
































is no general agreement about which cultural content should be included in language
textbooks and the selected content is often “fragmented and heterogeneous” (Risager, 2021, p.
119). By the term citizenship education, Risager refers to education that focuses on key
problems that should be of concern to everyone, such as inequality, poverty, and climate
change (Risager, 2021, p. 124). In her study from 2018 of six language textbooks that include
English, German, and French used in Denmark for young adults, Risager takes a global
approach and asks “what image of the world does the individual textbook hint at? What does
it include, and what does it exclude? What are the blind spots?”” (Risager, 2021, p. 120). The
findings include that the French textbook is more oriented towards the whole world than the
English textbook which focuses on countries in which English is the first language of the
majority of the population. Further, the results show that the German textbook displays a
more obvious and explicit understanding of citizenship education than the English and the
French textbooks, and that all the textbooks include the concept of identity only to some
extent (Risager, 2021, pp. 124 -128). The textbooks include a national approach to the world
and all countries represented are with few exceptions treated in total isolation from other
countries (Risager, 2021, p. 130). Risager’s conclusion is that all language studies can benefit
from “taking the whole world as point of departure” and should have a “global identity”
without losing knowledge about national identities and target-language countries (Risager,

2021, p. 131).

2.2 Byram's model of IC in relations to the curriculum

The criteria in the following sub-chapter 3.2 for analyzing the selected content from Citizens
and Targets are developed from a combination of Byram’s model of IC and the curriculum
for English for the first year in upper secondary studies. In this sub-chapter, the five
components of IC will be related to the relevant goal(s) from the curriculum before an overall

presentation of the criteria will follow in sub-chapter 3.2.

The attitude component of IC

The attitude component in Byram’s model concerns attitudes towards people who are
perceived as different from oneself and from one’s own social groups as regards values,
beliefs, and behaviors (Byram, 2021, p. 44). Byram finds that a prerequisite for positive
intercultural communication is to be curious and open towards other cultures as well as to

take an interest in learning about other perspectives of the world, which means taking a step



back, decenter and see that unfamiliar ways of social rules and living are just another way of
life (Byram et al., 2002, p. 12; Byram, 2021, p. 45; Byram, 2021, pp. 84-85).

In the curriculum, curiosity and open-mindedness are emphasized in its Relevance and
central values by including that “the subject shall develop the pupils’ understanding that their
views of the world are culture-dependent. This can open up for new ways to interpret the
world, promote curiosity and engagement and help to prevent prejudice” (The Norwegian

Directorate for Education and Training, 2020b).

The Knowledge Component of IC

The knowledge component of IC involves two categories. First, there is knowledge acquired
through the course of socialization, such as socialization through one’s upbringing and
through formal education. In addition, there is knowledge about other parts of one’s own
country and about other countries which can be learned in contrast to the existing knowledge
of the learner and such knowledge may often be presented as stereotypical and prejudiced,
through media or within family. Second, there is knowledge about the “processes of
interaction at individual and societal level” (Byram, 2021, p. 47). To illustrate, such
knowledge about the processes in interaction is “theoretical knowledge about relationships
among groups and group identities, including for example, the concepts of ‘prejudice’ and
‘stereotype’ and how these impact on interactions” (Byram, 2021, p.47).

Knowledge about how stereotypes and prejudices can develop may be obtained
through reflecting about one’s own social groups and the corresponding cultures as well as
about learning about other societies’ social groups and culture. Knowledge about how
communication works at individual and societal levels is crucial for successful
communication and must be learned (Byram, 2021, p. 47).

Learning and reflecting about one’s own culture and social groups may aid students in
developing their own identity, emphasized in the interdisciplinary topic of Health and Life
skills. This topic underlines that when students develop their ability to express their thoughts,
feelings, opinions, and experiences in English, they may obtain a feeling of accomplishment
that may help form a positive self-image and a confident identity (The Norwegian Directorate
for Education and Training, 2020c). Included in Health and Life skills is the knowledge
component where the knowledge learned in processes of socialization with one’s own and

with other social groups is part of forming a person’s identity.
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The Skills Components of IC (skills of interpreting and relating and skills of discovery
and interaction)

These two components, although separated in Byram’s model of IC are placed together to
better show their relation to each other.

Naturally, it is not possible to obtain all knowledge about cultures, but it is important
for the students to learn the skills of finding new knowledge and integrate it with what they
already know. The students need to learn how misunderstandings can arise and how they
might resolve them. They need the ability to take a step back and decenter and learn the skills
of comparing their own culture with another, referred to as the skills of interpreting and
relating in Byram’s model of IC. These skills of interpreting and relating are vital as students
must learn to understand the perspective of life that other people have (Byram et al., 2002, p.
12). Learning to identify areas of misunderstandings and to mediate between different views
can help students “to identify common ground” (Byram, 2021, p. 88).

Furthermore, the skills of discovery and interaction refers to the ability to obtain both
new knowledge of a culture along with its cultural practices as well as the ability to activate
the knowledge, attitudes, and skills during spontaneous communication and interaction
(Byram et al., 2002, p. 13). In a classroom, the students do not have access to international
encounters in the same way as when traveling abroad. However, a classroom may often be
full of students from various cultures, with different values, and behaviors, and they must
learn to respect one another and participate in spontaneous communication and interaction in
English both with their peers as well as with the teacher.

The Norwegian curriculum, in its interdisciplinary topic of Democracy and
Citizenship for students of English in upper secondary studies directs education towards
helping the students understand that the way they look at the world is culture dependent.
When learning to communicate in English, the world can open for new experiences within a
diversity of cultures and societies and thereby encourage curiosity and engagement (The
Norwegian Directorate for Education and Training, 2020bd). Furthermore, one of the
competence aims in the curriculum for the first year of English for Upper Secondary studies
states that the students shall learn to “explain the reasoning of others and use and follow up
input from others during conversations and discussion of various topics” (The Norwegian

Directorate for Education and Training, 2020¢).
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The Critical Cultural Awareness component of IC

No matter how open, curious, and tolerant learners are of other people’s cultures, their own
beliefs, values, and behaviors are deeply embedded. Therefore, the students need to become
aware of how their own and other cultures’ values influence their views of other people and
develop critical cultural awareness (Byram et al., 2002, p. 13). The existing knowledge,
attitudes, and skills must be applied for the students to be able to interact and mediate in
intercultural communication to establish common grounds, and if that is not possible to accept
differences (Byram, 2021, p. 90). Critical cultural awareness is about “the ability to evaluate,
critically and on the basis of explicit criteria, perspectives, practices and products in one’s
own and other cultures and countries” (Byram et al., 2002, p.13).

The core elements in the Norwegian curriculum include that the students shall develop
IC by acquiring knowledge of culture and society by reflecting on, interpreting and critically
assess various types of texts. Through interpreting and critically assessing various types of
texts, the students may enhance their development of critical cultural awareness. In that
process, they will encounter texts that may make them aware of how their own values
influence their views of other people and thereby may enhance their development of critical
cultural awareness. This will empower them to deal with different ways of life, mindsets, and
communication patterns and “build the foundation for seeing their own identity and others’
identities in a multilingual and multicultural context” (Norwegian Directorate for Education

and Training, 2020a).
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3. MATERIAL AND METHOD
3.1 Material and procedure

The material for this thesis has been retrieved from two textbooks developed for the first year
of upper secondary studies, 7argets and Citizens, respectively, and will include the following

texts:

From 7argets:

Text 1: | Blancamorphosis | A short story by J. Jones (Targets, pp. 270 - 276).

Text 2: | My Mother, the A short story by C.N. Adichie (7argets, pp. 296 - 304).

Crazy African

Text 3: | Understanding A factual text by Balsvik et al. (7argets, pp. 199 - 204).
Britain

Text 4: | The Changing A factual text by Balsvik et al. (7argets, pp. 168 - 172).

Face of America

From Citizens:

Text5 | Cultural A factual text by Andersen et al. (Citizens, pp. 138 —
Complications 146).

