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Title: The Effect of Using Cultural Content for the Development of Language Skills 

Author: Inst. Emine ALPAY 

ABSTRACT 
 
 Foreign Language Teaching plays a major role in preparing the younger 

generation for a whole range of intercultural interactions. That is why, the dialectical 

connection between language and culture has always been a concern of L2 teachers 

and educators.  

 The aim of this current study is to find out the effect of using cultural content 

for the development language skills. The aim of traditional second language teaching 

shaped without paying special attention to cultural component of a language. On the 

other hand, this experimental study aims to find out an answer to the main research 

question whether using cultural content to teach English to the ELT students has an 

effect on the development of language skills of the learners.  

 

 The study was conducted with 25 prep-year students’ of English Language 

Teaching Department at Trakya University for 10 weeks in 2007-2008 Academic 

Year. A new syllabus was designed based on different types of reading texts each 

consisting of cultural motive in itself and implemented by the researcher. The 

statistical results of pretest and posttest indicated that integrating cultural content 

while teaching English to the ELT students did not have significant effect on the 

development of language skills of the learners. However, the classroom observations 

recorded by the researcher proved that cultural content motivates the students to 

learn the language and this result in raise their cultural competency. 

 

Key Words: Culture, Cultural Content, Intercultural Communicative Competence, 

Cultural Competency 
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Başlık: Kültürel İçeriğin Dil Becerilerinin Gelişimine Olan Etkisi 

Yazar: Okut. Emine ALPAY 

 

ÖZET 
 
 Yabancı dil öğretimi genç nesli tüm alanlarda kültürler arası iletişime 

hazırlamada önemli bir role sahiptir. Bu nedenle dil ve kültür arasındaki diyalektik 

bağıntı, yabancı dil öğretmenleri ve eğitimcileri için her zaman ilgi odağı olan bir 

konu olarak süregelmiştir.  

 

 Yapılan bu çalışmanın amacı kültürel içeriğin dil becerilerinin gelişimine olan 

etkisini bulmaya çalışmaktır. Geleneksel yabancı dil öğretiminin amacı dilin kültürel 

öğesini dikkate almadan şekillenmiştir. Diğer taraftan bu deneysel çalışma yabancı 

dil öğretiminde kültürel içeriğin İngiliz Dili Eğitimi bölümü öğrencilerinin dil 

becerilerinin gelişimine etkisi olup olmadığı sorusuna cevap vermeyi hedeflemiştir.  

 

 Bu çalışma Trakya Üniversitesi İngiliz Dili Eğitimi Bölümü 25 hazırlık sınıfı 

öğrencisi ile 10 hafta süre ile 2007-2008 Akademik Yılında gerçekleştirilmiştir. 

Kültürel fikirler içeren farklı türde okuma parçalarından oluşan yeni bir müfredat 

programı araştırmacı tarafından geliştirilmiş ve uygulanmıştır. Ön testin ve Son testin 

istatistik sonuçları kültürel içeriğin İngiliz Dili Eğitimi Öğrencilerine İngilizce 

öğretme aşamasında dahil edilmesinin, öğrencilerin dil gelişimi üzerinde manidar bir 

etkiye sahip olmadığını göstermiştir. Ancak araştırmacı tarafından yapılan sınıf içi 

gözlemleri, kültürel içeriğin öğrencileri dil öğrenmeye motive ettiğinin ve bunun 

sonucu olarak öğrencilerin kültürel edincinde artış olduğunun kanıtıdır. 

 

Anahtar Kelimeler: Kültür, Kültürel İçerik, Kültürlerarası İletişimsel Edinç, 

Kültürel Edinç 
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CHAPTER I 

 

THE STUDY 

 

1.0. INTRODUCTION 
 

It is extremely difficult to define what culture is. ‘Culture’ is believed to be 

one of the most complicated words in the English language. A lot of time can be 

spent on trying to give a precise definition of the word. Byram (1989) refers to 

culture as: ‘the whole way of life of the foreign country, including but not limited to 

its production in the arts, philosophy and “high culture” in general’ (Byram 1989, 

p.15). In his Case study on the teaching of culture in a foreign language, Barocsine 

Sztefka says that culture covers a wide territory. Its broadness is certainly an 

attraction but can also be considered as a problem. However, it is worth making a list 

of the areas it includes: literature, the arts in general, customs, habits and traditions, 

humans’ behaviour, history, music, folklore, gestures, social relationship etc. These 

are ingredients and it is difficult to give a whole picture of them. This can be 

considered a problem deriving from the complicated nature of culture. Extending the 

image of culture leads us to the view that culture is ‘unbounded’ and ‘not static’, 

which opens the scope even wider (p.2).  

 

The dialectical connection between language and culture has always been a 

concern of L2 teachers and educators. Whether culture of the target language is to be 

incorporated into L2 teaching has been a subject of rapid change throughout 

language teaching history. In the course of time, the pendulum of ELT practitioners’ 

opinion has swung against or for teaching culture in context of language teaching. 

For example, during the first decades of the 20th century researchers discussed the 

importance and possibilities of including cultural components into L2 curriculum 

(Sysoyev & Donelson, 2002); the advent of Communicative Language Teaching 
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(CLT) in the late 70s marks a critical shift for teaching culture, for the paradigm shift 

from an approach based largely on form and structure to a plurality of approaches 

causing an unintended side effect: the negligence of culture (Pulverness, 2003). 

Recent studies focus on the seamless relationship between L2 teaching and target 

culture teaching, especially over the last decade with the writings of scholars such as 

Byram (1989; 1994a; 1994b; 1997a; 1997b). People involved in language teaching 

have again begun to understand the intertwined relation between culture and 

language (Pulverness, 2003). It has been emphasized that without the study of 

culture, teaching L2 is inaccurate and incomplete. For L2 students, language study 

seems senseless if they know nothing about the people who speak the target language 

or the country in which the target language is spoken. Acquiring a new language 

means a lot more than the manipulation of syntax and lexicon. According to Bada 

(2000: 101), “the need for cultural literacy in ELT arises mainly from the fact that 

most language learners, not exposed to cultural elements of the society in question, 

seem to encounter significant hardship in communicating meaning to native 

speakers.” In addition, nowadays the L2 culture is presented as an interdisciplinary 

core in many L2 curricula designs and textbooks (Sysoyev & Donelson, 2002). 

Bearing all these in mind, culture has gained a crucial role in language teaching so 

far; that is scholars and teachers started to discuss the importance and the affectivity 

of incorporating cultural information into their teaching. With this point of view, this 

study aims to search the effect of cultural content to the language skills development 

of ELT students. 

 

1. 1. The Problem 
 

 Although integrating cultural content in language teaching has been discussed 

largely; it hasn’t been put into practice officially in Turkish schools so far. People 

still put forward their ideas on the effects of using cultural content in language 

classes. 

 

 The study was designed to answer the following problem: 
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 Problem: Does using cultural content to teach English to the ELT students 

has an effect on the development of language skills of the learners? 

 

 In relation to the problem the research questions are: 

 

1. What is the difference between the students’ performance in answering 

reading comprehension questions based on culture oriented text and reading 

comprehension questions based ordinary reading text? 

 

2. Is there a significant development of language skills of the learners taught 

English by using cultural content? 

 

1. 2. The Aim 
 

 The study aims to design English Language lessons for prep year ELT 

students by integrating cultural   information into the course and course materials.  

 

1.3. The significance of the Study 
 

 Foreign language teaching plays a major role in preparing the younger 

generation for a whole range of cross-cultural contacts and successful participants of 

an intercultural interaction require Intercultural Communicative Competence.  This 

comprises a number of competences described in detail by various authors, and in 

documents responsible for shaping European foreign language policy, including The 

Common European Framework for Language Learning, Teaching and Assessment 

(1996). By taking these recent developments, the need arises for our students. It is 

providing our students with the general language competence and the intercultural 

competence. In order to achieve this, cultural information can be included in 
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language classes’ curriculum. Thus, such a comparative study will provide 

significant contributions to language teaching by taking culture into consideration. 

 

1.4. Assumptions 
 
In the study it is assumed that; 

1. subjects are at upper-intermediate level 

2. subjects will reflect their own knowledge while responding to the tests 

 

1.5. Limitations 
 

This study is restricted with; 

1. 2007-2008 Academic Year 

2. Prep Year ELT students of Trakya University 

 

 

1.6. Concepts 
 

Intercultural Awareness: the ability to be aware of cultural relativity following 

reading, writing, listening and speaking (Rose, p.1) 

 

Intercultural Communicative Competence: is the ability of successful 

communication with people of other cultures.  (URL 1) 

 

European Language Portfolio: a Council of Europe initiative being implemented 

for learners at all stages of education across Europe (Demirel, 2004: 19) 

 

Language Passport: a collection of documents of language skills profile, language 

biography, dossier, certificate, diploma, other language skills, proficiency and 

experiences (Demirel, 2004: 164) 
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Multiculturalism: refers to a society that recognizes values and promotes the 

contributions of the diverse cultural heritages and ancestries of all its people (URL 2) 

 

Plurilingualism: knowing more than two foreign languages or using these languages 

in the society for communication (Vardar, 2002:62) 

 

 

1.7. Abbreviations 
 

ELT: English Language Teaching 

CLT: Communicative Language Teaching 

IPA: The International Phonetic Alphabet 

CEF: The Common European Framework 

EYID: The European Year of Intercultural Dialogue 

BANA : British, Australasian and North American 

TEFL: Teaching English as a Foreign Language 

SFL: Systematic Functional Linguistic 

ESL: English as a Second Language 

L2: Second Language 
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CHAPTER II 

 

THE LITERATURE REVIEW 
 

2.1. Language and Culture 
 

It is commonly accepted that language is a part of culture, and that it plays a 

very important role in it. Some social scientists consider that without language, 

culture would not be possible. Language simultaneously reflects culture, and is 

influenced and shaped by it. In the broadest sense, it is also the symbolic 

representation of people, since it comprises their historical and cultural backgrounds, 

as well as their approach to life and their ways of living and thinking. Brown 

(1994:165) describes the two as follows: 'A language is a part of a culture and a 

culture is a part of a language; the two are intricately interwoven so that one cannot 

separate the two without losing the significance of either language or culture.' In a 

word, culture and language are inseparable. 

 

2.1.1. What is Language 
 

Everybody lives in a society and it is not possible to survive without the 

contribution of the other members, so this situation entails communication. In order 

to communicate, human beings need a means. Language is the most effective means 

of communication because it allows to look into the minds of others. It is a kind of 

key that is used to share what they have learnt, and to feel what they have felt but it 

is not easy to identify and categorize the characteristics of this key. Linguists and 

philologists have been trying for centuries to define the term. Here are some of them: 

Language 
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is a system of arbitrary, vocal symbols which permit all people in a given culture, or 

other people who have learned the system of that culture, to communicate or to 

interact. 

 

is a system of communication by sound, operating through the organs of speech and 

hearing, among members of a given community, and using vocal symbols possessing 

arbitrary conventional meanings 

 

is any set of system of linguistic symbols as used in a more or less uniform fashion 

by a number of people who are thus enabled to communicate intelligibly with one 

another. 

 

is a system of arbitrary vocal symbols used for human communication (Brown 

1994:4). 

 

As it is clear from the definitions language is tightly related to culture. In other 

words, it is impossible to define language without mentioning culture.  

