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Anotace  

 Bakalářská práce se věnuje analýze kulturně zaměřeného obsahu v učebnicích pro 

druhý stupeň Základní Školy, konkrétně v Projectu 1 a v Projectu 3. Teoretická část vymezuje 

základní pojmy jako je kultura a její učení, vyučování kultury v hodinách Anglického jazyka 

nebo kulturní kompetence. Cílem praktické čísti je zjistit, jaká kulturní témata jsou v učebnicích 

obsažena a také jejich vhodnost. Dále jsou zkoumány typy cvičení, dovednosti a schopnosti 

související s kulturním rozvojem žáků. Pro tyto účely byly sestaveny, či adaptovány checklisty, 

které obsahují jak tematickou složku aktivit, tak i seznam dovedností a kulturních dimenzí, na 

které se učebnice zaměřují.  

Klíčová slova 

kultura, učebnice pro druhý stupeň Základní školy, checklisty, kulturní aspekty  

  



 

Abstract 

 This bachelor thesis is concerning with an analysis of the culture-related content in 

English Textbooks for Lower Secondary Schools, concretely with Project 1 and Project 3. The 

theoretical part defines the basic terminology, such as culture, learning and teaching culture in 

the classroom, or cultural competence. The aim of the practical part is to discover, what kinds 

of cultural topics are included in the textbooks, and also their suitability. Furthermore, types of 

exercises, and cultural skills are being explored. For that purpose, checklists, were compiled or 

adapted. Those checklists evaluate both topics, cultural skills and five cultural dimensions, that 

are included in textbooks.  

Keywords  

 Culture, textbooks for Lower Secondary School, checklists, culture aspects 
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1. Introduction  

 Textbooks are the main resource for teaching a foreign language. The aim of the 

bachelor thesis is to explore the cultural aspects in chosen textbooks for Lower secondary 

schools – Project 1 and Project 3. For this purpose, checklists were established in order to 

evaluate each unit separately, but also compared the one with another in the wider context. The 

elected aspects for cultural evaluation were the “Five Dimensions of Culture” (Products, 

Practices, Persons, Perspectives, Communities) combined with “The Cultural Knowings 

Framework” Another checklist, adopted from Cortazzi and Jin (2006, 202), which concentrates 

on the manner and scale in which workbooks intercorporate a focus on each of the fields 

mentioned, was employed. According to the mentioned checklist, the main aim of the textbook 

is, that it should provide updated accurate information, initiate cultural awareness and deliver 

realistic picture. Topics in it should not include ideological tendencies. Furthermore, a textbook 

should more likely present the information in context than just isolated facts and it should do 

that explicitly connecting historical context with modern culture. 

 The author is starting with determining the word “culture” and giving various 

definitions of the experts in the field of study including the explanation of terms as the “Big C” 

and “Small C” culture or five dimensions of culture. Then the connection between language 

and culture is explained and also, learning culture in general, outside of the classroom is being 

defined.  

 Chapter 2 engages culture learning in the classroom. Furthermore, teaching culture is 

explained and also is the intercultural competence, which is fundamental feature of 

understanding culture. Afterwards, roles of a textbooks are defined.  

 In chapters 5 and 6, author evaluates the cultural aspects included in the textbooks 

Project 1 and Project 3. In the chapter 5, the main aim is to find out what type of cultural content 
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and activities are involved in the textbooks. Chapter 6 focuses on which cultural knowings and 

the five dimensions of culture are involved in mentioned textbooks. Because Project 3 is a 

subsequent textbook to Project 1, it was also the intention to discover, whether the cultural 

pages develop any of the topics from the point of widening vocabulary or adding an extra 

information.  
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2. What is culture 

 We live in a world where culture and society keep changing rapidly. We can travel 

wherever we want to and approach a new cultural experiences with a relative ease, mainly 

thanks to the media and tourism. Products and ideas are being exchanged on the international 

levels and people are forced to choose whether they stay at their homelands or migrate for a 

better living or experiences to other countries. Nowadays, our world is an open place and 

cultures are closely interwoven one with another.  

 According to Edgar and Sedwick (2008, 82) the two most significant or universal 

aspects of culture may be the ability of human beings to control language (to master the whole 

system with its rules and forms) and to construct and create. The world culture is, however, one 

of the most problematic words in the English language as it. It is now being used for essential 

concepts in numerous different academic disciplines and in various, diverse and contradictory 

system of thoughts (Williams, 1983, 87). Moran (2001, 4) adds that each of these disciplines 

sees and examines culture in a slightly different way. For that reason, he (2001, 13) commonly 

uses phrase ‘cultural experience’ rather than an expression ‘culture’. He, actually, believes that 

the word culture has so many meanings which are rather abstract, that it can be misleading and 

so there is a possibility that one is not actually participating in it. With this fact also agree 

Cortazzi and Jin (1999, 97) and claim that one can find various definitions of the word culture 

and it can signify many different things. Some use this term for describing the background 

information about the country where the language is spoken (for example geography, history, 

educational and political system), on the other hand, some teachers of languages apply this term 

when talking about cultural products as for instance art, music or literary works. However here, 

this term also covers everything that people consider as an experience (behaviour and attitudes, 

and the social interaction). Giles and Middleton (2008, 6) on the other hand, point out the fact 

that culture is one of the main frameworks in our awareness of cultures both in past and present. 

Furthermore, Williams (1983, 90) recognizes three general forms of usage of the word culture: 
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o culture may be a noun with an abstract meaning which defines an overall process 

of development in a spiritual, intellectual and creative way.   

o it can also mean a specific manner of life, whether of a society, a historical era, 

or a group; 

o and at last, culture can mean the complex works and products (both material and 

spiritual) of artistic activity.  

 The science which focuses and examines culture is called anthropology. The world 

culture here is referring to the lifestyle of a persons and it underlines the united complex of it – 

our ideas, products and behaviour (Rosman and Rubel, 1989, 6). It is gained and learnt by 

infants by means of a procedure called enculturation. The things acquired during the process 

of enculturation by infants are cultural rules. For instance, cultural rules control when and what 

a person eats, but also the way one eats. Europeans, for example, use knife and fork, however, 

Japanese eat with chopsticks. They also do not drink milk but we do. The massive variety of 

cultural diversities is because of distinctions in cultural rules. All these actions are conducted 

by codes of cultural rules and it depends on each individual if he or she decides to act according 

to these formulas or disobey them. (Rosman and Rubel, 1989, 7) 

2.1 “Big C” and “Small C” culture  

 Culture is regarded as civilization, history of people which mirrors their great 

accomplishments, architecture, art, music, and literature – frequently stated as “big C” culture 

(Halverson in Moran, 2001, 4). Kramsch (2013, 65) believes that “big C” culture is generally 

taught with national language’s standard. It means that a national culture is always associated 

with the idea of the “right” way of life and moral values. Therefore, it might be difficult for a 

learner from different environment to understand these values of another culture. Teaching 

about the literature, history, the art or the institutions helps the target culture to be imprinted 

into one’s memory. That encourages the persistence of a valuable national community. An 
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interesting observation is, that foreign languages teaching frequently emphasizes the study of 

literature and assures in cultural stereotypes (Kramsch, 2013, 65).  

 Culture is similarly seen as the set of actions that people perform every day – “small 

c” culture (Halverson in Moran, 2001, 4). It gives emphasis to the communicative aspect and 

social context, in particular, routines of everyday life of the native speaker – eating, daily 

routines, talking and the way they live. (Kramsch, 2013, 66) She believes that small c culture 

targets on the national characteristics rather than on the historical background and that the basic 

interest of this framework is the suitable use of language in the authentic cultural environment, 

in other words, it studies the form and manner the native speakers use the language for 

communication in everyday life.  

