 3. Critical incidents
AIM

MATERIAL
TIME
METHOD

To raise culture awareness of students and facilitate adjustment to a foreign culture. To
stimulate discussion about different critical incidents and provide opportunity for
students to express their views. To avoid cross-cultural misunderstandings. Feedback
from the teacher about language use.
A copy of the handout for each student.
50 minutes
Step 1

94

The teacher explains to the students what critical incidents are. He/she informs the
students that they are going to read critical incidents about complimenting in different
countries and discuss solutions.
Step 2
The students work individually and answer the questions at the end of the handout.
Step 3
The students discuss the issue in small groups. Letting others know the answers on the
questions.
Step 4
The students role play the situations and discuss their cultural and linguistic
appropriateness.

Table 3.4. Handout paper 1
Alice, the American teacher, meets her French colleague and greets him/her with an exclamation: ‘Wow! Linda!
What did you do to your hair? I almost didn’t recognize you. It looks great!’ (Wolfson, 1986, p. 114)
Linda did not say anything, grinned and passed. She looked hurt. Alice did not understand what was wrong. The
Luxembourgian friend explained that she was very rude to her colleague.

Please consider the questions:
1. What kind of questions are considered rude in America?
2. Why was Alice rude?
3. Why was Linda hurt?
4. Who was at fault?
5. How do you explain the misunderstanding between them?
6. How would you have understood the incident?
7. Tell us about complimenting in your country.

Table 3.5. Handout paper 2
The American teacher walking in the street in Indonesia heard two friends talking:
‘S: You have saved a lot of money on your account, ha?
A: Oh, no. Please don’t tease me.’ (Wolfson, 1986, p. 113)
The teacher was surprised and brought the issue in class in Indonesian school for consideration.
Please answer the questions:
1. Was the friend complimenting the other?
2. Why wasn’t it understood by the American teacher?
3. Do you think it is a nice compliment in your culture?

Description of Tests used for the assessment of the English language acquisition.
Students’ language skills in both groups were assessed twice during the experiment: Once in the
process with the introduction of while-test and for the second time after the experiment, when the
post-test was held. All tests were in the same format to ensure the comparability of the results. The
tests consisted of three parts: reading comprehension (answer the questions; choose the right
answer), vocabulary (gap-filling) and writing (choose the right answer and write a paragraph to
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prove your answer). Both receptive and productive skills were checked. This permitted me - to make
the assessment less time-consuming, more objective and practical – not to include the oral
components (listening and speaking) in the test. The assessment of the students’ knowledge and
skills were carried out by a 100 points system. Below one sample language test is presented. All
language tests can be seen in appendix 4.
Language test
Reading Comprehension
1. Read the text and answer the questions.

Max score 10

In the 1950s and 1960s, Martin Luther King, Jr., led the civil rights movement. King was assassinated in 1968. Martin
Luther King, Jr. Day, which falls in January, around King’s birthday, is a time to celebrate the life and achievement of
this great American.
Two other great Americans are honored on Presidents’ Day. Their birthdays were both in February and are celebrated
together.
Columbus Day celebrates Christopher Columbus’s arrival in the Americas in 1492. Columbus Day is especially
important holiday for many Italian-Americans and Hispanic-Americans.
In 1620 Pilgrim settlements in American was established in Massachusetts. They arrived in November when it was too
late to plant crops. Although many people died, the Pilgrim settlement survived the winter because of help from Indians
who lived nearby. The next November after the crops were harvested, the Pilgrims gave thanks to God at a feast to
which they invited the Indians. Every year, Americans celebrate Thanks-giving Day.
The most important American holiday is the Fourth of July, or Independence Day. Many families celebrate by having
picnics and at night, watching fireworks.
Christmas, marking the birth of Christ in the Christian religion, is an important time for giving gifts. Small children
believe that gifts come from Santa Claus. Their parents tell them that Santa lives in the North Pole and, on the night
before Christmas, he travels the world in a sled pulled by reindeer. He goes down the chimneys of houses to leave gifts
for children who have been good.
1. Why was Martin Luther King a great American?

2. Who are George Washington and Abraham Lincoln?
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3. Who are Hispanic-Americans?

4. Why did Pilgrims give thanks to God and not Indians who helped them to survive?

5. Who is Father Frost?

2. Read the text and choose the correct answer.

Max score 7

1. Whose achievement do Americans celebrate?
a. the Sovereign’s

b. Martin Luther King’s

c. Civil rights

2. Choose the correct statement a. King was put to prison b. King was killed c. King was captured
3. Pilgrims were:

a. American settlers

b. British settlers

c. Indian tribes

4. Who do Americans become independent from: a. the black Americans b. the British c. the French
5. Where does Santa live? a. in America

b. in Britain

6. Who are Indians?

a. Native Americans

7. Massachusetts is:

a. a country

c. in the North pole

b. Foreign tribes

b. a state

c. Celts

c. a city

2. Vocabulary
1. Put words in appropriate gaps.
bagpipe

kilts tartan

beefeaters

Morris Men

1. The Tower of London was guarded by

Max score 10
shamrock

thistles

coat

unicorn

rose

. 2. The Scottish Highland clans and later the Highland regiments

used to go into battle to the sound of the

. 3.

st

1 with white handkerchiefs to drive away the evil spirits.

4. Originally the

danced all day long on May
was worn as a single piece of

cloth, drawn in at the waist and thrown over the shoulder. 5. Many people have become interested in
, traditional forms of Scottish dress. 6. The compartment on
the national flower of Scotland. 7. The lion and the
England and Scotland respectively. 8.

supporting the shield represent
and

of Ireland and England.
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of arms features a number of

represent the plant emblems

3. Writing

Max score 10

1. Guess which is an adequate e-mail written by an American student to a friend who he met once at a
conference: a or b and prove your choice (write a small paragraph).
a. Hi Dana,
I am so sorry I could not come to your birthday. Please forgive me my absentmindedness. I am so overloaded at my new
workplace that I forgot about it. I know I made a terrible mistake. I apologize my dear and try to make it up with you.
Thank you very much for your kind e-mail. Thank you for everything, you know what I mean.
See you,
Nino
b. Hi Dana,
You had a birthday? I forgot. I have so many things to do at my new work place. I see you these days. Why not discuss
the questions when we meet. OK, be ready.
Many kisses,
Nino
Prove your choice:

Results
The test results for experimental group are presented in the table 3.6. below. All 24 students in
experimental group were successful in acquisition of communicative competence in English
language. The post-test results proved the expected success, as all students improved their pre-test
results. A slight improvement (up to 5 points) does not have significance and a statistical value,
anyway, the majority of the students 19 out of 24 – 79%, as well as the group overall (80.4  90.54)
really improved their results. Not only mean results, but other central measure results (median,
mode), also demonstrate increment. Standard deviation is acceptable, taking into consideration a
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100-point assessment scale used, it was decreasing slightly during the experiment, which means that
the group’s level was becoming more homogeneous, which also reveals success.
Though 3 students were less successful in the while test than in pre-test (student 11, from 88 to
81; student 17, from 86 to 81, and student 22 from 94 to 89) and 2 students gathered the same points
in while test as they had accumulated in Pre-course test (from 92 to 92 and from 89 to 89), in
general the majority of students were step by step, stably improving their results.
Table 3.6. Test results for experimental group
Student

Pre-test

While-test

Post-Test

Added value

Student 1

64

67

73

+9

Student 2

80

83

86

+6

Student 3

68

72

81

+13

Student 4

80

83

86

+6

Student 5

96

97

100

+4

Student 6

75

78

97

+13

Student 7

77

81

91

+14

Student 8

96

97

100

+4

Student 9

60

64

81

+21

Student 10

90

91

97

+7

Student 11

88

81

89

+1

Student 12

82

89

94

+12

Student 13

77

81

97

+20

Student 14

92

92

94

+2

Student 15

89

89

91

+2

Student 16

81

89

94

+13

Student 17

86

81

89

+13

Student 18

89

94

97

+8

Student 19

84

89

100

+16

Student 20

81

89

97

+16

Student 21

58

67

72

+14

Student 22

94

89

97

+3

Student 23

61

62

70

+11

Student 24

81

83

100

+19

Mode

81

89

97

+16

Median

77.0

79.5

85.0

+ 10.14
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Mean

80.4

82.8

90.54

Standard deviation

11.27

10.11

9.20

+10.14

The test results for the experimental group show that students’ success in acquisition of English
language communicative competence is constantly increasing. Not only the mean (arithmetical
average) for the group rises from 80.4 (pre-test) to 82.8 (while-test) and to 90.54 (post- test), but the
mode (most frequently occurring grade) is also going up from 81 (pre-course) to 89 (while-test) and
to 97 (post-test). The median (fiftieth percentile - the middle point between the top and the lowest
result), which often better demonstrates the trends, shows a considerable growth from 77 (pre-test)
to 79.5 (while-test) and to 85 (post-test). It should be noted, that the standard deviation (approximate
indicator of how far the numbers tend to vary from the mean) constantly decreases from 11.27 (Precourse) to 10.11 (While Test) and to 9.20 (Post Test). This means that the level of students’ skills
has become more homogeneous in the Post Test. This gives us ground to think that the academic
success of the experimental group is due to culture-sensitive approach of teaching.
The test results for the control group are presented in the table 3.7. below. Seven students show
improvement of language level in the Post Test compared to the Pre-course, though few of them had
grade decrease in While Test compared to the Pre-course. Rest of the students showed grade drop
during the experiment.
Table 3.7. Test results for control group
Student

