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Foreword

This book is part of the cultural turn in language teaching, which has
taken place since the 1980s in various forms in different parts of the
world. A common point of departure has been the assertion that
foreign language teaching should not only focus on language (and/or lit-
erature at later stages), but also include a cultural dimension in a broader
sense. Language teaching should demonstrate that there are connections
between language and culture.

Foreign Language Teachers and Intercultural Competence is the result of a
large empirical investigation that seeks to explore the cultural dimension
in terms of intercultural communicative competence (of teachers and lear-
ners). In so doing, it positions itself among the approaches that have been
developed in the European context, especially through the multifaceted
work of Michael Byram. The main point of departure of this approach
is the conviction that language teaching has two sides: a language side
and a culture side, and that one of the greatest pedagogical challenges
consists in integrating these two sides so that students get a sense of
their interconnectedness. The approach is characterized by a dualism
and an assertion of an intimate relationship between the two. Such com-
pounds as the following are typical: language-and-culture, language-
culture, culture-and-language, and as pointed out below, this is a way
of thinking which is becoming familiar to language teachers in schools.

There are also other ways of conceptualizing the relationship between
language and culture, the most important being the conviction that
language is culture, that the focus should be on defining and teaching
the cultural dimension of language itself, or of discourse. One example
is work with literature, which may be seen as working with language/
discourse as a cultural practice. Another example is the interest in defining
cultural areas of language use, such as politeness norms, and non-verbal
communication accompanying and enriching verbal communication.
These approaches do not base themselves on a language-culture
dualism, but prefer to coalesce language and culture into a single unity
dominated by language. It remains to be seen if language teachers also

vii
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take an interest in this way of conceptualizing the language-culture
relationship in their professional practice.

Furthermore, the book reports an investigation that focuses on inter-
cultural competence rather than cultural competence. Though there are
many ways of understanding these concepts, one possible distinction is
that cultural competence involves knowledge, skills and attitudes con-
cerning a specific cultural area such as that associated with (one of the)
target language countries, whereas intercultural competence involves
knowledge, skills and attitudes at the interface between several cultural
areas including the students’” own country and a target language
country. The development of intercultural competence is thus seen as a
process that includes the students” experiences and competencies from
their own cultural backgrounds, a process that allows them to reflect on
their own cultural assumptions as an integral part of the further develop-
ment of their skills and knowledge of the world.

Among the many players in language teaching and learning, the
authors of Foreign Language Teachers and Intercultural Competence have
chosen to focus on the teacher, and in doing that they highlight a
border area in the professional identity of language teachers. Though
more and more teachers see themselves as teachers of language and
culture (whatever the relationship), the education of language teachers
is often not organized in a way that helps them to accomplish this task
in a professional way. It is still mostly up to the individual teacher to intro-
duce elements of culture learning, or to develop the topics of textbook
materials, in a pedagogically satisfactory way that allows for discussion,
reflection and personal development. The book relates this issue to the
issues of teacher cognition in general: how do teachers think about their
own practice and about the preconditions for that? How can one describe
their metacognitive awareness?

The investigation is a quantitative, comparative study that comprises
questionnaire answers received during the summer of 2001 from
foreign language teachers in seven countries: Belgium, Bulgaria,
Poland, Mexico, Greece, Spain and Sweden. Thus it is a rather broad
investigation. There is no specific reason for the choice of countries; it is
the countries that the already existing network of researchers had
contact with. The basic unit of the comparative analysis is the individual
country, and the general purpose of the broad investigation has been to
find out if it is possible to describe an average profile for foreign language
teachers. Thus the aim is to define mainstream attitudes to the cultural
dimension of language teaching among ordinary teachers. The group of
researchers conclude that it is possible to define such an average profile.



Foreword iX

The book does not pretend to be a work about theory; the authors do
not, for example, delve into the complexities of the relationships
between language, literature, culture and globalization. The focus is on
data about how teachers perceive the cultural dimension of foreign
language teaching and learning, how they perceive their students’ knowl-
edge of and attitudes to target language countries, their reports on their
own teaching, the significance of study trips and exchanges, and their
own experiences with target language countries via travel and the use
of media of different kinds.

Foreign Language Teachers and Intercultural Competence thus provides a
good basis for the further development of this field of study with
regard to theories, methods and practices. The authors suggest in-depth
qualitative studies of teachers and their perception of their overall
situation, and they suggest innovations in initial and in-service teacher
education. The investigation gives rise to many interesting questions
that might be included in follow-up studies, such as: What are teachers’
attitudes to the aspects of intercultural competence that focus on critical
cultural awareness and the development of students as citizens
(Guilherme, 2002)? What is intercultural competence today, taking into
consideration actual political and cultural developments on the global
scene? What is the role of language learning for students’ (and teachers’)
general identity development in a complex world?

Last, but not least, this book is rewarding because teachers will be able
to recognize themselves in the results and in the discussions of them.
Because the researchers asked teachers questions that focus on the practi-
cal reality of their classes and on the concrete teaching and learning
processes and conditions, they received reactions that reflect everyday
perceptions of teachers located in the conflict between pedagogical
ideals and practical possibilities. The book thus gives us a picture of the
foreign language teacher that is both more concrete and more compre-
hensive than what we knew hitherto.

Karen Risager
Roskilde University, Denmark



Preface

This book results from an international research project, in which eight
researchers from seven different countries were involved. The data for
the project were collected in the course of May 2001. All researchers are
members of CULTNET, a network of researchers of interculture in
foreign language education (http://millennium.arts.kuleuven.ac.be/
cultnet). Lies Sercu (K.U.Leuven, Belgium) initiated and coordinated
the project. The other project partners were Ewa Bandura (Jagiellonian
University, Poland), Paloma Castro (University of Valladolid, Spain),
Leah Davcheva (The British Council, Bulgaria), Chryssa Laskaridou
(Directorate for primary education in Western Thessaloniki, Greece),
Ulla Lundgren (Jonkoping University, Sweden), Maria del Carmen
Méndez Garcia (University of Jaén, Spain) and Phyllis Ryan (UNAM:
Universidad Nacional Autonéma de México, México).

The cooperation has been a stimulating and exciting experience for all
of us. The book presented here is much more than a collection of individ-
ual papers. Though the different chapters in which we present our
research results have been jointly written by two researchers only, they
could not have been produced without the preparatory work of all
eight researchers involved in the project. In the first stage of the project,
each researcher collected the data on which these research results are
based in her own country and provided a description of these data.
These per country descriptions served as the basis for writing the cross-
country research reports presented here.

We want to express our gratitude to a number of people here. First of
all, we want to thank Mike Byram, who started CULTNET and who con-
tinues to be a source of inspiration for many of us. We are grateful for his
comments at intermediate stages in the research process.

We are much obliged to Jan De Baere, too, who helped us transform a
paper questionnaire into a web-based questionnaire, and who processed
the data for us.

We also want to thank the editors of the series in which this volume is
published, Alison Phipps and Mike Byram, for their valuable feedback
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and comments. We also want to thank the editorial staff at Multilingual
Matters for their professionalism and support.

Finally, our warmest thanks are due to the many others, who do not
appear as ‘authors’, but without whom the book and the project would
not have been possible: to the teachers who volunteered to take part in
the project. We hope we have done justice to their views.

Lies Sercu
Leuven, 1 May 2004






Chapter 1

Teaching Foreign Languages in
an Intercultural World

LIES SERCU

There is no doubt that we are living in times of great change. As we
educators prepare our students for the 21st century, we are aware of
many changes occurring globally. Population mobility continues through-
out the world at an all-time high in human history, bringing extensive
cross-cultural contact among diverse language and cultural groups.
Predictions focus on an increasingly interconnected world, with global
travel and instant international communications available to more and
more people. Businesses and professions seek employees fluent in more
than one language, to participate in the international marketplace as
well as to serve growing ethnolinguistic minorities living within each
community. Employers increasingly want their employees to be inter-
culturally competent. They want them to be skilful negotiators in increas-
ingly intercultural work situations.

Change is not exclusive or selective in terms of the sectors of society
which it affects. Industry, health, politics and business are affected, but
also education. In different parts of Europe, just as elsewhere in the
world, the presence of ethnic and linguistic minority children in
schools is becoming an everyday phenomenon. Policy makers include
intercultural objectives in curricula, and teachers find themselves
faced with the challenge of promoting the acquisition of intercultural
competence through their teaching. This is true for teachers of a diver-
sity of subjects. It is definitely true for teachers of foreign languages.
Foreign language education is, by definition, intercultural. Bringing a
foreign language to the classroom means connecting learners to a
world that is culturally different from their own. Therefore, all
foreign language educators are now expected to exploit this potential
and promote the acquisition of intercultural competence in their
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learners. The objective of language learning is no longer defined in
terms of the acquisition of communicative competence in a foreign
language. Teachers are now required to teach intercultural communica-
tive competence.

In this book, we report on a research project which focused specifically
on foreign language teachers’ perceptions regarding the teaching of inter-
cultural communicative competence in foreign language education and
on how current teaching practices in foreign language education relate
to those expected of a ‘foreign language and intercultural competence
teacher’ (FL&IC teacher).

Intercultural Communicative Competence in
Foreign Language Education

Being able to cope with intercultural experiences requires that a person
possesses a number of intercultural competencies and characteristics.
These characteristics and competencies have been identified as the will-
ingness to engage with the foreign culture, self-awareness and the
ability to look upon oneself from the outside, the ability to see the world
through the others’ eyes, the ability to cope with uncertainty, the ability to
act as a cultural mediator, the ability to evaluate others’ points of view, the
ability to consciously use culture learning skills and to read the cultural
context, and the understanding that individuals cannot be reduced to
their collective identities (see e.g. Sen Gupta, 2002).

In the literature on the subject, the intercultural experience tends to be
described as an uncomfortable one, requiring the revision of beliefs, con-
cepts and attitudes that one has hitherto taken for granted. The process
includes changes in attitudes, beliefs, identity and values (Berry et al.,
1992). It requires people to revise their social identity, to reconsider the
ideas they have held about out-groups, and to reconsider their position
towards these out-groups since they have now themselves become
members of the out-group. The range of feelings experienced varies
from anger and anxiety to excitement and relief. The emotions come
from many sources: fear of encountering something new, excitement at
the discovery of new and different ways of thinking, relief through self-
expression, anger that a deeply held belief may have been challenged.
The common factor is the element of surprise which is the cornerstone
of the intercultural experience. There are those who may respond with
envy or embarrassment, others with pleasure and appreciation. One of
the consequences of intercultural experiences may be that individuals
retrench themselves in their pre-exposure beliefs and resist attempts to
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Table 1.1 Components of intercultural competence

Knowledge Skills/behaviour Attitudes /traits
¢ Culture specific and ¢ Ability to interpret o Attitude to relativize
culture general and relate self and value others
knowledge Savoir-comprendre e Positive disposition
e Knowledge of self and |e Ability to discover towards learning
other and/or interact intercultural
¢ Knowledge of ¢ Ability to acquire new competence
interaction: individual knowledge and to Savoir-étre
and societal operate knowledge, ¢ General disposition
¢ Insight regarding the attitudes and skills characterized by a
ways in which culture under the constraints critical engagement
affects language and of real-time with the foreign
communication communication and culture under
Savoirs interaction consideration and
® Metacognitive one’s own
strategies to direct own |Savoir-s’engager
learning
Savoir-apprendre/
savoirs-faire

look at their own cultural systems from the point of view of ‘the other’.
They may experience a high level of what is called acculturative stress,
and experience feelings of marginality and alienation, identity confusion
and heightened psychosomatic symptoms, high levels of anxiety and
depression (Sen Gupta, 2002).

What, then, do people need to learn in order to be able to cope with
intercultural contact situations? In the context of foreign language
education, intercultural competence is linked to communicative com-
petence in a foreign language. Communicative competence refers to a
person’s ability to act in a foreign language in a linguistically, socio-
linguistically and pragmatically appropriate way (Council of Europe,
2001: 9). Intercultural communicative competence, then, builds on com-
municative competence and enlarges it to incorporate intercultural com-
petence. So as to clarify the concept of intercultural competence to
educators and teachers in the domain of foreign language education,
the knowledge, skills and attitudes which together make up intercultural
competence have been organized in a conceptual framework comprising
five savoirs (Byram, 1997). These five savoirs should not be considered as
isolated components, but rather as components that are integrated and
intertwined with the various dimensions of communicative competence.
Communicative competence itself can in fact be considered a sixth savoir,
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namely savoir communiquer. In Table 1.1, we present the different
components of intercultural competence under three main headings;
namely knowledge, skills/behaviour and attitudes/traits.

o The first savoir, savoirs with a plural ‘s’, constitutes the knowledge
dimension of the conceptual framework. It has been defined as
‘knowledge about social groups and their cultures in one’s own
country, and similar knowledge of the interlocutor’s country on the
one hand, and similar knowledge of the processes and interaction
at individual and societal levels, on the other hand’ (Byram, 1997:
35). These savoirs together constitute the frame of reference of the
people living (in) a particular culture. The words and gestures
which people use, the behaviours they display, the values they
believe in, the symbols they cherish, etc. are always culture-bound
and carry meaning within a particular cultural frame of reference.
Therefore, in intercultural communication it is important always to
be sensitive to potential referential differences. Apart from culture-
specific knowledge, the interculturally competent person also needs
to acquire a certain amount of culture-general knowledge, which
will allow him/her to deal with a large diversity of foreign cultures.

e Savoir-apprendre and savoir-comprendre together constitute the skills
dimension of the conceptual framework. Savoir-apprendre refers to
‘the capacity to learn cultures and assign meaning to cultural
phenomena in an independent way’ (Byram & Zarate, 1997:
241). Savoir-comprendre is related to savoir-apprendre, and refers to
the capacity to interpret and relate cultures. These two savoirs
are clearly in line with the answers that theorists of education
have formulated in response to the changing and expanding
nature of the world in which people will need the knowledge,
skills (and attitudes) to continue learning throughout their life-
time. Thus, the terms reflect constructivist theories of auto-
nomous learning, as they have been formulated in, for example,
Scardamalia and Bereiter (1991, 1994), Wood and Wood (1996) or
Richardson (1997).

e Savoir-faire refers to the overall ability to act in an interculturally
competent way in intercultural contact situations, to take into
account the specific cultural identity of one’s interlocutor and to
act in a respectful and co-operative way.

e Savoir-étre and savoir-s’engager are best considered together since
they refer to a general disposition that is characterised by ‘a critical
engagement with the foreign culture under consideration and



Teaching Foreign Languages in an Intercultural World 5

one’s own’ (savoir-s’engager) (Byram, 1997: 54) and “the capacity and
willingness to abandon ethnocentric attitudes and perceptions and
the ability to establish and maintain a relationship between one’s
own and the foreign culture (savoir-étre)’.

Foreign Language and Intercultural Competence Teacher

From the above descriptions of the intercultural experience, the inter-
cultural person and intercultural communicative competence in foreign
language education, it is clear that, in order to support the intercultural
learning process, foreign language teachers need additional knowledge,
attitudes, competencies and skills to the ones hitherto thought of as
necessary and sufficient for teaching communicative competence in a
foreign language. This insistence on the development of learners’ inter-
cultural skills, attitudes and knowledge requires a revision of profes-
sionalism in foreign language teaching. Teachers need an adequate
sociocultural knowledge of the target language community, frequent
and varied contacts with it and a thorough command of the pragmatic
rules of use of the foreign language in contexts that may be considered
to belong to their professional sphere (e.g. staying with a foreign col-
league to organise class exchanges and/or e-mail contacts). They under-
stand that cultural models differ and that they pervade our outlook on
life and communication with others. They are familiar with the levels of
communication (e.g. notions, speech acts, non-verbal communication) at
which intercultural misunderstandings may arise, and are able and
willing to negotiate meaning where they sense cross-cultural misunder-
standing. They define the objectives of foreign language education in
terms of language learning and of intercultural competence acquisition.
In addition, they are skilful creators of (cross-curricular) learning environ-
ments that promote their learners’ acquisition of intercultural communi-
cative competence. They can employ teaching techniques that promote
the acquisition of savoirs, savoir-apprendre, savoir-comprendre, savoir-faire,
savoir-s’engager and savoir-étre. They can help pupils relate their own
culture to foreign cultures, to compare cultures and to empathise with
foreign cultures’ points of view. They are knowledgeable about their
pupils” perceptions of and attitudes towards the foreign peoples and
cultures associated with the foreign language they teach. They are
willing to start from them when designing the learning process and
know how to choose input materials with a view to modifying any wrong-
ful perceptions learners may have. To that end, they know how to assess
learning materials from an intercultural perspective and how to adjust
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these materials should they not allow them to achieve the aims of inter-
cultural competence teaching. Next to being skilful classroom teachers,
teachers are able to use experiential approaches to language-and-culture
teaching. With respect to attitudes, FL&IC teachers ought to be favourably
disposed towards the integration of intercultural competence teaching in
foreign language education and willing to actually work towards achiev-
ing that goal. In sum, teachers of intercultural communicative competence
also need to be acquainted with basic insights from cultural anthropology,
culture learning theory and intercultural communication. They need to be
willing to teach intercultural competence and need to know how to do so
(Edelhoff, 1993; Felberbauer, 1997; Willems, 2000).

The above suggests an important shift in emphasis in professionalism
in foreign language teaching. Till recently, teachers could meet the
demand to broaden their pupils’ minds through familiarising themselves
with culture-specific information and passing that information on to their
pupils. The expectations in the intercultural domain currently voiced
towards foreign language teachers require them to acquire quite a differ-
ent and more substantial body of cultural knowledge and develop a range
of new skills that will allow them to promote their learners” acquisition of
intercultural competence.

The assumption seems to be that teachers are already moving in the
advocated direction and are willing to support the new objectives put
forward. Teachers are supposed to already have left the traditional
foreign-culture teaching approach far behind, and to have moved well in
the direction of multicultural and intercultural teaching. The observation
that this belief remains largely intuitive with little rigorous evidence to
support it, constituted the rationale for the research project reported on here.

Language Teachers as Teachers of Intercultural
Communicative Competence: A Research Project

The study’s aim was threefold. First, it wanted to inquire into how
foreign language teachers’ current professional self-concepts relate to
the envisaged profile of the intercultural foreign language teacher.
Second, it wanted to investigate to what extent current teaching practice
can be characterised as directed towards the attainment of intercultural
communicative competence instead of towards communicative (‘linguis-
tic’) competence. Third, the study wanted to determine teachers’ degree
of willingness to interculturalise foreign language education, and identify
the factors that appear to affect their readiness.
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Because similar expectations towards teachers are voiced in many
national curricula and on the European level, the research topic was
viewed in international perspective. We collected data with respect to
foreign language teachers’ perceptions and teaching practices in seven
countries, namely Belgium, Bulgaria, Poland, Mexico, Greece, Spain
and Sweden.! Via the international set-up, we wanted to find out
whether it is possible to describe an average foreign language-and-
culture teacher in terms of perceptions and attitudes regarding intercul-
tural competence teaching and actual teaching practice, irrespective of
the country in which s/he teaches.

We were interested in the way in which teachers describe themselves,
in what they say they do, in who they say they are, in who they say their
pupils are, etc. In other words, we were interested in teachers’ thinking, in
their perceptions, beliefs, attitudes, and knowledge.

In research on teachers’ thinking, ‘conceptions’ is the general term used
to describe beliefs, knowledge, preferences, mental images, and other
similar aspects of teachers’ mental structures. When taken as a whole,
the body of research on teachers’ conceptions suggests that these con-
ceptions, to a large extent, shape teachers’ instructional behaviour. They
determine how teachers respond to reality, organise new information,
and define and interpret tasks (Knowles & Holt-Reynolds, 1991; Pajares,
1992; Nespor, 1987). Teachers’ general conceptions regarding teaching,
learning and education shape the development of context-specific con-
ceptions, which directly lead to choice of specific teaching activities.
When teachers have conflicting conceptions regarding particular
aspects of their profession and teaching job, this direct link between con-
ceptions and actual instruction is less clear. The body of research also
suggests that it is very difficult to influence the conceptions or the prac-
tices of either experienced or beginning teachers. General and context-
specific conceptions are largely implicit and arise primarily from a
teacher’s experience as both a student and a teacher. Moreover, teachers
with considerable experience teaching in a particular class have devel-
oped routines for many common aspects of instruction and no longer
give instructional decisions much conscious thought. Their conceptions
can be expected to be quite robust and strongly influence a teacher’s
evaluation of new instructional goals and techniques (Henderson,
2002). These insights gained from research on teacher thinking are
crucial for understanding the way in which teachers currently perceive
the advocacy to integrate intercultural competence teaching in foreign
language education, or the reasons why they appear hesitant or unwilling
to change their actual instructional behaviour and teaching practice.
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At the end of the book, we will consider how our findings which pertain
to intercultural competence teaching in foreign language education relate
to these research findings on teachers in general.

Teachers’ beliefs were elicited by means of an English-medium web-
based questionnaire, with mainly closed and some open questions. The
questionnaire has been included in Appendix 1. This approach allowed
us to compare different national data sets in a relatively straightforward
manner. In the final chapter of this book, we will discuss our research
methodology in detail, highlighting strengths and limitations and
suggesting areas for further research. For now, we only want to point
out that we considered more qualitative research methodologies,
frequently employed in research on teacher thinking, less appropriate
in view of the fact that the research was international in set-up and that
one of the aims of the research was to compare teachers’ profiles in the
different countries participating in the research. Using unstructured
interviews, journals, collaborative data collection techniques and the
like would have yielded more in-depth data, but would have made
international comparison next to impossible.

The questionnaire inquired into teachers’ perceptions of their
profession and teaching practice. In our study, ‘teaching practice” refers
to both inside classroom and outside classroom activities to promote
the acquisition of intercultural competence. We asked teachers to report
on how frequently they practise teaching activities such as ‘ask learners
to independently explore an aspect of the foreign culture” or ‘talk to lear-
ners about their own experiences in the foreign country’, or how fre-
quently they address particular cultural topics, such as ‘daily life and
routines’ or ‘norms, values and beliefs’ in the foreign language classroom.
We also asked them to estimate how they divide their teaching time over
culture teaching and language teaching. As regards outside classroom
activities, we invited teachers to report on their school’s policy regarding
school trips and exchange projects, and on whether or not they believed in
the effect of such experiential activities on their learners” knowledge and
attitudes regarding the foreign cultures associated with the foreign
language they are learning. We also collected indirect information on
teachers’ views about intercultural competence teaching through asking
them to clarify how they perceive the objectives of foreign language
education, of culture teaching, and of intercultural competence teaching.

The questionnaire was offered to an opportunity sample in May 2001.
In each of the participating countries, we invited an equal number of
respondents to participate in the research. They were not randomly
chosen, but purposefully selected. Purposeful sampling is based on the
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assumption that the investigator wants to discover, understand, and gain
insight and therefore must select a sample from which the most can be
learned (Merriam, 1998; Creswell, 1994). The criteria we used to select
the respondents were: language taught (English, German, French, other
language) and sector of education (secondary).

Four-hundred and twenty-four teachers participated, with Belgium
having the largest sample (151) and Bulgaria the smallest (30), a
number that still allows statistical analyses to be run on the data. Of all
respondents, 20.03% are male, 79.97% female. The average respondent
is 40-years old. The Swedish average teacher is the oldest (48) and the
Polish the youngest (35). Seventy-nine percent of the respondents
reported to be primarily teachers of English, 9% to be teachers of
German, 7% to be teachers of French and 2% to be teachers of Spanish.
Two percent mentioned still other languages to be the main language(s)
they teach. Two-thirds of the respondents teach in general secondary
education, one-third in technical, vocational or artistic secondary educa-
tion. The average length of experience of language teaching is 15 years.

Though the samples are opportunity samples, statistical analyses on the
data revealed that the different country samples are more comparable than
different with respect to the respondents’ sex, age, degrees obtained, main
languages taught, other languages taught, number of years of teaching
experience, percentage of ethnic minority community children in school
and foreign languages taught in school. The number of teaching periods
and the kind of education offered at the various schools, however, appeared
to differ significantly. The Poles, Mexicans and Bulgarians teach most hours
(23 teaching hours/week) and the Swedes fewest (15 teaching hours/
week), with a Swedish teaching period, however, lasting a full hour, not
50 or 40 minutes. As regards the type of education offered, some country
samples are largely composed of respondents teaching in secondary
education (e.g. Spain, Greece, Poland), while other country samples show
a more even spread over different kinds of education, notably vocational
education, artistic education or still other kinds of education.

Except in Poland, the questionnaire was not translated and this has
affected the composition of the sample in all countries, except in
Sweden and Belgium. In Mexico, Greece, Bulgaria and Spain next to all
respondents are teachers of English. In Sweden and Belgium larger
numbers of teachers of French, German or Spanish participated. In
Poland, where the questionnaire was translated, one-fifth of the respon-
dents were teachers of German.

Finally, we want to point out that the fact that the questionnaire was
offered in electronic (web-based) format entailed some difficulties in
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some countries, but not in others. In Sweden, about one-third of the
respondents completed a paper version of the questionnaire. In Poland,
next to all respondents completed the paper version. A small number of
Mexican teachers experienced difficulty in accessing the questionnaire,
but could be helped by telephone. In Spain, most teachers completed
the questionnaire electronically. In Belgium, Greece, Mexico, Spain and
Bulgaria, next to all teachers completed the electronic version of the
questionnaire.

Main Research Findings

Below we summarise our main research findings. They reflect the main
aims of our study. This summary will orient the reader while reading the
following chapters in which we present the findings specific to the differ-
ent dimensions which together constitute teachers’ conceptions of their
profession and of its intercultural dimension. These specific dimensions
concern the teachers’ perceptions of the objectives of foreign language
education, their degree of familiarity with the foreign culture primarily
associated with the foreign language they teach, their perceptions of
their pupils’ culture-and-language learning profile, their perceptions of
their culture teaching practices and of the cultural component of the
teaching materials they use, their views regarding experiential culture
learning activities (school trips and exchange projects) and, finally, their
opinions regarding different facets of intercultural competence teaching.
Here, we merely list the main results of our study. In the final chapter,
we will draw the different components of the picture together and
comment on them, discussing their meaning and implications.

The respondents’ foreign language and culture
teaching profiles

The study’s first aim was to describe foreign language teachers’
current professional self-concepts and to relate these to the envisaged
profile of the intercultural foreign language teacher. The second aim
was to determine teachers’ degree of willingness to interculturalise
foreign language education, and identify the factors that appear to
affect their readiness.

Our findings reveal that we can speak of two clearly distinct teacher
profiles when trying to map teachers” beliefs regarding the integration
of intercultural competence in foreign language education. We labelled
these profiles ‘the favourably disposed foreign language teacher’ and
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‘the unfavourably disposed foreign language teacher’. Each profile can be
identified by means of a number of characteristics. Teachers who are not
in favour believe that it is impossible to integrate language and culture
teaching. They also believe that intercultural skills cannot be acquired
at school, let alone in the foreign language classroom. On the whole,
these teachers do not believe in the positive effect of intercultural compe-
tence teaching on pupils’ attitudes and perceptions. The only effect they
see is a negative one: intercultural competence teaching reinforces
pupils” already existing stereotypes. In addition, these teachers believe
that it is only when there are ethnic minority community children in
one’s classes that one should teach intercultural competence. Teachers
who are, by contrast, favourably disposed towards integration share a
number of convictions too. They believe that teaching culture is as import-
ant as teaching the foreign language, and that it is possible to integrate
both. In their opinion, intercultural competence teaching makes pupils
more tolerant. These teachers prefer an approach that is cross-curricular
and are convinced that teachers of every subject should teach intercultural
competence, not only foreign language teachers. In addition, they do not
think intercultural competence should only be taught in schools with
ethnic minority community children; it should be taught to all pupils.
Our data also reveal that no clear relationship appears to exist between
teachers’ beliefs regarding integration and the way in which they actually
shape their teaching practice. Teachers who are clearly willing to inter-
culturalise foreign language education are not yet teaching towards the
acquisition of intercultural competence. Their willingness does not
necessarily imply more extensive culture teaching in terms of the fre-
quency with which culture-teaching activities are practised or particular
cultural topics are addressed. In only three out of seven countries do tea-
chers who are favourably disposed towards integration appear to teach
culture more extensively than their colleagues who are less favourably
disposed. Moreover, the overall impression is that in actual teaching
practice, teachers prefer traditional teacher-directed approaches geared
towards the enhancement of pupils’ familiarity with the foreign culture,
not approaches directed towards the full attainment of intercultural com-
petence, with its cognitive, attitudinal and skills components. They tend
not to take account of their pupils’ perceptions and attitudes regarding
the foreign cultures when shaping their teaching practice. Experiential
learning activities, such as school trips or exchange programmes,
feature no more than peripherally in teachers’ overall conceptions of
what it is they want to achieve in foreign language education. Interest-
ingly, the extent of teachers’ familiarity with the foreign cultures appeared
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to affect the extent to which teachers touch upon different aspects of the
foreign culture in the foreign language classroom.

Relationship between the actual and envisaged FL&IC
teaching profile

Towards the beginning of this chapter, we described what knowledge,
attitudes and skills a foreign language and intercultural competence
teacher (FL&IC teacher) should possess in order to be able to promote
the acquisition of intercultural competence in the foreign language class-
room. Our findings suggest that teachers are moving towards becoming
FL&IC teachers, but that at present their profile does not meet all the
expectations regarding knowledge, skills and attitudes desirable in the
‘foreign language and intercultural competence teacher’. Individual
teachers may already possess the envisaged FL&IC teacher profile. The
majority of teachers in all participating countries, however, either have
what could be labelled ‘a foreign language teacher profile’, focusing
primarily and almost exclusively on the acquisition of communicative
competence in the foreign language, or a ‘foreign language and culture
teaching profile’, focusing primarily on the acquisition of communicative
competence in the foreign language, but also teaching culture so as to
enhance pupils’ familiarity with the foreign culture as well as their
motivation to learn the foreign language.

As regards knowledge, we said that foreign language teachers should
be sufficiently familiar with the foreign cultures associated with the
foreign language they teach, and that the contacts they have should be
both varied and frequent. Our findings reveal that teachers from the
seven countries regard themselves as being sufficiently familiar with
the culture of the foreign language(s) they teach. As far as contacts are
concerned, they show that tourist contacts in Belgium, Greece, Spain
and Sweden are more frequent than in Poland, Bulgaria and Mexico,
and that media contacts are equally frequent in all seven countries.

From the kinds of teaching activities most frequently practised in the
foreign language classroom, we can conclude that teachers tend to
employ techniques that aim to enlarge learners’ knowledge of the
foreign culture (savoirs), and not to encourage learners to search for infor-
mation in different sources (savoir-apprendre), analyse it independently
and critically (savoir-comprendre, savoir-s'engager) and present their
findings in order to discuss them with others. Though ‘comparison of cul-
tures’ appears to be an activity frequently practised, other activities
aiming at the acquisition of intercultural skills, such as ‘reflect critically
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on one’s sources of information’, ‘explore an aspect of the foreign culture’,
“practise skills useful in intercultural contact situations” are not.

As regards skills, we stated that teachers should be able to employ
teaching techniques that promote the acquisition of savoirs, savoir-
apprendre, savoir-comprendre, savoir-faire, savoir-s’engager and savoir-étre.
Teachers should be able to help pupils relate their own culture to
foreign cultures, to compare cultures and to empathise with foreign cul-
tures’ points of view. They should be able to select appropriate teaching
materials and to adjust these materials should they not allow the aims
of intercultural competence teaching to be achieved. Next to being
skilful classroom teachers, teachers should also be able to use experiential
approaches to language-and-culture teaching. The description above of
the kinds of teaching activities, which teachers tend to practise in their
foreign language classroom, suggests that teachers are not yet practising
intercultural teaching skills.

As regards the demand that FL&IC teachers should be able to select
teaching materials appropriate for intercultural competence teaching,
our data suggest that teachers are definitely able to comment critically
on the cultural contents of foreign language teaching materials, pointing
out good and less satisfactory sides. Care has to be taken, however, not to
equal this ability with the ability to assess teaching materials with respect
to their potential for teaching intercultural competence. The teachers who
commented on the cultural dimension of their teaching materials did so
from the perspective of the traditional ‘foreign cultural approach’, point-
ing out where the information regarding the foreign culture had been
faultily selected or represented. Individual teachers also point to the
need to revise the textbook’s approach to the teaching of culture, and
demand more intercultural tasks. The number of teachers doing so is
very small, and does not allow the conclusion that teachers are able to
assess the culture teaching approaches adopted by their textbooks from
the perspective of ‘intercultural approach’. Neither do our data allow
us to state that teachers are able to adjust the materials they use in
order to enhance their potential for promoting the acquisition of inter-
cultural competence.

Next to being skilful classroom teachers and assessors of foreign
language teaching materials, FL&IC teachers should also be able to
use out-of-classroom experiential approaches to language-and-culture
teaching, it was said. Our data reveal that school trips and exchange
programmes tend to not be considered activities that take place in the
context of foreign language education. Only a minority of the teachers
devote time to preparing or following-up on this kind of activity in the
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foreign language classroom. Our findings allow the conclusion that
teachers are convinced school trips and exchange programmes have
positive effects on learners’ perceptions and attitudes regarding foreign
cultures. Yet, despite teachers’ beliefs in the positive effects on learners,
they also think of these activities as the responsibility of the school, of
other teachers or of all teachers. Teachers who do devote teaching
time to following-up on experiential learning activities appear to use
activities that assist learners to reflect on their experiences and on cultural
differences between their own and the foreign culture, which can thus
be said to be typical of intercultural approaches to foreign language
education.

Finally, when comparing the current foreign language teachers’ profile
and the envisaged FL&IC teacher profile from the point of view of
attitudes, our data reveal that a very large proportion of teachers are
clearly willing to integrate intercultural competence teaching in foreign
language education. They also show that this willingness is not reflected
in the way in which they currently shape their teaching practice or define
the objectives of foreign language education. These objectives continue to
be defined mainly in linguistic terms, though teachers in some countries,
notably Bulgaria and Greece, clearly give greater prominence to cultural
objectives than teachers in other countries. As regards the way in which
teachers attend to their pupils” perceptions and attitudes, it is clear they
take their decisions as to how to shape their culture teaching practice
largely independently of their pupils’ current knowledge and disposition.
In this sense, they do not meet the expectations of the FL&IC teacher.

Average profile

With respect to our final research question, namely ‘Is it possible to
speak of an “average culture-and-language teaching profile”, that
applies to teachers in a number of different countries?’, our data allow
the conclusion that it is possible to speak of such a profile with respect
to many of the facets of teachers’ self-concepts and teaching practices
investigated in this research. Our data do not allow the conclusion,
however, that teachers in the different countries approach foreign
language and culture teaching in the same way. In the following chapters
we will point out quite a number of differences between countries. It is
self-evident that the specific context in which one teaches affects one’s
teaching approach. This context is constituted by the pupils with whom
one works and the school where one is based, but also by factors at
the macro level of education, such as national (curricular) guidelines or
stipulations of attainment targets.
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Significance of the Study

Before sharing the results we obtained with respect to the specific
dimensions of teachers’ professional self-concept we investigated, we
want to point out in which respects we consider our results to be signifi-
cant. Like with the summary of our main findings, we will not enter into
detail here, but leave comments and discussion till the final chapter of this
book.

In this book, we focus on teachers’ beliefs regarding intercultural com-
petence teaching in foreign language education and we do so in an inter-
national perspective. Our findings will be of interest to anyone wanting
to find out how foreign language teachers in a number of different
countries view intercultural competence in foreign language education
and how their views impact on their teaching. Both the country-specific
and comparative reports will help individual teachers to reflect on their
own perceptions and teaching practice, on where they stand on the
‘favourably disposed —unfavourably disposed” continuum in comparison
with other teachers in their own country or with foreign language
teachers in general. The findings may serve as a starting point for discus-
sions with colleagues, for exchange of ideas regarding the integration of
an intercultural dimension in one’s foreign language teaching and for
initiatives to reconsider jointly, in one’s teaching team, existing teaching
practices.

Understanding teachers’ perceptions and the reasons why they
embrace or reject intercultural competence teaching is crucial for
teacher educators who want to design (international) teacher education
programmes which can clarify and exemplify to foreign language tea-
chers how they can promote the acquisition of intercultural competence
in their classes. Our findings highlight important differences and com-
monalities in teachers’ perceptions. Both national and international
teacher education programmes can build on these commonalities and
have teachers from different countries cooperate, knowing that they all
share a common body of knowledge, skills and convictions. They can
also exploit differences between teachers to enhance teachers’ under-
standing of intercultural competence.

Apart from being significant from a practical educational point of
view, our findings are also significant from a scientific point of view.
We believe we have, for the first time, shown the variability, but also
relative consistency, of language teachers’ views regarding their pro-
fession in a considerable number of countries. By doing so, we have
touched upon a host of questions which call for further investigation,
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and in that sense have set a research programme for the years to come.
Until now, much of the research on teachers’ beliefs has focused on the
areas of science and maths education or on reading (see e.g. Bell et al.,
2000; Prosser & Trigwell, 1999). These investigations have frequently
been concerned with understanding how teacher beliefs impact on prac-
tice. Our study differs from these past studies in several ways. Our focus
has been on teachers of foreign languages, and more specifically on
teachers’ beliefs regarding the cultural dimension of foreign language
education and the teaching of intercultural competence. Though some
studies have investigated foreign language teachers’ conceptions (see
e.g. Borg, 1998a, 1998b, 2003; Freeman & Richards, 1993; Green, 1996;
Markee, 1997), far fewer have focused on foreign language teachers’ per-
ceptions of the intercultural dimension of foreign language education,
with the notable exceptions of Byram and Risager (1999), Ryan (1997,
1998) and Sercu (2001). The present study also differs from other
studies of teachers’ beliefs by its international set-up and its emphasis
on commonalities in teachers’ beliefs, rather than on the idiosyncrasies
of individual teachers’ mental processes. Though an international
perspective lay at the basis of Byram and Risager’s study, comparing
British and Danish teachers (Byram & Risager, 1999), a far larger
number of countries were involved in our study, which makes it unique.

Overview of the Book

In the next eight chapters, we present our research findings. The find-
ings are presented in answer to the different subquestions we used to
investigate our main research concept, namely ‘teachers’ conceptions
regarding foreign language-and-culture teaching’. These questions are:

(1) How do teachers perceive of the objectives of foreign language
education?

(2) How familiar do teachers consider themselves with the foreign
cultures of which they teach the foreign language?

(3) How do teachers perceive their pupils’ knowledge and attitudes
regarding the foreign cultures associated with the foreign languages
they teach?

(4) How do teachers describe their culture teaching practices?

(5) How do teachers perceive the cultural dimension of teaching
materials?

(6) How do teachers perceive the effect of school trips and exchange
projects on pupils” intercultural competence?
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(7) What attitude do teachers have vis-a-vis different aspects of inter-
cultural competence teaching in foreign language education?

(8) To what extent are teachers willing to interculturalise foreign
language education and what factors appear to affect their
willingness?

Each chapter focuses on one of the above questions and starts with a
brief description of the chapter’s topic and a justification of why the
topic was included. This justification makes it clear how the chapter’s
topic is related to our overall research topic, namely to provide a state
of the art overview of teachers’ perceptions regarding intercultural
foreign language education, and of current culture teaching practices in
a number of countries. The focus is mainly on general tendencies, but
whenever interesting and relevant, we present the research findings per-
taining to individual countries. The data for each chapter were collected
by the different researchers involved in the project. Each chapter can
thus be viewed the result of the collective effort of a group of people.

In Chapter 9, we view the different components of teachers” percep-
tions and teaching practice, and consider to what extent the different
facets appear to build a coherent teacher profile. Using statistical tech-
niques, we make patterns in teachers’ beliefs visible which would other-
wise have remained hidden. We consider which factors affect a teacher’s
willingness to teach intercultural competence in foreign language
education, explore to what extent actual culture teaching appears consist-
ent, and draw these two components together, considering to what extent
teachers” obvious willingness to teach intercultural competence is
reflected in their current teaching. In the final part of the chapter,
we will reflect on the extent to which teachers’ actual teaching profile
corresponds to the envisaged profile of the intercultural competence
teacher we have described in the introductory chapter to this book.

The concluding chapter, Chapter 10, starts with a discussion of what
we think our findings mean and how they relate to previous research
findings. It proceeds with a discussion of our research methodology
and, reflecting on its strengths and weaknesses, provides suggestions
for further research. The chapter concludes with recommendations for
teacher education and educational policy which we believe arise from
our research findings.

We hope our study has adduced strong evidence that teachers of
language-and-culture need a more complex and enriching education
than foreign language teachers have enjoyed till now. In both its academic
and its pedagogic dimensions, teacher education needs to provide
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opportunities for learning which are both cognitive and experiential, and
promote both personal and professional development. The responsibi-
lities of the foreign language teacher for introducing learners, whether
young or old, to learning which challenges and modifies their perspective
on the world and their cultural identity as members of a given social and
national group, are enormous. To be able to promote the acquisition of
intercultural competence, teachers themselves need to revisit their
common sense notions of what it means to teach and learn a foreign
language in the light of a new teaching philosophy, that truly recognises
the intercultural nature of all encounters between speakers originating
from different cultural backgrounds.

Their belief that teaching and learning a foreign language is always an
intercultural process will provide them with a firm basis for reshaping
their teaching practice in such a way that it adequately prepares learners
for the intercultural world in which they are living.

Note

1. These countries are the countries where the researchers who participated in the
project are working.



Chapter 2

Objectives of Foreign Language
Teaching and Culture Teaching Time

PALOMA CASTRO and LIES SERCU

‘Communicative language teaching’ has become part of the familiar
landscape of language teaching in the last three or four decades. It may
be interpreted differently in different countries and by different teachers,
but it is a concept which most probably is familiar to the foreign language
teachers who participated in our study. It betrays a focus on communi-
cation skills and on language competence, in contrast to a concern for
intercultural skills and competence. In this chapter we explore the ways
in which teachers define the objectives of foreign language education.
We inquire into the extent to which their conceptions of communicative
language teaching incorporate culture teaching, and to what extent
culture teaching is defined in terms of intercultural communicative com-
petence rather than in terms of a traditional culture teaching approach.
Such a foreign culture teaching approach aims to familiarise learners
with the facts and figures regarding the foreign country primarily associ-
ated with the foreign language they are learning, but pays little, if any,
attention to reflection on one’s own cultural identity, on cultural differ-
ences or on how cultures relate to and affect each other. Neither does it
include an element of autonomous exploration of cultures. Rather, the
foreign culture approach mainly aims to present ‘the truth’ about a
particular country, which learners are to accept and acquire.

The way in which teachers define the objectives of their teaching is
likely to affect their teaching practice. It is likely that teachers who
perceive the objectives of foreign language education also in terms of
teaching intercultural competence will be more willing to interculturalise
foreign language education than teachers who perceive the objectives in
terms of the acquisition of communicative competence only. Their
teaching practice may also come closer to intercultural communicative
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competence teaching than that of the latter group. In this chapter, we start
our exploration of teachers’ teaching practices via an analysis of the
balance of time they attribute to ‘culture’ in contrast to ‘language’ in
their lessons, an exploration which will be continued in subsequent chap-
ters. It is likely that teachers who perceive the objectives also in terms of
teaching intercultural competence will devote more time to culture teach-
ing than teachers who perceive the objectives in terms of the acquisition of
communicative competence only. Teachers who say they integrate
language and culture teaching for 100% of teaching time may come
closer to the ideal of the FL&IC teacher than teachers who show no aware-
ness of the relationship between language and culture or of the need to
teach language and culture in an integrated way.