Text6 | jVamos! Latino A factual text by Andersen et al. (Citizens, pp. 174 -
Culture on the 180).

Rise

Text7 | Ko Tatou, Tdatou: | A political speech by J. Ardern (Citizens, pp. 194 — 197).
We Are One

Text8 | Home A poem by W. Shire (Citizens, p. 99).

These texts have been selected for the following reasons: Firstly, they represent a variety of
texts, including two short stories, four factual texts, a poem, and a memorial speech by a
Prime Minister. Secondly, they represent a variety of countries and cultures that often are not
represented in English textbooks for language learning such as Nigerian culture, or the
struggle of Hispanics living in the U.S. Also, the speech by Prime Minister Jacinda Ardern is
a speech to all the citizens of New Zealand, with 213 ethnic groups in a population of about
five million people (Citizens, p. 194) including words in both Arabic and Maori in addition to
English. Furthermore, the factual texts about Cultural Complications and Understanding
Britain, respectively, give facts about how cultural misunderstandings may occur and about
how Britain has become a multicultural country. And the poem Home speaks about refugees

in the search of a place they can call home. Finally, each text shows a diversity of cultures and
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can thereby encourage the students to see the potential conflicts that may occur when people
of various cultures live together in the same country and how individuals can be pulled
between different cultures, expectations, and benefits in their daily lives. Chapter 4 will go

into further details about each chosen text.

3.2 Analysis criteria

Based on Byram’s model of IC and the Norwegian curricula the following analysis criteria

have been developed for this study:

la The first analysis criterion of this thesis is to investigate to what extent the selected
texts invite the students to decenter and learn that unfamiliar ways of social rules and living
are just other ways of life and thereby invite the learners to change perspectives.

1.b  Furthermore, do the activities following the texts use the potential to decenter and to
change perspectives?

2.a  The second analysis criterion of this thesis is to investigate to what extent the selected
texts invite the students to obtain knowledge of other cultures and of various social groups
related to those cultures and relate to one's own culture and social groups.

2.b  Furthermore, do the activities following the texts use the potential to obtain knowledge
of other cultures and social groups and see them in relation to one's own way of life?

3.a  The third analysis criterion of this thesis is to investigate to what extent the selected
texts encourage curiosity and engagement through relating to others’ viewpoint and way of
life and by that invite the students to integrate existing knowledge of cultures with new
perspectives.

3.b  Furthermore, do the activities following the texts encourage curiosity and engagement
and follow up on the potential to integrate existing knowledge with new knowledge.

4.a  The fourth analysis criterion of this thesis is to investigate to what extent the selected
texts invite the students to become aware of how their own values influence their views of
other people and thereby enhance the development of critical cultural awareness.

4b  Furthermore, do the activities following the texts enhance the development of critical
thinking and critical cultural awareness and invite the students to become aware of how their

own values influence their views of other people



Textual analysis using analysis criteria developed by the author has been used to investigate
the selected texts and their corresponding activities (see chapter 3.2) from the textbooks

Targets and Citizens.
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4. ANALYSIS AND DISCUSSION

4.1 Targets

The following four texts are from 7argets and consist of two short stories and two factual
texts. The investigation and discussion are based on the analysis criteria presented in chapter
3.2. It is important to note that it is impossible to fully separate these criteria because they are
all intertwined. First, the individual text will be analyzed and second, the analysis of the

corresponding activities will follow. Third, the findings will be discussed.

4.1.1 Text 1: Blancamorphosis
A summary

Blancamorphosis 1s a short story about a young Aboriginal man named Jon who suddenly one
morning wakes up and finds that he has changed into a young white man. This story
illustrates how the transformation affects his relationship with his family and friends and how
that makes him see how whites and indigenous people are treated differently. Because his
family is reluctant to accept the white Jon and he is not accepted by his friends, he packs his
bags and leaves the reservation for the city with the following words: “Living out on country
is no place for someone like me. Now my country is Australia, and my home will be the city”

(Targets, p. 276).

To what extent has the content of Blancamorphosis the potential to promote IC

This text starts with a before you read question that asks the students about the word
metamorphosis (7argets, p. 270), inviting the students to seek knowledge about the meaning
of this word and to learn that Blancamorphosis is inspired by Kafka’s famous novel

Metamorphosis.

The story contains several examples of stereotyping and of unequal treatment of
Aboriginals as compared to other Australians. Firstly, the protagonist is referred to as “a white
man” when he wakes up transformed into a differently looking person. The word “white” is
frequently used as a literary device to refer to the non-Aboriginals in the story. Such reference
to people by using their skin color is a topic that may be used to discuss stereotyping and
prejudicing and to invite the students to become aware of how their own values influence

their views of other people. Secondly, Jon resists being transformed and still tries to blend in
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with his own people, including scrubbing his face to eliminate the “white” color and
attempting to dance to traditional songs but unable to do so because his body has changed.
These examples may also engage the students and kindle their curiosity when relating to the
protagonist’s identity struggle as he slowly realizes that he does no longer belong in his own
family and culture. Thirdly, Jon is treated better by public officials when he, as a “white
man”, receives his welfare check in cash instead of in food stamps as the Aboriginal people
do, and thereby fully realizes the unequal treatment of Aboriginals. This inequality may invite
the students to learn about such injustice and to reflect upon and think critically about unfair
treatment of people in their own and other cultures. Finally, a turning-point in the text is when
the protagonist shifts his perspective from wanting to return to life as it was before the
transformation, to realizing that there is no turning back and he must leave for the city to start

his new life. Jon explains his decisions to his family, with the following words:

I’'m leaving for the city. I don’t belong here anymore, and I think it’ll be better for
everyone. I should be able to find a decent job in Sydney, meet a nice white girl and

raise a white family, away from all this (7argets, p. 276).

When reading this part, the students may be surprised by his decision and the content
may promote curiosity and engagement of what is the right thing to do in such a bizarre

situation.

To what extent do the activities use the potential of the text Blancamorphosis
The following activities are taken from the reading section, the speaking section, and the
investigation section.

In the reading section, the students are asked to write down their thoughts and
reactions to the story and to say what surprised them the most to get them started to process
this unrealistic narrative. These activities may encourage curiosity and engagement among the
students through them putting into words their feelings after processing the story. Moreover,
another activity asks why the author keeps mentioning the element of the skin and to analyze
the idea of “blancamorphosis”. By focusing on the reasons to why the skin color is mentioned
so extensively throughout, these activities may enhance the development of critical thinking
and critical cultural awareness. This is because when they evaluate why the skin color is so
important in the story, they may learn to discover and explain values in their own and other

countries.
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These activities also invite the learners to take a step back, decenter and thereby
change their perspectives. The ability to decenter is to be able to view life from another
person’s perspective and to let go of one’s own preconceived attitudes. Upon writing down
their reactions to this story, the students may meet with their own opinions and attitudes and
as a result, there may be the possibility of seeing life from Jon’s perspectives that are firstly,
those of an Aboriginal, and secondly, those of what he has become, a “white man”.

From the speaking section, the students may develop IC in an activity that asks the

learners to interpret the following quote from the text:

Jon could feel his whole world beginning to turn on its head. He wasn’t accepted by
his community. He’d forgotten the sacred dance. It seemed like it was only a matter of
time before he would forget how to paint, the words to the song lines, or worse, his
father’s language. Weren’t these the things that made him who he was? He wondered
how he could continue living in a place that was beginning to seem so alien to him

(Targets, p. 278).

By relating to Jon’s experiences, the students may reflect on the concepts of identity,
home and belonging. When comparing and contrasting what are important identity factors, the
students may develop their knowledge of other cultures and social groups and see them in
relation to their own ways of life.