Pre-course

While Test

Post Test

Added value

Student 1

65

65

67

+2

Student2

60

60

56

+4

Student 3

65

59

61

-4

Student 4

60

68

59

-1

Student 5

70

38

45

-25

Student 6

87

81

81

-6

Student 7

23

30

48

+15

Student 8

74

76

75

+1

Student 9

70

57

57

-13

Student 10

80

73

75

-5

Student 11

80

70

70

-10

Student 12

40

38

51

+11

100

Student 13

33

35

43

+10

Student 14

55

59

54

-1

Student 15

86

81

87

+1

Student 16

62

62

62

0

Student 17

75

54

75

0

Student 18

86

75

81

-5

Student 19

64

56

59

-5

Student 20

67

59

67

0

Student 21

74

70

75

+1

Mode

65, 60, 74, 70, 80, 86

59

75

Median

59.5

55.5

65.0

Mean

65.5

60.3

64.19

Standard deviation

16.88

14.80

12.54

-1.31

The test results of the control group show that only 10% (2 students) of the students are
successful in improving their communicative competence. However, the majority of the group did
not achieve favorable outcomes. They either decrease their result or keep it at the same level or
improve it insignificantly.
The control group was multimodal (65, 60, 74, 70, 80, 86) before experiment but though after the
course one mode -75 - is exhibited, it still does not show an increase of language level for all. It is
notable that not only results are important, but also the dynamics of the process. The median in the
control group demonstrates slower growth compared to experimental group. Standard deviation,
which was large because of too heterogeneous skill levels before the experiment, gradually goes
down, but the post-test still shows that the numbers are still spread out which means that the tangible
improvement of students is due to the effort of few (only 2 students!).
Below is presented the graph that illustrates the mean and the median change during the
experiment for both groups.
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Figure 3.1. Mean and median test comparison during the experiment
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3.2. Study 2- Findings and Analysis - Study of students’ achievement of cultural goals
The following research discloses the study that discusses the question of the importance of
culture-sensitive English language teaching. The aims for the study involve two concerns:
(1) To reveal how teaching instruction which is focused on culture-embedded activities,
collaborative and cooperative methods raise students’ cultural awareness, knowledge, change their
attitudes towards people from target culture and assist to them acquire communicative competence.
(2) To display the culture test and exhibit the procedure of students’ achievement of cultural goals.
Method
The culture awareness test developed by me, based on Byram and Morgan’s (1994) proposal and
Rebecca Valette’s (2001) culture test, was administered three times during the study course of the
above-mentioned experimental group: two while-tests and one post-test to check how students
progressed in their understanding of target culture (culture tests can be seen in appendix 5). Each
test consisted of four parts, enabling to check the achievement of four important categories of the
cultural goals pre-set before the research started. These are: 1. Culture awareness – measuring the
culture knowledge; 2. Command of etiquette – illustrating the polite cultural conventions for the
behavior of people living in the countries where target language is spoken and checking students’
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ability to appropriately use the etiquette; 3. Understanding of outward cultural differences –
assessing how well students can interpret unfamiliar customs to function easily in the country of the
target language; 4. Understanding of cultural values – evaluating how well students realize that
the system of values in the target culture and in students’ own cultures may be different and come to
respect them.
Results
Question 1- While-test 1
Figure 3.2. Geographical parameters of the target culture (a)
150.0%
100.0%
50.0%
0.0%

Choose the countries where English is an official/de facto language. Please
choose all that apply.
100.0%
94.4%
66.7%
5.6%

11.1%

0.0%

Barbados

Canada

Senegal

The United
States of
America

Singapore

Question 1- While-test 2
Figure 3.3. Geographical parameters of the target culture (b)
Choose the countries where English is an official/de facto language.
Please choose all that apply.
150.0%
100.0%

100.0%

100.0%

89.5%

78.9%

52.6%
50.0%

15.8%

0.0%
Ghana

Mauritius

Australia

Tunisia

Question 1- Post-test
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India

Sudan

The United
Kingdom

Figure 3.4. Geographical parameters of the target culture (c)
200.0%

Choose the countries where English is an official/de facto language.
Please choose all that apply.
95.5%

100.0%

100.0%

90.9%

0.0%

100.0%

0.0%

0.0%
Dominica

Canada

Senegal

New
Zealand

Kenya

Tunisia

United
Kingdom

In the while-test 1 only the UK was identified by 100% of students as a country where English is
an official/de facto language, the USA - by 94,44% and Canada - by 66,67%, as for other correct
answers only 1 student managed to check Barbados and 2 students – Singapore. In the while-test 2 it
comes obvious that students are improving. Two correct answers were identified by 100% of
students and other three correct answers were voted by more than half of the group. In the post-test a
huge increase in percentages is detected: three correct answers are guessed by 100% of students and
two other correct answers, Dominica and Kenya by 95.45% and 90.91% respectively.
Question 2- While-test 1
Figure 3.5. Contributions of the target culture (a)
Benjamin Franklin is
Series1
55.6%

38.9%
5.6%
Writer, philosopher, inventor

American rock and roll star

English poet

Question 2- While-test 2
Figure 3.6. Contributions of the target culture (b)

James Watt is
68.4%
31.6%

0.0%
an organizer of civil rights.

Steam engine inventor.
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English play-write.

Question 2- Post-test
Figure 3.7. Contributions of the target culture (c)
Elisabeth Alexandra Mary Windsor is

200.0%

100.0%

100.0%

0.0%

0.0%

0.0%

British Prime Minister.

British queen.

American poet.

Students have considerable success while pointing out the contributions of people from the target
culture, starting from 55.56% in the while-test 1, achieving 68.42% in while-test 2, and in post-test
the correct answer was picked by 100% of students.
Question 3- While-test 1
Figure 3.8. Differences in way of life pattern (a)

100.0%

What cultural differences would you observe if you are living in America or Great
Britain? Please choose all that apply.
66.7%
55.6%
44.4%
33.3%
33.3%

0.0%
In America people say Americans hug and kiss Dating is more casual
An invitation to
In Britain gifts are not
too many 'please',
an acquaintance.
and informal than in any someone's home is less opened upon receiving.
'thank you', 'sorry'.
cultures and should not common in England
be interpreted as
than in the rest of
anything more.
Europe.

Question 3- While-test 2
Figure 3.9. Differences in way of life pattern (b)
While test 2
What cultural differences would you observe if you are living in America or Great
Britain? Please choose all that apply.
Answer Options
Americans value being well dressed.
If American seems friendly, it does not mean that
he/she has developed a friendship with you.

105

Response

Response

Percent

Count

31,6%

6

89,5%

17

High rate of church attendance in America.
The British always hold the door for a person following
behind them.

63,2%

12

84,2%

16

73,7%

14

The British shake hands with everyone present - men,
women, and children - at business and social
meetings. They shake hands again when leaving.

answered question

19

skipped question

0

Question 3- Post-test
Figure 3.10. Differences in way of life pattern (c)
What cultural differences would you observe if you are living in America or Great
Britain? Please choose all that apply.

120.0%
100.0%
80.0%
60.0%
40.0%
20.0%
0.0%

81.8%

100.0%

100.0%

81.8%

13.6%
“Hi, how are you?” There is little to no
touching during
is not an invitation
for conversation.
conversation.

Americans don’t
value personal
space.

No violation of a
Women are not
queue. It is
insulted if someone
considered very
calls them love,
rude to push ahead dearie, or darling.
in a line.
These are
commonly used and
not considered rude.

In recognizing the cultural differences the picture is extremely varied. Percentages to the correct
answers which were 2 in the while-test 1(55.56% and 66.67%), 4 in the while-test 2 (89.47%,
63.16%, 84.21% and 73.68%), and 4 in the post-test (81.82%, 100.00%, 100.00% and 81.82%) were
gradually increasing. As for the incorrect ones, the decrease was noticeable from 44.44% to 13.64%.
Question 4- While-test 1
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Figure 3.11. Differences in values and attitudes (a)
Choose the statements which are true to Americans and the British. Choose all that apply.
100.0%
80.0%
60.0%
40.0%
20.0%
0.0%

77.8%
44.4%

44.4%

The British value privacy. Personal
Americans don't value close family ties.
questions, such as where a person lives or
what a person does for a profession or job
are considered impolite.

Americans hold their individual
independence to a high esteem.

Question 4- While-test 2
Figure 3.12. Differences in values and attitudes (b)

80.0%

Choose the statements which are true to Americans and the British. Choose all
that apply.
78.9%
78.9%

75.0%

68.4%

70.0%
65.0%
60.0%
The British value the rule of law.

Youth are involved in varieties of American women are independent.
extracurricular activities in America. They will not appreciate any "special
help" offered because of their
gender.

Question 4- Post-test
Figure 3.13. Differences in values and attitudes (c)
150.0%

Choose the statements which are true to Americans and the British. Choose
all that apply.
100.0%

100.0%

95.5%

50.0%

0.0%

0.0%
The British value the sovereignty of
the crown in Parliament.

Americans value concept of fair
play.

Learning is not Americans lifelong
priority.

In choosing the true statements expressing British and American values the wrong answer in the
post-test was not ticked at all, however in the while-test 1 the wrong value chosen presented
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77.78%. As for the correct answers, the progress was fast, from 44.44% in the while-test 1 to
100.00% and 95.45% in the post-test.
Question 5-While-test 1
Figure 3.14. Knowledge of etiquette (a)
60.0%

What is the traditional American pattern when a man and a woman are walking down
the street?

44.4%

33.3%

40.0%

22.2%

20.0%
0.0%
The man always walks on The woman always walks on
the curb side.
the curb side.

The man walks a step
forward the woman.

Question 5-While-est 2
Figure 3.15. Knowledge of etiquette (b)
80.0%

If an English man is invited to a dinner in the English family
68.4%

60.0%
40.0%

he will arrive on time.

31.6%

20.0%

he will arrive few
minutes early.
he will arrive a few
minutes late.

0.0%

0.0%

Question 5-Post-test
Figure 3.16. Knowledge of etiquette (c)
When two American men meet and shake hands, it means: (please circle one
category)
150.0%
They are friends
100.0%
100.0%
They are acquaintances
50.0%
0.0%

0.0%

One of them is a person who
should be respected.

0.0%

While trying to show the knowledge of the target culture etiquette, all of the students gave
correct answers in the post-test. However, in the while-test 1 the wrong answer was considered as
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correct by 44.44% of students. The while-test 2 already showed the improved picture by yielding
68.42% of correct answers.
Question 6- While-test 1
Figure 3.17. Linguistic cultural referents (a)
While dining with your British friend, his/her mother started telling how beautiful her friends' and
her plaited pattern of ribbons round the pole were in her childhood. What festival is she talking
about? (Please choose one category)

100.0%
61.1%
50.0%

33.3%
5.6%

0.0%

May Day

Christmas

0.0%

Easter

Valentine's Day

Question 6- While-test 2
Figure 3.18. Linguistic cultural referents (b)
If your American friend is going to a doctor to Midtown, it means the doctor lives: (please circle one
category)

68.4%

80.0%
60.0%

31.6%

40.0%

20.0%

0.0%

0.0%
Between 14th street and
central park

Below 14th street

East 47 street

Question 6- Post-test
Figure 3.19. Linguistic cultural referents (c)
If an American friend writes that his “jack-O’-lantern” was the best in the neighbourhood,
what special day is he speaking about? (please circle one category)
150.0%
100.0%
100.0%
50.0%
0.0%
0.0%
0.0%
0.0%

Presidents’ Day

New Year’s Day
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Halloween

Independence Day

In understanding the outward cultural differences, like linguistic cultural referents in the post-test
100% of students identified the connection of ‘jack-O-lantern’ with Halloween. However, the May
Day which was the correct answer in While Test 1 was pointed out by only 1 student. The trend
towards improvement was tracked in the while-test 2 already showing 68.42% of correct answers.
Question 7- While-test 1
Figure 3.20. Interpreting behavior of target culture (a)
Imagine an old woman with heavy load is moving with difficulty. An American man
saw the old woman and passed by without help. What would you think about him?
55.6%

60.0%

33.3%

40.0%

11.1%

20.0%
0.0%

He is rude.

He does not feel well. He values individualism.

Question 7- While-test 2
Figure 3.21. Interpreting behavior of target culture (b)
Imagine in a crowded bus a young American man is sitting and a young woman is standing in front
of him. What would you think of a man? (Please choose one category only)

100.0%

68.4%

50.0%

26.3%
5.3%

0.0%
He is impolite.

He values gender equality.

He is tired.