 

    

2.1.2. What is culture? 
 

It is extremely difficult to define what culture is. ‘Culture’ is believed to be 

one of the most complicated words in the English language. A lot of time can be 

spent on trying to give a precise definition of the word. Byram (1989) refers to 

culture as: ‘the whole way of life of the foreign country, including but not limited to 

its production in the arts, philosophy and “high culture” in general’ (Byram 1989, 

p.15). In his Case study on the teaching of culture in a foreign language, Barocsine 

Sztefka says that culture covers a wide territory. Its broadness is certainly an 

attraction but can also be considered as a problem. However, it is worth making a list 

of the areas it includes: literature, the arts in general, customs, habits and traditions, 

humans’ behaviour, history, music, folklore, gestures, social relationship etc. These 
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are ingredients and it is difficult to give a whole picture of them. This can be 

considered a problem deriving from the complicated nature of culture. Extending the 

image of culture leads to the view that culture is ‘unbounded’ and ‘not static’, which 

opens the scope even wider (Byram 1989, p:2) 

 

Both descriptions clearly show the inseparability of culture and language. 

Some people say that language is the mirror of culture, in the sense that people can 

recognize a culture through its language. Another metaphor used to symbolize 

language and culture is the iceberg. The visible part is the language, with a small part 

of culture; the greater part, lying hidden beneath the surface, is the invisible aspect of 

culture. This understanding of language and culture is conveyed through the 

following three new metaphors. 

 

 

 

From a philosophical view: 

 

language + culture  → a living organism 

flesh            blood          (Jiang 2000:1) 

 

Language and culture makes a living organism; language is flesh, and culture 

is blood. Without culture, language would be dead; without language, culture would 

have no shape. 

 

From a communicative view: 

 

language               +        culture →  swimming (communication) 

swimming skill                water       (Jiang 2000:1) 

  

Communication is swimming, language is the swimming skill, and culture is 

water. Without language, communication would remain to a very limited degree (in 

very shallow water); without culture, there would be no communication at all. 
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From a pragmatic view: 

 

language      +         culture   →  transportation (communication) 

Vehicle                      traffic light        (Jiang 2000:1) 

 

Communication is like transportation: language is the vehicle and culture is 

traffic light. Language makes communication easier and faster; culture regulates, 

sometimes promotes and sometimes hinders communication. 

In a word, language and culture, as different as they are, form a whole. 

As the link between language and culture is so clear and vital the notion of culture 

gains also importance in language education. Cultural transfer can easily take place 

while teaching a foreign language; and this transfer is important as culture is a 

natural phenomenon for language. 

 

2.2. Language Education and Culture 
 

The dialectical connection between language and culture has always been a 

concern of L2 teachers and educators. Whether culture of the target language is to be 

incorporated into L2 teaching has been a subject of rapid change throughout 

language teaching history. In the course of time, the pendulum of ELT practitioners’ 

opinion has swung against or for teaching culture in context of language teaching. 

For example, during the first decades of the 20th century researchers discussed the 

importance and possibilities of including cultural components into L2 curriculum 

(Sysoyev & Donelson, 2002); the advent of Communicative Language Teaching 

(CLT) in the late 70s marks a critical shift for teaching culture, for the paradigm shift 

from an approach based largely on form and structure to a plurality of approaches 

causing an unintended side effect: the negligence of culture (Pulverness, 2003). For 

many years culture is neglected in language teaching approaches. Although people 

are aware of the involvement of culture in language, scholars have been cautious 

against integrating culture into language teaching for many years. However, after 
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modern language reform scholars also started to think about the notion of culture in 

language teaching. The real emergence of cultural teaching with language teaching 

was due to economical and political reasons which are covered in part 2.2. 

 

Recent studies focus on the seamless relationship between L2 teaching and 

target culture teaching, especially over the last decade with the writings of scholars 

such as Byram (1989; 1994a; 1994b; 1997a; 1997b) and Kramsch (1988; 1993; 

1996; 2001). People involved in language teaching have again begun to understand 

the intertwined relation between culture and language (Pulverness, 2003). It has been 

emphasized that without the study of culture, teaching L2 is inaccurate and 

incomplete. For L2 students, language study seems senseless if they know nothing 

about the people who speak the target language or the country in which the target 

language is spoken. Acquiring a new language means a lot more than the 

manipulation of syntax and lexicon. According to Bada (2000: 101), “the need for 

cultural literacy in ELT arises mainly from the fact that most language learners, not 

exposed to cultural elements of the society in question, seem to encounter significant 

hardship in communicating meaning to native speakers.” In addition, nowadays the 

L2 culture is presented as an interdisciplinary core in many L2 curricula designs and 

textbooks (Sysoyev & Donelson, 2002). Bearing all these in mind, culture has gained 

a crucial role in language teaching so far; that is scholars and teachers started to 

discuss the importance and the affectivity of incorporating cultural information into 

their teaching.  
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2.2.1. A Brief History of Language Teaching 
 
 

The study of classical Latin (the Latin in which the classical works of Virgil, 

Ovid, and Cicero were written) and an analysis of its grammar and rhetoric became 

the model for foreign language study from the seventeenth to the nineteenth 

centuries. Children entering “grammar school” in the sixteenth, seventeenth and 

eighteenth centuries in England were initially given a rigorous introduction to Latin 

grammar, which was taught through rote learning of grammar rules, study of 

declensions and conjugations, translation, and practice in writing sample sentences, 

sometimes with the use of parallel bilingual texts and dialogue (Richards and 

Rodgers, 2002).  

 

As “modern” languages began to enter the curriculum of European schools in 

the eighteenth century, they were taught using the same basic procedures that were 

used for teaching Latin. Textbooks consisted of statements of abstract grammar rules, 

lists of vocabulary, and sentences for translation. Speaking the foreign language was 

not the goal, and oral practice was limited to students reading aloud the sentences 

they had translated. These sentences were constructed to illustrate the grammatical 

system of the language and consequently bore no relation to the language of real 

communication. This approach to foreign language teaching became known as the 

Grammar-Translation Method (Richards and Rodgers, 2002).   

 

Toward the mid-nineteenth century several factors contributed to a 

questioning and rejection of the Grammar-Translation Method. Increased 

opportunities for communication among European created a demand for oral 

proficiency in foreign languages. From the 1880s, however, practical-minded 

linguists such as Henry Sweet in England, Wilhelm Vietor in Germany, and Paul 

Passy in France began to provide the intellectual leadership needed to give reformist 

ideas greater credibility and acceptance. Linguists emphasized that speech, rather 

than the written word, was the primary form of language. The International Phonetic 

Alphabet (IPA) was designed to enable the sounds of any language to be accurately 
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transcribed. One of the earliest goals of the association was to improve the teaching 

of modern languages. It advocated 

1. the study of the spoken language 

2. phonetic training in order to establish good pronunciation habits 

3. the use of conversation texts and dialogues to introduce conversational 

phrases and idioms 

4. an inductive approach to the teaching of grammar 

5. teaching new meanings through establishing associations within the target 

language rather than by establishing associations with the native language 

(Richards and Rodgers 2002). 

 

The most active period in the history of approaches and methods was from 

the 1950s to 1980s. The 1950s and 1960s saw the emergence of the Audiolingual 

Method and the Situational Method, which were both superseded by the 

Communicative Approach. During the same period, other methods attracted smaller 

but equally enthusiastic followers, including the Silent Way, the Natural Approach, 

and Total Physical Response. In the 1990s, Content-Based Instruction and Task-

Based Language Teaching emerged as new approaches to language teaching as did 

movements such as Competency-Based Instruction that focus on the outcomes of 

learning rather than methods of teaching. Other approaches, such as Cooperative 

Learning, Whole Language Approach, and Multiple Intelligences, originally 

developed in general education, have been extended to second language settings. By 

the 1990s, however, many applied linguists and language teachers moved away from 

a belief that newer and better approaches and methods are the solution to problems in 

language teaching. Alternative ways of understanding the nature of language 

teaching have emerged that are sometimes viewed as characterizing the “post-

methods era” (Richards and Rodgers 2002).   

As it can be inferred from the brief history of language teaching, scholars 

have tried to find out the most effective way of teaching and learning foreign 

language. Thus, language teaching has faced a paradigm change for the last decades. 

This paradigm shift mainly includes the aims of language teaching. If the issue of 
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competence analyzed, this shift can easily be recognized. For example, Linguistic 

Competence, defined in by Noam Chomsky in 1965, is used to describe a speaker’s 

underlying ability to produce grammatically correct expressions. Linguistic 

Competence is about how well people can form words or a sentence grammatically 

in the correct format. That is, linguistic competence is designed as a scientific 

idealization, filtering out grammatically irrelevant conditions and errors are produced 

in actual linguistic performance. However, linguistic Competence will not help the 

communicator to negotiate the complexities of formal and informal address or terms, 

nor will it alert the communicator when words change their meaning. In order to use 

language successfully a person would need to understand the concept of 

communicative competence. The term ‘communicative competence’ was coined by 

Dell Hymes in 1966, reacting against the perceived inadequacy of Noam Chomsky’s 

distinction between competence and performance. Later Canale and Swain (1980) 

defined communicative competence in terms of four components: 

1. grammatical competence: words and rules  

2. sociolinguistic competence: appropriateness  

3. discourse competence: cohesion and coherence  

4. strategic competence: appropriate use of communication strategies  (Canale, 

M. and Swain, M., 1980 p: 1-47). 

Through the influence of communicative language teaching, it has become 

widely accepted that communicative competence should be the goal of language 

education, central to good classroom practice. This is in contrast to previous views in 

which grammatical competence was commonly given top priority.  

In addition to these, since the mid to late 1980’s, a number of teachers and 

educationalists have been arguing that an ‘intercultural approach’ to second language 

teaching prompts to re-examine the most basic assumptions about what language 

does, and what a language course should seek to achieve. The earlier communicative 

methods of second language teaching generally view language as a means of 

bridging an ‘information gap’. Communicative language learning also assumes that 

by bridging a series of information gaps, learners will naturally develop their 
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linguistic knowledge and skills, ultimately to the point where they will acquire 

native-speaker competence. This view of language and linguistic development has 

tended to underrate culture. However, more recently there have been attempts to 

integrate ‘culture’ into the communicative curriculum. The ultimate goal of an 

intercultural approach to language education is not so much ‘native speaker 

competence’ but rather an ‘intercultural communicative competence’. Intercultural 

communicative competence includes the ability to understand the language and 

behavior of the target community, and explain it to members of the home community 

and vice versa. In other words, an intercultural approach trains learners to be 

‘diplomats’, able to view different cultures from a perspective of informed 

understanding (Corbett, 2003, p: 2). 

If second language teaching approaches are checked, it is not difficult to 

recognize that culture takes its place somehow. In other words, culture has always 

been the crucial issue in second language teaching. Therefore, the history of culture 

in language teaching should also be analyzed in order to understand the importance 

of culture for language teaching.  

2.2.2.  A History of Culture in Language Teaching 
 

According to Buttjes and Byram (1991), it was the modern language reform 

movement that transformed the European language teaching scene a century ago and 

that paved the way for the present concern of mediating culture and language in more 

than one respect. Modern languages had, after a century of struggle, found their way 

into British and German school curricula albeit only within the confines of elite 

education. In addition to their emphasis on spoken discourse, the language reformers 

addressed the established models available in both native and classical language 

teaching in order to win prestige and legitimacy in the school curriculum and among 

the teaching profession. Their focus on the authentic, ‘connected’ text was not only 

linguistically motivated: it was also invited by such traditional holistic notions as 

‘English Education’ and ‘Roman Civilization’ that could be found in other European 
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Curricula as well. In both these strands of language teaching practice texts were not 

treated as resources of grammar, but as sources of ‘casual knowledge’ about culture. 