The investigation section asks the students to find out about the “Cashless Welfare
Card” in Australia, to find pros and cons of this system and to give their own opinions about
it. Through the students’ exploration of this card practice, they learn about other cultures, and
their curiosity and engagement may be kindled in their search for information. Further,
learning about the values that lay behind this system may be developed as they are asked to
give their own opinions about the Cashless Welfare Card. Learning about the use of this card
that was made for low-income families to purchase food from designated stores with
restrictions related to purchasing alcohol, gambling, and withdrawing cash may make the
students see another culture in relation to their own and compare that with the values that lay
behind the Norwegian system. For example, how do Norwegians in need receive help and are

people in Norway treated unequally?
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Discussion of the text Blancamorphosis and its following activities

Contrary to the results from Amerian and Tajabadi who found that the textbooks included in
their study did not give students the chance to compare two cultures (Amerian & Tajabadi,
2020, p. 638), this text gives the students this chance because the two cultures involved are at
the heart of the content. The findings show that because this text so overtly describes the
unfair treatment of Aboriginals vis-a-vis other Australians, it can be used to develop the
learners’ knowledge of concepts such as stereotyping and prejudice, about how they can form,
and how they influence communication. Such knowledge constitutes a significant part of IC
(see Byram, 2021, p. 47).

Furthermore, as the analysis shows, the activities following Blancamorphosis draw on
the text in several ways. They may enhance knowledge about another culture, promote
curiosity and engagement and the development of critical thinking and critical cultural
awareness. However, one could claim that the knowledge component is the most prominent
here (cf. Arslan, 2018, p. 157). This is because the students may dutifully do the activities,
and in that process gain knowledge about another culture, but they may not necessarily
enhance their critical cultural awareness unless particularly challenged about this issue by the

teacher.

4.1.2 Text 2: My Mother, The Crazy African

The short story, My Mother, The Crazy African is a story about a teenage Nigerian girl named
Lin/Ralindu (her preferred name/ her Nigerian name) who at the time of the storyline has
lived in Philadelphia, USA for the past three years with her mother, joining the father who
moved to the USA for work in a hospital three years earlier. The story is about the conflicts
the protagonist experiences when wanting to belong in the new culture and her mother’s

persistence that she holds on to the beliefs, values, and behaviors from Nigeria.

To what extent has the content of My Mother, The Crazy African the potential to
promote I1C

This text may meet all the analysis criteria for the following reasons:

Firstly, the text invites the students to learn that unfamiliar ways of social rules and
living are just another way of life by showing the complexity of living with one foot in each

culture. Through the various scenes in the story, the students learn how the protagonist wants
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to blend in with her new life in the U.S., exemplified by her desire to wear informal clothes,
eat American food and by practicing an American accent (she has grown up with both the
Nigerian language Igbo as well as a British/African accent due to the British colonization of
Nigeria).

Secondly, this story swings back and forth between the beliefs, thoughts, and
behaviors of some parts of American culture vs. some parts of Nigerian culture. In this way,
the text opens for discussions about what is the “right way to live” and about the complexity
of living with a foot in two different cultures. This is a topic that many students in the 21%
century classroom may recognize, as they themselves may be in a similar situation, and the
text may lead to an awareness of how their own values influence their views of people with
different cultural backgrounds than their own.

Thirdly, by showing the perspectives of the protagonist, her best friend, and her
boyfriend, as well as of her mother and father, this story may fascinate the students and
involve them through relating to the characters’ viewpoints and ways of life. Finally, the text
provides the students with knowledge about other cultures, and it makes it possible for them
to integrate their already existing knowledge with new perspectives given through the many
examples from the protagonist’s life at home and her contrasting experiences outside of it. To
exemplify, Lin learns to greet her best friend’s mother by her first name Miriam, whereas her
own mother insists that the best friend calls her Mrs. Eze or “auntie”, exclaiming that little

children do not call their elders by their first name (7argets, p. 300).

To what extent do the activities use the potential of the text My Mother, the Crazy
African

The following activities are taken from the reading, writing, and the investigation section.

Firstly, in the reading section, questions relate to the chili peppers that the mother
threatens to put into her daughter’s vagina after having caught her on the couch with her
boyfriend. This boyfriend was introduced as a study partner and was skeptically allowed by
Lin’s mother to visit, if they studied at the dinner table. The assignment asks why the author
would choose to incorporate such a dramatic element into the story, and if the chili pepper
could represent something more than just a pepper (7argets, p. 303). Through reflecting upon
and discussing these questions, students may gain insight into how sexuality may be viewed

in different cultures, thereby also reflecting on their own culture and values.
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Secondly, in the writing section the students are asked to analyze the conflicts that Lin
has, with herself, with her mother, with her American friends, and with society around her, by
writing a text in which they discuss some of the challenges that she has to cope with. In this
assignment, the students must see the perspective of another person, Lin, and try to interpret
her struggles and by entering her world, they may feel some recognition and relate to their
own lives.

And finally, the investigation section asks the students to listen to Chimamanda Ngozi
Adichie’s Ted Talk, The Danger of a Single Story (Targets, p. 304) to identify “what is the
danger of a single story”, and to relate the “single story” to the differences between Matt (the
American boyfriend who makes fun of Nigerian culture) and Cathy (the American female
friend who is curious to find out as much about Nigerian culture as possible). These questions
may make the students develop critical cultural awareness by making them aware of how their
own values influence their views of people from other cultures. Also, when exploring two
different characters from the same culture who meet an unfamiliar culture with different
approaches, the students may see that people are individuals with separate values and attitudes
and will not behave the same way or believe in the same things. When learning this, they may
become aware of how their own attitudes and values influence their views on other people

and realize how easy it is to fall into the trap of stereotyping and prejudice.

Discussion of the text My Mother, the Crazy African and its following activities

In the analysis above, reasons were given for why this text meets all of the analysis criteria.
Because of the different people involved and their various cultural backgrounds and outlooks
on life, the text makes it possible for the students to learn about different point of views and
see situations from several angles. This type of content is supported in a study from China
that found that international cultures (cultures that extend beyond national borders), should be
incorporated in textbooks and that they should make it possible for the students to compare
and contrast different cultures (Wu, 2010, p. 143). As the text shows how three people from
Nigeria adapt themselves differently into their new life in the U.S., the students can compare
and contrast the different viewpoints from people coming from the same culture. Also, the
protagonist’s two American friends have different personalities and outlooks on “otherness”.
One is open-minded, curious and shows great interest in learning about Nigeria from the
protagonist’s mother, whereas the other clearly shows prejudice towards Nigerian cultural

practices.
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The activities following My Mother, the Crazy African, make good use of the text.
They require learners to view cultural situations from different perspectives, something that
facilitates decentering (cf. Arslan, 2018, p. 159). When the students are asked to discuss the
chili peppers that the mother threatens her daughter with, they need to examine and view this
situation from different angles. Furthermore, the activities that involve analyzing the
protagonist’s identity issues and the listening to the author’s Ted Talk, 7/#e Danger of a Single
Story, and analyzing “what is the danger of a single story” (7argets, p. 304) follow up on the
content. Wu found that activities in textbooks in China mainly focus on linguistic competence
(2010, p. 142) but in the above examples this is not the case as the students are asked to

reflect upon the content and to further explore the material.

4.1.3 Text 3: Understanding Britain

This factual text starts with a before you read section in which a definition of stereotypes is
given, and students are asked to reflect upon the positive and negative consequences of
stereotyping. Further, the sub-headings of this text include Class consciousness,
Traditionalism, Politeness and dress code, British humour, The pub — a social center and

Multicultural Britain.

To what extent has the content of Understanding Britain the potential to promote IC
First, the definition of stereotyping provides a basis for answering the questions. Upon
reflecting upon the questions, the students may become aware of how their own values
influence their views of other people, which is a prerequisite for developing critical cultural
awareness. Further, as the text offers topics related to Britain’s class system, about public and
state schools and of the importance of politeness and dress code, the students gain new
knowledge and may integrate their existing knowledge of Britain with new perspectives after
reading this text. Moreover, the students will learn that unfamiliar ways of social rules and
living are just another way of life. The information in the text about how closely Norway and
Britain are linked together through Norway’s export of energy and fish to Britain, and about
the import of culture from Britain such as football, fashion, literature, and TV-series, may
make the students relate the different cultures to each other.

