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RESUMO 

 

 
Com a inclusão das disciplinas de Línguas Estrangeiras Modernas 

(Inglês e Espanhol) no Programa Nacional do Livro Didático (PNLD), 

muito se tem discutido sobre as implicações do uso dos novos materiais 

didáticos. Cientes que as mesmas influenciam na forma como os 

estudantes interpretam o mundo, esta análise tem por objetivo investigar 

a presença de elementos culturais presentes no livro didático Keep in 
Mind (Chin e Zaorob, 2010) destinado aos alunos do 6º ano do Ensino 

Fundamental, e qual cultura é mais presente no livro (considerando a 

cultura da língua materna e a da língua alvo). Também é questionado se 

este livro pode contribuir com o desenvolvimento da consciência 

intercultural dos estudantes. Para isso, baseio-me em pesquisas 

realizadas acerca da relação entre o ensino de Língua Inglesa e Cultura 

(Corbett, 2003; McKay, 2012; Ros I Solé, 2003, etc), na relação entre a 

Dimensão Intercultural e o Ensino de Língua Inglesa (Byram, Gribkova 

e Starkley, 2002), na abordagem de Conteúdo Cultural em Livros de 

Inglês como Língua Estrangeira (Cortazzi e Jin, 1999), também 

incluindo discussões acerca de estudos realizados sobre o Ensino 

Intercultural de Inglês no Brasil (Sarmento, 2004; Gibein, 2012, etc), 

bem como nos PCN (1998a, 1998b, 1998c). A abordagem metodológica 

adotada é de natureza qualitativa e materializa-se como uma Análise 

Temática (Guest, et al., 2012), adotando categorias temáticas propostas 

por Byram (1993 citadas em Cortazzi e Jin, 1999), cujo foco é a 

identificação de aspectos culturais. Os resultados registraram a presença 

de alguns aspectos interculturais, expostos pelos autores que também 

representaram mais aspectos da cultura dos estudantes brasileiros do que 

da cultura dos falantes da língua estrangeira. Contudo, nem todas as 

categorias da análise tiveram representações, enquanto que outras 

categorias emergiram durante o processo da análise. Finalmente 

observou-se que o livro didático analisado oferece poucas possibilidades 

para a promoção de debates em sala de aula e a implementação de outras 

atividades interculturais que possam contribuir com o desenvolvimento 

da consciência intercultural dos estudantes. 

 

Palavras-chave: Ensino Intercultural de Inglês. Livro didático. 
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ABSTRACT 

 

 
The inclusion of Modern Foreign Languages (English and Spanish) in 

the Programa Nacional do Livro Didático (PNLD) created a new issue 

regarding the implications of the use of new teaching materials. 

Considering that said books can potentially influence a student’s 

worldview, this analysis aims at investigating not only cultural elements 

present in the textbook Keep in Mind (Chin and Zaorob, 2010) designed 

for 6
th

 grade students of Primary School, but also which culture prevails 

in the textbook (considering both native language and target language). 

It is also questioned whether the textbook can contribute to the 

development of the student’s intercultural awareness. Having that in 

mind, I based myself in studies that concern the relation between the 

teaching of the English Language and Culture (Corbett, 2003; McKay, 

2012; Ros I Solé, 2003, etc), the relation between the Intercultural 

Dimension and English Language Teaching (Byram, Gribkova and 

Starkley, 2002), and the approach of Cultural Content in Textbooks of 

English as a Foreign Language (Cortazzi and Jin, 1999), also including 

discussions regarding studies performed about the Intercultural 

Teaching of English in Brazil (Sarmento, 2004; Gibein, 2012, etc), as 

well as in the PCN (1998a, 1998b, 1998c). The methodological 

approach adopted is a qualitative Thematic Analysis (Guest, et al., 

2012), adopting thematic categories proposed by Byram (1993 as cited 

in Cortazzi e Jin, 1999), which is focused in the identification of cultural 

aspects. The results reported the presence of some intercultural aspects 

exposed by authors that also represent more aspects of Brazilian 

students’ culture as the culture of foreign language speakers. 

Nevertheless, neither all the categories of analysis had representations, 

while other categories emerged during the analysis process. Finally it 

was observed that the textbook analyzed offers few possibilities for the 

promotion of debates in classroom and the implementation of other 

intercultural activities that may contribute to the development of 

students’ intercultural awareness. 

 

Keywords: Intercultural Teaching of English. Textbook. 
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1 INTRODUCTION 

 

 

 The learning of a second/foreign language is not a process in 

which the learner acquires linguistic information, but instead – and 

firstly – a process in which several linguistic competences are 

developed, including the Intercultural Competence (Corbett, 2003). 

Considering that the teaching of a additional language and its culture 

may influence the way the learner interprets the world, many studies 

have been carried out in order to understand how the teaching of culture 

can contribute to the learning process and the student’s education 

(Byram, Gribkova & Starkley, 2002; Ros I Solé, 2003; Alptekin, 1993 

and Cortazzi & Jin, 1999).  

 According to Byram, Gribkova and Starkley (2002), to promote 

the Intercultural Competence teachers must go beyond the teaching of 

grammatical contents of the foreign language and include the 

development of the ability to use the language in a socially and 

culturally appropriate way. Ideally, in class, the teacher should provide 

the students with interactive access to the target language’s culture 

(considering L1 and L2). In addition to that, in the intercultural 

communication process, the learners are able to participate in their own 

cross-cultural mediation through reflections about their culture of origin 

and the target culture (Meyer, 1991).  

 According to Ros I Solé (2003), culture is a negotiable entity, 

therefore it can be introduced at the outset of language learning; and the 

roles of cultural identity and subjectivity are the two key concepts to be 

built by society. To reach that, her study describes how these ideas can 

be introduced considering three different aspects of language teaching 

methodology: the need to portray heterogeneous national cultures and 

other markers of cultural identity, objectivity vs. subjectivity in texts, 

and the creation of fictional personal testimonies to experience the target 

culture. 

 In some studies proposed by Alptekin (1993) it is argued that 

teachers have to consider the implications of the international status of 

the English language and adopt appropriate pedagogies and instructional 

materials to make the learners simultaneously bilingual and intercultural 

individuals, being able to act well in local and international contexts. 

In order to discuss about the teaching of a second language and 

its culture we also have to consider the importance of textbooks. To 

explain how to deal with cultural content in textbooks, the authors 

Cortazzi and Jin (1999) propose in their study three categories of 
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cultural content in EFL textbooks: Textbooks based on source cultures, 

Textbooks based on target culture, and Textbooks aimed at international 

target cultures. Considering the presentation of cultural content and the 

aim of the course's program, this study suggests that teachers can use the 

textbook as a mediating tool to provide linguistic and cultural 

information.   

 Also in Brazil, research has been carried out in order to 

understand how language and culture function in the teaching of a 

foreign language (Moita Lopes (1996), Gimenez (2001), Sarmento 

(2004), Dias (2006), Luis (2012) and Gebein (2013). 

 As the first example, Moita Lopes’s (1996) study discusses the 

attitudes of Brazilian students and teachers of English in relation to the 

culture of the L2 and the emphasis given to the teaching of culture. His 

study revealed that most of the participants adopted a colonized attitude 

and also suggested that an instrumental approach for the teaching of 

English may contribute to the linguistic awareness of the teachers and 

students. 

 Other notable study that is worth mentioning here is the one 

made by Gimenez (2001), which mentions a reflection about the 

teaching of culture in the foreign language classroom. The author 

highlights the notion of intercultural competence and differentiates its 

concept and characteristics of the traditional teaching of culture.  

 Other views of culture, directly related to the presentation of 

cultural contents is present in Sarmento’s (2004) study, performed 

through the observation of English classes, where she obtained different 
views of culture: “culture as behavior/customs”; “culture as 

information”; “culture as language” and “culture as history” (p. 260). 

 An analysis proposed by Dias (2006), concerning cultural 
elements in three textbooks on English as a foreign language, following 

the list of cultural elements composed by Byram (1993) and edited by 

Moura (2005), pointed out that both local and foreign cultural elements 

were identified in the textbooks, and in general, they were appropriated 

to enrich the debate about culture in classroom. 

 Also, Luis (2012) investigated about English undergraduate 

student’s perceptions about culture in foreign language classrooms. The 

analysis revealed that they represented culture as valued knowledge or 

as sociocultural practices. The investigation points out two pedagogical 

implications: the construction of the meanings of culture and the 

importance of making the students aware of the social construction of 

meanings. 
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 Recently, Gebein (2013) performed a study about teachers’ 

perceptions of the implementation of the textbook “Keep in Mind”, 

focusing on general and cultural aspects. The results revealed that most 

teachers defined culture as practices and they identified some cultural 

elements inside the textbook. The implementation of intercultural 

practice during the teaching and learning of English is also 

recommended. 

It is noticeable that many studies have been carried out in order 

to understand the relation between language and culture, teachers and 

learners perceptions, as well as the functions developed by textbooks in 

the teaching and learning process of foreign languages. However, few 

studies have been carried out taking into consideration the 

interculturality inserted in a context that involves English teaching 

mediated by textbooks, written by Brazilian authors, and directed to kids 

and teenagers in public primary schools in Brazil. 

My research intention is, therefore, to analyze the Brazilian 

textbook provided by PNLD (Programa Nacional do Livro Lidático) to 

6
th 

grade students of public schools: “Keep in Mind”, written by 

Elizabeth Young Chin and Maria Lúcia Fernandes Abreu Zaorob 

(Scipione), in order to investigate the presence of intercultural aspects 

and activities in this textbook and if they are problematized, which view 

of culture is more evident (source and target cultures) and how theses 

aspects can promote students’ intercultural awareness. In order to reach 

these objectives, the following research questions are proposed:  

1) Considering the instructional materials as constituent part 

of the learning process of a foreign language, is it possible 

to notice intercultural aspects contained in the 6
th 

grade 

textbook provided by the PNLD Keep in Mind? 

2) Which culture is more present (L1 or L2)?  

3) Does the English textbook Keep in Mind contribute to the 

student’s intercultural awareness? 

Bearing in mind the importance of expanding the discussions 

concerning the teaching of culture in Brazil, analyzing the textbook 

Keep in Mind provided by PNLD for 6
th

 grade students and its possible 

intercultural aspects, is a way not only to contribute to the debate about 

the themes presented in the English didactic materials distributed by the 

government but also to bring some insights about the debate concerning 

the English teaching practice in our country. 

This dissertation has five chapters that are organized as the 

following: In Chapter I, I introduce this study informing the reader 

about some intercultural studies performed and the purpose of my 
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research. In Chapter II, I review some relevant literature that guides my 

study. In Chapter III, I present the method used in this study and 

describe the context of investigation - the textbook Keep in Mind used in 

public schools. In Chapter IV, I present my data analysis and discussion 

and finally, in Chapter V, I report a summary of this study, its findings 

and the final remarks. 
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2 Review of Literature 

 

 
2.1 INITIAL REMARKS 

 

 

The objective of this chapter is to review some of the relevant 

literature on Intercultural English language teaching. Initially, I present 

a brief overview of English Language Teaching and Culture and the 

relation between Intercultural Dimension and English language 

teaching. After that, I discuss the approach of Cultural Content in EFL 

Textbooks. Focusing on the Brazilian context I finally include the 

discussion of some studies performed concerning the Intercultural 

teaching of English in Brazil.  

 

 
2.2 THE RELATION BETWEEN ENGLISH LANGUAGE 

TEACHING AND CULTURE 

 

 
The English language is presently recognized as an international 

language. Although it is not the most spoken language around the world, 

because of its importance the number of non-native people who speak 

English exceeds the number of native speakers. Nowadays, speaking 

English is a way to obtain linguistic power (McKay, 2012) because of 

its uses in business, global communication and travel. It is, therefore, a 

tool to have access to other people and their behavior.      

Nevertheless, “many of the bilingual speakers of English have 

no desire to acquire the culture of native speakers of English because, 

unlike immigrants to English-speaking countries, they will not be living 

and interacting in a native-English-speaking context” (McKay, 2003, 

p.1). Regarding this, the English teacher needs to show learners that the 

second/foreign language learning process is a way to acquire a broader 

worldview, endowed with a new understanding of linguistic, social, 

political and cultural contexts.  