Intercultural studies must be socially informed discipline. That is why social studies 

and cultural studies provide the foundation and the frameworks even if language 

discourse or literary texts are the objects of research and learning. But culture clearly 

differs from and transcends the traditional linguistic or literary dimensions of 

language teaching. The treatment of culture in the language programmes largely 

concentrate on non-linguistic features in their life of society (Stern, 1983:256). 

 

A new intercultural rationale for language teaching is required to integrate 

aspects of communication and education. If classroom practice can be seen as 

continuing effort at stimulating a foreign environment, this learning experience may 

as such enhance tolerance of ambiguity and empathy with others. Presenting cultural 

and social alternatives may provide new orientations for the individual who is led to 

respect the plurality of thought and the historicity of cultural practice. At a time of 

increasing international dependency and imminent global threats, this may prove to 

be a rationale both necessary and appropriate for language teaching (Beattie, 

1986:129). 

 

The intercultural debate in language teaching expanded in scope and volume 

during the 1980s. But the beginnings were made during the second half of the 1980s 

with European language agencies co-operating and language departments of 

universities collaborating. Thus, Austria and Denmark have seen international 

conferences on literary and cultural studies at university level. Other international 

conferences on intercultural language teaching have included the Netherlands, 

Poland and triangular co-operation Britain, France and West Germany. It is in this 

context of ‘interculturalsing’ both language education and the debate about it that the 

First Durham Symposium held (Buttjes and Byram, 1991: 11). 
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2.2.2.1. Culture in German and Scandinavian Foreign Language 
Teaching 

 

Since the early nineteenth century, modern language teaching has been 

obligatory in secondary schools (grammar schools), at first German and French, then, 

from the early twentieth century, English as well. The three countries have had close 

relations with the rest of European culture, not least with Germany, and since the 

mid-nineteenth century foreign language teaching has been considered as an activity 

contributing to the development of general education, including knowledge of 

important cultural traditions in Europe (Buttjes and Byram, 1991: 33). 

 

2.2.2.2. Culture in Scandinavian Foreign Language Teaching 
 

After World War II, foreign languages were introduced in primary schools. 

Step by step, English attained a privileged position as the only obligatory foreign 

language in primary schools first in Sweeden, then in Norway, and finally in 

Denmark. Thus cultural studies (or cultural orientation, and the like) entered the 

official guidelines: 

- in Sweeden in 1962 (among the goals); 

- in Norway in 1974 (not formulated as a goal, but mentioned in passing in the 

text describing the subject. From 1985 formulated as a goal too); 

- in Denmark in 1975 (among the goals). (Buttjes and Byram, 1991: 39). 

 

In the 1960s and 1970s, general education changed focus, as in other Western 

countries. From being primarily a literary and historical education aiming at the 

national cultures of European countries, it changed into a more sociological and 

global education, aiming at common problems of culture and society at regional, 

national and global level. This new content of education is mediated partly by 

literary texts, partly by other types of texts and other sources (Buttjes and Byram, 

1991: 39).  
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The most common Danish term for cultural studies is kulturformidling (= 

cultural transmission). A characteristic feature of Danish discussions is that they 

cover a wide spectrum of problems; all above the trends, and all levels of teaching. 

Besides, many contributions deal with cultural studies at a general level, a fact that 

may enhance the development of theoretical considerations. Thus in Denmark, unlike 

in Norway and Sweeden, there has been a debate on foreign language teaching and 

general education. The social and historical trend is represented among others by a 

project on the integration of cultural teaching and language teaching at the 

elementary level, starting from French, but covering in principle all foreign 

languages (Buttjes and Byram, 1991: 41). 

 

The most common Norwegian terms for cultural studies are kulturkunnskap 

(= cultural knowledge) and bakgrunnskunnskap (= background knowledge). It is 

characteristic of Norway that the major parts of contributions on cultural studies are 

related to the teaching of English at all levels, particularly at the universities and 

other institutions of higher education (Buttjes and Byram, 1991: 42).  

The most common Swedish term for cultural studies is realia, possibly supplemented 

by kulturorientering (= cultural orientation). In Sweden, unlike in Denmark and 

Norway, it is stated in the goals of foreign language teaching that pupils should be 

able to describe Swedish society in the foreign language. Thus an English textbook 

on Sweden has been produced, supplied with exercises. (Buttjes and Byram, 1991: 

43). 

 

According to Buttjes and Byram (1991), the Scandinavian countries show many 

similar features based on teaching materials widely used with regard to teaching 

practices. The elementary level in particular, and to some extent the early 

intermediate level, are marked decisively by materials produced in Sweden. The 

cultural content of these is mostly characterized by the pragmatic trend, yet the 

materials are of a quality that can easily compete with non-Scandinavian materials. 

At the intermediate level, teaching in Denmark, and to a certain degree in Norway, is 

influenced by materials produced in Denmark, with a cultural content characterized 

primarily by the anthropological trend, often with a critical perspective. 
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2.2.2.3. Culture in German Foreign Language Teaching 

Within the German foreign language teaching profession, attitudes towards their 

own traditions of teaching culture – either as Kulturkunde or as Landeskunde- have 

been ambivalent. During the first half of the twentieth century culture was never 

doubted as part of foreign language curricula. Aiming at an elite education for the 

German-Prussian nation-state, modern language teachers found themselves squeezed 

between the traditional demands of the classics and the modern requirements of a 

‘national culture’. Both conservative roots made foreign language teaching in 

Germany susceptible to educational misuse in those periods when imperialist 

expansion and military aggression called for ethnocentric affirmation in teaching 

(Buttjes and Byram, 1991). 

In the history of foreign language teaching and foreign language pedagogy in 

Germany, the issues of culture and cultural studies has been debated again and again. 

The debate was opened in the 1880s when foreign languages were accepted into the 

curricula of German schools. In the 1960s that debate was slowing down, but was 

taken up at the end of that decade when English became a school subject for all 

social classes. The late 1960s were also characterized by political changes in West 

Germany when the first non-conservative government (sozial-liberale Koalition) was 

installed and non-aggressive foreign policies (Ostpolitik) were implemented (Buttjes 

and Byram, 1991). 

Even before the modern language reform movement, foreign language 

teaching had evolved under various circumstances and for different purposes. These 

language teaching programmes from the Renaissance period on did not always 

indicate any cultural orientation; but some of them began to relate language form and 

cultural content in interesting ways. The earliest examples of combining language 

and subject skills seem to have originated in commercial trading centers. Thus, 

German trading apprentices were sent to foreign offices of Hanseatic towns in 

Russia, Italy and Britain in order to acquire trading knowledge along with language 

skills. Much later, in the Flemish trading centers, the need for double-manuals arose 
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in order to facilitate commercial communication between English and French 

speaking traders. Their content as well as their specific language seems to have been 

geared to subjects that would enable people of different language groups to 

communicate within the worlds of trade and commerce (Buttjes and Byram, 1991). 

Another early example of close interrelations between language and content 

can be found in the teaching traditions initiated by Comenius. It is in this context, 

too, that the term ‘realia’ gains significance. Comenius, through not concerned with 

earlier foreign languages or language teaching as such, developed an educational 

philosophy that would introduce the child to ‘the great common world’ by a 

combination of visual and linguistic representation. In the late seventeenth century, 

his famous Latin textbook appeared in both Germany and England allowing an early 

form of an ‘audiovisual course’ in Latin or in the German or English vernacular 

(Buttjes and Byram, 1991). 

Up to the nineteenth century these early examples of commercial or 

educational motivation towards a cultural orientation in language teaching seem to 

have been forgotten. However, both the commercial orientation and the cosmopolitan 

outlook were to reappear during the modern language reform movement. The school 

and language policies in nineteenth-century Germany were not favorable either to 

modern languages or to cultural objectives in language teaching. On the one hand, 

the school reform connected with Humboldt’s name concentrated on the classical 

languages for the educated elite. And on the other hand, the numerous textbooks and 

methods for self-instruction and school teaching were not primarily concerned with 

content. Only when contents and topics could no longer be ignored, for example in 

dialogues or in texts for the advanced, did the speceific cultural setting gradually 

replace vague general or literary themes (Buttjes and Byram, 1991).  

The foreign language teaching theory proposed by Mager around the middle 

of the nineteenth century seems to have been the only modern language concept 

expressly incorporating reality (Sprachunterricht ist Sachunterricht) and aiming at 

some knowledge of the contemporary European cultures and civilizations. His 
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foreign language teaching theory integrated language, literature and culture and 

hoped for a new world-view that would transcend the barriers of the merely 

nationalistic, particularistic consciousness. In a recent revaluation of Humboldt’s 

philosophy of education both Mager and Vietor appear as those who realized 

Humboldt’s true intentions of humanistic education. It is true that the modern 

language reformers –in a curious mixture of emulation and rejection- were to refer to 

basic concepts of classical cultural studies as proposed by Humboldt and others 

(Buttjes and Byram, 1991).  

In Germay unusual political support of foreign languages was taken up after 

the war in 1920s when new institutes for area research and the first chair for 

American Studies were set up at universities. Teachers’ organizations argued for the 

priority of cultural knowledge (Kulturkunde) in modern languages. However, this 

demand – familiar from the times of the modern language reform- was undergoing 

significant changes in the 1920s. Culture was set apart from the social realia and 

mystified as a people’s soul and character as expressed in their philosophy, arts and 

literature. Any cultural expression was to be reduced to certain national traits of 

character. These characteristics would then have to be compared between the native 

and the foreign culture; this comparison would lead to a knowledge of weaknesses 

and strengths which would be for the national benefit. Finally, the German cultural 

values (Deutschkunde) were prescribed as the cross-curricular standard for all 

subjects in the Prussian school reform of 1924/25 leaving no room for any genuine 

interest in foreign cultures (Buttjes and Byram, 1991). 

World War II more than World War I discredited nationalism in Germany 

and with it those ethnocentric and aggressive tenets of Deutschkunde and its fascist 

counterpart, Wesenskunde, that had come to dominate Kulturkunde in the 1930’s. 

When in the late 1960s a foreign language became compulsory for each child after 

primary school, foreign languages had lost their marks of higher and elite education, 

but continued to serve as an instrument of social selection within the tripartite school 

system. Many new chairs of foreign language pedagogy have been created since then 
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and have gradually been admitted into the academic discipline of modern language 

philology. 

The introduction and expansion of English language teaching at the 

secondary technical school level was accompanied by the new structuralist and 

behaviorist approaches in international language teaching theory. The kind of 

modernization symbolized by the language laboratory seemed to leave no room for 

cultural content in language courses. Content objectives could be accepted only 

under the condition that they proved to beneficial to the actual language learning 

process. Since language was conceived of as a purely behavioral code only, any 

element of foreign cultural content could only be admitted in terms of tourism and 

consumerism. Therefore textbooks continued to teach pupils how to ask their way 

and how to buy things. More ambitious forms of culture were not completely banned 

from language courses, but were relegated to marginal positions of a pragmatic, 

minimal or immanent Landeskunde. These concepts were motivated by the attempt 

to simplify language requirements for the average and the lower ability levels. But 

they also betrayed a dogmatşc rejection of political and ideological implications of 

language learning and cultural studies. 