Furthermore, the sub-chapter about traditionalism gives the students insight into how
Parliament is organized and of the traditions it follows. Additionally, the students may learn

more about Britain when reading about multicultural Britain which includes how, within
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Britain, there are English, Scottish, Northern-Irish, and Welsh national cultures. In this
learning-process the students may integrate their existing knowledge of Britain with new
knowledge. Also, the students may acquire new knowledge when reading about how both
immigrants from former colonies as well as the great amount of labor immigrants from
Europe is included alongside with information about when Britain became a member of the
European Union and then voted to leave it in 2016 (7argets, pp. 203-204).

Finally, the text includes how in 2016, the first ever Muslim mayor, Sadiq Khan was
elected in London, referring to a statement he gave to the 7/MFE magazine: “I’'m a Londoner,
I’m British, I’'m of Islamic faith, Asian origin, Pakistani heritage, so whether it is Daesh or
these others who want to destroy our way life and talk about the West, they’re talking about
me” (Targets, p. 204). The reading and understanding of this statement, may make the
students aware of how a politician shows pride in integrating his many identities and by that
they can relate to their own culture by reflecting upon whether multicultural politicians in

Norway do the same.

However, as a final reflection on these findings, with such a pre-reading part, one
might expect that this text challenges the concept of stereotyping by incorporating in its
content the variety of cultures and social ways of living in Britain. To a certain extent the text
attempts to incorporate that there are several cultures in Britain by including that there are
English, Scottish, Northern-Irish, and Welsh national cultures but without going into details
about each culture and without mentioning that within those cultures, there are also many sub-
cultures. Also, in its sub-heading Multicultural Britain it does give information about the vast
number of immigrants in Britain and the text ends with a statement by the first ever Muslim
mayor of London, but other than those examples, this text may reinforce cultural stereotypes
rather than challenging them. However, this simplification also leaves a space for the students
to further discover that within each culture there are many individuals with different values

and outlooks on life.
To what extent do the activities use the potential of the text Understanding Britain
The following activities are taken from the reading and the speaking section.

One activity from the reading section asks: “Norwegians feel a close familiarity with
Britain and the British. Explain why. Include examples” (7argets, p. 205). This is a
stereotypical statement and an opportunity for the teacher to bring that up as an example of it.

Is it really a fact that all Norwegians feel a familiarity with Britain and do the students feel a
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familiarity with the British people? Working with such an activity may make the students
consider which countries and cultures they feel connected with. The students come from a
variety of backgrounds, and some may not feel a familiarity with Britain at all. Moreover,
when doing this activity, the students learn about Britain when asked to give examples of
traditionalism in the UK, of polite behavior in British culture and of explaining why the pub is
so important to many people in Britain. When working with these questions, the students may
learn something new about Britain that they did not know previously and discuss whether
they find this information familiar or not. Furthermore, the students are asked to re-read the
text and take notes about the information from the text such as class consciousness, British
humor and multicultural Britain and compare their notes with a partner. Working with this
activity may make the students add information to their existing knowledge about Britain
because they may learn from each other.

An activity from the speaking section includes a task in which the students are asked
to work in pairs by one person imagining themselves as a wealthy British person who wishes
to send their son to a prestigious and expensive independent public school, and the other as
the Norwegian partner who is against this wish because the local state school is better suited
as it includes a greater variety of pupils “from all walks of life” (7argets, p. 205). This
activity may enhance the development of critical cultural awareness by inviting the students
to become aware of how their own values influence their views of other people and to change
perspectives. As a follow-up from this activity, the students are asked to compare and contrast
some characteristics of British and Norwegian society, an activity that may make the students

relate another culture to their own lives.

Discussion of the text Understanding Britain and its following activities
The pre-reading part is significant for the entire text because it is incorporated to engage the
students and to motivate them to explore further (Wu, 2010, p. 141). As included in the
analysis, this text has a pre-reading question about stereotyping. The question is as follows:
“Stereotypes are oversimplified ideas about groups of people. Do you think there is any truth
in national stereotypes. What can be the positive and negative consequences of such
stereotyping?” (Targets, p. 198).

Additionally, the other sub-headings include information about topics such as class-
consciousness, traditionalism, politeness and dress-code, British humor, and the pub as a
social center, which only contain general knowledge of Britain. These are important facts to

know for the students and they learn about significant aspects of British society, but they only
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touch the surface of British culture. The content of this text is in accordance with the findings
from a study of textbooks in Spain in which the results were that most of the cultural learning
involved dealt with “stereotypical behaviors and products”, and such representation of facts
will not enhance cultural understanding (Raigén-Rodriquez, 2018, p. 297). So, as a
conclusion the text has the potential for the students to develop IC, but it is necessary that the
teacher is able to discuss the content with the students and emphasize that the information
given is only one part of British culture.

Most of the activities incorporated in this study may make the students learn some
facts about another culture. So, because the text itself is fairly general and includes factual
knowledge about Britain, one might say that the activities follow up on its content when
asking the students to use their new knowledge to reflect upon what they have learned.
However, as the text also shows, the activities do have a somewhat stereotypical content in
accordance with what research shows that activities often have (Raigon-Rodriquez, 2018, p.
297). Such an example is when the students are asked to explain why Norwegians feel a close
familiarity with Britain and the British and give examples. Because many students may not
feel this familiarity with Britain and instead have other countries and cultures they may feel
closer to, they might just repeat information from the text without feeling recognition.
Therefore, such an activity may just “reinforce stereotypes rather than challenge them”

(Young, Sachdev, & Seedhouse in Weninger & Kiss, 2013, p. 710).

4.1.4 Text 4: The Changing Face of America

This factual text starts with a before you read section in which the students are asked about
which topics have dominated the news from the USA lately, and whether the news involve
terms such as (in)equality, diversity, prejudice, discrimination, racial profiling, immigration,
or poverty (Zargets, 2020, p. 169). The sub-headings in this text include Demographic change,
Diversity — mixed reactions?, The gap between the rich and the poor, and A hopeful future for

diversity.

To what extent has the content of The Changing Face of America the potential to
promote I1C

This text invites the students to learn about other cultures and of various social groups
through the facts that are introduced. For example, facts about the demographic change in the
U.S. provide historical knowledge of how the U.S. has been shifting from a predominately

“white society” in which the majority of the immigrants came from Europe to an increasing
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diverse population where in 2011 for the first time, more minority babies than babies from the
so-called WASPs (White Anglo Saxon American) were born. Also, the text refers to
projections by the Pew Research Center that by 2060 there will be no “racial majority” in the
U.S. (Targets, p. 169). Because the students may not be aware of these facts but come to the
classroom with different presumptions, they can integrate their existing knowledge of cultures
with new perspectives. Moreover, the text offers facts and thus new knowledge about how
this demographic change influences all areas of the American society, for example in 2018
both Muslim and Native American women were elected to the Capitol to work for the federal
government

Furthermore, as the text offers facts about how a Gallup-survey in 2019 showed that
40 percent of Americans said that they “worried a great deal” about race relations, this may
open up for reflecting upon others’ viewpoints and for discussions about why they think that
this number is as high as it is. Also, the students can reflect upon other peoples’ viewpoints by
watching an illustration of a Black Lives Matter protest. This illustration comes with a text
explaining the roots of this movement, relating it to how by 2015, “40 percent of the deaths of
unarmed people at the hands of police were of black men, though they make up only 6 percent
of the U.S. population” (7argets, p. 172).