Teachers’ Perceptions of the Objectives of Foreign
Language Education

The respondents were asked to rank eight possible objectives of foreign
language education. These are given in Table 2.1 below. The objectives
have been ordered here according to whether they can be considered
culture learning objectives, language learning objectives or objectives
aimed at the acquisition of (language) learning skills. In the questionnaire,
they appeared in random order.

Figure 2.1 presents the results obtained for all respondents considered
together.' We see a clear preference for language learning objectives.
Teachers who prioritise linguistic competence aim to promote in their
pupils the acquisition of a level of proficiency in the foreign language
so they can use it for practical purposes (mean score 5.90). They are
also interested in enthusing their pupils to learn foreign languages
(mean score 5.74). The language learning objective relating to developing
proficiency to read literary works, an objective that is connected to the
culture learning objectives, is ranked last (mean score 3.20).

With respect to culture learning objectives, teachers relate the idea of
culture teaching and learning primarily to the teaching of civilisation,
that is, to increasing learners’ knowledge of the facts and events of the
target culture (mean score 5.05). Second in importance is promoting an
open mind and a positive disposition towards the unfamiliar (mean
score 4.66). The objective ranked last is to assist pupils in developing a
better understanding of their own identity and culture (mean
score 3.77). Teachers perceive the objectives of foreign language education
more in terms of enhancing familiarity with what is foreign, and less in
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Table 2.1 Possible objectives of foreign language education

Culture learning objectives

(1) Promote pupils’ familiarity with the culture, and the civilisation of the
countries where the language, which they are learning, is spoken.

(2) Promote the acquisition of an open mind and a positive disposition
towards unfamiliar cultures.

(3) Assist pupils to develop a better understanding of their own identity and
culture.

Language learning objectives

(4) Assist pupils to acquire a level of proficiency in the foreign language
that will allow them to read literary works in that foreign language.

(5) Enthuse pupils to learn foreign languages.

(6) Promote the acquisition of a level of proficiency in the foreign language
that will allow the learners to use the foreign language for practical
purposes.

General skills /language skills learning objectives

(7) Assist pupils to acquire the skills that will be useful in other subject areas
in life (such as memorise, put into words, formulate accurately, give a
presentation, etc.).

(8) Promote the acquisition of learning skills that will be useful for learning
other foreign languages.

terms of promoting reflection on one’s own culture and identity or on
intercultural relationships.

These findings suggest that teachers above all try to develop commu-
nicative competence in their pupils and not so much intercultural com-
municative competence. Looking at how the different countries ranked
the culture, language and skills learning objectives, we can observe to
what extent this general tendency applies to the different national
groups. As Figure 2.2 reveals, Belgian, Mexican, Polish, Spanish and
Swedish teachers define the objectives of foreign language education
primarily in linguistic terms, and thus reflect this general tendency.
Only Bulgarian and Greek teachers appear to prioritise culture learning
objectives over language learning objectives.

A detailed study of the order in which teachers in the different
countries ranked the eight objectives, again confirms this tendency, and
indeed reveals a picture that is largely similar in the different countries,
as evident in Figure 2.3. Teachers appear to define the objectives of
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Figure 2.1 Teachers’ perceptions of the objectives of foreign language
education. Objectives grouped. All respondents considered together.
Mean scores ranging between 0.00 and 8.00.
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Promote the acquisition of a level of proficiency in the foreign language that
will allow the learners to use the foreign language for practical purposes.
Enthuse my pupils for learning foreign languages.

Promote my pupils’ familiarity with the culture, the civilisation of the
countries where the language which they are learning is spoken.

Promote the acquisition of an open mind and a positive disposition towards
unfamiliar cultures.

Assist my pupils to acquire skills that will be useful in other subject areas and
in life (such as memorise, summarise, put into words, formulate accurately,
give a presentation, etc.).

Promote the acquisition of learning skills that will be useful for learning other
foreign languages.

Assist my pupils in developing a better understanding of their own identity
and culture.

Assist my pupils to acquire a level of proficiency in the foreign language that
will allow them to read literary works in the foreign language.
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Figure 2.2 Teachers’ perceptions of the objectives of foreign language
education. Objectives grouped. Respondents considered per country.
Mean scores ranging between 0.00 and 8.00. Be = Belgium, Bu=
Bulgaria, Gr = Greece, Me = Mexico, Po = Poland, Sp = Spain and
Sw = Sweden.

foreign language education above all in terms of the acquisition of the
ability to use the foreign language for practical purposes and in terms
of motivating pupils to learn foreign languages. Still, three countries
slightly deviate from this order of priorities, with Bulgarian teachers
putting relatively more emphasis on the promotion of an open mind,
Greek teachers on promoting familiarity with the foreign culture and
Mexican teachers on promoting the acquisition of general learning
skills. This is an interesting finding, which is difficult to interpret at
present. It may be that Bulgarian and Greek pupils are not motivated
for learning foreign languages and that their teachers consider culture
teaching a way to make language learning more motivating, tangible
and realistic. It may also be that teachers in these countries focus on
culture learning because they value it in its own right and want to
educate their pupils to become more interculturally competent human
beings. The Mexican case suggests that teachers deem general learning
skills, which will be useful in other subject areas and in life, relatively
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Figure 2.3 Teachers’ perceptions of the objectives of foreign language
education. Objectives and countries considered individually. Mean
scores ranging between 0.00 and 8.00. Be = Belgium, Bu = Bulgaria,
Gr = Greece, Me = Mexico, Po = Poland, Sp = Spain and Sw = Sweden.
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Promote the acquisition of a level of proficiency in the foreign language that
will allow the learners to use the foreign language for practical purposes.
Enthuse my pupils for learning foreign languages.

Promote my pupils’ familiarity with the culture, the civilisation of the
countries where the language which they are learning is spoken.

Promote the acquisition of an open mind and a positive disposition towards
unfamiliar cultures.

Assist my pupils to acquire skills that will be useful in other subject areas and
in live (such as memorise, summarise, put into words, formulate accurately,
give a presentation, etc.).

Promote the acquisition of learning skills that will be useful for learning other
foreign languages.

Assist my pupils in developing a better understanding of their own identity
and culture.

Assist my pupils to acquire a level of proficiency in the foreign language that
will allow them to read literary works in the foreign language.
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more important. This suggests that Mexican teachers consider themselves
to be primarily subject teachers, but, more so than in other countries, as
teachers who have a role to play in the attainment of cross-curricular
learning objectives. Finally, it is interesting to note that Bulgarian and
Greek teachers are the only two groups which consider foreign language
education also in terms of assisting pupils to develop a better understand-
ing of their own identity and culture. The implication of this could be that
they consider culture teaching in a truly intercultural perspective, in
which learners have to relate cultures and not merely acquire knowledge
regarding a foreign culture. Mexican, Swedish, Spanish, Polish and
Belgian teachers (in this order) do not express clear support for this
objective, which suggests that they view culture teaching more in the
traditional sense of passing on knowledge about the foreign cultures
usually associated with the foreign language they teach.

Teachers’ Perceptions of ‘Culture Teaching’ in a
Foreign Language Teaching Context

Teachers’ perceptions were further investigated by asking them to rank
nine possible culture teaching objectives in order of importance. These are
listed below in Table 2.2, with an indication of whether the statement
addressed the knowledge dimension, the attitudinal dimension or the
skills dimension of intercultural competence. The information in brackets
also shows that some statements define culture in terms of small c culture
(relating to interactions in daily life) and others in terms of highbrow,
capital C Culture (relating to the Arts).

All teachers® ranked the nine objectives of ‘culture teaching’ in foreign
language education as shown in Figure 2.4.

It is clear from their responses that teachers support the development
of attitudes of openness and tolerance and define culture teaching more in
terms of passing on knowledge than providing intercultural skills. The
knowledge they favour is ‘providing information about daily life and
routines” rather more than information about the foreign Culture,
history, geography and political conditions. The implications of this
could be that they associate cultural information with communication
and this may be a trace of the relationship between intercultural com-
petence and communication competence being dominated by communi-
cative skills rather than the general educational objectives, which might
be associated with Culture, history, geography and political issues.

The skills objective that enjoys highest support amongst teachers is to
‘promote reflection on cultural differences’. Interestingly, teachers do not
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Table 2.2 Possible culture teaching objectives

Knowledge dimension

e Provide information about the history, geography and political conditions
of the foreign culture(s) (culture/Culture).

¢ Provide information about daily life and routines (culture).

e Provide information about shared values and beliefs (culture/Culture).

e Provide experiences with a rich variety of cultural expressions (literature,
music, theatre, film, etc.) (Culture).

Attitudinal dimension

e Develop attitudes of openness and tolerance towards other peoples and
cultures.

Skills dimension

e Promote reflection on cultural differences.

e Promote increased understanding of students” own culture (+ also
knowledge of own culture/Culture).

e Promote the ability to empathise with people living in other cultures.

e Promote the ability to handle intercultural contact situations.

express a similarly strong support for a clearly related objective, namely
‘assist pupils to develop a better understanding of their own culture
and identity’. Perhaps teachers consider this a responsibility of mother
tongue and arts teachers, or even teachers of religion, rather than of
foreign language teachers. This dissociation of reflection on cultural
differences and one’s own cultural identity suggests that teachers define
‘reflection on cultural differences’ foremost in terms of ‘familiarising
pupils with aspects of the foreign culture’. Though they may ask pupils
to compare these aspects in both cultures, the emphasis is above all on
improving the learners” understanding of the foreign culture, not of
their own cultural identity. This again confirms the general impression
that teachers define culture teaching in terms of passing on knowledge
rather than promoting intercultural skills. The fact that ‘promote the
ability to handle intercultural contact situations’, or ‘promote the ability
to empathise with people living in a foreign culture’ receive low
support corroborates this finding.

A detailed study of the order in which teachers in the different
countries ranked the nine objectives of culture teaching (see Figure 2.5)
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Figure 2.4 Teachers’ perceptions of culture teaching. Objectives grouped.
Respondents considered as one group. Mean scores ranging between
0.00 and 8.00.
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Develop attitudes of openness and tolerance towards other peoples and cul-
tures.

Provide information about daily life and routines.

Promote reflection on cultural differences.

Provide information about shared values and beliefs.

Provide experiences with a rich variety of cultural expressions (literature,
music, theatre, film, etc.).

Promote the ability to handle intercultural contact situations.

Provide information about the history, geography and political conditions of
the foreign culture(s).

Promote the ability to empathise with people living in other cultures.
Promote increased understanding of students” own culture.

revealed that teachers are in agreement that the two most important
objectives are to increase learners’ familiarity with aspects of daily life
and to promote openness and tolerance in pupils’ attitudes. The largest
support for the promotion of an open mind in pupils exists amongst
Bulgarian, Greek and Swedish teachers. They put this objective before
increasing learners’ familiarity with aspects of daily life and routines.
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Figure 2.5 Teachers’ perceptions of culture teaching in foreign language
education. Per country presentation. Scores ranging between 0.00 and
9.00. Be = Belgium, Bu = Bulgaria, Gr = Greece, Me = Mexico, Po=
Poland, Sp = Spain and Sw = Sweden.
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Promote increased understanding of students” own culture.
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Teachers in Spain, Poland and Belgium, by contrast, deem the provision of
information more important. Mexican teachers stand out somewhat,
since they give greatest importance to promoting reflection on
cultural differences. These findings confirm what we said earlier when
commenting on the weight teachers give to either language learning
objectives, culture learning objectives or general learning skills objectives.
Bulgarian and Greek teachers were then found to put relatively more
emphasis on the promotion of an open mind than teachers in other
countries. We also pointed out that Mexican teachers expressed an
unusually strong support for objectives relating to the promotion of
general learning skills. In the context of culture teaching in foreign
language education, Mexican teachers appear to rephrase this overall
objective of their teaching in terms of promoting reflection on cultural
differences. One could indeed say that this ability to compare cultures
will help learners, not only within the context of a specific language learn-
ing course, but also when learning other languages and cultures as well as
in the context of other subject areas where this skill is needed.

Teachers’ Perceptions of the Time They (Want to)
Devote to Culture Teaching

This section focuses on how teachers distribute their teaching time over
language teaching and culture teaching, on the extent of their willingness
to teach culture and on the reasons they mention for not getting round to
culture teaching more often. Information regarding these issues will shed
additional light on the way in which they perceive the objectives of
foreign language education and, in particular, on the importance they
give to culture teaching.

Table 2.3 provides an overview of teachers’ perceptions of the percen-
tage of their teaching time they devote to either language teaching or
culture teaching.

From Table 2.3, it can be observed that the majority of the sample
dedicates more time to language teaching than to culture teaching. As a
matter of fact, the large majority of teachers in all participating countries
either picked the option ‘80% language teaching—20% culture teaching’ or
'60% language teaching—40% culture teaching’. Spain appears to be the
country where teachers are in agreement most. 91.43% of all participating
teachers ticked the second option, namely ‘80% language teaching—20%
culture teaching’. In other countries, teachers’” answers appear more
varied. These findings confirm what teachers said in relation to the
objectives of their teaching, opting clearly for language teaching rather
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than culture or skills teaching. Mexico, Greece and Sweden show com-
paratively high percentages for ‘100% integration of language and
culture teaching” (Mexico, 17.78%, Greece, 10.26% and Sweden, 10.00%).
Unfortunately, we do not know how these teachers interpreted this
option. Does their answer reflect their personal conviction that a foreign
language can only be used in a foreign context, and that therefore every
aspect of a foreign language is related to the foreign culture? Or does it
really reflect an approach to teaching in which they try to show their
learners how culture is embedded in language or what sources for mis-
understandings, which may be linked to linguistic and/or cultural
factors, are inherent in intercultural communication?

Secondly, teachers were asked to indicate whether they would consider
devoting more time to culture teaching. The results obtained (see
Table 2.4) show a clear willingness to devote more teaching time to
culture teaching, with ‘yes, to a certain extent’ being the option chosen
most often. The highest percentages for ‘no, not particularly’ were
obtained for Mexico (35.56%) and Belgium (33.33%). It should be
remarked that this does not necessarily mean that teachers in these
countries do not want to devote teaching time to culture. They may
already be devoting time to culture teaching. It is just that they do not
want to devote more time to it. This appears to be the case for Mexico,
where 17.78% of the teachers indicate they integrate language and
culture teaching 100% of their teaching time and comparatively low
percentages were obtained for ‘80% language teaching—20% culture teach-
ing’ (40.00%) and ‘60% language teaching—-40% culture teaching’ (33.33%).

This obvious willingness to devote more time to culture teaching is not
(yet) reflected in actual teaching practice, and one may wonder why this is
so. In an open question, teachers were asked to mention any reasons they
saw for not getting round to culture teaching more often. An analysis of
these answers shows a very similar picture in all participating countries.
The most frequently mentioned reason by far is ‘lack of time’. Teachers
refer to the overloaded curriculum, to the fact that there are not enough
teaching periods to cover both the language curriculum and teach
culture, and to the fact that pupils need a lot of practice time to acquire pro-
ficiency in the foreign language. The quotes below illustrate this point of
view. The second quote also hints at the lack of time this teacher experi-
ences to prepare appropriate teaching materials for teaching culture.

I think that the main reason is that I don’t have enough time to do it.
You have to teach a certain number of grammatical points and there
is no time to do many other things you would like to do.
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Lack of time. It would need a great deal of reflection and planning — I
need time to find new materials, come up with new ideas of how to
teach culture. It takes time to learn a language! Teaching culture can’t
be at the expense of time devoted to language proficiency. I would
need to find good ways of integrating the two skills.

Curricular restrictions are also frequently mentioned. Teachers feel the
curriculum has a strong focus on language teaching. Some even state
that it does not contain cultural objectives. In Sweden and Poland,
teachers make reference to the backwash effect they experience: one has
to prepare pupils for the exams. Since the exams mainly focus on
language teaching, one cannot devote much time to teaching intercultural
competence. The below quotes reflect these points of view.

The curriculum does not include culture as a separate subject.

Exams have nothing to do with culture. They test the spelling, the
grammar and the vocabulary of the language rather than cultural skills.

You have to stick to the curriculum and with only three sessions per
week you can hardly explain those cultural aspects in detail.

The main reason in my case is that we have to follow the directions in
the national curriculum, and I don’t have enough time to work on the
cultural aspects as much as I would like.

The official programmes of this area give more importance to other
aspects of the language (grammar, skills, etc.).

A third reason mentioned is the lack of suitable culture teaching
materials. Teachers from all countries say they lack suitable materials
for teaching culture. The textbooks they use do not include enough
cultural information. Teachers feel textbooks do little to integrate the
cultural dimension into foreign language teaching. Some teachers add
that the information included in textbooks is ‘cliché and stereotypical’.

Good materials are not easily available.

The teaching materials are out-dated. I would need to design my own
teaching modules and this takes time. Much of what is shown in
textbooks is cliché and stereotypical.

A small number of teachers say they are not prepared for teaching culture.
They consider themselves insufficiently familiar with the foreign culture
and with appropriate approaches to teaching culture. Greek teachers
explicitly mention the lack of training in intercultural matters.
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No time to do it. Not very much experience in English culture. I don’t
like to teach culture based only on what you can read on books,
cinema, etc.

I have been prepared to teach the foreign language. We did not learn
how to teach culture. For four years, I have studied linguistics and lit-
erature. Apart from literature, culture was not taught explicitly. I feel I
am not sufficiently familiar with the foreign culture to be able to teach
about it.

An equally small number of teachers refer to the lack of pupils” moti-
vation and interest in culture teaching. According to these teachers,
pupils consider teaching culture a waste of time. They would rather
devote more time to practising the language. Relatedly, teachers state
the pupils’ level of proficiency in the foreign language is too low to
allow for culture teaching.

My pupils are not interested. As a teacher, I have to compete with the
opportunities the media and the Internet offer. My pupils don’t see
the need to be taught about culture. They feel they understand every-
thing there is to understand about the foreign culture.

Other reasons mentioned by individual teachers include: “The cultures are
so alike that it does not make sense to devote time to culture teaching” and
‘Pupils do not need to be taught about the foreign culture; they are already
aware of that culture’.

Chapter Summary

We have summarised this chapter’s findings in Table 2.5 below. In the
column “distribution of teaching time’, the percentage refers to the percen-
tage of teachers who either ticked the option ‘80% language teaching-—
20% culture teaching’ or ‘60% language teaching—40% culture teaching’.
In both cases, teachers devote more time to language teaching than to
culture teaching.

The table confirms that the results for the different countries are more
similar than different. Teachers appear to define the objectives of foreign
language education foremost in terms of the acquisition of the ability to
use the foreign language for practical purposes and in terms of motivating
pupils to learn foreign languages, with Bulgarian, Greek and Mexican
teachers slightly deviating from this order of priorities. With respect to
the way in which teachers define culture teaching, they are in agreement
that the two most important objectives are to increase learners’ familiarity
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with aspects of daily life and to promote openness and tolerance in pupils’
attitudes. They appear to devote more time to the teaching of the language
than the teaching of culture. The countries in which teachers especially
support linguistic objectives, such as Spain, Poland, Sweden, and
Belgium, are also the countries in which teachers define culture teaching
above all in terms of providing information about daily life and routines,
except in Sweden, where they appear to give more importance to the
promotion of open minds and tolerant attitudes than to the passing on
information regarding daily life and routines. On the other hand, those
countries which are more culturally orientated, such as Bulgaria and
Greece, invariably attach greatest importance to developing attitudes of
openness and tolerance towards other peoples and cultures. It is interest-
ing that these countries devote relatively more time to culture teaching
than the other countries. Mexican teachers stand out somewhat too.
They appear to give greatest importance to developing particular skills
in their learners. They perceive the objectives of foreign language edu-
cation in terms of promoting the acquisition of general learning skills,
and those of culture teaching in terms of the promotion of reflection on
cultural differences. Mexican teachers also devote relatively more time
to culture teaching than teachers in Belgium, Poland, Sweden or Spain.
Two results deserve some additional comment. First, teachers appear
to devote far more time to language teaching than to culture teaching in
spite of the fact that they also express a clear willingness to devote
more time to culture teaching. The impression we gained is that, to a
certain extent, teachers feel frustrated that they cannot devote more
time to culture teaching. They refer to overloaded curricula and curricular
restraints, to the lack of appropriate teaching materials, to their pupils’
preference for language learning activities or lack of interest in the
foreign culture, and to their own lack of training in the area of teaching
intercultural competence when asked to mention reasons for not getting
round to culture teaching more often. It is remarkable that teachers in
all participating countries mention the same reasons for not getting
round to culture teaching more often. Though teaching circumstances
differ in the different countries, they appear to be perceived by teachers
in similar ways. On objective terms, the curriculum may be more over-
loaded in, say, Belgium than, say, Spain in view of the number of teaching
periods available. Yet, teachers in Spain also perceive the curriculum as an
impediment to teaching culture more often. Likewise, though teachers
use different textbooks in the different countries, and often use locally
produced textbooks which on objective terms sometimes differ substan-
tially from textbooks produced for an international market, teachers in
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all countries state the textbooks they use constitute a reason for not devot-
ing more time to culture teaching. Pupils, too, appear to be perceived in
similar ways in terms of their demand that the larger part of teaching
time be devoted to learning the language, not to culture teaching. In sub-
sequent chapters, we will inquire into a number of these aspects in more
detail, and this will sharpen our understanding of how local circum-
stances differ, to what extent they are perceived differently by teachers,
and to what extent teachers’ perceptions affect teaching practices.

The second issue concerns the fact that teachers define culture teaching
more in the traditional sense of passing on information regarding the
foreign culture, and in particular regarding different aspects of a culture’s
daily life and routines, and far less in terms of promoting the acquisition
of intercultural skills or in terms of enhancing learners’ ability to reflect on
their own culture and identity and to relate that culture to foreign
cultures. Even in those countries where relatively more importance is
given to cultural objectives, teachers define culture teaching in a tra-
ditional way. Does this, perhaps, imply that teachers are not yet familiar
with the enlarged objectives of foreign language education? Does this
mean that more is needed than to provide teachers with teaching
materials that show ways to integrate language-and-culture teaching?
For, if teachers do not understand what objectives they should try to
attain through their teaching, redesigning teaching materials may be of
little avail to support the further interculturalisation of foreign language
education. It may also be that this situation reflects the approach taken
in current-day textbooks. In many classrooms, especially at beginner
and intermediate levels, teachers tend to teach by the book, mainly
because they want to respect the grammatical progression they believe
underlies the book’s structure. The cultural topics they touch upon are
those that are present in the textbook. This issue will be further explored,
too, when we report on the cultural topics teachers deal with most
frequently in their classrooms and on the extent to which this order of
topics matches that of topics in foreign language textbooks.

In following chapters we will consider the ways in which the findings
here — about perception of objectives and the use of teaching time — are
reflected in what teachers tell us they do in the classroom and how they
think about intercultural competence.

Notes

1. All respondents can be considered as one group since the Bonferroni-multiple
comparison test results (see Appendix 2) reveal that the different country
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samples can be considered more similar than different in the way in which they
define the objectives of foreign language education.

2. Considering the respondents as one group is allowed, since the Bonferroni-
multiple comparison test results (see Appendix 2) revealed that, although
significant differences exist between individual countries, the number of
times a variable was scored significantly different is small enough to allow
us to say that the whole sample is more similar than different when it comes
to the way in which teachers define culture teaching in foreign language
education.



Chapter 3

Familiarity and Contacts with
Foreign Cultures

PHYLLIS RYAN and LIES SERCU

Foreign language teachers are expected to have (near-)native competence in
the foreign language they teach. They need it to be able to use the foreign
language in the classroom, explain it to their pupils, maintain contacts
with other speakers of that language in order to enrich their teaching (for
example in the context of e-mail or exchange projects), read professional
literature on foreign language education, etc. This seems to be stating the
obvious, and no one in the profession will dispute this requirement.

With respect to teachers’ familiarity with the foreign cultures associ-
ated with the foreign language they teach, few will state that teachers
need a (near-)native knowledge of these target cultures. Yet, if teachers
are to pass on culture-specific and culture-general knowledge to their
pupils, demonstrate to their pupils how they can relate and compare
cultures, prepare their pupils for intercultural contact situations and
help them to better understand their own cultural identity, they will
need a thorough understanding of the target cultures as well as of
their own culture, next to some understanding of foreign cultures in
general.

How can teachers meet this demand? Many teacher education pro-
grammes currently emphasise the acquisition of the foreign language,
foreign language teaching methodology, literature and history. For sure,
literature and history teaching can promote valuable insights into the
societal and historical developments, which have shaped the target
cultures, as they exist today. Yet, this kind of teaching often fails to
promote the knowledge, skills and attitudes in teachers which they
need to teach intercultural competence. Indeed, as pointed out in the
previous chapter, one of the reasons which teachers mentioned for not
getting round to culture teaching more often is that they feel they are

39
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not sufficiently familiar with the cultures associated with the language
they teach to be able to teach about them.

In this chapter, we explore whether this lack of familiarity, voiced by
individual teachers in answer to an open question, appears to be charac-
teristic of all participating teachers. We also look at the sources of infor-
mation on the target cultures teachers use most. We believe these
insights can help us to further our understanding of the reasons why
some teachers appear favourably disposed towards intercultural compe-
tence teaching and others not, why some teachers are willing to devote
more time to culture teaching and others not. One might indeed assume
that teachers who are very familiar with the foreign culture primarily
associated with the foreign language they teach will be less hesitant to
interculturalise their foreign language teaching than teachers who feel
they lack sufficient familiarity. The findings presented here will also
shed light on the extent to which teachers are prepared for teaching inter-
cultural competence in foreign language education, at least as far as their
understanding of a particular foreign culture is concerned.

We focus on teachers’ familiarity with the foreign culture primarily
associated with the foreign language they teach only, not on their famili-
arity with other foreign cultures that tend to be associated with that
language. The country/culture primarily associated with the English
language is the UK for teachers in all participating countries, except for
teachers in Sweden and Mexico, who indicate that the country primarily
associated with English is the United States of America. The country/
culture primarily associated with the French language is France for tea-
chers in all participating countries, not for example Wallonia, i.e. the
French-speaking part of Belgium, or Canada. German teachers in all
countries primarily associate the language they teach with the Federal
Republic of Germany, not with Austria or Switzerland. Teachers of
Spanish link the language they teach primarily with Spain.

Teachers’ Familiarity with the Culture Primarily Associated
with the Foreign Language they Teach

Teachers were offered a number of cultural topics, and asked to
indicate their degree of familiarity with each, observing the following
instructions:

(1) You choose ‘very familiar” when you feel you are so familiar with
that topic that it would be very easy for you to talk about it exten-
sively in your foreign language classroom.
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(2) You pick ‘sufficiently familiar’ when you feel you are familiar
enough with a particular topic that you could say something about
it during your classes.

(3) When you choose ‘not sufficiently familiar’ you indicate that you
yourself think that you are not well informed about a particular topic.

(4) You pick ‘not familiar at all”’ when you feel you don’t really know
anything about that particular cultural aspect.

The topics offered were (a) history, geography, political system; (b) differ-
ent ethnic and social groups; (c) daily life and routines, living conditions,
food and drink, etc.; (d) youth culture; (e) education, professional life; (f)
traditions, folklore, tourist attractions; (g) literature; (h) other cultural
expressions (music, drama, art); (i) values and beliefs; (j) international
relations (political, economic and cultural), with students” own country
and other countries. These are mainly topics that tend to be addressed
in foreign language textbooks (Sercu, 2000a). Some topics, which tend
not to be included in foreign language textbooks, but are part of the
minimal list of cultural topics proposed by the Council of Europe (2001:
102-103), such as ‘values and beliefs” or ‘international relations’, have
also been added. Still other topics from that list, such as body language,
visiting conventions or ritual behaviour, could have been added here,
but that would have made this section in the questionnaire unreasonably
long. For the same reason, some cultural topics not traditionally con-
sidered together have been grouped (e.g. education and professional
life; traditions, folklore and tourist attractions; daily life and routines,
living conditions, food and drink).

Table 3.1 shows how familiar with the different cultural topics teachers
deem themselves to be. The topics have been ranked from least familiar to
most familiar on the basis of the mean scores obtained for each topic.
Scores between 0.01 and 1.00 indicate that teachers consider themselves
‘not familiar at all’, Scores between 1.01 and 2.00 that teachers consider
themselves ‘not sufficiently familiar’, scores between 2.01 and 3.00 that
teachers consider themselves ‘sufficiently familiar’, and scores between
3.01 and 4.00 that they consider themselves ‘very familiar’.

We see that teachers in the different countries responded very simi-
larly." Teachers in all countries say that they are most familiar with
aspects of ‘daily life and routines, living conditions, food and drink,
etc.’, and least familiar, yet still sufficiently familiar, with international
relations. They consider themselves very familiar with ‘daily life and rou-
tines’, “literature’, ‘history, geography, political system” and ‘traditions,
folklore, tourist attractions’ and sufficiently familiar with ‘education,
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Table 3.1 Teacher familiarity with the country, culture and people primarily
associated with the foreign language they teach

GRE |MEX | BUL | SPA | SWE |POL | BEL | Mean
Index 298 | 297 | 297 | 294 | 291 | 290 | 197 2.95

International 2.70 2.76 2.53 243 291 | 290 | 249 2.65
relations

Different ethnic | 270 | 278 | 2.63 | 2.80 | 281 |259 |273 | 272
and social
groups

Other cultural 279 | 293 | 276 | 263 | 270 | 255 | 272 | 273
expressions

Youth culture 276 | 300 | 273 | 3.09 | 253 |262 | 267 277

Values and 276 | 302 279 | 271 | 264 |280 |286 | 280
beliefs

Education, 289 | 291 |3.00 | 277 | 284 |3.08 |293 | 292
professional life

Traditions, 318 | 305 |307 | 303 |315 311 |323 | 3.12
folklore, tourist

attractions

History, 321 | 300 |320 |3.00 |324 |312 |330 | 315
geography,

political system

Literature 332 | 295 | 350 | 337 | 321 [3.06 315 | 3.22

Daily life and 3.42 3.34 3.43 3.57 3.39 | 3,55 | 3.59 3.47
routines

Scores ranging between 0.00 and 4.00:
0.01-1.00 = not familiar at all; 1.01-2.00 = not sufficiently familiar; 2.01-3.00 =
sufficiently familiar; 3.01-4.00 = very familiar.

professional life’, “values and beliefs’, ‘different ethnic and social groups’,
‘youth culture’, ‘other cultural expressions (music, drama, art)’, and
‘international relations (political, economic and cultural)’.

These findings suggest that teachers feel sufficiently well equipped for
culture teaching in the traditional sense of passing on knowledge about
the target culture. Their knowledge is strongest in the cultural domains
normally addressed in foreign language textbooks. One may therefore
wonder whether the cultural contents of textbooks are a determining
factor in teachers’ familiarity or whether they also use other sources of
information on the foreign culture, such as travel or the media.
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Frequency of Travel to the Target Culture

Teachers were asked to indicate how frequently they travel to the
foreign country primarily associated with the foreign language they
teach. We wanted to know about different kinds of contact, because
these may imply a different length of stay as well as different degrees
of integration in the foreign culture. Visits to relatives or friends suggest
a longer stay which guarantees an insider view of the foreign culture,
whereas school trips are usually shorter in duration and more likely to
promote an outsider tourist view on the foreign culture. Of course,
answers are highly dependent on personal and family related circum-
stances. Still, we believe their answers show tendencies which offer a
truthful account of the extent and kinds of contacts they mainly have.

When considering all contacts together, as in Table 3.2, we see that in
none of the countries do teachers appear to travel frequently to the
foreign country.

Table 3.2 Teachers’ travels to the foreign countries associated with the foreign
languages they teach

BEL | SPA | SWE | POL | GRE | MEX | BUL | Mean
Index 1.76 | 1.74 | 167 | 162 | 1.61 | 1.50 | 1.36 | 1.61

Work visits, e.g. 1.28 1.34 1.34 1.27 1.34 1.20 1.30 1.30
within the

framework of an
exchange project

School trips (one | 1.95 | 1.31 | 1.26 | 1.50 | 1.21 | 1.11 | 1.13 | 1.35
or two days)

Participationin | 1.50 | 2.09 | 1.77 | 153 | 1.82 | 149 | 1.80 | 1.71
a teacher
training
programme or a
language course

Visits to 1.66 | 1.57 | 1.69 1.83 154 | 1.78 | 1.17 | 1.61
relatives or

friends

Tourist stays 240 | 240 | 227 | 194 | 216 | 191 1.40 | 2.07

(lasting longer
than two days)
in the foreign
country

0.00-1.00 = never; 1.01-2.00 = once in a while; 2.01-3.00 = often.
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When comparing professional and private contacts, we see that tea-
chers more frequently travel to the foreign country as tourists or to visit
relatives and friends, than for professional reasons. The majority of tea-
chers never take part in work visits, for example to prepare an exchange
project, or in a teacher training programme abroad, though this last kind
of contact is substantially more popular amongst Swedish, Greek, Spanish
and Bulgarian teachers than amongst Belgian, Mexican or Polish teachers.
This may be because in the former group of countries few other possibi-
lities to travel to the foreign country exist or because this kind of in-service
training is part of an officially recognised and obligatory training scheme.

About 70% of the teachers indicate they never go on a school trip to the
foreign country, with the notable exception of Belgian teachers, of whom
73% indicate that their school organises school trips to the foreign country
either ‘often” or ‘once in a while’. For Belgian schools, it is relatively easy
and inexpensive to travel to France, Germany or the UK because of these
countries’ relative vicinity.

Though professional journeys to the foreign country tend to be limited,
teachers more frequently travel to the foreign countries as tourists. A sub-
stantial part of Bulgarian (60%) and Mexican (35.56%) teachers, however,
indicate they never travel to the foreign country, most probably because of
the relative expense of such trips. About an equal number of the teachers
indicate that they travel to relatives or friends, or do not do that.

Frequency of Contact with Foreign Cultures While at Home

Teachers were also asked to indicate how frequently they get in contact
with the foreign culture while at home. The kinds of contact which they
were asked to score as ‘never’, ‘once in a while’ or often were: (1)
media contacts; (2) visits to cultural institutes representing the foreign
country in their country; (3) contacts with people originating from the
foreign country who live in their country; (4) contacts with foreign
language assistants (usually natives from the foreign country) in their
school; or (5) contacts with foreign teachers or pupils who visit their
school.

As can be seen from Table 3.3, Bulgarian, Spanish, Mexican and Polish
teachers appear to have frequent contacts with the foreign culture at
home, whereas Greek, Swedish and Belgian teachers indicate they only
get in contact with the foreign culture once in a while.

When we compare the mean scores obtained for contacts at home and
journeys to the foreign country, teachers appear to get into contact with
the foreign culture more frequently at home than through travel to the
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Table 3.3 Frequency of teachers’ contacts with foreign cultures at home

BUL

SPA

MEX

POL

GR

Sw

BE

Mean

Index

2.35

2.14

2.07

2.05

1.90

1.85

1.78

2.02

Contacts with
foreign teachers
or pupils who
visit my school

1.80

1.86

1.53

1.71

1.24

1.63

1.46

1.60

Contacts with
foreign language
assistants
(usually natives
from the foreign
country) in my
school

2.07

2.17

1.67

1.53

1.34

1.34

1.15

1.61

Visits to the
cultural institute
representing the
foreign country
in my country

2.77

1.29

191

2.13

1.95

1.46

1.62

1.87

Contacts with
people
originating from
the foreign
country who live
in my country

227

243

227

2.12

224

211

1.86

2.18

Media contacts
(via newspapers,
television, radio)

2.87

294

2.95

2.78

271

2.73

2.84

2.83

0.00-1.00 = never; 1.01-2.00 = once in a while; 2.01-3.00 = often.

foreign country. Interestingly, teachers who score low on journeys score
high on contacts at home and vice versa. This is particularly obvious
for Bulgaria and Belgium. Whereas Bulgarian teachers do not appear to
travel much, they indicate they have frequent contacts at home. Belgian
teachers, on the other hand, appear to travel most, but of all country

samples have fewest contacts at home.

Teachers do not have frequent contacts with people originating from the
foreign culture (teaching assistants or foreign visitors) inside the school,
though Spanish and Bulgarian teachers stand out here. They make more
extensive use of the possibility to interact with native speakers of the
foreign language as teaching assistants than schools in the other countries.
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Teachers only sporadically visit the cultural institute representing the
foreign country in their country, though Polish and Bulgarian teachers
say they often have such contacts. This is most probably due to the fact
that the teachers who participated in the research live in or nearby a
city where such a cultural institute is located. By far the most popular
kind of contact with the foreign culture is media contacts, which in the
majority of cases are Internet or television contacts. Television contacts
may be through local television channels or internationally broadcast
channels.

Summary and Comments

Table 3.4 provides a summary of this chapter’s main findings. Using
symbols (+, ++, +++ and ++++), we summarise the extent of teachers’
familiarity with the foreign culture primarily associated with the foreign
language they teach, as well as the extent of their contacts with the foreign
country, culture and people. The results in the first column reflect the
index of familiarity provided in Table 3.1. The symbols in the second
and third column reflect the mean scores obtained with respect to the
type of contact which teachers in all countries ranked first. For journeys,
these are tourist stays; for contacts at home, these are media contacts. The
mean scores obtained for these two contact types could yield an adequate
representation of teachers’ actual contacts.

Table 3.4 Summary of chapter’s main findings

Familiarity Direct contacts: | Contacts at home:

with culture tourist stays media contacts
Country | (+,++,+++, ++++) | (+ ++, +++) (+, ++, +++)
Belgium +++ +++ +++
Bulgaria +++ ++ +++
Greece +++ +++ +++
Mexico +++ ++ +++
Poland +++ ++ +++
Spain +++ +++ +++
Sweden +++ +++ 4+

Symbols in column ‘familiarity with culture”: + = not familiar at all, ++ = not
sufficiently familiar, +++ = sufficiently familiar, ++++ = very familiar;
Symbols in column ‘direct contacts: tourist stays” and ‘contacts at home: media
contacts”: + = never; ++ = once in a while; +++ = often.
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As the table illustrates, teachers from the seven countries indicate that
they regard themselves as being sufficiently familiar with the culture of
the foreign language(s) they teach. Tourist contacts in Belgium, Greece,
Spain and Sweden are more frequent than in Bulgaria, Mexico and
Poland. Media contacts are equally frequent in all seven countries.

In the introduction to this chapter, we stated that we wanted to inves-
tigate whether and to what extent the feeling voiced by individual tea-
chers that they are not sufficiently familiar with the foreign culture to
be able to teach about it found substantiation in our quantitative data,
and whether this apparent lack of familiarity appears to be characteristic
of individual teachers only, or of a larger proportion of the teachers. Our
data have revealed that teachers consider themselves sufficiently familiar
with the foreign culture, which means that they think they could at least
say something about different aspects of the foreign culture during their
lessons if they had to, without however on the whole considering them-
selves to be able to deal extensively with different aspects of the foreign
culture. Teachers who feel they should be very knowledgeable about a
particular aspect before they can teach about it will certainly share the
feeling that they lack sufficient familiarity. On the other hand, teachers
who are satisfied with an only partial knowledge will probably not
share that feeling, although they may actually lack a sufficient degree of
familiarity to be able to interculturalise their foreign language education.

We explicitly linked the extent of teachers” knowledge to language
teaching, but offered more topics than those traditionally included in
foreign language textbooks. Our data show that the topics with which tea-
chers appear to be most familiar are those traditionally dealt with in
foreign language textbooks, namely daily life and routines; history and
geography; and folklore. In addition, teachers perceive themselves as
very familiar with literature, which probably reflects the fact that in
many countries, foreign language teachers receive thorough introductions
to the literature of the language they are studying before or during teacher
training. Other topics, of high relevance in intercultural competence
teaching, however, appear less well-known, which suggests that teachers
will need additional preparation if we expect them to teach intercultural
competence in its full sense. In view of teachers’ frequent media contacts
with the foreign cultures, it is surprising that they do not feel well
informed about the foreign country’s international relations or, for
example, the different ethnic groups living in the foreign country. Might
it be that the media contacts teachers say they have are situated mainly
in the entertainment sphere and less in the informational sphere? Do tea-
chers watch movies but not foreign news programmes or pay attention to
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the items devoted to the foreign country’s international relations in local
news programmes? Or do teachers use the foreign media mainly to
improve their language skills, not so much to enlarge their familiarity
with different aspects of the foreign culture/Culture? A question that
has to be left unanswered here is whether teachers who feel they are
very familiar with daily life and routines, or very knowledgeable about
a country’s geography or history also actually are. It may be the case
that teachers have presented a somewhat flattering image of themselves.
On the other hand, ‘sufficiently familiar” was defined in minimalist terms,
and in picking this option teachers did not state that they considered
themselves sufficiently familiar to be able to explain a particular phenom-
enon in detail as one might expect a lecturer in cultural studies or an
anthropologist to be able to do. At any rate, it will be interesting to inves-
tigate in a later chapter to what extent teachers’ familiarity finds reflection
in their actual teaching practice.

As regards teachers’ contacts, it is not surprising that we found that the
media are an important source of information. Media are omnipresent in
all countries. It may well be though, that in some countries, it is easier to
gain access to Spanish or German media than in other countries. Interest-
ingly, teachers who appear to travel little appear to compensate this lack
of direct contact with more extensive contacts with the foreign culture at
home, for example via visits to the cultural institute. The reverse was also
found to be true. Teachers from countries that show a large extent of direct
contact via travel appear less interested in visits to cultural institutes. Of
course, whether or not the cultural institute lies within reasonable dis-
tance from one’s home may have biased the comparison of teachers’
answers. In a similar vein, not surprisingly, Belgian teachers have more
frequent contacts via school trips with countries, such as France or
Germany, since these countries are neighbouring countries. This does
not necessarily mean that Belgian teachers are better FL&IC teachers.
The reasons why school trips are organised may lie more in the general
educational or linguistic domain than in the cultural domain. We will
explore reasons for organising school trips and other culture experiential
activities in a later chapter. Geographical factors may, again, explain the
significant differences in the extent to which teachers make use of the
fact that people originating from the foreign countries are living in their
country. Some people happen to live in a neighbourhood where such
people are living, and others not. Some countries attract more native
speakers of a foreign language taught in secondary education than
others. Some teachers may just not be inclined to make contacts with
foreigners. The assumption generally is that foreign language teachers
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are by definition open to foreign cultures. It would be interesting to inves-
tigate whether or not this difference in the extent to which teachers have
personal contacts with foreigners also says something about their attitude
towards foreignness and foreigners in general, as well as about the extent
of their familiarity with different aspects of the foreign culture. Within the
confines of a self-report questionnaire, however, it is extremely difficult to
gather valid data in this respect. In the next chapter, we shift our attention
from the teacher to the pupil and ask this question: how open to
foreigners are pupils in the eyes of their teachers?