The communicative competence approach to language learning emerging in 

the 1970s was not restricted to the latecomer in English language teaching, the 

Hauptschule, and was also less obviously influenced by American linguistic and 

teaching rationales. In principle, it recognized the sociolinguistic setting of language 

and language teaching and considered communication a basically social event. Some 

spokesman of communicative competence theory extended language learning to 

include participation in the sociocultural reality of a foreign language. Yet, 

communicative teaching was in practice primarily concerned with roles and behavior 

and therefore tended to neglect the speaker’s and listener’s social background. 

Cultural references could thus be deleted from communication. Only in the late 

1980s was the attempt made to reconcile communicative and cultural objectives in 

foreign language teaching (Buttjes and Byram, 1991). 
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As it can be inferred from the information provided in this part, the concern 

of culture has been a controversial issue throughout the years for Europeans. 

Especially since the modern language reform movement European language teaching 

transformed its way towards the present concern of conciliating culture and 

language. The most concrete steps have been taken in the frame of European Union. 

The Council of Europe defined its aims and strategy in terms of language education; 

and culture also takes its entitled place in this policy. Therefore, the common basis 

for language education is defined by Common European Framework.   

2.3. Culture and Common European Framework 

The Common European Framework provides a common basis for the 

elaboration of language syllabuses, curriculum guidelines, examinations, textbooks, 

etc. across Europe. It describes in a comprehensive way what language learners have 

to learn to do in order to use a language for communication and what knowledge and 

skills they have to develop so as to be able to act effectively. The description also 

covers the cultural context in which language is set. The Framework also defines 

levels of proficiency which allow learners’ progress to be measured at each stage of 

learning and on a life-long basis.  

    2.3.1. What is the Common European Framework?  

The Common European Framework is intended to overcome the barriers to 

communication among professionals working in the field of modern languages 

arising from the different educational systems in Europe. It provides the means for 

educational administrators, course designers, teachers, teacher trainers, examining 

bodies, etc., to re ect on their current practice, with a view to situating and 

coordinating their efforts and to ensuring that they meet the real needs of the learners 

for whom they are responsible.  

By providing a common basis for the explicit description of objectives, 

content and methods, the Framework will enhance the transparency of courses, 

syllabuses and qualifications, thus promoting international co-operation in the field 
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of modern languages. The provision of objective criteria for describing language 

proficiency will facilitate the mutual recognition of qualifications gained in different 

learning contexts, and accordingly will aid European mobility.  

The taxonomic nature of the Framework inevitably means trying to handle the 

great complexity of human language by breaking language competence down into 

separate components. This confronts us with psychological and pedagogical 

problems of some depth. Communication calls upon the whole human being. The 

competences separated and classified below interact in complex ways in the 

development of each unique human personality. As a social agent, each individual 

forms relationships with a widening cluster of overlapping social groups, which 

together define identity. In an intercultural approach, it is a central objective of 

language education to promote the favorable development of the learner’s whole 

personality and sense of identity in response to the enriching experience of otherness 

in language and culture. It must be left to teachers and the learners themselves to 

reintegrate t he many parts into a healthily developing whole.  

The Framework includes the description of ‘partial’ qualifications, 

appropriate when only a more restricted knowledge of a language is required (e.g. for 

understanding rather than speaking), or when a limited amount of time is available 

for the learning of a third or fourth language and more useful results can perhaps be 

attained by aiming at, say, recognition rather than recall skills. Giving formal 

recognition to such abilities will help to promote plurilingualism through the learning 

of a wider variety of European languages (Council of Europe, 2001) 

2.3.2.  The aims and objectives of Council of Europe language policy 

CEF serves the overall aim of the Council of Europe as defined in 

Recommendations R (82) 18 and R (98) 6 of the Committee of Ministers: ‘to achieve 

greater unity among its members’ and to pursue t his aim ‘by the adoption of 

common action in the cultural field’. The work of the Council for Cultural Co-

operation of the Council of Europe with regard to modern languages, organised since 

its foundation in a series of medium-term projects, has derived its coherence and 
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continuity from adherence to three basic principles set down in the preamble to 

Recommendation R (82) 18 of the Committee of Ministers of the Council of Europe: 

• that the rich heritage of diverse languages and cultures in Europe is a valuable 

common resource to be protected and developed, and that a major educational effort 

is needed to convert that diversity from a barrier to communication into a source of 

mutual enrichment and understanding; 

• that it is only through a better knowledge of European modern languages that it will 

be possible to facilitate communication and interaction among Europeans of different 

mother tongues in order to promote European mobility, mutual understanding and 

co-operation, and overcome prejudice and discrimination; 

• that member states, when adopting or developing national policies in the field of 

modern language learning and teaching, may achieve greater convergence at the 

European level by means of appropriate arrangements for ongoing co-operation and 

co-ordination of policies (Council of Europe, 2001). 

2.3.3. European Year of Intercultural Dialogue 

According to European Commission Europe is becoming more culturally 

diverse. The enlargement of the European Union, deregulation of employment laws 

and globalisation have increased the multicultural character of many countries, 

adding to the number of languages, religions, ethnic  and cultural backgrounds found 

on the continent. As a result, intercultural dialogue has an increasingly important role 

to play in fostering European identity and citizenship.  

The European Year of Intercultural Dialogue (EYID) 2008 recognises that 

Europe’s great cultural diversity represents a unique advantage. It will encourage all 

those living in Europe to explore the benefits of our rich cultural heritage and 

opportunities to learn from different cultural traditions.  

The Year will feature a small number of flagship projects on a European 

level, as well as EU support for a national project in each Member State, and a 
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Partner programme aimed at mobilising civil society. The active involvement of civil 

society will be essential in highlighting good practices and identifying needs in 

intercultural dialogue. Well-known ambassadors have also been appointed to raise 

awareness of the importance and benefits of intercultural dialogue. The European 

Year of Intercultural Dialogue (2008) was established by Decision N° 1983/2006/EC 

of the European Parliament and of the Council. 

In the education sector, intercultural dialogue aims to equip individuals with 

the knowledge and skills - so-called intercultural competences - to participate in 

increasingly diverse societies. Knowledge of democratic values, citizenship and civil 

rights are essential elements of dialogue in this sector. Knowledge about other 

cultures, as well as languages, can also contribute to mutual respect and 

understanding. It is also important to develop peoples capacity to be able to stand 

back from their own specific cultural and social background in order to listen 

actively to what people from other backgrounds can bring to them. 

These aspects are key in lifelong learning, both in formal and informal 

education, not only for personal development, citizenship but also, increasingly, for 

employability (URL 3) 

2.4. Teaching with an Awareness of the Cultural 
Construction of Language – Five Views of Culture 

In the communicative era, language teachers tend to focus on culture 

according to a combination of five views: the communicative view, the classical 

curriculum view, the instrumental or culture-free-language view, the 

deconstructionist view, and the competence view. The first three views treat cultural 

content as marginal or even irrelevant to successful language learning. The last two 

views treat language and culture as being acquired in dynamic interaction, with one 

being essential to the full understanding of the other. They assume that language and 

culture actually shape and interpret each other in accordance with Whorf’s (1956) 

relativistic studies of language and meaning. This assumption was once questionable 

but Whorf’s conclusion is now supported by the cognitivist interest in how the 
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conceptual structures that underlie abstract and, hence, grammatical meaning may be 

culturally constructed (Byram & Grundy, 2003). 

2.4.1. The Communicative View 

The communicative view is derived from the communicative approach with 

its stress on giving the student language that can be put to quick use in a specific 

context. This approach detracts from any belief that a language may be inherently 

valuable. Culture, when introduced, is a source of carrier content for the language 

points from which it is held to be separate. For example, if a teacher introduced a 

video on recent race riots in the UK, the instrumental nature of much communicative 

teaching would insist that the video’s primary purpose would not be acquaint 

students with the tensions that prevail in Britain’s multi-culture. The video’s purpose 

would be to enhance discussion skills, or more specifically, to acquaint students with 

a discourse peculiar to the situation that is being shown (Byram & Grundy, 2003). 

2.4.2. The Classical Curriculum View  

The classical curriculum view is the interest of language is secondary to how 

they function as access routes to the alien and, in some sense, enlightening modes of 

thought which their host communities are held to have endangered. Accordingly, the 

culture to which the language gives access can also enhance the intellectual value of 

the language. This provided a rationale for the learning of Ancient Languages, whose 

construction was held to inculcate their students with principles of logical thought, 

perhaps because their grammar was somehow associated with the rationalist 

philosophical tradition to which they gave birth (Byram & Grundy, 2003). 

2.4.3. The Instrumental or Culture-Free-Language View 

This view could proceed from a common concern in respect of the hidden 

political and cultural agenda of a language. Phillipson’s (1992) thesis argues that a 

dominant language such as English is owned by the socioeconomic centre of global 

power that comprises the BANA (British, Australasian, and North American) 

countries. The language emanates out from this centre towards the periphery as a 



27 
 

mechanism of cultural and epistemological impoverishment for those located there. 

Implicit in this argument is the view that a language will become a mechanism of 

cultural transmission, promoting the values of its host-culture against those of 

regions to which it is exported. Thus, the widespread adoption of English-medium 

education in the Gulf could be perceived as making those countries into perpetual 

consumers not just of the language of the BANA states but of the knowledge and 

value systems implicit in it. The obvious counter would be to declare linguistic 

independence by developing Arabic as a medium for modern scientific education. 

However, although it is difficult to imagine that the language advisers of the Gulf 

might share the post-Marxist core of Phillipson’s thesis, they do possess a strong 

awareness of the dangers of cultural contamination implicit in the learning of a 

dominant international language. They have responded in two quite different ways, 

according to the age and objectives of the learners. The first response is to 

contextualize the target language in the students’ own region and culture. The 

implicit argument is that a culture does not exist in the core of language but is its 

moveable background and can be changed like the scenery of a play. The second 

response is to perceive scientific, financial or technological knowledge as value-free. 

Language should therefore be learnt in order to afford access to communities that 

share knowledge or socioeconomic function.   

2.4.4. The Deconstructionist View 

The deconstructionist view embraces many quite different strands of thought. 

It might draw first upon on the critical literacy perspectives and critical discourse 

analysis where the cultural construction of text means that the language students may 

be manipulated by the text’s implicit messages. Language learning should entail an 

understanding of such meanings. A view of language as a social construction might 

carry teachers back towards the SFL (Systemic Functional Linguistic) analysis of 

language by which it was partly spawned. The Hallidayan concept of language as a 

social semiotic perceives a language’s structure as reflecting the communicative 

needs of a given social context. A language which is fashioned around the 

representation of meanings in society has been interpreted by scholars such as 
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Fairclough (1989) as a language of socially constructed meanings. This interpretation 

moves language from its more neutral representation of a social context towards the 

perpetuation of the social order and the value systems implicit its forms of use.  

What these approaches might mean can be exemplified in classroom by 

referring briefly to a feature of language that the SFL tradition has identified as 

grammatical metaphor. A grammatical metaphor is ‘the expression of a meaning 

through a lexico-grammatical form which originally evolved to express a different 

kind of meaning’ (Thompson, 1996). Central to the scientific use of grammatical 

metaphor is the nominalization common in the expression of cause and effect 

relationships, as in the phrase such as ‘glass crack growth’ (Halliday, 1993:79). 