Additionally, the text refers to the political division among Republicans and
Democrats, the two dominating blocks in the U.S. in which other political parties are
insignificant. This division concerns their views on minority groups. Whereas many
Republican voters “point to individual factors to explain the struggles of minority groups”,
many voters from the Democratic party believe that “the history of slavery and segregation is
an important explanation for why people from racial minority groups often suffer from
poverty and are more often victims of police brutality” (7argets, p. 170). This knowledge may
also make the students aware of how their own political system works, with many more
options to vote for and thereby relate this information to their own culture. Furthermore,
through learning about and evaluating different opinions about minority groups by these
political parties, the students may enhance their ability of critical thinking and thereby
enhance their critical cultural awareness. Critical cultural awareness is about evaluating
“perspectives, practices and products in one’s own and other cultures and countries” (Byram

et al., 2002, p. 13).
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To what extent do the activities use the potential of the text The Changing Face of
America

The following activities are retrieved from the reading, speaking, and the investigating
section.

First, in the reading section, the students are asked about how the “left” and the
“right” explain “the race-related problems” in the U.S. (7argets, p. 173). This activity follows
up on the text’s potential for the students to learn about the two dominating political parties in
the U.S. and relate that to Norway’s political system. Second, in the speaking section facts are
given about the increasing Hispanic population in the U.S. and the students are asked to make
a list of pros and cons for whether Hispanics should be allowed to use Spanish in schools,
administration, and business or whether everyone should use English. This activity may offer
new information and thus knowledge to the students who may never have heard about this
discussion prior to doing the activity. Through pondering on this question, they may enhance
their development of critical thinking and critical cultural awareness. However, this also
requires that the teacher encourages them to spend some time reflecting upon this dilemma.

Thirdly, in the investigating section the students are asked to do further research on the
Hispanic population in America by finding out how many Spanish speakers live in the U.S.
today, which regions have the largest number, and what the historical reasons are for why the
Spanish language holds such a strong position. In addition, they are asked about their own
opinion on whether all American children should learn Spanish the way all Norwegian learn
English. These activities may engage the students because it can be an intriguing issue that
they may never have thought about before. And, as much as it may make sense to propose
that Spanish becomes a mandatory language in the U.S., it is also complicated to require that
all students in the U.S. should learn Spanish as a second language. However, in the process of
discussing, the students will learn about the increasing Spanish speaking population in the
U.S., and about how this change in demographics influence politics. As a result, they may
gain new perspectives on U.S. society.

Finally, the students are asked to investigate the civil rights movement in the 1960’s to
find out the main issues of the time. The students will learn about a significant part of the U.S.

history and acquire new perspectives on the civil rights movement.
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Discussion of the text The Changing Face of America and its following activities

The content of 7he Changing Face of America contains general information about different
cultures in the U.S. For example, the text gives information about how demographic change
reflects politics in the U.S., and specifically, it refers to the political division in which the two
parties involved blame different factors as to why many minority groups suffer from poverty
and often are victims of police brutality. However, there is little information that makes the
students reflect upon the issues discussed and such teaching of culture may reinforce
stereotypes rather than challenging them (Young, Sachdev, & Seedhouse, 2009 in Weninger
and Kiss, 2013 p. 710).

The activities use to some extent the potential of the text. Mainly, the students are
asked to use their new knowledge about the U.S. when doing the exercises. There are no
activities that challenge the students to be curious and open and ready “to suspend disbelief
about other cultures and belief about one’s own” (Byram, 2021, p. 84), using the potential to
take a step back and change perspectives. The lack of activities that stimulate curiosity and
open-mindedness is in accordance with studies by Amerian and Tajabadi who found that a
majority of teachers found that the textbooks were not suitable for developing tolerance

towards other cultures’ way of life (2020, p. 639).

4.2. Citizens

The following four texts are retrieved from Citizens and consist of two factual texts, one poem
and one political speech. The investigation and discussion are based on the analysis criteria
presented in chapter 3.2. First, the individual text will be analyzed and second, the analysis of

the corresponding activities will follow. Third, the findings will be discussed.

4.2.1 Text 5: Cultural Complications

Cultural Complications is a factual text, where the sub-headings intercultural communication,
culture, the elements of culture, cultural stereotypes, and prejudice are explained in detail,
with examples that the students may relate to. In addition, the text has illustrations relevant to
the text, among other cartoons from an illustrated book about Norwegian culture: 7he Social

Guidebook to Norway (Bourelle, 2014).

To what extent has the content of Cultural Complications the potential to promote IC
In the text, Cultural Complications, the students are given several examples in which they are

invited to be curious and open to the viewpoints of other people. Because the text includes
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several stories of young people encountering unfamiliar cultural situations, the students can
take the perspective of others by relating to these stories. Furthermore, comics illustrations
from Social Guidebook to Norway, illustrate how the French-Canadian Julien Bourrelle views
Norway and its customs and habits after having lived in the country for many years. These
illustrations give a humorous albeit stereotypical, outlook on Norwegian people in general
and may provoke Norwegians who may see themselves in a different light than that of
Bourrelle. However, by seeing Norwegian culture through the lenses of Bourrelle, the
students can take an outsider’s point of view towards their own perceived ways of living, and
through that process, they may learn to become conscious of stereotyping and prejudice about
their own culture and thereby learn to understand the perspective of others. When seeing
Norwegian life from a different viewpoint, they may use their skills of interpreting and
relating to another person’s perception about Norwegians in general.

Furthermore, the text provides the students with knowledge of stereotyping and

prejudice in its examples of labelling certain groups of people, such as “Italians are
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“charming”, “Germans are ‘well-organised’”, and “a plumber is always late for
appointments” (Citizens, p. 142). Also, this content may make the students curious about
these stereotypes and follow-up on the potential to integrate existing knowledge with new
perspectives. When reflecting upon cultural stereotypes, prejudice and racism, the students
may also enhance their development of critical thinking and realize how their own values
influence their views of other people. However, these examples may also strengthen
stereotypes because as the students may not be aware of these types of stereotyping, now they
learn about them which may contradict the obvious purpose of the text.

Additionally, the text provides a definition of cul/ture, and of the elements of culture,
such as “values, attitudes and unwritten rules for how to behave” (Citizens, p. 141) and this
information opens for students to learn about these topics. Moreover, the text gives examples
of how it is important to be aware of intercultural communication issues, such as silence in
conversations versus avoiding silence in conversations, and of differences in body language,
lifestyles, and celebrations, and all of this information can make the students reflect upon and

relate to their own culture.

To what extent do the activities use the potential of the text Cultural Complications
The following activities are taken from the reflect: Intercultural communication and the

create section.
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Firstly, one activity from the reflect: Intercultural communication section asks the
students to discuss how they solve cultural challenges not caused by language difficulties
when meeting people with other cultural backgrounds than their own. Through giving
examples of cultural encounters that have led to misunderstandings, this activity may enhance
the students’ skills of mediating within different cultures and develop their ability to solve
misunderstandings. This is because they may learn to recognize when misunderstandings
between people from different cultures occur and in that process this may help them to
“identify common ground” (Byram, 2021, p. 88).

Secondly in the create section students are asked to write to an English-speaking
Facebook-friend who wants to come to Norway for a year and give advice on how to
understand Norwegian national customs and habits and give information about school and
home. This activity may make the students reflect upon what these customs and habits are,
and as they may differ among the students this activity may enhance their critical cultural
awareness.

Finally, one activity from the create section invites the students to look further at the
illustrations from The Social Guidebook to Norway and to discuss what they show about
Norwegian culture. The students may be surprised to see the stereotypical perspectives of the
author about “the Norwegian way of life” and through that process, become aware of how
easy it is to put labels on people and see them as an entity and not as individuals. This activity
may engage them as they may have different opinions about these cartoons and through the
discussions, they may explain why they agree or disagree with the illustrations and thereby be
able to integrate existing knowledge of their own culture with new perspectives. These new
perspectives could be about learning more about how an outsider views the Norwegian
culture, and although a stereotypical view they may see some truth in the illustrations and
thereby gain a different point of view of themselves.

Overall, it seems like the activities following the content of Cultural Complications
are general and do only to some extent follow up on the potential of the content. That the
illustrations by Bourelle clearly show examples of stereotyping is not mentioned in the text.
However, because the students must find that out for themselves, it leaves a space for the

students to discover that on their own.