Note

1. The Bonferroni multiple comparison test results confirms this. The number of
times teachers appear to have scored each of the topics offered to them in a stat-
istically significantly different way equals zero, which means that the different
country samples can be considered alike in this respect.



Chapter 4

Pupils’ Culture-and-language
Learning Profile

MARIA DEL CARMEN MENDEZ GARCIA and LIES SERCU

Learner populations differ according to various parameters: whether
the learners are beginners, intermediate or advanced; whether they are
young children, adolescents or adult; their objectives in learning the
language; the extent of their motivation to learn the language; whether
their environment outside the classroom is target-language or mother-
tongue; how heterogeneous or homogeneous the class is; the size of the
group; and many more.

Teachers have a responsibility not only to provide opportunities for
learning, but also actively to help learners to reach their full potential
and make maximum progress. Foreign language teaching methodology
courses usually raise teachers’ awareness of the need to start from and
build on their learners’ current level of proficiency in the foreign language
when laying out learning paths, thereby also taking account of their lear-
ners’ age, interests, learning abilities, and future professional needs. In
most cases, however, these courses omit to define learner-orientedness
in terms of intercultural competence learning; they fail to raise teachers’
awareness of the need to take account of their learners’ current levels of
understanding of foreign cultures or intercultural communication, their
attitudes towards foreignness and foreigners or their culture learning
skills. The exception is courses which prepare teachers for teaching in
multicultural schools which attract a substantial number of ethnic min-
ority community children.

This chapter prepares the ground for answering the question to what
extent teachers take account of their pupils’ culture learning profiles as
well as their language learning profiles. We will answer this question in
Chapter 9, where we consider the findings presented in Chapters 2 to 8
together, looking for relationships among different data sets. Here, we

50
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want to concentrate on teachers’ perceptions of their pupils’ culture-and-
language learning profiles.

We asked teachers to provide information on the extent of their pupils’
familiarity with the foreign cultures associated with the foreign language
they are learning, their attitude toward the foreign people usually associ-
ated with that foreign language and the frequency of their contacts with
the foreign country and culture. If teachers want to promote intercultural
competence in their pupils, they will need to offer intercultural compe-
tence teaching which starts from their learners’ current levels of famili-
arity with, understanding of and attitudes towards the foreign cultures
and peoples usually associated with the foreign language they are learn-
ing. Teachers who perceive their pupils as ‘not knowledgeable regarding
the foreign culture” should devote more teaching time to enhancing their
pupils’ familiarity with the target culture than teachers who perceive their
pupils as ‘very knowledgeable’. Teachers who feel their pupils hold rather
negative attitudes should work explicitly towards changing these atti-
tudes. Similarly, teachers who understand that their pupils scarcely get in
contact with the foreign country/ies or make use of a limited array of
means to do so should strive to facilitate and promote different types of
(direct) contact with the foreign cultural reality in the course of their lessons.

Teachers’ Perceptions of Their Learners’ General Disposition
Towards Learning the Foreign Language and Culture

To investigate teachers’ perceptions of their pupils’ language-and-
culture learning profile, the respondents were first asked to indicate on
a ten-point scale to what extent they agreed with the following state-
ments: ‘My pupils are very motivated to learn the foreign language I
teach’, ‘My pupils think learning the foreign language I teach is difficult’,
‘My pupils are very knowledgeable about the culture of the foreign
language I teach’ and "My pupils have a very positive attitude towards
the people associated with the foreign language I teach’. Teachers’
answers to these questions have been summarised in Table 4.1 below.

As Table 4.1 reveals, teachers in all countries appear to think their
pupils are reasonably to highly motivated to learn the foreign language
they teach. Spanish teachers stand out, with a low mean score for pupil
motivation of 4.86. In Spain, Greece and Poland, large proportions of
the teachers (60.01%, 58.96% and 46.93% respectively) gave a score
below 5, indicating that they consider their pupils’ motivation to be on
the negative side. In comparison, only 13.32% of Bulgarian teachers,
25.39% of Swedish teachers, 32.89% of Belgian teachers and 36.37% of
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Table 4.1 Teachers’ perceptions of their pupils’ general disposition towards the
foreign language they teach and towards the foreign cultures and peoples associ-
ated with that language

BEL |BUL | GRE |MEX |POL | SPA |SWE | Mean

My pupils arevery | 6.36 | 813 | 579 | 6.23 | 6.10 | 486 | 6.90 6.34
motivated to learn
the foreign
language I teach.

My pupils havea | 6.01 | 748 | 524 | 564 | 704 | 431 [729 | 6.14
very positive
attitude towards
the people
associated with
the foreign
language I teach.

My pupils think 576 | 3.77 | 454 | 7.04 | 580 | 597 | 5.63 5.50
learning the
foreign language I
teach is very
difficult.

My pupils are very | 486 | 553 | 444 | 504 | 435 | 443 | 552 | 488
knowledgeable
about the culture
of the foreign
language I teach.

0 = complete lack of agreement; 10 = complete agreement.

Mexican teachers gave scores below 5. 46.67% of the Bulgarian teachers
assigned the score ‘10" for pupil motivation, which is remarkably high.

As regards teachers’ assumptions concerning their pupils’ perceptions
of the degree of difficulty involved in learning the foreign language,
teachers on average assign a score between 5.00 and 6.00. Mexican and
Bulgarian teachers stand out here. Whereas Mexican teachers strongly
agree that their pupils find learning the language they teach very difficult
(mean score = 7.04), Bulgarian teachers disagree that their pupils find it
very difficult (mean score = 3.77).

Table 4.1 also shows that teachers agree that their pupils’ attitudes are
positive, with mean scores ranging between 524 (Greece) and 7.48
(Bulgaria), except, again, in Spain, where teachers disagree (mean score
4.31) and this might suggest they believe their students have negative
attitudes.
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Finally, Table 4.1 shows how familiar teachers believe their pupils to be
with the foreign cultures associated with the language they teach. They
are clearly less sure about the extent of their pupils’ familiarity than in
their conviction that pupils are motivated and have positive attitudes.
The mean scores obtained all centre around 5, with the highest mean
scores obtained for Bulgaria (5.53) and the lowest for Poland (4.35),
which suggests that most teacher consider their pupils to be ignorant of
the foreign country. 77.55% of Polish teachers, 71.80% of Greek teachers
and 71.42% of Spanish teachers indicate that they do not deem their
pupils to be knowledgeable. The lowest proportion of teachers who
think that way was found in Sweden, where ‘a mere’ 32.79% of the
teachers assigned a score between 1 and 5. Even in Bulgaria, 53.33% of
teachers think their pupils are not familiar with the foreign cultures
associated with the foreign language they are learning.

We have summarised these different findings in Table 4.2 below. The
crosses provide indications of the extent to which teachers think the
statements hold true for their pupils. The number of crosses ranges
between 1 and 5. One cross matches a score between 0-2.00, two
crosses between 2.01-4.00, three crosses between 4.01-6.00, four crosses
between 6.01-8.00 and five crosses between 8.01-10.00.

A reasonably clear relationship appears to exist between the different
dimensions of pupils’ culture-and-language learning profile. Countries,
in which comparatively speaking high scores are obtained for ‘motivation’,

Table 4.2 Summary of teachers’ perceptions of their learners’ general disposition
towards learning the foreign language and culture

Are highly Have a very Perceive the Are very
motivated positive language knowledgeable
to learn the attitude as very regarding the
foreign towards the difficult foreign culture,
language | foreign people to learn country, people
Belgium | ++++ F+++ +++ +++
Bulgaria +++++ ++++ ++ +++
Greece +++ +++ +++ +++
Mexico ++++ +++ ++++ +++
Poland ++++ ++++ +++ +++
Spain +++ +++ +++ +++
Sweden ++++ F+++ +++ +++
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show high scores for ‘attitude’ and ‘knowledge” and low scores for
‘difficulty’. This tendency is most obvious in the Bulgarian sample. Vice
versa, countries in which comparatively low scores are obtained for
‘motivation” also show low scores for ‘attitude’ and ‘knowledge’ and
high scores for ‘difficulty’. This trend is most clearly observable in the
Spanish sample. The Mexican sample stands out somewhat. There, a
high score for motivation co-occurs with a high score for ‘difficulty’, a rela-
tively low score for ‘attitude” and a relatively high score for “knowledge’.

What surprises us are the large differences between the country
samples, especially with respect to pupils’ attitudes and motivation.
Whereas Bulgarian teachers perceive their pupils as very motivated and
as very positively disposed towards the foreign people, Spanish teachers
at the other extreme perceive their pupils as lowly motivated and as
rather negatively disposed towards the foreign people associated with
the foreign language they are learning. The reason for this cannot lie in
the sample itself, since the different country samples have been shown
to be statistically similar, except with respect to the number of teaching
periods teachers teach per week and with respect to the kinds of edu-
cation offered in the schools in which teachers are teaching. Also, all
Spanish and Bulgarian participants are teachers of English. How come
then that pupils perceive the language, culture and people in such differ-
ent ways, in the eyes of their teachers? Do pupils reflect the kinds of atti-
tudes and feelings which are present in their societies? Do Spanish pupils
consider the UK in a negative light because of the situation in Gibraltar
or the sometimes bad reputation of British tourists in their country? Are
Bulgarian pupils attracted to the UK because that country appears to
them a country of opportunities? In the second part of this chapter, we
report on the specific ideas the different national pupil populations
associate with the peoples and cultures associated with the foreign
languages they are learning. These findings will shed some light on poss-
ible reasons for pupils’ culture learning profiles, though other reasons
should also be considered, such as the distance between the learners’
mother tongue and the foreign language, for example, a country’s
general disposition towards the learning of foreign languages or the
number of teaching periods reserved in the curriculum for foreign
language education.

We also want to speculate here about whether a causal relationship
exists between the different elements of the pupils’ culture-and-language
learning profile. Could it be the case that a low motivation to learn the
language, also because of the language’s perceived difficulty, causes
pupils to be negatively disposed towards the foreign people and
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culture and explains their lack of interest in the foreign culture and, thus,
their low degree of familiarity with it? Or can and must we dissociate
between pupils’ disposition towards the foreign language and their dis-
position towards the foreign culture and people, and can no causal link
be assumed? Teachers will probably have had the experience that
pupils may be motivated to learn the foreign language but that this
does not necessarily also mean that they are motivated to learn about
the foreign culture and people. Most probably, they can also testify that
the different language- and culture-related factors in the pupil profile
can reinforce each other, and that a negative stance towards the language
affects the stance towards the culture and people.

This then brings us to the interesting question of how these findings
could affect teachers’ teaching practice. We believe they could incite tea-
chers to teach intercultural competence, but we realise that teachers
may also follow different lines of reasoning than the ones we deem desir-
able. Teachers could, for example, use the finding that pupils are nega-
tively disposed towards the foreign language and culture to justify why
they do not work towards intercultural competence, voicing the opinion
that it will not be of any avail anyway. Likewise, teachers could take
the stance that enhancing pupils’ motivation to learn the foreign language
and improve their language skills is what matters, and that ‘the rest’,
namely positive attitudes and an enlarged familiarity with the culture,
will follow automatically.

Pupils’ Ideas Regarding the Cultures, Countries and
Peoples Primarily Associated with the Foreign Language
they are Learning

In this section, we report on what teachers believe their pupils think
about the foreign cultures, countries and peoples primarily associated
with the foreign language they are learning. We asked teachers to
answer the following open question: ‘'How would you describe your
pupils’ perceptions of and ideas regarding the country/ies and
people(s) usually associated with the foreign language you teach?
Please use key words to describe in the area below what you think your
pupils associate with the country/ies, culture(s) and people(s) that are
usually associated with the foreign language you teach. Please distinguish
between countries, cultures and peoples when needed’.

Because more teachers of English took part in the research project than
teachers of French, German or Spanish, more data are provided with
respect to English-speaking countries, cultures and people. The results
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are presented in four main categories, namely, (a) positive and neutral
views of the foreign country; (b) negative views of the foreign country;
(c) positive or neutral views of the foreign people; (d) negative views of
the foreign people.

Pupils’ views regarding the cultures associated with
the English language

Teachers most extensively commented on the positive and negative
features their pupils ascribe to the United Kingdom and the United
States. Some teachers also report on their pupils’ perceptions regarding
Canada and Australia.

The United Kingdom: The country and ifs people

Teachers of English in all countries participating in our research per-
ceive their pupils as associating positive, neutral and negative ideas
with the United Kingdom and its people. These are varied and focus on
diverse areas of life. As can be observed from Table 4.3 below, some of
these areas are mentioned by teachers in all countries, whereas others
are touched upon in one or two countries only. On the whole, Greek
and Mexican teachers suggested fewer topics than their colleagues in
the other participating countries. The range of cultural dimensions with
respect to which pupils are said to hold negative ideas is more limited
than that with respect to which they hold positive ideas. When negative
personality traits are mentioned, they tend to be counterbalanced with
positive ones, except in Sweden where only negative traits were
mentioned.

On the whole, the UK is described on neutral or positive grounds,
whereas its people seem to embody a large number of negative character-
istics or faults that exceed their qualities. Bulgarian teachers noticeably
believe their pupils assign Britain and its people scarcely negative and
abundantly positive traits. This finding confirms the finding presented
earlier with respect to teachers’” impression of their pupils’ overall posi-
tive attitude towards the foreign people and culture (see Table 4.1).
Middle positions are taken by Greece and Mexico, which present a
rather balanced image of the United Kingdom and its people, mentioning
a largely similar number of positive and negative ideas. At the other end
of the continuum we find Belgium, Poland, Spain and Sweden. Pupils in
these countries are perceived as holding neutral to positive views of the
country, but clearly negative opinions on the British people. The Swedish
respondents did not even mention a single virtue of the Britons.
Belgian, Polish and Spanish pupils are said to acknowledge different
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Table 4.3 Teachers’ perceptions of the range of topics their pupils associate with
the UK, its culture and people

Ideas associated with the United Kingdom and its people
‘ BEL ‘BUL ‘GRE ‘MEX ‘POL ‘SPA ‘ SWE

Positive or neutral ideas associated with the country

(1) Sports and entertainment v v v v v

(2) Daily life and routines, v v v v v
living conditions, food
and drink

(3) Tradition, folklore, tourist v v v v
attractions

(4) Physical geography v v v v

)
(5) Social geography v
(6) History 4

(7) Institutions

(8) Literature

SIS S
AN
AN

(9) International status and v
relations

(10) The English language 4
(11) Economy v v
(12) General features v v v v v

Negative ideas associated with the country
(1) Food and drink v v

(2) Physical geography; the 4 4 4 v v
weather

(3) Social geography 4 4

(4) International status and v
relations

(5) General features v v v v v v

Positive or neutral ideas associated with the people

| v vl lv]v]s]

Negative ideas associated with the people

R AR AR AN
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positive traits in the British people, even though they are not as numerous
as the vices or negative features ascribed to the them.

Let us now turn to the specific ideas pupils are said to associate with
Great Britain and British people. We have classified pupils” positive or
neutral ideas in 12 cultural categories.

Sports and entertainment seems to be a rather popular field of cultural
knowledge since, with the exception of Greece and Mexico, teachers
in all countries comment on it. The key aspects here are the “film’
and ‘music” industry together with ‘sports’, particularly ‘football’.
Some stars are also referred to (‘Spice girls’, ‘Beatles’; ‘Owen’ and
‘Beckham’).

In connection with daily life and routines, living conditions, and food
and drink, teachers in five countries, namely Bulgaria, Greece,
Poland, Spain and Sweden mention ‘tea drinking’, next to ‘left-
hand driving’, ‘horse racing’, ‘chats about the weather” and ‘B&B’
or the general word ‘accommodation’.

Teachers describe some traditions, folklore aspects and tourist attrac-
tions, underlining that their pupils have no more than tourist knowl-
edge of the country. The specific answers given include ‘bowler hat’,
‘quilts and bagpipes’, ‘pubs’, ‘double deckers’ and ‘Big Ben’.
Teachers who speak about physical geography, all mention ‘London’. In
addition, some teachers refer to ‘Liverpool’, ‘England” and “Scotland’.
Institutions is present as a category, too, and appears in five of the seven
countries surveyed, the exceptions being Bulgaria and Mexico.
Attention is paid to three issues: the monarchy (‘Queen’, ‘Royal
family’, ‘Diana’), politics (“Tony Blair’) and the education system
(‘best colleges and universities’, ‘school system” and “uniform”).
British history is said to be perceived by pupils as ‘rich” in the
Belgian, Bulgarian and Greek sample. The specific instances
included all refer to Britain’s colonial past.

Teachers in three countries make reference to the country’s inter-
national status and international relations. The United Kingdom
is said to be considered a ‘first world country’” by a Mexican
teacher, ‘the world’s number one’ by a Bulgarian teacher, and an
important country in the European Union by a number of Belgian
respondents.

In Bulgaria and Mexico, a limited number of teachers define pupils’
perceptions of the UK'’s economic situation in terms of ‘good incomes’
(Mexico), ‘high standards of living” and ‘economically developed’
(Bulgaria).
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e Only Swedish teachers refer to social geography. They assert that their
pupils associate the UK with “class society” and “upper class’.

e Literature, and in particular Shakespeare, is featured in the Bulgarian,
Polish and Swedish samples. Mexican teachers depict British English
as the ‘pure’” and ‘perfect’ variant of the English language.

e Finally, the general features which teachers ascribe to the United
Kingdom, except in Spain, include ‘old” or ‘rich’ culture, ‘expens-
ive’, ‘interesting’, ‘beautiful’, ‘green’ and ‘worth a visit’.

Apart from those neutral or positive associations with the UK, teachers
also reveal clearly negative images of the country, which they think
their pupils hold, even if they do so far less often.

e Only Spanish and Swedish teachers, for instance, speak about the
negative side of British food, thought to be ‘bad’. The adjective
‘bad” also qualifies the weather, characterized by the ‘rain’, which
makes Britain a ‘dark’ country. The bad weather is referred to by
all teachers, except in the Mexican and Swedish sample.

e The societal and political problems explicitly stated include “hooligan-
ism’, ‘“foot-and-mouth disease’, and ‘Northern Ireland’, mentioned
in one country only. ‘Gibraltar’ is mentioned by Spanish teachers
as a topic perceived negatively by their pupils.

e The adjectives which teachers say their pupils use to qualify the
United Kingdom include ‘queer’, ‘old-fashioned’, ‘conservative’,
‘conventional’ nature, ‘expensive’, ‘boring’, ‘tasteless’ and ‘not
very attractive to travel to’. Apart from Bulgarian teachers, all
teachers contribute to these general appreciations.

British people equally provoke mixed feelings in pupils. The positive
features defining the Britons are quoted by all but the Swedish teachers.
In most samples, teachers say that their pupils perceive the Britons as
‘polite’. This is by no means the only British virtue. Other qualities on
the list include ‘good-mannered’, ‘punctual’, ‘organized’ and ‘friendly’,
that is to say, the Britons are well known for their civic behaviour. One
teacher, in addition, mentions that they are ‘nice’, ‘reliable’, ‘clean’, ‘love
music, their history, and their culture’. Possibly the largest number of qual-
ities, as well as the most outstanding ones, come from Bulgarian teachers
whose pupils think Britons are ‘interesting’, but also ‘fascinating’.

Nonetheless, British people are ascribed negative features on a much
more frequent basis, that is to say, these features not only outnumber
the positive ones, but they seem to be part of pupils” perceptions in all
countries. Except for Greek and Mexican teachers, a number of teachers
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in all other country samples say that their pupils consider the Britons
to be ‘weird’, ‘'odd’, and ‘strange’. The second cluster of words named
by more than two countries are ‘cold” and ‘distant’, which gives a
clue to the prevailing image of British people. The negative labels
linked to the country are also associated with its people, namely,
‘old-fashioned’, “snobbish” and ‘boring’. The rest of the terms employed
are much more heterogeneous. Spanish and Polish teachers list a large
number of characteristics, such as ‘self-sufficient’, ‘introvert’, ‘not easy
to get along with’, ‘arrogant’, ‘noisy’, ‘hooligans’, ‘drunkards’ (Spanish
teachers), ‘bossy’, ‘selfish’, ‘formal’, ‘“unapproachable’ and ‘solitary’
(Polish respondents). Polish teachers stand out since their pupils are the
only ones to contemplate other groups within the United Kingdom,
namely the Scots, thought to be “‘mean’, and the Irish, who ‘drink too
much alcohol” and who are categorised as “patriotic’. Mexican teachers,
on the other hand, insist on some of the personality traits already
hinted at: “impassive’, ‘inexpressive’ and ‘not very passionate’. Bulgarian,
Belgian and Swedish teachers enumerate more varied features: ‘verbose’,
‘over-polite’, ‘weird sense of humour’ (Bulgaria), ‘conservative’, ‘stand-
offish’, ‘tasteless’ (Belgium) and ‘stiff’ and ‘snotty’ (Sweden). To put it
in a nutshell, the Britons are attributed a large amount and a wide
variety of negative features and there is a clear insistence upon their
strange, cold and distant character.

The United States: The country and its people

If pupils” perceptions regarding the United Kingdom are ambiguous,
those concerning the United States are mostly positively biased, which
does not exclude the existence of negative considerations about American
society. The US is deemed to be a highly attractive and essentially positive
cultural community. Mexican pupils appear to be less positively disposed
towards Americans than pupils in other countries. Greek, Polish and
Swedish pupils seem particularly positively disposed towards Ameri-
cans, whereas pupils in Belgium, Bulgaria and Spain occupy a middle
ground, associating Americans with both positive and negative features.
On the whole, pupils are perceived as more knowledgeable regarding the
US, its people and culture than regarding the UK. As can be observed
from Table 4.4 below, some of the areas listed in connection with the
country and its people are mentioned by teachers in all countries,
whereas others are touched upon in one or two countries only. More
positive than negative ideas tend to be associated with the country and
its people, and when negative personality traits are assigned, these are
counterbalanced with positive ones, except in Mexico.
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Table 4.4 Teachers’ perceptions of the range of topics their pupils associate with
the USA, its culture and people

Ideas associated with the United States and its people
| BEL | BUL | GRE |MEX | POL | SPA | SWE

Positive or neutral ideas associated with the country

(1) Sports and v v v v v v v
entertainment
(2) Daily life and routines, | v v v v v v v
living conditions, food
and drink
(3) Tradition, folklore, v v v v v
tourist attractions
(4) Social geography v
(5) Technology v v 4 v
(6) History v
(7) Institutions v v v v
(8) Literature v
(9) International status v v v v v
and relations
(10) The English language | v v
(11) Economy v v v v
(12) General features v v v 4 v v
Negative ideas associated with the country
(1) Food and drink v v
(2) Social geography v v v 4 v
(8) The English language v v
(4) General features v

Positive or neutral ideas associated with the people
sl ] (v ]7]

Negative ideas associated with the people

N
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Let us now have a look at what specific ideas the teachers in the differ-
ent countries say their pupils associate with the US.

Teachers in all countries indicate that their pupils define the United
States in terms of sports and entertainment. Frequent reference is
made to the film and music industry. The topics contemplated
include ‘good films’, ‘movies” and ‘Hollywood’, and ‘good music’,
‘pop culture/music’, ‘hip-hop’, ‘rap’, ‘rock” and ‘pop stars’. As for
sports, the range of the options provided is also bigger than that
in connection with the United Kingdom: ‘sports’, ‘'NBA’, “American
football” or ‘ice-hockey’ turn out to be key words in that respect.
Apart from these two, other issues within the field of entertainment
are pondered, especially those related to the different mass media,
either in their written (‘magazines’) or spoken or audiovisual form
(‘television” as a generic word and specific instances such as ‘talk
shows like Rikki Lake”).

In all countries, teachers also include aspects concerning daily life
and routines, living conditions and food and drink. Teachers indicate
their pupils generally think of American food in terms of ‘fast-
food’, ‘hot-dogs’, ‘hamburgers’, ‘McDonalds’” or ‘Coca-cola’. The
topics featured in connection with daily life and living conditions are
‘big towns /cities” or ‘malls’. ‘Big cars’ are needed because students
are aware of the ‘big distances’ between places in the American
country.

Fewer topics are mentioned in connection with traditions and tourist
attractions. ‘Halloween” and ‘Valentine’s Day’ seem to symbolise the
American traditions, whereas the tourist attractions known are
restricted to “Washington’, ‘California” and the two landmarks: the
‘Statue of Liberty” and the ‘Niagara Falls’.

Teachers in four countries refer to technology. Three groups, Belgium,
Bulgaria and Greece, insist on the technological development of the
American nation by means of expressions such as ‘the world of
computers’, ‘the Internet’, ‘space travel’ and ‘NASA’.

As to American institutions the words include “politics’, ‘democracy’,
‘the president’, ‘(Bill) Clinton’, ‘political power’, and, in the
educational sphere, ‘high school’, ‘college’” and ‘graduation’.
Economy is discussed in four countries (Bulgaria, Mexico, Poland
and Sweden). ‘Money’ is the term most frequently used, followed
by ‘capitalism’. The capitalist orientation of the United States is per-
ceived in a mainly positive light. “Wealth’, ‘dollars’, ‘rich economy”
or ‘economically developed’ are the keywords whereas more
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explicit ideas concern the ‘high standards of living’, the ‘good
incomes’, or the ‘good business perspectives’ the United States
offers.

e Social geography is dealt with once by a Swedish teacher who refers to
the melting pot.

e History does not appear to feature in pupils’ minds. Only Swedish
respondents refer to ‘the wild west era’.

e Only in Belgium is literature referred to by means of the generic term
‘books’ and with specific writers such as ‘Stephen King'. Belgian
and Polish teachers say that the American language is thought of
as less pure than the British variant of English, and is associated
with ‘slang’.

o International status and relations is a topic which seems to feature pro-
minently in pupils’ minds. Teachers stress the international ‘power’
of the big American country (‘a world power’, ‘world’s number
one’, ‘first world country’), whose authority is acknowledged in
different fields.

e Finally, teachers in all countries but Greece reveal further other
positive or neutral general features. Only a few of the terms given
are mentioned more than once, namely ‘freedom’ (four times),
‘success’ (three times), ‘wealth’, ‘modern’, ‘luxury’ and ‘glamour’
(twice). The bright and dazzling side of American society is also
evident in other features cited: ‘fashionable culture’, ‘trendy’, ‘con-
sumption’, ‘the American dream’, ‘rich in nature’ (Belgium), ‘pros-
perity’, ‘personal fulfilment’, ‘the place to emigrate and succeed
in’, ‘the place where dreams come true’, ‘green cards’ (Bulgaria),
‘clean” (Mexico), ‘independence’, ‘casual lifestyle’ (Poland),
‘flashy’, ‘everything is possible’, ‘cool’, ‘large’, ‘great country’,
‘fun’, ‘filled with action” (Sweden). In sum, teachers underline that
their pupils see the United States of America as the land of opportu-
nities, a rich nation where freedom, success and personal advance-
ment are possible. In the Bulgarian sample, the US is mentioned as a
country one could emigrate to.

Pupils appear to associate only a few negative traits with the USA.

e Food is said to be ‘bad’, ‘junk food’, and the Emnglish language is
thought to be simplified in its American variety. In a much more
general way, the American culture is depicted as ‘strange’, ‘childish’
and ‘poor’.

o As regards international status and relations, the USA is perceived as
too expansionist and as imperialistic.
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e No further points are added in any other field. Nonetheless, there is
an area which deserves special attention, namely the social map.
Pupils associate the USA with social conflicts. Apparently, ‘racism’
seems to be the social problem with which pupils are most familiar,
followed by ‘death penalty” and ‘violence’. Several ideas are related
to ‘violence’ and ‘criminality’, namely, ‘gangs’, ‘shooting’, ‘the
blacks’, ‘drugs’, and ‘guns’, ‘the big differences between the rich
and the poor’ or ‘abortion’. ‘Excess of fat people’ also belongs
here as a social problem.

Thus, even though the array of negative features ascribed to the United
States is restricted and limited to a few sporadic terms, the darker side of
the American society is present in the images pupils hold. Teachers in all
countries contributed to this list of ‘negative’ aspects, except in Greece.

We now turn to teachers’ perceptions of their pupils’ views regarding the
American people. A large number of positive qualities are mentioned, except
in Mexico, where pupils appear to be more negatively disposed towards
Americans. The most widely accepted quality assigned to Americans
appears to be ‘hard-workers (with a high degree of specialisation)’. The
other positive characteristics, which practitioners believe their pupils associ-
ate with Americans, are more heterogeneous. Belgian respondents use words
such as ‘open-minded’, ‘enthusiastic’, and “progressive’. Bulgarian teachers
bring up terms like ‘nice sense of humour’, ‘pragmatic’, ‘lively’, ‘garrulous’.
Greek pupils are said to view Americans as ‘easy-going’. Polish pupils think
of them as ‘open’ and ‘friendly’, Swedish pupils as ‘free’, Spanish pupils as
‘appealing’, ‘sophisticated’, ‘cool” and ‘influential’.

The negative characteristics associated with Americans are said to be
‘naive’ (named twice), ‘arrogant’, ‘nationalistic’, ‘superficial” and ‘conser-
vative’, brought to light by Belgian teachers. Bulgarian teachers include
‘stupid’, ‘negligent’, ‘mercantile’; Spanish respondents mention ‘simple’
and ‘materialistic’, and Mexican teachers use words such as ‘gringos’
and “Yankees’. All in all, the main defects of the Americans seem to be
the simplicity of their character, a somehow arrogant stance and their
materialistic orientation.

Pupils’ views regarding the cultures associated with
the French language

Only the Belgian, Polish and Swedish samples contained teachers of
French. Those teachers’ answers point towards pupils’ mixed feelings
regarding France and its inhabitants. The nation is almost invariably
depicted in the light of its bedazzling aspects (fashion, food, natural
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Table 4.5 Teachers’ perceptions of the range of topics their pupils associate with
France, its culture and people

Ideas associated with France
BEL POL SWE
Positive and neutral ideas associated with the country
(1) Sports v v
(2) Food and drink v v
(3) Tourist attractions v v
(4) Fashion v v v
(5) Culture v v
(6) Climate v
(7) The French language v
(8) General features
Negative ideas associated with the country
(1) General features ‘ v ‘ ‘
Positve and neutral ideas associated with its people
B2 v
Negative ideas associated with its people
RN v

beauty or attractiveness as a tourist destination), whereas its people are
felt to be a sum of both virtues and vices, with a certain negative
flavour seemingly dominating pupils’ impressions.

As can be seen from Table 4.5, the number of topics enumerated is
largest and most varied in the Belgian sample. In that sample, both posi-
tive and negative traits of both the country and its people are mentioned.
Swedish teachers comment on only positive or neutral ideas being
associated with the country, and only negative traits being associated
with the people. Polish teachers only mention positive ideas associated
with the country.

When turning to pupils’ specific associations, we found that their posi-
tive or neutral ideas relate to four areas mainly:

e France is said to be ‘beautiful’, which makes it a ‘tempting tourist
country’. It is a good choice for ‘holidays” because it offers the
tourist such a variety of options, from the ‘seaside’, ‘the Riviera’
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and ‘the Alps’ to its capital city, ‘Paris” with its landmark, the “Eiffel
Tower’. Moreover, the weather is thought to be always good.

o It offers excellent food and drink. Teachers indicate that their pupils
think of France as a country with a ‘rich gastronomy’, which is
‘famous for its good food and good wine’.

e Pupils appear to be very familiar with the world of sports. In particu-
lar they associate the country with an excellent soccer team, famous
cyclists, and the Tour de France. As to other kinds of entertainment,
only the word ‘film” was cited.

e Fashion and fashion designers also appear frequently.

Belgian and Polish teachers also mention French Culture, France’s rich
cultural history and art, as topics which some pupils may think of when
they think of France. In Sweden, one teacher indicates that pupils consider
the French language itself to be beautiful.

The negative ideas which teachers think their pupils associate with
France are far less numerous than the positive ones. In fact, only Belgian
teachers mention them. To Flemish pupils” minds, France is an ‘expensive
country” where, for instance, drinks are ‘expensive’. French music is
‘old-fashioned’. France does not produce ‘high-tech’ products, its cars are
‘bad’, and the prevailing image is that of a ‘rural country except for
Paris’, where ‘rural’ is apparently a negative trait.

The positive characteristics assigned to French people include that they
are interested in, and love, culture. Apart from that, Swedish teachers
refer to gastronomy and fashion, the main attributes of the French
being ‘gourmet’, ‘wine-drinkers’ and ‘well-dressed’. Furthermore,
Belgian teachers add that their pupils think French people are ‘politically
conscious’, ‘enjoy life’, and are ‘friendly’, ‘amusing” and ‘creative’.

Both Swedish and Belgian teachers mention a larger number of negative
personality traits, though not the same ones, apart from ‘snobbish’. Most
pejorative terms come from Belgian teachers. They include: ‘chauvinistic’,
‘arrogant’, ‘pretentious’, ‘talkative’, ‘aggressive drivers’, ‘navel-gazing’,
‘lazy’ and ‘unwilling to speak other languages’. The Swedish teachers
point out not the personal, but the international and intercultural relation-
ships French people have with other groups. They state their pupils think
French people ‘feel superior to other countries” and ‘hate the Arabs’.

Pupils’ views regarding the cultures associated with
the German language

Pupils” opinions regarding Germany and its inhabitants seem to be
ambiguous. The country is depicted in positive or neutral terms, even if
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Table 4.6 Teachers’ perceptions of the range of topics their pupils associate with
Germany, its culture and people

Ideas associated with France
BEL POL SWE
Positive and neutral ideas associated with the country
(1) Sports and entertainment v v v
(2) Food and drink v v v
(3) Traditions, folklore, tourist attractions v v v
(4) Physical geography v
(5) Economic/technological development v v v
(6) International status/relations v
(7) The French language v
(8) General features v v v
Negative ideas associated with the country
(1) War history v v v
(2) Food v
(3) Media v
(4) Language v
(5) General features v v
Positive ideas associated with the people
v vy
Negative ideas associated with the people
v v v

the stormy past of the Second World War hovers over this positive image.
As regards the German people, positive characteristics appear to counter-
balance negative ones. As can be seen from Table 4.6, the number of differ-
ent cultural aspects featured in pupils’ perceptions varies per country.
Polish teachers assign fewest negative attributes to German people,
Belgian teachers most.

e As regards the specific positive or neutral ideas associated with
Germany, German gastronomy occupies the first position. The key
idea here is ‘beer’, closely followed by ‘sauerkraut’. Further words
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included are ‘sausages’ (Belgium), ‘potato salad’, “white bread” and
‘rye bread” (Sweden).

e In the realm of sports and entertainment, Germany is said to be associ-
ated with “football teams’, ‘football clubs” and ‘(good at) soccer’. In
addition, Belgian teachers make reference to television series, such
as ‘Derrick” or “Tatort’.

e Pupils’ familiarity with traditions, folklore and/or tourist attractions
appears to be limited to ‘Christmas markets’ and ‘leather trousers’
in Belgium, to ‘Tirol music’ or ‘music bands’ and ‘the Alps’
in Poland and Sweden. Belgian pupils also refer to the ‘beautiful
countryside’ and ‘many woods’.

e The German economy is thought of as ‘rich’, ‘wealthy” and ‘strong’.
The country is generally characterised as ‘affluent” and ‘rich’, even
though the sole product mentioned in all three country samples is
‘(fast) cars’. In Sweden, this wealth is made reference to indirectly
in the expression ‘rich Germans buy houses in the south of Sweden’.

e Other aspects of culture are also mentioned, though they appear to
occupy a more marginal role in pupils’ minds. Swedish teachers
make reference to Germany as a member of the European Union.
They also mention that pupils think of the German language as
‘similar to our language’, and in terms of ‘different dialects in the
north and in the south’.

e The general features ascribed to Germany can be summarised in its
‘cleanliness” (Belgium and Poland), ‘rich” and interesting culture’
(Sweden), ‘self-sufficiency’ (Belgium). Polish teachers add ‘order’,
‘self-confidence’, ‘discipline’, ‘solidity’ and a ‘saving/economising’
attitude.

The negative ideas associated with Germany are generally linked to its
turbulent war history. ‘Hitler’ and ‘concentration camps’ are the terms
most frequently mentioned in all three countries. Other terms include
‘holocaust’, “Nazis” and ‘slave labour’ (Poland). In Sweden, reference is
made to the ‘divided country’. Belgian teachers also widely acknowledge
that their pupils perceive the German language as ‘difficult’ and "ugly’,
German media as ‘backward’, and German food as ‘bad’.

As regards German people, pupils appear to perceive them as ‘dili-
gent’, ‘hard-working’, ‘industrious’, ‘systematic at work’, ‘with a gift for
organisation’ and ‘with precision’. The Germans are likewise admired
for their ‘friendliness’, ‘hospitality” and ‘reliability’. In Sweden, they are
perceived as ‘war conscious’ and ‘with canoes, boats and bikes on
their cars when travelling to Sweden for a holiday’. Apart from the
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professional and personal attributes of the Germans, their more relaxed
side is also commented on, although exclusively by Swedish respondents
who say that their pupils believe Germans to be ‘not very different from us’.

Though Germans tend to be seen in a positive light, some of these
positive characteristics are viewed more negatively when they become
excessive. Germans are then depicted as ‘careerist’, ‘materialistic’, “too
perfectionist’, ‘noisy” or ‘loud’.

Additional negative labels attached to the Germans include ‘distant’,
‘dominant’, “pretentious’, ‘aggressive’, ‘non humorous’, ‘harsh discipline’,
‘strict rules” and ‘unpleasant tourists’. Swedish pupils are said to associate
Germans with unpleasant tourists, who steal ‘road signs with elks on
them’, are ‘loud and noisy” and ‘dominate the places they come to’.

Pupils’ views regarding the cultures associated with
the Spanish language

Only the Belgian and Swedish samples contain teachers of Spanish.
The country principally associated with the Spanish language is Spain.
In both countries, Spain is perceived as a place for ‘holidays’, and is
further characterised by means of words such as ‘leisure” and ‘sunshine’,
‘beaches’, ‘hot weather” and ‘shopping’. The tourist attractions, men-
tioned only by Belgian teachers, include ‘historical cities’ (“Toledo’,
‘Granada’) and its ‘rich cultural heritage’ (‘Gaud{’, ‘Dali’, ‘Picasso’) (see
Table 4.7).

Table 4.7 Teachers’ perceptions of the range of topics their pupils associate with
Spain, its culture and people

Ideas associated with Spain, its people and culture
BEL SWE

Positive and neuteral ideas associated with the country

(1) Tourist attractions v v
(2) Culture/history v

Comparison of English, French, German and Spanish teachers’
perceptions of their pupils’ views compared

When comparing the pictures of the cultures, countries and people
associated with the English, French, German and Spanish language, we
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see, first, that pupils are perceived as most knowledgeable about the
countries associated with the English language. With respect to the UK
and the USA, a larger number of different cultural aspects are said to
feature in pupils’ minds than with respect to France, Germany or Spain.
Spain appears to be the country about which pupils hold least diversified
ideas.

Secondly, there is a remarkable degree of similarity in the pictures of
the different countries. All pupils hold positive ideas regarding the
USA; all pupils think of France in terms of ‘good food” and ‘fashion
designers’; all pupils associate ‘sausages and beer” with the German life-
style and think of the country as a well-organised and hard-working
nation. The ‘old” stereotypes thus appear to prevail. On the other hand,
pupils in different countries hold very specific ideas regarding particular
cultures. Bulgarian pupils, for example, think of the USA as a country
they might emigrate to; Swedish pupils label the Germans as ‘rich
people who come to buy houses in the south of Sweden’ or ‘tourists
who steal road signs with elks on them’.

Obviously, the perception data presented in this chapter are limited.
The teachers will no doubt have tried to provide an adequate description
of what they believe their pupils think of the foreign culture. On the other
hand, we have to admit that they may not have mentioned everything
they could have, in view of the fact that they were in the middle of
answering a questionnaire and had more questions ahead of them. The
data can also not be characterised as a complete data set because not all
teachers answered the question, some answers were far more elaborate
than others, and the number of English teachers by far exceeds that of tea-
chers of the other languages. We have tried to take into account these
limitations when analysing and presenting our data. One question that
fascinates us and which we cannot answer, is whether the positive dispo-
sition which teachers may have towards the foreign culture associated
with the foreign language they teach has affected their reports on their
pupils’ perceptions. Could it for example be the case that the positive
ideas that teachers hold of German people have affected their report on
their pupils’ perceptions of German people? Though we have no data
to substantiate our answer, we believe teachers have been successful in
providing truthful accounts of their pupils’ perceptions. It appears to us
that their reports are adequate, for the pictures they sketch coincide
with those provided in earlier research which directly inquired into
pupils’ views (e.g. Byram et al., 1991; Cain & Briane, 1994; Sercu, 2000a).

This then again brings us to the interesting question of how these find-
ings might be related to teachers’ teaching practice. Cultural knowledge is
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an essential part of intercultural competence. What becomes known
becomes less frightening. What one can relate to the cultural background,
in which it is meaningful, becomes better understood. When teaching
intercultural competence, teachers could and ought to start from the
ideas which exist amongst their pupils. They should try to enlarge
upon ideas which bear a close resemblance to reality, rectify wrong or
stereotypical ones, and promote familiarity with important unknown
aspects of the foreign culture. Teachers have an obligation to help
pupils realise that ‘different’” does not mean ‘wrong’ or ‘inhuman’, and
to show them that their own cultural behaviour may appear strange,
inhuman or distasteful in the eyes of others. Teachers who know what
their pupils believe and feel can select cultural contents and culture learn-
ing tasks which can promote the acquisition of intercultural competence.
Again, we are aware that teachers may not take the desired stance here
and can take the position that trying to alter pupils’ perceptions is no
use; that nothing can be done; that in comparison with the effect the
media have on pupils, their influence is minor and cannot alter pupils’
ideas. And perhaps with respect to this last point, they are right to a
certain extent, for the ideas pupils hold appear to be images prevailing
in contemporary media.

Pupils’ Contacts with the Target Country/ies

In this section, we inquire into what teachers believe to be their pupils’
principal sources of information regarding foreign countries, cultures and
people. The respondents were asked to indicate with respect to five
different sources whether they thought their pupils used them ‘often’,
‘once in a while’ or ‘never’. Table 4.8 provides an overview of the
results obtained.

We see that Bulgarian, Polish and Swedish teachers believe their pupils
have frequent contacts with the foreign culture, whereas Mexican, Greek,
Belgian and Spanish pupils are reported to have contact with the foreign
culture once in a while. Spanish pupils appear to get into contact with the
foreign countries least often, Bulgarian pupils most often.