According to Halliday (1993), the metaphor occurs because this phrase refers to a 

process ‘growing’ which should congruently or naturally be expressed as a verb but 

which is here represented by a noun phrase. Grammatical metaphor complicates the 

task of interpreting English scientific discourse because it is not congruent with the 

natural expression of things as nouns and actions as verbs by which language is 

characterized. Although it complicated the interpretation of language, grammatical 

metaphor is thought central to the expression of science because it allows a writer to 

set up a cause and effect relationship between processes rather than between the 

objects through which those processes are mediated. Deconstructing the use of such 

nominalizations might provide students both with an enhanced critical understanding 

of certain types of text and of the mechanisms through which they can themselves 

participate in the construction of a prestigious form of discourse. 

2.4.5. The Competence View 

This view contends that the knowledge of language’s culture is thought 

essential to a full understanding of a language’s nuances of meaning. Knowledge of a 

culture presupposes a competence which is essential to the grasp of language’s true 

meaning. Thus, learning a language should be completed by a sustained and 

ethnographically structured encounter with the languages culture. An ethnographic 

approach to culture is different from the critical discourse approaches. There is no 

sense of a culture as a reified, exotic object that propogates itself by infusing 
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language with a conspiracy of implicit meanings. A sense of culture evolves out of a 

sense of difference between ethnographers and the practices that they document. This 

can be examined through the area of literacy. Accordingly, literacy cannot be 

perceived as a singular cultural product encapsulating a single core value system. It 

is a series of social practices that surround the use and creation of written language. 

Arguably, this view is extensible to language itself, since literacy is at root a use of 

language. Therefore, it can be discovered that the relationship between language and 

culture in different language-based practices of different groups in different societies. 

Yet, a language, by the fact of its being intelligible to its users, constructs itself as a 

singular entity whose code will be unlocked by the acquisition of a singular core 

competence. Linguistic practices are, in their diversity, antithetical to the concept of 

monolithic culture. However, because a language has a singular nature, it is likely, 

over time, to become the single collecting ground for the products of the diverse 

cultural practices, one should number how a language’s community of users will 

conceptualize their reality (Byram & Grundy, 2003). 

Therefore, although the deconstructionist and the competence view both start 

from very different positions, each reaches the same broad assertion that language is 

to some extent a cultural construction. 

2.5. Cultural Content in TEFL 

Changes in linguistic and learning theory suggest that culture can be used as 

an important element in language classrooms, but many students say that they do not 

want to learn about the culture of the target language. This might be because of the 

fear of assimilation into what they perceived as something strange to them. Also, 

misrepresenting cultures by reinforcing popular stereotypes and constructing these 

cultures as monolithic, static 'Others', rather than as dynamic, fluid entities might 

result in failure in making cultural content an effective element in language learning 

and teaching. 

Cultural content can be evaluated on the macro level of educational policy-

making. It provides a taster of the scholarly debate on some of the basic points at that 



30 
 

level. In doing so, the issue of the hidden curriculum, the ideological concerns 

regarding the choice of content, and the need to surface them can also be 

highlightened. Policy decisions about what cultural content to teach and how to 

approach it are, typically, the result of conscious deliberations. These are largely 

based on pedagogical motives and principles (e.g. focusing on the learner and their 

needs) but, importantly, they also relate to top-down national ideals, political 

assumptions, and power-driven relationships. These, in their turn, link with a 

multiplicity of factors and phenomena in the wider social and political arena. 

Although they play a significant role in determining cultural content, ideological 

considerations are not always readily recognizable. They often remain implicit and 

constitute the hidden curriculum of TEFL in the school system ( Davcheva, 2008). 

There is a rich TEFL literature dealing with the selection of cultural content. 

In their argumentation for one approach to cultural content or other, scholars and 

practitioners seek first to identify, and then appraise the value and appropriateness of 

the assumptions underpinning the process of choice. The following list of 

considerations can be extracted: 

1. the economic, demographic, and cultural characteristics of the societies involved; 

2. the histories, political climate and relationships between societies; 

3. the goals set by the authorities for the teaching of English in the school system; 

4. the linguistic and cultural domination of the foreign society; 

5. moral and religious principles; 

6. commercial interests; and 

7. the preferences of textbook authors ( Davcheva, 2008:27). 
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2.5.1. Curricular Approaches to Cultural Content 

Different periods and different influences have brought about varying 

approaches to the selection and presentation of cultural content at the more advanced 

levels of the study of language and culture. These approaches can be divided at the 

top-level into ones which are more topics-focused and ones which are more skills-

focused (Fig. 1a) 

 

 

 

Fig. 1: Approaches to cultural content 

 

Both types of approach can be further subdivided with Category [A] 

containing Traditional topics-based and Modernised topics-based (Fig. 1b) and 

Category [B] Micro skills-based and Macro skills-based (Fig. 1c) 

 

CULTURAL CONTENT 

(A) 
Topics-based approaches 

 
 

(B) 
Skills-based approaches 
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Fig. 2: Topics-based approaches to cultural content 
 

 
 
 
 
 
 
 
 

(A) Topics-based Approaches 

(A1) 
Traditional 

 
Life and Instittions type courses 

↓ 
 

- information providing; 
- emphasis on factual, cultural 

background knowledge; 
- focus on geography, history, statistics, 
sociology, literature, etc of target society

 
 

(A2) 
Skills-based approaches 

 
British (Cultural) Studies 

↓ 
- enabling understanding; 

- emphasis on interactivity, relativising, 
reflectiveness; 

- exploring the relationship between 
language and societal contexts 

- focus on popular, everyday cultures of 
contemporary target socirty 

 



33 
 

 
 
 

Fig. 3: Skills-based approaches to cultural content 
 

This categorization of approaches raises several other salient points about 

cultural content, namely: a) the extent to which teaching addresses the provision of 

specified cultural information on the one hand, and enables cultural understanding on 

the other; b) the significance of linking language and culture; and c) developing 

content which serves as a basis for active and transformative instruction (Davcheva, 

2008). 

 

2.5.1.1. Traditional Topics-Based Culture Teaching (A1 → A2) 
 

The curriculum for a British Society and Culture course is a good example for 

Traditional topics-based culture teaching model. It was designed at the time when 

British Cultural Studies stimulated innovative developments at the higher levels of 

language study. In this sense, it represents a traditional approach (i.e. A1) already 

bearing traces of a modernization (i.e. A2). 

(B) Skills-based approaches  

(B1) 
Micro-skilss based 

e.g. cognitive skills of ethnography, 
critical reading, comparison and 

contrast 
↓ 

- enabling with understanding 
and cultural learning 

- centrality of the relationship 
between language and societal 

contexts 
- focus on home and target 

societies 

(B2) 
Macro-skilss based 

e.g. Citizenship Education 
↓ 

- concerned critical skills and 
crucial cuştural awareness 

- emphasis on taking personal, 
social and political action 

- focus on foreign language 
education as part of cross-

curricular activity 
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British society and culture (course outline) 

 

1. British Cultural Studies: the interpretation of culture as a way of life and the 

meaning of ‘high’ and ‘low’. Culture and power, the outlining of national identity, 

the sociology of culture. 

2. Britain’s economic legacy: Victorian England and the economic, social and 

political effects of the Industrial Revolution. 

3. The British Empire: colonisation. 

4. The British constitution: the compromise between tradition and modernity. 

Parliament’s language of power and service. 

5. Classes and their relations: the concept of class and the study of culture. The 

relationships between classes according to Thompson, Nairn, Anderson. Classes and 

the Empire. Decline of the Victorian class system. Class in contemporary British 

society. 

6. The welfare state: Capitalism and the Protestant Ethic. State provision in the 19th 

and the 20th century. The Beveridge Report. Principles and scope of the WS (social 

security, the NHS, housing, employment). Recent changes. 

7. Education and its issues: the formulation of social inequality. The battle between 

Labour and the Conservatives. The ‘hidden curriculum’ and its varieties. Cultural 

functions. 

8. Mass media and cultural studies: Newspapers in Britain, quality and populars. 

Audiences and the construction of a particular view of the world. 

9. Television and the TV message: functions of TV. Ideology and consensus in the 

versions of reality. 

10. British national identity: Britishness and Englishness, the role of Englishness in 

the making of national identity. The aristocratic code and the English dream. 

11. Britishness and the Scots, Welsh and Irish: dominant and marginal cultures , 

resistance and accommodation. 

12. Youth culture: the sociology of youth in the 1950s-1960s. Differences around 

the 1990s-2000s. 
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13. Gender cultures: the impact of the history of the women’s lib movement and the 

development of Feminism. The relations between men and women in a political, 

psychological, ethnic and racial perspective. 

(Davcheva, 2008:34). 

 

The course topics are in tune with the information and knowledge-oriented 

stance of the course purpose. They arise from a macro description of British society 

and their content is encyclopaedic. Culture is understood in large culture terms and 

refers to a prescribed national entity (Davcheva, 2008). 

 

2.5.1.2. A Modernized Topics Approach (A2) 
 

A modernized topics approach can be illustrated by a case study provided by 

Laurence Raw of the British Council in Ankara. As an academic phenomenon, the 

course had arisen counter to the British Life and Institutions tradition. It claimed, at 

the time, to be a radical departure from the information-oriented approach. How the 

ideological motivation of the course is expressed and what the pedagogical 

convictions of its initiators can be seen through the following quotation: 
 

British Cultural Studies in Turkey 

The fundamental principles of the course can be summarised as follows: 

• we believe that ‘Cultural Studies’ needs to be introduced in Turkey to demonstrate how (and 

why) the study of literature, language and culture are inseparable; 

• students should not be exposed to an evaluative notion of ‘culture’ (which has hitherto been 

the case in Turkey), where they are led to believe that to learn about British Culture is to be 

the possessor of superior values. They should be encouraged to compare their own culture 

with that of Britain: ‘culture’ in this sense, involves ways of thinking and believing, shared 

(and differing) knowledges of the world; 

• the teaching of the course should concentrate on contemporary Britain and contemporary 

Turkey, giving students the chance to place their own experience at the centre of their work; 

and 
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•   the content of the course should be as varied as possible: we aim to show the diversity of 

contemporary British culture by examining key texts written, spoken, musical and visual. 

            (Davcheva, 2008:35). 

2.5.1.3. A Micro-skills-based Approach (B1) 
 

Positioned in the TEFL paradigm which is influenced by Cultural Studies 

ideas, the Syllabus gives little weight to themes and topics as organizers of factual 

information. Its leading principle is the development of complex sets of cognitively-

oriented skills which shape and determine the approach to cultural content. The 

following extract sets out the authors’ rationale for implementing the skills-oriented 

approach in the design of the Syllabus (British Council, 1998). 
 

 

We decided to produce a syllabus which is skills-led rather than topic-based for three reasons: 

 

• a skills-led Syllabus reflects the nature of cultural learning and its aims. It does not merely 

give information about the target culture; it aims at teaching and providing students with the 

ability to analyse, understand and appreciate cultural diversity; 

• a skills-led Syllabus is versatile as it allows the same topics and materials to be used at 

various levels and in various ways. It thus creates a feeling of freedom and experiment for 

the teacher and gives students a sense of the process of growth of both cultural and 

language awareness; 

a skills-led approach gives teachers the flexibility to identify material that motivates, stimulates and 

interests our students and to create activities accordingly (1998:13). 