Discussion of the text Cultural Complications and its following activities
Raigén-Rodriquez found that most of the cultural learning in the textbooks involved in his

study dealt with “stereotypical behaviors and products”, emphasizing that stereotypical facts
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about certain cultures will not enhance cultural understanding (Raigdén-Rodriguez, 2018, p.
297). However, although the analysis found that the examples provided are general, the
content of the text still has the potential for the students to develop IC. Because the heart of
this text centers around what can cause cultural complications it is natural that examples that
reflect stereotyping are given. Nevertheless, in the process of analyzing the text, several
examples were found that do not necessarily challenge stereotypes. Such an example are the
illustrations from 7%e Social Guidebook to Norway, in which the Canadian author Bourelle
illustrates a humorous but general and stereotypical version of the Norwegian culture. The
text to these illustrations merely state “Typical dinner conversation abroad (left) and in

Norway (right). From The Social Guidebook to Norway (www.socialguidebook.no)”,

(Targets, p. 142). In their study, Weninger and Kiss found that images in the texts left
“cultural connotations unexamined and underutilized” (2013, p. 710) and the illustrations in
Cultural Complications seem to be included for decoration purposes without adding that this
is an example of how Norwegian culture can be stereotyped. Having pointed that out as a
criticism, there is still potential to develop IC in these illustrations because they may
challenge and engage the students with the help from the teacher. Besides, the students may
also realize the stereotyping themselves due to the overtly exaggerated illustrations.

Amerian and Tajabadi found that in their study both the cultural content and its related
activities seem to be “scattered, overgeneralized and stereotypical” (2020, pp. 634-635) but
this is not the case with the text Cultural Complications. The activities do not always offer the
students to go into the depth that IC requires, for example, the activity where the students are
asked to look further at the illustrations from 7he Social Guidebook to Norway and comment
on it, does not offer any more information about the stereotypical presentation of Norwegian
culture. However, the potential to develop IC is there because the students in the process of
watching the illustrations may realize their stereotypical view of Norwegian culture and being
aware of when stereotyping occur is an important part of IC (Byram, 2021, p. 47). It is
important to recognize it and know that it may not hold truth for an entire culture or group of
people. Similarly, these illustrations do not hold truth for all Norwegians as there are many
different cultures, and ways of living within Norway.

Furthermore, the students may not be mature enough to see the stereotyping involved
and this activity may reinforce stereotyping as found in the study by Weninger and Kiss
(2013, p. 710). However, guided by the teacher, the students can learn to see the stereotyping
involved and become interested in and curious about how an outsider views the Norwegian

culture.
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4.2.2 Text 6: ;Vamos! Latino Culture on the Rise

jVamos! Latino Culture on the Rise is a factual text introducing the terms “Chicanos”,
“Hispanics”, and “Latinos”. Further, the sub-headings include Immigration to the US,

Stereotypes and Prejudice, and Spanish and Spanglish.

To what extent has the content of ;Vamos! Latino Culture on the Rise the potential to
promote I1C

The content of this text invites the students to learn about different ways of life. There are
several examples in the text about how many people who descend from Spanish speaking
countries in the U.S., are facing discrimination by not receiving the same opportunities as
“white” people. Moreover, there are definitions of the terms Chicanos, Hispanics and Latinos
that give information about the origins of these words, and an explanation of why the term
Latino for U.S. residents from Latin America is frequently used. Also, the sub-chapter
Immigration to the US gives historical information about why Latinos is the largest minority
group in America. Furthermore, the students are introduced to the terms Spanglish and code-
switching and explained that many Latinos will switch between Spanish and English in
conversations. These examples also provide a context for why many Norwegians use code-
switching between English and Norwegian, and thereby the students can relate that to their
own culture and social groups as it may make them reflect on their own use of code-switching
when speaking with their peers. Additionally, when learning about discrimination against the
Hispanic population in the U.S., the students may relate to their own culture and social groups
as reading the text may make them reflect on their own society.

Additionally, the text has illustrations from the Mexican border, which can be used to
discuss the reasons why such a high number of immigrants try to enter the U.S. and why
America has such a strict border control. One of these illustrations, shows a mother and a
child sitting next to a poster that reads, “Stop Separating Families” (Citizens, p. 177). This
photo comes with a text that explains the camps that were set up to separate parents and
children (a controversial topic during the Trump administration), adding that “several of these
children died, and many were never re-united with their families” (Citizens, p. 171). Watching
this photo and reading the integrated text, may evoke feelings of empathy and engagement
among the students and follow up on the potential to integrate existing knowledge with new

knowledge as many students may not know about these camps.
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Also, the students may gain new perspectives when reading this text. They may read
this text with pre-conceived knowledge of Latinos in the U.S. but gain new outlooks after
having read this chapter. For example, the fact that there are more than 57 million people in
the U.S. that fall under the category Latinos is a number that may give the students an
opportunity to reflect upon how this large minority influences life in the U.S. The text gives
several examples of this influence, including artists, food, and art.

Finally, the sub-chapter Stereotypes and prejudice gives specific examples of how
Latinos are discriminated against. Through these examples, the students learn about this
discrimination and may interpret and relate that knowledge to their own culture. Furthermore,
learning about discrimination may make the students aware of how their own values influence
their views of other people and thereby enhance their development of critical thinking and
critical cultural awareness. This is because they may learn to evaluate “values present in one’s

own and other cultures” (Byram, 2021, p. 90).

To what extent do the activities use the potential of the text ;Vamos! Latino Culture on
the Rise
The following activities are taken from the reflect section.

First, the students are asked to rephrase what the text says about Spanglish as an
identity marker for Latinos in the U.S and moreover if the language of the students is an
identity marker for themselves and to give examples of how they would borrow words from
other languages and if the use of code-switching would be natural for them. These activities
can make the students use what they learn from the text about Spanglish and relate to their
own ways of speaking, and thereby the activities may meet the second analysis criterion,
which is to see other cultures and social groups in relation to one’s own way of life.

Moreover, the students are asked to re-read about stereotypes and prejudice towards
Latinos and to reflect upon types of stereotypes and prejudice that Latinos and other minority
groups have to face. This activity does not say anything about where these minority groups
live and thus, the students may use both their knowledge of other minority groups in the U.S.
as well as in their own country in their responses. Doing this activity may make the students
relate to their own country and enhance their development of critical thinking and critical
cultural awareness. This is because when reflecting upon examples of prejudice and racism,
the students may become aware of how their own values influence their views of other

people. Thus, this activity meets the second criterion which involves seeing another culture in
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relation to their own, and the fourth analysis criterion which involves the students to become
aware of how their own values influence their views of other people.

Additionally, the students are asked to comment on several statements about Latinos
in the U.S., for example whether Latinos should be forbidden to code-switch between Spanish
and English or from using Spanglish in the U.S. Commenting on this statement, may engage
the students and give them new perspectives. They may compare and relate to their own code-
switching and thereby enhance their development of critical cultural awareness. This is
because the students learn to evaluate the “perspectives, practices and products in one’s own
and other cultures and countries” (Byram et al., 2002, p. 13). Therefore, this activity meets

both the third and the fourth analysis criterion.

Discussion of the text ;Vamos! Latino Culture on the Rise and its following activities

The content of this text gives the students additional knowledge about a culture, a component
of IC (Byram, 2021, p. 47). Many students may never have learned about the historical
reasons as to why there is a great number of people in the U.S. who descend from Spanish
speaking countries and that there is discrimination against them. Furthermore, the text gives
the opportunity for the students to compare two cultures when reflecting upon their own code-
switching. Comparing one aspect of the foreign culture (in this case the Latino culture) with
their own culture, can enhance the development of intercultural awareness (Amerian &
Tajabadi, 2020, p. 638).

Moreover, unlike the illustrations discussed in text 5, the different illustrations in this
text provides enough information to make the students become engaged and explore the
topics further. One could always argue that these illustrations are also “underutilized”,
(Weninger & Kiss, 2013, p. 710) but at least they come with an explanation sufficient to make
the students understand them and with the support from the teacher, these illustrations can be
used to further explore the complicated and controversial immigration issue along the U.S. -
Mexican border.