2.2 Moran’s five dimensions of culture 

 Moran (2001, 24) states that there are five dimensions to all cultural phenomena (he 

utilizes this word commonly for describing a cultural topic): Products, Communities, Practices, 

Perspectives, Persons. On the basis of this, he sees culture as a developing lifestyle of a 

community of people, who share the mentioned five dimensions which are in interaction one 

with another. I would like to develop these five dimensions further in practical part, in chapter 

9.  
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Figure 1: The Five Dimensions of Culture according to Moran (2001, 24)  

 The term “products” includes here a wide scale of tangible and intangible objects, such 

as: clothing, buildings, documents, language, music, family, education, economy, politics, and 

religion. We can define them as all concepts or creations which are developed by the members 

of one culture. Products also contain plants and animals. (Moran, 2001, 25)  

 Practices, as the name indicates, contains all kinds of interactions and actions (both 

verbal and non-verbal) that are produced by members of a culture either individually or with 

each other. By actions is meant all kinds of communication, such as a language, and actions 

connected to a social group. One is using products when performing these actions. Practices 

also cover inappropriateness and appropriateness, including taboos. (Moran, 2001, 25)  

 Perspectives, also defined by Moran (2001, 25) as a worldview, contribute to the 

orientation and outlook toward life. They are often implicit (unconscious) but also can be 

explicit (conscious). This dimension includes values, beliefs, attitudes, perceptions and it 

determines the products, leads communities and persons in the practices of culture.  

 Moran (2001, 25) arranges the communities from the broad context to the narrow one. 

In the bigger perspective, communities incorporate amorphous groups of people, such as 
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language, gender, race, socioeconomic class, religion or generations and culture on the national 

level. Then continuing with more narrowed grouping – a social club, local political party, a 

charity organization, family, a sport group, co-workers. These narrowed communities interact 

in the framework of the national culture one with another in: cooperation, separation, or 

conflict.  

 Persons, eventually, introduce the members of a culture, who represents communities 

in a specific way. Each representative is a different mix of experiences and enriches the culture. 

The core of culture is in both, the individual members and in their communities that these 

persons establish. (Moran, 2001, 25)  

2.2 Language and culture 

 Rosman, G. Rubel (1989, 34) claim that cultures are constantly changing in some way 

and so is language, as it is one of the basic components of culture. Anyway, it is not possible to 

notice these linguistic diversities throughout a lifetime, apart from little nuances in lexis, for 

example slang words. Rosman and Rubel demonstrate this fact on the example of a type of 

language used in Shakespeare’s plays with the contemporary manner of speech. The 

development of English during the past centuries is evident.   

 Culture is reflected by language sounds, words and constructions in the same way that 

the language is reflected by cultural practices and products which means that language is the 

reflection of the culture. And to process the culture, one needs language. A person needs to be 

capable of expressing herself/himself, to interact with a member of other community. 

Moreover, one is required to do that properly by means of the correct language which he or she 

uses appropriately, in agreement with the standards of the members of the target culture. 

(Moran, 2001, 35) The increase in human intellectual capacity depends on human 

communication via language. (Rosman, G. Rubel, 1989, 13) Moran (2001, 35) agrees that for 

exposing culture, we must mainly study language since it is a product of culture. He suggests 
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the culture of self-expression, of which the main feature is that the cognition of another culture 

is based on the direct experience, communication and social contact with the members of 

another culture. Kramsch (2001, 3) adds that by speaking, people are able to identify themselves 

and others too. The usage of language embodies their social character. 

2.4 Learning culture 

 In the modern world, meeting members of different cultures does not necessarily 

require traveling. Contemporary conditions, such as massive tourism, movement of people, 

productivity of the media, the use of the internet assure that sooner or later one will experience 

an interaction with a member of another culture. Thus, it is important to develop one’s cultural 

awareness. This should be done in the family nucleus; however, school education is one of the 

best places for such an activity.  

 As mentioned above, language is an inseparable component of culture, however it is 

also an instrument by which most of the culture is learned. A child learns the culture into 

which she or he is born together with the language of the native culture (Rosman and Rubel, 

1989, 6). The way the culture is learnt is influenced by many factors and situations. Probably 

the most significant aspect is whether the learning process takes place in a second language or 

foreign language classroom (Moran, 2001, 6).  

 Cortazzi and Jin (1999, 196) argue that an important factor of culture, besides content, 

is also a variation of constantly developing processes which include those included in learning. 

The instrument for knowing about other cultures is, however, part of a culture learning itself. 

Yet from the beginning, the teachers and also students get acquainted with the expectations 

about what type of communication is convenient in the class, what types of texts and exercised 

one should use, about how teachers should include students appropriately in learning processes. 

The expected outcomes which emerge from learning of culture may be fundamental 

determinants of how the interaction in the classroom develops Moran (2001, 13). He also 
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observes that every language teacher’s intention is to present the culture to the students and 

transmit the knowledge of culture to them: native speakers’ interaction, music, literature, 

personalities, educational system, traditions, food, etc. The cultural experience, therefore, 

consists of the cultural content, the activities connected with it, in which students employ 

acquired knowledge, the expected and accomplished outcomes, the learning content, and finally 

the essence of the relationship that the teacher evolves with his or her students 

 For understanding second culture learning, knowing of terms like acculturation, 

cultural distance or culture shock is fundamental. Acculturation might be defined as learner’s 

adaptation on the unknown culture which includes a change of thinking or feeling, but most 

importantly communication (Brown in Valdes, 1988, 33)1. Cultural distance means emotional 

and rational closeness of two cultures, that, however are represented by individuals. The word 

distance means difference of two cultures here. (Brown in Valdes, 39). An expression culture 

shock is connected to an experience in which a person learns foreign language directly in target 

culture. It mainly represents feelings of separation, depression, sadness, loneliness, lack of 

understanding or homesickness when living in different culture (Brown in Valdes, 1988, 35).  

 According to Moran (2001, 39) language and culture are viewed differently and treated 

separately in the classroom interaction, which can have a negative affect on learning culture 

because it gives us an inadequate picture of language-and-culture. However, it also has certain 

advantage. Firstly, from the pedagogical point of view, when culture and language is treated 

separately, pupil can focus only on the language itself and learn its linguistic rules and forms 

and adding culture awareness could cause confusion. Secondly, we learn culture by using 

language, but the language we use in the classroom is different. It is adapted to a classroom 

 
1 Brown, H. Douglas. 1988. “Learning A Second Culture”. Culture Bound: Bridging the 

Cultural Gap In Language Teaching, 33 - 48. 
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learning when culture is a theme and language the tool to understand, evaluate and react to it. 

To accomplish this Moran (2001, 39) lists four language functions that are required:  

- Language to participate in the culture,  

- Language to describe the culture,  

- Language to interpret the culture,  

- And language to respond to the culture.  

 The listed four functions reflect the phases of the cultural experience cycle: 

participation, description, interpretation, response – knowing how, knowing about, knowing 

why, and knowing oneself. So as to study culture via experience, thus, one should use particular 

types of language at each phase along the way. To overview the facts mentioned above, explore 

Table 1 below.  

 

Tab. 1: Language to learn culture (Moran, 2001, 39)  

 Culture is frequently seen as a plain information transmitted by the language and not 

as a part of language itself. In that case, cultural awareness is converted into an object of 

educational process itself and separated from language. If, on the other hand, is language taken 

as social practice, culture transforms into the very base of language teaching (Kramsch, 2001, 

8). 
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 Nowadays, it is widely supported all around the world that in order to learn a foreign 

language, one needs to not only master it as an object of a theoretical study, but more likely one 

should concentrate on understanding and learning a means of communication. A dialogue in 

authentic situation is never out of context, and as culture is basic element of all contexts, mutual 

communication largely contains a cultural aspect. Thereby, it is greatly acknowledged, that it 

is not possible to separate learning language and learning about different culture (Cortazzi and 

Jin, 1999, 197).  