The major themes have arisen from the discussion of cultural content in the 

TEFL paradigm so far are the centrality of home/target society concern and the need 

to achieve an appropriate balance between providing information and enabling 

learners to develop their cultural awareness and understanding. Starting from the 

point of developing cultural awareness and understanding, the discussion of cultural 

content and awareness raising must also be analyzed in context of Turkish foreign 

language education. 
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2.6. Culture in Turkish Foreign Language Education  

According to the Foreign Language Teaching and Education Regulation of 

Turkish Ministry of Education, published in official Journal in 1985, the aim of 

foreign language teaching at all levels of schools and private institutions is stated as 

follows; 

a person learning a foreign language must: 

- understand what is spoken, 

- read and comprehend, 

- convey their feelings and thoughts both in written and spoken language 

(Offical Journal, 1985). 

It can be said that there is no reference to culture and intercultural notion of 

language teaching throughout the regulation. This situation can also be observed in 

English language teaching textbooks in Turkey. In the study carried out by Türkan 

and Çelik (2001), it has been stressed that EFL textbooks for public schools in 

Turkey are centrally selected by the Turkish Ministry of National Education, and are 

forced upon language teachers who do not have a say on what to use in their own 

classrooms. What's more, though these teachers have the autonomy and 

responsibility to alter their textbooks and/or develop materials that contain a 

manifestation of L2 culture, they often fail to do so, due to the reasons such as, but 

not limited to, overloaded curricula, fear of not knowing about the target language 

culture themselves and their lack of training to teach culture, and their students’ 

likely negative reactions toward the new cultural norms (Türkan & Çelik, 2007). 

 

However it may seem like that culture does not take its place in Turkish 

Foreign language education; actually some new attempts started to be implemented 

in Turkey. These attempts include European Commission’s European Language 
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Portfolio. As part of the Common European Framework for Language Learning and 

in order to make lifelong language learning more meaningful, the Council of Europe 

has proposed that learners should be able to build up a personal languages portfolio. 

It was launched on a pan-European level during the European Year of Languages 

2001 as a tool to support the development of plurilingualism and pluriculturalism. 

Özcan Demirel highlights the importance of European Language Portfolio in his 

book. He asserts that the aim of the project of European Language Portfolio is to 

enable each European citizen a Language Passport. Besides, the main goal of having 

this passport is to raise multilingual citizens and to encourage them to learn 

languages. In other words, each European citizen should learn their first foreign 

language in primary school, the second in secondary school and the third foreign 

language at university level in the framework of multilingualism and 

multiculturalism. He asserts that Turkey started preliminary works in 2005 in order 

to implement European Language Portfolio. Turkish Government is planning to start 

its pilot implementation in private and state schools whose language of instruction is 

one of the most spoken foreign languages (Demirel, 2004). This strategic planning of 

Turkish government shows that language education in Turkey will sooner take 

multilingualism and multiculturalism into consideration and design new curriculum 

for foreign language education accordingly.    

  Additionally, the study carried out by Ögeyik (2009) on the evaluation of the 

restructured curriculum of English Language Teaching departments in the faculties 

of education which is one of the major reforms of institutionalization in Turkey 

includes information on the cultural competency of the students. The study aims to 

reveal the student teachers’ perspectives on this restructured curriculum and provide 

data on this topic. A questionnaire developed by the researcher was administered on 

53 students attending English Language Teaching Department and the findings are 

listed under different headings. Under one of the headings cultural competency of the 

students are questioned and more than half of the students stated that the courses in 

the department are not designed for developing cultural competency. As a result of 

this study, Ögeyik points out that the problem in this study concerning cultural 
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competency is that the courses offered in the curriculum do not focus on cultural 

competency.  

The review of literature on the issue of cultural content indicates that cultural 

education at our schools at all levels is insufficient. That is why the study on 

integrating cultural content into English Language Teaching curriculum was carried 

out. 
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CHAPTER 3 

THE RESEARCH 
 

3.1. Research Method 
 
 It is not easy to define the term research as it covers a broad field. Different 

definitions are given by various authors. For example: Seliger and Shohamy (1989) 

define research as a planned and systematic process. Careful description and 

identification of the phenomena lead the researcher to the fact. Sometimes in order to 

describe and identify the phenomena, control and manipulation come into existence. 

Markman and Waddell (1965:vi) regard research as a disciplined process of 

investigating facts to discover the truth about the subject. Brown (1995:1) divides 

research into two (1) primary research and (2) secondary research. First hand 

information from primary research. For example: information about a group of 

students learning a foreign language. On the other hand, secondary sources of 

information like books form secondary research. 

One of the most popular research models for Second Language Learning field 

is Experimental Research. Experimental research is a collection of research designs 

which use manipulation and controlled testing to understand causal processes. 

Generally one or more variables are manipulated to determine their effect on a 

dependent variable. The word experimental research has a range of definitions. In the 

strict sense, experimental research is what we call a true experiment. This is an 

experiment where the researcher manipulates one variable, and randomizes the rest 

of the variables. Experiments are done to be able to predict phenomena. Typically, an 

experiment is constructed to find some kind of causation. Experimental research is 

important to society - many experiments have made the world a better place. The 

research design is chosen based on a range of factors. Typical valued factors are 
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time, money, ethics and measurement problems. The design of the experiment is 

critical for the validity of the results (URL 4). 

In this study, experimental research method, aiming to maintain control over 

all factors that may affect the result of an experiment in order to determine or predict 

what may occur, was applied.  

 

The study was a quantitative research type. Therefore, the data gathered from 

pretest and posttest results were statistically analyzed. Additionally, classroom 

observations carried out to be able to compare the findings of experimental research. 

 

3.2. Research Model and Research Questions 
 
 In this study the pretest-posttest model is applied. The students were given a 

multiple choice pretest and receive treatment of language teaching integrated with 

cultural content. Then, the students were given the same test as a posttest in order to 

answer the following research questions: 

 

1. What is the difference between the students’ performance in answering 

reading comprehension questions based on culture oriented text and reading 

comprehension questions based ordinary reading text? 

 

2. Is there a significant development of language skills of the learners taught 

English by using cultural content? 

 

3.3. Population and Sampling 
 
 The population of this research included twenty-five prep year students of 

Trakya University English Language Teaching Department at Trakya University. 

The mean age of subjects is 18. These are students who were successful at ÖSS 
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foreign language exam, so they are on the threshold of advanced level. Prepatory 

class students were chosen as they were capable of dealing with cultural content due 

to their language proficiency.  

 

3.4. Data Collection Procedures 
 
 In order to answer the research question the students were given a pretest 

before the study, without any implementation. At the end of the implementation, the 

students were given the same test as a post-test in order to determine the difference 

between the pretest and post-test results; so the language development of the students 

assessed. In addition to these, classroom observation carried out throughout the 

implementation process. 

 

3.4.1. Materials 
 
 The instrument used for data collection was developed by the researcher in 

order to assess the effect of cultural content on the development of language skills of 

English language learners.  

 The instrument was a reading test including mainly two parts which will be 

referred as sub-scales. It covered 22 items in total.  

 Part A composed of 10 multiple choice questions based on the text “I have a 

dream” by Martin Luther King. The questions aimed to assess learners’ ability to 

understand implied meanings in the text driven by cultural norms. 

Part B composed of 12 questions based on the text titled “The supersonic jet’s 

future in doubt”. There are 4 vocabulary questions and 8 multiple choice reading 

comprehension questions in Part B. The multiple choice questions aimed to assess 

students’ ability to comprehend mechanical reading text without any cultural notion 

in itself.  Each part was evaluated out of 50 points. The test was 100 points in total. 
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3.4.2. Research Procedure 
 

This study was implemented for 10 weeks in the second semester of 2007-

2008 Academic year and the course design below was implemented as 

extracurricular activity for the students. Moreover, the syllabus design is mainly 

based on different types of reading texts each consisting of a cultural motive in itself. 

Other activities which refer to general language skills of the students such as 

speaking, writing, listening were designed on the base of these reading texts. 

 

  Table 1 displays the research procedure of the study. 

 

Date Subject 

22.02.2008 Pretest 

29.02.2008 Magazine article “Crossing Culinary Cultures” 

07.03.2008 Simile, Denotation and Connotation 

14.03.2008 One-line texts 

28.03.2008 Epitaphs 

04.04.2008 Watching the movie “Leon” 

11.04.2008 Reading a script from the movie “Leon” 

25.04.2008 Folk Stories, a Nasruddin Story 

02.05.2008 A Korean story, After Seventeen Years 

09.05.2008 Gaffe – Prince Harry’s gaffe 

16.05.2008 Magazine article “We are all teenagers” 

23.05.2008 Posttest 

 

Table 1: The Implementation Procedure 
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3.4.2.1. Syllabus Design 
 
 The course syllabus design implemented throughout the research is explained 

weekly. The materials introduced in the courses each week were selected by taking 

the cultural items included in them. 

 

WEEK 1: 

 

As an introductory task, the first task was designed for reading an article 

titled “Crossing Culinary Cultures” (see Appendix 3) to comprehend and elicit the 

cultural items. As supplementary materials, some photos of yuzu, sake, bonito from 

Japanese culture were introduced. While reading the text, the cultural items in the 

texts were discussed. The students compared both Japanese and Turkish Culinary 

Cultures. The aim was to raise awareness about the students’ own culture and other 

culture; and to impose different cultures. 

 

WEEK 2:  

 

The second task was designed to make the students comprehend what are 

simile, denotation and connotation. The aim was to engage the students in some 

literary work in order to make them understand implied meanings in a text. Before 

starting with the texts, the students were given some technical information on simile, 

denotation and connotation (see Appendix 3). Then with the help of various examples 

the students discussed the meanings of the short texts. While discussing on the 

meanings of the texts, the students were also asked to find similar sayings with 

similar connotations in Turkish. By this way, the students had the chance to analyze 

the implied meanings which are driven by cultural norms.  
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WEEK 3: 

 

The third task was designed for analyzing one-line text “Experience is the 

comb God gives us when we are bald” (see Appendix 3). The students discussed the 

meaning of the British saying and tried to identify the cultural motives behind it. 

Then, another discussion based on the comparison of Turkish and British culture in 

terms of the saying held. The students also were given series of activities such as 

expansion, reduction, media transfer, matching, selection/ranking and interpretation 

(see Appendix 3). The aim was to raise students’ awareness about foreign culture and 

make them try to evaluate different cultures without developing prejudiced opinions. 

 

WEEK 4:  

 

 The fourth task was reading an epitaph from a gravestone at Sevenoaks, Kent 

(see Appendix 3). After completing different comprehension tasks based on the first 

epitaph, the students analyzed the other groups of epitaphs that belong to different 

nations, therefore different cultures. By this way the students evaluated different 

cultural norms regarding the notion of death and afterwards. At last, the students 

compared Turkish culture in terms of death and the other cultures. The aim was to 

make the students aware of the others’ view of life and death; that is to make the 

students aware of different perceptions of realities in people’s lives.  