Additionally, the activity that asks the students to reflect upon types of stereotyping
and prejudice in both the Latino culture in the U.S. and in other minority groups gives the
students the chance to learn about other cultures and social groups and to see them in relation
to their own ways of life. According to Arslan, it is vital that intercultural components are
incorporated to encourage understanding of both one’s own culture as well as of other

cultures (2018, p. 153),
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4.2.3 Text 7: Ko Tdatou, Tdatou: We Are One

This text starts with a prepare section, in which students are asked to read about the great
variety of ethnicities in New Zealand (213 ethnic groups according to the text), and if given
time to do that before reading the actual text, the speech may have a greater impact on them.
This is because in her speech Jardern involved all the people of New Zealand to unite against
racism and violence, and without fully realizing what a vast variety of ethnicities she is
addressing they may not reach the full potential of realizing the impact of her words. Further,
the students are asked to take notes while they read or listen to the speech that Prime Minister
of New Zealand, Jacinda Ardern held after “a lone gunman attacked two mosques in

Christchurch, New Zealand, killing 50 men, women and children” (Citizens, p. 194).

To what extent has the content of Ko Tdatou, Tdatou: We Are One the potential to promote
IC
This speech by the Prime Minister of New Zealand invites the students to develop IC for the

following reasons:

Firstly, empathy and compassion and seeing the perspectives from others is an
important part of the attitude component in Byram’s model of IC and shown in the first
analysis criterion as the ability to decenter and learning to accept unfamiliar ways of life.
Learning about this tragedy through Jardern’s words may make the students feel empathy
towards the victims. In her speech she is using compassion as a rhetorical device to make

everyone feel the suffer and the pain of the victims and their families:

What words adequately express the pain and suffering of 50 men, women and
children lost, and so many injured? What words capture the anguish of our Muslim
community being the target of hatred and violence? What words express the grief of a

city that has already known so much pain? (Citizen, p. 195).

Secondly, throughout her speech, Jardern uses words that are meant to awake empathy
and compassion and a collective feeling of staying true to the beliefs and values among all the

various cultures of New Zealand. In her speech, she includes the following:
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Racism exists, but it is not welcome here. An assault on the freedom of any one of us
who practices their faith or religion, is not welcome here. Violence, and extremism in
all its forms, is not welcome here. And over the last two weeks we have shown that,

you have shown that, in your actions (Citizens, p. 195).

Learning about how prejudice and racism can form is a significant aspect of the
knowledge component from Byram’s model of IC, and the students may learn from how a
Prime Minister will attempt to embrace all the citizens from New Zealand, regardless of
cultural background to stand together and unite against the actions that led to this tragedy.
Reflecting upon that may enhance the students’ development of critical thinking and critical
cultural awareness.

Thirdly, the rhetorical devices such as the title “We Are One” and the inclusion of the
Maori language and the Muslim greeting “As-salaam Alaikum” may encourage curiosity and
engagement through relating to other cultures’ way of life. The students may find it intriguing
to learn that the Prime Minister includes Arabic and Maori in her speech, to emphasize that all
cultures are equally important in New Zealand. The students can learn from this and relate
that to whether Norwegian politicians aim to unite the citizens in a similar way.

Furthermore, throughout this speech, the Prime Minister aims to embrace every person
in New Zealand by asking them to take responsibility and do the work that it takes to combat
hate and to use the power of kindness towards one another. This is a powerful message that
can develop the students’ empathy as they relate to this tragedy. By taking a step back,
decenter and connect with the words of the Prime Minister they may learn another perspective
on how to create unity and not division among citizens in a country.

Finally, the speech ends by the Prime Minister urging the world to give a “collective
response” (Citizens, p. 196) in condemning violence and terrorism across borders arguing that
the answer lies in the humanity of all of us. Such a powerful statement may enhance the
students’ development of critical cultural awareness as they may be asked to reflect on the

true meaning of those words and how they can relate them to their own lives.
To what extent do the activities use the potential of the text Ko Tdatou, Tatou: We Are One

The following activities are taken from the reflect and the create (writing) section.

In the reflect section, the students are asked about their opinions of the speech’s title

“We Are One” and what this title tells about the purpose of the speech, and why Ardern chose
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to start her speech in Maori, the language of the indigenous people of New Zealand. Both
these activities may make the students decenter and take the perspective of others.

Furthermore, the activities use the potential of the text to make the students learn
about other cultures and they may kindle their curiosity and involvement by investigating why
Maori was used in the text. Moreover, the students are asked to reflect upon the intention of
using the greeting “As-salaam Alaikum” in the speech. This activity also invites the students
to decenter and to enhance the development of critical cultural awareness, by reflecting upon
how the victims’ language was included in the speech. Additionally, the students are asked
about how the answer to the question about how to end “a vicious cycle of extremism
breeding extremism” can be found in our humanity. This activity may enhance the
development of critical thinking and critical cultural awareness because the students must
search for answers within themselves and thus may become aware of how their own values
influence their views of other people.

The create section asks the students to write a news article about Ardern’s speech and
are given guidance of how to write an article on the textbook’s web page. This activity may
meet several of the analysis criteria for the following reasons. The students may decenter and
take another perspective when analyzing what another person has written. Also, they may
learn more about other cultures in the process of writing about how all the cultures of New
Zealand were included in the speech. Additionally, it may involve the students and stimulate
their curiosity when taking the perspective of Jardern’s words and thereby the students can
integrate their existing knowledge of New Zealand with new knowledge. In the process of
writing, the students may also enhance their development of critical thinking and critical
cultural awareness and reflect upon how their own values influence their views of other

people.

Discussion of the text Ko Tdatou, Tdatou: We Are One and its following activities

This political speech does not compare and contrast cultures; on the contrary it aims to
unify all of the many cultures in New Zealand by creating a sense of unity and not separation.
The students may learn from the open-mindedness and inclusiveness that the Prime Minister
shows while addressing everyone in New Zealand, also including words in Arabic, the
language of the victims, and in Maori, the language of the indigenous people. And in that
process, they may develop their critical cultural awareness, which is the “ability to evaluate,
critically and on the basis of a systematic process or reasoning, values present in one’s own

and other cultures and countries”, (Byram, 2021, p. 90).
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Contrary to Wu’s findings that the cultural content of the texts in his study mainly
enhanced linguistic competence (2010, p. 143), the content of this speech may contribute to
the development of the students’ IC. This is because it emphasizes and embraces the vast
variety of ethnicities living together in New Zealand, aiming towards making the people of
New Zealand to feel that they are one people as opposed to “isolated entities” (Garcia, 2005,
p- 59).

Throughout her speech, Jardern uses rhetorical devices such as pathos, inviting the
listeners (and readers in this case unless the students also listen to her speech online), to feel
empathy towards the victims but also towards New Zealand who had to endure such a
tragedy. In Byram’s model of IC empathy is included in the attitude component and the
component of skills of discovery, interpretation and relating (Byram, 2021, p. 59).

The findings show that the author of this speech (Jardern) uses empathy and
compassion as rhetorical devices and the activities that follow use the potential of the text.
When the students are asked to further explore the poem, they may learn something important
about the history of New Zealand and of the many nationalities that live there. Further, they
may learn how the Prime Minister used empathy and compassion in her speech aiming to
unite all the citizens regardless of cultural background. When a Prime Minister can embrace
this many nationalities in one speech, the students may learn from that perspective and see
that in light of their own culture. As a contrast to the findings by Canale who found that the
presentation of cultural “facts” in textbooks did not “require much investment from the
learner” (2016, p. 239), these activities challenge the students to explore the poem further.
Furthermore, the activities can be seen as interactive practices that “help learners transfer

language use to the real life” (Arslan, 2018, p. 159).

4.2.4 Text 8: Home
This poem by the Somali-British poet Warsan Shire is an abbreviation of the full poem that
can be found on the textbook’s web page. The content is about what desperation can make

people do.