The table also shows that teachers believe that their pupils’ main
sources regarding foreign cultures are television and the Internet. In
Poland, Sweden, Mexico and Belgium television is thought to be more
important than the Internet. In Bulgaria, Greece and Spain, the reverse
is true. It is remarkable that 33.33% of Greek teachers and 31.43% of
Spanish teachers think that their pupils never use television as a source
of information on the foreign culture.
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Table 4.8 Teachers’ perceptions of their pupils’ contacts with the country primar-
ily associated with the foreign language

BUL | POL | SWE |MEX | GRE | BEL | SPA | Mean
Index 234 | 211 | 203 | 200 | 1.8 |18 | 181 2.00

Use the Internet to | 2.77 | 2.31 222 | 231 2.28 2.02 191 2.26
learn more about
the foreign country

Watch one of the 270 | 249 | 227 | 253 | 205 | 203 | 186 | 2.28
country’s television
channels

Read literature 255 | 191 | 195 | 178 |179 | 1.74 | 2.23 1.99
written by authors
living in the
foreign country or
originating from
the foreign country

Travel to the 1.73 | 1.94 197 | 142 1.56 | 2.04 1.54 1.74
foreign country
(holiday with
family)

Read one of the 193 | 192 | 174 |19 | 176 | 141 | 151 | 1.75
country’s
newspapers or
magazines

Mean scores 0.00-1.00 = never; 1.01-2.00 = once in a while; 2.01-3.00 = often.

Teachers in all countries agree that their pupils will only read foreign
newspapers or magazines once in a while.

With respect to travel, Belgian teachers stand out. It is only in Belgium
that pupils are assumed to travel to the foreign countries often. In all other
countries, the mean scores obtained for travel fall below 2.00. 62.22% of
Mexican teachers, 48.57% of Spanish teachers and 43.59% of Greek
teachers think their pupils never travel to the foreign country.

As regards the reading of literature, Spanish and Bulgarian teachers
affirm that their pupils frequently read literature written by authors
living in the main target country, whereas teachers in other countries
assert that their pupils only read literature once in a while. It is remark-
able that 31.43% of Spanish teachers and no less than 58.62% of Bulgarian
teachers indicated their pupils read literature frequently.
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The fact that pupils primarily draw on television and the Internet
should not surprise. Television and the Internet are all prevailing and
pupils make widespread use of them in the Western world. It is more
surprising that teachers in some countries, notably Bulgaria and Spain,
think their pupils also draw on literature as an important source of infor-
mation. Could it be the case that teachers are confusing their own sources
of information with those of their pupils, or is it indeed the case that
Spanish and Bulgarian pupils read more books than pupils in other
countries? The fact that only Belgian pupils are said to travel frequently
to the countries associated with the foreign languages they are learning
has to be interpreted in the light of the fact that both Germany and
France are neighbouring countries to Belgium, and that travelling
abroad is relatively easy. As regards the other countries, the high
proportions of teachers who state that their pupils never travel abroad
is worrying. The fact that large numbers of pupils cannot travel abroad
means that they have to rely on secondary sources of information
regarding foreign cultures. This is not to say that we think direct travel
is by definition a better kind of contact than other kinds of contact:
people may come back from such travels with reinforced stereotypes. It
is to say, however, that large numbers of pupils obviously lack the
chance to go and see ‘with their own eyes” what the foreign country
and culture look like, and experience what the foreign people are like
when they are at home.

Again, we want to speculate about how these findings could and
should affect teaching practice. Teachers who take intercultural compe-
tence teaching seriously could design learning environments that help
pupils to reflect on which ideas they gain from which sources and on
the degree of truth in these different ideas. But, again, we realise that
not all teachers will be willing or able to grasp the chances inherent
in working with pupils’ sources of information to sharpen their culture
learning skills or their ability to interpret cultural information in a
critical way.

To conclude this chapter, we want to point out an interesting tendency
that becomes apparent when linking the three kinds of findings presented
in this chapter. The tendency is most visible when comparing the results
obtained for the Bulgarian and the Spanish samples. Bulgarian pupils
excel over pupils in other countries in all four dimensions distinguished.
In the view of their teachers, they are more motivated, have a more posi-
tive attitude towards the foreign people, perceive the language as less dif-
ficult to learn and are more knowledgeable about the foreign culture,
country and people than pupils in other countries, except with respect
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to Swedish pupils who appear to be as knowledgeable as Bulgarian
pupils. These data correlate with the contact data, for these data too
reveal that, of all pupils, Bulgarian pupils are in contact with the
foreign culture most frequently. By contrast, Spanish pupils who are in
contact with the foreign culture least frequently are also the pupils per-
ceived to be least motivated, least positively disposed towards the
foreign people and amongst the pupils who are least knowledgeable
about the foreign culture. An implication of this is that teachers who
feel their pupils run the risk of getting into a downward spiral, accumu-
lating negative feelings regarding learning the language and developing
strong feelings of dislike or even hostility towards the foreign culture,
should take active measures to prevent the situation from getting to the
point of no return.

In the next chapter, we will look at what teachers actually do in their
classrooms in the intercultural realm. It will be interesting to compare
the Spanish and the Bulgarian sample again and see whether Spanish
teachers appear to be making special efforts to entice their pupils into
culture-and-language learning.



Chapter 5
Culture Teaching Practices

EWA BANDURA and LIES SERCU

In Chapter 1, we pointed out that research into teachers’ beliefs has
revealed that teachers’ perceptions directly affect the way in which they
shape their teaching practice. Teachers’ personal, often implicit, theories
of learning can be seen in practice in their day-to-day teaching. A
language teacher who believes in the value of direct correction of oral
mistakes will not wait until after a pupil has finished speaking to
remark on any mistakes the pupil has made. A teacher who does not
believe in the value of group work will prefer pair work, individual
work or whole class work to group work. Teachers rely upon a mixture
of intuitive theories of how different pupils learn, their recollections of
their own language learning, and formal theories expounded to them
during professional training. These theories will have been mainly lin-
guistic and literary theories since most teachers have been formed in
the mould of linguistics and literary studies and criticism. Their intuitions
regarding language learning are acquired partly through experience,
partly through discussion with others in the profession and partly
through the more or less implicit guidance of textbooks and other
pedagogically structured materials. Through trial and error, teachers
acquire beliefs regarding which teaching principles and techniques
work and which do not. Once acquired, these beliefs are difficult to
change (see Counts, 1999; Pajares, 1992; Prosser & Trigwell, 1997;
van Driel ef al., 1997, Woods, 1996).

What is true for language teaching-and-learning theories is true for
culture teaching-and-learning theories. In the previous chapters, we
have outlined some dimensions of teachers’ language-and-culture
learning theories. We have shown that teachers define the objectives of
foreign language education mainly in linguistic terms and those of
culture teaching mainly in terms of the passing on of information, and

75



76 Foreign Language Teachers and Intercultural Competence

that they consider themselves sufficiently familiar with the foreign culture
to be able to teach about it in the foreign language classroom. If a direct
link exists between teachers’ beliefs and their teaching practice, these
findings suggest that quite a gap will exist between actual culture-teach-
ing practice and the kind of teaching practice envisaged by intercultural
competence teaching theorists. We can expect that teachers will not
teach intercultural competence with the same rigour as they teach
language competence, and that culture teaching will most probably be
defined mainly in terms of the passing on of knowledge.

It is the purpose of this chapter to examine whether these expectations
are indeed reflected in teachers’ reports of their culture teaching practice.
We asked the teachers to indicate which cultural contents they touch upon
in their foreign language classrooms and with what frequency they do so,
and which culture teaching activities they practise. A third topic we
addressed was the preparatory and follow-up work teachers do in their
classrooms in connection with school trips to one of the target countries
or international exchange projects.

In a previous chapter, we have already shown that teachers devote far
more time to language teaching than to culture teaching. In later chapters,
still other aspects of teachers’ culture teaching practices will be addressed:
on the one hand, teachers’ views regarding the quality of the cultural
dimension of the foreign language teaching materials they use, and on
the other, their views regarding the effect of school trips and exchange
programmes on pupils’ perceptions and attitudes towards foreign cul-
tures. This last topic then shifts the focus from teachers’ culture teaching
practices in the classroom to activities outside the classroom that may also
contribute to promoting learners’ acquisition of intercultural competence.

Kinds and Frequency of Culture Teaching
Activities Practised

To find out about teachers’ culture teaching activities, we asked them to
indicate for a number of possible culture teaching activities how often they
practise them: regularly, once in a while or never. Apart from inquiring into
how often teachers include culture learning activities in their teaching, we
also wanted to find out which culture teaching approaches they appear to
prefer. First, we wanted to explore whether and to what extent they prefer a
teacher-centred approach to a pupil-centred one. In the former case, it is the
teacher who decides on the cultural topics dealt with in the classroom. In
the latter case, the pupils themselves can choose what topics they want to
explore. Secondly, we were curious to find out whether teachers practise
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only teaching activities that target cognitive objectives, or whether they
also use activities that address the attitudinal or skills dimensions of inter-
cultural competence. Do they appear to identify intercultural competence
teaching with passing on information, or do they also aim to enhance their
learners” ability to explore cultures independently, compare cultures or
explain aspects of their own culture?

In the list of culture teaching activities below, we have indicated
between brackets which activities we consider representative of which
approach. Some activities have been termed both teacher-centred and
pupil-centred, since depending on how a teacher uses them they can
indeed be both. Nevertheless, some will be more typical of a teacher-
centred than of a pupil-centred approach. Similarly, though some
activities mainly address the cognitive dimension of intercultural compe-
tence learning, they may at the same time also address attitudinal or skills
learning aspects. An analysis of the list reveals that activities which we
classified as mainly pupil-centred are also the activities which are most
clearly directed towards the acquisition of culture learning skills. The
activities have been listed in the order of frequency with which they
appear to be practised. The score between brackets is the mean score
obtained for the whole sample.!

(1) Itell my pupils what I heard (or read) about the foreign country or
culture. (2.67) (cognitive, teacher-centred).

(2) Itell my pupils why I find something fascinating or strange about
the foreign culture(s). (2.60) (cognitive, attitudinal, teacher-centred).

(3) I ask my pupils to compare an aspect of their own culture with
that aspect in the foreign culture. (2.50) (skills, teacher-centred or
pupil-centred).

(4) Italkwithmy pupils about stereotypes regarding particular cultures
and countries or regarding the inhabitants of particular countries.
(2.40) (cognitive, attitudinal, teacher-centred or pupil-centred).

(5) [Italk to my pupils about my own experiences in the foreign country.
(2.34) (cognitive, attitudinal, teacher-centred).

(6) Icomment on the way in which the foreign culture is represented in
the foreign language materials [ am using in a particular class. (2.29)
(cognitive, teacher-centred).

(7) Task my pupils about their experiences in the foreign country. (2.28)
(cognitive, attitudinal, pupil-centred).

(8) I ask my pupils to describe an aspect of their own culture in the
foreign language. (2.22) (cognitive, skills, pupil-centred or teacher-
centred).



78 Foreign Language Teachers and Intercultural Competence

(9) TIuse videos, CD-ROMs or the Internet to illustrate an aspect of the
foreign culture. (2.09) (cognitive, teacher-centred).

(10) Iask my pupils to think about the image which the media promote
of the foreign country. (2.09) (cognitive, skills, teacher-centred or
pupil-centred).

(11) Task my pupils to think about what it would be like to live in the
foreign culture. (2.08) (cognitive, attitudinal, skills, pupil-centred).

(12) Idecorate my classroom with posters illustrating particular aspects
of the foreign culture. (2.05) (cognitive, attitudinal, teacher-centred).

(13) Ibring objects originating from the foreign culture to my classroom.
(2.01) (cognitive, attitudinal, teacher-centred).

(14) I ask my pupils to independently explore an aspect of the foreign
culture. (2.00) (skills, pupil-centred or teacher-centred).

(15) I ask my pupils to participate in role-play situations in which
people from different cultures meet. (1.88) (attitudinal, skills,
teacher-centred or pupil-centred).

(16) Itouch upon an aspect of the foreign culture regarding which I feel
negatively disposed. (1.83) (attitudinal, teacher-centred).

(17) Iinvite a person originating from the foreign country to my class-
room. (1.46) (cognitive, attitudinal, teacher-centred).

From the list, it can, first, be seen that teachers most frequently employ
teacher-centred activities, where they define the cultural contents, over
pupil-centred activities, where pupils can decide on the cultural contents,
mainly represented by the activities ranked 7th, 8th, 11th and 14th.
The first activity that is unambiguously pupil-centred is the seventh
activity where the teacher asks his/her pupils about their experiences
in the foreign country. Though some of the activities ranked higher
could in some cases also be interpreted as pupil-centred activities, they
are really activities in which the teacher takes the initiative; that is, it
is the teacher who talks about what interests him or her. In the seventh
activity, by contrast, it is the pupils who can talk about what interests
them.

Secondly, teachers appear to use teaching activities that foremost
address the cognitive and attitudinal dimensions of intercultural
competence — the acquisition of knowledge and positive attitudes. The
intercultural skill, which teachers say they practise quite frequently, is
‘comparison of cultures’ (activity ranked third). Other intercultural
skills, such as ‘reflect critically on one’s sources” — this is also cognitive —
(ranked 10th), ‘empathise with someone living in the foreign culture
(ranked 11th)’, ‘explore an aspect of the foreign culture’ (ranked 14th) or
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‘practise skills useful in intercultural contact situations” (ranked 15th)
appear relatively low in the list.

Thirdly, teachers in all countries indicate they practise particular activi-
ties often (scores >2.01). We need to be careful here not to interpret this
finding as an indication of extensive culture teaching in almost every
lesson. In the light of what we found earlier regarding the balance
between time devoted to language teaching and time devoted to culture
teaching, we can merely interpret this finding as a sign of teachers prac-
tising some culture teaching-and-learning activities relatively more
often than other culture teaching-and-learning activities.

With respect to the activities ranked 7th, and 9th to 15th, the picture is
such that teachers in some countries practise them often and those in
other countries no more than once in a while (see Table 5.1 below).
With respect to ‘I bring objects originating from the foreign culture to
my classroom’, for example, Mexican, Swedish and Belgian teachers indi-
cate they practise this activity once in a while, whereas teachers in other
countries appear to prefer that activity relatively more often over the other
activities in the list. The same is true for ‘I ask my pupils to participate in
role-play situations in which people from different cultures meet’, where
only Bulgarian and Spanish teachers appear to practise this activity
frequently.

When looking at the proportions of the different country samples that
appear to practise particular activities frequently, an even more differen-
tiated picture arises. The two countries that stand out are Mexico and
Bulgaria, for in these countries large proportions of teachers have scored
teaching activities differently from their colleagues in other samples.
Mexican, and especially Bulgarian, teachers appear to practise particular
teaching activities relatively speaking more often. This is obviously the
case with respect to ‘I ask my pupils to think about the image which
the media promote of the foreign country’; ‘I ask my pupils to indepen-
dently explore an aspect of the foreign culture’; ‘I comment on the way
in which the foreign culture is represented in the foreign language
materials I am using in a particular class’; ‘I ask my pupils to compare
an aspect of their own culture with that aspect in the foreign culture’
and ‘T ask my pupils to describe an aspect of their own culture in the
foreign language’ (only in Bulgaria). These are the activities that have
been labelled ‘intercultural skills activities’. Mexico and Bulgaria also
stand out with respect to ‘I talk to my pupils about my own experiences
in the foreign country’, but this time in the sense that larger proportions of
teachers in those countries than in other countries indicate that they never
practise this activity.
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Table 5.1 Frequency of culture teaching activities practised

BUL |SPA |GRE |MEX |SWE |POL |BEL |Mean
Index 231 221 | 219 | 214 | 213 | 210 [2.06 | 2.16

I invite a person 166 |146 | 123 | 1.33 | 1.77 | 1.38 |1.39 | 1.46
originating from the
foreign country to my
classroom

I'touch upon an aspect | 1.90 |1.60 | 1.90 | 1.84 | 1.87 | 1.88 [1.79 | 1.83
of the foreign culture
regarding which I feel
negatively disposed

I ask my pupils to 200 |220 | 193 | 193 | 158 | 190 |1.65 | 1.88
participate in role-
play situations in
which people from
different cultures meet

I ask my pupils to 228 (183 | 190 | 220 |2.07 |1.80 |1.95 | 2.00
independently
explore an aspect of
the foreign culture

I bring objects 227 203 | 213 | 193 | 1.80 | 208 |1.86 | 2.01
originating from the
foreign culture to my
classroom

I decorate my 220 (209 [210 | 1.62 |213 |214 |2.08 | 2.05
classroom with
posters illustrating
particular aspects of
the foreign culture

I ask my pupils to 240 |220 | 235 | 2.05 1.89 | 190 |1.80 2.08
think about what it
would be like to live in
the foreign culture

I ask my pupils to 230 [2.00 | 213 | 234 |[202 |1.88 |1.99 | 2.09
think about the image,
which the media
promote of the foreign
country

(continued)
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Table 5.1 Continued

BUL |SPA |GRE |MEX |SWE |POL |BEL |Mean

I use videos, 2.07 |231 | 195 | 200 |242 |1.80 [2.09 | 2.09
CD-ROMs or the
internet to illustrate an
aspect of the foreign
culture

I ask my pupils to 266 217 [215 | 211 | 213 |218 |211 | 222
describe an aspect of
their own culture in

the foreign language

I ask my pupils 243 (234 | 233 | 191 |234 232 |231 | 228
about their
experiences in
the foreign
country

I comment on the 250 |246 | 228 | 244 | 216 |220 |[2.00 | 229
way in which the
foreign culture is
represented in the
foreign language
materials I am
using in a
particular class

I talk with my pupils | 2.57 |231 | 243 | 242 | 232 | 242 (231 | 240
about stereotypes
regarding particular
cultures and countries
or regarding the
inhabitants of
particular countries

I talk to my pupils 203 [2.69 | 258 | 209 |238 |232 233 | 234
about my own
experiences in the
foreign country

I ask my pupils to 277 1260 | 260 | 273 |231 |238 [2.09 | 250
compare an aspect of
their own culture with
that aspect in the
foreign culture

(continued)
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Table 5.1 Continued

BUL |SPA |GRE |MEX |SWE |POL |BEL |Mean

I tell my pupils why I | 2.63 |254 | 2.60 | 2.69 | 250 |256 |2.66 | 2.60
find something
fascinating or strange
about the foreign
culture(s)

I tell my pupils whatI | 270 |2.69 | 270 | 271 | 2.60 | 258 |2.68 | 2.67
heard (or read) about
the foreign country or
culture

Mean scores per country. Mean score 0.00-1.00 = never; mean score 1.01-2.00 =
once in a while; mean score 2.01-3.00 = often.

Table 5.2 Additional culture teaching activities mentioned

Familiarise pupils with the foreign culture through a variety of media

‘Use authentic materials: read and discuss newspaper or magazine articles’;
‘tell and interpret foreign jokes’; “discuss songs, films, TV programmes’;
‘focus on cultural differences while reading literature’; ‘discuss dossiers
concerning certain cultural aspects, surveys on certain topics’

Motivate and involve pupils in culture learning

‘Try to get the students more involved in culture learning through the element
of entertainment through drama activities, recitation of poems or recording
the students imitating foreign commercials’; ‘quizzes and competitions’

Promote culture learning skills
‘Compile a portfolio about current affairs’; ‘interview tourists’

Finally, we want to point out here that teachers were also asked in an
open question to give examples of still other culture teaching activities
they practise. We have classified their answers in three categories. A
first set of activities aims to familiarise pupils with the foreign culture
through a variety of media. A second set tries to motivate and involve
pupils in culture learning. A final set groups activities which are pupil-
centred in the sense that they promote learner autonomy and, to a large
extent, allow the pupils to determine the cultural topics addressed (see
Table 5.2).

Our findings confirm our expectations based on the picture of teachers’
beliefs regarding the objectives of foreign language education and culture
teaching presented in the previous chapters. Quite a gap appears to exist
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between actual culture teaching practice and the kind of teaching practice
envisaged by intercultural competence teaching. Traditional teacher-
centred approaches, addressing foremost the acquisition of knowledge
and positive attitudes, dominate in culture teaching in all countries and
techniques involving the students’ initiative and autonomy are less
popular. Teachers more often tell students about their knowledge and
views rather than encourage them to search for information in different
sources, analyse it independently and present their findings in order to
discuss them with others. Activities aiming to develop learners’ intercul-
tural skills feature less prominently in teachers’ descriptions of their
teaching practice than activities addressing cognitive and affective
aspects of intercultural competence. Though ‘comparison of cultures’
appears to be an activity frequently practised, other activities aiming
at the acquisition of intercultural skills, such as ‘reflect critically on
one’s sources of information’, ‘explore an aspect of the foreign culture’
or ‘practise skills useful in intercultural contact situations” are not.

It strikes us that the picture in the different countries is similar. We
can only speculate about possible reasons for this high degree of
similarity. The fact that teacher-centred approaches are still more
common than pupil-centred ones can be seen in the light of the fact that
social-constructivist approaches to teaching and learning and learner
autonomy approaches have only recently been introduced on a larger
scale in many European schools. Schools are presently struggling to
find a balance between teacher-centred approaches and more pupil-
centred autonomy fostering approaches to learning. The fact that the
only intercultural skill practised on a regular basis in foreign language
classrooms is ‘comparison of cultures’ can be seen in this light, too. The
other activities addressing the intercultural skills dimension of inter-
cultural competence are also activities that can be said to be more
typical of learner autonomy approaches than of teacher-centred
approaches to education.

The fact that Mexico and Bulgaria stand out, in the sense that teachers
from these countries appear to favour autonomy and culture learning
skills more often than teachers in other countries may mean that these
teachers indeed devote a larger amount of their teaching time to culture
teaching. The reasons why Mexico and Bulgaria stand out need not
be the same, though. As for the Bulgarian teachers, the fact that
they appear to devote more attention to the promotion of intercultural
competence in foreign language education may be the result of the fact
that the British Council has supported several initiatives aimed at
helping Bulgarian teachers to introduce an intercultural aspect in foreign
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language teaching. For instance, as many as sixty secondary school tea-
chers were involved in writing materials resulting in Branching Out: A Cul-
tural Studies Syllabus (Davcheva & Docheva, 1998), which was followed by
Intercultural Studies for Language Teachers (British Council and Teacher
Training Institute Sofia, 2001), a distance learning course. One can hardly
avoid connecting these teacher training projects with the answers given
by the Bulgarian teachers, especially in view of the fact that the teaching
materials included in these courses repeatedly demonstrate the activities
which Bulgarian teachers practise relatively more often than their col-
leagues in other countries. As for the Mexican teachers, we remark a par-
allel between their definitions of the objectives of foreign language
education and culture teaching on the one hand and, on the other, the
kinds of culture teaching activities they practise. Mexican teachers gener-
ally emphasise the acquisition of general learning skills more than teachers
in other countries. The activities they practise in their foreign language
classroom reflect this, emphasising the acquisition of intercultural skills
more than in most other countries. The reasons for this may lie in
Mexican curricular guidelines, the kinds of teaching materials available,
teacher education, or, doubtless, in a combination of these and perhaps
other factors. Here too, our assumptions have to remain speculative.
A comparison of these different aspects and how they interrelate in the
different countries involved in our study fell outside the scope of our
study, and would have to be the subject of a separate study.

Amount of Time Devoted to Different Cultural Topics
During Teaching Time

The amount of time teachers devote to different aspects of the foreign
culture in their classrooms can also provide insights in the way in which
teachers actually shape the teaching of culture and intercultural compe-
tence. We asked teachers to indicate whether they deal with each of
these aspects extensively, merely mention them briefly or never touch
upon them. The cultural aspects we addressed are the same as those
where we asked teachers to indicate how familiar they were with them.

The order in which teachers ranked the various cultural topics dealt
with in class is as follows:

We can see that teachers in all countries deal most extensively
with ‘daily life and routines’, ‘traditions and folklore’, ‘youth culture’
and ‘education and professional life’. The sole topic more than 50% of
teachers in each country say they deal with extensively is ‘daily life and
routines’ (Table 5.3). The majority of teachers deal with all other topics,
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Table 5.3 Teachers’ perceptions of the extent to which they dealt with upon a
number of cultural aspects in the foreign language classroom

MEX |BUL |SWE |GRE |SPA |BEL |POL |Mean
Index 227 | 224 | 212 | 212 (211 |2.06 |2.05 | 2.14

International relations | 2.04 |1.79 | 187 |178 |151 |1.72 | 1.64 1.77
(political, economic
and cultural) with
students” own country
and other countries

Different ethnic and 211 203 | 202 |18 |1.71 |1.84 | 1.70 | 1.89
social groups

Other cultural 227 217 | 203 | 203 (200 197 | 1.86 | 2.05
expressions (music,
drama, art)

Values and beliefs 241 | 225 | 204 | 203 [1.80 |1.92 | 194 | 2.05
Literature 191 | 220 | 215 | 193 226 |2.03 | 194 | 2.06

History, geography, 2.04 (213 | 215 |2.03 [2.03 217 | 216 | 2.10
political system

Education, 229 233 | 207 |215 [2.09 [2.07 | 216 217
professional life
Youth culture 251 220 | 217 |228 (243 [2.07 | 2.04 2.24

Traditions, folklore, 251 | 252 | 218 | 248 (240 (223 | 236 | 2.38
tourist attractions

Daily life and 257 | 273 | 250 | 269 (286 (257 | 270 | 2.66
routines, living
conditions, food and
drink, etc.

Mean scores 0.00—1.00 = never; mean scores 1.01-2.00 = once in a while; 2.01-
3.00 = extensively.

except international relations, once in a while. Large proportions of
teachers say they never deal with ‘international relations’, except in
Mexico, where teachers appear to devote a substantial amount of time
to clarifying the international position of the USA vis-a-vis other
countries. Likewise, a larger proportion of Mexican teachers deal more
extensively with ‘different ethnic and social groups’ than in other
countries. The same can be said with respect to ‘literature’ for Bulgarian
and Spanish teachers.
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The agreement amongst teachers as to which cultural topics should be
dealt with extensively and which topics can be left aside is striking. Inter-
estingly, the topics that teachers say they deal with most extensively are
also the topics which textbook analyses have shown to be the topics
dealt with most extensively (Méndez Garcia, 2003; Sercu, 2000a).
Teachers teach by the textbook and the topics dealt with are the ones
dealt with in class. The topics not or not extensively dealt with in text-
books, such as international relations, different ethnic and social groups
or values and beliefs, do not feature extensively in classrooms. In the
next chapter, we explore teachers’ perceptions of the quality of the cul-
tural dimension of the foreign language textbooks they use. Teachers’
answers may corroborate our claim that they teach by the book, or they
may point in a different direction.

In Chapter 9 we also investigate whether and to what extent the find-
ings regarding teachers’ familiarity with particular aspects of the foreign
culture coincide with the ones presented in this chapter. Does it appear to
be the case that the topics teachers indicate they are most familiar with are
also the topics dealt with most extensively in the foreign language
classroom? In Chapter 9 we likewise explore to what extent teachers
take account of their pupils’ familiarity and contacts with the foreign
culture. Do they mainly address topics with respect to which they
believe their pupils are not familiar? Do they prefer topics of which
they think they will help their pupils to find their way around when
they travel to the foreign country as tourists, or when they take part in
an exchange project? Or do they mainly address topics with which they
consider their pupils somewhat familiar, and with respect to which they
assume their pupils will want to find out more? For now, we want to con-
clude that teachers on the whole do not offer a representative picture of
the foreign society, touching more or less extensively upon a limited
number of cultural topics only.

School Trips and Exchanges: Preparatory and Follow-Up
Work in the Foreign Language Classroom

Finally, we look at the amount of time teachers spend on preparing and
following-up on school trips and international exchange projects in their
classrooms. By school trips we mean short trips to the foreign country,
which may last one day or longer. Exchange programmes involve a
longer stay in the foreign country and additionally, involve receiving
the inhabitants from the other country in one’s own country. We
assumed that teachers who attach importance to the promotion of
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intercultural competence in their learners would spend class time on
preparatory or follow-up work.

School trips

Of all teachers, 50.33% say their school organises school trips to foreign
countries, but percentages differ substantially between countries,” with
94% of Belgian teachers but a mere 20.5% of Greek teachers indicating
they do so. Of the teachers who indicate their school organises school
trips, a great majority of all teachers (65.92%) — and in Bulgaria and
Spain even more than 80% — say they do not consider it part of their teach-
ing role to prepare a school trip during foreign language classes. Similar
proportions say they do not consider it part of their teaching role to
follow-up on a school trip during foreign language classes, either. Only
in Belgium did more than half of the teachers answer both questions
positively.

As regards the amount of time spent on preparatory or follow-up
work where it exists, the number of hours varies between several hours
just before the trip and a number of weeks over the whole year, on the
understanding that with ‘week’ teachers mean ‘all the teaching periods
available for foreign language teaching during one week’. Teachers
appear to do four kinds of things. They provide information about the
places that will be visited, prepare the programme of the trip with their
pupils as well as the assignments which pupils have to complete while
in the foreign country, or do some language work in preparation for the
trip. They may select reading materials, slides or videos. The pupils them-
selves may collect information, write letters to tourist offices, read travel
guides or brochures, do Internet searches, and present the results of
their group work to the class in the foreign language (e.g. information
on the history and the cultural heritage of the places they are going to
visit, or regarding the map of the city, the food they can buy, the currency,
the transportation, etc.). Sometimes pupils organise the trip themselves,
make the reservations, and decide on the itinerary. Travelling and accom-
modation arrangements are discussed in class (Mexico, Greece). Pupils
may also practise particular dialogues that will help them to find their
way around or buy something while they are in the foreign country.

Teachers may devote several teaching periods to follow-up activities.
The kinds of activities practised include evaluating the trip, looking at
the photographs taken during the trip and dealing with the assignments
which pupils had to complete during the trip. Pupils are asked to report
on their general impressions, cultural differences, or whether they experi-
enced what they had expected to experience. Some teachers ask their
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pupils to fill in a questionnaire and provide suggestions for future trips.
Evaluation sometimes takes the form of a writing task or even a test.
Pupils may also be asked to prepare and publish the results of a project.

Exchange projects

Of all teachers, 45.92% says their school takes part in exchange projects.
Of these teachers, about two-thirds do not consider it part of their teach-
ing job to prepare such a project in the foreign language classroom, but in
Greece, slightly more than half of the teachers do. Teachers’ answers
about follow-up work yield a similar picture. This time, more than half
of the Greek, but also the Swedish and Polish teachers, do consider it
their job to follow-up on exchange projects.

The amount of time spent on preparing or following-up on exchange
projects as well as the kinds of teaching activities mirror the situation
for school trips, though cooperative work, mutual contacts and inter-
cultural skills receive greater attention now. Students are invited to
discuss cultural differences, culturally determined expectations or
mutual stereotypes.

The overall impression gained is that teachers focus more on preparing
the students to survive in a foreign country as tourists rather than observe
and reflect as ethnographers, though that element is present in some
teachers” comments regarding exchange projects. This again suggests
that teachers teach culture mainly in a traditional rather than an inter-
ultural vein.

The unfortunate finding that teachers do not generally consider it part
of their teaching role to prepare or follow-up on school trips or inter-
national exchange projects deserves some comment. The most likely
reason for this is probably lack of time. We have already pointed out
that the main reason which teachers mention for not getting round to
culture teaching more often is lack of time, due to an overloaded curricu-
lum and a limited number of teaching periods. It should not surprise
therefore that they have no time available for preparatory or follow-up
work in connection with school trips or exchange projects, unless they
find ways to integrate language-and-culture teaching in such work. In
Chapter 9 we look at the extent to which teachers believe school trips
and exchange projects have a positive effect on pupils” perceptions and
attitudes towards foreign countries, cultures and peoples. If teachers
think school trips and exchange projects have a positive effect anyhow,
they may think it superfluous to actually prepare pupils for such trips,
or to follow-up on them. It may also be the case that teachers believe inter-
cultural competence is the responsibility of all subjects, not just foreign
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language teaching, and therefore do not consider it their role to try and
promote the acquisition of intercultural competence in their learners
when they take part in school trips or exchange projects. We will
comment further on this issue when we discuss the conditions under
which teachers would be willing to interculturalise foreign language edu-
cation. For now, we will continue to focus on teaching practice. The next
topic we explore is teachers’ perceptions of the quality of the intercultural
dimension of their language textbooks and other teaching materials.

Notes

1. Since the results of the Bonferroni-multiple comparisons test (Appendix 2)
reveal that the different country samples are more similar than different with
respect to the frequency with which particular culture teaching activities are
practised, we first present the results obtained for the whole sample.

2. The results of the Bonferroni multiple comparisons test (Appendix 2) reveal
that with respect to the extent to which teachers say they touch upon the
different cultural topics offered to them the different country samples are
more similar than different. Because of this high degree of similarity, we first
present the findings for the whole group of teachers.

3. The Bonferroni multiple comparisons test results (Appendix 2) reveal that the
country samples differ significantly with respect to the percentage of teachers
who indicated their school organises school trips.



Chapter 6

Culture in Foreign Language
Teaching Materials

LEAH DAVCHEVA and LIES SERCU

More than anything else, textbooks continue to constitute the guiding
principle of many foreign language courses throughout the world.
Certainly at the beginners’ level textbooks provide guidance with respect
to grammatical and lexical progression. They translate the objectives
specified in the curricula into structured units, offering data materials,
task sheets, reference, practice and sometimes also test materials. To a
large extent textbooks determine the selection of texts, the choice of class-
room work forms and audio-visual materials.

Despite their convenience, textbooks have often been criticised for being
toorigid, not being able to cater for the needs of all pupils, not being good at
presenting multiple sides of any issue or at addressing timely and topical
issues, imposing particular teaching styles onto teachers and learning
styles onto learners, allowing insufficient space for teacher or learner crea-
tivity, presenting a highly fragmented picture of the foreign culture and
stereotypical tourist views on the target people. Other criticisms are typi-
cally levelled at the unmotivating selection of texts, the number and
types of exercises on offer, the degree of variation in text types and exercise
types, the overall visual presentation (Sercu, 2000b).

Yet, textbooks continue to have a presence in foreign language
classrooms. In their article “What Textbooks Can — and Cannot — Do’
Christenbury and Kelly (1994) discuss other reasons, apart from
linguistic progression, which teachers may have to use textbooks in
their classes, with time, money, convenience, reassurance and school’s
desire to control teachers being the major reasons addressed.

Whereas some teachers pride themselves on rarely using textbooks
and, if so, only as a resource for developing their own innovative plans,
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and some others may be found who insecurely clutch to the text and faith-
fully follow its sequence, questions and testing programmes, probably the
majority of teachers use textbooks, supplementing them with materials
of their own choice, adapted to their particular teaching circumstances
and learning groups.

In this chapter, we examine and compare the views and practices of
foreign language teachers with regard to the cultural dimension of the
teaching materials they use in class. Given the integral part that textbooks
and learning materials play in the process of foreign language education it
is essential that we understand how teachers perceive the potential of
textbooks and teaching materials for promoting intercultural learning.
We aim to shed light on the potential of textbooks as pedagogic tools in
the hands of the teachers when they are involved in teaching towards
intercultural competence. Via collecting information on how widely
spread the use of textbooks is, finding out which textbooks tend to be
most often used across the countries investigated, looking at the criteria
teachers apply when they have the freedom of choice and, very impor-
tantly, investigating how teachers evaluate and interact with the cultural
contents of the materials available, we tried to find out whether and to
what extent teachers in the different countries appear to differ in their
textbook using practices, and whether and to what extent teachers con-
sider the quality of the cultural dimension of textbooks when deciding
on which textbook to adopt.

Use of Textbooks

Our data show that the large majority of teachers from all the respond-
ing countries do use textbooks in their teaching (see Table 6.1). None of
the respondents from Spain and Bulgaria indicate that they do not use
textbooks. Two percent of Greek teachers and 4% of Polish teachers
say they do not use textbooks. Slightly more teachers in Belgium (8%)
and Sweden (15%) use exclusively other materials than textbooks. The
highest percentage of teachers who do not use textbooks at all is in
Mexico — 24%. Teachers either use one textbook or materials from differ-
ent textbooks. Of the respondents from Greece, 84.62% indicate that they
mainly use one textbook. This proportion is higher than in the other
countries, where larger proportions use different textbooks. The lowest
percentages of teachers who use only one textbook come from Bulgaria —
36.67% and Mexico — 33.33%.

Teachers also tend to use additional materials like audio and video
tapes; media materials — newspapers, magazines, advertisements; the
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Table 6.1 Teachers’ use of textbooks and other teaching materials

BEL SWE POL | MEX | GRE SPA BUL Mean

I don’t use 8.05% |14.75% | 4.08% [24.44% | 2.56% | 0.00% | 0.00% 7.70%
textbooks. [ use
other materials

I do use 33.56% [40.98% |55.10% |42.22% [12.82% |57.14% |63.33% | 43.59%
textbooks. [ use
materials from
different
textbooks

I do use 58.39% |44.26% |40.82% |33.33% |84.62% |42.86% [36.67% | 48.71%
textbooks. I use
mainly one

book per class

Internet; song lyrics; graded readers; tourist brochures, leaflets and maps;
photographs and paintings. In a later section, we comment on the reasons
teachers give for using additional materials.

Titles of Books and Place of Origin

The results presented above leave no doubt that teachers across the
countries investigated use textbooks extensively. It is therefore important
to know what books teachers use, where they come from and who pub-
lishes them. When it would appear that teachers in different countries
use the same textbooks, we could say that pupils in Europe and Mexico
are presented with the same view on the foreign culture. Investigating
whether teachers use textbooks written by local authors is also relevant.
When teachers of, say, English prefer to work with textbooks produced
by UK or US authors, this implies that they present their pupils with an
image of the foreign culture as natives of these countries see it. It may
also imply that teachers are influenced by and apply the approaches to
the teaching of culture adopted by UK or US writing teams. When
teachers use books produced by local authors this implies that pupils
may view the foreign culture through the eyes of non-natives of the
countries, cultures and people associated with the foreign language
they are learning.

Thus, we asked teachers to list the title(s) of the textbook(s) they use
and the country where each book is published. The results obtained in
terms of titles and places of origin produce a picture which is quite
varied. It varies from country to country and it also varies depending
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on the language taught. The information is most ample with regard to
teachers of English, and not at all sufficient regarding other foreign
languages.

Teachers of English

Teachers of English from nearly all countries (Sweden makes an excep-
tion) use both locally produced books and books produced in the United
Kingdom. Less often teachers make use of textbooks produced in the
United States. It is only in Sweden that teachers exclusively use textbooks
published in Sweden. While in Spain and Poland most of the English text-
books are published in the UK, in Bulgaria the main course book is locally
written and published. UK produced books are used as additional
material. In Mexico the books used are produced both in the UK and in
the US.

With respect to textbooks that are being used by more than one country
the data reveal the following: Headway (OUP, UK) (Soars & Soars, 1997) is
used in Belgium, Bulgaria, Mexico and Poland; Blueprint (Longman, UK)
(Abbs & Freebairn, 1989) in Belgium, Bulgaria, Greece and Poland;
Hotline (OUP, UK) (Hutchinson, 1992) in Belgium, Bulgaria and Greece;
Streetwise (OUP, UK) (Nolasco, 1992) in Bulgaria and Greece; Reward
(Longman, UK) (Greenall, 1995), Snapshot (Longman, UK) (Abbs et al.,
2000) and Grammarway (Express Publishing, UK) (Evans & Dooley,
1994) in Bulgaria, Greece and Poland; Look Ahead (Longman, UK)
(Hopkins et al., 1995) in Belgium and Greece; Enterprise (Express
Publishing, UK) (Evans & Dooley, 2000) in Greece and Poland;
Grapevine (OUP, UK) (Viney & Viney, 1992) in Belgium, Mexico and
Poland; and Matters (Longman, UK) (Bell & Gower, 1995) in Belgium
and Poland.

Teachers of German, French and Spanish

Teachers of German in Sweden, Belgium and Poland use textbooks
published locally. Both Flemish and Swedish teachers of French mostly
use locally published textbooks. Belgian teachers of Spanish pre-
dominantly use textbooks published in Spain while Swedish teachers
use textbooks produced in their own country.

These factual data confirm the supposition that the use of textbooks in
school education is massive. They also start shaping a picture of the types
of textbooks used in the countries which took part in the survey. In
addition, these answers give us a sense of the culture teaching agendas
and orientaions each of the countries follows. The results also allow us
to see whether there are textbooks for teaching English that are being
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used in Europe and beyond, thus revealing a picture of learners being pre-
sented with similar information and approaches to cultural learning. We
shall now turn to the presentation of data which refers to the possibility
for teachers to choose textbooks and the approaches they adopt when
making their choice. In particular, we will explore whether teaching for
intercultural competence ranks high on the perceptual and practical
agenda of teachers.

Choice of Textbooks and the Criteria Teachers Apply

Possibility of choice

The results in Table 6.2 indicate that teachers in most countries can
indeed choose their own textbooks. Bulgaria is the only country where
only 53% of the respondents say that teachers can make their own
choice of textbooks. For the rest of the countries the percentage is above
85%. We can trace a certain degree of dependence here between this
result and the highest percentage of teachers from Bulgaria who tend to
use materials from different textbooks, thus making up for the relative
lack of freedom when choosing the main textbook. In Greece, teachers
can indeed choose their own books but they can only select from a list
provided by the Greek Ministry of Education.

Table 6.2 Textbook selection: Freedom of choice

SPA POL GRE BEL MEX | SWE | BUL Mean
No 2.86% | 6.12% | 7.89% [10.49% |13.51% |14.55% |46.67% | 14.58%
Yes 97.14% |93.88% |92.11% [89.51% |86.49% |85.45% |53.33% | 85.42%

Selection criteria

We also asked about the criteria teachers observe when selecting a text-
book. From a list of 11, the respondents were asked to tick the six textbook
characteristics which appear most important to them and may affect their
choice in favour of a particular textbook. The criteria were: (1) the fact that
additional materials come with the book (workbook, listening materials,
tests, video, etc); (2) the layout; (3) the price; (4) the quality of the teacher’s
manual; (5) the degree to which the textbook meets the curricular require-
ments; (6) the degree to which the book is attuned to the level and the age of
my pupils; (7) the pace of the book, the speed with which the book
progresses; (8) the amount of cultural information the book offers; (9) the
degree to which the book can motivate my pupils; (10) the textbook
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author’s nationality; (11) the degree of matching between the amount of
materials offered and the number of teaching periods assigned to my
subject.

We found that selection criteria vary across countries but not consider-
ably. There is a fair degree of similarity with regard to the five most
important criteria for the choice of textbooks.! These criteria are (1) the
degree to which the book is attuned to the level and age of the pupils;
(2) the degree to which the book can motivate the pupils; (3) the fact
that additional materials come with the book; (4) the degree to which
the textbook meets the curricular requirements; (5) the amount of cultural
information the book offers.

Last in the group of the five most important criteria is the amount of cul-
tural information that the book offers. The only country which deviates
from the mean result here is Bulgaria. For the Bulgarian teachers the
amount of cultural information in the book ranks third, only preceded by
the degree to which the book suits the age and the level of the pupils,
and the availability of additional materials in the textbook pack. There
is some variation among countries here: teachers from Sweden rank this
criterion fourth, from Belgium, Poland and Mexico fifth, from Spain and
Greece sixth.

The rest of the suggested characteristics — the price, the pace of the book
and the speed with which it progresses, the degree of matching between the
amount of materials offered and the number of teaching periods assigned to
the study of the foreign language, the layout, the quality of the teacher’s
manual and the nationality of the textbook author — all these rate consist-
ently lower. A teacher of German from Belgium makes a reference to the
fact that the book has to be written by Dutch speaking authors as Dutch
and German are similar languages and the books can progress at a speedier
pace; books written for the international market progress too slowly.