Question 7- Post-test
Figure 3.22. Interpreting behavior of target culture (c)
Imagine an American taxi driver is servinga client. On the way to destination a friend who
is going to the same direction asks to give him a lift. The driver tells the friend to wait for
him and after delivering the client he will be back to give him a li
150.0%

100.0%

100.0%
50.0%

0.0%

0.0%

He is stupid.

He does not want to help
a friend.

0.0%
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He values
professionalism.

In trying to interpret the behavior of the people from the target culture the while-test 1, whiletest 2 and post-test illustrate the dramatic change in correct responses: 11.11%, 68.42% and 100%,
respectively.
Question 8- While-test 1
Figure 3.23. Interpreting behavior of members of the native culture (a)

100.0%

Imagine an English friend is staying in a Georgian family. Which of
the following behaviors will shock him?
77.8%

50.0%

22.2%
0.0%

0.0%
The mother always
cooks meals for the
whole family.

The mother watches
The father always
soap operas.
comes late from work.

Question 8- While-test 2
Figure 3.24. Interpreting behavior of members of the native culture (b)
Imagine an English friend is staying in a Georgian family. Which of the
following behaviors will shock him?
100.0%
80.0%
60.0%
40.0%
20.0%
0.0%

78.9%
15.8%

5.3%
There is a TV set in
each room.

After school
Father always
children have
watches the news.
private classes in
nearly all subjects.

Question 8- Post-test
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Figure 3.25. Interpreting behavior of members of the native culture (c)

150.0%

Imagine an English friend is staying in a Georgian family. Which of the
following behaviors will shock him? (Please choose one category)
100.0%

100.0%
50.0%

0.0%

0.0%

0.0%
Toast master manages the feast Children call mother by her name. Children call father by his name.
and you cannot sip wine without
his permission.

It is necessary to admit that students were aware of the native culture peculiarities from the very
beginning when 77.78% of students identified the correct answer in the while-test 1. But the
increase in percentages is detected here also by spotting 78.95% of correct answers in the while-test
2 and 100% of correct answers in the post-test.
3.3. Conclusion to studies 1 and 2
The mean for the experimental group has increased regularly, a little slow in the beginning and
faster in the further process of experiment, and significantly (80.4  82.8  90.54), while the
mean for the control group was fluctuating, anyway, the final result is insignificantly worse than the
initial one (65.5  60.3  64.19). The median for the experimental group is growing from
measurement to measurement, finally growing substantially (77.0  79.5  85), while the median
control group is fluctuating, as well as the mean for the group, finally growing, but not really much
(59.5  55.5  65.0). From above discussion, it is obvious that the success for experimental group
is steady from measurement to measurement.
Thus, the experiment has proved the effectiveness of culture-sensitive English language teaching
in acquisition of communicative competence.
The second study has proved that culture-sensitive English language teaching is effective for
acquisition of knowledge about the target culture. Students have reached their cultural goals, in
particular I will focus on several examples that the study vividly exhibited.
1. Students’ attitudes about people from the target culture changed in the direction of
improvement, which is proved by their correct interpretation of behavior of people from
the target culture and is illustrated in figures 3.20, 3.21 and 3.22 where an 88.9 % increase
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is shown. This change in attitudes will protect students from misunderstanding and
developing conflicts with people from the target culture.
2. Though the students’ awareness of native cultural peculiarities was quite high from the
very beginning of the course, a 22.22% increase is very valuable in intercultural
communication, as students will be aware what behavior can lead to cross-cultural
misunderstanding.
3. The tests showed an increase in understanding of outward cultural differences, which will
help students while interacting with people from countries where English is spoken.
Making sense of the culture-linked terms like ‘jack-O’-lantern,’ ‘May pole’ and many
others will contribute to asking follow up questions and having many things in common
to get pleasure from conversation.
4. Students’ understanding of contributions of famous people from the target culture has
increased by 61.1%, which is also beneficial for them in their lives. The idea of awareness
of their personalities is valued by people from every culture. This awareness will promote
friendship and good relationship with people from the target culture. Besides, these names
are often used by native speakers in conversation without comments, so not knowing their
importance will bring to too many interruptions in communication.
5. In the end, the test showed a striking growth in grasping the differences in cultural values,
life patterns, etiquettes, attitudes of students’ own culture and the target culture. Most
importantly, this growth proves the effectiveness of culture-sensitive language teaching.
6. What refers to the second concern of the study, to exhibit the procedure of the students’
achievement of cultural goals, it has also been fulfilled as teachers can freely use the
above culture test in measuring the accomplishment of cultural goals.
3.4. Study 3 - Teacher attitude survey - Study of attitudes and instructional practices of
English language teachers in Georgia
My following research reveals to what extent English language teachers in Georgia value and
practice culture-sensitive English language teaching and learning. I have applied the survey to
teachers, as I believe that most importantly language teachers have to raise their own awareness as
cultural beings and acquire a deep insight into the inseparability of language and culture to reach the
main goal of English language teaching, the acquisition of communicative competence.

113

Method
I used the online software package www.surveymonkey.com to be easily approachable and
constructed an optional type of questionnaire (consisting of constructed-response and selectedresponse items). Additionally, I distributed 100 copies of its paper-based variant (the questionnaire
can be seen in appendix 6) to quickly manage the collection and later I manually added the data to
the online questionnaire. Totally 82 (7 online and 75 paper-based) responses were returned. You can
see the questionnaire using the following link:
https://www.surveymonkey.com/s/B997S8S
Results
Question 1: Please rank the importance of the following goals of English language teaching
(from the most important 1, to the least important-5).
Figure 3.26. Main goal of English language teaching
Please rank the importance of the following goals of English language teaching. (from
the most important- 1, to the least important- 5)

4.46

Acquisition of vocabulary

1.88

Acquisition of communicative competence

4.27

Acquisition of grammatical forms
Learner accuracy (using acquired grammar
and vocabulary in communication)

2.65
1.74

Learner fluency

0.00

1.00

2.00

3.00

4.00

5.00

Learner fluency was ranked as the most important goal of English language teaching, which is
followed by Acquisition of communicative competence. As for Learner accuracy and Acquisition of
grammatical forms, they occupied the third and the fourth place respectively. However, the
acquisition of vocabulary was ranked as the least important objective of all. Of course all the above
mentioned goals are important for language teaching, but the extra component that communicative
competence adds to the list is the behavioral competence that it includes together with the linguistic
one and thus it makes communicative competence widely acknowledged goal for language teaching.
Question 2: Please write your idea what successful English language learning means.
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The teachers’ ideas to this open-ended question are widely varied. Out of 82 teachers only
19.51% think that successful English language learning means all (speaking, writing, reading,
listening) skills competence plus behavioral competence of the people from target culture. This
makes me think once again that English language teachers in Georgia have to undertake the view of
inseparability of language and culture. Below are some of the responses to the above question given
by the teachers.
1. To put the theory into practice and make your language competence
applicable in communication.
2. Native like competency in English.
3. Ability to communicate successfully.
4. Acquisition of language and culture.
Question 3: Do you think non-verbal communication should be included into formal
curriculum?
Figure 3.27. Non-verbal communication-the content for formal curriculum
40.0%

35.4%

37.8%
26.8%

30.0%
20.0%
10.0%
0.0%
Yes

No

Not sure

As you see the response to the question whether non-verbal communication should be included in
the formal curriculum or not is distributed almost evenly between Yes and No, by 35.4% of subjects
thinking that it should be included and 37.8% answering that it should not be included. However,
26.8% were not sure about the issue. In the interaction with the members of different culture lexical
and cultural aspects equally contribute to making the ground for understanding and cultural aspects
include many dimensions of non-verbal communication.
Question 4: How important is culture-sensitive English language teaching?
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Figure 3.28. The importance of cultural teaching
40.0%
35.0%
30.0%
25.0%
20.0%
15.0%
10.0%
5.0%
0.0%

37.8%

35.4%

19.5%
7.3%

Extremely important Moderately important

Slightly important

Not at all important

The majority of responses 37.8% were allocated to the response that culture-sensitive teaching is
not at all important while teaching English language, which means they are either not informed
about the role of culture in language teaching or simply have a wrong opinion. The number of
teachers who answered Extremely important is only 2.4% less. It is notable that if we join all
positive answers (Slightly important 7.3%, Moderately important 19.5% and Extremely important
35.4%) together than more than half (62.2%) of the respondents replied that culture teaching is
generally important while teaching English language. Anyway, much work has to be carried out in
order to change teachers’ viewpoints and to help them change their teaching practices.
Question 5: Do you think future English language teachers should have courses in
anthropology?
Figure 3.29. Anthropology as a compulsory discipline for future teachers

40.0%
30.0%

37.8%
29.3%

32.9%

20.0%
10.0%
0.0%

Yes

No

Not sure

You can see that 32.9% of teachers don’t have a clear idea whether anthropology is an important
discipline for future language teachers. The majority of subjects 37.8% responded that future
English teachers should not have courses in anthropology. A substantial amount (32.9%) is devoted
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to the category of teachers who think that this discipline is important for teachers. As I have defined
in the first chapter of the dissertation anthropology studies the relationship between language and
culture, it is the part of culture pedagogy. Anthropology course that is ethnographic in character
focuses on a specific culture using the theories of cultural anthropology and it is not at all important
which culture the course focuses on much of the value for teachers is to utilize the application of
anthropological theory. In order to deal competently with the 21st century classroom diversity
cultural anthropology is the useful and important discipline for teachers.
Question 6: Have you tried in practice culture-oriented English language teaching?
Figure 3.30. Teachers’ instructional practices
80.0%
60.0%
40.0%
20.0%
0.0%

58.5%
37.8%
3.7%

Yes

No

Not sure

The graph shows that more than half of respondents (58.5%) have never tried culture-sensitive
English language teaching which of course, is problematic. Nevertheless, a considerable amount of
subjects (37.8%) responded positively to this question. Only 3.7% were not sure if what they did
was cultural orientation in language teaching.
Question 7: Please describe the techniques you have used for culture oriented English
language teaching.
Out of 31 respondents (37.8%) who answered that they have used culture-sensitive English
language teaching, 15 respondents described the techniques used during the classes. They state that
they have used films, slides, videos, discussions, activities, reading texts focused on cultural issues,
and comparison between students’ cultures and target culture. Below you will see some notes made
by teachers:
1. I create activities. Show the difference between cultures.
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2. I used questioning and method of comparison, which kept students’ motivation and
interest very high. For reading activities - texts about different customs increased
interaction, as students were making some comparisons with their own culture.
3. Photos, slides, videos.
4. Generally discussing texts with culture orientation.