 Regarding outcomes for culture learning, Moran (2001, 109) introduces that there are 

several ones for learning culture which are in a cycle of the range of teaching language, 

multicultural awareness, intercultural interaction, as well as critical pedagogy and literacy 

education. The possible outcomes for learning culture are dependent on the perspective of 

culture which is presented. These comprise: cultural assimilation, integration, adaptation, 

understanding, cultural awareness, communicative competence, language proficiency and 

social change, language proficiency (Moran, 2001, 6).  

 Second language teachers, whose students are adults abroad, immigrants or visitors in 

their country tend to transfer, together with the knowledge of a language, a perspective that 

demonstrates only the assumptions and cultural values of the society of their teacher. Foreign 

language teachers, on the contrary, who teach a second foreign language, normally transfer the 

cultural trends and traditions in agreement with the language 1 educational system. (Kramsch, 

2001, 12) As for foreign language class, interaction between student-student and teacher-

student forms the culture. As a result of this language, students firstly duplicate a provided 

content of culture and secondly as the interaction happens in a foreign language, there is also a 

possibility of creating a new culture (Kramsch, 2001, 47).  

 It is often slightly treacherous to teach culture in the respect of cultural differences and 

vulnerability. If two (or more) cultures are combined together there is always a potential risk of 
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conflict or misunderstanding. Culture is sometimes considered as fifth skill in language 

learning, as 4 previous: reading, listening, speaking and writing, however, culture is always 

presented in the background, even from the class one of learning a foreign language, waiting 

for its opportunity to intervene in the least expected moment. Insufficient knowledge of culture 

often emphasizes the limitations of learners’ communicative competence and challenges them 

to attempt to understand the world around them (Kramsch, 2001, 1). 

 “Participants in the foreign language classroom create their own cultural context by 

shaping the conditions of enunciation/communication and the conditions of 

reception/interpretation of classroom discourse. With every turn-and-talk, teachers either 

perpetuate or subvert the traditional social culture of the classroom. On the one hand, together 

with the students, they enact the traditional culture of the instructional setting in which they 

were trained; they echo the native culture of the society in which they were socialized; they act 

out the behaviour of speakers from the target society, which they have studied; their discourse 

and that of their students are full of invisible quotes, borrowed consciously or unconsciously 

from those who taught them – parents, teachers, mentors – and from those who have helped 

build the discourse of their discipline. In fact, language teaches area so much teachers of culture 

that culture has often become invisible to them” (Kramsch, 2001, 48).  
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3. Culture learning in the classroom  

 In this chapter, culture learning in the classroom is discussed, giving some theoretical 

framework.  

 The culture learning is a progressive process and can lead to diverse outcomes, which 

depends on the intentions and skills of learners, the background in which learning is held, and 

the perspective of the host culture against the learner. At the centre are confrontations of 

learners with cultural differences (Moran, 2001, 128). He further adds (2001, 124) that proposes 

that the culture learning process in the classroom is explicit and contains a continuing 

interaction with cultural diversity which is transmitted through systematic participation in the 

culture-and-language curriculum (products, practices, perspectives, communities, persons). 

This diversity can activate emotional reactions. With an assistance of the teacher, the learners 

will be involved into interpretation, description, and response, in compliance with the phases 

of the experiential learning cycle and cultural knowings (c. f. Table 1). Thus, after a lapse of 

time, by means of repetitive encounters and explicit remarks to usual patterns of culture 

learning, students obtain more awareness of the target culture, establishing more suitable 

cultural and linguistic behaviours, broaden their horizons, and deepen their knowledge about 

their own intentions, learning conditions and culture. This procedure emphasizes a continual 

interchange between the students’ culture and the target culture.  

 Moran (2001, 125) bases the culture learning on several assumptions, and I would like 

to mention some of them.  

- Culture learning requires managing emotions. Confrontation with cultural diversity 

commonly causes emotional response. These responses include feelings form 

enthusiasm and excitement, when encounter with the new culture, to fears and concerns 

from our disorientation in the unknown, shock, and loss of identity. Our emotions 

distinguish us from other cultures and are a lock from our perspective on the world 
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around us. Ones’ principles, beliefs and behavioural patterns have a tremendous power. 

Eventually, they maintain our world in one piece, and it is challenging to depart form 

the routine. Therefore, one needs to identify and manage these feelings.  

- Culture learning depends on cultural comparison. During the process of learning, 

learner’s culture and the target one are continually compared one with another. Diversity 

in practices, cultural products, communities, persons, and perspectives frequently 

occurs. Contrast is the main aspect that raises learner’s culture of worldview, even 

though similarities exist as well. In order to learn something about another culture, one 

must experience this procedure of creating another point of the world. To do so, it is 

necessary for the learner to shift from the familiar world to the unknown one (Moran, 

2001, 126). 

- Various aspects influence culture learning, for example: the teacher-learner 

relationship, student character, the student’s attitude to the target culture, learning 

context and conditions (teaching materials used, the school, the curriculum, methods 

used by teacher, and more). (Moran, 2001, 127).  

 Kramsch (2001, 177) claims that the importance is not in the spoken or written text, 

however, in the conversation between the text and the learner. Personal and social voices are 

consequently crossed one with another to form ‘the central code’ of culture. This code involves 

social standards and customs and all other basic meanings of culture, for instance: values, daily 

routines and habits; also, preconceptions about the foreign culture, with which the learner 

should be willing to confront with (Nostrand in Kramsch, 2001, 177). 

 Teaching language also means teaching culture and asks a question what that 

specifically means (Kramsch 2001, 177). She suggests to start with the present controversial 

debate related to the idea of ‘cultural authenticity’, which means emotional identification in 

home and in abroad too. The word ‘authenticity’ specifies the usage of a language in non-

pedagogical environment, in other words, in everyday communication. She also points out 



26 

(2001, 179) that ‘authentic’ language is often performed similarly as a language is used by 

native speakers – even though classroom is not likely to become a sufficient compensation for 

the natural situations and environment of the streets, workplaces or restaurants.  

3.1 Teaching culture 

 As tutors of culture, teachers, are occupied by interacting with student’s cultural 

experiences. Moran (2001, 15) introduces two frameworks that explain this teaching task: the 

cultural knowings framework and Kolb’s model of experiential learning. 

 The cultural knowings framework gives an opportunity to describe culture from the 

student’s point of view, in particular, what a learner of a culture must do in order to understand 

it and learn it – meeting with another culture. These aspects will be discussed furthermore in 

practical part of this work, in chapter 7.3. and demonstrated on examples from the research. In 

the moment when the interactions are determined, the learning outcomes follow and so do the 

election of learning and teaching tasks and activities along with relevant means of evaluation. 

This is a task for a teacher. In addition, a specific interaction requires a different teacher role, 

for example when transferring cultural information by describing, teacher plays a role of 

resource, arbiter and elicitor (table 3, 23). Now, we will be focusing on the learning interaction. 

Moran discusses (2001, 15) four culture learning interactions when one is connected to another:  

o Knowing About, 

o Knowing How, 

o Knowing Why, 

o Knowing Oneself. 

 Knowing about culture consist of all kinds of activities that include acquiring and 

adopting information about culture, including knowledge and facts about products, perspectives 

and practices of the target culture and its language. And last but not least knowing about 
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includes an understanding of a core of culture and connected methods of learning and insight 

into different cultures, or data about student’s national culture (Moran, 2001, 15).  