To what extent has the content of Home the potential to promote 1C

Important to note is that this poem can be found on YouTube where the students may listen to
the passionate and aggravated voice of the author as she reads the poem herself. First of all,

this poem’s use of dangerous actions that people may resort to in their search for a safe place
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to live, may create feelings of empathy, curiosity, and openness among the students towards
people fleeing their homes. The poem’s content can be used to ask the students about their
emotions when reading and listening to it. The content of this poem may meet the first
analysis criterion because the students can learn to change their perspectives about refugees
and to realize that for some people, there are no other choice than to leave home and look for
another one. Moreover, it may meet the second analysis criterion because when learning
about the gruesome examples of what people may have to resort to when on flight, they might
relate that to their own lives in Norway.

Furthermore, even though this poem does not mention any specific culture but
addresses refugees in general, it may touch the students and make them get a better
understanding of what some people may have to endure while on flight and thereby offer new
perspectives on refugees. Thus, this poem may also meet the third analysis criterion. In
addition, the poem may meet the fourth analysis criterion because upon reading and reflecting
upon its content, they may become aware of how their own values influence their views on
other people. This is because they may change their earlier perceptions of refugees while
reading the poem and become more understanding of the reasons to why some people have to

flee their countries.

To what extent do the activities use the potential of the text Home to promote I1C
This poem is part of a series of texts with the headline Leaving Home: In-depth topic and
most of the activities are made for the entire chapter, not for just this poem. Some of these
activities will be analyzed as well as some activities that are specifically related to the poem
Home.

First, because all of the texts in this sub-chapter include people leaving home for

various reasons, the students are asked to reply to the following questions:

1. Who is or has been leaving home, and where are they going?
2. What are their reasons for leaving home?
3. Who do you think the text was written for?

4. What do you learn about migration from this text? (Citizens, p. 93).

Through working with these questions, the students may decenter and change
perspectives. When reflecting on the refugees and their reasons for leaving home, on the

poem’s intended audience and what they learn about migration in the poem, they may
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integrate their existing knowledge of refugees with new viewpoints. Furthermore, reflecting
upon these questions may enhance the development of critical thinking and critical cultural
awareness and can invite the students to become aware of how their own values influence
their views on people leaving their homes for a better life in another country.

Additionally, the following activity may make the students decenter and change

perspectives:

Warshan Shire has said that it is important to her to “tell the stories of those people,
especially refugees and immigrants, that otherwise wouldn’t be told, or they’1l be told
really inaccurately”. Do you think she succeeds in conveying how refugees feel in

“Home”? Explain your opinions, using examples from the text (Citizens, p. 104).

When doing this activity, the students are asked to reflect upon the reasons why
people are leaving their homes and depending on what they have thought about this issue
beforehand, they may develop attitudes of openness and awareness and change their
viewpoint on refugees. Learning about what desperation can do to people who flee their
homes may make them see their perspectives and in that process they may reach the depth

that critical cultural awareness requires.

Discussion of the text Home and its following activities
In this poem the cultures are not identified, but Shire speaks for all refugees irrespective of
cultural background, all with dreams and hopes for a better future.

Throughout the poem, the readers are given a sense that Shire is speaking directly to

them because of the direct language aimed towards the readers. For example:

you have to understand,

that no one puts their children in a boat

unless the water is safer than the land

no one burns their palms

under trains

beneath carriages

no one spends days and nights in the stomach
of a truck

feeding on newspaper unless the miles travelled

means something more than journey.

No one crawls under fences

Wants to be beaten

Wants to be pitied (7argets, p. 99).
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This poem is an example of what Risager calls for in her research, that intercultural
learning should contain a variety of countries and continents to serve as “windows to the
world” (Risager, 2021, p. 122) because as mentioned above, this poem could be about
anyone, even about some of the students in the classroom. Furthermore, it is contrary of what
several researchers refer to as factual superficial knowledge that use stereotyping in its
content (Weninger & Kiss, 2013, p. 710; Raigdén-Rodriquez, 2018, p. 297; Amerian &
Tajabadi, 2020, pp. 634-635). Besides, this poem may create feelings of empathy and
understanding towards the refugees, an important factor of IC and found in the components of
attitudes and skills of discovery, interpretation and relating in Byram’s model (Byram, 2021,
p- 59).

Risager challenges the practice of focusing on “countries” in language teaching,
instead taking a global perspective in her study of textbooks (Risager, 2021, pp. 119-120).
One may argue that the activities following the poem Home take a global perspective for the
following reason: There are no countries or specific cultures involved in the text and the
number of refugees is a global problem and of concern to everyone. Also, doing the activities
may develop the students’ IC when asked to contemplate upon the core of the poem: Who is
leaving “home” and for what reasons, and reflecting upon whom this poem was written for. In
addition, the students may develop their IC when reflecting upon whether the author achieves
her aim of telling the stories of “refugees and immigrants that otherwise wouldn’t be told, or
they’ll be told really inaccurately” (Citizens, p. 104). Furthermore, the students may go into
the depth that critical cultural awareness requires, something that several researchers claim
are missing from their research of textbooks (Wu, 2010, p. 142; Amerian & Tajabadi, 2020,
pp. 634-635; Raigdén-Rodriquez, 2018, p. 297; Arslan, 2018, p. 153; Canale, 2016, p. 239).

S. CONCLUSION

This thesis has presented and investigated to what extent eight texts and their related activities
may be used to develop the students’ IC. By using Byram’s model of IC and the Norwegian
curriculum for English in upper secondary studies, analysis criteria were developed by the
author and a textual analysis was used in the research.

The findings show that the content of the texts have some variation into what extent
the learners may enhance their IC. Several of the texts, such as Home, Ko 1dtou, Tatou: We

Are One and My Mother, the Crazy African have the potential for the students to learn about
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empathy and understanding and learn about other ways of life. Furthermore, the texts 7he
Changing Face of America, Understanding Britain and Cultural Complications include
general and factual knowledge that do not necessarily enhance intercultural understanding and
critical cultural awareness. These texts may also reinforce stereotypes rather than challenging
them and as noted in the discussion the teacher must be alert to potential stereotyping in its
content. However, learning facts about other countries and cultures and — with the
encouragement of the teacher — relate that knowledge with their own country and culture is
also part of IC. Examples of texts in which the students may learn about stereotyping,
prejudice and racism are the texts Blancamorphosis, My Mother, the Crazy African, ;Vamos!
Latino Culture on the Rise, and Ko Tatou, Tdtou: We Are One. All of these texts have the
potential for the students to enhance their empathy and understanding of different cultures,
social groups, and ways of life and to learn about how stereotyping may lead to prejudice and
outright racism. Moreover, the texts Blancamorphosis and My Mother, the Crazy African,
have the potential to promote curiosity and engagement among the students and relate to the
protagonists of the stories. Besides, these two texts also have the potential to enhance critical
cultural awareness because they offer the chance to compare and contrast various cultures
from different angles and points of view.

The findings show that as with the content the activities also vary into what extent
they use the potential of the content to promote IC. The activities following Understanding
Britain and Cultural Complications do not invite the students to go further into the depth of
what IC requires but offer activities in which the students are asked to repeat “knowledge”
from the text. These activities would have been better had they challenged the students to
further explore the concepts of stereotyping, prejudice, and racism but they do not follow up
on that potential. In addition, the activities following The Changing Face of America are
mostly used to repeat knowledge learned in the text and do not invite the students to further
explore its content. However, knowledge about other cultures is also a component of IC.
Moreover, the activities following the texts Blancamorphosis, My Mother, The Crazy African
and ;Vamos! Latino Culture on the Rise use the potential of the texts to further explore
curiosity and engagement and to develop critical cultural awareness. And finally, the political
speech Ko Tatou, Tatou: We Are One and the poem Home invite the students to take a step
back and develop their empathy skills to see the world with different lenses.

Overall, the texts and their related activities have the potential for the students to learn

about IC, albeit to different extents as this analysis has shown.
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