Question 8: How did you and your students find culture-oriented English language teaching
and learning process? Write about your experiences.
As we have seen in Figure 3.30. above 31 teachers (37.8%) responded that they have tried to use
culture-sensitive English language teaching. Out of them 17 teachers shared their experience with
us. It is notable that all 17 teachers write how motivating, engaging, involving, enjoyable, interesting
these classes were and how proud and motivated the students felt. However, two of the respondents
say that the preparation process for teachers takes time, but the effect is worth this. Below are some
comments written by the teachers:
1. Students extremely enjoyed, were motivated, happy, involved.
2. It is a hard work for a teacher but the lesson is enjoyable.
3. Preparation is quite time-consuming, but the effect is huge.
4. Students were proud while talking about culture.
5. Students enjoyed to find similarities, engaged in discussions and debates.
Question 9: Have you tested the attainment of cultural goals for students?
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Figure 3.31. The issue of testing accomplishment of cultural goals
120.0%
100.0%
80.0%
60.0%
40.0%
20.0%
0.0%

97.1%

2.9%
Yes

0.0%
No

Not sure

When asked if they have tested whether students were successful or not in achieving cultural
goals, only one teacher had positive answer (2.9%). Unfortunately, almost all (97.1 %) of the
teachers who have tried culture-sensitive English language teaching responded that they have not
tested the students achievement of goals. This proves that the teachers care for the students’
achievement of the linguistic goals while cultural goals are inferior for them, as the only way for the
teachers to check the student success is through testing.
Question 10: Please share with us your reasons for not having practiced culture-oriented
English language teaching.
This question was asked to the 58.54% of teachers who responded to the question number 6
negatively; stating that they have never tried culture oriented English language teaching in practice.
Out of 48 teachers 26 shared their ideas with us. Their views are very interesting. Many of them
comment that course books are their guides and they follow the topics and activities in course books.
Several report that it needs time and preparation and this is extra work for teachers. Some of them
say that they have never thought about it. I have chosen several notable ones and have presented for
your consideration:
1. It is not the goal for my course.
2. No syllabus requirements.
3. These extra activities need extra time.
4. I have never thought about it.
5. It should be a separate course, I think.
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6. There is not much focus on it in textbooks.
3. 5. Conclusion to study 3
1. This study showed that culture-sensitive English language teaching in Georgia has not yet
been embedded in teachers’ everyday instructional practices. Due to many different reasons
teachers avoid teaching English with cultural orientation. The starting point is that in my
study Learner fluency was ranked by teachers as the most important goal for teaching
English language and not Acquisition of communicative competence. This may mean that
English language teachers in Georgia need to make it clear that language and culture of the
people who speak this language is one unity and communicative competence which is widely
recognized goal of English language teaching means both fluent communication using this
language and correct interpretation of behavior of people speaking this language.
2. It is significant that all those teachers (17 teachers wrote comments out of 31 teachers who
practiced culture-oriented English language teaching) who shared with us their experience
practicing culture-sensitive English language teaching have had a pleasant experience and
have proved how motivating and helpful for students such focus is. It is important to
popularize these teachers’ opinions. It is also notable that more than half (62.2%) of
respondents think that culture-sensitive language teaching is important which may lead to
putting more effort into practicing it in everyday instructional practices and will be inspiring
for colleagues.
3. As for the reasons for not practicing culture-sensitive English language teaching, it is
apparent that many teachers have not thought about it. So if the culture awareness and
understanding of its importance while teaching language is kept at a high level for teachers
they will find time and energy in their excessively busy schedules to practice cultureoriented language teaching.
4. One more important issue that the study revealed is the non- existence of testing system to
check the students’ attainment of cultural goals. This issue is resolvable only if teachers set
cultural goals together with linguistic ones before starting teaching English language. When
cultural goals are the part of formal curriculum, than teachers will try to check the outcomes.
My view is that the language test incorporating culture elements, like the one I have used in
my experimental group will check both the linguistic and the cultural knowledge success
for students.
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3.6. Limitations of the research
The following are the several limitations to the research that should be mentioned:


The duration of the experiment was limited to one semester. The results will be more reliable
and valid if the experiment is held for a longer period of time.



The experiment was a small-scale study, limited to one university, two groups only.



Skipping possibility for open-ended questions in teachers’ questionnaire has resulted in
gathering fewer ideas about the reasons for not practicing culture-sensitive English language
teaching or sharing experiences of those teachers who practiced it.

These factors may have limiting effects on my findings to come to really generalized results.
Limitations suggest the need for further studies. My recommendations will be to further develop the
research of the effects of culture-sensitive English language teaching on the successful acquisition of
English language competence in Georgia and on a wider scale.
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CONCLUSIONS AND RECOMMENDATIONS

The following outcomes of the research have been demonstrated:
1. Acquisition of English language communicative competence has been considered the
widespread aim for English language teaching courses. Communicative competence which
is defined as the linguistic proficiency in the target language plus behavioral expertise of the
people speaking English stresses the importance of culture-sensitive English language
teaching. The knowledge of sounds, vocabulary and grammar, reading and speaking skills in
English do not make sure that understanding between interlocutors will take place. The
crucial factor in understanding is connected with cultural aspects of the language that
exists beyond lexical elements. The diverse 21st century classrooms focus on the necessity
of intercultural communication to foster the understanding across cultures.
2. It must be admitted that the results of culture-sensitive teaching are more reflective in
communication pattern between Non-Native Speakers (NNS) and Native Speakers
(NS), as the knowledge of the target culture plays a vital role in understanding. To that
extent, the language and culture seem more linked to each other. Speaker’s awareness of the
target culture facilitates the process of integration into the English speaking world and at the
same time maintains his/her cultural identity. It should be noted that the importance of the
communicative competence in the English language in the communication pattern which
takes place between Non-Native and Non-Native Speakers (e.g., Georgians and Turkish) is
not as much obvious as in the interaction between Non-Native and Native Speakers. The
communication pattern between NNS and NNS does not necessarily require the awareness of
the target culture as it does not hinder the understanding process. This can be treated as the
direct outcome of the inseparability of language and culture which is more embedded in
NNS-NS communication pattern and interferes into cross-cultural understanding.
3. The literature review discussed in the study made the link between language and culture
clear. Factual cultural reality is not only reflected in the language, but also language is a
unified part of that reality. In the process of communication, utterances and behavior are
interpreted and moulded with the assistance of other language components of objective
cultural reality. Speaking a language means that speakers are performing a socio-cultural
122

phenomenon. Teaching language without culture equals ignoring socio-cultural
occurrence and limiting students to acquire communicative competence of the
language.
4. Inclusion of culture in a language curriculum requires a high-level commitment among
proponents at different levels in universities. At the university level, the role of the faculty is
essential to decide the curriculum trends. The Curriculum Development Committee has to
determine what knowledge or values are planned to convey to students and which methods
to adapt while doing so. Infusion of various perspectives into the educational system will
extend students’ understandings of the complexity of the society today, and to make unity in
diversity, transformation of standard-based curriculum is vital. Based on my study it can be
concluded that a culture-based language curriculum considerably promotes students’
cultural awareness (96%), motivation and engagement (68%) and enhances feelings
and relationships with diverse groups (80%).
5. My hypothesis was that culture-sensitive English language teaching facilitates and
enhances the acquisition of communicative competence in English language. The
culture-embedded language activities designed by me and viewing cultural goals as equally
important as the linguistic goals proved to be effective for university students in their
achievement of academic success. The experiment held by me showed the higher
academic success of students in experimental group (mean: 80.4 to 82.8 to 90.54; median:
77 to 79.5 to 85) compared to students in the control group (mean: 65.5 to 60.3 to 64.19;
median: 59.5 to 55.5 to 65.0). The experiment proved the effectiveness of culturesensitive English language teaching. In addition, cultural information can be seen as a
pedagogic device for capturing the interests of students and thus keeping their motivation
high. From my video observations and from the experiences of teachers who have
shared their impressions about culture-sensitive English language teaching it became
apparent that culture-sensitive English language teaching is strongly motivating and
engaging for students.
6. The implementation of an intercultural approach to English language teaching requires not
only curricula, syllabi and material changes, but also, most importantly, altering the teacher
awareness and background. The contemporary ESL teacher needs an educational and
cultural background to determine the methods and techniques to be used for presentation,
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concepts and values to be stressed, to avoid biases and chauvinism in order to deal
competently with today’s diverse student population. The sophisticated ESL teacher, while
introducing British and American cultural aspects should encourage students to
maintain their own cultural identity. Teachers should guide the discussion about culture in
a nonjudgmental way. It follows that culture-sensitive teachers need a more enriching
and complex education. TESL/TEFL training programs should provide this
background to future teachers.
7. The study of the results of culture test in my research has revealed that, to avoid culture
shock, a situation when a person expects a certain behavior and receives another totally
different one, culture-sensitive language teaching is essential. The target language society
can be understood in depth only with the knowledge of its culture together with the
knowledge of its language. The specially designed culture-oriented activities and culturefocused teaching instructions in class increase the understanding of attitudes (88.9%),
customs, daily activities of people in target language, their values, ways of thinking, and
using etiquettes, understanding of contributions of famous people from target culture
(61.1%). Culture-sensitive English language teaching helps students acquire culture
awareness, tolerance towards other cultures, understanding of cultural values and
understanding of outward cultural differences and similarities.
8. The reflection of culture in textbooks available for English language teachers is of the
utmost importance. The cultural content and direction of lectures is strongly influenced by
textbooks. Modern textbooks often depict target and international culture, but this is not
sufficient to solve the problem. Cultural topics should be related to appropriate language
learning activities and presenting culture-rich vocabulary and grammar. Teachers’
guide books should be carefully planned with strategies and methods of teaching the
language in a culture-sensitive way. Cultural materials integrated with linguistic materials
in the syllabus should not be treated as a secondary goal for English language teachers, it
should be an inseparable component of language teaching.
Recommendations


Based on the results of my experiment I would recommend ESL teachers in Georgia to
become more culture-sensitive and to embed culture into their instructional practices in order
to make the English language learning goals attainable for all students.
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It is desirable that those universities which do not have a cultural component in the language
curricula to re-examine them and to add a cultural approach. It is preferable for English
language teachers to have a thorough background in comparative analysis, cultural
anthropology and cultural relativism.



It is advisable for ESL teachers to participate in periodic in-service trainings, workshops and
conferences that focus on target and international culture to make English language learning
possible in 21st century diverse classrooms and get acquainted with publications in the
periodicals.
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Appendix 2. Syllabus

Syllabus

Name of the course

General English

Program

Management

Course status

compulsory

Course code

HUM018

Program cycle

Bachelor (1st cycle of higher education)

Year /Semester

I

Course volume

45 contact hours/ 29 lectures plus 14 seminars/1 midterm 3 hrs

Lecturer

Asst. Prof. Nino Tvalchrelidze

Work telephone

032 259 50 05

II

Extension
Mobile

593 129 028

Fax
E-mail
Time and place
Consultation

tvalchrelidzenina@yahoo.com
for One hour per week, according to the timetable, administrative building
room 411
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Course prerequisite
Goals of the course

None
The goals of the course are:
 Acquisition of communicative competence;
 Development of speaking, listening, reading, writing
skills;
 Utilization of the information obtained from the units
and lectures to think critically about new topics.
Practicing language skills.
 A body of knowledge about key concepts in British
and American culture; familiarization with the target
culture etiquettes, values, geographical and historical
parameters, contributions of target culture.
 Positive attitudes towards and interest in British and
American people and speakers of other languages;

Learning outcomes

After the completion of the course students will be able to:
 Understand the main points of clear standard input
on familiar matters regularly encountered in work,
school, leisure. Can deal with most situations likely
to arise whilst travelling in an area where the
language is spoken. Can produce text on topics,
which are familiar or of personal interest. Can
briefly give reasons and explanations for opinions
and plans.
 Empathize with the British and American people;
comparing and contrasting their own and target
culture and other cultures.
 Understand the link between language and culture
and understand the culture specific verbal and nonverbal behavior.
 Acquisition of English language at B1
level.