 Knowing how includes adopting of cultural practices – techniques, abilities, touching, 

behaviours, activities, looking, saying, and more. To achieve this interaction, one must 

participate directly in everyday life of the target culture environment or by simulating it, 

according to their daily routine and customs by using their language and technologies – one do 

all these things not only to establish a positive relationship with the people of other culture, but 

also to be capable of integrating into their culture – to do things in the way they do and to speak 

according to their normal. To summarize, this whole interactions’ aim is to be able to change 

or adjust our behaviour in order to adopt it to the target culture (Moran, 2001, 16).  

 Knowing why incorporates understanding and broadening of basic cultural context – 

the beliefs, attitudes, values and perspectives; simply everything that is connected somehow to 

the all aspects of a culture. This learning interaction demands that learner insight into 

information, experience and observation of the culture. In addition, it includes a competence of 

analysing, explaining and inquiring the cultural phenomena that learners experience, which 

involves contrasting their culture with the target one. Students are supposed to recognize 

outsider and insider perspectives: the etic and emic. They need to know how to analyse and 

compare culture on their own. The fundamental values and principles of a culture are an 

essential aspect of comparison with the principles of the learner’s culture (Moran, 2001, 16).  

 Knowing oneself targets on the learner’s individuality – their feelings, point of view, 

reactions, mimics, ideas, values and opinions, which is the main element of the cultural 

experience. It is concerned with self-awareness. It is important that learners understand 

themselves and their own processes of learning culture and they must do it individually, because 

the cultural experience is highly individual. At last, learner must decide how much she or he 

will participate, explore or accept the culture and act as a culture learner. Moran (2001, 17) 
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concludes that learners regulate the limits of knowing how, knowing why and knowing about 

individually. Decision is up to them. Therefore, knowing oneself is the fundamental dimension 

of all four cultural learning interactions. Students skills to decide such things relies on their 

knowledge of themselves, their intentions and situation. The more perceiving they are, the more 

aware their interaction becomes in the accomplishment of cultural information, understanding 

and skills. If this interaction is missing or it is insufficient, students do not understand the 

purpose of learning about the culture and they cannot picture themselves in the process. To 

summarize, each of the four cultural knowings targets a different group of outcomes, activities 

and content.   

 Content  Activities  Outcomes  

Knowing about  Cultural information  Gathering information  Cultural knowledge 

Knowing how Cultural practices  Developing skills  Cultural behaviors  

Knowing why  Cultural perspectives  Discovering explanations  Cultural understanding  

Knowing oneself  Self  Reflection  Self-awareness  

Tab. 2: Cultural knowings: Content, Activities, Outcomes (Moran, 2001, 18)  

 Moran (2001, 18) claims that the cultural knowings may be addressed distinctly and 

effectively as a way of associating content and procedures in teaching culture. Students can be 

encouraged to concern about any one of the dimensions mentioned. He, nevertheless, suggests 

that the cultural knowings should be included in the experiential learning cycle which is suitable 

for relationship and ordering among them. In addition to that, it also organizes them all 

considering the learning from experience.  

 Various means and methods can serve for teaching culture in the classroom. Moran 

(2001, 137) offers a basic framework for teaching culture and I would like to mention some of 

the points. He for example affirms that: 

- teaching culture involves guiding students across the experience in order to evolve 

cultural knowings,  
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- establishing the cultural experience includes connecting cultural content and the 

learning procedure over the four phases of the experiential learning cycle – 

participation, description, interpretation and response – as students proceed through the 

stages of the experiential learning cycle, they embrace cultural behaviours (knowing 

how), obtain cultural material (knowing about), explore cultural clarifications (knowing 

why), formulate individual answers (knowing oneself), and also develop skills as culture 

students (personal competence),  

- the experiential cycle demarcates language-and-culture content, tasks, and conclusions. 

Each of the four stages – participation, description, interpretation, response – handles a 

distant feature of culture and learning.  

- to integrate in each of the stages, students adopt the language-and-culture of 

cooperation, expression, interpretation, and feedback,  

- the teacher has to determine culture learning conclusions and for each phase of the cycle, 

one has to choose and construct specific content fields, learning activities with possible 

outcomes. However, learners are employed in different tasks,  

- one must be aware of the fact, that every learner experiences the learning of culture in 

a different, individual way,  

- while teaching particular stage, teacher needs to play various roles. Elected roles are 

consequent from various teaching strategies and require different view or attitudes.  

- not only students but also teachers must be learners of target culture. It is necessary that 

they participate in the same cultural experience they offer to their students during 

classes. These experiences help teachers to understand the culture of the students in their 

classes, and can guide them to undiscovered zones regarding their own culture learning.  

 The table 3 below combines the cultural knowings and teacher roles according to 

Moran (2001, 139) with content, language function, activities, outcomes, and teacher role. I 
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will be working with the table in practical part, in chapter 6 (page 51), which focuses on the 

content of four cultural knowings included in specific activities.  

 Content  Language 

function  

Activities  Outcomes  Teacher role 

Knowing 

how 

Cultural 

practices  

Participating Developing 

skills  

Cultural 

behaviours 

Model 

coach  

Knowing 

about  

Cultural 

information  

Describing  Gathering 

information  

Cultural 

knowledge 

Source  

resource  

arbiter  

elicitor 

Knowing 

why  

Cultural 

perspectives  

Interpreting  Discovering 

explanations  

Cultural 

understanding  

Guide  

co-researcher  

Knowing 

oneself 

Self  Responding Reflection  Self-awareness 

Personal 

competence  

Listener 

Witness  

Co-learner 

Tab. 3: Cultural knowings – content, activities, outcomes and teacher roles  
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3.2 Intercultural competence  

 It is complicated to define precisely intercultural competence although many have 

suggested various definitions. Johnson and Rinvolucri (2010, 15) state, that intercultural 

competence is our capability to comprehend and function in different culture. Basically, it is 

the student’s ability to function appropriately in the target language They also point out that 

there is an effort from various institutions and scholars, in some way, determine and rate ones’ 

intercultural competence (Johnson and Rinvolucri, 2010, 15).  

 Cultural competence initiates the growth of personality and also guides learners to be 

aware of the identities of other people they interact with and help them discover it. (Cortazzi 

and Jin, 2006, 219) Valdes (1988, 49) declares that the basic feature of intercultural competence 

is of course understanding similarities between two or more cultures; however, it also includes 

a recognition of the ideas in which cultures differ one from another. The comparison of other 

language and culture in second language learning provides great perspectives and better 

understanding of background of other culture for the teacher. However, one cannot learn 

everything about the target culture so that basic stereotypes are taught. Any study of a culture 

must present the majority of theories, customs and forms, even though exceptions exist. For 

example, a subculture of blacks in the United States. She underlines (1988, 49) that it is a 

delicate to make presumptions about a community or culture on the basis on our knowledge of 

general culture.  
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3.3 Roles of textbook 

 In the Czech Republic, English textbooks play a main role in teaching language and 

are widely used in classes, and they are considered to be the core source of teaching English. 

 According to Cortazzi and Jin (1999, 199) a textbook can have a function of:  

- a teacher, a map, a resource, a trainer, an authority, a de-skiller, an 

ideology. 

 The roles listed above can be classified as a minimal framework for an analysis, though 

it is possible to analyse EFL textbooks and their functions on several different levels. A 

textbook can play role of a teacher in the way that it provides direct information about English 

speaking culture to students. A lot of teachers assume that a textbook would include everything, 

however, EFL training courses affirm that textbook should be used as a resource and 

suggestions of activities. Teachers will select suitable activities but they do not need to employ 

them all. They are recommended also use other complementary material in classroom. A 

textbook, nevertheless, prevails as the dominant resource for teaching foreign language. It can 

also function as a map providing summary on the activities, topics and aims about the course. 