 The teaching of language and culture cannot be understood as 

an act dissociated from reflection about social, historical, economic and 

political factors. Such factors and the learner perception play important 

roles in the learning of a foreign language and its culture. According to 

Ros I Solé (2003) the “relationship between the cultural information and 

the observers’ point of view becomes closer, and the ‘reader’ of the 
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culture does not simply absorb information but she actively participates 

in its construction” (p. 143).  

 During the learning process, learners deal with new cultural 

norms and conventions, and learn to observe their own behavior while 

trying to understand other ways to think and act.  As a consequence of 

this process, the mediation process between the L1 and L2 cultures 

promotes interculturalism through the comparison of cultural contents 

or cultural aspects which basically reflect social practices. Thus, the 

presence of intercultural aspects in English teaching refers to cultural 

references which represent characteristics of social groups, such as: 

regional identity, families, religious beliefs, and so on; references which 

may guide the learners to develop cultural awareness (Byram et al, 

2002).  

 According to Cortazzi and Jin (1999), “developing cultural 

awareness means being aware of members of other cultural group: their 

behavior, their expectations, their perspectives and values. It also means 

attempting to understand their reasons for their actions and beliefs” (p. 

217). Corroborating this idea, the references found by means of 

intercultural aspects study may reveal important identifying marks 

regarding distinct cultures.   

 It is essential to establish the role of culture in English 

Language teaching. Corbett (2003) defines culture of a group as “the 

relationship between its core beliefs and values, and the pattern of 

behavior, art and communication that the group produces, bearing in 

mind that these beliefs and values are constantly being negotiated within 

the group” (p. 20). Culture is also understood to be how the people 

represent themselves, their attitudes, beliefs, personal perspectives and 

actions. 

One way to make the teaching of English efficient is to 

determine what kind of linguistic information, cultural aspects and 

methodological procedures are appropriate, based on learners’ needs and 

expectations (McKay, 2003). When promoting the teaching of culture, it 

is important to bear in mind that: 

 
The emphasis is on the learner, who must be 
allowed to personalize the information by 

becoming active and influencing how the cultural 
knowledge is understood. In order for students to 

interpret new information, they not only need to 
be given the necessary visual and textual data, but 
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they also need to use their cultural baggage as a 

counterpoint (Ros I Sole, 2003, p. 144). 

 

 Therefore, English classes must provide direct contact with 

cultural aspects of both the L1 and L2 so the learner will be able to 

interpret and to manage information using English to interact with 

others in his/her own culture. As a consequence, interpreting linguistic 

and cultural differences may make the learner aware of his/her own 

personal identity
1
 and perspective of social life.  

 

 

2.2.1. The Intercultural Dimension in English Language Teaching 

 

 
 When people promote communication in a foreign or second 

language they are not just sharing information using a code, but 

essentially understanding others as belonging to a social group. Corbett 

(2003) emphasizes that “language is more than the transfer of 

information – it is the assertion, negotiation, construction and 

maintenance of individual and group identities – that has led to the 

development of an intercultural approach to language education” (p. 20). 

 An intercultural dimension of teaching a language assumes 

the implementation of features and strategies centered in ‘intercultural 

communicative competence’ (Byram, Gribkova & Starkley, 2002) while 

its main focus is to encourage learners to deal with multiple identities 

and avoid cultural stereotyping
2
. 

 It is important to stress that the inclusion of cultural aspects of 

the target culture in the teaching of English does not mean that an 

intercultural approach will be established automatically. Foreign 

language teaching based on cultural dimensions may enrich the 

linguistic and cultural views of students and teacher alike; however, it 

cannot be compared with an intercultural dimension of teaching. 

 Meyer (1991) defines intercultural competence as “the ability 

of a person to behave adequately in a flexible manner when confronted 

with actions, attitudes and expectations of representatives of foreign 

                                                
1
 Norton (1997) defines the term identity as “how people understand their relationship to the 

world, how that relationship is constructed across time and space, and how people understand 

their possibilities for the future” (p. 410). 
3
 Byram, Gribkova and Starkley (2002) consider that “stereotypes reduce the individual from a 

complex human being to someone who is seen as representative of a country or ‘culture’ ”. 

(p.9). 
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cultures” (p.138). And according to Byram, Gribkova and Starkley 

(2002), intercultural competence is the ability “to ensure a shared 

understanding by people of different social identities, and their ability to 

interact with people as complex human beings with multiple identities 

as well as their own individuality” (p.10). The authors further explain 

that intercultural dimension in language teaching is concerned with: 

helping learners to understand how intercultural interaction takes place; 

how social identities are part of the interaction process; how perception 

of others and also other’s perceptions of them influence communication; 

how they can find out for themselves more about the people with whom 

they are communicating. 

 According to the authors, it is important to achieve an 

understanding that the target culture is made up of multiple subcultures 

and is in constant flux. It cannot be presented as part of an embedded 

view of linguistic patriotism in which the culture is pure, homogeneous 

and static (Ros I Solé, 2003). Not only do learners reflect upon cultural 

information, they also discuss, compare and negotiate the role of 

interculturality, in a process through which they can achieve a “third 

place” (Kramsch, 1993). Kramsch interprets this place as an opportunity 

in which learners offset their own culture, understand the L2 culture and 

place themselves in a “third place” where it is possible to systematize 

elements of both cultures, and to establish through observation and 

reflection the existing cultural differences.    

 Therefore, the relation between English teaching as a 

second/foreign language and the teaching of culture must not only be 

represented in the English classes through the exposition of artistic 

manifestations (such as music, literature, films, paintings, plays and so 

on).  Primordially, it must be thought as a way of enabling the learner to 

observe himself as being endowed with an identity under construction.  

 Byram et al. (2002) point out that the role of the language 

teacher is to help students ask questions and interpret adequate answers 

to these questions, thus developing skills, attitudes and awareness of 

values, as well as developing knowledge of a particular culture or 

country.  

 In order to promote an intercultural dimension in the 

classroom, the authors argue that the teacher needs; a) to provide 

learners with intercultural competence as well as linguistic competence 

(learners need not only knowledge and skills in the grammatical 

structure of a language but also the ability to use the language in socially 

and culturally appropriate ways); b) to prepare them for interaction with 

people from other cultures and enable them to understand and accept 
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people from other cultures as individuals with other distinctive 

perspectives, values and behaviors; c) to develop learners as 

intercultural speakers or mediators who are able to engage with complex 

and multiple identities and to avoid the stereotyping which accompanies 

perceiving someone through a single identity; d) to help them to 

perceive interaction between their own and other cultures as an 

enriching experience and help them acquire interest in and curiosity 

about 'otherness', and; e) to develop learners with the awareness of 

themselves and their own cultures seen from other people's perspectives 

(Byram et al. , 2002, p. 9-11). 

 Thus, the teacher must be aware of what culture represents to 

the students and how his/her teaching practice can contribute value and, 

at the same time, affirm the student’s identity and explain his/her own 

social behavior. As explained by Sarmento (2004): 

 
A cultura da comunidade do aluno deve ser o 
ponto de referência, e a descrição dos valores 

locais deve ser o núcleo do projeto educativo. 
Conscientizar o aluno a respeito das suas próprias 

características culturais de forma crítica e 
questionadora torna-se, então, umas das principais 

responsabilidades do educador/professor de LE. A 
partir daí, podemos passar a explorar o mundo, 

tendo alunos mais conscientes e questionadores a 

respeito dos diversos aspectos inerentes à 
comunicação humana” (p. 264).

3
 

 

 English classes must provide the opportunity for the students 

to develop their intercultural communicative competence, considering 

several contexts of social interaction by the means of procedures 

previously planned which focus on conveying cultural information. 

  

 The intercultural approach reveals a curriculum which; a) 

explores cultural topics in order to promote students’ interest and 

motivation (e.g. presenting how personal and group identities and values 

                                                
3
“The culture of the student’s community must be the reference point, and the description of 

the local values should be the educational project core. Make the student aware about his/her 

own cultural characteristics in a critical and questioning way becomes, then, one of the main 

responsibilities of the EL educator/teacher. From there, we can move on to explore the world, 

with students more aware and inquisitive regards various aspects related to human 

communication” (p. 264) [my translation]. 
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are constructed); b) considers the acculturation
4
 process; c) takes into 

account the student’s cultural awareness-raising as an education value; 

and d) casts a reflexive view concerning its own workings (Corbett, 

2003). Thus, as Atay et al. (2009) state: 

 
Educating students to use a second/foreign 
language means to accustom them to being 

intercultural sensitive, by supporting them to build 
the ability to act as a cultural mediator, to see the 

world through the other’s eyes, and to consciously 
use culture learning skills (p. 124).  

 

 To better understand the structure of intercultural competence, 

including how intercultural aspects and social identities relate, examine 

the figure provided below which explains the elements that compose the 

Intercultural Competence:   

 

                        

_ 
Figure 1 – Elements of Intercultural Dimension 

Source: My creation (2014).  

 

 The list of elements which compose Intercultural Competence 

was proposed by Byramet al. (2002) who suggests that three of these 

elements (attitudes, knowledge, skills) are complemented by the values 

that belong to the social identity of members of a social community and 

are constantly transformed along time by social circumstances.  

 The authors point out that intercultural attitudes (savoir être), 
refers to people’s curiosity and openness to other perspectives. No 

                                                
4
 The term acculturation is explained by Corbett (2003, p.30) as “the ability to function in 

another culture while maintaining one’s own identity”. 

Attitudes Knowledge 

Values Skills 

Intercultural 
Competence 
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value, belief or behavior is perfect and correct, because it depends on a 

specific social perspective. 

 Intercultural knowledge (saviors) is related to learning about 

the interaction among groups and how their identities function. It has 

two major components: knowledge of social processes (perception of 

products and practices) and knowledge concerning how social groups 

perceive each other.     

 Intercultural skills are concerned with the management of 

ideas and clarification of misunderstandings in communication between 

different cultures. These skills are divided into two categories: skills of 
interpreting and relating (savoir comprehension) and skills of discovery 

and interaction (savoir apprendre/faire). The authors also stress that the 

skills of interpreting and relating (savoir comprehension) are defined as 

the “ability to interpret a document or event from another culture, to 

explain it and relate it to documents or events from one’s own” (p. 13). 

And the skills of discovery and interaction (savoir apprendre/faire) are 

described as the “ability to acquire new knowledge of a culture and 

cultural practices and the ability to operate knowledge, attitudes and 

skills under the constraints of real-time communication and interaction” 

(p.13).  

 In addition to the attitudes, knowledge and skills required to 

develop intercultural competence, it is also necessary to become aware 

of people’s own values (human dignity and human rights) and of the 

others’ values, to promote democracy, the basis of social interaction. 

Thus, it is important to consider critical cultural awareness (saviors’ 

engager), considered 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).  

 These elements, which compose the intercultural competence, 

are not rapidly acquired. To develop them it is necessary that learners 

and teachers expand their socio-interactional relations and discursive 

domain in order to compare, to respect, and consequently, to analyze 

their interactions with other people and their respective cultures. Thus, 

to support this intercultural learning process, they need additional 

knowledge, attitudes, competences and skills, so that they can be active 

interpreters of cultural information. 

 

 

2.3 CULTURAL CONTENT APPROACH IN EFL TEXTBOOKS 
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With the objective of improving the language learning process, 

several studies have been carried out regarding the analysis of cultural 

content in textbooks (Byram et al., 2002; Cortazzi & Jin, 1999, and so 

on).  Authors present categories to analyze cultural content as a way to 

promote theoretical subsidies to EFL/ESL teachers: 

Cortazzi and Jin’s (1999) study propose three categories of 

cultural content in EFL textbooks: 

Textbooks based on source cultures – There are textbooks that 

bring elements belonging to the students own culture and are designed 

to be used in a local context. In regard to this, Cortazzi and Jin (1999) 

argue that:  

 
Since the materials mirror mainly their own 
culture, students have little opportunity to engage 

in intercultural negotiation with the text 
portraying another culture, and so they are unable 

to engage in a dialogue with the text to identify 

and confirm their own cultural identity, or to 
ascertain its similarities and differences with that 

of another cultural group (p. 207). 

  

 Such materials increase the students’ awareness of their specific 

culture making the learner’s engagement in intercultural negotiation 

problematic.  