When asked, in an open question, to indicate any additional criteria they
apply when deciding on whether or not to use a particular book, teachers
either elaborate on the categories suggested in the first part of the question
or mention other criteria. Both types of answers relate to the contents of the
textbooks, the methodology they employ and the acceptability of the books
by different stakeholders. Content-wise, teachers prefer textbooks which
deal with environmental issues (Greece), international and cross-cultural
themes and expressions (Poland, Mexico), moral issues (Greece), the con-
temporary way of life (Bulgaria) and a variety of topics in general
(Belgium). Swedish teachers find it important that textbooks offer a good
coverage of the English speaking countries and different periods of
history. The textbook characters should be true to life (Poland, Mexico,
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Greece), speaking with different accents and type of pronunciation
(Bulgaria). Good textbooks should contain samples from novels, poems,
authentic press articles (Belgium), information about art (Poland) and
should provide encyclopaedic knowledge and terminology (Greece). As
regards methodology, teachers approve of books which are well structured
and systematic (Belgium) and offer good and balanced skills presentation
and development (Spain, Poland, Bulgaria, Greece, Belgium). Teachers
from Poland, Mexico and Greece express their preference for adaptable
exercises which promote reasoning. Problem solving activities at reason-
able levels of difficulty are also valued (Poland, Mexico). Teachers from
Belgium explicitly disapprove of approaches which are childish and pre-
dictable. The list also includes enough and well-balanced vocabulary
(Belgium, Greece); fun and games (Belgium), coherence between
reading, listening and video texts on the one hand and theory on the
other (Spain), attractive visual presentation and layout (Poland, Mexico,
Bulgaria); and a good proportion of authentic texts (Sweden) which
should not be too long (Belgium). Communication oriented activities (Bul-
garia) and activities for which the pupils need to use the internet (Belgium)
are also mentioned as positive features. Greek teachers would like text-
books to make reference to Greece and to take account of local educational
requirements. A teacher from Belgium points out that s/he prefers text-
book series that offer a volume for each level. This allows teachers to
build on what the pupils have acquired during the previous year. Finally,
teachers from Mexico and Bulgaria state that they would go for textbooks
which the majority of their colleagues use, thus expressing a concern that
the textbooks they use be acceptable to different kinds of stakeholders. In
Poland it is important that the Ministry of Education and the exam
boards approve of the book. Less often teachers mention the availability
of the textbooks on the market as a criterion they consider (Mexico,
Poland, Bulgaria).

Teachers’ Satisfaction with the Cultural Materials in
the Textbooks they Use

In this section we explore to what extent teachers are satisfied with the
cultural materials in textbooks. A second, related area is concerned with
the textbook characteristics which make teachers positively or negatively
disposed to the books they use. We assume that when teachers appreciate
the cultural contents of textbooks, this will influence them favourably and
motivate them to adopt the approach employed by the books, and conver-
sely, if teachers disapprove of what they find in the teaching materials
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available, they will develop strategies which they perceive to be more in
tune with their understanding of culture teaching.

Degree of satisfaction

The first set of results, presented in Table 6.3 below, reveals that
most teachers are satisfied at least to a certain extent with the cultural
materials in their textbooks. The variation between countries is not
significant. While the mean score for complete satisfaction is not very
high, 16.42%, the mean for a positive degree of satisfaction is quite
higher up — 80.18% (63.76% for ‘yes, up to a certain extent’ + 16.42% for
‘yves, very much so’). The two countries where teachers state they are
very satisfied with the cultural contents of textbooks are Sweden
(20.37%) and Bulgaria (20.00%). This result is not consistent with the
finding that these exactly are the two countries where the percentage of
teachers who use additional materials is highest — 96.67% for Bulgaria
and 96.30% for Sweden.

About 20% of the teachers say they are not satisfied with the cultural
contents of their textbooks. The countries with the strongest negative
orientation regarding the cultural contents of textbooks are Spain
(23.53%) and Belgium (22.54%). This result is consistent with the
inclination of the teachers from these two countries to use additional
materials. The proportion of teachers in these countries who indicate
they use additional materials is high: for Spain the percentage is 91.18%
and for Belgium 94.37%.

Table 6.3 Teachers’ degree of satisfaction with the cultural contents of the foreign
language textbooks they use

BEL BUL | GRE | MEX | POL SPA SWE Mean

No, not 4.23% | 3.33% | 0.00% | 0.00% | 0.00% | 5.88% | 3.70% | 2.45%
at all

No, not |18.31% [16.67% [17.95% [15.79% [20.41% [17.65% |14.81% | 17.37%
really

Yes, up [62.68% (60.00% |64.10% |68.42% |65.31% [64.71% [61.11% | 63.76%
toa

certain
extent

Yes, 14.79% (20.00% [17.95% [15.79% (14.29% |11.76% |20.37% | 16.42%
very
much so
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Reasons for positive or negative orientation

The overriding tendency seems to be that of satisfaction, though a fair
amount of dissatisfaction is also noticeable. Generally teachers feel more
inclined to elaborate on their dissatisfaction with the cultural contents of
textbooks and to offer criticism. In this section we explore what features
make teachers express favourable opinions on the textbooks they use.
In the next section we will explore what makes teachers feel negatively
disposed towards them. Some of the opinions voiced in the second
section mirror ideas voiced in this section. The absence of a certain
feature may be criticised, its presence valued.

For the sake of clarity of presentation, we have classified the positive
features teachers mention spontaneously in answer to an open question
in several categories, namely amount of cultural information provided,
type of cultural information selected, presentation of information, and
approaches to the teaching of culture. The negative features pertain
to the amount and short life of cultural information contained in the
textbooks; the selection of cultural information and its thematisation;
the presentation of cultural material; and, finally, the methodology of
culture teaching.

Amount of cultural information

While some teachers think that the amount of cultural information pro-
vided by the textbooks they use is plenty (Spain, Belgium), others state
that they could do with more (Sweden). Teachers from Belgium and
Spain find it useful when the amount of cultural information matches
the level of their pupils’ language proficiency and can be dealt with
within the limited number of teaching periods. They also appreciate the
fact that each chapter of their textbook offers cultural information,
usually at the end of the chapter. One teacher favourably reports that
alongside every dialogue in the textbook s/he uses, there is a page con-
taining information regarding various socio-cultural aspects of the
foreign country(ies).

A certain number of respondents from Bulgaria express their approval
of textbooks produced in the UK because they claim that UK made books
are the ones which offer cultural information (e.g. Headway (OUP, UK)
(Soars and Soars, 1997), Blueprint (Longman, UK) (Abbs & Freebairn,
1989), English Together (Longman, UK) (Webster & Worrall, 1997) while
locally produced books do not. Teachers from Sweden also point to the
fact that internationally produced textbooks in comparison with locally
produced ones provide ‘something extra’. They claim that international
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books give the teacher different perspectives and new starting points for
discussion.

Type of cultural information selected for presentation

Respondents from all the participating countries claim to be satisfied
with the textbooks they use when the cultural information presented
matches the interests of their students. Materials about teenagers and
their different life situations as well as travelling are regarded as having
a potential to motivate and stimulate the learners.

Teachers value a selection of cultural materials that is up-to-date and
deals with the diversity of life in the countries associated with the
foreign language(s) (Sweden, Belgium, Mexico). Textbooks should also
touch upon the countries which are traditionally less directly associated
with the language taught, such as Jamaica, Zambia, Ireland or New
Zealand for English (Sweden) or the Latino cultures for Spanish
(Belgium). Teachers from Sweden, Bulgaria and Mexico find textbooks
useful when they offer a choice of texts which present a variety of
customs and traditions, aspects of history, geography, civics, religion
and make reference to the cultural heritage of the country. Teachers
appreciate it when the textbook presents people from every level in
society, rather than the standard textbook population of stereotypical
characters. Teachers also mention that textbooks should make an effort
to alter students’ stereotypical perceptions regarding the countries associ-
ated with the foreign language they teach (teachers of English and French
from Belgium).

Presentation of cultural information and approaches to the
teaching of culture

Teachers” comments on this issue are generally scarce. With respect to
the way cultural information is presented they value textbooks which
offer a humorous, colourful and attractive presentation (Belgium). A
textbook is regarded positively when cultural background is presented
both verbally and visually (Mexico) and the materials are pleasant to
read (Belgium). Similarly teachers prefer textbooks which offer different
types of materials, both fictional and factual (Bulgaria, Belgium).

In terms of the methodology of culture teaching, teachers approve of
textbooks which present cultural information through dialogues and
when cultural awareness is achieved through work on various projects
(Greece). Teachers also approve of texts which are suitable for comparison
between the foreign and the pupils” own culture and provide a good basis
for further culture learning activities. The teachers from Poland mention
the variety of tasks as a positive feature.
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Insufficient amount and short life of cultural information

Not surprisingly, a major reason for dissatisfaction is the scarcity of
cultural information that textbooks provide (Greece, Mexico, Belgium, Bul-
garia). Teachers state they often need to supplement the book with
additional materials, e.g. media texts, texts from the internet, video and
audio materials, etc. They think that social and cultural topics could and
should be treated in more detail. Commenting on the inadequacy of the cul-
tural contents, teachers from Sweden and Bulgaria acknowledge the fact
that culture cannot be taught from textbook materials exclusively and
that no single book can cover everything needed. The role of textbooks is
only to initiate the work. The rest must be looked for and found elsewhere.

Some of the Bulgarian respondents complain that books which are
locally produced do not provide cultural information at all. A Belgian
teacher, on the other hand, states that the book s/he uses contains too
much information. According to this teacher a large number of pages
provide cultural information, in black and white, and these appear to
be too difficult for the students. S/he thinks that textbooks should not
play the role of reference books, but should remain genuine foreign
language courses.

Nearly all the teachers comment negatively on the fact that cultural
information in textbooks becomes outdated quickly. As one teacher
from Bulgaria puts it, ‘textbooks wear off the minute they are published
and other sources of information need to be found’. Bulgarian teachers
also think that textbooks produced in Bulgaria, compared to those pub-
lished in the UK, are dated.

Narrow selection of cultural information and themes

A considerable number of the responding teachers comment on the
one-sidedness of the information selected and on the lack of represen-
tativeness (Belgium, Sweden, Poland). In the first place they claim that
the selection of countries represented is fairly narrow. It often happens
that textbooks of English focus on the UK only, rather than on the
wider English-speaking world (Sweden, Belgium). Similarly but with
attention to own culture, a teacher from Greece complains that the
books they use in Greece have no references to Greece and Greek
culture. A comment from Spain concerns the fact that textbooks fail to
discuss the presence and reception of the foreign culture in Spanish
culture. Secondly, the textbooks mainly tend to present tourist attractions,
cities and urban culture rather than a variety of places (Belgium). And
thirdly, as teachers from Sweden note, textbooks mostly deal with
middle class culture at the expense of social diversity. They abound in
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‘specialised peculiarities” while important cultural themes and essential
features can be found missing, e.g. beliefs, folklore, music, cultural stereo-
types. Textbook situations do not deal with typicalities, but with topics of
superficial and general interest only (Bulgaria, Spain, Sweden, Belgium).

Another source of dissatisfaction is that textbooks restrict their cultural
contents to factual information about the history and geography of
specific countries (Sweden). And yet, for some of the teachers from
Mexico, historical background information is largely absent from text-
books, as is information about a country’s cultural heritage, values and
beliefs. Teachers sometimes note the predominantly international charac-
ter of course books and indicate that they disapprove of the topics chosen
(Belgium, Mexico).

Some of the teachers also find that sometimes textbooks are too heavily
tied to the tastes of young people. However, other teachers (Sweden,
Belgium, Poland) complain that the cultural contents are boring and
positioned too far from the students’ daily lives and interests.

A number of teachers, e.g. from Belgium and Bulgaria, complain that
literary texts are increasingly omitted from textbooks and replaced by
what one teacher from Belgium refers to as ‘hamburgarised nonsense’.
A teacher from Poland voices the same complaint by noting that the text-
books focus too much on subjects connected with the media and mass
culture or as s/he calls it ‘plastic culture’. Rather than devote more time
and space to ‘the true aspects of culture’ — understood as art, music,
films, literature, and history — books put all the emphasis on daily life,
food and drink. When literary texts do appear in textbooks, they are
often abbreviated or simplified. This complaint links in with the high
degree of the respondents’ familiarity with the literary aspect of the
foreign cultures they teach and is an example of how the textbooks in
use fall out of harmony with teachers’ competences.

Lastly, teachers complain about the lack of authentic materials. They
say that certain types of texts are completely missing from textbooks,
e.g. authentic dialogue (Greece).

Inadequate presentation of material

Respondents disapprove of the fact that the cultural content of text-
books is often presented in a way which appears superficial, shallow,
chaotic and simplified and in some cases impersonal or neutral
(Poland, Sweden, Bulgaria, Spain). It often gives the impression of
being artificially constructed, thus failing to motivate the students to
relate the culture presented to reality. This is true especially when
youth culture finds its way onto the pages of a textbook (Belgium).
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Some of the teachers state that textbooks offer stereotypical
representations of cultures. By avoiding authentic, ‘true to life” represen-
tation they reinforce stereotypes (Spain). It is often the case that proble-
matic areas, e.g. immigration problems in France, are not presented
(Sweden).

Several teachers from Bulgaria comment that the cultural issues
contained in the textbooks they use are not stated in a straightforward
manner and they have to be ‘specially dug up’. According to another
Bulgarian teacher, texts are not well organised and systematised,
unconnected and chosen at random. As a result students cannot
form consistent ideas about specific cultural traits and norms of beha-
viour. They fail to develop a more complex perception of certain
cultural trends.

Faulty approaches to culture teaching

The fourth major reason for dissatisfaction is that the teachers perceive
methodology of culture teaching as missing from the textbooks altogether.
They are information based and do not provide enough activities or
variety of tasks (Spain, Bulgaria, Belgium). Individual teachers from
Belgium point out that they would prefer a less boring approach to
culture teaching while teachers from Spain would like to see a ‘deeper
treatment’ of culture, one that facilitates reflection.

Teachers from Belgium point out that culture files are often set apart
from the rest of the lessons; all that pupils have to do is read the infor-
mation and at best answer some comprehension questions. It would be
better if language and culture could be dealt with in an integrated,
systematic manner and if language and culture learning could be inter-
woven. Another teacher from Belgium also suggests that culture should
be dealt with in a contrastive way.

Yet another criticism concerns the texts on which culture teaching is
based. The cultural information contained in them remains largely
implicit. Teachers would prefer an approach where pupils process the
information in an autonomous manner (Belgium). There is no progress
and no building onto previously acquired knowledge (Belgium,
Bulgaria). Texts deal with but do not really develop cultural learning
and if a teacher wants to go into the full depth of issues and develop
understanding s/he needs to look for additional materials. Teachers are
especially negative about how literary texts are used. These are included
only because they can be linked to the topic which is being dealt with and
not for their intrinsic literary worth (Belgium). Tasks are set which do not
aim to foreground the literary qualities of the text.
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Teachers find it wrong when textbook authors readily assume previous
cultural knowledge on the part of the students, e.g. a French textbook in
Belgium, written by French authors. The burden of explaining and filling
in the gaps falls on the teacher.

From the presentation of the findings above it can be concluded that the
teachers who provided an answer to the open question inquiring into the
reasons for their satisfaction or dissatisfaction with their textbooks adopt
a fairly critical attitude to the textbooks they use. Although the specific
reasons for dissatisfaction may differ slightly from country to country,
teachers generally share the inclination to widen the range of teaching
materials and culture learning tasks for the classroom. We will now
proceed with the presentation of data regarding the reasons that teachers
give for using additional materials. This will enable us to gain yet another
insight into the teachers’ understanding of what it means to teach
for intercultural competence and how in practice they overcome the
inadequacies of the textbooks.

Reasons for Using Additional Materials

As can be seen from Table 6.4 below, the survey established that nearly
all the respondents from all the participating countries use additional
materials (mean score 91.66%). The countries with the highest mean
score of teachers using additional materials are Bulgaria (96.67%) and
Sweden (96.30%) and those with the lowest Poland (81.63%) and Greece
(87.18%).

In the case of Bulgaria the widespread use of additional materials
can perhaps be attributed to the relatively limited freedom teachers
have in selecting the textbooks for their classrooms (53.33% compared
to 97.14% for Spain or 93.88% for Poland, etc.). In the case of Sweden
the reason is possibly linked to the dominant use of locally published
course books.

Some of the reasons that teachers give in an open question for using
additional materials are related to the teaching of the foreign language,
e.g. providing additional grammar practice and/or reinforcing the

Table 6.4 Teachers’ use of additional materials

BUL SWE BEL MEX SPA GRE POL Mean
Yes |96.67% |96.30% |94.37% |94.29% |91.18% |87.18% |81.63% | 91.66%
No 333% | 3.70% | 5.63% | 571% | 8.82% |12.82% |18.37% | 8.34%
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teaching of vocabulary. Other reasons refer to the development of the four
skills, e.g. speaking practice, and to filling in the perceived gaps in the
existing textbooks. A teacher from Belgium gives her/his own reason
which is related to the ownership of materials and ideas. S/he finds
that using materials that s/he has identified and found appropriate is
much more acceptable.

However, the respondents also list reasons which are closely connected
with the cultural dimension of teaching and learning. We will focus on
those now. They are more or less the same for the seven countries and
can be provisionally presented in four categories: bringing variety to
lessons, increasing students” motivation, enabling students to learn with
up-to-date materials, and working with authentic materials.

Variety

For the teachers from Belgium, Sweden and Poland variety is the main
reason for using additional materials. They help break the monotony and
boredom in the classroom thus making the class more dynamic and
memorable. For the teachers from Mexico using additional materials
means ‘enriching their classes’. In addition to supplementing the text-
book, additional materials provide more information, a broader and
more diverse picture of the target country. As the teachers from Bulgaria
note, additional materials also provide opportunities for more cultural
activities, more practice and a variety of perspectives, comparison
and contrast. As opposed to textbooks which often present the target
culture stereotypically, additional materials offer a more varied and
spiced up picture (Bulgaria). They enable the students to consider a
variety of perspectives rather than reinforce the idea that knowledge
comes from one source, be it the textbook or the teacher (Sweden,
Bulgaria).

Motivation

Another reason for bringing in additional materials, closely linked to
variety, is enhancing the motivation of the students. Teachers from
Greece, Bulgaria, Mexico and Spain consider motivating students to be
the main driving force for introducing additional materials into the class-
room. Motivation is perceived as a complex construct and teachers break
it down into components like creating expectations, giving students
additional practice and enabling autonomous learning. Teachers find
that extra practice with extra materials is necessary as there are cases
when the students themselves ask for it and their interests stretch
beyond the material covered in the textbook (Bulgaria, Mexico).
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Another aspect of motivation, as understood by the teachers, is the
effect culture teaching has on students and the way they are affected by
the process. A teacher from Sweden says that ‘culture cannot only be
read, it has to be seen, heard and experienced’. It is good to surprise the
students, to stir up their curiosity (Bulgaria). Additional texts are far
more interesting and real, compared to those in the book and they
provide the students with a dynamic starting point for reflection, discus-
sions, drama work, writing or even painting (Sweden, Spain).

Updating

A third reason for using additional teaching resources is the desire on
the part of the teachers to update the materials, thus compensating for
the fast dating of the textbooks. Complaining that the texts in their text-
books are too old, a teacher from Sweden jokingly remarks that “apartheid
was not abolished in the South Africa text yet’. Additional materials allow
teachers to be flexible and respond quickly to the latest information and
news on hot issues, e.g. foot and mouth disease in the UK (Bulgaria).
Putting the learners in touch with the latest news and novelties will
enable them to relate the foreign culture to their own lives. Current
events are more likely to initiate and stimulate good discussions (Sweden).

Authenticity and reality

Yet another reason for seeking additional materials concerns the
teachers’ desire to respond to their students’ perceived need for authen-
ticity (Greece). They feel closer to the target country when learning
from authentic materials (Poland). The idea of reality and different
facets of it is also strongly present in the teachers’ responses (Bulgaria,
Belgium, Sweden). They use expressions like ‘real language’, ‘real
people’, ‘real perspective’” when listing the advantages of introducing
additional materials in the classroom (Spain, Sweden, Belgium). Video-
and audiotapes help the teachers visualise the cultural topics presented.
These provide truly realistic examples of the foreign country, language
and people in real situations (Mexico, Bulgaria, Belgium).

Conclusion

The significance of the textbook in foreign language education in all the
countries is indisputable. Teachers who do not use textbooks at all are
very much in the minority. Teachers, independent of their country of
origin, were found to use textbooks extensively, thus confirming our
expectation that textbooks present an important constituent of the
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teaching/learning process. We can therefore rightly assume that textbooks
can significantly impact on the way culture is taught in the foreign
language classroom. The reasons for this wide use can probably be
found in the fact that textbooks are a means to reduce preparation time,
and guarantee that the teacher can approach the teaching of the foreign
language in a systematic way, teaching particular syntactic structures
before others.

The variety of textbooks used is huge. Teachers teach with both locally
published books and books published in the UK or the USA, thus offering
their students a fairly diverse diet of culture teaching agendas.
Expectations are that from the locally published course books learners
get a starting point of cultural encounters which is closer to their own
worldview and understandings, while from the UK/US published
books they access an agenda which in terms of contents and presentation
can be defined as international, and adopts a look at the target culture
from the inside. Our data do not allow us to say that teachers have
a clear preference for either locally or internationally produced textbooks.
Some teachers point out that the topics addressed in internationally
produced textbooks are not relevant to their pupils and that the books
lack references to the pupils’ own culture. Other teachers complain
about the limited selection of topics in their locally produced
textbooks. Of course, these opinions largely depend on the actual
textbook(s) a teacher is using, and do not allow us to draw general
conclusions.

As pointed out, teachers to a large extent teach by the textbook. Yet, our
survey also obtained enough evidence to prove that teachers have ways
and means to counterbalance excessive dependence on textbooks.
Firstly, it was observed that teachers exercise a considerable amount of
freedom in selecting the teaching materials for their classroom. Secondly,
they unquestionably turn to additional teaching materials when text-
books do not meet their expectations. Thirdly, our survey findings also
point to the conclusion that teachers adopt a strongly critical attitude to
textbooks with regard to the cultural dimension of foreign language
teaching.

At first glance it is difficult to draw a meaningful correlation between
the teachers’ willingness to resort to the use of additional materials and
the stated satisfaction with the textbooks they have either chosen or
have been asked to teach with. However, the two practices reflect the
complex nature of the teaching and learning process. Seemingly incompa-
tible, they usefully complement each other, thus on the one hand confirm-
ing the important role that textbooks play in foreign language education
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and on the other accounting for the drive and creativity that teachers have
to explore new territories and sources of learning.

If we compare the features of textbooks which make teachers feel
unhappy about them and the reason they point to for using additional
materials it can be easily noted that use of additional materials aims to
make up for the gaps and weaknesses that their textbooks present tea-
chers with. Obviously the abundance and freshness of additional
materials counterbalance the scarcity and short-life of the cultural infor-
mation present in textbooks. The variety of perspectives and the motiva-
tional potential make up for the limited selection of themes, texts and
cultural aspects. While teachers disapprove of the simplified and some-
times impersonal presentation of culture in textbooks they can turn to
the ‘real” and ‘true-to-life” quality of outside materials.

We can therefore affirm that there is a conflict between what teachers
want to achieve with regard to culture teaching and their textbook prac-
tices. On the one hand, teachers perceive textbooks as not enormously
helpful in approaching the cultural dimension of teaching, and on the
other they massively use them in their classrooms. Can we then, on the
basis of what was found in the survey, conclude that textbooks fall
short of the teachers’ aspirations and present a potential barrier to
the promoting of intercultural competence? Perhaps this is partially the
case but the barrier does not seem impossible to lift as it became clearly
evident that teachers do interrogate the worth of textbooks and sup-
plement them extensively.

There also appears to be a conflict between teachers’ actual teaching
practice, as described in previous chapters in terms of the cultural
topics they deal with most extensively and the culture teaching activities
they practise most often, and the comments they make on their textbooks.
The conflict is: although teachers see the limitations of their textbooks, in
actual teaching practice they do not appear to make up for them. Teachers,
for example, demand that textbooks present a representative picture of
the different social groups in the foreign society, but do not usually
touch upon the social composition of the foreign society in their teaching.
Similarly, teachers complain about the narrow selection of cultural
information and themes, but do not make up for that through dealing
extensively with topics not included in the foreign language textbook,
such as international relations, environmental issues, or values and
beliefs.

A final example concerns teachers’ complaints about what we have
termed ‘faulty approaches to culture teaching’ in textbooks, but they do
not appear to teach by a different approach. Yet, this could be done
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relatively easily, starting from the materials that are in the textbook but
approaching them in more pupil-centred learner autonomy fostering
ways. We may wonder why teachers complain but omit to choose a differ-
ent route to culture teaching than that they condemn in textbooks. Is it
because of lack of preparation time? Changing the culture teaching
approach of a complete textbook indeed requires a good deal of effort
and time and teachers who are willing and able to do so are thin on the
ground. It may also be that the teachers who answered the open question
inquiring into their reasons for a negative or positive appreciation of their
textbook, are also the teachers who do practise less traditional culture
teaching approaches in their classrooms, and go beyond the passing on
of information. Our findings regarding teaching practice have shown
that a minority of teachers indeed invite their pupils to reflect on the
images of the foreign country presented in the textbook or in the media,
or to independently explore particular aspects of the foreign culture. An
implication of this is that the other teachers, namely those who employ
traditional approaches to culture teaching and constitute the majority,
may not perceive the weaknesses in the culture teaching approaches in
their textbooks as easily as their more critical colleagues, or they may
see other areas of their teaching which are in more urgent need for
change and not get excited so easily about shortcomings concerning a
textbook’s culture teaching approach. Because not all teachers answered
the open question on which part of this chapter is based, we cannot
easily link the information regarding textbook opinions to culture
teaching practices. Therefore, the above suggestions have to remain
speculative.

Finally, we perceive a third conflict, namely that between the obvious
importance teachers attach to the cultural dimension when asked to
point out strengths and weaknesses of their textbooks” cultural dimension
on the one hand and the fact that considerations regarding the cultural
dimension of foreign language textbooks do not feature a central role in
the teachers” minds when it comes to choosing a particular textbook.
When looking at the selection criteria more closely though, it can be
seen that the criteria ranked above the criterion ‘quality of cultural dimen-
sion of textbook materials’ can all be seen as also paying attention to the
intercultural dimension, albeit very indirectly. The criterion which tea-
chers considered most important is the degree to which the textbook is
attuned to the age and level of the pupils. Though not obviously and
readily linked with the cultural dimension of textbooks, the fact that a
textbook is attuned to the age and the level of the pupils who use it is
central to enhancing the textbooks” potential for promoting intercultural
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learning. When foreign language textbooks take into account the cogni-
tive resources of the learners they are more likely to encourage active
information processing and involvement with the learning process. If
the textbook chosen falls below the affective and cognitive threshold
level of the learners or stretches beyond their conceivable limits, it may
fail to become an agent that influences the learning of culture.

The same holds true for the second criterion regarding the degree to
which the textbook can motivate the pupils. When motivation is high, i.e.
when pupils find the information presented novel and interesting and
the learning tasks acceptably challenging, then they are more inclined
to reconsider preconceptions and existing attitudes. This factor is specifi-
cally emphasised by the data obtained in Spain. Rating the availability of
additional materials in textbooks, third, reflects the massive tendency
across all countries investigated for teachers to seek to supplement the
main course books with additional materials, that can make up for the
lack of cultural information in the textbook. The additional materials
often come in the form of video films, maps, slides, etc. on the foreign cul-
tures and countries associated with the foreign language taught. The
fourth criterion concerns the degree to which the textbooks meet the curricular
requirements in the countries participating in the survey. These curricular
requirements will concern the acquisition of the language in the first
place, and to a lesser extent the acquisition of cultural knowledge and
intercultural competence. When teachers say they want textbooks that
abide by the curriculum, they also indirectly point towards the fact that
they want textbooks that meet the curricular guidelines in the cultural
dimension.

In the next chapter, we shift our attention to out-of-classroom work in
the area of intercultural competence teaching, and investigate teachers’
views regarding the effect which school trips and exchange projects
may have on pupils” perceptions of the foreign cultures, countries and
people associated with the foreign language they are learning.

Note
1. The Bonferroni multiple comparisons test results confirm this finding.



Chapter 7

Experiential Culture Learning
Activities: School Trips and
Exchange Projects

CHRYSSA LASKARIDOU and LIES SERCU

Teaching a foreign language differs from teaching a second language in
that teaching takes place in a classroom which is geographically
removed from a country in which people speak the language taught,
either as their mother tongue or as an official language of their country.
Though foreign language teachers make efforts to bring the foreign
language to life through using authentic materials, documentaries, films
and the like, the pupils may still experience the foreign society as
distant and unfamiliar. What is more, outside the classroom pupils
have next to no opportunity to use the foreign language they are learning
in real communication.

To make up for this, curricular guidelines have long advised schools to
organise trips to a foreign country in which the language the pupil is
learning is (one of) the national language(s). More recently, European
funding has made it possible for schools in Europe to take part in
exchange projects. The purposes are diverse and many of them are not
specific to language and culture teaching. Schools expect their pupils to
become more independent persons, to gain confidence, to co-operate or
to get to know each other in a different context. Nevertheless, offering
pupils opportunities to use the foreign language they are learning and
chance to broaden their horizons motivates the schools to take part in
an exchange project.

In Byram (1989: 136-148), a model for language and culture teaching is
presented which apart from a language learning, language awareness
and culture learning component, also comprises a cultural experience
component. Experiential learning in intercultural situations offers

110



Experiential Culture Learning Activities 111

opportunities which ordinary classroom teaching cannot provide. Pupils
can really experience the relationship between language and culture and
engage in the foreign culture in a way they cannot when remaining phys-
ically inside the classroom. In most cases, experiential learning activities
are viewed as taking place abroad, in the foreign country. This is not to
say that they cannot be organised in the pupils’ home country. It is just
that chances that experiential learning takes place are potentially larger
in the foreign environment. The way in which school trips and exchange
projects are conceived, however, determines to a large extent how effec-
tive in terms of intercultural competence acquisition these activities can
be. School trips tend to be short in duration and very often place the pupils
in the role of tourists. Their potential for promoting intercultural skills and
an intercultural identity may be limited (but need not be, as shown in Snow
& Byram, 1997). That offered by exchange projects, which are, generally
speaking, longer in duration and involve home stays and real contacts with
peers and other insiders of the foreign culture is potentially larger, on the
condition that pupils have received adequate preparation.

Exchange projects tend to involve teachers of other subjects as well as
foreign languages teachers. However, school trips remain the responsibil-
ity of foreign language teachers, sometimes in co-operation with history,
geography or arts teachers. In this chapter we explore what reasons
foreign language teachers see for organising school trips or taking part
in exchange projects. Do they situate these initiatives in an intercultural
perspective, or do they focus above all on linguistic or general educational
reasons? Do they distinguish between school trips and exchange projects
as far as their potential for the promotion of intercultural competence in
pupils is concerned? Do they believe that these kinds of direct contacts
can raise pupils’ cultural awareness and reduce stereotypes? Or are
they of the opinion that pupils come back with more stereotypical
rather than more nuanced views of the foreign people and culture?
Before inquiring into all this, we present some factual data regarding
the number of schools that organise school trips or take part in exchange
projects and the preferred destinations. We focus on school trips first.

School Trips

Frequency and destinations

As Table 7.1 shows, the proportions of teachers who indicate their
school organises school trips vary considerably between countries.'

Schools in Spain, Mexico and Greece appear to organise fewer school
trips. Belgium stands out with an exceptionally high score (94.04%),
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Table 7.1 Percentages of schools that organised school trips

BEL POL BUL SWE SPA MEX GRE Mean
Yes |94.04% |70.00% |53.33% |50.00% |37.14% |27.27% |20.51% | 50.33%
No 5.96% |30.00% |46.67% |50.00% |62.86% |72.73% |79.49% | 49.67%

which indicates that nearly all Flemish teachers work in schools which
organise school trips abroad.

Reasons for organising school trips

We asked teachers to rank five possible reasons for organising school
trips in decreasing order of importance (Table 7.2), and to name any
additional reasons they see.

Teachers clearly consider the first four reasons more important than
the last one.” All countries ranked foster pupils’ independence last. We can
also see that teachers deem linguistic reasons (create an opportunity for
pupils to practise their foreign language skills and enhance pupils motivation

Table 7.2 Reasons for organising school trips

BEL |BUL |GRE |MEX |POL | SPA |SWE | Mean

Foster pupils’ 1.95 2.11 241 2.02 1.98 1.61 1.93 2.00
independence

Increase pupils’ 309 | 324 | 284 |268 |248 |324 |320 | 297
familiarity with
the foreign
culture

Increase pupils’ 338 |317 | 282 |327 |307 |327 |352 | 321
interest in the
foreign culture

Enhance pupils’ 326 |28 |362 |373 |376 |370 |353 | 349
motivation to
learn the foreign
language

Create an 336 | 334 |376 |377 |348 |351 |383 | 3.58
opportunity for
pupils to practise
their foreign
language skills

Scores ranging between 1.00 and 5.00.
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to learn the foreign language) more important than cultural reasons (increase
pupils’ interest in the foreign culture and increase pupils’ familiarity with the
foreign culture), except in Belgium and Bulgaria where linguistic and cul-
tural reasons are considered of more or less equal importance. This
pattern, then, mirrors the pattern found with respect to teachers’ percep-
tions of the objectives of foreign language education. Generally speaking,
linguistic objectives are placed before cultural or general educational
objectives.

Only a small percentage of teachers mention additional reasons, which
makes it difficult to draw general conclusions. We have grouped them in
three categories: cultural, linguistic and other reasons.

Cultural

New experiences, first hand experience helps to foster understanding of
foreign country and culture; meet students from different countries;
broaden horizons; learn more about themselves; challenge perceptions
of their own values and cultures; become more open-minded; increase
tolerance of other cultures and people, break down stereotypes; promote
cultural awareness; inform others about own country; to learn a foreign
language also means learning about its culture and people; direct
contact with foreign culture, experience and deal with cultural diversity.

Linguistic
Practice of the foreign language; part of the curriculum; understand
usefulness of what they learn.

Other
Fun; motivation; group spirit; tradition; establish friendships, make
friends; foster pupils’ independence.

The largest variety of answers can be found in the category ‘cultural
reasons’. Apart from general phrases, such as ‘broaden one’s horizons’ or
‘gain new experiences’, teachers demonstrate an awareness of specific
opportunities for learning intercultural competence which school trips
offer, making reference to the possibility of meeting students from other
countries, the chance to inform others about one’s own country or learn
more about one’s own culture, or the expectation that tolerance towards
other cultures will increase and stereotypes will be broken down. To our
mind, it is more likely that these kinds of opportunities will arise in the
course of an exchange project than on the occasion of a school trip.
School trips are usually short and, including visits to a number of cultural
heritage sites, tend to offer pupils a tourist view of the foreign culture rather
than an insider view, based on direct contacts with peers or other
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inhabitants. Yet, our data suggest that teachers believe school trips have a
role to play in the promotion of intercultural competence: on average
97% of the teachers believe school trips have a positive effect on pupils.
By contrast, a small number of teachers report on the negative effects
school trips may have, stating that students may have negative experiences
which would reinforce negative perceptions; that school trips can only have
a temporary effect and that short trips, especially, may increase prejudice.

Exchange Projects

Frequency and destinations

In general, slightly fewer teachers (45.92%) take part themselves in
exchange projects compared to the number of teachers (50.33%) who
indicate their school takes part in exchanges.’?

As can be seen from Table 7.3, Bulgarian and Greek schools lag behind
Polish, Swedish, Mexican, Belgian and Spanish schools as far as the
frequency of participation in exchange projects is concerned.

Table 7.3 Percentages of schools that participate in exchange projects

GRE BUL SPA BEL MEX SWE POL Mean
No [74.36% |72.41% |54.29% |53.59% |47.73% |44.26% |31.91% | 54.08%
Yes |25.64% |27.59% |45.71% |46.41% |52.27% |55.74% |68.09% | 45.92%

Reasons

Table 7.4 shows how teachers ranked the five reasons we suggested for
organising exchange projects suggested to them.

The order in which teachers ranked the given reasons is exactly the
same as that obtained for school trips with only slight differences in
mean scores.? The linguistic reasons are again considered more important
than the cultural ones and Fostering pupils’ independence is once more
ranked last. However, in the case of Bulgaria, Enhance pupils’ motivation
to learn the foreign language is positioned fourth, after the cultural reasons.

The additional reasons mentioned for taking part in exchange projects
to a large extent match those mentioned in connection with school trips.

Cultural

Broadens horizons; breaks down stereotypes; increases tolerance
of other cultures and people; takes away prejudices; creates better
understanding of differences resulting in changes in the perception of
the foreign culture; exchange ideas and understand foreigners; pupils



Experiential Culture Learning Activities 115

Table 7.4 Reasons for taking part in exchange projects

BEL |BUL |GRE |MEX |POL | SPA |SWE | Mean

Foster pupils’ 195 | 200 | 255 | 191 |193 | 153 | 1.86 1.96
independence

Increase pupils’ 295 | 327 |3.00 | 253 |283 |300 | 312 2.96
familiarity with
the foreign
culture

Increase pupils’ 339 354 |282 | 312 | 298 |315 | 345 3.21
interest in the
foreign culture

Enhance pupils’ 3.07 | 288 |332 |374 |354 376 |371 3.43
motivation to
learn the foreign
language

Create an 374 | 342 | 400 | 395 |356 |38 |402 | 3.79
opportunity for
pupils to practise
their foreign
language skills

feel closer to foreign language and native speakers; pupils work with peers
from different cultural backgrounds; enhances interest in foreign culture;
enhances awareness of own culture; learn about own culture; promote
own culture; comparison with own culture leads to reflection of own
values; pupils learn skills required to cope for when coming into contact
with other cultures; help towards international understanding (Sweden);
learn to think globally (Belgium); learn to think of themselves as European
citizens (Belgium).

Linguistic
Practise foreign language skills; help understand more about language.

Other

Boost teachers’ professional confidence and add to qualifications;
School becomes more attractive; improve computer skills through
e-mail; make friends.

Interestingly, in connection with exchange projects, teachers also make
reference to ‘European citizenship” and ‘international understanding’ as
well as to the skills dimension of intercultural competence. This then
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suggests that teachers do indeed distinguish to a certain extent when
considering the effect of exchanges on pupils. As was the case with school
trips, large proportions of teachers (96.31% of the total for all countries) in
each country believe exchange projects do have an effect on pupils. Whilst
most teachers see positive effects, some Bulgarian teachers voiced reser-
vations. Five teachers state that they do not believe the time and effort
spent on the exchange project is worth the effort. They doubt that their
pupils’ language skills will improve and they question whether the students
come back with fewer prejudices and real knowledge of the foreign culture.
Two teachers fear that pupils’ motivation to learn the foreign language may
actually decrease as a result of negative experiences in the foreign country.
Both a Flemish teacher and some Polish teachers who fear that small misun-
derstandings may reinforce stereotypes also express this concern.

Conclusion

In the previous chapter, we pointed out that teachers do not normally
consider it part of their teaching duty to prepare pupils for school trips or
exchange projects during classroom teaching. In this chapter, we have
explored teachers’ perceptions regarding two kinds of experiential learn-
ing activities, namely school trips and exchange projects, somewhat
further. Our data reveal that only about half of the teachers questioned
state their school organises school trips or takes part in exchange projects,
that teachers see mainly linguistic reasons for these initiatives, but also
demonstrate an awareness of the potential for intercultural learning
inherent in direct contacts with the foreign culture and country. They
see mainly positive effects on pupils, but some teachers also point
towards the negative implications of such contacts: they reinforce stereo-
types and decrease, rather than increase, pupils’ motivation to learn the
foreign language.

Some interesting differences between countries have become apparent
with respect to the frequency of school trips and exchanges. Greek and
Spanish schools tend to organise fewer trips or are less frequently
involved in exchange projects than schools in other countries. In Bulgaria,
about half the schools organise school trips, whereas only about a quarter
are involved in exchange projects. In Belgium, almost all schools organise
school trips, but less than half of the schools are involved in exchange
projects. The fact that almost all Belgian schools appear to organise
school trips is perhaps not surprising. Belgium is a small country. Travel-
ling to neighbouring countries, such as France or Germany, is relatively
inexpensive, and does not take much time. The high frequency of travel
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may also reflect the importance attached to foreign language learning in
Belgian schools. Though other countries may also think it is of crucial
importance that pupils travel to other countries while at school, financial
reasons and the sometimes large distances that have to be covered may
prevent schools from travelling to foreign countries more often. The fact
that fewer schools are involved in exchange projects than in school trips
may again be due to financial reasons. It may also be due to the fact
that exchange projects are far more demanding in terms of preparation
time. Some teachers, especially in Belgium and Bulgaria, indeed express
doubts regarding exchange projects. They wonder whether it is all
worth the effort. The case of Greece and Spain is interesting too. In an
earlier chapter, we pointed out that teachers in these countries perceive
their pupils as less motivated to learn the foreign language than in
other countries. We wonder whether we can now link this finding to
the fact that Greek and Spanish pupils take part in school trips and
exchanges less frequently than their peers in other countries. Is it
because they are less motivated that no school trips are organised for
them? Or is their lack of motivation due to the fact that they do not
have the prospect of actually going to the foreign country and using the
language they are learning?

As regards teachers’ reasons for organising trips and exchanges, they
seem to be related primarily, but not exclusively, to language learning.
Teachers also see general educational reasons and reasons related to inter-
cultural learning. This pattern confirms the pattern we found earlier with
respect to the way in which teachers perceive the objectives of foreign
language education. We found a clear preference for linguistic objectives
in all countries and a stronger emphasis on (language) learning skills than
on culture learning. The fact that in answer to an open question, teachers
provided a variety of culture learning reasons for organising school trips
and exchanges does not mean that they attach great importance to them.
General educational reasons, such as ‘enhance the group spirit’ or ‘put
pupils in a situation where they are on their own and have to get by on
their own’ appear to be at least as important as cultural reasons.

It was also interesting to find out that teachers, to a certain extent at
least, distinguish between school trips and exchange projects when
commenting on their potential for intercultural learning. Teachers
believe exchange projects have a role to play in the development of
European citizenship and international or even global understanding.
When the European Union started to subsidize exchanges between
schools, it was certainly with a view towards the development of a
European citizenship. The European Union wants to promote a sense of
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belonging in the different European member states, much like in the
United States of America, where citizens feel they are American citizens,
and not just citizens of Missouri or California. Through their comments,
some teachers at least indicate that they support this idea of European
citizenship and want to contribute to its realisation.