Teacher’s book is a trainer for teachers who just began with teaching. It provides the detailed 

instructions and explanations which might be helpful. Besides, teachers can learn from it as 

well as students. Textbook is taken as an authority, since it is written by specialists in the field 

so it is also reliable. The cultural information is taken as major factor; however, it is sometimes 

incorrectly regarded as a correct or the only one. The textbook is de-skiller. It consists of critical, 

creative, and interpretative content. Eventually, the textbook may be assumed as ideology, in 

terms of reflecting a cultural organization and view of the world. The factors influencing a 

creation of a textbook are for example the home country or business interests (Cortazzi and Jin 

1999, 199).  
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Practical part  

4 Methodology  

 For an analysis of a cultural content, I choose Project 1 and Project 3 students’ books 

Fourth edition. I did not choose Project 2, because I wanted to have a bigger difference for 

comparing, regarding the level of English. My choice is based on a diploma thesis of 

Schmidtová (2017, 39) “Comparative Analysis of English Language Textbooks for Lower 

Secondary Schools in Terms of Fulfilling the FEP EE”. Her study compares various English 

Textbooks used in the Lower secondary. She sent her questionnaires to 117 schools and she 

acquired 100 questioners with answers. The question I am most interested in and on which I 

based my choice is: “Which books do you use for teaching English at present?” As seen in a 

table 4, the majority of responders use Project; 82 responders out of 100, which also means 82 

% of the responders.  

 However, not all the teachers are enabled to choose the textbook according to their 

preferences, and the one which they would like to be working with, so there was another 

question in the research: “Which textbook do you personally prefer?” It is understood from the 

content of table number 5 bellow, that the majority of teachers prefer Project. As the main 

reasons, the number of 19 of respondents just answered that Project textbooks are simply 

satisfactory for them without mentioning any specific reasons. Other frequent responses were 

that teachers appreciate the meaningful structure and coherence (17) and that textbooks 

incorporate up to date information and modern topics (17 responses). Furthermore, 16 teachers 

answered that they preferred particular textbook because it includes complementary materials. 

(Schmidtová, 2017, 39). She points out (2017, 40) that some of the respondents (7), however, 

are not enabled to choose the textbook themselves, because the school decides about it for them, 

or they never had an opportunity to work with a different one (3).   
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Name of textbook  Which English textbooks 

did you use in the past?  

Which English textbooks 

do you use now?  

Angličtina pro X ročník 2 1 

Angličtina Way to Win  9 1 

Challenges  2 1 

Chit Chat  23 5 

Complete Key 1 1 

Complete PET 1 0 

Discover English  1 0 

Enterprise 1 0 

Happy Earth 4 0 

Hot Spot  6 4 

Incredible 5 0 1 

Messages 8 6 

More! 3 0 

New Chatterbox 15 2 

New English for You 8 1 

New Challenges 1 0 

Project 89 82 

Start with Click New 5 2 

Your Space 5 7 

Other  9 4 

Tab. 4: Textbooks that teachers used in the past and in the present (Schmidtová, 2017, 39)2 

Which textbook do you prefer for teaching?  Number of answers 

Project 81 

Your space 5 

Messages 3 

Face 2 Face 1 

Straightforward 1 

Headway 1 

Challenges 1 

Angličtina pro X ročník  1 

Happy street  1 

Angličtina pro 3. ročník 1 

Start with Click New 1 

Chit Chat  1 

Hot Spot 1 

Other  5 

Tab. 5: Personal preference of the textbook 

  

 
2 Tables number 4 and 5 are translated and adopted from Schmidtová (2017) 
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4.1 Description of textbooks 

 Mentioned textbooks (Project 1 and 3) were written by Tom Hutchison, who is an author 

of bestselling English language courses for teenagers and young adults. Textbooks were 

published under the Oxford University Press and are, as the survey confirms, plentifully used 

in Czech primary schools’ English classes.  

 Project fourth edition textbooks targets on young learners between 10 – 14/15, and it is 

a five-level course. The main aims of Project fourth edition are to broaden student’s knowledge 

from beginner to intermediate level and, to activate English in the class with organised learning. 

It incorporates the most modern approaches in teaching language with the traditional ones. It 

encourages project work, learner development, a task-based methodology, scale of cross-

cultural topics, role playing and more, while implementing adequate framework of grammar 

and practice of vocabulary and grammatical structures. The textbooks contain a solid cultural 

focus, which gives the students an opportunity to relate language and life. Cultural background 

is widely presented regarding both Britain and other English-speaking countries and learners 

are being asked to discover differences and critically compare them with their own cultural 

environment (Hutchison, 2013, Ti).  

 Project 1 and 3 consist of: Student’s Book, Workbook, Teacher’s book, Class CDs and 

Classroom Presentation Tool. In contrast to the previous editions of Project, this one is 

accompanied with a DVD, which complements the culture pages of the course in the sense that 

students can play it at home or teacher can play it during the class, and enrich the 

reading/listening activity with visual picture. It can also be used separately to review and widen 

what has been previously taught. As mentioned above, in the analysis, I will be focusing on the 

Student’s books, because it contains the cultural page. Workbook does not include such page I 

need for my research. Each unit of the book includes an English across the curriculum page, a 

revision page, a project and a song. It also has a whole culture page, which I will be most 
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interested in, however, one can encounter a cultural content not only on the culture page, as 

mentioned, but also across the whole textbook (Hutchison, 2013, Tii).  

 As the table number 6 and 7 show, Project 1 and 3 each has 6 units accompanied with 

a topic, of course. However, the topic of the cultural pages is different from the topics of whole 

units. It can be, therefore, taken and analysed separately as it has not much of context and 

connection.  

 Cortazzi and Jin (2006, 199) affirm that it is common that textbooks include the 

cultural topic in the summary of the contents, which is also a case of Project 1 and 3. As evident 

from the two tables above, both textbooks have broad scale of topics that are discussed in 

cultural pages. In all of the cases, topics of cultural pages differentiate from the topics of units.  

Unit  Unit topic  Culture page topic 

Unit 1 Introduction  Names  

Unit 2 Friends and family  What’s your address?  

Unit 3 My world  Schools in England and Wales 

Unit 4 Time  Sport  

Unit 5 Places   An English town  

Unit 6 People  People  

Tab. 6: Project 1 – List of units with their topics and culture page topic.  

Unit  unit topic  Culture page topic 

Unit 1 My life Families 

Unit 2 The future  Transport 

Unit 3 Times and places  Britain 

Unit 4 Cities The Big Apple 

Unit 5 Experiences  Heroes and heroines  

Unit 6 What’s up?  Signs 

Tab. 7: Project 3 - List of units with their topics and culture page topic.  
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4.2 Checklists 

 Common part of ESL and EFL teacher training is learning how to evaluate materials. 

This process frequently includes an analysis of textbook in the way of putting it against 

precisely compiled checklist (Cortazzi and Jin, 2006, 201). That is exactly what I did in my 

research, however, in order to analyse the data, the checklist was defined. There are plenty of 

checklists, thanks to the wide scale of specialized literature available. On the other hand, it is 

challenging to find the ones, that concentrate on the cultural content.  

 Cortazzi and Jin (2006, 202) introduce Byram’s list (figure 2), 3which concentrates on 

evaluation of cultural content. In his system of evaluation, he explores the manner and scale in 

which workbooks intercorporate an attention on each of the fields. Furthermore, Cortazzi and 

Jin (2006, 202) mention other important criteria in which they declare, for example that when 

evaluating of cultural content, one (or the checklist) should provide updated accurate 

information, initiate cultural awareness, and deliver realistic picture. And then, evaluating 

should be unprejudiced and not include ideological tendencies. Textbook should more likely 

present the information in context than just isolated facts and it should do that explicitly 

connecting historical context with modern culture. It should be clearly recognizable how 

personalities are made of the influence of their age (Cortazzi and Jin. 2006, 202).  