The authors also suggest that intercultural gaps can be remedied 

by means of the teacher’s interaction. The teacher can indicate “which 

aspects of the source culture would be interesting and problematic for 

target language speakers” (p. 207) taking advantage of the language use 

in context. 

  

 Textbooks based on target culture – Cultural content 

presented in this kind of material reveals the exposition and enables 

discussion of information concerned with the L2’s cultural aspects. As 

Cortazzi and Jin (1999) say, “recent EFL textbooks include material 

designed to promote awareness of race, gender and environmental 

issues” (p. 208). In class, these themes can be used in order to approach 

several aspects connected to “behavior, attitudes, and the social 
knowledge that people use to interpret experience” (p. 197).  

 Considering the themes suggested it is relevant to say that 

textbooks based on target culture allow students and teacher’s 

interaction in order to make them conscious of transversal ethical 
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themes, cultural plurality and environment also proposed by PCN, 

including questions which enable learners’ social participation and the 

development of their linguistic and cultural competence to position 

themselves in society. 

 

 Textbooks aimed at international target cultures – These 

textbooks are designed for learners who do not speak English as an 

official or secondary language, but use English to promote 

communication in a foreign language (for example, Brazilian students 

learning Spanish in English). The presentation of cultural content in 

worldwide situations, such as the presentation of British history, 

Brazilian tourism, Japanese geography, etc, guides learners to recognize 

the usage of English as an international language.  

 The authors also suggest that the cultural content in English 

textbooks offers interesting cultural mirrors and that the development of 

the intercultural skills depends on the interaction between students and 

teachers mediated by the way in which the textbooks are used. The 

study of existing cultural content will depend on which procedures the 

teacher will adopt to use the textbook as a tool to promote culture 

learning in the EFL classroom.  

According to Byram et al. (2002) English textbooks can present 

themselves in a way in which the learners can perceive the material 

either as authoritative and definitive or in an intercultural and critical 

perspective. Thus, aiming at developing intercultural skills, the teacher 

may deal with intercultural aspects presenting themes and contents in 

the textbooks, thereafter encouraging students to ask further questions 

and propose comparisons. The authors state that “the key principle is to 

get learners to compare the theme in a familiar situation with examples 

from an unfamiliar context” (p. 21). Working with themes can, 

therefore, lead learners to development in an intercultural perspective. 

These authors also affirm that it is possible that textbooks may 

reinforce or modify social prejudices and stereotypes. Frequently, one 

can observe in grammatical exercises male and female subjects 

connected to gender-stereotypical activities or actions, for example: 

Maria likes shopping / Pedro likes playing football. As well as the 

presentation of stereotypes and generalizations belonging to groups: The 

Brazilian likes … / American people are… / Older people never … and 

so on.  

The textbook’s vocabulary can be explored to help learners face 

and talk about interculturality. According to Byram et al. (2002):  
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One important contribution to an intercultural 

perspective is the inclusion of vocabulary that 
helps learners talk about cultural diversity. This 

can include terms such as: human rights; equality; 
dignity; gender; bias; prejudice; stereotype; 

racism; ethnic minority; and the names of ethnic 
groups, including white groups (p. 22).  

 

Concerning the approach of culture presented in textbooks the 

authors feel that to promote an intercultural dimension students must be 

stimulated to use critical analysis of the materials’ content. To better 

understand how the cultural contents are approached in a cultural 

dimension, observe the following figure:  

 

          

 
Figure 2 – Representation of the Approach of Intercultural Dimension in 
Textbooks 

Source: My creation (2014).  

 

Considering the intercultural dimension, textbooks need to 

contain authentic texts. They must include information through verbal 

and non-verbal languages. In other words, it is expected that “audio 

recordings, written documents and visuals such as maps, photographs, 

diagram and cartoons” (p. 23) are accessible in several textual genres.  

It is important that authentic materials be presented in context 

and learners can access information about the text, such as its context 

(inclusion of information about the date that the text was produced; the 

type of publication; the place where it was produced; the intended 

Critical anaysis of 
materials 

Understanding Discussion Writing 

Use of autherntic  
materials 
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readership or audience; significant external events that influenced its 

production or may have been in the minds of readers/listeners; likely 

political, religious or cultural viewpoint), and its intention (to persuade, 

to argue, to entertain, to sell something). 

The activities must also encourage the teacher and students to 

problematize cultural content in classroom, making them understand, 

discuss and write about the statements while using the target language. 

Mediated by textbook analysis, learners can interpret people’s 

discourses, actions and the cultural bases implicit on texts and images. 

The textbook serves as a tool to guide the learners to be conscious about 

implicit values, attitudes and meanings. 

 

 

2.4 TEACHING OF ENGLISH AND CULTURE: BRAZILIAN 

CONTEXT 

  

 

 There are many studies developed in different learning contexts 

considering the Brazilian perspective about how language and culture 

function in the teaching of a foreign language. I present some of the 

ones which allowed me to develop my research about culture and 

textbooks; Moita Lopes’study (1996) about the attitudes of teachers and 

students of English in relation to the teaching of culture; Gimenez’s 

study (2001) concerning the notion of intercultural competence in the 

teaching of culture in the foreign language classroom; Sarmento’s study 

(2004) regarding teachers’ views of culture; Dias’ study (2006) about 

the presence of cultural elements in textbooks on English as a foreign 

language; Luis’ study (2012) regarding students’ perceptions about 

culture in foreign language classrooms; and Gebein’s study (2013) 

treating about teachers’ perceptions of the implementation of the 

textbook “Keep in Mind”.        

 In 1996, Moita Lopes conducted a study about the teaching of 

culture in English classes in Brazil. He affirmed that due to the 

theoretical interest by social rules of the language usage and its 

implications to the communicative process there was a growing 

concentration of studies in this field of investigation. The main focus of 

his research was the emphasis given to the foreign culture in relation to 

the attitude of teachers and students of English, in which he observed 
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“An overly positive attitude and of almost worship by English language 

culture" (p. 37)
5
.  

 In relation to the specialized literature in culture, the author 

argued that: 

 
The specialized literature on teaching of culture 
emphasizes the notion of cultural relativity or of 

the anthropological view of culture as one of the 
basic points to be followed by the teacher in the 

classroom in FLs so as not to pass to the students 
stereotyped concepts of culture that is being 

transmitted. Furthermore, the authors are 
unanimous in stating that the teaching of culture 

should be done explicitly and integrated to the 
teaching. Add some, yet, that it is impossible to 

become bilingual without becoming bicultural 
(Moita Lopes, 1996, p. 38)

6
. 

 

 However, the same author argued that there are several 

reasons why people study English in Brazil, stressing that most of the 

Brazilian students study English in order to obtain knowledge about the 

structure of the language through instructional motivation rather than 

showing interest about cultural aspects. He explained that such students 

do not have the need to be exposed to cultural aspects because they need 

English basically to read texts and to answer reading activities (usually 

recommended in the classroom). 

 The concern with the debate about becoming “bilingual” 

without becoming “bicultural” can be better understood when the author 

explained that: 

 
Não se quer negar o papel do ensino da cultura da 

língua-meta no fortalecimento da educação geral 
do aluno (observa-se que o objetivo é outro) desde 

que se resguarde a visão de relativismo cultural 

                                                
5
 “Uma atitude exageradamente positiva e de quase adoração pela cultura da língua inglesa” (p. 

37) [my translation]. 
6 “A literatura especializada sobre o ensino de cultura enfatiza a noção de relatividade cultural 

ou da visão antropológica de cultura como um dos pontos básicos a serem seguidos pelo 

professor nas aulas de LEs de modo a não passar para os alunos conceitos estereotipados da 

cultura que está sendo transmitida. Além disso, os autores são unânimes em afirmar que o 

ensino de cultura deve ser feito de maneira explícita e integrado do ensino. Acrescentam 

alguns, ainda, que é impossível se tornar bilíngue sem se tornar bicultural” (p. 38) [my 

translation]. 



35 
 

sob uma perspectiva que não fira a identidade 

cultural do aluno (Moita Lopes, 1996, p. 42)
7
.   

 

 In his discourse, Moita Lopes showed interest in reinforcing 

the importance of the student’s cultural identity. He argued that: “[...] a 

preocupação aqui deve ser como ensinar uma LE sem fomentar 

preconceitos em relação ao Brasil” (Moita Lopes, 1996, p. 41)
8
.  

 Through the data collected in 102 questionnaires, it was 

revealed that the majority of the participants (teachers of English), 

adopted a colonized attitude concerning the appreciation of the foreign 

culture. The data revealed that “the teachers showed a big interest in the 

teaching of culture”, “the students have a highly positive attitude in 

relation to the foreign culture”, and that “there is a predominant number 

of American references that illustrate the classes and the dominance of 

the American English modality of the language”. 

 Furthermore, the research reports a considerable percentage in 

relation to the preference towards communicating in English and a high 

percentage marking the preference for reading in English, reflecting “the 

imperialist cultural industry in the teachers education and his attitude in 

relation to the culture of the foreign language”. In conclusion, an 

impressionistic view of language which may raise doubts about the 

treatment that Linguistics teaching has been receiving in the curriculums 

of English teacher’s education. 

 Bearing in mind the attitudes of colonized and colonizer 

represented by the teacher of English, the analysis of the data expressed 

that it is necessary a reformulation of the contents of the Letras Course, 

as well as a reformulation of the attention given to objectives of the 

courses of English in Brazil concerning the view of teaching and culture 

in teacher’s education.    

 The study by Gimenez (2001) discussed the notion of 

intercultural competence in the teaching of culture in the foreign 

language classroom which will differentiate its concept and 

characteristics from the traditional teaching of culture considering the 

Brazilian context. 

                                                
7
 “Is not to deny the role of the teaching of the target language culture in strengthening of the 

general education student (it is noticed that the goal is another) since that safeguard the vision 

of cultural relativism from a perspective that does not hurt the cultural identity of student” (p. 

42) [my translation]. 
8
 “[…] the concern here should be how to teach a FL without to foster prejudices about Brazil” 

(p. 41) [my translation]. 
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 The author pointed out the importance of the official 

orientations for Education in Brazil: the National Curricular Parameters 

(1998b) designed for 5
th

 through 8
th

 grades. Two parameters provided 

by the author related to teaching objectives brought in to discussion talk 

about a) living a communication experience by the use of a foreign 

language, referring to new ways to express and see the world, reflecting 

the customs or manners of interaction and the views of one’s world, 

enabling a broader understanding of the plural world and one’s role as 

citizen of one’s country and of the world;
9
 and, b) to recognize that the 

learning of one or more languages enables the human to access cultural 

goods built in other parts of the world (p. 66-67)
10

. 

 The importance given to the cultural values and the notion of 

citizenship refers to important aspects of the critical education required 

to our Brazilian students and the intercultural approach of foreign 

language teaching. 

 In order to understand the notion of culture expressed in the 

teaching of English, the author brought three different views of 

approach; “traditional approach”, “culture as social practice” and 

“intercultural approach”.  

 The traditional approach considers the student as someone who 

understands the other culture, to have good use of the language, and, at 

the same time, to act similarly to the other’s perspective. 

 According to the author, the approach of culture as social 
practice: 

 
Advances in the sense of generating 
understanding of the relativity of senses imbued in 

cultural practices. Culture is seen as a way 

collective acting through language [...] cultural 
competence is understood as the knowledge about 

what a particular cultural group and understanding 
of cultural values on certain ways of acting or 

certain beliefs. Instead of just one looking at the 
other, the learner looks at himself too, but remains 

with the idea that to communicate adequately in 

                                                
9 “Vivenciar uma experiência de comunicação humana, pelo uso de uma língua estrangeira, no 

que se refere a novas maneiras de se expressar e de ver o mundo, refletindo sobre os costumes 

ou maneiras de agir e interagir e as visões de seu próprio mundo, possibilitando maior 

entendimento de um mundo plural e de seu próprio papel como cidadão de seu país e do 

mundo.” (p. 66-67) [my translation]. 
10

 “Reconhecer que o aprendizado de uma ou mais línguas lhe possibilita o acesso a bens 

culturais da humanidade construídos em outras partes do mundo” (p. 66-67) [my translation]. 
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the foreign language, should look the world like 

foreign
11

. 