Finally, as far as teachers’ views regarding the effect of school trips and
exchange projects on pupils’ perceptions and attitudes towards foreign
cultures, countries and people are concerned, it appears that teachers
mainly believe such experiential activities have a positive effect, though
some remarks regarding the negative effect and the reinforcement of
stereotypes could also be found, both in connection with school trips
and exchange projects. Though the negative opinions were few in
number, they should not be disregarded, as they reflect possible
dangers involved in school trips and exchange projects. We have
already pointed out that only a minority of the teachers considers it
part of their teaching role to prepare or follow-up on school trips and
exchange projects. The fact that pupils embark on such contacts without
adequate preparation can explain the negative effects teachers see. A
more adequate preparation of pupils and a more thorough debriefing
after having come home may contribute to diminishing the danger that
pupils adhere to or reinforce existing stereotypes. Even when preparing
pupils adequately, it is doubtful whether a one-time exchange project
can help pupils shift their viewpoints to such an extent that they can
look upon the foreign culture and peoples as insider inhabitants rather
than outsider visitors. In that sense, we believe teachers are right in
being sceptical about overambitious claims regarding the potential for
intercultural learning inherent in exchanges. Modest expectations will
prevent teachers from discarding exchanges and school trips from the
school curriculum altogether.

From Chapter 5, we know that the majority of teachers do not devote
teaching time to preparing or following-up on school trips or exchange
projects and when they do, this work is directly related to the trip or
the project. From Chapter 2, we know that only a very slight minority
of teachers integrate language teaching and culture teaching 100% of
teaching time and even then we are not sure whether this 100%
integration results from an approach to teaching which promotes inter-
cultural communicative competence. We would have liked to find more
teachers who stated that an important part of their language course, or
even their whole course, is directed towards preparing their learners for
intercultural contact situations and experiential learning activities. The
general impression we have gained now is that teachers isolate school
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trips or exchange projects from the rest of their teaching, and that little
positive backwash effect on day-to-day teaching originates from the fact
that a school undertakes experiential activities of the kinds considered
in this chapter. Such a backwash effect could for example result in a teach-
ing programme that systematically devotes attention to the facets of the
foreign culture that may be particularly relevant in intercultural contact
situations or to culture learning skills. These facets include for example
cultural differences in body language or speaking conventions (taking
turns, pausing, taboo subjects), or differences in the associations attached
to daily life topics (e.g. breakfast; be on time; appropriate present; appro-
priate expression of respect; appropriate behaviour in public; privacy).
We fear some teachers may take the following stance: ‘there is a school
trip in May. Pupils can only truly learn something about cultural differ-
ences when they travel abroad. Therefore, I will not devote teaching
time to teaching culture or intercultural competence. Intercultural skills
cannot be acquired at school anyway’. In the next chapter, we explore
teachers’ opinions regarding different facets of intercultural competence
teaching. One of these facets is the extent to which teachers are con-
vinced that intercultural skills can be acquired at school, another that
the teaching of intercultural competence should be undertaken in a
cross-curricular mode. If we were to find that the majority of teachers
in the different countries indeed hold these convictions, this would
mean the profession is a long way away from putting intercultural com-
petence teaching into practice.

Notes

1. The Bonferroni multiple comparisons test results (Appendix 2) confirm that
some countries differ significantly from others with respect to the organisation
of school trips.

2. The Bonferroni multiple comparisons test results (Appendix 2) indicate that the
different country samples can be considered similar in this respect.

3. The Bonferroni multiple comparisons test results (Appendix 2) indicate that the
results with respect to the seven participating countries are more similar that
different.

4. The Bonferroni multiple comparisons test results, again, confirm that the differ-
ent country samples do not differ significantly in the way in which teachers
perceive reasons for organising school trips.



Chapter 8

Opinions Regarding Different
Facets of Intercultural
Competence Teaching

LIES SERCU

Until now, we have been concerned with the present, with what teachers
are currently doing in their classrooms and with how they perceive the
pupils they are teaching. We have had to conclude that, at present, inter-
cultural competence teaching is largely confined to promoting pupils’
familiarity with those aspects of the foreign culture that are dealt with
in foreign language textbooks, leaving aside less visible aspects, such as
norms, values or attitudes. We have found few teachers who define
culture learning also in terms of the acquisition of intercultural skills,
such as the independent exploration of cultures or the ability to
mediate successfully in intercultural situations. When teachers compare
cultures, they do so to familiarise their pupils with the foreign culture,
not to help their pupils reflect on their own cultural identity and deeper
insights in their own culture.

In this chapter, we want to look at the future, at how teachers envisage
intercultural competence teaching, at their general disposition towards it.
Innovation is inherently threatening and can only succeed when teachers
support it and when the method of implementation takes account of what
they are currently doing and how they conceive the called for innovation.
Information regarding teachers’ views of the future is particularly
relevant for teacher educators preparing in-service or pre-service pro-
grammes centring on bridging the gap between communicative compe-
tence teaching with a cultural add-on and the integrated teaching of
language-and-culture towards intercultural competence. Knowing how
teachers are currently teaching and how they perceive the called for inno-
vation will certainly help teacher trainers to select the right kind of
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approaches and materials. Showing teachers ways to depart from
and build on their current teaching is the line to take, rather than
provide the impression that intercultural competence teaching requires
them to jettison the teaching principles they have believed in and know
work well.

We explored teachers’ opinions through asking them to score a number
of opinion statements on a ‘agree completely —disagree completely” scale.
Whereas in the previous chapters, we had to speculate about possible
reasons underlying teacher decisions regarding teaching practice, the
findings in this chapter are based on research data that directly reflect
teachers’ opinions. First, we explored to what extent teachers are posi-
tively disposed towards intercultural competence teaching. We asked
them whether they want to teach intercultural competence at all. In
view of the fact that in a number of countries, intercultural education is
primarily linked with the education of ethnic minority community chil-
dren we also inquired into whether teachers want to teach intercultural
competence in all classes without exception or only in classes with
ethnic minority community children. Furthermore, we asked whether
they think intercultural competence can and should be taught at school
and whether they believe intercultural competence teaching will affect
their pupils positively. If teachers, for example, feel that not they, but
other caretakers, such as parents or youth movements, should promote
intercultural competence, or that no effect is to be expected from intercul-
tural competence teaching at school, there is little hope that they will actu-
ally change their approach to teaching a foreign language. Finally, we
inquired into how they envisage intercultural competence teaching in
practice. Do they prefer to teach it cross-curricularly or within the con-
fines of their own subject? Do they want to start teaching intercultural
competence right from the beginning of a language course or do they
prefer to wait till their pupils have acquired a level of competence in
the foreign language that will allow them to react in the foreign language
to intercultural issues? Relatedly, do they think the mother tongue can be
used in a foreign language classroom to deal with intercultural matters?
Would they prefer to teach language and culture separately or rather
opt for an integrated approach? Does traditional culture teaching suffice
or do they perceive skills education as part of their teaching duty? Are
they prepared to assist their pupils to reflect on their own culture or do
they think it sufficient to promote their learners” familiarity with the
foreign culture? Finally, do they aim to present an attractive picture of
the foreign culture or do they consider it an essential part of intercultural
competence education that pupils are presented with a realistic image of
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the foreign culture and thus also become acquainted with the less positive
sides of the foreign societies?

More Similarities than Differences Between Countries

Each of the above topics was addressed by means of two statements
which the teachers had to score on a five-point agree—disagree scale. A
first salient finding concerns the fact that teachers in the different
countries do not appear to differ significantly in their opinions and
convictions regarding the different facets of intercultural competence
teaching addressed in the final part of the questionnaire.' This similarity
can very clearly be observed from Table 8.1 below. The table contains the
mean scores obtained for each subtopic. The meaning of the scores,
ranging between 0.00 and 5.00, is explained at the bottom of the table.
When taking a vertical perspective, it can be seen that the order in
which the 12 expressions have been ranked applies to all countries.
Thus, teachers in all countries disagree to a certain extent that it is only
when there are ethnic minority community children in one’s class that
one should try to promote the acquisition of intercultural competence
or that language and culture cannot be taught in an integrated way.
Teachers in all countries, except in Spain, are not convinced that inter-
cultural education has no effect on pupils” attitudes (third topic). Teachers
in Spain are more convinced than teachers in other countries that inter-
cultural education has no effect on pupils” attitudes. As the mean scores
obtained for statements 4 and 5 reveal, teachers are undecided as to
whether or not intercultural skills can be acquired at school and a suffi-
ciently high level of language proficiency is needed before one can start
teaching culture. They also look upon the importance of culture teaching
vis-a-vis language teaching in the same way in different countries: they
agree to a certain extent that culture teaching is as important as language
teaching. Finally, teachers in all countries completely agree that the
teaching of intercultural competence should be undertaken in a cross-
curricular mode; that foreign language teaching should not only deal
with foreign cultures, but also help pupils deepen their understanding
of their own culture; that more knowledge and a larger familiarity with
the foreign culture will lead to a more tolerant attitude; and that foreign
language teachers should present a realistic image of the foreign
culture. The score obtained for ‘willingness to teach intercultural com-
petence’ (tenth statement) points to a clear willingness on the teachers’
side to teach intercultural competence through foreign language edu-
cation. The highest mean was obtained for ‘conviction that all pupils



123

Opinions Regarding Different Facets of Intercultural Teaching

(panu13uo0)

AJrenorrmo
-SSOID UdeHpUn 3q prnoys adusjeduiod
¢y RN 4 96'¢C 00'% AR % 86'C vy Q07 [eAN}NDOISIUL JO SUNIDED} 33 Jey} UOHIIAUOD)
aqerreae sporrad Sunyoesy
JO IdqUINU PajIwI] B Sey AJUO0 SUO usym
Sunyoea) a8enduey 0] Aem aa1d 0} sey nq
[4°R9 VAR 9w'e ar'e 67'c 9°¢ 6€°¢ 8¢ ‘yueyrodwr st Sunyoes) aInjnd jey) UORdIAU0D)
aImynd Suryoesy jress
ued U0 10§23 papaau st Aousnnord aGenJuef
65°¢C Ly'C €9'¢ 09°¢ ¢8'¢C LYV'C 96'¢ q9'¢C 30 [9A9] YS1Y ABUSIOLNS B JeL} UORIIAU0D
[ooyos ye parmboe
ve 81°C 61°¢C €C'C ceT q9'¢ 84’1 0¢'C 9q jouued SIS [eIn}NoIsjul Jey} UORIIAUO0D
sapnyme siidnd uo 309550 ou
L6'1 91 €e'C 88’1 91'C 00C €6’ 06’1 Sey uoneosnpo [ernjnaiajur jey} uonsIAuo)
Kem pajer3ojur ue ur jy3ne; aq
69'1 ag'l 06'T <Ll 191 ¢le 1€1 0L1 jouuEd 2INNd pue d3enue Jey} UOHIIAUOD)
douajeduwrod fernymorajur jo uonsmboe
oy ajowoxd 03 A1} P[NOYS SUO Jey) Ssepd
§,9U0 UT USIP[IYO AUNWuod AJLIOUTW dTUY3D
91 Le1 LL'T 9’1 16’1 00¢ L8'1T 0S'1T a1e 9193 USYMm ATUO ST 3 Jey} UOHIIAUOD

UvaN AMS VdS T10d XAW JAO mdg yEE]

Suryoeay sousjedwod [eanymnoIajul Jo s3ede) JuRIeyIp Surpredar suoturdo smyoes] I'g d[qel




Foreign Language Teachers and Intercultural Competence

124

“A1oro1dwod 9a18e = ()0'G— 10" JUDIXd UreIad e 03 91de = 00 F—10'¢ ‘PepLapuUn = 00°'¢—10'C
JU9)Xa urepad e 0y 9213esIp = 00'Z-10'T ‘Aeerdwod sa1destp = 00'T-00°0 "00°S PUe 00’0 U9aMmIdq Surduer ‘Sa10ds Uesn

997

L8F

148 4

1wy

8CY

Eid%

€LY

USIP[IYD AJLIOUTW DIUYIS )M SUIOOISSE]D
ut spidnd £juo jou ‘eousiaduwiod [ernjnorsjur
axmboe pnoys rdnd (e yey; uonorauo))

09¥

LLY

€y

ClN%

89

6V ¥

VLY

1LY

aImymnd
uSra105 2y Jo adewr onsiyear e yussard prnoys
19oea) aden3ue USI9I0J B Jel]) UOIdIAU0D)

(4N

L9V

VAaY

0¥y

¥9Y

0y

88V

9C¥

douajeduod [eINyNdIS) U Yora) 0} SSAUSUI[IAM

0¥y

€y

Ty

LEY

LSY

6CY

€97

8TV

apnjmIe JULIS[0} SIOW € 0}
pes[ T[Im 21n3i[nd U105 Ay} YIm AjLrer[rurey
1931 B pUE 93 PI[MOUY SIOW JEl]} UOHIIAUOD)

LEY

4 4

9eY

ary

0Ly

6CY

08v

68'¢C

aIN3[Nd UMO I8y} Jo Surpuejsiopun
1oy uadeap o3 sprdnd djay osye ng
‘Sornynd udI910§ YIIM [eap AJUO J0U PInoys
Sunyoeay a8enZue| udra105 ey UOOIAUOD)

UVIN

aMS

vdsS

10d

XdNW

JIO

m4

134

panujuo) T'8 qeL



Opinions Regarding Different Facets of Intercultural Teaching 125

should acquire intercultural competence, not only pupils in classrooms
with ethnic minority children.

Intranational Disagreement

A final parallel which we want to point out and which sheds additional
light on the similarities pointed out earlier concerns the fact that pro-
nounced intranational disagreement appears to exist with respect to
two topics, and with respect to these two topics only. The topics are ‘con-
viction that a sufficiently high level of language proficiency is needed
before one can start teaching culture’ (Table 8.2), and ‘conviction that
intercultural skills cannot be taught at school’ (Table 8.3). Whereas with
respect to other topics the data show a clear tendency towards either
agreement or disagreement, with respect to these two topics the data
reveal that large percentages of teachers of one country are either in agree-
ment or in disagreement with the statement. This tendency is most out-
spoken with respect to Belgian and Mexican teachers, but it is also
observable in other countries. Whereas 42.5% of Belgian teachers disagree
that pupils have to possess a sufficiently high level of proficiency in the
foreign language before one can teach culture or do anything about the
intercultural dimension of foreign language teaching, 49.67% agree with
it. As regards the statement ‘intercultural skills cannot be acquired at
school’, Mexican teachers appear to be in largest disagreement, with
25.58% of teachers disagreeing completely, 39.53% disagreeing to a
certain extent, 11.63% being undecided, 16.25% agreeing to a certain
extent and 6.95% agreeing completely.

Clear Willingness

That teachers in all participating countries as a group are clearly in
favour of teaching intercultural competence, deserves some further
comment here. As can be seen from Table 8.4, teachers in Bulgaria and
Sweden appear the strongest proponents. On the whole, in all countries
at least 79.48% of all teachers either agree to a certain extent or agree com-
pletely with the statement ‘I would like to teach intercultural competence
through my foreign language teaching’. The largest percentages of
teachers who are undecided can be found in Greece (20.51%) and
Poland (16.67%). In Belgium, only about two-thirds of teachers are
clearly in favour of teaching intercultural competence.

The fact that teachers in all countries are clearly willing to intercultur-
alise foreign language education is encouraging. In the next chapter, we
will investigate whether this willingness is unconditional for all teachers,
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or whether teachers’ degree of willingness is dependent on particular
factors, through looking for statistical relations between teachers” willing-
ness on the one hand and, other opinion factors and factors relating to
teaching practice on the other. It might for example be the case that
teachers who are less positively disposed towards the integration of inter-
cultural competence teaching in foreign language education also believe
that only classes with ethnic minority community children should be
taught for intercultural competence, or that pupils should first have
acquired a high degree of proficiency in the foreign language before
one can start teaching for intercultural competence. By contrast, teachers
who are clearly willing to interculturalise foreign language education
might also be the teachers who think it is possible to integrate
language-and-culture teaching.

As a group, teachers appear to be in doubt regarding at least three
facets of intercultural competence teaching. They are not convinced of
the effect intercultural competence teaching can have on pupils. They
wonder whether intercultural competence can be acquired at school,
and are undecided as to whether or not one should postpone the teaching
of intercultural competence until learners have acquired a sufficiently
high level of competence in the foreign language. This last issue especially
reaches to the heart of foreign language education, and forces teachers to
really take a stand as to how important they deem the teaching of culture
and intercultural competence. Their hesitation to take a clear stand is con-
firmed by the fact that the respondents did not take extreme positions
when asked whether they thought language and culture could be
taught in an integrated way. When trying to convince foreign language
teachers of the need to interculturalise foreign language education, it
will be important to acknowledge these doubts, to provide proof of the
effect intercultural competence teaching at school has on pupils, and to
show ways as to how to integrate the teaching of language and culture.

As a group, teachers appear to perceive intercultural foreign language
education in similar ways. They agree that intercultural competence
teaching is best undertaken in a cross-curricular mode, that enlarging
pupils” familiarity with the foreign culture will enhance their tolerance
towards foreignness, and that intercultural competence teaching should
include the pupils’ own culture. These findings suggest that teachers
envisage an approach that builds on, but also moves on from the tra-
ditional foreign cultural approach, which focuses on enlarging pupils’
knowledge regarding the foreign culture. Teaching across the curriculum
may be a relatively new development in some countries, but teachers tend
to agree that intercultural competence teaching is best undertaken in this
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way. This may mean that teachers do not know how to integrate inter-
cultural competence teaching in their own foreign language teaching.
It may, however, also mean that teachers are really convinced that
cross-curricular teaching constitutes the way forward. It will be interest-
ing to compare how teachers’ perceptions of future ‘foreign language
and intercultural competence teaching’ relate to their current teaching
practice, as will be done in the next chapter.

Finally, we want to point out that it is remarkable that teachers who
mainly teach with textbooks that present, sometimes unrealistically, posi-
tive images of the foreign cultures and with which the majority of teachers
are satisfied at least to a certain extent completely agree with the state-
ment that a realistic image of the foreign culture should be presented.
Because we found that teachers are largely satisfied with the way in
which textbooks approach culture teaching, one may wonder whether
the fact that they were asked to reflect on this issue in the questionnaire
made them realise that indeed a realistic, not an overly positive image
of the foreign culture should be presented, or whether they were
already convinced of this before being offered the statement. In any
event, the positive outcome of this is that at least those who participated
in the research will have realised that there is more value in presenting a
realistic image of a foreign culture than in trying to motivate pupils to
learn the foreign language through presenting an overly attractive
image of it.

Note

1. Though the different teacher groups do appear to behave differently with
respect to some aspects regarding which they were asked to voice their
opinion, the Bonferroni multiple comparisons test results (Appendix 2)
reveal that the groups are more similar than different with respect to each
facet investigated.



Chapter 9

The Foreign Language and
Intercultural Competence Teacher

LIES SERCU

In the previous chapters, we have addressed different aspects of foreign
language teachers’ professional self-concepts with a specific focus on
the teaching of culture and intercultural competence. We have shown
how they define the objectives of foreign language education, what
culture teaching activities they practise and what cultural topics they
deal with in the foreign language classroom, how satisfied they are
with the cultural dimension of the teaching materials they use, how
they view their pupils” knowledge and attitude regarding the foreign cul-
tures, to what extent they think school trips and exchange projects affect
their pupils” intercultural competence, and how their general disposition
towards the teaching of intercultural competence in foreign language
education can be characterised. For reasons of surveyability and research-
ability, we have viewed these different facets in relative isolation. This
jigsaw image may, however, not adequately reflect how teachers look
upon their teaching job. It is probable that they perceive themselves in a
holistic way, as making decisions regarding teaching on the basis of a
largely coherent set of convictions. This is not to say that teachers are at
all times consciously aware of their applying these personal teaching
guidelines. Depending on the number of years of teaching experience,
their teaching principles will have become more or less internalised,
implicit, unconscious and automatised.

In this chapter, we want to view the different components of teachers’
perceptions in relation. We will consider to what extent the different facets
appear to build a coherent teacher profile. This approach will shed light
on the degree of centrality or periphery of particular subsets of teachers’
beliefs. Using statistical techniques, we will make patterns in teachers’
beliefs visible which would otherwise remain hidden. We aim to
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investigate these possible patterns from three different angles. First, we
will consider which factors affect a teacher’s willingness to teach intercul-
tural competence in foreign language education. In the previous chapter,
we have shown that teachers are clearly willing to teach intercultural
competence. Do particular convictions make teachers hesitant or unwill-
ing to change their actual instructional behaviour and teaching practice?
Do they believe particular conditions have to be met first before they are
willing to reconsider familiar teaching approaches? Does the way in
which they envisage intercultural competence teaching affect the extent
of their willingness? Secondly, we will examine to what extent actual
culture teaching appears consistent. A high degree of coherence would
testify to some kind of system underlying teaching. Teachers would
then not just respond to events as they present themselves in a one-off
way. They would then operate from some kind of mental map or checklist
of the kinds of teaching activities they need to plan for, the selection of
cultural topics they can choose from, the sorts of intercultural contact
situations they are likely to need to deal with and need to prepare their
learners for, etc. The specific questions we will ask include: is it the case
that teachers who say they deal with particular cultural topics frequently,
also report frequently practising culture teaching activities and devoting a
considerable part of their teaching time to culture teaching? In that
section, we will also examine to what extent teachers take account of
their pupils” current level of understanding of and familiarity with the
foreign culture when shaping their teaching practice. Finally, we draw
the two previous components together and consider to what extent tea-
chers’ obvious willingness to teach intercultural competence is reflected
in their reports of their current teaching. A clear reflection would allow
the conclusion that teachers are already now doing more than paying
lip-service to intercultural competence teaching. Thus, in the final part
of the chapter, we will reflect on the extent to which teachers’ actual teach-
ing profile reflects the envisaged profile of the intercultural competence
teacher, as we have described it in the introductory chapter to this book.

The Favourably and the Unfavourably Disposed Teacher

In the literature regarding teachers’ beliefs, a relatively direct relation-
ship is assumed between teachers’ motivation and willingness to do
something and their actual teaching practices. In the previous chapter
we saw that teachers in all countries appear to be very willing to inter-
culturalise foreign language education. Here, we will attempt to draw
teachers” mental map. We will first consider which variables — opinion



132 Foreign Language Teachers and Intercultural Competence

variables and others — appear to co-variate with teachers’ degree of
willingness to interculturalise foreign language education. Our data will
reveal that we can speak of two distinct teacher profiles: the favourably
disposed teacher who is willing to teach intercultural competence and
the unfavourably disposed teacher who takes a much more hesitant
and even rejecting stance. Both groups have their own distinct, but
clearly clustered, opinions regarding the preconditions that need to be
met before one can start teaching intercultural competence and the way
in which intercultural competence should be taught.

Willingness and opinion variables

We will first concentrate on the relationships that exist between tea-
chers’ willingness on the one hand and the opinion variables we included
in our study. Table 9.1 summarises the independent opinion variables
(from 1 to 12) that were found to co-variate with the dependent variable
‘willingness” (in the top left of the table) (Pearson correlations). The
relationship is significant (Sig. two-tailed) either at the 5% (*) or at the
1% (**) level. We have only listed the parameters which appeared to
be significantly related to the dependent variable for more than half of
the country samples. We have listed them in descending order of the
number of country samples for which a significant relation was found.
The test results allow defining the strength of the relationships that
exist between teachers’ willingness and other variables. A positive
relationship indicates that the larger the extent of a teacher’s support of
a particular view, the more willing s/he appears. Vice versa, the less a
teacher appears to support a particular view, the less willing s/he will
be to interculturalise foreign language education.

The higher the degree of significance of the relationship, the higher the
r-value is. r-Values, i.e. the figures next to ‘Pearson correlation’, can vary
between +1 and —1. » = +1 indicates there is a perfect positive relation-
ship; ¥ = —1 indicates that there is a perfect negative relationship. N = the
number of respondents per country for which a value was obtained with
respect to a particular independent variable. BUL = Bulgaria, GRE =
Greece, MEX = Mexico, POL = Poland, SPA = Spain, SWE = Sweden
and BEL = Belgium.

From Table 9.1, a number of observations can be made. First, the first
variable, namely ‘I would like to teach intercultural competence
through my foreign language teaching’ is, not surprisingly, significantly,
strongly and positively related to teachers” degree of willingness.

Secondly, we can see that five facets of teachers’ beliefs, sometimes
represented by two variables, appear to be positively related (r = a positive
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value for the country samples for which a significant relation was
obtained) to ‘degree of willingness” for teachers from at least four
countries. These facets are:

e conviction that intercultural education is best undertaken cross-
curricularly (variable 2);

e conviction that providing pupils with more knowledge regarding
the foreign cultures associated with the foreign language pupils
are learning makes them more tolerant towards other cultures and
people (variables 3 and 9);

e conviction that all pupils should acquire intercultural competence,
not only pupils in classrooms with ethnic minority community
children (variable 4);

e conviction that teaching culture and teaching the foreign language
are as important in the foreign language classroom (variable 6);

e conviction that every subject, not just foreign language teaching,
should promote the acquisition of intercultural skills (variable 7).

Three other facets of teachers’ beliefs appear negatively related (r =
a negative value for the country samples for which a significant relation
was obtained) to ‘degree of willingness” for teachers from at least four
countries. They are:

e conviction that it is impossible to teach the foreign language and
foreign culture in an integrated way (variables 5 and 12);

e conviction that only when there are ethnic minority community
pupils in one’s classes one has to teach intercultural competence
(variable 8);

e conviction that intercultural education has no effect whatsoever on
pupils’ attitudes (variable 11).

From the previous chapter, it will be remembered that Bulgarian
teachers are the teachers most clearly in favour of interculturalising
foreign language education. Before returning to the general picture, we
want to comment here on the specific Bulgarian situation in some more
detail. It is interesting to note that few of the variables that appear to be
significantly related to teachers’ degree of willingness to interculturalise
foreign language education are also significantly related to Bulgarian tea-
chers’ degree of willingness. It is even the case that on some occasions, the
r-value obtained is negative where the r-value obtained for the other
country samples is positive. This is the case with respect to variables 2,
3,7,9,10. The reverse is true for variables 8 and 12, though the r-value
is close to 0, which means that the degree of relationship between these
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variables and the dependent variable ‘willingness’ is weak. This then
appears to indicate that Bulgarian teachers hold different views from
teachers in other samples, though the difference tends to be too small to
be significant. Applying this to the related variables 2 and 7, for
example, this would mean that Bulgarian teachers believe foreign
language teachers should teach intercultural competence, whereas
teachers in other countries are more inclined to think that promoting
the acquisition of intercultural competence amongst pupils is not the
(sole) responsibility of foreign language teachers, and intercultural com-
petence is best taught across the curriculum. Likewise, Bulgarian teachers
appear to define their role as promoters of intercultural competence less
in terms of enhancing their pupils” familiarity with the foreign culture
than teachers in other countries (variables 3 and 9). They may realise
that the traditional approach to culture teaching, which consists in the
passing on of information regarding the foreign culture mainly, does
not suffice to promote intercultural competence in learners. The Bulgarian
sample is special in that it contains quite a number of teachers who
participated in a British Council project focusing specifically on the acqui-
sition of intercultural competence through foreign language education.
Participation in this project will have helped the teachers realise that inter-
cultural skills are an essential part of intercultural competence and that a
teacher who merely promotes a greater familiarity with a foreign culture
does not serve learners too well. Finally, the variable ‘a foreign language
teacher should present a positive image of the foreign culture’ stands out
too. It is positively related to ‘willingness’ in Greece, Mexico and Sweden,
but negatively related to it in Bulgaria. In other words, teachers in
Bulgaria who do not support the view that one should present a positive
image of the foreign culture are more willing to interculturalise foreign
language education than their colleagues. It is interesting to note in this
respect that the statement ‘a foreign language teachers should present a
realistic image of a foreign culture, and therefore should also touch
upon negative sides of the foreign culture and society’ did appear to be
significantly related (at the 5% level) to ‘willingness” in one country
only, namely Mexico. From this observation, it can be derived that
Bulgarian teachers who are willing to interculturalise foreign language
education support the view that one should present a realistic image of
the foreign culture, not a merely positive one, but that they do not necess-
arily also support the view that one should also touch upon negative
aspects of the foreign culture.

Let us now return to the general picture. Other opinion variables
included in Table 9.1 were found to be either positively or negatively
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significantly related to ‘willingness’ in one, two or three country samples
only. They include: ‘the extent to which teachers support the view that one
should include the learners’ own culture when teaching intercultural
competence’; ‘the extent to which teachers believe intercultural misunder-
standings arise equally often from linguistic as from cultural differences’;
and ‘the extent to which teachers believe learners can only acquire
additional knowledge in the foreign language classroom, not intercultural
skills’. The opinion variables that were found not to co-variate signifi-
cantly with the ‘willingness index’ in any of the country samples are
‘the extent to which teachers believe that their pupils should have
acquired a sufficiently high level of proficiency in the foreign language
before one can start to do anything in the area of intercultural competence’
and, relatedly ‘the extent to which teachers support the view that one
should discuss cultural topics in the mother tongue as long as the
pupils have not reached a sufficiently high level of significance to do so
in the foreign language’.

Considering these different observations together, we can say that our
findings clearly point towards the existence of two teacher profiles: the
teacher who is favourably disposed towards the integration of intercul-
tural competence in foreign language education and the teacher who is
unfavourably disposed towards its integration. Teachers who are not in
favour of the integration of intercultural competence teaching in foreign
language education believe that it is impossible to integrate language
and culture teaching. They also believe that intercultural skills cannot
be acquired at school, let alone in the foreign language classroom. On
the whole, these teachers do not believe in the positive effect of intercul-
tural competence teaching on pupils’ attitudes and perceptions. The only
effect they see is a negative one: intercultural competence teaching
reinforces pupils” already existing stereotypes. In addition, these teachers
believe that it is only when there are ethnic minority community children
in one’s classes that one should teach intercultural competence. By con-
trast, teachers who are favourably disposed share a number of convictions
too. They believe that teaching culture is as important as teaching the
foreign language, and that it is possible to integrate the two. To their
minds, intercultural competence teaching makes pupils more tolerant.
These teachers prefer an approach that is cross-curricular and are con-
vinced that teachers of every subject should teach intercultural compe-
tence, not only foreign language teachers. In addition, they do not think
intercultural competence should only be taught in schools with ethnic
minority community children; it should be taught to all pupils. In
addition, teachers who are in favour of interculturalising foreign
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language education do not necessarily believe learners should have
acquired a high degree of proficiency in the foreign language before
one can start teaching intercultural competence. They also do not necess-
arily support the view that one cannot use the learners’ mother tongue to
promote the acquisition of intercultural competence. In some countries,
teachers in favour of intercultural competence teaching are also con-
vinced that one should include the learners’ own culture in one’s teach-
ing, or that one can promote the acquisition of intercultural skills in the
foreign language classroom, next to enhancing learners’ familiarity with
foreign cultures.

That teachers in favour of intercultural competence teaching in foreign
language education want all children to benefit from intercultural compe-
tence teaching is not surprising. This finding most probably testifies to the
fact that teachers realise that all learners need intercultural skills in the
world in which they are growing up. That teachers favour an approach
that is at the same time cross-curricular and supported by work in every
subject does not surprise either. In many schools, cross-curricular initiat-
ives already arise from the different subjects, and, vice-versa, subject
teachers contribute to cross-curricular projects. Though foreign language
education might be considered the ideal subject for teaching intercultural
competence in view of the fact that learning a foreign language by defi-
nition involves contact with other cultures, these teachers are convinced
they cannot be the sole teachers responsible, and that other subject
teachers too should contribute to enhancing learners’ intercultural compe-
tence. In teachers’ minds, there may also be a certain feeling of uneasiness,
or unhappiness, about the fact that intercultural competence teaching
might entail a reduction of the teaching time that can be devoted to improv-
ing the learners’ language skills. This assumption appears to be supported
by the fact that teachers in favour of interculturalising foreign language
education are not in favour of using the mother tongue in situations
where the learners’ language skills are too limited to deal with cultural
issues in the foreign language, and also by the fact that teachers advocate
an approach in which the teaching of language and culture are integrated.

Willingness and other variables

So far, we have only commented on relationships between teachers’
willingness to interculturalise foreign language education and their
opinions regarding different aspects of how one might conceptualise
intercultural competence teaching. Here we want to consider other
variables and comment on which of these variables appear to co-variate
or not co-variate significantly with the willingness index.
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Interestingly, we found a significant relationship between teachers’
willingness to interculturalise foreign language education and the fre-
quency with which culture-teaching activities are practised or particular
cultural topics are addressed in the foreign language classroom, but in a
minority of the countries only (see Tables 9.2 and 9.3). In the Belgian
and Greek sample, willingness is significantly related to both indicators
of teaching practice. In the Swedish sample, it is only significantly
related to the frequency with which culture-teaching activities are prac-
tised in the foreign language classroom, and in the Spanish sample,
only with the frequency with which cultural topics dealt with in the
foreign language classroom.

Thus, we can conclude that, despite teachers’ obvious willingness to
support the integration of an intercultural competence dimension in
foreign language education in all countries, this willingness does not necess-
arily imply more extensive culture teaching. In only three out of seven
countries do teachers who are favourably disposed appear to teach culture
more extensively than their colleagues who are less favourably disposed.

This finding is confirmed when looking at the relationship between
willingness and the conviction that enhancing pupils’ familiarity with
the foreign culture will lead to a more tolerant attitude towards foreign
cultures. As can be seen from Tables 9.4 and 9.5, a significant relationship
exists between willingness and the “more culture more tolerance’ variable
in the same country samples as the ones mentioned above, namely the
Belgian, Greek, Swedish and Spanish samples. This finding allows the
conclusion that in three out of seven countries, teachers who belief that
providing pupils with more cultural knowledge will enhance their toler-
ance towards foreign cultures do not necessarily deal with cultural topics
more frequently or use culture teaching activities more extensively than
their colleagues who do not believe so.

The other variables that were found not to co-variate significantly with
the ‘willingness index” in any of the country samples include: ‘the extent
to which teachers believe their pupils are knowledgeable about the
foreign culture’; ‘the frequency of teachers’ contacts with the foreign
culture’; ‘the percentage of immigrants in the teacher’s school” and the
reasons teachers mention for organising school trips or exchange
project. The way in which teachers define the objectives of foreign
language education and culture teaching in foreign language education
were also not found to co-variate with the willingness variable.

The lack of relationship between ‘willingness” and the extent of pupils’
knowledge regarding foreign cultures is somewhat unfortunate. One
would have liked to find that teachers who perceive their pupils as not
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knowledgeable would be more willing to teach culture than teachers who
perceive them as very knowledgeable, assuming that these pupils do not
need extra culture teaching. This finding appears to suggest that teachers
are still conceptualising teaching more in a teacher-centred than in a
pupil-centred way. That the frequency of teachers’ own contacts with
the foreign culture does not affect their degree of willingness is a
fortunate finding. This lack of relationship implies that pupils taught by
teachers living in countries where it is more difficult to get into direct
contact with the target cultures have equal chances of meeting teachers
who are favourably disposed as pupils who live in countries where
direct contacts are more frequent. The lack of relationship between a
teacher’s degree of willingness to teach intercultural competence and
the percentage of immigrant pupils in the school where that teacher is
teaching confirms the finding that teachers want all pupils to be taught
intercultural competence, irrespective of whether there are ethnic
minority community children in the school or not.

As far as the lack of relationship between willingness and reasons for
organising school trips and exchange projects are concerned, we know
from Chapter 5 that only a minority of the teachers working in schools
that organise school trips or take part in exchange programmes consider
it their duty to do preparatory or follow-up work in connection with these
experiential learning activities. This kind of work is considered peripheral
to their day-to-day teaching practice. Therefore, it should not surprise that
no significant relationships appear to exist between teachers’ willingness
to teach intercultural competence and the reasons for organising school
trips that inquired into aspects relating specifically to culture learning,
namely ‘increase pupils’ interest in the foreign culture’ and ‘increase
pupils’ familiarity with the foreign culture’. Despite positive expectations
towards the effect of school trips and exchange programmes, as voiced by
some teachers in answer to an open question, it is clear that school trips
and exchange projects do not play a prominent role in teachers’ overall
conception of culture and language teaching.

Finally, the fact that no significant positive or negative relationship was
found between willingness to teach intercultural competence and the way
in which they defined the objectives of foreign language education and
‘culture teaching in foreign language education’ on the other is encoura-
ging. Even teachers who believe that foreign language education should
be mainly geared towards the acquisition of linguistic competence in the
foreign language are not necessarily unwilling to teach intercultural com-
petence in foreign language education. Teachers who believe the main
objective of foreign language education is the acquisition of communicative
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competence in the foreign language may still believe it is possible to teach
language and culture in an integrated way.

Consistency in Teaching: A Reflection of Teachers’
Familiarity and Contacts with the Foreign Culture

In this section, we look at teachers’ reports of their teaching practice
more closely and investigate the extent of its consistency. We examine
to what extent the different indicators of teaching practice as identified
in the study appear to be related. A strong positive relationship will
mean that teachers do not just respond to events as they present
themselves in a one-off way, but apply a goal-directed culture teaching
strategy. We will also examine to what extent the pupils” degree of famili-
arity with the foreign culture and their attitude towards it relates to the
way in which teachers shape their teaching practice. Do teachers take
account of their pupils’ current levels of cultural understanding and
intercultural competence, or do other factors, such as the teacher’s
own familiarity with the foreign culture play a more decisive role in
determining the teacher’s culture teaching strategy?

Consistency in teaching

The different components distinguished as indicators of a teacher’s
teaching practice were the frequency with which teachers deal with
particular cultural topics during classroom teaching, the frequency with
which they practise particular kinds of culture teaching activities, the
way in which they distribute their teaching time over language teaching
and culture teaching, and finally, the extent to which cultural aspects are
considered when selecting teaching materials.

Our findings show that very clear relationships exist between three
important indicators of culture teaching practice, namely the way in
which teachers divide their teaching time over language teaching and
culture teaching, the frequency with which they practise culture teaching
activities and the frequency with which they deal with cultural topics. As
Table 9.6 reveals, a significant positive correlation exists between the fre-
quency with which teachers practise particular culture teaching activities
and the frequency with which they touch upon particular cultural topics
in all countries. Similarly, a significant positive correlation exists between
‘distribution of teaching time’ on the one hand and, on the other, the fre-
quency with which teachers practise particular culture teaching activities
and the frequency with which they deal with particular cultural topics.
As can be seen from Table 9.7, which provides the data for the second
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variable, this relationship exists in the majority of the countries included
in the research, but not in all.

These findings allow the conclusion that teachers have been consistent
in the way in which they answered the different questions about how they
shape their language and culture teaching practice. From Chapter 5,
we know that traditional teacher-centred approaches appear to
dominate culture teaching whereas techniques involving the students’
initiative and autonomy are less popular. Consistency does not necess-
arily also imply that teachers deem culture teaching of prime import-
ance. The findings presented in Chapter 2 have shown that they
devote substantially more teaching time to language than to culture
teaching. The criteria which they use to select textbooks and teaching
materials confirm that culture teaching is second in importance, after
teaching communicative competence. The main reasons teachers have
given include lack of time, lack of training and lack of appropriate
teaching materials.

Teacher Familiarity as Reflected in Teaching Practice

In the remainder of this section, we consider to what extent teachers’
culture teaching practice appears to be affected by, on the one hand,
their own familiarity with the foreign culture, and on the other, their
perceptions of their pupils’ familiarity and attitudes regarding the
foreign cultures.

As Table 9.8 reveals, clear positive significant relationships exist
between the frequency with which teachers address cultural topics
and their degree of familiarity with the foreign culture, and the extent
of their contacts with it. The first variable is significantly and positively
related to ‘teacher familiarity’ in all countries, and to ‘frequency of
contacts at home’” in all but one country. The second variable
(Table 9.9) is significantly and positively related to ‘teacher familiarity’
in five countries, to ‘frequency of contacts at home’ in six countries
and to ‘frequency of travel to the foreign country’ in four countries.
The variable ‘distribution of teaching time over language teaching and
culture teaching’ (Table 9.10) is clearly linked to ‘teacher familiarity’ in
five countries, but not to teachers’ degree of contact with the foreign
culture.

These findings then allow the conclusion that the more familiar a
teacher is with a particular culture, the more time will be devoted to
culture teaching, the more frequently cultural topics are dealt with and
the more often culture teaching activities are practised.
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These results lead to the striking finding that the extent of teachers’
familiarity with a particular cultural topic is next to perfectly mirrored
in the extent to which teachers deal with those different cultural topics
in the classroom. As can be seen from Table 9.11, the relationship is signifi-
cant for all topics in the larger samples (Belgium and ‘all countries
considered together’) and for many topics in the smaller samples. Accept-
ing a significance level of 0.10 for the smaller samples, would lead to an
even more striking picture.

The burning question that remains is whether teachers’ perceptions of
their pupils’ familiarity with and attitude towards the foreign culture also
affect their teaching practice. We found that the relationship between
teachers’ familiarity with the foreign culture and their culture teaching
practice is far more marked than that between teachers’ perceptions of
their pupils’ familiarity and their teaching practice. In other words, the
way in which teachers shape their teaching tends not to take account of
the extent of pupils’ familiarity with or attitudes regarding the foreign
cultures associated with the foreign language they are learning. This is
not to say that no positive significant relationships were obtained
between the extent to which culture is dealt with in the foreign language
classroom and the extent of pupils’ knowledge. As can be seen from
Table 9.12, in four countries a positive significant relationship was
obtained. This finding then suggests that teachers who perceive of their
pupils as already somewhat knowledgeable will be more inclined to
teach culture than teachers who perceive of them as not knowledgeable.
As pointed out in Chapter 4, teachers generally perceive their pupils to
be rather unfamiliar with foreign cultures.

As regards pupils’ attitudes, the results presented in Chapter 4 have
shown that teachers’ perceptions tend to vary between countries, with
Bulgarian, Polish and Swedish teachers perceiving their pupils as posi-
tively disposed towards the foreign peoples associated with the language
they are learning, Spanish, Mexican and Greek teachers perceiving them
as holding negative attitudes, and Belgian teachers tending to perceive
their pupils as neither extremely positively nor negatively prejudiced.
As can be seen from Table 9.13, next to no significant relationships were
found between the indicators of culture teaching practice and teachers’
perceptions of the direction of their pupils’ attitude towards the foreign
culture. This then allows the conclusion that teachers” decisions relating
to culture teaching appear to be taken independently of the direction of
pupils” attitudes. The fact that some teachers do not take account of
their pupils’ already acquired perceptions and attitudes is unfortunate,
especially in view of some fundamental insights from information
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processing theory. Fiske and Neuberg (1990), for example, describe the
basic mechanisms of information processing as follows. Perceivers
spontaneously start by categorising targets. If they are motivated, if the
target is relevant to them, and if sufficient cognitive resources are
available, they will pay attention to the attributes, that is, the specific
characteristics of the target. Whenever possible, however, perceivers
will try to confirm their initial categories. When this is not possible,
they will resort to recategorisation. If the last two strategies, i.e. to
retain initial categories or to recategorise, fail, and provided that sufficient
motivation and cognitive resources are available, people may utilise the
different bits of particular information or ‘attributes’ to arrive at a
piecemeal integration and the construction of a new category. They will
use these particular bits to attribute specific dispositions to the target,
and prepare for storing it in memory. Stangor and McMillan (1992), in
addition, observe that people may either be motivated to process infor-
mation carefully and accurately or they may be motivated to develop
and maintain a simple, coherent impression. Whereas in the first case,
they are actively involved in processing inconsistent information, in the
second case, they are motivated to avoid any inconsistency, either by
ignoring or by distorting it. In other words, people may operate under
an accuracy (in the sense of true to reality) or an impression maintenance
mode. The implication of this is that, when pupils are presented with new
information on a foreign culture, they may either attend to it, involve with
it and process it carefully, or they may merely perceive it, not get involved
with it and decide to store it in already existing categories. They may take
this last option because of lack of interest: the information does not appeal
to them because it is too far above or below their current level of
understanding of the foreign culture and of the world. From this line of
reasoning, it can be understood why it is crucial that teachers take
account of pupils’ already acquired categories, attitudes and motivation,
since these are likely to affect the way in which pupils attend to and
process information. The acquisition of new savoirs and, ultimately, of
intercultural competence, depends on the teacher’s ability to induce
change in pupils” already acquired categories.