 
3 Byram, Michael. 1993. Language and Culture Learning: The Need for Integration. 

Frankfurt am Main. 3 – 16  
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Figure 2: Textbook criteria for evaluation according to Byram, cited in Cortazzi and Jin (2006, 

203)  

 Cortazzi and Jin (2006, 204), who analysed a range of textbooks assess, that they are 

based on assumption, that the culture presented in a textbook will be the target one, that the 

subject of cultural identity (such as social class, minorities, regional identity) is not problematic. 

(I will evaluate this aspect in chapter 5, where features found in Project 1 and Project 3 are 

discussed.) They also point out that the content of examined textbooks is constructed from the 

explanatory point of view (knowing that) instead of procedural knowledge (knowing how) or 

improvement of intercultural competence. Some textbooks are being published at a national 

level so it is more likely that they reflect the source culture in lieu of the target culture (however 

this is not the case of Project series). The main reasons for this are first, that students need to 

be able to talk about their country and its culture with foreigners, and second, that involving the 

national culture in textbooks is advantageous for realization of their own cultural identification. 
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For example, during postcolonial times, it was significant for many African countries that ELT 

workbooks incorporate national cultural awareness (Cortazzi and Jin, 2006, 205).  

 Cortazzi and Jin (2006, 208) demonstrate that there is a significant number of 

textbooks focusing on target cultures, mainly because the market asks for it. Gender, race, 

environmental and cultural problems are nowadays bestselling topics and authors often promote 

them.  

 As stated above, it was not necessary for me to create brand new checklist as there is 

a sufficient amount of literature disponible. The main source for the analysis was the checklist 

according to Byram, cited in Cortazzi and Jin (2006, 203). I enriched this core checklist of 

various more aspects. I added the most repetitive activities centring their attention on cultural 

knowings (Table 11) with the combination of five dimensions of culture (Figure 1) with a 

description of concrete activity, however in order to evaluate these aspects properly, new table 

was created (table 12)  
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5 Cultural evaluation of the textbooks 

 The table number 8 describes the cultural evaluation of textbooks Project 1 and Project 

3. The data was employed from the figure 2 in the previous chapter number 4.2. The checklist 

contains all the aspects for the cultural evaluation in chapters 1 – 6 from both Project 1 and 

Project 3.  

textbook 

- unit  

interaction beliefs 

and 

behavior 

social 

institutions 

socialisation history geography stereotypes 

Project 

1 - 1 

informal no no friends no no yes - names 

Project 

3 - 1 

informal no no family no no yes - typical 

family 

Project 

1 - 2 

formal no no no no no no 

Project 

3 - 2 

informal no no no no no yes - transport  

Project 

1 - 3 

informal no school school no no yes - typical 

school  

Project 

3 - 3 

informal no no no yes - 

Britain, 

important 

dates  

Yes – map 

of the UK 

yes - flag, map 

Project 

1 - 4 

informal no no no no no yes - typical 

sports for USA, 

Canada and UK 

Project 

3 - 4 

informal no no no Yes – 

dates, 

events 

yes - USA 

- New 

York  

yes - New York 

Project 

1 - 5 

informal no no no no yes - town 

in Britain 

no 

Project 

3 - 5 

informal no no no yes - 

historical 

figures 

yes - 

names of 

places  

yes - national 

heroes and 

heroines 

Project 

1 - 6 

informal no no no no yes - 

different 

cities  

yes - 

multiculturalism 

in Britain 

Project 

3 - 6 

informal no no no no no yes - signs  

Tab. 8: Cultural criteria for evaluation 

 In all the units in both textbooks, the interaction is informal, except of the one with a 

topic “What’s your address?”. What is meant by an informal interaction is, that the text does 

not include or cover legislative or administrative topics, for example: how to write a formal 
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letter, or how to fill in applications, etc. The majority of units does not involve such topics, 

indeed. However, the analysis proved a formal interaction on the culture page number 2 of 

Project 1 which focuses on writing the address correctly.  

 According to figure number 2, the expression “belief and behaviour” includes moral 

and religious beliefs and daily routines. No such topics were found in the cultural pages. For 

younger learners, it is not necessary to go into such difficult topics as religious or moral beliefs.  

 Social institutions are not mentioned as well, except for unit 3 of Project 1, where the 

culture page is dealing with a topic of schools. This theme is update to learners and they can, 

and they should, easily associate with it.  

 In Socialization, typical aspects of life cycle are included, such as schools, families, 

employment, etc. In project 1, the research proved 3 cases in which socialization occurred. In 

project 3, however, were not found such topics.  

Socialization - Project 1 Number 

no 3 

school 1 

family 1 

friends 1 

In total  6 

Tab. 9: Socialization in Project 1  

 Only Project 3 deals with topics of History. In 3 (cultural pages number 3, 4 and 5) out 

of the six cultural pages mention historical aspects or facts. Two of them are connected to the 

realia; it is a matching of historical dates with a correct name, city and country, on cultural page 

number 3, and some historical facts about New York on cultural page 4. And one is associated 

with important dates (famous battles, death, length of governing) connected to heroes and 

heroines in the United Kingdom  

 The next cultural aspect which I will comment is Geography. As seen from the figure 

9 and 10, there is no such a difference in involving geographical content into the Project 1 and 
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Project 3. However, the culture pages of Project 3 involved the information about geography 

more often, in 50 percent of the cases, in other words in 3 pages out of 6. On the other hand, in 

Project 1 only 2 pages that talk about geography were found. The most repetitive types of 

information were similar in both of the textbooks: Names of the places (for example in culture 

page “The Big Apple”), working with a map (for example: on the culture page number 6 of 

Project 1, students were asked to search for the places mentioned in the text).  

 
Figure 3: Percentage of geography in Project 1 

 
Figure 4: Percentage of geography in Project 3 

4; 67%

2; 33%

Aspects of Geography in Project 1

no

yes

3; 50%3; 50%

Aspects of Geography in Project 3

no

yes
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 However, regarding stereotypes, one can see from the figure number 11, that 

textbooks include them in the majority of cases, only two units (unit 2 from Project 1 and unit 

5 from Project 2) do not cover such topics. As Valdes (1988, 49) claims, it is suitable to teach 

rather generalities and universal observations even though not everyone from the culture can fit 

into them. And that is basically the aim here. It is important for young learners to obtain general 

knowledge about the target culture and therefore, it is fundamental to teach them general topics.  

 
Figure 5: Percentage of stereotypes in Project 1 and Project 3 

 To sum up, it is advantage, when a cultural page involves more than just one aspect of 

cultural content listed above, because it is possible to connect more cultural evaluation points 

into one topic on a cultural page. Therefore, I would like to highlight few cases from the table 

8. To begin with culture page number 3 from Project 3, it consists of an information about 

history (important dates), geography (a map of the United Kingdom), as well as stereotypes 

(flag, map). Very similar case is also the next cultural page, number 4, with a topic “The Big 

Apple”. The structure and content of the two mentioned pages are quite identical, the only 

difference is, that “The Big Apple” cultural page does not involve a map. However, we can find 

2; 17%

10; 83%

Stereotypes in Project 1 and Project 3

no yes
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there an information about history (dates, important events), geography (e.g.: names of city 

parts), and also stereotype (New York).  

 We can say that culture pages in Project 1 are more likely to target on stereotypes, as 

just acquaint learners with the culture, however in Project 3, author strayed into more details 

and intercorporated information about history, realia and geography besides only stereotypes.  