 

 In the third approach, Intercultural, the author espoused 

Kramsh’s (1993) ideas about the teaching of foreign language stating 

that it is necessary; to establish an intercultural sphere between the 

native culture and the target culture; to substitute the presentation of 

cultural facts and behaviors by interpersonal teaching (recognizing the 

process in which the learner sees himself as foreign); to deal with the 

teaching of culture as differences (considering that in each culture there 

are a variety of features related to age, genre, regional origin, ethnic 

background, and social class) and to encourage teachers to read beyond 

the traditional literature, i.e. to read studies carried out by social 

scientists, ethnographers, etc, about their own language and culture as 

well as the target language and culture.      

 With that in mind, it was necessary to follow the four stages 

proposed by Kramsh (1993) in Gimezes (2001); i) To reconstruct the 

production and reception context of text inside the foreign culture (C2 

and perceptions of C2); ii) to construct with the students their own 

reception context (to find an equivalent phenomena in the C1 to 

construct a phenomena in the C1 taking into account their cultural 

background); iii) to examine the way C1 and C2 perceptions in part 

determine the perceptions of a foreign culture iv) to prepare the sphere 

for a dialogue that may lead to change.  

 These stages indicate how to deal with the teaching of culture - 

bearing in mind the development of these learning objectives: learning 

about culture, comparison between C1 and C2 and the meaning of 

culture exploitation. In order to obtain such objectives, Gimenez (2001) 

argues that the needs of teaching culture must be taken into 

consideration as early as the first learning level and that adequate 

pedagogical material must be adopted in classrooms. Obviously, the 

question of culture must be included in the teachers’ education courses.      

 Sarmento (2004) carried out a study through the observation of 

English as Foreign Language (EFL) classes and interviewed seven 

                                                
11 “Avança no sentido de gerar compreensão da relatividade dos sentidos imbuídos nas práticas 

culturais. A cultura é vista como um modo de agir coletivo através da linguagem [...] a 

competência cultural é entendida como o conhecimento sobre o que um determinado grupo 

cultural e entendimento dos valores culturais sobre determinadas formas de agir ou sobre certas 

crenças. Ao invés de um só olhar o outro, o aprendiz se olha também, mas permanece com a 

ideia de que para comunicar-se adequadamente na língua estrangeira, deve olhar o mundo 

como o estrangeiro” (p. 41) [my translation]. 
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teachers from a private language school. She obtained data concerning 

different kinds of cultural aspects – different views of culture –, which 

enabled the author to elicit four categories of cultural occurrences. 

 The first category, “Culture as behavior/customs”, states the 

view that culture is centered in the exposition of information about 

habits, daily routines and behaviors of people of certain countries. The 

second category, “Culture as information”, reports a view of culture in 

which the focus is the exposition of information about literature, art, 

music, holidays, and so on. The third category, “Culture as language”, 

reports a view of culture aiming at the exposition of information 

concerning language structure, its use and its particularities in 

communicative context. The last category, “Culture as history”, reports 

a view of culture related to information regarding the national history of 

a certain people.  

 The author, in analyzing the classrooms’ videotapes, reports 

only visible cultural aspects and that what they were being taught was 

encouraging, but that there was the exposition of stereotypes in certain 

aspects. Sarmento (2004) affirms that: “the teaching of the English 

language without a critical mentality education may collaborate to the 

maintenance of inequalities among countries and social groups” (p. 

241)
12

. 

 Taking into account the presentation of some information about 

culture, the author concluded that it was not possible to develop the 

student’s Intercultural Communicative Competence during the English 

classes because at many times the transmission of this cultural 

information was presented without an appropriate context, or without 

considering the language use in order to promote social interaction.  

 Dias (2006) analyzed the presence of cultural elements in 

three textbooks on English as a foreign language, designed for Brazilian 

students living in Brazil: Interlink 1 (Chaves, Stranks & Sili. Learning 

Factory Ltds, 2005), Interlink 3 (Chaves, Lewis-Jones. Learning Factory 

Ltds, 2005) and Interlink 6 (Stranks, Lewis-Jones &Sili. Learning 

Factory Ltds, 2002). 

 His methodological approach adopted the list of cultural 

elements composed by Byram (1993) and edited by Moura (2005) to 

analyze the data quantitatively (grouping the instances of activities 

which contained cultural aspects) and qualitatively (commenting each 

                                                
12

 “o ensino de inglês sem a formação de uma mentalidade crítica pode colaborar para a 

manutenção das desigualdades entre países e entre grupos sociais” (p. 214) [my translation]. 
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instance, suggesting alterations, including or excluding some cultural 

element presented) (p.15).  

 According to the author, the main aim of the investigation was 

to reflect upon the most relevant cultural aspects grounded in current 

discussion on culture in EFL textbooks. However, he emphasized that: 

 
[...] Somente a presença de elementos culturais em 

livros didáticos não garante que a cultura da 
língua estudada será transmitida de modo 

satisfatório. Existe uma complexa rede de 
variáveis que podem definir a forma como a 

informação será internalizada pelos alunos. Além 
de tudo, não basta que o material didático 

escolhido apresente informações relevantes e 
pertinentes sobre a cultura. Especialmente tendo 

em vista o contexto globalizado em que vivemos 
atualmente, os materiais didáticos devem se 

preocupar em apresentar a informação por meio 
de uma abordagem em que as culturas não são 

vistas como distintas mas como coexistentes e por 
vezes complementares (p.43)

13
. 

 

 According to the author, both local and foreign cultural 

elements were identified in the three textbooks analysed. The items of 

cultural aspects proposed in Byram’s list were defined in Dias’ research 

as “filters”. Concerning the analysis, He declared that: 

 
[...] os livros apresentam muitas atividades que 
ensejam debates e discussões relevantes sobre a 

cultura. Praticamente quase todos os filtros 
aplicados nos livros registram atividades a eles 

relacionadas. Entretanto percebemos que alguns 
filtros não encontraram atividades que fizessem 

referências a outros temas: minorias étnicas, 
crenças religiosas, justiça, ordem, e trânsito. 

Outros temas que apresentaram baixa incidência 

                                                
13 “[...] Only the presence of cultural elements in textbooks does not guarantee that the culture 

of the target language will be satisfactorily transmitted. There is a complex net of variables that 

can define how the information will be internalized by students. After all, that is not enough 

that the textbooks chosen to present relevant and pertinent information about the culture. 

Especially bearing in view the globalized context in which we live nowadays, the textbooks 

should worry about presenting information by mean an approach in which the cultures are not 

seen as separate but as coexisting and sometimes complementary” (p. 43) [my translation]. 
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de registros foram: eventos históricos, 

manifestações populares, clima e folclore. Dentre 
os temais mais frequentes podemos destacar: as 

interações em geral, instituições privadas, 
localidades e expressões artísticas (p. 43)

14
. 

 

 In a general way, the three textbooks analyzed were judged as 

appropriate in terms of quantity and manner of presentation of its 

cultural elements presented and were also considered able to enrich the 

debate about culture in classroom. 

 Also, Luis’ (2012) study investigated students’ perceptions 

about culture in foreign language classrooms. Based mainly on Byram 

(1989), Hall (1997) and Kramsh (1998), the author discussed how 

language and culture are related in the communication process and the 

role of culture inside foreign language classrooms. The research was 

carried out by English undergraduate students’ representations about 

culture and culture learning in their English classes at Universidade 

Federal de Santa Catarina (UFSC).   

 The participants answered an open-ended questionnaire, private 

semi-structured interviews and email correspondences. Through the 

thematic analysis method of investigation, the data were gathered and it 

demonstrated that students represented culture in four ways:  

 

 Cultural products and achievements – Related to the “study of 

countries, as is done in History and the great accomplishments 

of the target community”. This view of culture expresses 

information about: “Art(s), Music, History, Cinema, Literature, 

Theater, dances, books, Culinary, expression, parties, games, 

leisure, Clothing, folklore, Poetry, soap opera, among others” 

(p. 60).   

 

 Behavior and customs – This view of culture is related to 

students’ semantic choices that characterized ‘a way of life’ 

(Stern, 1992) of a community: “customs, tradition, religion, 

                                                
14 “[...] the books present many activities that lead relevant debates and discussions on culture. 

Nearly all the filters applied in the books record activities related to them. However we realize 

that some filters did not find activities that make references to other themes: ethnic minorities, 

religious beliefs, justice, order, and traffic. Other themes that presented low incidence of 

records were: historical events, popular manifestations, climate and folklore. Among the most 

frequent themes we can highlight: interactions in general, private institutions, localities and 

artistic expressions” (p. 43) [my translation]. 
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habits, behavior, way of living, peoples, places, food, lifestyle, 

countries, groups, generation, family, community, origins, 

accents, heritage, among others” (p. 60).  

 

 Knowledge – Relates to two perspectives on culture. The first 

view includes words about “general knowledge, wisdom, 

learning, and means of learning”. The other view associates 

knowledge to the formal instruction and includes words as 

“erudite knowledge, Education, reading, instruction, research, 

University, teaching, Science, good manners, informed, 

evolution, improvement, etc.” According to the author, this 

second view of culture as knowledge “can be a perverse one in 

that is allows only some people to belong to the “prestigious” 

culture, while excluding others” (p. 61).       

 

 Sociocultural practices that identify individuals – Relates to a 

view that involves culture and language, as well as a critical 

view of relations involving politics and power. The students 

used words such as: language, identity, power, diversity, 

differences, ideas, society, values, ways of seeing, ideology, 

belief, power, complex, politics, tolerance, subjectivity, 

experience, interaction, globalization, detachment, construction, 

influences, thought, respect, prejudice, reflection, attitude, 

between many others.      

 According to Luis (2012), the students’ perceptions about the 

relation between language and culture revealed that culture learning is 

associated to learning contents about the target language countries, 

while others viewed it as learning how to use language in different 

situations.   

 The investigation revealed two pedagogical implications: the 

first regards the construction of the meanings of culture that allow 

students to see culture in its fluid and changeable nature, and the second 

regards the importance of making the students aware of the social 

construction of meanings, in order to identify the relation between 

language and culture. 

 Most recently, Gibein (2013) developed her research about 

teachers’ perceptions of the implementation of the textbook “Keep in 

Mind”, focusing on general and cultural aspects. The 24 participants, 

English teachers from Blumenau, participated in interviews and 
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answered questionnaires in order to reveal different aspects concerning 

the teaching of English and culture.  

 The author investigated what English teachers think about the 

cultural aspects in the textbook Keep in Mind, as well as the conception 

of culture that each teacher has about it. To do this, she took into 

consideration the educational guidelines proposed by PNLD (the 

document which regulates textbook approval) and the PCN (the official 

document which guides the teaching of languages in Brazil), in order to 

identify the cultural aspects involved and connected in both. In addition, 

it was suggested the adoption of the intercultural practice during the 

English teaching/learning process. 

 She argued that it is possible to achieve an intercultural 

approach inside the classroom considering that:  

 
[…] the possibility of an effective learning is 
based in an intercultural relation of not only the 

language and culture, but with what the student 
know about the world that he/she does not see, so 

it is the English teacher who provide this 
knowledge always taking into consideration 

his/her own life reality (Gibein, p. 50). 

 

 The data obtained in the analysis also revealed that most part 

of the English teachers defined culture as practices, and forty per cent of 

the interviewed demonstrated that they teach interculturally. In relation 

to their initial perceptions (based on their experience in 2011) about the 

use of textbooks in English classes for the first time, it was noticed that: 

 
[…] learning does not depend exclusively from 

the textbook collection; they need to complement 
their classes with other materials due to the fact 

that these teachers had worked without this tool 
from a long time. They also emphasized that it is 

possible working without them and that textbooks 
are not a synonym of learning – they are just 

another tool (Gibein, p. 85).  

 

 The final research question was about the use of the textbook 

Keep in Mind, and revealed the teachers’ awareness of the cultural 

aspects of the book. Only 10 participants explained the presence of 

cultural aspects inside the collection. They emphasized that “… there 

are curiosities, hints, general information (overt culture), but there is a 
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lot to be improved, or these aspects are not related or explored 

interculturally”. To conclude, the author suggested the implementation 

of the intercultural practice during the teaching and learning of English. 

 

 

2.5 PCN PERSPECTIVE CONCERNING THE TEACHING OF 

FOREIGN LANGUAGE (ENGLISH) AND CULTURE 

 

 
The PCN (National Curricular Parameters) are the standards of 

educational quality launched by the Brazilian Federal Government in 

1998.  These guidelines refer to the structure and organization of 

curricula in all the country; they are mandatory for public schools and 

optional for private institutions. This means that the main objective is to 

establish the foundations to guide formal education and the relation 

between school and society.   