 

WEEK 5:  

 

 As the fifth task the students watched the movie named “Leon”. The activity 

was selected so as to make the students to see different characters from different 

cultures and analyze their way of life. The movie “Leon” (The Professional) is about 

a Professional assassin Léon reluctantly takes care of 12-year-old Mathilda, a 

neighbor whose parents are killed, and teaches her his trade. With this plot the movie 

is suitable to make evaluations about the personal characters and the cultural motives 

behind these characters. Accordingly, the aim was to raise students’ awareness of 

other people and their way of life which is outlined by culture. 
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WEEK 6:  

 

 The sixth task was based on the fifth task which was watching the movie 

“Leon”. The students were to read a script (see Appendix 3) from the movie that they 

watched the week before. The script taken from the movie reflects some cultural 

items in the society where the characters live. The students were guided to find out 

cultural items in the script with the help of the questions the teacher asked. The 

researcher invited the students to discuss on these cultural items comparing them 

with Turkish cultural values. Then, the aim was to make the students analyze the 

characters and the plot of the movie by taking the cultural issues into consideration. 

 

WEEK 7:  

 

As the seventh task an example of a folk story “Nasruddin Story” was 

implemented (see Appendix 3). The story was introduced by the reseacher with 

various comprehension and writing exercises.  As Nasruddin’s identity is being 

claimed by three countries, Afghanistan, Iran and Turkey and actually throughout the 

Middle East, the students had the chance to read a text that reflects a multicultural 

understanding. Moreover, his stories reflect the moral values of the society and this 

again gave the students the chance to be aware of this multicultural values.  

Therefore, the aim of being able to discuss on folk stories and analyzing their cultural 

values were fulfilled.  

 

WEEK 8:  

 

 The eighth task was reading a Korean Story titled “After Seven Years” by 

Kim Yong Ik (see Appendix 3). By reading this story, the aim was to make the 

students perceive cultural values in literature, identify the cultural assumptions, 

prejudices, and purposes of authors and translators; and to use historical perspective 

to determine if the values and lifestyle depicted apply to their own contemporary 

society. Before starting the reading phase of the lesson the researcher introduced 

many preliminary activities in order to raise the students’ awareness about cultural 
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values. Engaging in group activities, the students listed the cultural aspects that they 

were going to identify in the story. Again with the help of small groups the students 

accomplished to list the cultural aspects in the story, which were written on the 

blackboard by the reseacrher. 

 

WEEK 9: 

 

 The ninth task was based on an article taken from The Guardian Weekly titled 

“Prince Harry’s Gaffe” (see Appendix 3). Before starting reading the article some 

photos of Prince Harry and Charles were used as supplementary material. The 

meaning of “Gaffe” was introduced to the students and the students provided cases 

that can be stated as gaffes in Turkish Society. A group of cases from other cultures 

were given to the students and they decided on whether these cases could be 

regarded as gaffes in Turkish Society. After reading the article, another discussion of 

gaffes aroused. The aim of the task was to make the students aware of the gaffes 

from different cultures and evaluate their own culture regarding gaffes. 

 

WEEK 10: 

 

 As the last task an article titled “We are all teenagers” from The Guardian 

Weekly introduced (see Appendix 3). After completing vocabulary and 

comprehension exercises based on the article, the researcher asked the students form 

groups in order to hold a classroom discussion. The researcher divided the classroom 

into two groups. Group A had to think of five arguments that support the statement 

“Teenage culture is shallow, transient and lacks a sense of history” and group B had 

to think of five arguments against the statement. After the presentation the teacher 

had a class vote to find out who agrees and who disagrees with the statement. The 

aim was to make the students be able to discuss on cultural values of teenagers. 

 

 Throughout ten-week of cultural oriented teaching, the students were given 

different types of materials such as magazine articles, epitaphs, short stories, movie 

and the movie script. The aim of providing the students with various types of 
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materials was to engage them with cultural values in different phases of human life. 

That is, the students could realize that culture is indispensible part of our lives and 

cultural notions in every bit of life can be faced. Culture is reflected in our writings, 

daily lives, literature and movies. Therefore, the aim was to introduce students with 

plenty of material showing them cultural notions in various ways. While doing these 

reading materials contributed a lot and, in the syllabus design procedure, reading 

activities were also taken into consideration. Consequently, reading comprehension 

activities were also carried out completely. With the help of this implementation 

process, developing cultural awareness was mainly proposed at as well as language 

development. The detailed teaching programme can be seen in Appendix 2, where 

lesson plans were organized weekly. 

  

3.5. Data Analysis 
 

 For he statistical analysis of the data gathered from the pretest and posttest, 

SPSS (Statistical Package for Social Sciences) 11.0 for Windows was used.  

In relation to the research questions, following statistical analysis types were 

used: 

 

1. To assess the success and determine the significance between two parts of the 

exam, both pretest and posttest exam results were analyzed regarding their 

parts by using related group variance analysis. 

 

2. In order to determine whether there is a significant development of language 

skills of the learners taught English by using cultural content, pretest and 

posttest results were analyzed statistically by using  t-test.  

 

These analyses were done with the help of professional statistics expert. 
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CHAPTER 4 

RESULTS and DISCUSSION 
 

 This chapter includes the statistical analysis of the research results and the 

interpretation of them. To support the data gathered from the statistical analysis, the 

classroom observation results will also be discussed.  

  

4.1. Results 
 

 The results of the study are given mainly in two parts; the statistical results 

and the results of classroom observation. 

 

4.1.1. Statistical Analyses Results 
 

Data gathered after the implementation of English Language Skills 

Development Scale (Pretest and Posttest) (see in Appendix 1), item-total correlation 

and item-remainder coefficient were figured out as scale development statistics. 

 In order to test the discrimination power of the items, upper and lower 

quartiles t-test was applied (see in Appendix 5). According to the item analysis done 

with these two tests questions 9 and 10 from Part A; and question 2 from Part B 

omitted from the scale and the final version of the test that can be seen in Appendix 2 

was developed.  

 According to the new data table based on the last version of the scale 

Croanbach and Rulon coefficient was computed (see in Appendix 5, Table 9), and 

internal consistency and discrimination power in terms of dimensions were also 

figured out. In respect to all these analysis results, the scale proved to be reliable and 

valid. 

 While doing the statistical analysis, Part B in the Pretest aiming to assess 

students’ general reading comprehension capability was divided into two. The 
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vocabulary part in Part B is referred as Part 2 and the other multiple choice items are 

referred as Part 3 in statistical analysis tables. In other words, in the tables Part 1 

refers to Part A and Part 2 and Part 3 refers to Part B in the test. 

 

4.1.1.1. Results of the First Question 
 
 In order to assess the difference between the students’ performance while 

answering reading comprehension questions based on culture oriented text and 

reading comprehension questions based ordinary reading text in scale, related group 

variance analysis was applied. The results for Pretest are shown in Table 2.  
 

 

 n µ s 

N= 25               

PART 2        25 42.24 29.01 
PART 3        25 44.96 30.22 
PART 1        25 45.36 29.59 
Total  75 44.19 29.24 
 

df1 df2 F P 

Between 2 48 0.16 - 
Within 24 48 3.85 P<.01 

 

 

Table 2: Related Group Variance Analysis Result According to English 

Development variable (Pretest) 

 

The student’s performance in solving questions from different dimensions did 

not differ. There was no performance difference among three parts [F=0.16, df=2,48, 

p>.05]. However, there was a significant difference in terms of students’ level of 

knowledge. That is to say, the group was not homogenous [F=3.85, df=24-48, 

p<.01]. 

 

 

Related group variance analysis was applied also applied for posttest. The 

results for Posttest are shown in Table 3.  
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 n µ s 

N= 25               

PART 2     25 57.04 31.63 
PART 3     25 59.08 26.26 
PART 1     25 59.84 29.12 
Total  75 58.05 28.72 
 df1 df2 F P 

Between 2 48 0.09 - 
Within 24 48 2.23 P< .01 
 

 

Table 3: Related Group Variance Analysis Result According to English 

Development variable (Posttest) 

 

The student’s performance in solving questions from different dimensions did 

not differ. There was no significant performance difference among three parts 

[F=0.0,9, df=2-48, p>.05]. However, there was a significant difference in terms of 

students’ level of knowledge. That is to say, the group was not homogenous [F=2.23, 

df=24-48, p<.01]. 

 

4.1.1.2. Results of the Second Question 
 

The second question of the study was determined as “Is there a significant 

development of language skills of the learners taught English by using cultural 

content?”. In order to answer this question the results of pretest and posttest were 

analyzed by using simple t-test. The findings were shown in Table 4.  
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 Pretest Posttest  

 µ S n µ S n df t P

PART 1        45.36 29.59 25 59.08 26.06 25 48 -1.73 -
PART 2        42.24 29.01 25 59.84 29.12 25 48 -2.14 P<.05
PART 3        44.96 30.22 25 57.04 31.63 25 48 -1.38 -
TOTAL 44.19 24.03 25 58.65 21.13 25 48 -2.26 P<.05

 

Table 4: Independent Group T-Test Results for English Skills Development 

 

 Part 1 and Part 3 did not show significant difference in English skills 

development regarding their sub scales between pretest and posttest. Part 2 regarding 

its sub scale indicated significant development. That is the English development 

success was higher in the post test [ =x 59.84] than pretest [ =x 42.24].  However, 

this significant difference did not directly relate to the research questions as Part 2 

composed of vocabulary questions. Totally English Language skills development is 

higher in posttest [ =x 58.65] than the pretest [ =x 44.19].  

 

4.1.2. Observation Results 
 
 Throughout the implementation process the researcher observed the students 

in order to capture their reflections to the material analyzed in the lesson. In other 

words, the researcher observed the students reactions to the cultural content studied 

in the lessons.  

 It can easily be said that the students were eager throughout the lessons. They 

liked to discuss on the issues reviewed in the reading texts. Moreover, they were 

successful in finding cultural motives in the text and liked to analyze them. Most of 

the times the students wanted to learn more on the cultural realities depicted in 

reading texts. They were willing to participate in group writing activities and 

classroom discussions. It can be said that the students were interested in cultural 

content of reading texts. However, the students sometimes showed reluctance to 

attend the classes as the course was extracurricular activity for them.  
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4.2. Discussion 
 

This thesis study was carried out to determine whether culture teaching 

through the text which compared different cultural items was efficient on the 

students’ language development. In the light of the statistical analysis results and the 

observation results the research questions will be discussed in this part. 

 

 Before the implementation procedure, the students were given a pretest 

composed of two parts in order to compare their ability to answer culture based 

reading comprehension questions, which required cultural background and reading 

comprehension questions of an ordinary text. As displayed in Table 2 there was no 

significant difference in the students’ performance while answering questions that 

required cultural background knowledge and the ones that did not require any 

cultural background knowledge. In other words, the students were successful while 

dealing with both types of questions. This shows that the students were in general 

sense capable of answering both questions that included cultural notions and the 

questions that did not include any cultural notion. This may be resulting from the 

students’ level of English competency. As it is indicated in chapter one (1.4.), the 

subjects were at upper-intermediate level and each of them were successful at 

University Entrance Exam. That is, the students equipped with the necessary reading 

question solving techniques in order to answer such kinds of questions.  