5.1 Explicit versus Implicit 

 Surprisingly, no differences were found regarding explicit or implicit teaching. As 

seen in the graphs (figure 3 and figure 4) bellow, every culture page from both examined 

textbooks transfers the cultural information explicitly. Generally, this is a common 

phenomenon of more textbooks than only this one. One often encounters rather explicit than 

implicit content in textbooks, and Cortazzi and Jin (2006, 217) believe that explicit way of 

teaching might help learners to understand and realize better the target culture.  

 

Figure 6: Summary of explicit/implicit cultural content in Project 1 

explicit

100%

Are cultural pages implicit/explicit?
Project 1  
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Figure 7: Summary of explicit/implicit cultural content in Project 3 

5.2 Social identity group 

 In the research, specific identification of social class was not found, which is positive, 

because a textbook or lecturer should not bring a social class differentiation into classes. We 

could generally say that textbooks are not specifically focused on ethnic minorities, social class 

and regional identity issues. Project 1 and Project 3 are trying to be neutral in a matter of these 

topics and offer general perspectives to students, however they mention that Great Britain is a 

multicultural country and prepare students for this fact (Project 1, culture page number 6). 

Project 3 mentions cultural class identity (in particular on the cultural page number 1) where 

they give an example of a typical British family of the 21st century. That’s why I classified it as 

‘yes’ once. They also suggest a pre-listening/reading activity which is speaking about a typical 

family of the source culture. I have not found any other definite examples of social class identity 

or ethnic minorities.  

explicit

100%

Are cultural  implicit/explicit?

Project 3
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Figure 8: Social identity/groups in Project 1  

 
Figure 9: Social identity/group in Project 3 

5.3 Types of activities 

 It can be seen from the data in table 10 below, that the main activities of cultural pages 

in both Project 1 and Project 3 apply quite similar types of exercises. What emerged from the 

table is, that the most repetitive activity is comparing. In detail, comparing an element of the 

target culture, with an element of a students’ resource culture. For example, in the first cultural 

page of Project 1 with topic “Names”, students are asked to compare the forms of full names to 

5; 83%

1; 17%

Social identity/groups - Project 1

no

yes

5; 83%

1; 17%

Social identity/groups - Project 3

no

yes
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the names in their country. Mentioned phenomena of comparing is widely used in the 

classroom, because it is communicative and in the same time, students review an acquired 

information. This culture teaching approach is called Culture capsule strategy. The principal 

core of this strategy is a short explanation of a concrete aspect of culture, which is implemented 

into contrast between the student’s and the target culture and discussed and compared 

afterwards. The significant feature of the Capsule strategy is an oral presentation. The major 

benefits of this approach are, firstly, its practical usage in the classroom and compactness, and 

secondly, that students are participating in the action and they can become aware of the basic 

principles of both, their own and the target culture (Ridhah and Fatin, 2017, 11).  

activity quantity 

answering questions  1 

asking address 1 

comparing 4 

complete the chart 2 

talk about 2 

working with map  1 

write about your country 1 

number of cultural pages 12 

Tab. 10: Types of activities in textbooks 

 Now, I would like to focus on one interesting fact from the table 10. There is an 

activity, which is included in the cultural page number 6 from project 1, where it is suggested 

that students work with a map on pages 82 and 83 (Figure 7 and Figure 8) and find the countries 

related to the reading-listening part. As mentioned in the chapter 5.1, activities in both textbooks 

are predominantly explicit, so I would like to suggest that this activity might be converted into 

rather implicit exercise in the way that teacher might use it as a pre-reading-listening activity. 

Students could search for the countries before the reading/listening activity, which might raise 

their interest about the topic itself.  
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Figure 10: Picture of a map on the page 82, Project 1 

 
Figure 11: Picture of a map on page 83, Project 1 
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5.3 Visuals 

 Kasmaienezhadfard, Pourrajab, and Rabbani (2015, 84) mention that a considerable 

number of scholars have reminded the importance of implying images in the textbooks on 

student’s motivation and creativity. Usually, pictures do not cover the whole topic, but they 

encourage students to focus better on the experience and motivate them to read the connected 

text. Their function is to raise student’s interest about the topic or clarify it, if it is too 

complicated. They can serve as a preparation for the main activity; pictures can indicate, for 

example, what will happen in the future, outline places, or past events. Students often wish to 

see a picture in the textbooks because via visuals they are able to adapt to a new knowledge and 

topics better, and it is less complicated than words. An advantage is, that learners often associate 

pictures with images or situations with experiences form their own life and with help of that, 

they connect the meaning with already existing patterns. 

 Both Project 1 and Project 3 fulfil these requirements sufficiently in 100 % (Table 14 

and Table 15). The number of pictures is more visible in Project 1, mainly because it is supposed 

to be lower level of language than in Project 3. Therefore, the readings/listening texts are shorter 

and there is a bigger space for pictures and other visuals. However, Project 3 definitely does 

not stay behind. Even though the texts are slightly longer, as it is higher level of language, there 

are still plenty of visuals to complement the texts and leave a space for students to develop their 

imagination.  

Project 1 Visuals  

yes 6 

In total 6 

Table 11: Visuals in Project 1 

Project 3 Visuals 

yes 6 

In total 6 

Tab. 12: Visuals in Project  
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6 Cultural knowings with focus on the 5 dimensions of culture 

included in Project 1 and Project 3  

 The aim of this chapter is to find out which activities prevail in each cultural page and 

to put them into the categories discussed in detail in chapter 4, according to Moran (2001, 15). 

The examined cultural knowings are: knowing about, knowing how, knowing why, knowing 

oneself. Furthermore, I will be also working with table number 2 which includes the information 

about the five dimensions of culture, which are: products, communities, perspectives, persons, 

practices (described in chapter 2.2). I would like to point out that one culture page can fall into 

more than one category. I will not discuss the teacher roles, as this thesis mainly focuses on the 

cultural content in the textbooks, rather than roles of a teacher, which were, however, briefly 

commented in chapter 2.2. For that reason and also for a better orderliness, I removed the 

column about the teacher role and placed the updated table number 13 bellow (page 50). The 

Table 14 contains an overview of activities that predominate on every culture page, in concrete 

textbook unit. I will comment on them in detail.  

 In the unit 1 culture page of project 1, one can see an activity targeting on knowing 

why, because the main objective of this cultural page is to listen/read for the new information, 

and mainly to compare (table 14), which is the main concept of knowing why (contrasting the 

student’s culture with the target one) So, as mentioned in the table 2, the cultural page targets 

on cultural perspectives (names), which falls under the knowing why category, as already 

mentioned. However, knowing why is combined with another interaction – knowing about, as 

the unit 1 informs readers about the cultural information (products – specifically names). It also 

targets on knowing how, because again, its topic are names, which can be classified as cultural 

practices.  

 Similar case is shown on the cultural page number 6 of the Project 3, where the main 

activity focuses on comparing the signs students see with the ones in their country – this culture 

page also contains all the three mentioned interactions: knowing why, as it is interpreting a 
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cultural perspective (signs) by discovering explanations, knowing about in the sense that it is 

describing a cultural information (products – signs) which provides the cultural knowledge as 

an outcome, and knowing how, because the content is also a cultural practice (signs) and 

students are actively developing their skills about the topic by participating (concretely 

comparing) in the interaction.  

 Another example of comparing the two cultural elements, knowing why, is in on the 

first culture page of Project 3. The topic “Families” directly conducts (by asking questions) 

the teachers to include a comparative pre-listening/reading activity and this is such a case. 