The school subjects (Portuguese, Mathematics, Natural Science, 

History, Geography, Arts, Physical Education and Foreign Language) 

from the 5
th

 through the 8
th

 grades compose the guidelines, as well as 

recommendations about other issues of transversal themes (ethic, 

environment, heath, cultural plurality and sexual orientation) guide the 

teaching practice according to each subject, school organization, and 

applications of contents in accordance of the local reality, taking into 

account the several regional and cultural differences around the country. 

The Introductory volume of PCN (Brasil, 1998a) points out the 

importance of valuing both local cultures and the global heritage. As can 

be observed in its content, the school role is to enable the teaching of 

social and cultural contents in a critical and constructive manner. The 

teaching objectives need to involve social aspects related to historical 

moments, leading the students to development and understanding of 

contents and to reflection about their rights and duties (p.44). It is 

argued that: 

 
É fundamental que a escola assuma a valorização 

da cultura de seu próprio grupo e, ao mesmo 
tempo, busque ultrapassar seus limites, 

propiciando às crianças e aos jovens pertencentes 
aos diferentes grupos sociais o acesso ao saber, 

tanto no que diz respeito aos conhecimentos 

socialmente relevantes da cultura brasileira no 
âmbito nacional e regional como no que faz parte 
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do patrimônio universal da humanidade (Brasil, 

1998a, p. 44)
15

. 

 

The statements about the role of the Foreign Language reveal 

that the students’ learning must be guided by discursive engagement in 

the social world and the cultural knowledge must be a part of the 

students’ education process. It is also commented that the transversal 

themes can support foreign language learning, once they provide the 

understanding of human experiences. Linguistic pluralism must be 

worked by means of aspects that reveal “a história dos alunos, a 

comunidade e a cultura local como critérios para guiar a inclusão de 

uma língua estrangeira no currículo
16

” (Brasil, 1998a, p. 63). 

While reading this document, it is possible to observe that there 

is a concern with the development of construction of the students’ 

identities, which are negotiated and socio-cultural, locally and globally 

constructed. Questions such as: “Who am I?”; “Who recognizes me?”; 

“From whom do I differ?” presented in the text reflect that the 

individuals’ identities are built in a learning process, which implies 

maturation of capacity to integrate the past, present and future and to 

deal with the integration of auto image (p.108). Still in Brasil (1998a) it 

is clear that: 

 
A escola não pode perder de vista que 

particularmente os adolescentes e jovens dos 
setores populares vêm sendo socializados no 

interior de uma cultura da violência, marcada por 

discriminação e estereótipos socialmente 
construídos, que tende a produzir uma identidade 

inferiorizada. Essa cultura está presente nas mais 
diferentes instâncias, inclusive na escola, e 

impede o desenvolvimento pleno de cada um (p. 
109)

17
. 

                                                
15

 “It is essential that the school takes the value of culture of their own group and at the same 

time, seek to overcome its limitations, giving children and young people belonging to different 

social access to knowledge, both in respect of socially relevant knowledge of Brazilian culture 

at the national and regional and as in part of the global heritage of humanity” (p. 44) [my 

translation]. 
16

 “The history of students, the community and local culture as criteria to guide the inclusion of 

a foreign language in the curricula” (p. 63) [my translation]. 
17

 “The school cannot lost of view that particularly the teenagers and youth of the popular 

sectors have been socialized in the inner of a culture of violence, marked by discrimination and 

stereotypes socially constructed, that propitiates to produce a inferiority identity. This culture is 
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The construction of individual and group identities allows some 

questions concerning the perspectives about life’s choices, future 

prospects and the development in social life, such as a) “Who am I?”; b) 

“Where do I go?”; c) “To which place do I belong?”. To answer these 

questions, it is necessary that the youth acquire values and attitudes 

alongside the knowledge acquired at school. It is required that the skills 

acquired boost the search by means of understanding self-knowledge, 

understanding local social conditions and elaborating life projects.    

 The Introduction to PCN book also indicates the insertion of the 

youth in the cultural universe is marked by the relations between 

cultural goods (language, religion, traditions, knowledge and so on) and 

cultural production (music, dance, drama, graffiti, visual styles, etc)
18

, 

and is affected by the industry, commerce and media which produce 

specific products and youth icons adequate for this public.  

 This cultural universe treats the youth as possessors of freedom 

and autonomy, enabling them to recognize themselves as universal 

consumers, mainly in their time of leisure and fun. These relations 

between Youth Cultural Universe and its implications proposed by PCN 

(Brasil, 1998a) can be observed through the organization provided in the 

following figure: 

 

       
Figure 3 – Representation of the Structure of Youth Cultural Universe 

Source: My creation (2014).  

 

Thus, the perspective adopted in the Introduction to PCN 

(Brasil, 1998a) book referring to the construction of a youth cultural 

                                                                                                    
present in different ambits, even at school, and to block the total development of each one” (p. 

44) [my translation]. 
18

 The concepts of “cultural goods” and “cultural production” are supported by PCN (p. 116). 

Youth Cultural Universe 

Freedom and Autonomy 

 Leisure time and Consumptiom  

Cultural 
goods 

Cultural 
production 
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universe affirms that, in different countries around the world, this 

culture is shared by youth from several social groups (p. 117). 

 According to Brasil (1998b), L1 and L2 affiliation can promote 

interculturality in the learning process since it is possible:  

- Aumentar o conhecimento sobre linguagem que o aluno 

construiu sobre sua língua materna por meio de comparações 

com a língua estrangeira em vários níveis; 

- Possibilitar que o aluno, ao se envolver nos processos de 

construir significados nessa língua, se constitua em um ser 

discursivo no uso de uma língua estrangeira (Brasil, 1998b, p. 

28-29)
19

. 

 It is emphasized that the intercultural relations that permeates 

the discourse are constituted in social context and marked by social 

identities
20

, thus, the user of the language has a new perception of the 

nature of the language, manifesting values, beliefs and linguistic 

abilities. 

 

 

2.6 SUMMARY OF THE CHAPTER  

 

 

 In this chapter, I presented some relevant literature on English 

language teaching and culture and the relation between Intercultural 

Dimension and English language teaching; the approach of Cultural 

Content in EFL Textbooks was also discussed. In addition, my intention 

was to provide information concerning studies involving English 

teaching, culture, the intercultural approach in Brazilian context, and the 

PNLD guidelines regarding cultural aspects for EFL textbooks. The 

following chapter presents the methodological procedures adopted in 

this research.  

 

 

 

                                                
19

 “To increase the knowledge about language that the student constructed on his mother 

tongue, by means of comparisons with the foreign language in multiple levels. To enable the 

student engage in the processes of construct meaning in the mother tongue, forming him as a 

discursive being on the use of foreign language” (p. 28-29) [my translation]. 
20

 The PCN point out people’s marks which define their social identity as “poor, rich, women, 

men, black, white, gays, heterosexuals, old, youths, handicappers, speakers of stigmatized 

varieties or not, speakers of languages of social prestige or not, etc, are inherent in determining 

how people can act in speech or others can act in relation to them in various oral or written 

interactions in which they participate” (p. 27).      
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3 METHOD 

 

 
3.1 INITIAL REMARKS 

 

 

 The purpose of this chapter is to explain how this study was 

conducted and the method applied in the research process. To do so, I 

will return to my research objectives and my research questions. Next, I 

will provide some theoretical information concerning the Thematic 

Analysis method used in this study. Then I will present my data 

collection instrument, the textbook Keep in Mind, designed by sixth 

grade students and used in public schools in Brazil. Finally, I will 

present information concerning the data analysis procedures and I will 

present a brief summary of this chapter.    

 

 
3.2 THE STUDY 

 

 

My research intention is to analyze the Brazilian textbook 

provided by PNLD to 6
th 

grade students of public schools: “Keep in 
Mind”, written by Elizabeth Young Chin and Maria Lúcia Fernandes 

Abreu Zaorob (Scipione), in order to investigate the presence of 

intercultural aspects and activities in this textbook and if they are (or 

not) problematized, which view of culture is more evident (source and 

target cultures) and how these aspects can promote the students’ 

intercultural awareness. 

As a means to reach these objectives, I proposed the following 

research questions:  

1) Considering the instructional materials as constituent part 

of the learning process of a foreign language, is it possible 

to notice intercultural aspects contained in the 6
th 

grade 

textbook provided by the PNLD Keep in Mind? 

2) Which culture is more present (the one from L1 or L2)?   

3) Does the English textbook Keep in Mind contribute to the 

student’s intercultural awareness? 

 The research method used was a qualitative method of 

investigation, the Thematic Analysis, in which the data gathered from 

textbooks were categorized, described and interpreted. The thematic 

categories adopted were proposed from the use of criteria for textbook 
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evaluation with the focus on cultural contents as proposed by Byram 

(1993) and cited in Cortazzi and Jin (1999). During the analysis two 

new categories emerged from the data and they will be presented in this 

chapter.  

 

 

3.3 THEMATIC ANALYSIS 

 

 
 The Thematic Analysis method has its origin in several 

approaches of analysis and texts comparison. The basis of the qualitative 

thematic analysis is derived from the theoretical basis of Grounded 

Theory (Corbin & Strauss, 2008), Phenomenology (Guest, 2002), and 

commonly accepted theories of communication.  

This method cannot be reduced to a single technique of data 

collection because a variety of techniques can be employed in order to 

generate data. TA can vary the mechanisms used to collect data (i.e. 

books, questionnaires, interviews, documents), depending on the 

subject’s reaction to the objective and subjective expressions of a text. 

Thematic Analysis connects semantic structures (significance) 

with sociologic structures (meaning) of statements and articulates the 

text’s surface with the features which determinate its characteristics 

(psychosocial variables, cultural context and message production 

process) (Minayo, 2000).  

Guest, et al. (2012) express that “Thematic Analysis moves 

beyond counting and explicating words or phrases and focuses on 

identifying and describing both implicit and explicit ideas within the 

data, that is, themes.” Such themes herein mentioned are from the 

cultural content categories proposed by Byram (1993) including the two 

new categories which emerged from the data during the analysis 

process. All categories used will be explored in the next sections.    

 
 

3.4 KEEP IN MIND TEXTBOOK 

 

 
 The English textbook collection Keep in Mind was written by 

Elizabeth Young Chin and Maria Lúcia Fernandes Abreu Zaorob and 

published by Scipione (2010). It was approved by PNLD in 2011 and is 

comprised of four textbooks – each of which is developed for the 

corresponding grade of primary teaching in Brazil. 
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The choice to analyze the sixth grade textbook of the Keep in 

Mind (2010) collection was made because that is usually the first one 

used by students of public schools. Consequently, it is the textbook used 

at the initial moment of the development of linguistic and intercultural 

competences. 

 According to the Didactic Textbook Guide of PNLD 2011 of 

Foreign Modern Languages (2010), this collection is organized into 

themes. The textbook selected for the 6
th 

grade presents sixteen units and 

an additional section which contains ludic activities. Diversified 

exercises are offered according to the thematic units. 

 

 
Figure 4 – Information of Didactic Textbook Guide of PNLD 2011 of Foreign 

Modern Languages (2010) concerning the textbook Keep in Mind (p. 37). 
Source: My creation (2014).  

 

 In order to explain the organization of the first textbook of the 

collection, the Guide of PNLD 2011 of Foreign Modern Languages 

(2010, p. 38) arranges the contents into units. See Table 1 below:    

 
 

Keep in Mind textbook (6
th 

grade) - Organization of contents  

 

Themes and vocabulary 

 

 

 

 

 
 

 

 

 

 

Greetings; identity; personal 

relationships; family; alphabet, sports; 

countries; nationalities; personal 

objects; colors; ages; jobs; routine; 

recycling; subjects and school objects; 

classroom; clothing; parties; months of 
year; days of week; ordinal numbers; 

awareness of the others; cultural 

diversity; ethics; health. 
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Writing Comprehension 

 

 

 

 

 

 

 

Writing Production 

 

 

 

 

Oral comprehension 

 

 

 

 

Oral production 

 

 

 

 

Grammar 

Presentation; informal letter; emoticons; 

enigmatic letter; fact file; e-mail; strip; 

dictionary; scrap; electronic poll and 

form; labels; cartoon; graphic; map; 

announcement; poster;  shop window; 

calendar; birthday card; event 

announcement; invitation; tale. 