The Actual and the Envisaged Foreign Language and
Intercultural Competence Teacher

We have shown that two distinct profiles of ‘willingness to teach inter-
cultural competence’ can be distinguished, that teachers teach culturein a
consistent way and that they take little account of their pupils’ levels of
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familiarity with or attitude towards the foreign culture. In the final part of
the chapter, we will reflect on the extent to which teachers” actual teaching
profile reflects the envisaged profile of the intercultural competence
teacher as we have described it in the introductory chapter to this book.
There we considered the knowledge and skills an intercultural compe-
tence teachers should possess and the attitudes towards foreign cultures,
peoples and intercultural issues they should display.

As regards knowledge, we said that foreign language teachers should be
sufficiently familiar with the foreign cultures associated with the foreign
language they teach, and that the contacts they have with these cultures
should be both varied and frequent. We found that teachers have frequent
media contacts and that teachers who appear to travel little appear to
compensate for this lack of direct contact with more extensive contacts
with the foreign culture at home, for example via visits to the cultural
institute representing the foreign culture in their country (see Chapter
6). We found that teachers consider themselves sufficiently familiar
with the foreign cultures associated with the foreign language they
teach, and that the frequency with which they address cultural topics
and practise culture teaching activities is a function of their degree of
familiarity and the extent of their contacts. This suggests that teachers
are right in their judgement regarding the extent of their familiarity.
It does indeed suffice to teach about a number of different cultural
topics in the foreign language classroom.

From this, one might conclude that the extent of teachers” knowledge
comes up to what is expected of the FL&IC teacher, but this conclusion
would be unwarranted. Today’s foreign language teachers may indeed
be sufficiently knowledgeable when teaching within the context of the
traditional ‘foreign cultural approach’ (Risager, 1998). They might,
however, fall short of expectations if they were to teach towards the
attainment of intercultural competence, as defined in this research.
From this definition (see Chapter 1), it is clear that a teacher who only
possesses knowledge regarding different aspects of the foreign culture,
elaborate though it may be, will not be able to adequately guide
foreign language learners towards the attainment of intercultural compe-
tence in a foreign language. The demands made on teachers’ knowledge
go well beyond a sufficient degree of familiarity with the foreign culture.
Teachers should also know their own culture well and possess culture-
general knowledge that can help them to explain similarities and
differences between cultures to learners. Teachers should also know
both what stereotypes pupils have and how to address these in the
foreign language classroom.
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The findings presented in Chapter 4 have shown that teachers have
some idea regarding the stereotypical ideas their pupils bring to the
foreign language classroom. Whether or not the teachers participating
in our research also possess a sufficient degree of culture-general knowl-
edge and could explain different aspects of their own culture to a
foreigner in a well-informed and objective way is difficult to say, since
we did not collect data regarding these facets of their cultural knowledge.
From the way in which teachers define the objectives of culture teaching
and foreign language education, we know that teachers do not consider it
important that their pupils gain a better understanding of their own cul-
tural identity. Though we cannot conclude from this that teachers are not
knowledgeable regarding their own culture, we can conclude that they do
not employ the knowledge they may have in the foreign language class-
room. The same is true with respect to teachers’ insights regarding
pupils’ stereotypes. Though they may be familiar with them, they tend
not to take account of them when deciding on the cultural contents of
their courses.

From this, two different conclusions can be drawn. First, one could
maintain that, at present, teachers may possess the knowledge needed
to teach intercultural competence, but that they have not yet put that
knowledge to use in the foreign language classroom, and perhaps have
not yet realised that they are expected to apply it in that context. Secondly,
one could conclude that teachers do not possess the required knowledge,
and therefore do not teach in the way expected from the FL&IC teacher.
This, of course, is not to say that teachers could not acquire the necessary
insights and knowledge needed.

This then leads us to what is expected of the FL&IC teacher in terms of
skills. We stated that teachers should be able to employ teaching tech-
niques that promote the acquisition of savoirs, savoir-apprendre, savoir-
comprendre, savoir-faire, savoir-s’engager and savoir-étre. Teachers should
be able to help pupils relate their own culture to foreign cultures, to
compare cultures and to empathise with foreign cultures’ points of
view. They should be able to select appropriate teaching materials and
to adjust these materials should they not allow the achievement of the
aims of intercultural competence teaching. Next to being skilful classroom
teachers, teachers should also be able to use experiential approaches to
language-and-culture teaching.

From the kinds of teaching activities most frequently practised in the
foreign language classroom, as described in Chapter 5, we can deduce
that teachers tend to employ techniques that aim to enlarge learners’
knowledge of the foreign culture, and not to encourage learners to
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search for information in different sources, analyse it independently and
present their findings in order to discuss them with others. Though ‘com-
parison of cultures’ appears to be an activity frequently practised, other
activities aiming at the acquisition of intercultural skills, such as ‘reflect
critically on one’s sources of information’, ‘explore an aspect of the
foreign culture’, ‘practise skills useful in intercultural contact situations’
are not.

This allows two similar conclusions to those for knowledge regarding
the extent to which teachers possess the skills needed to be able to teach
intercultural competence in foreign language education. First, we could
conclude that teachers may not yet be practising intercultural teaching
skills because they do not realise that that is what is expected of them.
A second possible conclusion could be that teachers are not practising
these skills because they do not know how to go about teaching learners
how to compare cultures, empathise with foreign cultures’ points of view,
interpret documents in appropriate ways, explore unknown aspects of
foreign cultures, etc. The fact that teachers who are willing to intercultur-
alise foreign language education are in favour of cross-curricular
approaches to teaching intercultural competence and believe all teachers,
not just foreign language teachers, should promote its acquisition, can be
considered in this respect. Two kinds of feelings may underlie this
demand for a collective effort towards the attainment of intercultural
competence in learners. On the one hand, teachers may feel unable to
teach intercultural competence and therefore require the assistance of
other subjects and teachers. On the other hand, they may feel able to
teach intercultural competence, but at the same time find that all subjects
should work towards achieving this same goal if one wants to be able to
achieve anything in this area.

As regards the demand that FL&IC teachers should be able to select
teaching materials appropriate for intercultural competence teaching,
our data suggest that teachers are definitely able to comment critically
on the cultural contents of foreign language teaching materials, pointing
out good and less satisfactory sides. Care has to be taken, however, not to
equate this ability with the ability to assess teaching materials with
respect to their potential for teaching intercultural competence. The tea-
chers who commented on the cultural dimension of their teaching
materials did so from the perspective of the traditional ‘foreign cultural
approach’, pointing out where the information regarding the foreign
culture had been faultily selected or represented. Individual teachers
also point to the need to revise the textbook’s approach to the teaching
of culture, and to the demand for more intercultural tasks. The number
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of teachers doing so is very small, and does not allow the conclusion that
teachers are able to assess the culture teaching approaches adopted by
their textbooks from the ‘intercultural approach’ perspective. Neither
do our data allow us to state that teachers are able to adjust the materials
they use in order to enhance their potential for promoting the acquisition
of intercultural competence.

Next to being skilful classroom teachers and able assessors of foreign
language teaching materials, FL&IC teachers should also be able to use
out-of-classroom experiential approaches to language-and-culture teach-
ing. Our data reveal that school trips and exchange programmes tend not
to be considered activities that take place in the context of foreign
language education. Only a minority of the teachers devote time to pre-
paring or following-up on this kind of activity in the foreign language
classroom. It seems that most teachers are convinced school trips and
exchange programmes have positive effects on learners’ perceptions
and attitudes regarding foreign cultures, but they also think of these
activities as the responsibility of the school, of other teachers or of all tea-
chers. Those who do devote teaching time to following-up on experiential
learning activities appear to use activities which assist learners to reflect
on their experiences and on cultural differences between their own and
the foreign culture, and which are typical of intercultural approaches to
foreign language education.

We then compared the current foreign language teachers’ profile and
the envisaged FL&IC teacher profile from the point of view of attitudes.
With respect to attitudes, FL&IC teachers should be favourably disposed
towards the integration of intercultural competence teaching in foreign
language education and willing to actually work towards achieving that
goal. They should define the objectives of foreign language education
both in terms of language learning and intercultural competence acqui-
sition. FC&IC teachers are willing to take account of their pupils’ percep-
tions and attitudes regarding foreign cultures, and to start from these
perceptions and attitudes when designing the learning process.

Our data reveal that a very large part of teachers are clearly willing to
integrate intercultural competence teaching in foreign language edu-
cation. They also reveal that this willingness is not reflected in the way
in which they currently shape their teaching practice or define the objec-
tives of foreign language education. These objectives continue to be
defined mainly in linguistic terms, though teachers in some countries,
notably Bulgaria and Greece, clearly give greater prominence to cultural
objectives than teachers in other countries. As regards the way in which
teachers attend to their pupils’ perceptions and attitudes, it is clear that



The Foreign Language and Intercultural Competence Teacher 159

they take their decisions as to how to shape their culture teaching practice
largely independently of their pupils’ current knowledge and disposition.
In this sense, they clearly do not meet the expectations of the FL&IC
teacher.

To conclude, we can say that teachers are moving towards becoming
FL&IC teachers, but that at present their profile does not meet all expec-
tations of the ‘foreign language and intercultural competence teacher’
regarding knowledge, skills and attitudes. Individual teachers may
already possess the envisaged FL&IC teacher profile. The majority of tea-
chers in all countries participating in this research, however, either have
what could be labelled ‘a foreign language teacher profile’, focusing
primarily and almost exclusively on the acquisition of communicative
competence in the foreign language, or a ‘foreign language and culture
teaching profile’, focusing primarily on the acquisition of communicative
competence in the foreign language, but also teaching culture so as to
enhance pupils’ familiarity with the foreign culture as well as their
motivation to learn the foreign language.

In the final chapter, we discuss these findings and speculate about
their implications for teacher education, educational policy and future
research.



Chapter 10

The Future of Intercultural
Competence in Foreign Language
Education: Recommendations

for Professional Development,
Educational Policy and Research

LIES SERCU

Throughout this book, our focus has been on foreign language teachers’
perceptions of intercultural competence teaching and on current culture-
and-language teaching practices. We have found that teachers, especially
those who are favourably disposed towards the teaching of intercultural
competence, are moving towards becoming FL&IC teachers, but that at
present their teaching profile does not meet all the expectations of the
FL&IC teacher.

We believe we have, for the first time, shown the variability, but also rela-
tive consistency, of language teachers’ views today in a considerable
number of countries. In that sense, we consider our findings to be signifi-
cant from a scientific point of view. Until now, much of the research on tea-
chers’ beliefs has focused on the areas of science and maths education or on
reading (see e.g. Bell et al., 2000; Prosser & Trigwell, 1999). These investi-
gations have frequently been concerned with understanding how
teacher beliefs impact on practice. Our study differs from these past
studies in several ways. The focus has been on teachers of foreign
languages, and more specifically on teachers’ beliefs regarding the cultural
dimension of foreign language education and the teaching of intercultural
competence. Though some studies have investigated foreign language
teachers’ conceptions (for an excellent review, see Borg, 2003), far fewer
have focused on foreign language teachers’ perceptions of the intercultural
dimension of foreign language education, with the notable exceptions of
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Byram and Risager (1999), Ryan (1997; 1998) and Sercu (2001). The present
study also differs from other studies of teachers’ beliefs by its international
character and its emphasis on commonalities in teachers’ beliefs, rather
than on the idiosyncrasies of individual teachers’ mental processes.
Though an international perspective lay at the basis of Byram and
Risager’s study, comparing British and Danish teachers (Byram &
Risager, 1999), a far larger number of countries were involved in our study.

Our findings will be of interest to anyone wanting to find out how
foreign language teachers in a number of different countries view inter-
cultural competence and how their views currently impact on their teach-
ing. Understanding teachers’ perceptions and the reasons why they
embrace or reject intercultural competence teaching is crucial for
teacher educators who want to design (international) teacher education
programmes which can clarify and exemplify to foreign language tea-
chers how they can promote the acquisition of intercultural competence
in their classes. Our findings highlight important differences and com-
monalities in teachers’ perceptions. Both national and international
teacher education programmes can build on these commonalities and
have teachers from different countries cooperate, knowing that they all,
to a certain extent, share a common body of knowledge, skills and convic-
tions. They can also exploit differences between teachers to enhance their
understanding of intercultural competence.

Our results will also help individual teachers to reflect on their own percep-
tions and teaching practice, on where they stand on the ‘favourably disposed —
unfavourably disposed’ continuum in comparison with other teachers in
their own country (if they live in one of the countries in the research) or
compared to those who participated from other countries. The findings
may serve as a starting point for discussions with colleagues, for exchange
of ideas regarding the integration of an intercultural dimension in one’s
teaching and for initiatives to jointly reconsider existing teaching practices.

In this final chapter, we will enlarge on these different points and specu-
late about the implications of our findings for teacher education, edu-
cational policy and future research. We start with a discussion of what
our findings mean and how they relate to previous research findings.

Discussion of Research Findings
Average foreign language and intercultural competence
teaching profile

Our findings have shown that we can speak of an average FL&IC
teaching profile and that this profile does not yet coincide with the
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envisaged FL&IC profile. The fact that an average FL&IC profile appears
to exist is surprising in view of the fact that data were collected in seven
different countries. These countries have different foreign language teach-
ing traditions. In some countries, parents and pupils may be more con-
vinced of the need to learn foreign languages than in others. Pupils’
perceptions and attitudes regarding the target cultures, countries and
peoples may be different, depending on the kinds of relationships that
exist or existed between particular nations. For teachers and pupils in
some countries, it may be easier to travel to the main target language
country than in other countries. Some countries may have easier access
to television channels broadcasting in the language learnt. The number
of teaching periods available for learning a particular foreign language
may differ across countries. In some countries, teachers are free to
choose their own teaching materials, whilst in others they are not.

In spite of these differences, it was possible to profile an average FL&IC
teacher. This may mean that local teaching circumstances may be less
different than presupposed. The fact that teachers in all countries
mention the same reasons for not getting round to culture teaching more
often supports this interpretation. It may also mean that local teaching cir-
cumstances really are different, but that the respects in which they differ do
not affect teachers’ perceptions regarding intercultural competence teach-
ing. Thus, though teachers do not perceive their pupils’ attitudes and per-
ceptions regarding foreign cultures in exactly the same way in the different
countries, these differences do not affect their beliefs regarding intercul-
tural competence. As a matter of fact, it appears that teachers tend to
take little account of their pupils’ abilities, needs and interests, and adopt
teacher-centred approaches to culture teaching.

Furthermore, we want to point out here that differences between
countries may be levelled out by corrective teacher behaviour. Teachers’
familiarity with the foreign culture, for example, proved to be a factor
affecting the extent to which they deal with different aspects of the
foreign culture in their foreign language classroom. The fact that it may
be more difficult for teachers in some countries to travel regularly to the
foreign countries, in which the language they teach is spoken, does not
mean that they are less familiar with the foreign culture. Via other
kinds of contact, they manage to get to know the foreign culture to such
a degree that they are able to teach about it.

Comparisons with research on teachers’ beliefs

The fact that an average FL&IC profile appears to exist is also not sur-
prising in view of the insights gained from research on teachers’ beliefs.
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This research tradition has shown that beliefs regarding teaching and
learning tend to be well-established by the time a pupil finishes secondary
education, and that they tend to persevere in a teacher’s conception of
teaching and learning (see e.g. Calderhead, 1996; Pajares, 1992). Once
they have been formed, they are hard to change. Beliefs tend to self-
perpetuate, persevering against contradiction caused by reason, time,
schooling, or experience. The earlier a belief system is incorporated in
the belief structure, the more difficult it is to alter. Newly acquired
beliefs, by contrast, are more vulnerable to change. Woods (1996) suggests
that when teachers’ beliefs are very tightly connected with other beliefs,
they are more difficult to change than when they are only loosely con-
nected to a teacher’s belief system. When teachers change, they may
not abandon particular beliefs, but instead gradually replace them with
more relevant beliefs.

Since our respondents will have been taught foreign languages with a
view to the acquisition of communicative competence or perhaps only
grammatical competence, not intercultural competence, it is not surpris-
ing that they define the objectives of foreign language education mainly
in linguistic terms. Nor is it surprising that teachers tend to perceive
culture teaching mainly in terms of the passing on of information regard-
ing the foreign cultures associated with the foreign language they teach,
for that most probably is the approach to culture teaching they have
experienced themselves as learners of a foreign language. In view of the
fact that the communicative approach to foreign language education
has been advocated since at least the 1980s, it is not surprising that com-
municative conceptions of foreign language education constitute the core
of teachers’ views. These conceptions affect the way in which teachers
teach the language and approach culture teaching, and it is against this
background that they assess proposals for innovation. At present, inter-
cultural competence teaching is perceived as an important proposal for
innovation in all participating countries, but it is also viewed as periph-
eral to the commonly accepted linguistic goals of foreign language edu-
cation. The fact that teachers in all countries are clearly willing to
interculturalise foreign language education may follow from the fact
that they share the same conviction that, as educators, they have to
prepare learners for life in an increasingly multicultural world, in
which they have to be fluent in more than one language and intercultu-
rally competent.

Though beliefs tend to persevere, this does not mean that no new
beliefs can be acquired, but newly acquired beliefs are vulnerable to
change. Teachers who at first welcome new ideas and believe these
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innovations are promising may drop them the moment they experience
that an innovation does not work. Beliefs regarding what works and
does not work act as filters (Carter and Doyle, 1995) and are based on
teaching expertise. A large body of research on teacher thinking has
been concerned with the development of teaching expertise (Berliner,
1987; Berliner 1988; Carter & Doyle, 1987; Dunkin & Precians, 1992;
Kwo, 1994). Having a large network of context-specific conceptions is
one of the signs of expert practice. Put the other way round, teaching
experience is an important factor in the development of context-specific
conceptions. A beginning teacher must make decisions based on
his/her general conceptions. Going through this process, however, leads
to the development of context-specific conceptions. As a teacher gets
experience, teaching decisions may become more and more automated
until s/he reaches the point where s/he implicitly knows what to do
without having to engage in conscious thought (Berliner, 1987). This
does not mean that the teacher always does things in the best possible
way, only that his/her thought processes are highly automated. Our
data suggest that our respondents are experienced teachers of communi-
cative competence in a foreign language. Over the years of teaching, they
will have acquired expertise regarding what works well and what does
not work well with respect to teaching the grammar, vocabulary and pro-
nunciation of the foreign language, as well as concerning how to assist
pupils to integrate these different components to become more skilful
readers, speakers, writers and listeners. They will have dropped particu-
lar techniques, which they found to be less successful, and acquired
others, to their mind more promising and efficient ones. We can expect
that a similar process will take place with respect to the teaching of inter-
cultural competence, but we fear the developmental process towards
better intercultural competence teaching may come to a halt too easily.
A teacher teaching towards communicative competence may well be
positively disposed towards the integration of intercultural competence,
and welcome this new approach as a worthwhile and interesting inno-
vation. Yet, this favourable disposition may be dropped the moment a
teacher experiences that language and culture cannot be taught in an inte-
grated way, and that consequently less time is available for practising
communicative skills in the classroom. Our data indeed clearly point
towards the fact that teachers’ willingness to interculturalise foreign
language education is dependent on the extent to which they believe
language and culture can be taught in an integrated way. Our data, like-
wise, reveal that teachers’ willingness to interculturalise foreign language
education is also dependent on the extent to which teachers from other
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subjects are willing to promote the acquisition of intercultural compe-
tence. Teachers who feel a lack of support from colleagues may easily
drop their favourable disposition towards the integration of intercultural
competence in foreign language education. Lack of time, lack of prep-
aration and lack of availability of suitable teaching materials were also
mentioned as important contextual factors, which prevent a teacher
from devoting more teaching time to intercultural competence teaching.

Research on teachers’ perceptions has also revealed that their con-
ceptions, to a large extent, shape their instructional behaviour. Prosser
and Trigwell (1999) report a ‘reasonably close’ relation between the
approaches to teaching taken and teachers’ conceptions of teaching and
learning. The six general conceptions of teaching which teachers may
hold have been identified as (1) the transmission of the concepts of the
syllabus; (2) the transmission of the teacher’s knowledge; (3) helping
students acquire the concepts of the syllabus; (4) helping students
acquire the teacher’s knowledge; (5) helping students develop concepts;
and (6) helping students change concepts. These general conceptions of
teaching and learning directly shape the development of context-specific
conceptions, which directly lead to choice of specific teaching activities
(see e.g. Gallagher & Tobin, 1987; Prosser & Trigwell, 1997, 1999;
Prosser et al., 1994). Our findings suggest that our respondents perceive
teaching and learning culture and intercultural competence more in
terms of the transmission of the teacher’s knowledge than in terms of
assisting learners to develop and change concepts.' The kinds of culture
teaching activities reported most frequently in the foreign language class-
room can be said to be typical of teacher-directed approaches to teaching.
Teachers tend to pass on the cultural information included in the text-
book, irrespective of whether or not this information is of interest to the
pupils or has the potential of changing distorted pupil images. In this
respect too, they appear to continue to employ the approach to culture
teaching commonly used when they themselves were pupils of foreign
languages. It may well be that teachers are good at perceiving pupils’ lin-
guistic abilities and difficulties; with respect to culture learning and the
acquisition of intercultural competence, this appears not yet to be the case.

In the literature about teachers’ beliefs, it is also stated that teachers
may have conflicting conceptions, and that the link between these con-
flicting conceptions and teaching practices is not clear (see e.g. Lumpe
et al., 1998). This insight too is reflected in our findings. There appears
to be a conflict between teachers” willingness to teach intercultural
competence and the way in which they currently shape their teaching
practice. On the one hand, they want their pupils to become proficient
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users of the foreign language. On the other hand, they believe their pupils
should become intercultural persons. It may be the case that they are not
clear in their minds as to what is meant by intercultural competence or
what is expected of them as teachers of a foreign language and of inter-
cultural competence. From the kinds of teaching activities reported
most frequently in the foreign language classroom, it appears that tea-
chers define intercultural competence primarily in terms of familiarity
with the foreign culture. Other findings relating to teachers’ opinions
regarding different facets of intercultural competence teaching also
suggest that they believe that enhancing pupils’ familiarity with the
foreign culture will lead to more tolerant attitudes towards that culture.
This is not to say that they do not realise their approach to teaching inter-
cultural competence may not be completely adequate. Some teachers may
well realise their conception of intercultural competence is too limited in
view of what is expected of them, but this realisation does not yet affect
their choice of teaching activities.

Studies investigating teachers’ conceptions of subject matter have also
found that there is not necessarily a link between a teacher’s conception of
the nature of the subject taught and actual teaching behaviour. The fact
that teachers teach intercultural competence in terms of the promotion
of knowledge does not necessarily mean that they do not realise that inter-
cultural competence also comprises an attitudinal and skills dimension.
Furthermore, the fact that teachers appear to teach culture as a relatively
unvarying and static entity made up of accumulated, classifiable,
observable ‘facts’, does not allow the conclusion that they do not hold
post-modern, dynamic views of cultures, and perceive culture in terms
of cultural variations (within and across cultures). Teachers may indeed
hold up-to-date views of culture, without these views affecting their
teaching practice.

A final insight from research on teachers’ conceptions concerns the fact
that different aspects of the teaching context may affect teachers’” views
(Borg, 2003). These include teachers’ perceptions of class size, student
motivation and student ability, control over teaching methods or course
content, departmental support for innovation, self-efficacy, the teaching
workload, the requirements for earning tenure, and school facilities.
These studies have shown that teachers” perceptions of these different
aspects of the teaching context affect the way in which they teach. A
student-focused approach to teaching, for example, is associated with
perceptions that the workload is not too high, the class sizes are not too
large, that the teacher has some control over what and how he/she
teaches and that the variation in student characteristics is not too large.
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In our study, we found that the reasons which teachers mentioned for not
getting round to culture teaching more often were lack of time, curricular
overload, lack of pupil interest in the foreign culture and lack of a basic
pupil familiarity with the foreign culture. Some teachers also made refer-
ence to their own inability to teach culture or intercultural competence, or
to the fact that no intercultural objectives are mentioned in the foreign
language curricula.

Comparisons with research into teachers’ conceptions of
intercultural competence teaching

From the previous section, we can conclude that our findings are
largely in line with general educational research regarding teachers’
beliefs, a now well-established research discipline. In this section, the
focus will be on literature regarding teachers’ beliefs regarding the cul-
tural dimension of foreign language education. Research in this area is
of relatively recent date and the studies investigating this dimension do
not abound. In this review, we will largely draw on Byram and Risager
(1999), who report on an investigation of Danish and English teachers’
perceptions of the cultural dimension of foreign language education, and
on Sercu (2001), who reports on an investigation among Belgian teachers
of English, French and German. Byram and Risager collected data
amongst 653 Danish and 212 British teachers. All respondents completed
a questionnaire. In addition, 18 British teachers and 42 Danish teachers
were interviewed. Sercu collected questionnaire data amongst 78 teachers
of English, 45 teachers of French and 27 teachers of German.

As regards teachers’ perceptions of the aims of foreign language
education, Byram and Risager (1999) found that very few teachers in
Denmark or England think the cultural dimension of foreign language
education is more important than the linguistic one, but that it is their
responsibility to also teach about the foreign culture. Culture is typically
conceived as a phenomenon, which is nationally delimited and defined,
linked to a national language, and that, consequently, foreign language
teachers do not spontaneously demonstrate much awareness of cultural
diversity within one country nor of cultural complexity. In this respect,
Danish and British teachers appear to be in accord with Flemish teachers
studied by Sercu and, indeed, with the teachers in our study. From the
way in which our respondents define the objectives of foreign language
teaching and from the way in which they distribute their teaching time
over language teaching and culture teaching, it is clear that culture teach-
ing at present plays no more than a subsidiary role.
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With regard to teachers’ willingness to interculturalise foreign
language education, Byram and Risager (1999) and Sercu (2001) underline
that they found a growing awareness amongst their respondents of the
significance of the cultural dimension as European integration proceeds,
and a clear willingness to teach both language and culture. A similar
tendency was found amongst the European teachers participating in
our study.

As regards teachers’ views on their pupils” perceptions of the foreign
cultures and peoples associated with the foreign language(s) they are
learning, the general impression is that Danish and British teachers, like
Flemish teachers, believe that their pupils basically hold traditional
stereotypes, but are gradually developing more diversified ideas, as
more and more of them get the opportunity to travel to European
countries. Our study too reveals that teachers hold this conviction.

Though for methodological reasons, Byram and Risager’s data cannot
easily be compared to Sercu’s (2001) and our data,” we can nonetheless
conclude that teachers in our study agree that daily life and routines,
food and drink, history, geography, education, traditions and customs
and youth culture should be dealt with in foreign language classrooms
in secondary education. In all countries, teachers appear to give low
priority to topics such as international relations and the country’s signifi-
cance for the home country, or values and norms. Comparing Sercu (2001)
and Byram and Risager (1999) in somewhat more detail in this respect is
revealing. Contrary to Danish and British teachers, Flemish teachers
attach higher importance to tourism and travel, and to ‘high’ Culture.
Byram and Risager observe that there were some interesting differences
between Danish and English teachers. Danish respondents put more
emphasis on ‘history’, ‘ethnic relations and racism’ and ‘social and
living conditions’, and much less on ‘tourism and travel” and ‘working
life and unemployment’. Apart from these two themes neither group
includes any others that might be considered to draw upon sociological
analysis: political system, gender roles and relationships, religious life
and institutions, environmental issues. Both groups also omit topics
from ‘high’ culture — literature and film, art, theatre — and give low pri-
ority to themes which might be described as relating cultures to each
other or inducing reflexivity: ‘the country’s significance for Britain/
Denmark’ and ‘stereotypes’. Similar distinctions between the different
teacher groups involved in our study were found with respect to individ-
ual cultural topics, but enlarging on these differences here would lead us
too far. A further investigation of the reasons for these differences would
be revealing. They may concern differences in teaching traditions,
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teaching materials, perceptions of pupils, curricular guidelines, or still
other factors which a qualitative research approach might make visible
(see also our discussion of our research methodology below).

With respect to culture teaching practices, Byram and Risager (1999)
briefly comment on teachers’ perceptions of their teaching practice. They
state that teachers report using a range of activities in the classroom to
work on the intercultural dimension of foreign language education.
These activities include discussions, work with television programmes
or other means of communication (e.g. e-mail correspondence), or inviting
a foreign guest to the classroom. Teachers are convinced that direct contact
is most effective in promoting change in pupils’ perceptions or attitudes
regarding the target people or cultures. Perhaps most notably, they state
that most teachers do not have a systematic plan as to how to go about
teaching intercultural competence, or how to deal with stereotypes and
prejudice in the foreign language classroom. When inquiring into the
details of implementing language-and-culture teaching, respondents in
both Denmark and the UK consider it important to promote the acquisition
of a substantial body of knowledge, since more knowledge is believed to
lead to more tolerant attitudes. With respect to the way in which the
foreign culture should be presented, an interesting difference exists
between British and Danish teachers. Whereas British teachers think they
should present a positive image of the foreign culture, Danish teachers
opt for a more realistic presentation. Finally, like in the Belgian sample
investigated in Sercu (2001), there is a tendency amongst respondents to
give low priority to the promotion of reflection by learners on their own cul-
tural identity, though a number of Danish teachers explicitly point out that
they consider it important that pupils should become aware of their own
national identity. The picture we found amongst our teachers largely
coincides with the one just depicted. Our teachers employ a range of teach-
ing activities, too, which are especially directed towards the acquisition of
knowledge regarding the foreign culture and do not usually include reflec-
tion on one’s own cultural identity. Though the teachers in the present
study believe direct contacts, via school trips or exchange projects, have
a presumably mainly positive effect on pupils, they do not usually
devote time to preparing or following-up on such contacts. Contrary to
Byram and Risager (1999) and Sercu (2001), we have been able to show
that teachers approach culture teaching with a high degree of systematicity
and consistency, even if their teaching cannot be characterised as intercul-
tural competence teaching.

From the summary of some of the main findings presented in Byram
and Risager (1999) and Sercu (2001), and from our study, we can conclude
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that foreign language teachers’ perceptions of intercultural competence
teaching and teaching practices run parallel to a large extent. Teachers
are clearly willing to teach intercultural competence, yet in actual
teaching appear not to move beyond a traditional information-transfer
pedagogy in any of the countries, though, interestingly, different topics
appear to enjoy priority in the different countries.

Discussion of Research Methodology and
Recommendations for Further Research

The aim of this study was to research teachers’ concepts and beliefs
regarding language-and-culture teaching, and to investigate to what
extent it is possible to speak of an average culture-and-language teaching
profile, which is shared by teachers in a number of different countries. To
achieve that aim, we chose a quantitative research design. We used an
electronic questionnaire (see Appendix 1) with mainly, but not exclu-
sively, closed questions. At relevant stages in the questionnaire, we
allowed room for teachers to provide answers falling outside the closed
answering categories we had designed for them on the basis of our under-
standing of our research questions. During data analysis, we looked for
correlations between teacher characteristics and for means, without
losing from sight however that teachers cannot be reduced to means.
They are human beings, not variables. They have a personal history
and personal reasons for making particular choices and decisions, and
work within particular local contexts. We have tried to present our
results as the lines of thought along which people seemingly work and
have shown how these principles of mind appear to affect their teaching.
We hope we have steered clear of the suggestion that these lines and prin-
ciples are proof of mechanistic causal laws. Teachers are not machines,
and many factors affect the connection between a principle or conviction
and its actual realisation in practice. We have tried to draw all individual
research results together and consider them as a totality, showing trends
but also divergence.

Though some might remark that a qualitative approach to the investi-
gation of teachers’ perceptions and self-concepts would have been more
appropriate, we believe our quantitative approach has proved its worth,
allowing us to compare teachers in a number of different countries. We
hope the findings that arose from this quantitative approach will give
rise to qualitative research projects, which can inquire into teachers’
deepest convictions and concerns regarding language teaching in
general and intercultural competence teaching in particular. Using
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qualitative data collection techniques may deepen our insights regarding
the personal, interpersonal or contextual factors affecting the implemen-
tation of intercultural competence teaching in day-to-day teaching prac-
tice. Investigators can then explore the types of beliefs that are more
likely to cause conflict and uncertainty in a teacher’s mind, the situations
which give rise to conflict and perhaps incite negative feelings regarding
the possibility of teaching intercultural competence as well as the pro-
cesses that provide the most effective means of reconciling beliefs. Inter-
view studies could also lead to a better understanding of teachers’
present conceptions of, for example, ‘cross-curricular approaches to the
teaching of intercultural competence’, ‘the integration of language and
culture teaching’, ‘a realistic image of the foreign culture’, etc.

Valuable though qualitative research designs may be, especially where
teachers’ beliefs are investigated, we believe they have their limitations
too. We think research will be ill-advised to suggest that particular teach-
ing approaches and particular perceptions of teaching are wholly unique
toindividuals, despite the fact that teachers may voice their convictions in
a highly individualistic and personalised way, as has been shown abun-
dantly within the context of qualitative investigations. People are
always also part of a community that observes its own implicit rules
and displays a particular behaviour. The community has been built on
the basis of experience, of what works well. Teachers may have to dis-
cover this for themselves and have to build their own frame of reference,
but it would be misguided to suggest that teachers are all different and
that they do not work within a community that has acquired a particular
knowledge and skills” base over the course of the years. On the other
hand, it is clear that teachers have the freedom to refrain from observing
these rules, and follow their own paths.

A second remark we want to make regarding qualitative analyses con-
cerns the fact that researchers within this tradition are also expected to lay
bare the commonalities they have been able to distil from the highly per-
sonalised narratives they collect. The requirement in qualitative research
of the absoluteness of a formulated rule or rules compensates for the fact
that there are often very few cases, and that generalisation beyond these
few cases is hazardous. If one concentrates on the endless diversity of life
and of the data, in the end it is hard to get a hold on the phenomenon one
is researching. Finally, qualitative researchers who make use of interviews
or observations also always have to be aware of the fact that the way in
which they phrase their questions can affect the answers they get. Inter-
viewees may sense a desire for a particular answer and try to meet that
desired answer. The view of their life, of their job may be very much
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guided by the themes covered in the interview. The same is of course true
for survey questions, but it needs to be said here that a similar danger
exists with qualitative research. Naturally occurring data would really
be what one hopes to be able to collect, but with respect to teachers’
beliefs this is extremely difficult.

From the above, it will be clear that different studies in the domain of
teacher beliefs and teacher cognition will vary in what is considered to be
evidence of cognition and cognitive change. Questionnaire responses,
repertory grids, and in-depth interview responses, for example, are
very different forms of data, and the extent to which these and other
forms of data can capture the content, structure, and change processes
of cognitive phenomena is clearly an issue for continuing methodological
discussion. We hope we have been able to show that questionnaire
responses have a particular value in this research domain.

Our study confined itself to describing secondary school teachers’
foreign language and intercultural competence teaching profiles, which
is a limitation. Studies focusing on different age groups could adduce
further evidence or counter-evidence for the existence of an average
FL&IC teacher profile. Studies including teachers from other nationalities
than the ones included in this study could serve that same goal. We may
also speculate about what might have resulted if we had made a survey
among student teachers or teacher educators. Would we have found the
same image? Would we have found an image that reflects a more or
less outspoken desire to teach intercultural competence in foreign
language education? Would these groups be more or less aware of the dif-
ficulties involved in the integration of language-and-culture teaching than
the teachers we surveyed? Would they hold the same or different opinions
regarding the foreign language textbooks around? Would they favour an
approach to intercultural competence teaching within foreign language
education, or do they rather support a cross-curricular approach?

Four-hundred and twenty-four teachers participated in our research,
with Belgium having the largest sample (151) and Bulgaria the smallest
(30). The respondents were not a random sample of teachers from each
country. Consequently, the results may differ in some significant way
from what would have been gathered from a purely random sample.
The fact that in the Swedish and Bulgarian sample the respondents had
all attended or were attending an in-service course devoted to
intercultural competence teaching at the time of the study may mean
that these teachers’ responses are only to a certain extent comparable to
the ordinary Swedish or Bulgarian teacher’s. Enlarging the number of
teachers involved in the study would have led to a higher degree of
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generalisability of our research findings. In the present investigation, the
number of teachers per country was large enough to allow for statistical
analyses, yet in most countries, it was not large enough to allow for gen-
eralizing statements regarding, say, Mexican foreign language teachers’
views regarding intercultural competence teaching. On the other hand,
we believe we have been able to show tendencies in the data, which are
recognisable to non-participant teachers, as informal reactions to the pres-
entation of the research findings have already shown.

We also want to speculate here about what would have happened if we
had translated the questionnaire into the different mother tongues of the
teachers involved in the investigation. We found that the translation of
particular concepts was difficult. Either the concept did not exist in the
local language, as was the case with “intercultural competence’ in many
countries and a literal translation seemed awkward and did not really
clarify the concept to the participants, or it covered a different reality, as
was the case with for example ‘intercultural education’, being associated
with particular societal groups only (e.g. immigrants, Roma). At the start
of the project, we decided that it was preferable to offer the same English-
medium questionnaire in all countries, unless an English-medium ques-
tionnaire would have meant that none of the teachers in a particular
country would have participated because of insufficient knowledge of
English. Teachers could answer the questions in English or in their
mother tongue. In the latter case, it was up to the local researcher to trans-
late the answers provided in the mother tongue into English so that cross-
national comparisons became possible. All in all, we believe the fact that
the questionnaire was English-medium did not constitute a major
problem, since most of the teachers who participated were teachers of
English. In Belgium, a substantial number of French and German teachers
participated, which indicates that they too felt sufficiently comfortable in
the English language to be able to fill out an English-medium question-
naire. In other countries, the fact that the questionnaire was English-
medium will have excluded teachers of French, German or Spanish.
The picture that arose from the data in Belgium indicates that teachers
of English, French and Spanish differ in a number of respects, for
example with respect to the cultural topics which they deal with most
frequently in the foreign language classroom, but not with respect to the
fundamental convictions regarding language-and-culture teaching or
the teaching of intercultural competence. It would nonetheless be interest-
ing to investigate more extensively the degree of similarity and difference
between teachers of different foreign languages, coming from different
teaching traditions. This would probably mean that a questionnaire
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would have to be drawn up in the teachers” mother tongue or else in the
different languages they teach. This latter option might again raise the
translation issue, which will become all the more important if this
investigation is replicated with a larger variety of countries.

Because we were interested in teachers’ views regarding the integration
of intercultural competence teaching in foreign language education and
regarding their teaching practice, we did not collect first hand information
regarding teaching practice, but relied on a single source, namely a self-
report questionnaire. Thus our data were not verified through other
sources, such as classroom observations, lesson plans, reports from stu-
dents, colleagues or administrators. Including these different sources of
information into a research project would have helped to verify and contex-
tualise our findings.

Since teachers’ practices are also shaped by the social, psychological
and environmental realities of the school and classroom, future research
could investigate to what extent parents, principals’ requirements,
the school, society, curriculum mandates, classroom and school layout,
school policies, colleagues, standardised tests and the available resources
affect teachers’ views regarding the teaching of intercultural competence
in foreign language education. There is evidence to suggest that,
unsurprisingly, such factors may hinder language teachers’ adoption
of practices which reflect their beliefs (see e.g. Burns, 1996; Johnson,
1996).

Our findings are based on a one-time moment of data collection. More
longitudinal studies of language teacher cognition, both in teacher edu-
cation contexts as well as in the work of practising teachers, will shed
light on teachers’ evolving conceptions. Further research into the pro-
cesses through which language teachers’ cognitions and practices are
transformed as they accumulate experience is required. Much existing
insight into this issue is based on comparisons of experienced and
novice teachers. Longitudinal enquiries of how teachers actually change
would be an important addition to the existing research here.

Though we included the perspective of the learner in our study
through asking teachers to report on the perceptions and attitudes of
their pupils regarding foreign cultures, countries and peoples, we did
not explore the relationship between teachers’ cognitions and their teach-
ing practices on the one hand, and learning outcomes on the other. We
provided a picture of the pupils through the teachers’ eyes. Research
focusing on learning outcomes might start with an inquiry into pupils’
perceptions before the start of a particular course through working
directly with the pupils, and might then investigate to what extent
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teachers’ perceptions of their teaching and pupils appear to be related to
pupils” actual learning outcomes.

Recommendations for Professional Development Sessions

One of the reasons for investigating teachers’ beliefs about teaching
intercultural competence in foreign language education was to be able
to provide them with professional development opportunities that
build on their existing beliefs and teaching practices. The findings of
research on teachers’ beliefs indicate that their beliefs regarding teaching
and learning affect their conceptions of specific teaching situations and,
ultimately, their teaching practice.

Starting from teachers’ beliefs and trying to alter them, therefore, seems
to hold the best promise for altering teaching practice. Professional devel-
opment which engages teachers in a direct exploration of their beliefs and
principles may create greater self-awareness through reflection and criti-
cal questioning as starting points for later adaptation. Teachers can
monitor how their own beliefs and practices change through such activi-
ties as journal writing, case studies and other methods for reflective analy-
sis. Opportunities to share experiences of positive change can provide a
valuable source of input for in-service courses and teacher education
activities. Our findings suggest for example that teachers perceive
culture teaching foremost in terms of teacher-centred transmission of cul-
tural knowledge. One way to try and change teachers’ beliefs and
promote reflection is to expose them to beliefs that provide alternatives
for this kind of pedagogy, and that help them perceive intercultural com-
petence not only in terms of the acquisition of cultural knowledge, but
also in terms of the acquisition of intercultural skills and attitudes.

In some cases, teachers may already be convinced of the importance of
assisting learners to acquire intercultural competence and yet there may
still be barriers to implementing intercultural competence teaching.
These can take the form of conflicts or inconsistencies in a teacher’s
belief system, but very often, this kind of conflicts in beliefs remains sub-
conscious. Teacher education sessions will need to provide opportunities
for them to make these conflicting beliefs explicit, to examine and discuss
them.

One of the conclusions of our study is that the majority of teachers
are willing to integrate intercultural competence in their teaching, and
yet define the objectives of foreign language education foremost in
terms of communicative competence, not intercultural communicative
competence. Teachers may feel it is important that their learners become
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interculturally competent, and yet feel they are accountable to parents and
students who think the acquisition of communicative competence in the
foreign language should be the principal objective of foreign language edu-
cation. This conviction that teaching time should be above all devoted to
communicative competence may be reinforced by constraints related to
the curriculum and to scheduling. Teachers may have to cover a full
language curriculum and only be allotted a limited number of teaching
periods. In addition to conflicts within a teacher’s own system of beliefs,
there may also be conflicts with beliefs of colleagues (e.g. a teacher
would like to implement a cross-curricular approach to intercultural com-
petence teaching but colleagues believe in language teaching within the
confines of the subject) and conflicts with beliefs of students (e.g. a
teacher wants his/her students to become independent explorers of cul-
tures, but students prefer teacher-directed instruction).