Knowledge and
understanding

Ability to use
knowledge in
practice

Communication

Systemic
knowledge and
understanding of
English of B1
level
Ability to act in a
new,
unpredictable and
multidisciplinary
environment;
ability to search
for new, original
methods of
solution for
problems
Ability to

 Ability to use appropriate level of English
language for material presentation and analysis.
 Writing a formal and informal letters.
 Reading professional literature with
comprehension.
 Understanding of Native speakers.

 Developing presentation skills
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skills

communicate
one’s opinions,
arguments, ideas.

 Developing general English and professional
verbal communicative competence, which,
according to EU demands, corresponds to B1
level

Learning skills

Ability to manage
the learning
process with help
and
independently.

 Ability to use literature and internet resources
 Ability to find information on the internet and in
libraries
 Ability to use digital technology to support and
enhance the effectiveness of professional
activities

Values

Ability to
evaluate one’s
own and others’
attitude towards
values and
contribute to the
establishment of
new ones

 Humanistic and democratic principles of
education
 Sense of autonomy
 Academic honesty
 Tolerance, sensitivity, and wish to understand the
target and other cultures

Teaching methods

Teaching methods used take into consideration the
differences in cognitive styles (personality types, learning
types, temperament types) and interests of students to ensure
the best learning experience for everyone.
The following teaching methods are used:
Direct teaching methods, ranging from PowerPoint lectures
through to highly structured but interactive classroom
sessions.
PowerPoint lectures. Lecturer introduces a new topic,
provides an overview, arouses interest and raises issues that
can be pursued later by different methods. PowerPoint
lectures provide opportunity for review and revision of
course material prior to examinations.
Activities and quizzes are embedded within a lecture that
require students to interact with the lecture material.
Lecture discussions are held. Here lecturer presents
information for only a short period and engages students in
open discussion for a while on particular issues related to the
topic. In the closer the lecturer summarises and consolidates
main points from the lecture and discussion.
Student-centred methods: problem-based learning, projectbased learning, cooperative learning, peer tutoring and peer
assistance.
Problem-based methods. Imaginary or real cases are
selected carefully by the lecturer. Students work in small
collaborative groups to solve the problem. The lecturer has
the role of general facilitator of the group discussion.
Project-based learning. Students choose tasks, based on
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challenging questions that involve students in problemsolving, investigating activities. Students work relatively
autonomously over extended period of time and culminate in
presentations.
Cooperative learning. Working in groups not only increases
students’ active participation, it also encourages social skills
development, enhances communication, and increases
independence. Students work together sharing ideas and
learning from one another facilitates effective learning.
Peer tutoring and peer assistance. It includes one student
simply helping another at some points during a lecture or
class-wide peer tutoring, where on regular basis students help
others revise the topic.

COURSE CONTENT

Week 1

Lecture 3hrs

My first class.
I can describe my progress and aims.


Ask and answer common questions,
talk about language learning
experiences
 Question forms, narrative tenses
 Asking follow-up questions
Intercultural communication:




How do friends meet, converse
briefly, take their leave in target
language and culture? Comparisons
with the students’ own cultures.
How are strangers introduced?

Literature
1. Deller, H., & Walkley, A. (2010). Outcomes, Heinle, Cengage Learning p. 8
2. Gairns, R., & Redman, S. (2012). Oxford word skills, Oxford University Press, p. 12-13
Week 2

Lecture 2 hrs

Feelings

Seminar 1 hr

I can describe my feelings
147






Talk about how you feel and why
Commentary on one’s feelings
Ask double questions
The
present
continuous/simple
questions
 Making excuses
Intercultural communication:






What error is a speaker of different
native languages likely to make in
English and what is the relative
seriousness in British and American
culture?
What are the commonest formulas of
politeness in target culture and
students’ own cultures and when
should they be used?
Discussing American and British
values.

Literature
1. Deller, H., & Walkley, A. (2010). Outcomes, Heinle, Cengage Learning p. 14
2. Gairns, R., & Redman, S. (2012). Oxford word skills, Oxford University Press, p. 24-25
Week 3

Lecture 2 hrs

Time off

Seminar 1 hr

I can describe the climate
 Describe interesting places
 Talk about holiday problems
 Talk about weather
 Present perfect questions, the future
 Recommendations
Holidays in target culture and students’
own cultures.
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What is the usual rhythm of work
days and days off in target culture
and in students’ own cultures?
What do young people do on their
days off?
What are the festival in target and
students’
cultures?
Presenting
appropriate vocabulary.

Literature
1. Deller, H., & Walkley, A. (2010). Outcomes, Heinle, Cengage Learning p. 20
2. Gairns, R., & Redman, S. (2012). Oxford word skills, Oxford University Press, p. 41-43

Week 4

Lecture 2hrs

Interests

Seminar 1 hr

I can talk about music
I can describe sporting events





Talk about tree-time activities
Talk about sport, music
Frequency(present and past)
Duration(past simple and present
perfect continuous)
Intercultural communication:


What are the most popular games
that are played outdoors or indoors
by the young, by adults in target and
students’ own cultures?

Literature
1. Deller, H., & Walkley, A. (2010). Outcomes, Heinle, Cengage Learning p. 26
2. Gairns, R., & Redman, S. (2012). Oxford word skills, Oxford University Press, p. 116-118; 120122

Week 5

Lecture 2hrs

Working life

Seminar 1 hr

I can describe jobs
I can describe a career




Talk about jobs
What jobs involve
Have to, don’t have to, can, allowed
to, supposed to, should
Appointments; cross cultural
understanding of time;

149

How important is punctuality in
target and students’ cultures?




What are the usual meeting places for
business appointment and for leisure?
How important is the parental
example and advice in the choice of a
career in target and students’
cultures?

Literature
1. Deller, H., & Walkley, A. (2010). Outcomes, Heinle, Cengage Learning p. 36
2. Gairns, R., & Redman, S. (2012). Oxford word skills, Oxford University Press, p. 134-138

Week 6

Lecture 2 hrs

Going shopping

Seminar 1 hr

I can discuss my likes and dislikes
I can give my opinion
 Describing things you buy
 Describing clothes and products
 Must
 Responding to recommendations
Intercultural communication:


What are the notable differences in
dwellings,
clothing,
manners,
shopping, facilities, public utilities,
when life in town is compared with
life in the country in target and
students’ cultures?

Literature
1. Deller, H., & Walkley, A. (2010). Outcomes, Heinle, Cengage Learning p. 42
2. Gairns, R., & Redman, S. (2012). Oxford word skills, Oxford University Press, p. 155-158

Week 7

Lecture 2 hrs

School and studying

Seminar 1 hr

I can get through exams
I can describe university life
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Describe courses, schools, teachers

and students
 Talk about possible future plans
 After, once and when
 Zero and first conditionals
Intercultural communication:



What is the importance of homework
in formal education in target and
students’ cultures?
What is taught at home by older
members of the family?

Literature
1. Deller, H., & Walkley, A. (2010). Outcomes, Heinle, Cengage Learning p. 48
2. Gairns, R., & Redman, S. (2012). Oxford word skills, Oxford University Press, p. 129-132

Week 8

3 hrs

Week 9

Lecture 2 hrs

Eating

Seminar 1 hr

I can describe a range of food

Mid-term Exam

I can talk about diets and cooking


Describe different dishes, ways of
cooking food
 Describe restaurants
 Tend to, second conditional
Table manners in target and students’
cultures.



What meals are usually served during
family dinner?
What is the special character of each
meal eaten, the seating arrangement,
the method of serving dishes, the
general conversational topics in
target and in students’ cultures?

Literature
1. Deller, H., & Walkley, A. (2010). Outcomes, Heinle, Cengage Learning p. 54
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2. Gairns, R., & Redman, S. (2012). Oxford word skills, Oxford University Press, p. 52-56

Week 10

Lectures 2 hrs

Houses
I can explain household tasks
I can describe housework
 Describe flats, houses, areas, make
comparisons
 Comparing past with now
Describing and comparing symbols on
coats of arms. Presenting appropriate
vocabulary.
Intercultural communication:
 What are typical errands that a young
person is likely to be asked to do ,
either at home or at school in target
and students cultures?
 In what individual hobbies are young
people likely to engage?

Seminar 1 hr

Literature
1. Deller, H., & Walkley, A. (2010). Outcomes, Heinle, Cengage Learning p. 64
2. Gairns, R., & Redman, S. (2012). Oxford word skills, Oxford University Press, p.76-79

Week 11

Lecture 2 hrs

The natural world

Seminar 1 hr

I can describe natural disasters
I can describe animals and insects
 Talk about different animals
 Help people to tell stories
 -ing clauses, passives
Intercultural communication:



Literature
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What areas have special climate,
scenery, or other natural features that
make them attractive for vacation?
What are the equivalents of
American back yards, front lawns,
and sidewalks in residential and
business areas?

1. Deller, H., & Walkley, A. (2010). Outcomes, Heinle, Cengage Learning p. 76
2. Gairns, R., & Redman, S. (2012). Oxford word skills, Oxford University Press, p. 44-49

Week 12

People I know
I can talk about appearance
I can talk about character
I can talk about relationships
 Describe character
 Talk about families and friends
 Used to, would
 Expressing regrets
Intercultural communication



Non-verbal communication: gestures.
Important personalities from target
culture and from students’ own
cultures.

Literature
1. Deller, H., & Walkley, A. (2010). Outcomes, Heinle, Cengage Learning p. 82
2. Gairns, R., & Redman, S. (2012). Oxford word skills, Oxford University Press, p. 20-24, 26

Week 13

Lecture 2 hrs

Travel

Seminar 1 hr

I can describe travel problems and
accidents
 Talk about journeys
 Use phrasal verbs, use strong adj.
 Third conditional, should have
Intercultural communication



Literature
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What facilities for travel are provided
for short distances about town or
from one city or part of the country
to another, by bus, rail, or airplane?
Geographical dimensions of the
target culture.

1. Deller, H., & Walkley, A. (2010). Outcomes, Heinle, Cengage Learning p. 92
2. Gairns, R., & Redman, S. (2012). Oxford word skills, Oxford University Press, p. 64

Week 14

Lecture 2hrs

Technology
I can use verb patterns
I can use phrasal verbs
 Talk about computers
 Talk about markets
 -ing forms and to infinitive
Intercultural communication:
 What mechanical devices are
commonly found in personal use, in
the home, in stores, and in travel?
 What is the role of the car in family
life in target and students’ cultures?
 What are the requirements for
obtaining a license to drive?