 

Informal letter; enigmatic letter; e-mail; 

hangman game; newsletter; labels; 

registration form; word map; invitation; 

poster; birthday card. 

 

Presentation; greetings; interview; 

dialogue; survey; make, accept and 

refuse suggestions; loan application/ 

listing. 

 

Presentation; interview; radio ad; 

vocabulary game; informal dialogue; 

survey; make, accept and refuse 

suggestions; locating object’s places. 

 

To be; yes/no questions and “wh-”; 

personal pronouns; possessives and 

demonstratives; genitive; prepositions of 

place and time. 

 

Table 1 – Organization of contents into units in the textbook Keep in Mind 

(2010). 
Source: Guide of PNLD 2011 of Foreign Modern Languages (2010). 

 

 In Themes and vocabulary, the authors reported that they 

consulted the book Waystage 90 (written by J.A. van Ek & J.L.M. Trim 

and published in 1999). It is important to point out that working with 

themes as identity, awareness of the other and cultural diversity may 

enable the implementation of intercultural activities and debates in 

classroom.  

 In Writing Comprehension, the selection of textual genres by 

the authors corresponds to textual elements belonging to the ludic 



51 
 

universe. Some genres - cartoons, strip, enigmatic letter and others - are 

considered funny by students.      

 The selection of the elements which compose the section 

Writing Production are connected to the elements presented in the 

section Writing Comprehension. The authors used writing activities 

which represent some characteristics belonging to the universe of a 

student.  Textual genre such as e-mail, hangman game, and birthday 

card were chosen. 

 The elements which correspond to the sections Oral 
Comprehension and Oral Production are related to the learning of 

communicative functions (e.g. greetings, accepting and refusing 

suggestions). It is possible to conclude that the authors’ view of 

language is based on promotion of language learning in a 

communicative context.  

 The Grammar section is made up of basic English language 

structures. The units present the use of such structures (e.g. the verb “to 

be”, prepositions of place and time and so on) as complements to the 

study of texts.  

 It is important to note that after every two units presented, the 

authors provide a review. Working with a literary reading, such as a 

short tale, is suggested. There is an appendix which includes extra 

thematic units, a glossary, summaries of grammatical content and a 

list of CD tracks.  

 

 

3.5 DATA ANALYSIS PROCEDURES 

 

 

Considering TA as a qualitative method of investigation, the 

data arising from the textbook Keep in Mind were categorized, described 

and interpreted. In this study, the thematic categories proposed by 

Byram (1993 cited in Cortazzi and Jin, 1999, p. 202) - which focus on 

cultural content aiming at identifying the cultural aspects presented in 

the books - were adopted as the framework for data analysis.  

This study is composed by two parts. In the first part I will 

present the analysis of the first two units of the textbook, describing its 

themes, characters, contexts and some specific sections which compose 

each  unit (Language Corner, Food for thought, Cool) and I will also 

report the categories proposed by Byram (1999), used to identify 

cultural aspects. In the second part, I will start to analyze the cultural 

contents included in the other units of textbook Keep in Mind. 
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The categories of cultural content proposed by Bryam (1993) 

and adopted in this study are: 

 Social identity and social groups (social class, regional identity, 

ethnic minorities); 

 Social interaction (differing levels of formality, outsider vs. 

insider); 

 Belief and behavior (moral, religious beliefs, daily routines); 

 Social and political institutions (state institutions, health care, 

law and order, social security, local government); 

 Socialization and life cycle (families, schools, employment, 

rites of passage); 

 National history (historical and contemporary events seen as 

markers of national identity); 

 National geography (geography factors seen as being 

significant by members); 

 Stereotypes and national identity (what is “typical”, symbols 

and national stereotypes). 

 

 This last category of analysis proposes to join what is 

characterized as “typical” - the aim is to identify elements related to 

national symbols and what is culturally constructed as a stereotype. 

 During the analysis process, Byram’s categories were not 

enough to categorize the information that emerged from data, therefore, 

it was necessary to create two new categories of cultural content. These 

categories are explained as follows: 

 

 Relations and contrasts between languages and cultures:  This 

category of analysis was necessary in order to include the 

elements which enable students’ intercultural and linguistic 

development.  
 Youth culture: This category of analysis was created bearing in 

mind the necessity of grouping cultural aspects which represent 

elements belonging to youth culture.  

 

After the categorization of the cultural elements and the 

description of each element in the analysis, the research questions will 

be answered from the interpretation of the data presented.  

 

 

3.6 SUMMARY OF THE CHAPTER 
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 In this chapter I described the way as this study was conducted, 

taking into consideration the methodological procedures used to collect 

and analyze the data and the object of the analysis. Firstly, I returned to 

the research objectives and the research questions. Then, I provided 

some theoretical information concerning the Thematic Analysis method. 

I presented the textbook Keep in Mind used in this context of 

investigation and the procedures used for gathering the data. In the 

following chapter, I will present the analysis and discussion of data. 
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4 DATA ANALYSIS AND DISCUSSION 

 

 

4.1 INITIAL REMARKS 

 

 

The objective of this chapter is to present and discuss the results 

of data analysis in order to answer the questions that guided this 

research. In this analysis, the thematic categories proposed by Byram 

(1993 as cited in Cortazzi and Jin, 1999, p. 202) and the subsequent 

categories which emerged from the data, which focus is cultural content, 

served to obtain and systematize the data required. 

In the first part of this chapter I will present the analysis of the 

two first units of the textbook, describing their themes, characteristics, 

contexts and some specific sections which compose each unit. After 

that, I report the categories proposed by Byram (1999) and the 

categories quoted in chapter 3, which emerged from data (Relations and 

Contrasts between Languages and cultures and Youth universe) used to 

identify cultural aspects in the two first units. Then, I start the second 

part of the analysis, in which I analyze the cultural contents included in 

the other units of the textbook Keep in Mind, and I conclude this chapter 

commenting the data analysis. 

 

 

4.2 DATA ANALYSIS THROUGH THE PRESENTATION OF 

CULTURAL ASPECTS IN KEEP IN MIND TEXTBOOK: UNITS 1 

AND 2 

 

 

 In order to answer the research questions, the analysis of the 

two first textbook units were carried out based on the categories 

proposed by Byram (1999) and the categories Relations and contrasts 
between languages and cultures and Youth universe, which emerged 

from the data during the analysis process, used to identify the cultural 

aspects.    

 As follows, I present the data analysis of cultural aspects of 

Unit 1: Hi, I’m Pedro, and then, I present the data analysis of cultural 

aspects of Unit 2: Are you Carlos Souza? 

 

 

Analysis of cultural aspects of Unit 1 – Hi, I’m Pedro (p. 11-18). 
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 The authors structured Unit 1 in thirteen sections. The first one 

is the introductory section Get in the Mood, which brings a short text 

presenting the character Glen (Glen’s homepage), followed by a 

dialogue Act 1, and two vocabulary sections Act 2 and Act 3.  Two 

grammar sections are also provided, Act 4 and Act 5 and one section for 

each communicative ability: Act 6 is a listening section; Act 7 is a 

speaking section; Act 8 is a reading section and Act 9 is a writing 

section.  

 The authors also included the following sections: Food for 
thought (a box which contains questions regard the unit’s theme. Its 

purpose is to stimulate the debate about the issue “privacy”, treated in 

the unit); the Language Corner section (a box which approaches 

linguistc and sociocultural contents, brings questions regarding the use 

of the treatment pronouns for teachers in English and Portuguese) and 

Cool! (a box which brings a short information related to the unit theme). 

Finally, the unit finishes with the section Project (a box with a 

proposition of an extra class activity related to the unit content: the 

creation of a homepage in English). 

      The learning focus of this unit is to instruct the students towards 

introducing themselves and other people at school; in addition the 

authors also illustrate the internet as a tool able to promote 

communication, used to introduce the characters’ colleagues, teacher 

and families, raising a debate concerning the exposition of personal 

information and the people’s privacy through the internet.  

 Considering that in this textbook, most dialogues between the 

characters are at school, unit 1 marks the beginning of the school year in 

Brazil, a moment in which the students are meeting their new colleagues 

and teachers. The school reported appears to be a typical public school 

where the textbook characters are illustrated predominantly as people 

belonging to the same social class, and students, representing a 

homogeneous community. The kids presented in the textbook in general 

belong to the same age group and they have different physical features 

(see figure below): there are white, black, blond, brunette, tall, short, 

and also a Japanese descendent student (a girl called Keyra). The 

authors do not try to promote awareness of issues such as race, genre or 

social groups. 

 It is possible to argue that distinctions between social groups or 

social classes are not present. The groups represented include: family, 

friends, classmates, teachers, show interpersonal relationships of similar 

groups of people. The representation of the characters correspond to a 
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homogeneous image of community without the presence of stereotypes 

or conflicts of social classes in the activities and text proposed. 

 

 
Figure 5 – Textbook Keep in Mind (p. 11) 

Source:  Chin, E. & Zaorob, M. (2010). 

 

 The box section “Food for thought” brings some themes to be 

thought about and discussed related to moral issues. Considering the 
section questions, the teacher may link the content unit of the textbook 

and the student’s lifestyle and go deeper in the debates involving aspects 

regarding behavior and making the students draw attention to such 

questions.  
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 In the “Language Corner” section, some linguistic aspects are 

brought to discussion, such as: linguistic comparisons (the usage of 

communicative function of suggestions and invitations in English and 

Portuguese), phonetics (the correct pronunciation of words in English), 

grammatical rules (identification of genitive case and possessive form), 

and so on. In unit 1, the use of formal and informal language is reported, 

drawing student‘s attention to the use of titles in introducing adult 

people. 

 

 
Figure 6 – Textbook Keep in Mind (p. 13) 

Source:  Chin, E. & Zaorob, M. (2010). 
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 Both sections can help learners realize that it is necessary to 

understand that the languages have their particularities and the 

promotion of communication is dependent on a learning context. It is 

important to argue that the information reported may help students to 

obtain linguistic and cultural knowledge and a broader perception of the 

language’s usage, as it is possible to perform a mediation between the 

teacher, the student and the textbook.  

In the previous paragraphs, I presented part of the analysis of 

Unit 1, describing its themes, characters, contexts and some specific 

sections which compose this unit. As follows, I report the categories 

proposed by Byram (1999): Social identity and social groups (social 

class, regional identity, ethnic minorities); Social interaction (differing 

levels of formality, outsider vs. insider); Belief and behavior (moral, 

religious beliefs, daily routines); Social and political institutions (state 

institutions, health care, law and order, social security, local 

government); Socialization and life cycle (families, schools, 

employment, rites of passage); National history (historical and 

contemporary events seen as markers of national identity); National 

geography (geography factors seen as being significant by members); 

Stereotypes and national identity (what is “typical”, symbols and 

national stereotypes), and the categories which emerged from data 

(Relations and Contrasts between Languages and cultures and Youth 
universe) to identify the cultural aspects present in Unit 1: 

  

 Social interaction – unit 1 presents several instances which 

reveal the presence of this category in the sections of the book. The 

exercise “Act 1” (p. 12) presents some characters introducing 

themselves through the use of verbal and non verbal language, 

indicating to the students that it is necessary to consider that different 

levels of formality are used to promote communication. Additionally, 

the “Language Corner” section draws the reader’s attention to the use of 

titles also in the context of introduction. In “Act 7” (p. 16), the authors 

use the image of youths’ idols to motivate the students to talk in English 

in classroom, as the communication issue is a topic of this unit, the 

authors also brought the idea to use a pen pal letter as a textual genre to 

make the students think and talk about different ways to promote social 

interaction at past and present, therefore, significant instances may 

promote the students awareness about this theme.  
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Figure 7 – Textbook Keep in Mind (p. 16) 

Source:  Chin, E. & Zaorob, M. (2010). 

 

 

 Belief and behavior (Moral) – The “Food for thought” section 

(p. 11) is an example of an occurrence of this category and it approaches 

the right to the privacy on internet. This box section enables students to 

answer some questions while they can discuss the theme. Using 

examples of personal attitudes, the answers may reveal what is the 

students’ notion about respect, privacy and responsibility, aspects 

necessary to compose an adequate pattern of behavior, mainly 



60 
 

considering that in their ages, they are building their personality and 

character.    