Apart from building on teachers’ existing beliefs, teacher development
sessions should also build on their existing teaching practices and on their
beliefs regarding intercultural competence teaching. The findings of our
study suggest that teachers who do not believe that language and culture
can be taught in an integrated way are also the ones who are not willing
to integrate intercultural competence teaching in foreign language edu-
cation. Providing them with examples of how language and culture teach-
ing can be integrated may help these teachers to explore alternative ways of
culture teaching and to change their negative disposition. Helping them to
integrate teaching activities directed towards the acquisition of culture
learning skills in day-to-day teaching may help to win over teachers who
are in doubt. In view of the fact that our data reveal that textbooks play a
prominent role in foreign language education and given the fact that
most textbooks adopt foreign cultural approaches, not intercultural
approaches, teacher training should provide opportunities for teachers
to reflect on the quality of their teaching materials for promoting the acqui-
sition of intercultural competence in their learners, and assist them to adapt
existing teaching materials. Finally, teacher development programmes
may help teachers realise the opportunities to enhance learners’ intercul-
tural competence inherent in experiential learning activities, such as
exchange projects and school trips, and show ways to avoid possible
pitfalls which can lead to reinforcement of already existing stereotypes.

Further Recommendations: Policy Issues

Apart from developers of in-service teacher training sessions, other
parties involved in foreign language education may also find the results
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of this study of interest. We have shown that teachers try to promote an
increased familiarity with the foreign culture through their teaching,
but that their teaching can as yet not be characterised as promoting the
acquisition of intercultural competence. The answer to the question
why this is would need to make reference to many different factors at
the micro, meso and macro level of teaching. We have already hinted at
reasons at the micro or meso levels, pertaining to students, class sizes,
the workload, the lack of support from colleagues or principals, etc. In
this section, we will focus on some reasons we see at the macro level.

A first reason seems to lie in the way in which teachers in many
Western European countries and Mexico, but doubtless also in many
other countries, are educated. Most foreign language teachers receive
both academic and pedagogical education, though the former usually
dominates and focuses primarily on literature and linguistics. In some
countries, literary studies are complemented by study of the country, its
history and institutions but there has been a tendency to afford this
only low status and reduced time allocation. The consequence is that
most established and many new teachers have been formed mainly in
the mould of literary studies and criticism. Their knowledge of the
culture and society pertaining to the foreign language may be adequate
to support their literary competence but their study of the culture and
society will be at best incidental and based on limited personal, experien-
tial learning rather than systematic description and analysis. Much of
what they know about the foreign culture results from personal initiatives
to read about the foreign culture, visit the foreign country or otherwise get
into contact with the country, culture and people of the language they
teach. Our data have shown that such experience is very variable from
individual to individual. Even an extensive period abroad does not in
itself guarantee acquisition of cultural knowledge and understanding.
This analysis suggests therefore that those just entering a career in
language teaching with an adequate knowledge of the culture and
society of their language are a small minority, even if teachers consider
themselves sufficiently familiar with a number of cultural topics, typically
dealt with in foreign language textbooks, such as ‘daily life and routines’
or ‘touristic highlights’. We have argued in the introduction to this book
that a body of knowledge is certainly required for teachers but that inter-
cultural communicative competence depends on other kinds of teaching
as well, and that therefore, teachers also need to be skilful creators of
(cross-curricular) learning environments that promote their learners’
acquisition of intercultural communicative competence. They need to be
able to employ teaching techniques that promote the acquisition of
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savoirs (sociocultural knowledge), savoir-apprendre, savoir-comprendre and
savoir-s’engager (culture learning skills), savoir-faire and savoir-étre (an inter-
cultural disposition). In most cases, pre-service teacher training does not
prepare teachers for this task. If we turn to the alternative source of
teacher development, in-service teacher education, we find courses
which offer teacher opportunities for study-visits to the country — often
provided or supported by the cultural institutes of the country in question
— and secondly, courses held in the home country by the usual providers of
in-service education. The former are on the whole experiential in their
methodology and are seen as an opportunity to gather ‘authentic material’.
Like the in-service training sources at home, they tend to focus on factual
information and realia, renewing teachers’ out-dated knowledge of
country and people, though some institutes also offer courses which
attempt to prepare teachers for the design of learning environments
which promote the acquisition of intercultural competence in its full sense.

What changes to teacher education then do our findings suggest?
Apart from promoting a high degree of familiarity with the foreign
culture and one’s own culture, we believe methodology courses need to
include introductions to culture learning theory with specific reference
to younger learners, including a knowledge of theories of ‘culture shock’
and experiential learning during learners’ residence or visits to the
foreign country for which they may be responsible. They should also
demonstrate how the teaching of the foreign language and the foreign
culture can be integrated and which learning environments and teaching
approaches, for use inside and outside the classroom, have the potential
of promoting intercultural competence. The parent disciplines for this
kind of language-and-culture teaching methodology course should be
anthropology and social psychology. The course should take as its focus
the experience of the individual, rather than sociological study of social
institutions, for example, and should promote personal development
together with professional development. Teachers should come to under-
stand better notions such as ‘language and identity’ or ‘national identity
and personal boundaries” or ‘social identity and social groups’. Such a
course should also grant student teachers the opportunity to study how
the language embodies the concepts and values of the culture. There
should be comparison, analysis of native speaker perspectives and acqui-
sition of techniques for ethnographic investigations. Understanding their
own reactions to foreign cultures and peoples will help (student) teachers
to understand the psychology of reactions from learners when they find
themselves in intercultural experiences which challenge their view of
the world and of their own cultural and national identity.
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We believe our findings are also of relevance to designers of teaching
materials and textbook authors, since textbooks continue to play a
central role in foreign language education, especially at beginner and
intermediate levels. Our data have shown that for both the teaching of
the foreign language and the promotion of learners’ familiarity with the
foreign culture, teachers rely heavily on textbooks, though many also
use supplementary materials to a larger or lesser extent. A consequence
of this is that when textbooks have only limited potential to promote
the acquisition of intercultural competence in learners, either because
their cultural contents or teaching approach are deficient from an intercul-
tural competence teaching point of view, there is little hope that teachers
will teach for intercultural competence. Thus, textbook authors clearly
have a responsibility in helping the profession evolve towards intercul-
tural competence teaching. This presupposes that textbook authors them-
selves are familiar with intercultural competence teaching methodology.
Understanding how foreign language teachers currently approach teach-
ing is essential for designing materials which build on this approach but
at the same time help teachers to move one step further. Knowledge of
teachers’ perceptions of their pupils’ attitude towards and familiarity
with foreign cultures and peoples will provide a useful starting point
for designing materials which can help teachers build on their pupils’
current level of understanding, rectify any stereotypical perceptions
they may have, increase their familiarity with the foreign culture where
necessary and improve their skills to independently interpret and
acquire new cultural knowledge. Finally, textbook authors may find it
enlightening to read through the positive and negative comments tea-
chers voiced regarding the foreign language textbooks they use. One
recurrent remark concerns the fact that textbooks become outdated the
moment they are published. To meet this comment, publishers could
decide to keep a website where teachers can find up-to-date materials
that can be used alongside the textbook.

Finally, our findings may help educational policy makers realise that
teachers are at present not sufficiently informed about the enlarged objec-
tives of foreign language education, and that not all teachers are favour-
ably disposed towards intercultural competence teaching. They may
realise the need to familiarise foreign language teachers with the central
concepts and methods of intercultural foreign language education. We
can assume that teachers’ implicit theories or beliefs are affected by official
policies, and that there is a certain convergence between the two. Thus, we
believe that official policies, as voiced in curricular guidelines or other
official documents, have an important role to play in developing teachers’
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implicit theories. For example, a clear statement that all pupils, not just
pupils in classes with ethnic minority children, should acquire intercul-
tural competence in a foreign language would be a clear sign to teachers
that they have an obligation to teach intercultural competence, no matter
which classes they teach. Building intercultural competence into the
attainment targets for different pupil groups, combined with a require-
ment to provide proof of intercultural competence, may likewise help
to convince teachers of the need to integrate intercultural competence in
their teaching and assessment.

Conclusion

The inclusion of a larger number of countries in the European Union and
the opening of frontiers within other parts of the world is a confirmation of
the trend to mobility and migration which has been present for at least half
a century. Itis clear that people from different cultures will find themselves
living side by side more and more often. If they are to understand each
other — and not simply communicate information — language-and-
culture learning has to be more complex and rich than the emphasis on
communicative competence in foreign language education tends to
suggest.

It follows that teachers of language-and-culture need a more complex
and enriching education. In both its academic and its pedagogic dimen-
sions, teacher education needs to provide opportunities for learning
which are both cognitive and experiential. Foreign language teachers
are among the most important mediators, and they need to experience
a foreign culture as well as analyse it. They need to reflect upon their
experience as well as carry out comparative analysis of their own and
the foreign culture, and they need to understand the implications of cul-
tural learning, both cognitive and affective, for their practices in the class-
room as well as for their teaching ‘in the field’. The responsibilities of the
foreign language teacher for introducing learners, whether young or old,
to learning which challenges and modifies their perspective on the world
and their cultural identity as members of a given social and national
group, are enormous. Teacher education has to face the implications
and provide them with the practical and theoretical support for those
responsibilities.

To influence teachers’ beliefs and to assist them in reshaping their
teaching practice so that it becomes better able to promote the acquisition
of intercultural competence, teachers themselves need to demonstrate
intercultural competence. They need to revisit their common sense
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notions of what it means to teach and learn a foreign language in the light
of their encounter with a new philosophy, a philosophy that truly recog-
nises the intercultural nature of all encounters between speakers originat-
ing from different cultural backgrounds.

Their belief that teaching and learning a foreign language is always an
intercultural process will provide them with a firm basis for reshaping
their teaching practice in such a way that it adequately prepares learners
for the intercultural world in which they are living.

Notes

1. The six general conceptions of teaching which teachers may hold have been
identified as (1) the transmission of the concepts of the syllabus; (2) the trans-
mission of the teacher’s knowledge; (3) helping students acquire the concepts
of the syllabus; (4) helping students acquire the teacher’s knowledge;
(5) helping students develop conceptions; and (6) helping students change
conceptions (Prosser and Trigwell, 1999).

2. Whereas we asked teachers to indicate with respect to a list of topics how fre-
quently they touched upon each of them in the foreign language classroom,
Byram and Risager (1999) asked teachers what they thought should be the
topics addressed in foreign language education, offering a list of 20 themes
or topics and asking the respondents to identify the ten most important ones.
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Appendix 1
Questionnaire

1. Survey

Section 1: Personal data

The first section of the questionnaire asks you to provide some personal data.

1.1. Are you male or a female?
Please tick the correct answer.

£ Male
[ Female

1.2. What year were you born?
Please enter your year of birth. You can only use numbers, not letters.

1.3. What degree(s) did you obtain after you finished secondary education?
Please list the degrees you obtained. You can type in the names in your native tongue.

186



Questionnaire 187

1.4. What is your native tongue? Or if you consider yourself bilingual: what are
your native tongues?

1.5. What is your nationality? Or, if you have more than one nationality: what are
your nationalities?

1.6. What foreign language do you teach?
Or if you teach more than one foreign language: What is your main language? Of
which foreign language do you teach most hours?

German as a foreign language
French as a foreign language

English as a foreign language
Spanish as a foreign language

My native tongue as a second language

LI I I R

Still other languages, namely

1.7. If you teach more than one language: What language(s) apart from your main
language do you teach?

Please tick the language(s) you teach. Should you teach any other language(s) which
have not been listed, please type them in the area below.

[Z 1teach only one language
Apart from my main language | teach German as a foreign language
Apart from my main language | teach French as a foreign language

Apart from my main language | teach English as a foreign language

ononn

Apart from my main language | teach Spanish as a foreign language



188 Foreign Language Teachers and Intercultural Competence

[Z My native tongue as a first language (mother tongue teachnig)

[Z Apart from my main language | teach my native tongue as a second language
This means that you teach your mother to people residing in your country who
slo not speak the official language(s) of your country)

[ Other language(s) not listed above. namely:

1.8. How long have you been teaching foreign languages?

| have been teaching foreign languages for years
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2. Survey

Section 2: Your current teaching job

The questions in this section concern your current teaching job.

2.1. How many hours do you teach per week?

2.2. What percentage of your school's population are ethnic minority community
children?

Should you be teaching in more than one school, please answer this question and the
following questions with respect to the school where you have most hours.

Please tick the percentage that best matches your school.

E o%

less than 1%
1% — 10%
10% — 30%
30% - 50%

B 0OR o

more than 50%

2.3. What kind of education does your school offer?
Please tick the option(s) that match your school. Should your school offer other kinds of
education, please specify them in the typing area below.

e general secondary education
L artistic secondary education
L vocational secondary education

[ other kinds of education, namely:
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2.4. What foreign languages are taught in your school?
Please tick all foreign languages taught in your school.

I~ Classical Latin

Classical Greek

French as a foreign language

English as a foreign language
German as a foreign language

Spanish as a foreign language

LI B I B

Others, namely:

2.5. Any other characteristics of your school you would like to mention
Any additional information pertinent to your school you might like to add:
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Survey

Section 3: You as a teacher

You have now accessed the third section of the questionnaire. The questions in this
section concern your perceptions of what it is that you try to achieve with your pupils.

3.1. What do you try to do as a teacher?

The following four questions ask you to make a forced choice. For every pair of
statements please tick the statement that best matches your view regarding your
teaching. We know it will often be difficult for you to choose, that one choice may only
have a slight edge over the other.

) | | want to be on good terms with my pupils.

| want to fulfil the curricular requirements for my subject.

| try to impart to my pupils the skills, knowledge and attitudes which they
will need in life.

| try to enthuse my pupils for my subject.

| try to impart to my pupils the skills, knowledge and attitudes they will
need to further their proficiency in the foreign language they are learning.

| try to coach my pupils on their way to adulthood.

| want to pass on expert knowledge regarding my subject to my pupils.

ono0 0o o 0 o n

| want to support my pupils when they have personal problems.

3.2. How do you perceive the objectives of foreign language teaching?

Below, eight possible objectives of foreign language teaching have been listed. Please
rank them in order of importance through assigning each objective a number between
1.and 8. You assign the number '1' to the objective which you consider most important,
'2' to the objective which you consider second in importance, and so on. You have to
assign a number to each objective, and you can only assign each number once.

(1) Enthuse my pupils for learning foreign languages.
1 2 3 4 5 6 7 8

2) Promote my pupils' familiarity with the culture, the civilisation of the countries
where the language which they are learning is spoken.

1 2 3 4 5 6 7 8
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3) Assist my pupils to acquire a level of proficiency in the foreign language that will
allow them to read literary works in the foreign language.

1 2 3 4 5 6 7 8

(4) Assist my pupils to acquire skills that will be useful in other subject areas and in
live (such as memorise, summarise, put into words, formulate accurately, give a
presentation, etc.).

1 2 3 4 5 6 7 8

(5) Promote the acquisition of an open mind and a positive disposition towards
unfamiliar cultures.

1 2 3 4 5 6 7 8

(6) Promote the acquisition of learning skills that will be useful for learning other
foreign languages.

1 2 3 4 5 6 7 8

(7) Promote the acquisition of a level of proficiency in the foreign language that will
allow the learners to use the foreign language for practical purposes.

1 2 3 4 5 6 7 8

(8) Assist my pupils in developing a better understanding of their own identity and
culture.

1 2 3 4 5 6 7 8

3.3. What do you understand by ‘culture teaching’ in a foreign language teaching
context?

Below, nine possible objectives of culture teaching have been listed. Please rank them in
order of importance through assigning each objective a number between 1.and 9. You
assign the number '1' to the objective which you consider most important, '2' to the
objective which you consider second in importance, and so on. As with the previous
question, you have to assign a number to each objective, and you can only assign each
number once.

(1) Provide information about the history, geography and political conditions of the
foreign culture(s).

1 2 3 4 5 6 7 8 9

(2) Provide information about daily life and routines.
1 2 3 4 5 6 7 8 9

3) Provide information about shared values and beliefs.
1 2 3 4 5 6 7 8 9

4) Provide experiences with a rich variety of cultural expressions (literature, music,
theatre, film, etc.).

1 2 3 4 5 6 7 8 9

(5) Develop attitudes of openness and tolerance towards other peoples and
cultures.

1 2 3 4 5 6 7 8 9
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(6) Promote reflection on cultural differences.
1 2 3 4 5 6 7 8 9

(7) Promote increased understanding of students' own culture.
1 2 3 4 5 6 7 8 9

(8) Promote the ability to empathise with people living in other cultures.
1 2 3 4 5 6 7 8 9

9) Promote the ability to handle intercultural contact situations.
1 2 3 4 5 6 7 8 9

3.4. How is your teaching time distributed over ‘language teaching’ and ‘culture
teaching’?

Please tick the option that best corresponds with the average distribution of teaching time
over ‘language teaching’ and ‘culture teaching’.

£ 100% language teaching—0% culture teaching

£ 80% language teaching—20% culture teaching

£ 60% language teaching—40% culture teaching

[Z  40% language teaching—60% culture teaching

[Z 20% language teaching—80% culture teaching

£ 100% integration of language-and-culture teaching

3.5. Do you have the feeling that you would like to devote more time to ‘culture
teaching’ during your foreign language teaching classes, but that somehowyou

never get round to it?
Pleas tick the answer that best matches your opinion.

£ ves, very much so
C Yes, up to a certain extent
& No, not particularly

C No, not at all

e

No opinion

3.6. If you have the feeling you would like to devote more time to ‘culture teaching’
but do not get round to it, what may be the reasons for that?
Please type in any reasons you see in the area below.
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Survey

Section 4: Your pupils and foreign

languages and cultures

The questions in this section concern your pupils. They address various aspects of their
learning of foreign languages.

4.1. To what extent do you agree or disagree with the following statements?
Below you find some statements regarding your pupils. Please indicate the degree to
which you agree with each statement. We ask you to provide an indication of your
general impression, irrespective of individual differences you may see.
Please select a number ranging from 1.to 10. If you agree completely you assign "10'". If
you do not agree at all you assign "1'. Of course you can also assign any of the numbers
in between. If you teach more than one language, please answer the question with
respect to the language you teach most hours.

(1) My pupils are very motivated to learn the foreign language | teach.
1 2 3 4 5 6 7 8 9 10

2) My pupils think learning the foreign language | teach is very difficult.
1 2 3 4 5 6 7 8 9 10

3) My pupils are very knowledgeable about the culture of the foreign language
| teach.

1 2 3 4 5 6 7 8 9 10

(4) My pupils have a very positive attitude towards the people associated with the
foreign language | teach.

1 2 3 4 5 6 7 8 9 10

4.2. What countries, cultures and peoples are usually associated with the language
of which you have most hours?

Foreign languages tend to be associated with particular countries, peoples and cultures.
In the area below please specify what countries, peoples and cultures are usually
associated with the language you teach. As with previous questions, please answer the
question with respect to the language of which you have most hours.
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4.3. Of the countries, cultures and peoples mentioned above, which one is primarily
associated with the foreign language of which you have most hours?

4.4. How would you describe your pupils’ perceptions of and ideas regarding the
country/ies and people(s) usually associated with the foreign language you teach?
Please use key words to describe in the area below what you think your pupils associate
with the countryl/ies, culture(s) and people(s) that are usually associated with the foreign
language you teach. Please distinguish between countries, cultures and peoples when
needed.

4.5. How frequently do you think your pupils are in contact with the foreign
country primarily associated with the language you teach most hours?

1) Travel to the foreign country (holiday with family)

Often Once in a while Never
(2) Watch one of the country's television channels.
Often Once in a while Never
3) Read one of the country's newspapers or magazines.
Often Once in a while Never
(4) Read literature written by authors living in the foreign country or originating from
the foreign country.
Often Once in a while Never
(5) Use the Internet to learn more about the foreign country.

Often Once in a while Never
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Survey

Section 5: Your familiarity with the foreign culture(s)

associated with the foreign language you teach

The questions in this section concern your familiarity with the foreign culture(s)
associated with the foreign language you teach.

5.1. How familiar are you with the country, culture, people primarily associated
with the foreign language of which you have most hours?

e You choose 'very familiar' when you feel you are so familiar with that topic that
it would be very easy for you to talk about it extensively in your foreign language
classroom'.

e You pick 'sufficiently familiar' when you feel you are familiar enough with a
particular topic that you could say something about it during your classes.

e When you choose 'not sufficiently familiar' you indicate that you yourself think
that you are not well informed about a particular topic.

e You pick 'not familiar at all' when you feel you don't really know anything about
that particular cultural aspect.

1) History, geography, political system

Very familiar Sufficiently Not sufficiently Not familiar at all
2) Different ethnic and social groups

Very familiar Sufficiently Not sufficiently Not familiar at all
3) Daily life and routines, living conditions, food and drink etc.

Very familiar Sufficiently Not sufficiently Not familiar at all

(4) Youth culture

Very familiar Sufficiently Not sufficiently Not familiar at all
(5) Education, professional life

Very familiar Sufficiently Not sufficiently Not familiar at all
(6) Traditions, folklore, tourist attractions

Very familiar Sufficiently Not sufficiently Not familiar at all
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©
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Literature

Very familiar Sufficiently Not sufficiently Not familiar at all
Other cultural expressions (music, drama, art)

Very familiar Sufficiently Not sufficiently Not familiar at all
Values and beliefs

Very familiar Sufficiently Not sufficiently Not familiar at all

International relations (political, economic and cultural), with students' own
country and other countries

Very familiar Sufficiently Not sufficiently Not familiar at all

5.2. How frequently do you travel to the foreign country primarily associated with
the foreign language of which you have most hours?

M

)

4)

Tourist stays (lasting longer than two days) in the foreign country
Often Once in a while Never

Visits to relatives or friends

Often Once in a while Never

Participation in a teacher training programme or a language course
Often Once in a while Never

School trips (one or two days)

Often Once in a while Never

Work visits, e.g. within the framework of an exchange project

Often Once in a while Never

5.3. How often do you get into contact with the foreign culture/ people/ country
primarily associated with the foreign language of which you have most hours
while you are at home?

M

Media contacts (via newspapers, television, radio)

Often Once in a while Never
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@)

©)

(4)

®)

Visits to the cultural institute representing the foreign country in my country
Often Once in a while Never

Contacts with people originating from the foreign country who live in my country
Often Once in a while Never

Contacts with foreign language assistants (usually natives from the foreign
country) in my school

Often Once in a while Never
Contacts with foreign teachers or pupils who visit my school

Often Once in a while Never

5.4. Please specify any other contacts you have in the area below.
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Survey

Section 6: Culture in foreign language teaching

The questions in this section concern your culture teaching practice.

6.1. What kind(s) of culture teaching activities do you practise during classroom
teaching time?

Below a number of possible culture teaching activities have been listed. Please indicate
for each activity how often you practise it during classroom teaching time.

(1) | ask my pupils to think about the image which the media promote of the foreign
country.
Often Once in a while Never
(2) I tell my pupils what | heard (or read) about the foreign country or culture.
Often Once in a while Never
3) | tell my pupils why | find something fascinating or strange about the foreign
culture(s).
Often Once in a while Never
4) | ask my pupils to independently explore an aspect of the foreign culture.
Often Once in a while Never
(5) | use videos, CD-ROMs or the Internet to illustrate an aspect of the foreign
culture.
Often Once in a while Never
(6) | ask my pupils to think about what it would be like to live in the foreign culture.
Often Once in a while Never
(7) I talk to my pupils about my own experiences in the foreign country.
Often Once in a while Never
(8) | ask my pupils about their experiences in the foreign country.
Often Once in a while Never
9) | invite a person originating from the foreign country to my classroom.
Often Once in a while Never
(10) | ask my pupils to describe an aspect of their own culture in the foreign language.
Often Once in a while Never
(11) | bring objects originating from the foreign culture to my classroom.
Often Once in a while Never
(12) | ask my pupils to participate in role-play situations in which people from different

cultures meet.
Often Once in a while Never
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(13) | decorate my classroom with posters illustrating particular aspects of the foreign
culture.
Often Once in a while Never

(14) | comment on the way in which the foreign culture is represented in the foreign
language materials | am using in a particular class.
Often Once in a while Never

(15) | ask my pupils to compare an aspect of their own culture with that aspect in the
foreign culture.
Often Once in a while Never

(16) | touch upon an aspect of the foreign culture regarding which | feel negatively
disposed.
Often Once in a while Never

17) | talk with my pupils about stereotypes regarding particular cultures and countries
or regarding the inhabitants of particular countries.
Often Once in a while Never

6.2. Please specify any other activities you practise in the area below.

6.3. How extensively do you deal with particular cultural aspects?
Below a number of cultural aspects have been listed. Please indicate for each aspect
how extensively you touch upon it in class.

1) History, geography, political system

| deal with it | touch upon it | never touch upon it
extensively once in a while

2) Different ethnic and social groups
| deal with it | touch upon it | never touch upon it
extensively once in a while

3) Daily life and routines, living conditions, food and drink etc.
| deal with it | touch upon it | never touch upon it
extensively once in a while

4) Youth culture

| deal with it | touch upon it | never touch upon it
extensively once in a while

(5) Education, professional life
| deal with it | touch upon it | never touch upon it
extensively once in a while

(6) Traditions, folklore, tourist attractions
| deal with it | touch upon it | never touch upon it

extensively once in a while
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Literature
| deal with it | touch upon it | never touch upon it
extensively once in a while

Other cultural expressions (music, drama, art)
| deal with it | touch upon it | never touch upon it
extensively once in a while

Values and beliefs
| deal with it | touch upon it I never touch upon it
extensively once in a while

International relations (political, economic and cultural) with students' own
country and other countries

| deal with it | touch upon it | never touch upon it
extensively once in a while
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Survey

Section 7: Foreign language teaching materials

The questions in this section concern foreign language teaching materials.

7.1. Do you use textbooks and/or additional teaching materials?
Please select the option(s) that best match(es) your teaching practice.

EZ 1 do use textbooks. | use mainly one book per class.
Please go to QUESTION 7.now.

EZ 1 do use textbooks. | use materials from different textbooks.
Pleas go to QUESTION 7.now.

EZ 1do not use textbooks. | use other materials.
Please go to QUESTION 2.now.

7.2. If you indicated that you use other materials instead of textbooks, which are
those materials?

7.3. If you indicated that you do not use textbooks, please explain why this is so.
After you answered this question you can skip the remaining questions of this
section and submit your answers right away.
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7.4. If you indicated that together with textbooks, you also use the additional
materials, please indicate which other materials you use:

™ Video materials
™ Audio materials

I still other materials,

7.5. namely:

7.6. The reasons why you use additional materials together with textbooks are:

7.7. If you indicated that you use textbooks, which books do you use?
Please list the title(s) of the book(s) you use and the country where each book is

published in the typing area below. Please quote the book you use most often first, then
the one you use somewhat less often, and so on.

7.8. Can teachers choose their own textbooks at your school?

£ Yes
£ No
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7.9. If you can choose your own textbook, what criteria do you observe when
selecting a textbook?

Below a number of textbook characteristics that may affect your choice against or in
favour of a particular textbook have been listed. Please tick the six criteria that appear
most important to you.

[~ The fact that additional materials come with the book (workbook, listening materials,
tests, video, etc.)

[~ The layout

The price

The quality of the teacher's manual

The degree to which the textbook meets the curricular requirements

The degree to which the book is attuned to the level and the age of my pupils.
The pace of the book, the speed with which the book progresses

The amount of cultural information the book offers

The degree to which the book can motivate my pupils

B R U B A R R

The textbook authors' nationality
I~ The degree of matching between the amount of materials offered and the number of
teaching periods assigned to my subject

7.10. Please indicate in the area below any additional criteria you use when
deciding on whether or not to use a particular textbook.

7.11. Do the cultural contents of the textbook(s) you use meet your expectations?
Please tick the answer that best matches your opinion.

[ vYes, very much so.

L vYes, up to a certain extent.
2 No, not really.

C No, not at all.

7.12. Please explain your choice in the typing area below.




Questionnaire

205

Survey

Section 8: School trips

The questions in this section concern school trips.
School trips are short trips to the foreign country. They may last one day or longer.

Exchange programmes, which are dealt with in the next section, also involve a shorter
or longer stay in the foreign country. In addition they involve receiving the inhabitants
from the other country in one's own country.

8.1. Does your school organise school trips to foreign countries?

£ Yes

£ No

8.2. If so, please provide the name(s) of the country/countries to which your school
organises school trips in the area below.

8.3. What reasons do you see for organising school trips?

Below some possible reasons for organising school trips have been listed. Please rank
them in order of importance. through assigning each reason a number between '1' and
'5". You assign the number '1' to the reason you consider most important and '5' to the
reason you consider least important. You have to assign a number to each objective,
and you can only assign each number once.

(1

@)

)

)

®)

Create an opportunity for pupils to practise their foreign language skills
1 2 3 4 5

Enhance pupils' motivation to learn the foreign language
1 2 3 4 5

Increase pupils' interest in the foreign culture
1 2 3 4 5

Foster pupils' independence
1 2 3 4 5

Increase pupils' familiarity with the foreign culture
1 2 3 4 5



206 Foreign Language Teachers and Intercultural Competence

8.4. Please provide any other reasons you see for organising school trips in the
area below.

8.5. Do you consider it part of your teaching role to prepare a school trip during
foreign language classes?

c Yes
c No

8.6. If your answer to the previous question was 'yes', please specify in the area
below
e how much time (how many hours) on average you spend on preparing a school
trip during your foreign language classes;
e what kind of preparation you offer

8.7. Do you consider it part of your teaching role to follow-up on a school trip
during your foreign language classes?

c Yes
c No

8.8. If your answer to the previous question was 'yes', please specify in the area
below
e how much time on average (how many hours) you spend on following-up on a
school trip during your foreign language classes;
e how you follow up on a school trip
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8.9. Do you believe school trips have a positive or a negative effect on the
attitudes and perceptions of pupils regarding foreign countrylies, foreign
culture(s), foreign people?

e Yes
e No

8.10. Please explain your answer in the area below.
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Survey

Section 9: Exchanges

The questions in this section concern exchange programmes.

9.1. Does your school participate in international exchange projects?
[ Yes

L No

9.2. If so, please specify the names of the countryl/ies involved in the exchange
programme(s) in which your school participates in the area below.

9.3. What are the main reasons for participating in exchange projects?

Below some possible reasons for organising exchange projects have been listed.
Please rank them in order of importance. through assigning each reason a number
between 1.and 5. You assign the number '1' to the reason you consider most important
and 5 to the reason you consider least important . You have to assign a number to
each objective, and you can only assign each number once.

1) Create an opportunity for pupils to practise their foreign language skills
1 2 3 4 5

2) Enhance pupils' motivation to learn the foreign language
1 2 3 4 5

3) Increase pupils' interest in the foreign culture
1 2 3 4 5

4) Foster pupils' independence
1 2 3 4 5

(5) Increase pupils' familiarity with the foreign culture
1 2 3 4 5
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9.4. Please provide any other reasons you see for organising exchange projects in
the area below.

9.5. Do you consider it part of your teaching role to prepare an exchange project
during foreign language classes?

[ Yes
£ No

9.6. If your answer to the previous question was 'yes’', please specify in the area
below
e how much time (how many hours) on average you spend on preparing an
exchange project during your foreign language classes;
e what kind of preparation you offer

9.7. Do you consider it part of your teaching role to follow-up on an exchange
project during your foreign language classes?

[ Yes
L No

9.8. If your answer to the previous question was 'yes', please specify in the area
below
e how much time on average (how many hours) you spend on following-up on an
exchange project during your foreign language classes;
e how you follow up on an exchange project
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9.9. Do you believe exchange projects have a positive or a negative effect on the
attitudes and perceptions of pupils regarding foreign countryl/ies, foreign
culture(s), foreign people?

E Yes
£ No

9.10. Please explain your answer in the area below.
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Section 10: (Cross-curicular) intercultural activities

and projects

The questions in this section concern cross-curricular intercultural activities and projects,
other than school trips or exchange projects.

10.1. Does your school organise (cross-curricular) intercultural/multicultural/
international activities?

[ Yes
EZ No

10.2. If your answer is 'yes', please specify what other activities your school
mounts in the area below.

10.3. Do you believe these activities have a positive effect on the attitudes and
perceptions of pupils regarding foreign countrylies, foreign culture(s), foreign
people?

2 Yes
Z No

10.4. Please explain your answer in the area below.
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Survey

Section 11: Intercultural foreign language teaching:

Your opinion

In this section, we would like you to score a number of statements on a five-point-scale,
ranging from 'l agree completely' to 'l do not agree at all'. The statements concern
intercultural foreign language teaching. Each time select the option that best matches

your opinion.
(1) In a foreign language classroom, teaching culture is as important as teaching
the foreign language.
Agree Agree to a Undecided Disagreetoa Disagree
completely certain extent certain extent  completely
(2) Intercultural education is best undertaken cross-curricularly.
Agree Agree to a Undecided Disagreetoa  Disagree
completely certain extent certain extent  completely
3) A foreign language teacher should present a positive image of the foreign
culture and society.
Agree Agree to a Undecided Disagreetoa  Disagree
completely certain extent certain extent  completely
4) Before you can teach culture or do anything about the intercultural dimension of

foreign language teaching, pupils have to possess a sufficiently high level of
proficiency in the foreign language.

Agree Agree to a Undecided Disagreetoa Disagree

completely certain extent certain extent  completely
(5) Intercultural skills cannot be acquired at school.

Agree Agree to a Undecided Disagreetoa  Disagree

completely certain extent certain extent  completely
(6) It is impossible to teach the foreign language and the foreign culture in an

integrated way.

Agree Agree to a Undecided Disagreetoa  Disagree

completely certain extent certain extent  completely
(7) | would like to promote the acquisition of intercultural skills through my teaching.

Agree Agree to a Undecided Disagreetoa Disagree

completely certain extent certain extent  completely
(8) Intercultural education has no effect whatsoever on pupils' attitudes.

Agree Agree to a Undecided Disagreetoa Disagree

completely certain extent certain extent  completely
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The more pupils know about the foreign culture, the more tolerant they are.
Agree Agree to a Undecided Disagreetoa  Disagree
completely certain extent certain extent  completely

In international contacts misunderstandings arise equally often from linguistic as
from cultural differences.

Agree Agree to a Undecided Disagreetoa Disagree
completely certain extent certain extent  completely

Foreign language teaching should enhance pupils' understanding of their own
cultural identity.

Agree Agree to a Undecided Disagreetoa Disagree
completely certain extent certain extent  completely

All pupils should acquire intercultural competence, not only pupils in classrooms
with ethnic minority community children.

Agree Agree to a Undecided Disagreetoa Disagree
completely certain extent certain extent  completely

Please score the statements below in the same way as you did in the first part of this

section.

(M

@)

(©)

4)

®)

(6)

When you only have a limited number of teaching periods, culture teaching has
to give way to language teaching.

Agree Agree to a Undecided Disagreetoa Disagree
completely certain extent certain extent  completely

Every subject, not just foreign language teaching, should promote the
acquisition of intercultural skills.

Agree Agree to a Undecided Disagreetoa Disagree
completely certain extent certain extent  completely

A foreign language teacher should present a realistic image of a foreign culture,
and therefore should also touch upon negative sides of the foreign culture and

society.
Agree Agree to a Undecided Disagreetoa Disagree
completely certain extent certain extent  completely

If one wants to be able to achieve anything at all as regards intercultural
understanding one should use texts written in the mother tongue and discuss
these texts in the mother tongue, even when in a foreign language classroom.
Agree Agree to a Undecided Disagreetoa Disagree
completely certain extent certain extent  completely

In the foreign language classroom pupils can only acquire additional cultural
knowledge. They cannot acquired intercultural skills.

Agree Agree to a Undecided Disagreetoa  Disagree
completely certain extent certain extent  completely

Only when there are ethnic minority community pupils in your classes do you
have to teach intercultural competence.

Agree Agree to a Undecided Disagree toa  Disagree
completely certain extent certain extent  completely
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(12)

Language and culture cannot be taught in an integrated way. You have to
separate the two.

Agree Agree to a Undecided Disagreetoa Disagree
completely certain extent certain extent  completely

| would like to teach intercultural competence through my foreign language

teaching.
Agree Agree to a Undecided Disagree toa  Disagree
completely certain extent certain extent  completely

Intercultural education reinforces pupils' already existing stereotypes of other
peoples and cultures.

Agree Agree to a Undecided Disagreetoa Disagree
completely certain extent certain extent  completely

Providing additional cultural information makes pupils more tolerant towards
other cultures and peoples.

Agree Agree to a Undecided Disagree toa  Disagree
completely certain extent certain extent completely

Language problems lie at the heart of misunderstandings in international
contacts, not cultural differences.

Agree Agree to a Undecided Disagree toa Disagree
completely certain extent certain extent  completely

Foreign language teaching should not only touch upon foreign cultures. It
should also deepen pupils' understanding of their own culture.

Agree Agree to a Undecided Disagree toa Disagree
completely certain extent certain extent  completely




Appendix 2

Bonferroni Multiple Comparisons
Test Results

Statistical differences between countries were identified through running
the Bonferroni multiple comparisons test on the data. The test investigates
which group means differ significantly from each other with respect to a
particular variable through comparing all group means to each other and
correcting the level of significance for the number of comparisons made.
In order to ensure that the probability is no greater than 5% that some-
thing will appear to be statistically significant when there are no under-
lying differences, each of ‘m’ individual comparisons is performed at
the (0.05 m) level of significance. Since the chance that the null-hypothesis
is falsely rejected increases exponentially with an increase in the number
of t-tests run on the same data, this correction has to be made.

The Bonferroni-test results are presented in a highly simplified form in
the table below. The numbers in the right-hand column indicate the
number of times a particular variable appeared to have been scored sig-
nificantly different between two countries. The maximum number of
possible differences is 42. The Bonferroni test results were interpreted
as follows: we say that the seven countries participating in the research
appear to be more similar than different with respect to a particular
variable when the number obtained for a particular variable is below
14. We say that the countries appear to be more different than similar
with respect to a particular variable when the number obtained is
above 29. We say that the picture is unclear when the number obtained
lies between 15 and 28.

How many hours do you teach per week? 26
What kind of education does your school offer? 26
What percentage of your school’s population are minority 22
community children?
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You have to separate the two

My pupils have a very positive attitude towards the people 22
associated with the foreign language I teach

Teacher contact at home 22
Does your school organise school trips to foreign countries? 22
What year were you born? 18
What foreign language do you teach? 18
Pupils’” contact 16
How long have you been teaching foreign languages? 14
My pupils are very motivated to learn the foreign language I teach 14
In a foreign language classroom, teaching culture is as important 14
as teaching the foreign language

Cultural objectives 12
My pupils think learning the foreign language I teach is very 12
difficult

Does your school organise (cross-curricular) intercultural/ 12
multicultural /international activities?

IC teaching involves teaching about one’s own culture 12
What degree(s) did you obtain after you finished secondary 10
education?

Teacher travel frequency 10
Intercultural education is best undertaken cross-curricularly 10
Language objectives

Do you use textbooks and/or additional teaching materials?

I would like to promote the acquisition of intercultural skills

through my teaching

Foreign language teaching should enhance pupils’ understanding 8
of their own cultural identity

A foreign language teacher should present a realistic image of a 8
foreign culture, and therefore should also touch upon negative

sides of the foreign culture and society

Language and culture cannot be taught in an integrated way. 8

Intercultural skills cannot be acquired at school

Are you male or female?

General objectives
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How is your teaching time distributed over ‘language teaching’ 6
and ‘culture teaching’?

Culture elements

Do you consider it part of your teaching role to follow-up on a

school trip during your foreign language classes?

L&C teaching impossible to integrate

Intercultural education reinforces pupils’ already existing

stereotypes of other peoples and cultures

Foreign language teaching should not only touch upon foreign 6
cultures. It should also deepen pupils’ understanding of their

own culture

Do you consider it part of your teaching role to prepare a school 5
trip during foreign language classes?

Does your school participate in international exchange projects? 4
IC skills cannot be acquired at school 4
IC teaching has no effect on pupils 4
Before you can teach culture or do anything about the 4
intercultural dimension of foreign language teaching, pupils have

to possess a sufficiently high level of proficiency in the foreign

language

In international contacts misunderstandings arise equally often 4
from linguistic as from cultural differences

All pupils should acquire intercultural competence, not only 4
pupils in classrooms with ethnic minority community children

Only when there are ethnic minority community pupils in your 4
classes do you have to teach intercultural competence

I'would like to teach intercultural competence through my foreign 4

language teaching

Preference for pupil centred teaching

Preference for subject centred teaching

Do you have the feeling that you would like to devote more
time to ‘culture teaching” during your foreign language teaching
classes, but that somehow you never get round

to it?

Kinds of culture teaching activities

Enhance pupils’ motivation to learn the foreign language

Foster pupils” independence
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Do you consider it part of your teaching role to follow-up on an
exchange project during your foreign language classes?

Willingness to teach ICC

Misunderstandings for linguistic reasons

It is impossible to teach the foreign language and the foreign
culture in an integrated way

If one wants to be able to achieve anything at all as regards
intercultural understanding one should use texts written
in the mother tongue and discuss these texts in the

mother tongue

Providing additional cultural information makes pupils more
tolerant towards other cultures and people

Language problems lie at the heart of misunderstandings in
international contacts, not cultural differences

My pupils are very knowlegeable about the culture of the foreign
language I teach

Teacher familiarity

Criteria for choosing a textbook

Do the cultural contents of the textbook(s) you use meet your
expectations?

Create an opportunity for pupils to practise their foreign
language skills

Increase pupils’ interest in the foreign culture

Foster pupils’ independence

Increase pupils’ familiarity with the foreign culture

Do you believe school trips have a positive or a negative effect
on the attitudes and perceptions of pupils regarding foreign
country/ies?

o | oo o

Create an opportunity for pupils to practise their foreign
language skills

Increase pupils’ interest in the foreign culture

Increase pupils’ familiarity with the foreign culture

Do you consider it part of your teaching role to prepare an
exchange project during foreign language classes?

Do you believe exchange projects have a positive or negative
effect on the attitudes and perceptions of pupils regarding foreign
countries?
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Do you believe these activities have a positive effect on the
attitudes and perceptions of pupils regarding foreign countries?

Balance between language and culture teaching is required

Teaching IC cross-curricularly

Present positive image

Language before culture

More cultural information — more tolerance

IC only when ethnic minority

A foreign language teacher should present a positive image of the
foreign culture and society

el NolNolNolNolRol N

Intercultural education has no effect whatsoever on pupils’
attitudes

The more pupils know about the foreign culture, the more
tolerant they are

When you only have a limited number of teaching periods,
culture teaching has to give way to language teaching

Every subject, not just foreign language teaching, should promote
the acquisition of intercultural skills

In the foreign language classroom pupils can only acquire
additional cultural knowledge. They cannot acquire intercultural
skills
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