Students answer the questions about their family background information – communities and 

persons (which targets on their source culture) and then they compare the facts with 

reading/listening of what a typical British family looks like by interpreting the information 

about the target culture. In contrast to the two previously mentioned units, this one does not 

include knowing how. No cultural practices such as techniques, abilities, touching, behaviours, 

activities, looking or saying were defined in the content. In the other hand, the strong focus is 

put on the knowing about. It describes a cultural information about a British family 

(communities and persons) by employing all the skills: speaking, listening, reading, and writing. 

The outcome is the cultural knowledge of the topic “Families”.  

 Similar topic (Schools) including identical speaking activity (comparing) as in the 

cultural page number 1, Project 3 is also discussed on the cultural page number 3 of Project 

1. Thus, both first culture pages of both textbooks develop the knowing why and knowing 

about framework.  

 To also mention some different examples, I would like to comment on the culture 

pages number three and four from Project 3 and number five from Project 1. The pages are 

quite similar, in the sense that they all contain information about realia, and target on products 

that have not yet been mentioned – places. For example, on culture page number 3, with its 
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topic “Britain”, it is obvious from table 14 bellow, that there is also such an activity that targets 

on comparing of two cultures (knowing why), however not via speaking (as in previous cases), 

but by writing about. Furthermore, the knowing about is strongly recognised. The activities 

gathering cultural information not only about places, but also about significant historical figures 

(persons) and dates are mentioned. The outcome is mainly cultural knowledge. In this sense, 

cultural page number 4, project 3 and cultural page number 5, Project 1 are similar, informing 

about cultural products - places, dates, historical events – Knowing about. However, in the 

case of cultural page number 4 (Project 3) on the contrast to the page number 3 from the same 

textbook, it does not include a comparing activity. This cultural page only covers one culture 

knowing.  

 Culture page number 2 of Project 1 can be classified as a rich in content of cultural 

knowings and interactions between the five dimensions. The research proved that it focuses on 

Knowing about, as discussing the practices (addresses, writing short form of address) and not 

only this. It contains also the information about famous persons and products (places – streets, 

house, museum) As mentioned in chapter 2.2 (page 13) these can be classified as actions 

(writing address correctly) produced by members of a culture and they also include the 

appropriateness. These features are fulfilled in this particular culture page. Knowing why is 

also presented regarding culture page number 2. Student’s task is to compare the form in which 

an address is written in their country and in Great Britain.  

 The biggest number of cultural dimensions (4) was found on the cultural page number 

4 of Project 1. The topic “sport” covers: Products, perspectives, communities and persons. 

Occurrence of practices, unfortunately, was not proved. As it contains four dimensions, it is 

obvious that the cultural page develops skills in knowing about. The comparison of the source 

culture and the target one was also found out, even, the two target cultures are compared in the 

reading/listening activity. The United States of America and Britain. We are dealing with 

knowing why, when comparing of two (or more) elements.  
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 The last culture page (number 6) from Project 1, is focusing mainly on the two 

dimensions – persons and communities which we can intercorporate into knowing about. The 

text describes various representatives (persons) of communities living in Great Britain. In the 

other hand, we can also find there an information about another type of product – places. And 

again, knowing why is also presented as a speaking task, which requires to answer the questions 

about people from different countries in the student’s source culture. Mentioned cultural 

knowing interaction is also presented in cultural page number 2 of Project 3 and again, by 

comparing. Now, however the activity is suggested as a homework, because students must find 

some interesting facts about transport in their country. It further develops the topic of products 

– transport and places (knowing about).  

 Content  Language 

function  

Activities  Outcomes  

Knowing 

how 

Cultural 

practices  

Participating Developing 

skills  

Cultural behaviours 

Knowing 

about  

Cultural 

information  

Describing  Gathering 

information  

Cultural knowledge 

Knowing 

why  

Cultural 

perspectives  

Interpreting  Discovering 

explanations  

Cultural 

understanding  

Knowing 

oneself 

Self  Responding Reflection  Self-awareness 

Personal competence  

Tab. 13: Cultural knowings – content, activities, outcomes and teacher roles 
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textbook unit speaking listening reading writing read and listen 

Project 1 1 compare compare compare short forms compare 

Project 1 2 compare, answer 

quetions 

complete the 

chart 

complete the chart short forms complete the chart 

Project 1 3 compare For detail Answer questions make a 

chart, 

compare 

questions 

Project 1 4 answer questions complete the 

chart, compare 

complete the char, 

comparet 

complete 

chart, 

compare 

complete the chart 

Project 1 5 drilling words, talk 

to partner 

for detail  match, T/F 

Questions 

no match, T/F Questions 

Project 1 6 no for detail  for detail  no complete the chart 

Project 3 1 answer questions 

about typical family 

in your country = 

compare 

complete the 

chart 

Compare two 

families  

write about  Compare  

Project 3 2 warm up with 

pictures 

for detail  complete the chart 

+ T/F questions  

Hw - 

compare 

with your 

country  

complete the chart 

Project 3 3 no comprehension match + find 

specific 

information 

write about 

your contry 

match + find specific 

information 

Project 3  4 answer questions questions questions suggested as 

HW 

questions 

Project 3  5 no match  match  suggested as 

HW 

match  

Project 3 6 compare Match  match  no match  

Tab. 14: Learning activities in Project 1 and Project 3  

 The outcome of this chapter was to evaluate the cultural pages from the cultural 

knowings perspective, with further focus on the five dimensions of culture. It was proved, as 

said in chapter 2.2, that the five dimensions are in the interaction one with another, which the 

research proved to be a copybook example, as there is always more than one dimension in 

interaction with another one.  

 Any knowing oneself interaction was found in the analysis, mainly because according 

to Moran (2001, 16) (page 23 of this thesis) it targets on the individual behaviour, mimics, 

feelings, opinion, values and ideas, which requires a face-to-face contact for one to evaluate it 

or assess it. 
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7 Conclusion  

 The aim of the bachelor thesis was to evaluate the cultural content in elected textbooks 

for Lower Secondary Schools. The studied aspects were the cultural topics and exercises, 

cultural knowings, and five dimensions of culture. In the theoretical part, basic definitions were 

given, as for example: What is culture or how it is learnt and taught.  

 It was found out that the textbooks are alike in many aspects and activities are 

frequently repeated and modified but the outline and basis remain the same. Also, the design 

and visual aspects are very similar, because the subjects of the study were two textbooks from 

the same collection.  

 The examined textbooks contain a sufficient number of visuals, which help students 

to develop their imagination, motivation, and creativity. Although pictures co not cover the 

whole topic, they encourage students to focus better on the written text and help them to clarify 

the topic, for example, what will happen in the story, or outline the places and historical events.  

 It has been classified as positive that textbooks are covering a broad scale of topics of 

cultural aspects and there is always a different topic in each cultural page. On the other hand, 

as discovered in chapter 5, although Project 3 is subsequent to Project 1, no repetitive topics, 

which would develop vocabulary or further cultural knowledge were found. The topics are 

always different and target on various cultural content 

 The checklists proved that both textbooks are avoiding the ideological tendencies, 

however, develop widely stereotypes connected to English speaking countries. As Valdes 

(1988, 49) claims, it is suitable to teach rather generalities and universal observations even 

though not everyone from the culture can fit into them. The textbooks inform about the topics 

rather explicitly, than implicitly and they provide the information in context, often comparing 

with the source culture. Unfortunately, Project 3 does not include any similar topic as Project, 
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which means that it does not widen any topic concerning the vocabulary or higher language 

level of particular topic.  

 It was confirmed that both textbooks contain all the five dimensions of culture which 

are in the interaction one with another, and three out of the four cultural knowings. The 

“knowing oneself” could not be constructively judged, as this interaction is happening mainly 

during the classes.   
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