Seminar 1 hr

Literature
1. Deller, H., & Walkley, A. (2010). Outcomes, Heinle, Cengage Learning p. 98
2. Gairns, R., & Redman, S. (2012). Oxford word skills, Oxford University Press, p. 182-186

Week 15

Lecture 2 hrs

Injuries and illnesses

Seminar 1 hr

I can talk about injuries
 Talk to a doctor
 Explain causes and results
 Reported speech
 Reposting verbs
Intercultural communication:




What are the common home
remedies for minor ailments in target
and students’ own cultures?
What is the equivalent of the
American drugstore?
How does one obtain the services of
a physician?

Literature
1. Deller, H., & Walkley, A. (2010). Outcomes, Heinle, Cengage Learning p. 104
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2. Gairns, R., & Redman, S. (2012). Oxford word skills, Oxford University Press, p. 60

Preparation for exams
Week 16

3 hrs

Week 17-19

3 hrs

Final exam

Assessment criteria

Student may be assessed orally and in written. At the end of the course a final
exam is held, which involves the material under study and corresponds
thematically to the syllabus. The assessment of student’s knowledge and skills is
carried out by a 100 grade system. It includes the midterm and final assessment,
individual and group presentations, participation in discussions during seminars,
and a course project.
Positive assessment will be considered:
 Excellent –maximum assessment 91% and higher;
 Very good- maximum assessment 81-90%;
 Good - maximum assessment 71-80%;
 Satisfactory- maximum assessment 61-70%;
 Enough - maximum assessment 51-60%;
Negative assessments will be considered:
(FX) failure - maximum assessment 41-50%, which means that student has to
work more to pass the course, is given additional independent work hours and is
admıtted to the exam one more time.
(F) failure - maximum assessment 40% and lower, which means that work hours
for the student ın this course is not enough and he should retake this course.
The assessment of the student’s knowledge and skills involves the following
components: midterm assessment (totally maximum 100 points), which embraces
a midterm exam, activities at the seminar, an individual presentation and a course
project prepared individually or in pairs, and a final exam (maximum 100 points).
The passing grade will be calculated out of 100% as the sum of
- Midterm assessment (60%)
- Final exam (40%)
The midterm exam is written and assessed by maximum 40 points.
Pop quizzes are written and assessed by 30 points.
Individual presentations- max 10 bonus points.
Class participation totally make up 30 points (maximum 10 seminars are
assessed). Homework is assessed within seminar participation. The criteria of
participation at a seminar are:
- Student’s involvement
- Adequate questions/answers
- Logical argumentation
3 points: student is actively involved in the discussion, asks adequate questions,
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while answering mostly demonstrates deep comprehension of the issue under
study; his/her argumentation is logical and reveals the knowledge of the subject;
arguments and examples are original.
2 points: student is actively involved in the discussion, asks interesting questions,
while answering demonstrates deep comprehension of the issue under study;
his/her argumentation is logical and reveals the knowledge of the subject;
arguments and examples are relevant to the questions, but come from the
compulsory literature, not from the student’s own knowledge or experience.
1 point: student is passive during the discussion, only sometimes answers others’
questions, only some answers are adequate, student has problems with
argumentation and examples.
0 point: student does not attend the class or does not participate in discussion, as
s/he does not know the material.
The format of the final exam is the same as for midterm exam. Maximum
assessment is 100 points.

Obligatory literature

1. Deller, H., & Walkley, A. (2010). Outcomes, Heinle, Cengage
Learning

Additional literature

1. Gairns, R., & Redman, S. (2012). Oxford word skills, Oxford
University Press
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Appendix 3. Activities for culture-sensitive language teaching
Activity 1
Prepared talk
AIM

MATERIALS
TIME

PREPARATION
METHOD

SAMPLE CRITERIA
FOR
PRESENTATION
ASSESSMENT

To make students focus on cultural themes and to understand what culture
oriented topics can be prepared for presentation. To enhance students’ oral
presentation skills and simultaneously to improve their listening skills. To
practice in asking and answering questions. To boost students’ critical analysis
expertise.
Proposed topics for presentation with the emphasis on culture of British and
American people or students’ own culture.
20 minutes in class for each student. The first part of this activity, preparation of
the presentation, can be done at home. The second part, rehearsal of their talks
and presenting to open class, can be done in class. Per student: 5 minutes for
rehearsal, 5-10 minutes for presentation and 5 minutes for asking questions or
giving peer feedback.
The teacher and the students decide on criteria for assessing oral or PowerPoint
presentation or feedback criteria (please see the sample in the last section).
Day 1
The teacher helps the students to think of a topic for presentation or asks them to
choose one from his/her list. The teacher helps them to plan their presentation
and to set a day for presenting their topics.
Day 2
The teacher asks the students to rehearse their talks with their partner and then
present to open class. The teacher gives the listeners a task that they have to ask
questions or give a feedback taking into consideration pre-set criteria.
The teacher gives his/her feedback too.
Individual presentation is assessed by maximum 30 points. The presentation
should last 5-10 minutes. The student should be able to express his/her ideas
laconically and concisely. Presentation topics selected by different students
should not coincide. If the presentation is not told, but read, either from a note
or from the slides, maximum points can be 20, on condition that otherwise the
presentation is very good (grades for each criterion are proportionately
decreased).
The assessment criteria are:
- Correspondence to the topic, interesting contents - maximum 12
points
10-12 points: student found relevant to the topic materials, with adequate
volume, which contain some novelty and are useful/interesting to the group.
7-9 points: the presentation corresponds to the chosen topic, its volume is
adequate, but it is not sufficiently interesting/useful for the group.
4-6 points: the presentation more or less corresponds to the chosen topic (student
sometimes deviates from the topic and/or the topic is not deeply viewed); it is
not sufficiently interesting/useful for the group; the presentation is too short or
too lengthy.
1-3 points: the presentation only a little corresponds to the topic (student often
deviates from the topic and/or the topic is not completely viewed), it is
practically not interesting/useful for the group; the presentation is too short or
too lengthy.
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0 points: the student did not prepare a presentation.
- Adequate structure (introduction, main body, conclusion; providing
cohesion between parts), quality of audio-video materials – maximum
5 points:
4-5 points: All components of structure are offered; the presentation is logical,
audio-video materials really enhance comprehension.
1-3 points: Some components of structure are not offered or the presentation is
not logical, or else the audio-video materials really enhance comprehension
(vice versa, distracts attention, is difficult to read, etc.).
0 point: no audio-video means are applied
- Adequate English, natural behavior – maximum 5 points
4-5 points: student (almost) does not make language mistakes which may hinder
communication; student’s behavior is natural, s/he establishes eye contact with
the listeners, applies adequate gestures and body language.
1-3 points: student makes few language mistakes which may seriously hinder
communication; student’s behavior is not very natural, s/he does not establish
eye contact with the listeners, or apply adequate gestures and body language.
0 points: the language errors made by the student substantially hinder
communication, his/her behavior is unnatural (s/he is stiff, does not use mimics
and gestures, etc. )
- Adequate answers to the questions related with the presentation –
maximum 8 points:
6-8 points: answers and arguments are absolutely adequate
3-5 points: answers and arguments are more or less adequate (there may be
minor mistakes in terminology or the offered examples are not very adequate).
1-2 points: student cannot answer all questions, answers are not supported by
good arguments.
0 points: student cannot answer the questions or answers are absolutely
inadequate

Activity 2
Critical incidents
AIM

MATERIAL
TIME
METHOD

To raise culture awareness of students and facilitate adjustment to a new culture.
To stimulate discussion about different critical incidents and provide
opportunity for students to express their views. To avoid cross cultural
misunderstandings. Feedback from the teacher about language use.
A copy of the handout for each student.
30 minutes
Step 1
The teacher explains the students what critical incidents are. He/she informs the
students that they are going to read critical incidents about complimenting in
different countries and discuss solutions.
Step 2
The students work individually and answer the questions at the end of the
handout.
Step 3
The students discuss the issue in small groups. Letting others know the answers
158

on the questions.
Step 4
The teacher conducts the whole class discussion and they try together to solve
the issue.

Handout paper
Alice, the American teacher meets her French colleague and greets the other with exclamation: ‘Wow!
Linda! What did you do to your hair? I almost didn’t recognize you. It looks great!’ (Wolfson, 1986, p.
114)
Linda did not say anything, grinned and passed. She looked hurt. Alice did not understand what was
wrong. The Luxembourgian friend explained that she was very rude to her colleague.

Please consider the questions:
1. Why was Alice rude?
2. Why was Linda hurt?
3. Who was at fault?
4. How do you explain the misunderstanding between them?
5. How would you have understood the incident?
6. Tell us about complimenting in your country.

The American teacher walking in the street in Indonesia heard two friends talking:
‘S: You have saved a lot of money on your account, ha?
A: Oh, no. Please don’t tease me.’ (Wolfson, 1986, p. 113)
The teacher was surprised and brought the issue in class in Indonesian school for consideration.
Please answer the questions:
1. Was the friend complimenting the other?
2. Why wasn’t it understood by the American teacher?
3. Do you think it is a nice compliment in your culture?

Activity 3
Culture capsule
AIM

MATERIAL

TIME
METHOD

To accumulate knowledge about target culture and to function effectively in
target culture environment. To understand similar information about other
cultures. To practice language skills.
PowerPoint presentation or pictures of flags of England, Wales, Scotland and
Northern Ireland, coat of arms and stories about different symbols on the coat
of arms.
30 minutes
Step 1
The teacher presents the information about the origin of Great Britain, shows
flags of consisting countries: Wales, Scotland, England and the Northern
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Ireland. Presents interesting information about the coat of arms and stories
about different symbols.
Step 2
The teacher asks students to initiate questions about the presentation and then
to talk about the historical episodes of their countries and different catching
stories about their coats of arms and symbols on them.

Activity 4
The use of etiquette
AIM

MATERIAL
TIME
METHOD

To familiarize students with etiquettes which differ across cultures, focusing
on British and American etiquettes like: handshake, table manners, hugging,
kissing, touching, understanding of time and compare them with students’ own
culture. To teach relevant vocabulary items.
PowerPoint presentation, pictures
40 minutes
Step 1
The teacher asks the students to brainstorm the words and phrases appropriate
for cultural etiquettes.
The teacher helps them with the words, if necessary and introduces: light, firm,
brief, handshakes, to extend the hand, to be preserved, personal space, initiate
the toast, fork tines, second helping of food, equality.
Step 2
The teacher shows the students pictures or tells them of different etiquettes and
discuss in which countries they can see such thing, how it is or how different it
is in their country. The teacher presents some information about etiquettes of
target culture (British or American) and ask students to compare with theirs.