In order to see the effect of integrating cultural content in English lessons the 

implementation procedure was applied. The aim was to engage the students in 

cultural oriented materials so as to make the students to comprehend these kinds of 

materials better and to prompt their cultural awareness. That is to say, the students’ 

level of performance on answering questions requiring cultural understanding would 

get higher with the help of new syllabus displayed in Table 1. The need for cultural 

awareness mainly arises from the need for cultural literacy in ELT as explained by 

Bada (2000). He asserts that the need for cultural literacy arises mainly from the fact 

that most language learners not exposed to cultural elements of the society, seem to 

encounter significant hardship in communicating meaning to native speakers. As 
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foreign language teaching plays a major role in preparing the younger generation for 

a whole range of cross-cultural contacts and successful participants of an 

intercultural interaction require Intercultural Communicative Competence.  This 

comprises a number of competences described in detail by various authors, and in 

documents responsible for shaping European foreign language policy, including The 

Common European Framework for Language Learning, Teaching and Assessment 

(1996). Council of Europe defined its overall aim as to achieve greater unity among 

its members and perceive this aim by the adoption of common action in the cultural 

field (Council of Europe, 2001). One of the basic principles of achieving this goal is 

that the rich heritage of diverse languages and cultures in Europe is a valuable 

common resource to be protected and developed, and that a major educational effort 

is needed to convert that diversity from a barrier to communication into a source of 

mutual enrichment and understanding. As a result, intercultural dialogue has an 

increasingly important role to play in fostering European identity and citizenship 

(Council of Europe, 2001). European Commission fostered this idea by announcing 

the year 2008 as “European Year of Intercultural Dialogue”. European Year of 

Intercultural Dialogue emphasizes intercultural dialogue in the education sector by 

referring it as “intercultural competence” to participate in increasingly diverse 

societies. According to European Commission knowledge of democratic values, 

citizenship and civil rights are essential elements of dialogue in this sector. 

Knowledge about other cultures, as well as languages, can also contribute to mutual 

respect and understanding. It is also important to develop peoples capacity to be able 

to stand back from their own specific cultural and social background in order to 

listen actively to what people from other backgrounds can bring to them (URL 3). In 

the light of these recent developments integrating culture in language teaching seems 

inevitable. That is why, cultural teaching implemented in the research procedure in 

order to find out its effectiveness. 

After the successful implementation procedure, the students were given the 

posttest in order to see the effect of cultural teaching. The posttest was the same 

with the pretest to see the development clearly. Posttest were also analyzed in terms 

its parts as it was done for pretest in order to see the performance difference 
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between the parts. As the results shown in Table 3, there was no significant 

difference between the performances of the students answering the questions in 

both parts. This also shows that the students’ level of success did not change 

regarding the parts of the exam. When it comes to the second research question 

whether there is a significant development of language skills of the learners taught 

English by using cultural content or not; the results of the t-test should be 

discussed. As displayed in Table 4, there is no significant difference in English 

skills development regarding their sub scales between pretest and posttest. That is, 

the students’ performance in pretest and posttest regarding answering questions that 

require cultural background knowledge did not show significant difference. This 

result indicates that the students’ levels of performances in answering questions 

requiring cultural understanding were not affected by introducing culture oriented 

text. In other words, integrating cultural content while teaching English to the ELT 

students did not have an effect on the development of language skills of the 

learners. This may be resulting from the students’ general proficiency while 

answering reading comprehension questions. Regardless of its content, the students 

were successful in answering multiple choice reading comprehension questions.  

While implementing the designed the 10-week-syllabus, classroom 

observations were recorded. The observation results indicate that the students were 

eager to take part in classroom discussions on cultural items in the tasks. The 

students were motivated to read the texts presented in the classroom. They were 

willing to carry out the activities based on these texts. This shows that the materials 

used in classroom including cultural content encouraged the students to take part in 

classroom activities and to use the language. This also shows that this 

implementation procedure helped to raise the students’ cultural competence. In 

other words, the culture based syllabus contributed to the students’ intercultural 

competence. As Byram and Grundy (2003) assert knowledge of language’s culture 

is thought to be essential to a full understanding of a language’s nuances of 

meaning. By this way the students equipped with the necessary skills to understand 

the materials fully. This intercultural competence is essential for grasping of 

language’s true meaning. Therefore, learning a language should be completed by a 
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sustained and ethnographically structured encounter with the languages culture. As 

a result this implementation completed the student’s language learning process. 

 In the study carried out by Ögeyik (2009), the students of ELT department at 

Trakya University stated that the courses in the department are not designed for 

developing cultural competency. This shows that the students can perceive the need 

for integrating cultural content to ELT materials covered in the classes. Therefore 

classroom observations prove that cultural content motivates the students to learn 

the language and this result in raise their cultural competency. But the results of t-

test proved that there was a significant development in Part 2. The students were 

found out to be more successful in the posttest [ =x 59.84] than the pretest 

[ =x 42.24]. Since Part 2 included vocabulary knowledge, the level of the students’ 

vocabulary knowledge got increased. Although the results in the parts of both 

pretest and posttest showed no significant difference, in total the students’ English 

Language scores were found out to be higher in the posttest [ =x 58.65] when 

compared with the pretest [ =x 44.19]. This may indicate that the tests were strong 

in terms of assessing the students’ general English Language development; 

however the tests were weak in differencing the students’ capability in answering 

questions requiring cultural knowledge and questions that did not require any 

cultural knowledge.  
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CHAPTER 5 

CONCLUSION and SUGGESTIONS 
 

This chapter includes the conclusion based on the findings and interpretations 

of the study and some suggestions for further research studies will be proposed. 

 

5.1. Summary of the Study 
 

 The study was designed to find out an answer to the main research question 

“Does using cultural content to teach English to the ELT students has an effect on the 

development of language skills of the learners?”. Firstly the literature regarding 

culture in terms of second language education was reviewed. In this review the 

relationship between language and culture is discussed in the scope of language 

teaching. In order to grasp the place of culture in language education, the history of 

language teaching and the history of culture in language teaching were analyzed. 

While doing this analysis, the leading countries in education area were discussed 

with respect to their foreign language policies which are affected by contemporary 

foreign language education philosophies. Consequently, the place of culture in 

German and Scandinavian foreign language teaching is presented. This indicated that 

intercultural debate in language teaching expanded in scope and volume during the 

1980s. However, the initial efforts were made during the second half of the 1980s 

with the European language agencies cooperating and language departments of 

universities collaborating. Then, the current situation regarding cultural issues was 

reviewed with the help of CEF. The Common European Framework was discussed as 

it gives the primary focus on cultural studies regarding language teaching. The aim 

of CEF and cultural teaching and the rationale behind this aim was discussed. This 

review put forward the importance of culture for today’s field of education in the 

political arena. By reviewing the scholars’ approaches to cultural content and cultural 

teaching, the methodological aspect of culture was analyzed. The cultural 

construction of language was presented by including five views of culture which are 
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the communicative view, the classical curriculum view, the instrumental or culture-

free-view, the deconstructionist view, and the competence view. Curricular 

approaches to cultural content were also analyzed for presenting data on a theoretical 

basis. The current reality and regulations in Turkey in terms of the place of culture in 

Turkish Foreign Language Teaching was also discussed with the help of the related 

studies carried out in Turkey.  

 

 In chapter 3, detailed information about the research was given. The research 

was carried out with twenty-five prep year students attending English Language 

Teaching Department at Trakya University. It was an experimental research and 

pretest and posttest methods accompanied by classroom observation were applied. 

The statistical analysis was done according to the pretest and posttest results in order 

to answer two research questions which were thought to be related to the main 

research question mentioned above. 

 

1. What is the difference between the students’ performance in answering reading 

comprehension questions based on culture oriented text and reading 

comprehension questions based ordinary reading text? 

 

2. Is there a significant development of language skills of the learners taught 

English by using cultural content? 

 

In order to answer the questions above the pretest was designed in two parts. 

Part A composed of 10 multiple choice questions based on a reading test aiming to 

assess learners’ ability to understand the implied meaning in the text driven by 

cultural norms. Part B composed of 4 vocabulary questions and 8 multiple choice 

questions in order to assess the students’ ability to comprehend mechanical reading 

text without any cultural notion in itself. After the implementation of the pretest, a 

ten-week syllabus, displayed in Table 1, was implemented by the researcher. The 

syllabus was implemented as extracurricular activity for the students and was mainly 

based on different types of reading texts each consisting of a cultural motive in itself. 

That is, the materials introduced in the course hours each week were selected by 
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taking the cultural items included in them. While carrying out the courses, classroom 

observation was also recorded by the researcher in order to find out the students’ 

reactions to the syllabus. Upon completing the implementation of the course 

syllabus, the post test which was the same as the pretest was given. In order to assess 

the results of the tests and answer the research questions statistical analyses were 

computed.   

 

According to the results of related group variance analysis done in order to 

assess the success and determine the significance between two parts of the test, it was 

found out that there was no significant difference between the students’ performance 

in answering reading comprehension questions based on culture oriented text and 

reading comprehension questions based ordinary reading text. The t-test analysis 

done so as to determine whether there was a significant development of language 

skills of the learners taught English by using cultural content indicates that there was 

no significant development of language skills of the learners. In other words, the 

students’ performance did not differ after the implementation process. This may have 

resulted from the students’ level of proficiency in English. Nevertheless, classroom 

observation results indicated that this implementation procedure helped the students 

raise their cultural competency which is regarded as the indispensible part of 

language learning. They were eager during the courses. Moreover, they found the 

cultural items interesting. They all were involved in the activities. Different cultural 

points took the learners’ attention to extracurricular activities. Although their 

language levels did not change in a noteworthy way, their attitudes towards the texts 

were recorded to be positive during the classroom observations. 

 

5.2. Suggestions 
 
 With respect to the findings of the study mentioned so far, following 

suggestions can be offered to the academicians, researchers, program designers and 

teachers dealing with teaching foreign language.  
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• The study should be repeated with different group of students with lower 

level of proficiency in English. As the level of the students were high, it was 

difficult to assess the difference between the two types of reading texts. The 

students were proficient enough to answer both parts of the exam. With lower 

level students it would be easier to observe significant difference in students’ 

performance after an implementation procedure. Additionally, the 

implementation should not be carried out as an extracurricular activity for the 

students in order to meet the requirements of the students. This may help the 

students to take the courses seriously and this may affect the performance of 

the students. 

 

• This study was a small scale empirical study which was carried out within 10 

weeks. Therefore further study is needed in order to see the effect of cultural 

content on the development of English Language skills.  

 
• Pretest should be designed with various kinds of questions in order to assess 

students’ performance more correctly. The scale was composed of only 

multiple choice items; however open ended questions that refer to evaluation 

level should also be added. This would help to assess the discrimination 

power of the students. Moreover, the posttest had to be repeated in order to 

observe the reliable results. That is, the posttest should be implemented at 

least one month after the completion of implementation procedure. 

 
• Program designers should include cultural content in their ELT materials in 

order to raise students’ cultural awareness which would result in development 

of cultural competence. 

 
• Further comparative studies in order to see the effect of cultural content in 

ESL teaching materials are also required.  
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5.3. Limitations 
 

• In this study only one group of ELT students participated. This study can be 

enhanced by including control group of students. 

 

• The course was carried out as extracurricular activity. Such kind of research 

should be implemented as a curricular activity for the students. 

 
 

• The study was implemented for 10 weeks. The implementation duration 

should be longer in order to see the effects cultural content on the 

development of language skills of the students. 

 

• The pretest and posttest exams should be designed professionally. While 

designing tests, the researcher should seek the opinion of a testing expert in 

order to have professional and clearer results.  
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