 Religious beliefs – Concerning this category, we noticed one 

occurrence. Using the instance of a homepage to illustrate a way to 

present the characters family, the religious belief which appears in 

evidence is Christianity. No other religious belief is present or is 

discussed; thus, lacking the opportunity to identify and reflect about the 

representation of different groups, which have different religious beliefs, 

and once again, the textbook presents aspects related to a homogeneous 

community. 

 Families – Through the illustration of the characters homepage, 

it is observed that the authors include the characterization of a family, 

composed by mother, father, brothers and sister. No comments are made 

about the text Glen’s Homepage (p. 12); however, it is possible to use 

the information to compare the composition of the students’ family and 

different families around the world and to talk about diversity.     

 Youth culture – The focus of this unit is the youth universe 

expression. The texts and activities used to promote communication in 

English provide students with an opportunity to think about how social 

relationships are in constant flux, changing and transformed by time. 

The idea to contrast a pen pal letter (p. 17) and the necessity to promote 

communication through the media, using the internet as a social tool, 

help students reflect about the changes occurred in the communication 

process during the time passage. 

 It is important to argue that the teacher has a central role in 

promoting debates concerning the cultural contents present in the 

textbook. Mainly because in Keep in Mind textbook, the cultural aspects 

present are not problematized or exposed and sometimes they can be 

seen as a neutral information about a specific cultural aspect. As regard 

Cortazzi and Jin (1999) propose that: 

 
Culture learning through textbooks might also be 
seen as a process of dialogue in which students 

negotiate meaning and identity vicariously with 
the author of the textbook and its cultural content. 

However, this is mediated in the classroom with a 
teacher who manages the way in which the 

students see the culture mirrored in the textbook. 
The teacher may also thereby mediate ways in 

which students see themselves (p. 210). 
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 I consider essential that teachers and students construct a more 

realistic view of culture, through the textbook, the work with other 

materials, and authentic texts, which enable a broad view of culture, 

including the dialogue about the cultural contents provided by authors 

and also other contents, which may enable an intercultural dimension in 

classroom.  

 

 

Analysis of cultural aspects of Unit 2 – Are you Carlos Souza? (p. 19 

- 25). 
 

 

 The authors included thirteen sections in Unit 2. The first is the 

introductory section Get in the Mood (brings three paintings), followed 

by a dialogue Act 1, and two vocabulary sections Act 2 and Act 3. Two 

grammar sections are also provided, Act 4 and Act 5 and the sections: 

Act 6 focuses on listening comprehension; Act 7 focused on speaking 

comprehension; Act 8 focused on reading comprehension and Act 9 

focused on writing comprehension.  

 This unit is composed by the following sections: Food for 
thought (containing questions regarding paintings and types of 

language); Language Corner (exposing some questions about linguistic 

information); and Cool! (bringing a short information concerning 

Internet symbols). To conclude, the final section Project brings the 

suggestion of an exposition about feeling students’ representations using 

emoticons.  

 The learning objective of unit 2 is to enable students to express 

greetings in English. For this, the authors use verbal and non-verbal 

language to make students identify “morning, afternoon and night” (p. 

19). One example that illustrates this is the presence of paintings (p. 19) 

in the introductory section Get in the Mood. 

 After the comments concerning the description of the units, the 

paragraphs that follow present the analysis of the categories. The 

following categories are present in the textbook:  

Social interaction – There are different possibilities to stimulate debate 

concerning the social interaction present in the book. One of them can 

be found in the section “Food for thought” (p. 19), which prepares 

students to think about the expression of feelings, in accordance to the 

final section “Project”. The debate about the question proposed in the 

first box aims at confirming students’ knowledge about several types of 
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non-verbal language. The authors’ proposal to the section “Project” (p. 

25) is the use of different materials by students to express their feelings. 

 

 
Figure 8 – Textbook Keep in Mind (p. 19) 

Source:  Chin, E. & Zaorob, M. (2010). 
   

 

They are invited to make use of non-verbal language to share their ideas 

and to expose their art (through a drawing, painting, collage, 

photography and so on) in order to promote interaction with students 

and teachers of other grades. Therefore, we could notice that these 

activities were able to promote social interaction. 
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 Relations and Contrasts between Languages and cultures – The 

“Language corner” section (p. 21) makes a comparison between the L1 

and L2, using the personal pronoun “you” to draw student’s attention to 

the way teacher and students communicate. Taking into consideration 

that language use may be a topic of reflection it is possible to promote a 

debate concerning linguistic awareness.  

 

 
Figure 9 – Textbook Keep in Mind (p. 21) 
Source:  Chin, E. & Zaorob, M. (2010). 

 

 Youth culture – An opportunity to bring the English language to 

the students’ universe is to bring well-known TV characters that belong 
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to the youth world. However, the view of this youth universe is marked 

by the culture of consumption and entertainment, as is affirmed in Brasil 

(1998a): “Há hoje uma cultura juvenil internacionalmente incentivada 

pela indústria, pelo comércio e pela publicidade, que produzem bens 

específicos para esse público e influem no estabelecimento dos símbolos 

juvenis
21

” (p. 116). In this exercise (p. 24); these youth symbols are used 

in order to motivate the students to reproduce the greetings used by a 

homogeneous group. Thus, the textbook does not provide an opportunity 

to involve the students in a discussion about this theme.   

 

                                                
21

 “Today there is a youth culture internationally incentivized by industry, commerce and 

publicity, that produce specific goods for this public and influences in the establishment of the 

youth symbols.” (p. 16) [my translation]. 
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Figure 10 – Textbook Keep in Mind (p. 24) 

Source:  Chin, E. & Zaorob, M. (2010). 

 

 
 The authors do not have significant focus on cultural elements 

in unit 2. It does not provide teachers and students with enough 

information and instruction to promote an intercultural dimension in 

classroom. Teacher knowledge will be primordially needed to make 

learners realize that their own culture is important in the learning of a 

foreign language and in the expansion of their own world view. Thus, as 

McKay (2003) argues, “it is local educators who need to determine what 

linguistic information, cultural content, and teaching methodology are 
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most appropriate for the local context so the learners will be able to use 

English to tell others about their own culture” (p. 3).          

 In the next section I intend to discuss the second part. At this 

moment I report the categories proposed by Byram (1999) and the 

categories which emerged from data (Relations and Contrasts between 

Languages and cultures and Youth universe) used to identify the cultural 

aspects present in the other units of the textbook Keep in Mind.  

 

 
4.3 DATA ANALYSIS THROUGH THE PRESENTATION OF 

CULTURAL ASPECTS IN KEEP IN MIND TEXTBOOK 

(SUBSEQUENT UNITS)  

 

 

After presenting the analysis of two first units of the textbook, 

describing its themes, characteristics, contexts and some specific 

sections which compose each unit, I start the second part of this analysis 

in which I analyze the categories of cultural contents proposed by 

Byram (1999) and the categories which emerged from data (Relations 
and Contrasts between Languages and cultures and Youth universe) in 

the other units of the textbook Keep in Mind.  

 

4.3.1 Social identity and social groups 
 

  
 This category of analysis corresponds to the following cultural 

aspects: social class, regional identity and ethnic minorities. The 

elements present in the textbook are: 

 

 

4.3.1.1 Regional Identity 

 

 

 This category of cultural content brings two activities that deal 

with regional identity, both in unit 2. Firstly, on page 159, the exercise 

Act 2 makes the students discuss about aspects related to the valorization 

of touristic attraction involving several regions of Brazil and the foreign 

view about how Brazil is seen. Then, on the same page, with the Project 

“Our country”, which proposes that students represent a Brazilian state 

through images related to culture, thus, searching and sharing 

information to other students. 
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 As could be noticed  by the description of the activities in which 

the regional identity is approached, we can notice that the authors’ focus 

is to explore Brazilian aspects related to regional culture. However, the 

students are conducted to debate only about Brazilian places. Therefore, 

the non inclusion of a debate of foreign places reveals a missed 

opportunity to promote students’ intercultural awareness. 

 

 
Figure 11 – Textbook Keep in Mind (p. 158) 
Source:  Chin, E. & Zaorob, M. (2010). 

 
 

4.3.2 Social Interaction  
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 This category of analysis comprehends the interaction process 

involving different levels of language and verbal variation. The elements 

presented are: 

 In unit 1 (p. 11), the introductory section “Get in the mood” 

brings the text Glen’s homepage. It is possible to notice that the 

presentations of some characters are emphasized through the use of the 

verbal and non-verbal language. The written texts are complemented by 

photos of characters, characterizing the students’ universe and reporting 

the use of the internet as a tool for communication which promotes 

social interaction.   

 In unit 1 (p. 13), the “Language Corner” section draws the 

reader’s attention to the use of titles. The activity shows students that the 

use of “Mr.” and “Ms.” with the last name is the usual form to talk with 

teachers in English, while in Brazil we can talk to teachers using their 

first names. The teachers are oriented to explain that this is a cultural 

difference and does not represent a larger level of formality or respect in 

the relationship between students and teachers.  

 Also in unit 1 (p. 17), the section “Act 8”, brings a letter and 

some questions related to the use of different means of communication. 

This section provides students with an opportunity to discuss about 

different ways to promote social interaction in the past and present. 

 In unit 6 (p. 61), the section “Language Corner” explains that 

proper names may take different forms (abbreviations, diminutives, etc) 

depending on speakers’ relations, both in the L1 and L2. 

 This category of analysis brings some texts and activities which 

are based on social interaction aspects, focusing mainly in the use of 

different levels of language (the different usage of treatment pronouns in 

Portuguese and English) and the observation of the linguistic variation 

as elements belonging to the language system. For the students that are 

beginning to learn the English language, the explanation of such 

differences is a positive aspect to improve the debate concerning 

linguistic awareness.   
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Figure 12 – Textbook Keep in Mind (p. 61) 

Source:  Chin, E. & Zaorob, M. (2010). 

 

 

4.3.3 Belief and Behavior  

 

 

This category of analysis corresponds to the following cultural 
aspects: moral, religious beliefs and daily routines. The elements 

presented are: 
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4.3.3.1 Moral 

 

 

 Through the textbook analysis, it was possible to find several 

instances of the moral approach in the units. The activities will be 

explained as follows. Firstly, in unit 1 (p. 11), the box “Food for 

thought” presents a moral discussion in the section. The section 

approaches the people’s right to privacy on the internet by means of 

questions about the exposition of photos. 

 In unit 8 (p. 79), again, the box “Food for thought” provides 

reflexive questions about consumption. Its purpose is to make students 

aware of the necessity of avoiding wasting and helping other people. In 

this same unit, the section Project suggests the organization of a swap 

meet at school; this can be a way to put in practice the reflection about 

consumption, involving all school community. 

 Unit 9 (p. 83) brings another opportunity for moral discussion 

in the section “Food for thought”. It is directed to the readers in the form 

of some reflexive questions about people’s rights during different life 

phases, involving their happiness, challenges, and the rights of Brazilian 

children, teenagers and adults.   

 Unit 10 talks about professions and in the section “Food for 

thought” (p. 91), informs about the equality of women’s rights. The 

cultural content moral is presented through information about the 

women’s access and permanence in the Brazilian universities. 

 The section “Food for thought”, presented in each unit, enables 

a set of possibilities for debate concerning different concepts, attitudes 

and behaviors needed to the development of the student’s moral beliefs, 

a precious cultural aspect important to all cultures. 

 This analysis shows that some of the information reported is 

directly related to the Brazilian context. For this reason, an intercultural 

discussion is not promoted. The teacher needs to bring different issues to 

the classroom (e.g. human rights around the world) in order to improve 

the debate. It is also important to say that, sometimes, it is necessary that 

the teacher draws students’ attention to start the debate. It is observed 

that the activity or information given by authors does not provide 

enough conditions to start intercultural discussions. 
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Figure 13 – Textbook Keep in Mind (p. 79)  

Source:  Chin, E. & Zaorob, M. (2010). 

 

 

4.3.3.2 Religious Belief 

 

 

 This section presents some instances of cultural content related 
to religious beliefs. 