Activity 5
Expanding conversation
AIM
MATERIAL
TIME
METHOD

To enhance students’ cross cultural understanding; to foster students’ positive
attitudes towards other cultures; to present new topic for discussion.
For each conversational topic which is in the syllabus or in course book
prepare questions for students to focus on cross cultural aspect of the issue.
50 minutes
Step 1
The teacher presents the conversational topic for example: Time Off
Together with the normal proceeding of the discussion around the topic the
teacher expands by asking questions:
 What is the usual rhythm of work days and days off in your country?
 What do young people do with their time off?
 What are the places in your country to visit during time off?
Topic: Working Life
Questions:
 What are the most popular jobs in your country?
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What do people from your country appreciate more while seeking a
job? (place, salary, colleagues, job satisfaction )
 When do people start working in your country?
 What kind of chores are young people permitted to do?
 How are they paid?
Topic: School and Studying
Questions:
 Discuss the school system in your country. What are its advantages
and disadvantages?
 How important is the parental advice or example in the choice of a
career?
 How are students financially supported?
 How much are children, young people supported by their families?
 What are the conflicts about between children and parents?
 What is taught at home by older members of the family?
Topic: Eating
Questions:
 What are eating habits in your country?
 What kind of food is prioritized by young people?
 What is special in each meal, food served at home?
 How different is the seating arrangement, the method of serving
dishes, topics of discussion during meals?
 What is the alternative to eating home in your country?
 With who do you eat out generally?
 Who prepares meals at home?
 How is house hold chores distributed among family members in your
country?
Topic: The Natural World
Questions:
 How is natural world identified and protected in your country?
 Do you have many preserved areas?
 What are their roles in educating young generation?
 Do individuals take care of their own litter or do they throw it out?
 What are the regulations about cutting trees?
Topic: Travel
Questions:
 What are the most popular means of transport in your country?
 How do old people move?
 Are there opportunities for disabled people to move conveniently in
your country?
 Where and for what purposes do people usually travel?
 How well are organized parking meters, crossroads, traffic lights in
your country?
 How is hitchhiking understood in your country or what is its
equivalent?

Activity 6
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Short stories
AIM

MATERIAL

TIME
METHOD

To familiarize the students with the real objects creating the mini-environment
for the target culture. To practice asking and answering questions. Introduce
new vocabulary. To rehearse creating short stories as a group work and
presenting to open class.
Real objects, souvenirs from target culture(ex: telephone box from Britain,
double-decker bus from Britain, Tower bridge pencil sharpener, Madame
Tussaud’s key ring, Liberty statue, flight ticket to New York, Brooklyn Bridge,
picture of Manhattan.
50 minutes
Step 1
The teacher holds each object or picture one after another and asks students to
discuss what they are, where they can see them, what they know about the
place or thing.
Step 2
The teacher divides the class into two groups. The teacher asks the students to
divide the pictures and objects according the place where they belong (Britain
or America). Both groups are going to create a short story mentioning all the
places or things they have. The teacher can foster participation of all the
members of the group by asking one person to start the story with one sentence
and others to add sentence after sentence.
Step 3
When students are ready they have to present their stories. The teacher can
evaluate the two stories produced by two groups and give feedback. The
teacher focuses their attention on language use too.

Activity 7
Dating customs (This activity is adapted from Tomalin and Stemplenski, 2012)
AIM
MATERIAL
TIME
METHOD

To introduce dating customs of the British and the Americans. To compare
them with the customs in students’ cultures.
A copy of handout for every student.
30-40 minutes
Step 1
The teacher introduces the topic to the students. The teacher explains that they
are going to read the customs in target culture and then they have to compare
with their own cultures. The teacher distributes the handout paper. The
students are working in pairs.
Step 2
When students are ready they start volunteering to present their answers.
Step 3
The teacher follows-up with the whole class discussion on the issue.

Dating customs
In the UK and the USA
1. Dating is casual and informal,
it should not be interpreted as

In your culture
NO

YES
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anything more
2. Young men and women go to
parties together
3. In their mid-teens (around the
ages of fourteen or fifteen), boys
and girls go on dates (parties,
dances, the cinema).
4. Parents very rarely choose date
for their children.

5. A man often goes to collect his
date at her home.

6. A man always walks on the
curb side.

7. Men and women sometimes
share expenses on a date.

8. Men and women sometimes
date people of different
economic, ethnic, social, or
religious backgrounds.

Notes
YES

Notes
NO

Notes
YES

Notes
NO

Notes
YES

Notes
NO

Notes
YES

Notes
NO

Notes
YES

Notes
NO

Notes
YES

Notes
NO

Notes
YES

Notes
NO

Notes

Notes

Activity 8
Festivals
AIM

MATERIAL
TIME
METHOD

To raise understanding of different holidays in target culture. To familiarize
with the origin of the festivals. To practice story telling. Asking questions and
answering. To practice conversational skills.
A copy of hand-out for each student (Hand-out contains different stories
related to different festivals).
30 minutes
Step 1
The teacher cuts the headings off the stories and distributes separately the
stories and headings. Class has to mingle and find the person who has his/her
heading or story.
Step 2
When the students find their pairs. The pair sits together and prepares the story
for the whole class discussion.
When they present the story they can include the twist and say not the whole
story but ask questions to class and elicit the answers from class to guess what
holiday they are talking about.
Step 3
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The teacher monitors the class and gives feedback. The teacher adds some
more information if needed.
Step 4
The teacher asks students to tell stories related to their own cultural holidays.

Activity 9
Understanding non-verbal communication (This activity is modified from
AIM
MATERIAL
TIME
METHOD

To discover the meaning of some common gestures in English. To realize the
differences among body languages used by people from diverse cultures.
A copy of hand-out for each pair of students.
30 minutes
Step 1
The teacher distributes the hand-out. During the pair work the students are
going to guess and discuss the meaning of gestures on the hand-out and think
which of them will not be understood by people from the UK and the USA.
Step 2
The students make the gestures and the whole class tries to guess them. The
teacher asks the students to add some interesting gestures from their own
cultures. The teacher conducts the whole class discussion relating
interpretation of gestures. The teacher adds some true stories related to using
gestures.

Activity 10
Understanding time and space
AIM
MATERIAL
TIME
METHOD

To acknowledge the differences in the perception of time and space.
A copy of hand-out for role play.
35 minutes
Step 1
The teacher teaches the class that time and space perception differs across
cultures. The UK and the USA are countries where time is treated with great
precision and touching is reduced to minimum level.
Step 2
The teacher divides the class in groups of three. The teacher assigns the roles
to members or distributes different roles and the students will choose the one
they want. The events can be: job interview, business meeting, family dinner, a
meeting with a friend and so on. One person must be a narrator in the group.
Group members have to decide at what time to arrive to different events, what
topic to choose for conversation, control the appropriate personal space and
two other members have to act the role.
Step 2
The teacher asks the students to share with the class how they treat time and
space in their cultures. The teacher gives language feedback.
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Activity 11
Map identification
AIM
MATERIAL
TIME
METHOD

To list countries and places where English is spoken. To identify English
speaking countries and places on the map of the world.
A copy of hand-out - a map without names of the countries on it for each pair
of students. Pins. True map for the whole class discussion.
35 minutes
Step 1
The students work in pairs. The students list English speaking countries,
identify them on the map and put pins.
Step 2
The teacher moves and helps the students if necessary.
Step 3
The teacher holds a whole class discussion and students identify places of the
listed countries on the real map.
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Appendix 4. Language tests
While Test
Reading
1. Read the text and answer the questions.

Max score 10

In the 1950s and 1960s, Martin Luther King, Jr., led the civil rights movement. King was assassinated in 1968. Martin Luther King,
Jr. Day, which falls in January, around King’s birthday, is a time to celebrate the life and achievement of this great American.
Two other great Americans are honored on Presidents’ Day. Their birthdays were both in February and are celebrated together.
Columbus Day celebrates Christopher Columbus’s arrival in the Americas in 1492. Columbus Day is especially important holiday for
many Italian-Americans and Hispanic-Americans.
In 1620 Pilgrim settlements in American was established in Massachusetts. They arrived in November when it was too late to plant
crops. Although many people died, the Pilgrim settlement survived the winter because of help from Indians who lived nearby. The
next November after the crops were harvested, the Pilgrims gave thanks to God at a feast to which they invited the Indians. Every
year, Americans celebrate Thanks-giving Day.
The most important American holiday is the Fourth of July, or Independence Day. Many families celebrate by having picnics and at
night, watching fireworks.
Christmas, marking the birth of Christ in the Christian religion, is an important time for giving gifts. Small children believe that gifts
come from Santa Claus. Their parents tell them that Santa lives in the North Pole and, on the night before Christmas, he travels the
world in a sled pulled by reindeer. He goes down the chimneys of houses to leave gifts for children who have been good.

1. Why was Martin Luther King a great American?

2. Who are George Washington and Abraham Lincoln?

3. Who are Hispanic-Americans?

4. Why did Pilgrims give thanks to God and not Indians who helped them to survive?

5. Who is Father Frost?

2. Read the text and choose the correct answer.

Max score 7

1. Whose achievement do Americans celebrate?
a. the Sovereign’s
b. Martin Luther King’s
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c. Civil rights
2. Choose the correct statement
a. King was put to prison
b. King was killed
c. King was captured
3. Pilgrims were:
a. American settlers
b. British settlers
c. Indian tribes
4. Who do Americans become independent from:
a. the black Americans
b. the British
c. the French
5. Where does Santa live?
a. in America
b. in Britain
c. in the North pole
6. Who are Indians?
a. Native Americans
b. Foreign tribes
c. Celts
7. Massachusetts is:
a. a country
b. a state
c. a city

2. Vocabulary
1. Put words in appropriate gaps.
bagpipe kilts tartan beefeaters

Max score 10
Morris Men

shamrock

thistles
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coat

unicorn

rose

1. The Tower of London was guarded by
. 2. The Scottish Highland clans and later the Highland regiments used to
go into battle to the sound of the
. 3.
danced all day long on May 1st with white
handkerchiefs to drive away the evil spirits. 4. Originally the
was worn as a single piece of cloth, drawn in at the
waist and thrown over the shoulder. 5. Many people have become interested in
, traditional forms of Scottish
dress. 6. The compartment on
of arms features a number of
the national flower of Scotland. 7. The lion
and the
supporting the shield represent England and Scotland respectively. 8.
and
represent the plant emblems of Ireland and England.
3. Writing

Max score 10

1. Guess which is an adequate e-mail written by an American student to a friend who he met once on a conference: a or b and
prove your choice (write a small paragraph).
a. Hi Dana,
I am so sorry I could not come to your birthday. Please forgive me my absentmindedness. I am so overloaded at my new workplace
that I forgot about it. I know I made a terrible mistake. I apologize my dear and try to make it up with you.
Thank you very much for your kind e-mail. Thank you for everything, you know what I mean.
See you
Nino
b. Hi Dana,
You had a birthday? I forgot. I have so many things to do at my new work place. I see you these days. Why not discuss the questions
when we meet. OK, be ready.

Many kisses
Nino

Prove your choice:

Post Test
Post Test
Reading
1. Read the text and answer the questions.

Max score 10
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The USA began as a nation of 13 states. These were the colonies which had broken away from Great Britain in 1776 and fought a sixyear War for Independence. The original 13 colonies were then located in the area today occupied by 16 states, and 34 other states
were admitted to the union one by one.
Washington, in the District of Columbia, is the national capital. It was named in honour of the first US president. The District of
Columbia, which was named for the discoverer of America, is not part of any states.
Manhattan is an island just 13 miles long and 2 miles wide. It is a center of American finance, advertising, art, theatre, fashion-and
much more. The borough of Manhattan is what most people think of when they think of New York, one of the most exciting cities in
the world.
The Dutch were the first Europeans to settle Manhattan. To protect themselves from attacks, they built a sturdy wooden wall.
Although it’s now long gone, this wall gave its name to a street in Lower Manhattan and the street became synonymous with
American capitalism. The New York Stock Exchange and the American Stock Exchange are both there. So are many stockbrokers,
investment banks and headquarters of many large corporations.
Times Square is famous location in New York. Perhaps nowhere are New York’s extreme contrasts more obvious than in the Times
Square area. Times Square is named after the newspaper, which for years had its headquarters there. You will find some of New
York’s most elegant theatres here.

1. Who was the US first president?

2. How many colonies broke away from Great Britain?

3. What state does the District of Columbia belong to?

4. Which newspaper was Times Square named after?

5. In which famous location do people in New York city celebrate New Year’s Eve?

2. Read the text and choose the correct answer.

Max score 7

1. The USA consists of:
a. 50 states
b. 34 states
c. 16 states
2. The District of Columbia was named after:
a. Columbia state
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b. Christopher Columbus
c. Charlie Chaplin
3. The name of the street which is synonymous with American capitalism is:
a. Times Square
b. Wall Street
c. 14th street
4. New York’s borough other than Manhattan is:
a. Brooklyn
b. Central Park
c. Uptown
5. In Wall Street there are many:
a. museums
b. investment banks
c. theaters
6. The first settlers of Manhattan were
a. the British
b. the Dutch
c. the Germans
7. The first European settlers of Manhattan built a wall
a. to illustrate that they had a lot of wood
b. to show their bravery
c. to be safe
1. Put words in appropriate gaps.
Bloody
fortress

dummy
Jack

diversity

Max score 10
witches

contributions

melting pot

salad bo wl

Germanic

1. The English traditionally celebrate Guy Fawkes’ Night by burning a
. 2. In the UK Hallowe’en is connected
with
and ghosts. 3. The terms
and
means that the US is a
country of immigrants who work together as Americans while retaining their ethnic identities. 4. Tower has been a
5.
Mary I Tudor is known by the name
Mary. 6. America’s strength lies in the
and in the
made by the people from different cultures. 7. The flag of the United Kingdom, known as the Union
is made up of three crosses. 8. English developed from Anglo-Saxon and is a
language.
3. Writing

Max score 10
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1. Guess which a or b is an adequate situation at dinner in an English family. Prove your choice (write a small paragraph).
a. The guests arrive 10 minutes early to dinner. When served they start eating. The topic for discussion is money, business. When
finished they can leave and if interested may ask the host to have a tour around the house.
b. The guests arrive 10 minutes late to dinner. When everybody served and the host starts eating the guests do the same. The topic for
discussion may be the weather or TV program. Guests initiate leaving the dinner. They thank the host.
Prove your choice:
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Appendix 5. Culture tests
While-test 1
Cultural awareness
1. The geographical parameters of the target culture.
1.1. Choose the countries where English is an official/de facto language (please circle all that apply)
a.
b.
c.
d.
e.
f.

Barbados
Canada
Senegal
United States of America
Singapore
United Kingdom

2. Contributions of the target culture.
2.1. Benjamin Franklin is:
a. writer, philosopher, inventor

b. American rock and roll star

c. English poet

3. Differences in way of life patterns
3.1. What cultural differences would you observe if you are living in America and Britain? (Please choose all that apply)
a. In America people say too many “please,” “thank you,” and “sorry.”
b. Americans hug and kiss an acquaintance.
c. Dating in America is more casual and informal that in any cultures and should not be interpreted as anything more.
d. An invitation to someone's home is less common in England than in the rest of Europe.
e. In Britain Gifts are not opened upon receiving.
4. Differences in values and attitudes.
4.1. Choose the statements which are true to Americans and the British. (please choose all that apply)
a. The British value privacy. Personal questions, such as where a person lives or what a person does for a profession or
job are considered impolite.
b. Americans don’t value close family ties.
c. Americans hold their individual independence to a high esteem.
Command of etiquette
5. Knowledge of etiquette
5.1. What is the traditional American pattern when a man and a woman are walking down the street? (please circle one
category)
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a. The man always walks on the curb side.
b. The woman always walks on the curb side.
c. The man always walks a step forward a woman.

Understanding of outward cultural differences
6. Linguistic cultural referents
6.1 While dining with your British friend, his/her mother started telling how beautiful her friends and her plaited pattern
of ribbons round the pole were in her childhood. What holiday is she talking about?
a. Easter
b. Valentine’s day
c. May Day
d. Christmas
Understanding of cultural values
7. Interpreting behavior of members of target culture
7.1 Imagine an old woman with heavy load is moving with difficulty. An American saw the old woman and passed by
without help. What would you think about him? (please circle one category)
a. He is impolite
b. He does not feel well
c. He values individualism

8. Interpreting behavior of members of the native culture
8.1 Imagine an English friend is staying in a Georgian family. Which of the following behaviors will shock him? (please
circle one category)
a. Mother always cooks meals for the whole family.
b. Mother watches soap operas.
c. Father comes late from work.

While-test 2
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Cultural awareness
1. The geographical parameters of the target culture.
1.1. Choose the countries where English is an official/de facto language (please circle all that apply)
a. Ghana
b. Mauritius
c. Australia
d. Tunisia
e. India
f. Sudan
2. Contributions of the target culture.
2.1 Choose the correct answer
James Watt is:
a. the organizer of civil rights

b. Steam engine inventor c. English playwrite

3. Differences in way of life pattern.
3.1. What cultural differences would you observe if you are living in America and Britain? (Please choose all that apply)
a. Americans value being well dressed.
b. If American seems friendly, it does not mean that he/she has developed a friendship with you.
c. High rate of church attendance in America.
d. The British always hold the door for a person following behind them.
e. The British shake hands with everyone present - men, women, and children - at business and social meetings. They
shake hands again when leaving.
4. Differences in values and attitudes.
4.1. Choose the statements which are true to Americans and the British. (Please choose all that apply)
a. The British value the rule of law.
b. Youth are involved in varieties of extracurricular activities in America.
c. American women are independent. They will not appreciate any "special help" offered because of their gender.
Command of etiquette
5. Knowledge of etiquette
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5.1 If an English man is invited to a dinner in the English family
a. he will arrive on time.
b. he will arrive few minutes early.
c. he will arrive a few minutes late.
Understanding of outward cultural differences
6. Linguistic cultural referents
6.3 If your American friend is going to a doctor to Midtown, it means the doctor lives: (please circle one category)
a. Between 14th street and central park
b. Below 14th street
c. East 47 street
Understanding of cultural values
7. Interpreting behavior of members of target culture
7.1 Imagine in a crowded bus a young American man is sitting and a young woman is standing in front of him. What
would you think of a man? (Please choose one category only)
a. He is impolite.
b. He values gender equality.
c. He is tired.
8. Interpreting behavior of members of the native culture
8.1 Imagine an English friend is staying in a Georgian family. Which of the following behaviors will shock him? (Please
circle one category)
a. There is a TV in each room.
b. After school children have private classes in nearly all subjects.
c. Father always watches the news.
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Post-test
Cultural awareness
1. The geographical parameters of the target culture.
1.1. Circle the countries where English is an official/de facto language (please circle all that apply)
a.
b.
c.
d.
e.
f.
g.

Dominica
Canada
Senegal
New Zealand
Kenya
Tunisia
United Kingdom

2. Contributions of the target culture.
2.1. Elizabeth Alexandra Mary Windsor:
a. British Prime Minister b. British queen c. American poet
3. Differences in way of life patterns
3.1. What cultural differences would you observe if you are living in America? (Please choose all that apply)
a. “Hi, how are you?” is not an invitation for conversation.
b. There is little to no touching during conversation.
c. Americans don’t value personal space.
d. No violation of a queue. It is considered very rude to push ahead in a line.
e. Women are not insulted if someone calls them love, dearie, or darling. These are commonly used and not considered
rude.
4. Differences in values and attitudes.
4.1. Please choose the statements which are true to Americans and the British. (Pease choose all that apply)
a. The British value the sovereignty of the crown in Parliament.
b. Americans value concept of fair play.
c. Learning is not Americans lifelong priority.

Command of etiquette
5. Knowledge of etiquette
5.1. When two American men meet and handshake, it means: (please circle one category)
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a. They are friends
b. They are acquaintances
c. One of them is a person who should be respected.

Understanding of outward cultural differences
6. Linguistic cultural referents
6.1 If an American friend writes that his “jack-O’-lantern” was the best in the neighbourhood, what special day is he
speaking about? (please circle one category)
a. Presidents’ Day
b. New Year’s Day
c. Halloween
d. Independence Day
Understanding of cultural values
7. Interpreting behavior of members of target culture
7.1 Imagine an American taxi driver is serving a client. On the way to destination a friend who is going to the same
direction asks to give him a lift. The driver tells the friend to wait for him and after delivering the client he will be back
to give him a lift. What would you think of the driver?
a. He is stupid.
b. He does not want to help a friend.
c. He values professionalism.
8. Interpreting behavior of members of the native culture
8.1 Imagine an English friend is staying in a Georgian family. Which of the following behaviors will shock him? (Please
choose one category)
a. Toast master manages the feast and you cannot sip wine without his permission
b. Children call mother by her name
c. Children call father by his name.
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Appendix 6. Questionnaire for Georgian teachers
Teacher Attitude Survey
Your ideas are absolutely crucial for my doctoral dissertation thesis.
I would like to thank you all for devoting your time and energy to filling in my questionnaire.
1. Please rank the importance of the following goals of English language teaching (from the most
important-1, to the least important- 5).
-

Learner fluency (using acquired grammar and vocabulary in communication)
Learner accuracy
Acquisition of grammatical forms
Acquisition of communicative competence
Acquisition of vocabulary

2. Please write your idea what successful English language learning means.

3. Do you think non-verbal communication should be included in formal curriculum?




Yes
No
Not sure

4. How important is culture-sensitive teaching while teaching English language?





Extremely important
Moderately important
Slightly important
Not at all important

5. Do you think future English language teachers should have courses in anthropology?




Yes
No
Not sure

6. Have you tried in practice culture-sensitive English language teaching? (If your answer is No please go
to question 11; if your answer is Yes or Not sure please carry on with questions 8 to 10 ).


Yes
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No
Not sure

7. Please describe techniques you have used for culture-sensitive English language teaching.

8. How did you and your students find culture-sensitive English language teaching and learning process?
Write about your experiences.

9. Have you tested the attainment of pre-set cultural goals for students?




Yes
No
Not sure

10. Please share with us your reasons for not having practiced culture-sensitive English language teaching.
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