 In unit 1 (p. 11), a religious element appears in the textual genre 

homepage. Christianity implicitly emerges as an element of the religious 

belief of the character Glen and his family. However, this theme is not 
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discussed, and neither are elements from other religions. The 

presentation of Christianity in this context indicates that the authors do 

not give opportunities for identification and reflection about the 

representation of heterogeneous groups. 

 In unit 16 (p. 145), the textual genre poster reports a Christmas 

party. It is required from the student to match posters and photos to 

introduce the unit content. 

 The box “Food for thought” (p. 145) guides the teacher towards 

helping students reflect about the reasons that make people celebrate 

certain dates (e.g. Christmas). In Sarmento’s study (2004), this cultural 

approach is characterized as ‘culture as information’, in which “culture 

appears as form of information or knowledge about something or place” 

(p. 247). In this case, the content required is information about the 

students’ opinions about Christmas’ original meaning and its 

celebration.    

 In unit 16 (p. 146), in the listening activity presented in “Act 1”, 

the characters talk about a poster bringing information concerning a 

benefit Christmas party that will take place at school. A complementary 

activity is presented on page 151, which explores a poster as a kind of 

invite for a Christmas party in community. In this same unit, the activity 

proposed in the “Act 9” (p. 151), suggests that the students write an 

invitation to a birthday, Christmas or Halloween party and add pictures 

to illustrate it. 

 It is observed that there are several texts and activities, which 

focus on parties and other celebrations that are related to Christianity. 

The special focus given to Christmas, its meanings and the way it is 

celebrated, as well as the space opened to student’s reflection about 

religious celebrations of other cultures constitute a focus on religious 

belief reported in this textbook.  

 However, the authors’ choice for Christianity as a religion 

brings a view of culture as naturalized, making the students think that all 

people share this same religious creed, and celebrate Christmas with 

community members.  

 Other cultural representation that is approached in the textbook 

and that has been brought to the Brazilian schools is the Halloween 

celebration. According to Gimenez (1998), it is originating from an 

ancient Celtic tradition and in many places of Britain and Ireland, the 

traditions of ghosts, witches, games and bonfires continued and spread 

to the United States, and more recently to some places in Brazil as well. 

Although Halloween is not specifically discussed in any activity, this 

theme appears with the  objective to motivate students to identify and 
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reproduce the textual genres proposed in the unit, confirming a view of 

“English language culture monolithic and unified that does not find 

representation in the reality” (Bex, 1996 as cited in Sarmento, 2004, p. 

246). To change this view, the teacher may conduct a critical debate 

about the inclusion of Halloween celebration in Brazil and its 

implications, promoting a more intercultural teaching dimension.  

  

 
Figure 14 – Textbook Keep in Mind (p. 145) 
Source:  Chin, E. & Zaorob, M. (2010). 
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4.3.3.3 Daily Routines 

 

 

 The few cultural elements of this category were found in unit 12 

“Let’s have lunch”, which talks about daily routines and the timetables 

organization.  

 On page 115, the section “Food for thought”, characterized as a 

question stem, brings some questions related to the organization of daily 

routines, drawing the student’s attention to the importance of 

maintaining an organized daily routine. In this same unit and page, the 

box Project suggests a project to encourage the students to do agendas in 

order to reorganize their daily activities. 
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Figure 15 – Textbook Keep in Mind (p. 115) 

 

 It is possible to identify that the student’s daily routine is 

represented in the textbook and it may help them think about the notions 

of organization and responsibility in relation to their familiar and social 

life. However, there is not a cultural discussion about the theme of daily 

routines in the textbook.  

 

 

4.3.4 Social and political institutions  
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This category of analysis approaches the following cultural aspects: 

State institutions, health care, law and order, social security and local 

government. The elements presented are:  

 

 

Law and Order 
 

 

 This category approaches two cultural aspects identified in unit 

5 “What’s your name?” which is about identity and identification.  

 On page 47, the textual genres identification card and civil 

register are reported as documents. The introductory section “Get in the 

mood” brings a reading activity that exposes an American civil register 

and four identification cards of American students. The teacher may 

stimulate a debate concerning the role of different types of 

identification’s documents used in several countries. 

 

 



77 
 

 
Figure 16 – Textbook Keep in Mind (p. 47) 

Source:  Chin, E. & Zaorob, M. (2010). 

 
 

 On page 48, the box “Food for thought”, approaches the debate 

about the themes identification and identity, bringing some questions 

about the identity card in order to promote a reflection about the 

importance to maintaining citizenship. The focus of this activity is to 

make students able to perceive that “Be citizen is participating of a 



78 
 

society, being right to be rights, as well as constructing new rights and 

review the existent rights
22

” (Brasil, 1998c, p. 54). 

 It is possible to notice that the texts brought in this category can 

make students reflect about the possibility to promote attitudes of 

citizenship in their social space and also to promote behaviors of respect 

in relation to people’s rights. It is observed that the authors’ perspective 

approaches Brazilian and foreign views concerning the maintenance of 

the citizenship, and that the teacher has an important role in proposing 

discussion about these themes.  

 The teacher’s attitude in conducting debates is essential, seeing 

as promoting the intercultural dimension requires attention in relation to 

students’ participation and the classroom procedures that should be 

explicit, discussed about and accepted by the group (Byram et al, 2002). 

 

 

4.3.5 Socialization and life cycle  

 

 

This category of analysis approaches the following cultural aspects: 

families, schools, employment and rites of passage. However, no more 

than two categories were reported in the textbook: families and rites of 

passage.   

 

 

4.3.5.1 Families 

 

 

 The category Families is composed of some instances that are 

mainly presented in unit 6, “This is my family”.   

 In unit 1 (p. 11), through the analysis of the textual genre 

homepage, it is possible to use visual and written information to 

compare the composition of the students’ families and different families 

around the world, and to talk about diversity. Mother, father, brother, 

and sister compose the family illustrated. The authors do not mention 

the composition of new families, composed of separated couples, 

homosexuals, and so on.  

 In unit 6 (p. 59),  the box “Food for thought” approaches the 

themes family and relationships, bringing some questions that make 

                                                
22

 “Ser cidadão é participar de uma sociedade, tendo direito a ter direitos, bem como construir 

novos direitos e rever os já existentes.” (p. 16) [my translation]. 
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students reflect about the way different families live and how their 

members perceive their families’ relationships, to understand, to respect 

and to accept the differences.  

 

 
Figure 17 – Textbook Keep in Mind (p. 59) 
Source:  Chin, E. & Zaorob, M. (2010). 

 

 
 In the same unit (p. 61), the box “Project”, guides students to 

produce their family tree, the project aims at making students aware of 

their origins and to recognize different degrees of family organization.  
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 The theme “family” may guide the students to think about their 

own family, the composition and organization of different families and 

the genre relationships, especially in unit 6.   

 The teacher’s perspective about the work with genre 

relationships at school is pointed out by PCN, which proposes the 

combat of authoritarian relationships, the questioning of rigid patterns of 

conduct established for men and women and suggest changes to make 

behavior patterns more flexible. It is also argued that the teaching of a 

foreign language can explore different connotations attributed to the 

genres male and female in several countries and different cultures 

(Brasilc, 1998), thus, there is the possibility to achieve a more 

intercultural dimension in the teaching of English, through the debate 

about family and the discussion concerning genre relationships.    

 

 

4.3.5.2 Rites of Passage 

 

 

 This category of analysis was found only in unit 15: “When’s 

your birthday?” by presenting  the text “Through the looking glass”, by 

Lewis Carroll,  and the proposition of some questions in the section 

“Food for thought” (p. 143). The authors intend to draw the students’ 

attention to the importance given to birthday and commemorative dates. 

It is clear that author’s intention is to promote a small discussion in 

classroom to contextualize the unit theme, in which some views of 

consumerism and entertainment are implicit. They do not mention any 

implication concerning students’ perspective of life changes. Therefore, 

the intercultural perspective is not approached by authors.  
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Figure 18 – Textbook Keep in Mind (p. 143) 

Source:  Chin, E. & Zaorob, M. (2010). 

 

 

 

4.3.6 NATIONAL HISTORY  

 

 

 This category of analysis aims at identifying historical and 

contemporary events that are seen as markers of national identity for 

different countries around the world.  
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 In unit 3 (p. 29), the section “Get in the mood”, brings some 

Brazilian cultural aspects in the textual genres photos and captions. This 

reading activity exposes national facts corresponding to Brazilian 

victories over teams of other countries. The practice of some popular 

sports (e.g. soccer, volleyball, handball, basketball) around the world is 

reported. However, the purpose of the texts is to introduce the main unit 

theme “sports” no orientation about how to promote an intercultural 

discussion is given.  

 In the section Review 8 (p. 153), the activity “Act 9”, asks 

students to write the months of some Brazilian historical dates. 

However, despite of the visual information available, the activity does 

not expand the theme National History in a critical perspective.   
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Figure 19 – Textbook Keep in Mind (p. 153) 

Source:  Chin, E. & Zaorob, M. (2010). 

 

 

 In conclusion, there are few elements related to Brazilian 

national history; other important facts related to Brazil and also foreign 

countries could be included to improve the debate concerning this 

theme.  

 

 

4.3.7 NATIONAL GEOGRAPHY  
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 This category of analysis involves the identification of 

significant geographical factors. 

 The Thematic Unit 2: “Our country, our people” (p. 158) brings 

the section “Get in the mood – Famous people and places in Brazil” 

composed by an exercise which focuses on expanding students’ 

knowledge in respect to their country, city and culture. In the exercise, 

the Brazilian map, some photos of personalities, places and a typical 

dish are used to illustrate some aspects of Brazilian cultural diversity. 

 This Thematic Unit includes the exercise Act 1 (p. 159) that 

suggests some questions to be discussed in classroom. Such questions 

are related to Brazilian personalities, famous places and monuments. In 

her article, Sarmento (2004), comments that Galloway (1985) 

characterizes this kind of view as “touristic guide approach”, which 

focuses in the presentation of the main touristic places. A critical 

perspective about the teaching of culture is never taken into 

consideration. 

 In the exercise Act 2, the visual information provided in the 

tables focuses on the exposition of themes related to some aspects of 

Brazilian local culture: “handcraft, food, folklore, festival, animal” and 

the questions present information related to “4F approach”, as is 

expressed by Sarmento (2004), based on Galloway’s (1985) ideas: this 

approach refers to “Folk dances, fairs, food and festivals”. This activity 

relativizes the discussion about how foreign people comprehend 

Brazilian culture and it shows a restrict view of cultural aspects, making 

students think more about the perspective of entertainment and 

consumerism.   

 The section “Project”, used to close the Thematic Unit 2, 

suggests that students organize an exposition in order to represent the 

Brazilian states. For this, they have to report maps, people, places, 

monuments, plants, typical dishes, handcraft, and so on, to share with 

other students from the school. Again, it can be seen that the authors 

made no attempt at intercultural teaching, therefore this activity could be 

improved to make the teaching of culture more significant.        
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Figure 20 – Textbook Keep in Mind (p. 159) 

Source:  Chin, E. & Zaorob, M. (2010). 

 

 

4.3.8 STEREOTYPES AND NATIONAL IDENTITY 

 

 

 This category of analysis proposes to join what is characterized 

as “typical” – in other words, it aims at identifying elements related to 

national symbols and what is culturally constructed as a stereotype.  



86 
 

 This category was reported firstly in unit 4: “Barrichello’s from 

Brazil”. It deals with the identification of elements related to national 

symbols and what is culturally constructed as a stereotype. 
 The introductory section “Get in the mood” (p. 37) brings an 

activity based on the identification of some cards and flags. In this 

example, the Formula 1 cards are used to illustrate themes to be matched 

with the national flags (national symbol) correspondent to the following 

countries: France, Italy, Japan and England. The textbook does not 

explain what national these symbols represent. Therefore it is possible to 

argue that no intercultural dimension is promoted in the activity.   

 Still related to this same unit, the section “Food for thought” (p. 

37), offers a discussion about stereotypes using the relation that is 

usually done between countries and identities and features of its 

inhabitants. The authors propose a discussion on how international race 

car drivers are known, based on the characteristics of their countries of 

origin (e.g. the race car driver “Felipe Massa” is characterized as 

“emotional”, suggesting that all Brazilian people are emotional, while 

Kimi Raikkonen is an “ice-cold Finn”, suggesting that all Finnish are 

cold people).  

 On page 43, in the box “Project”, the authors propose the 

discussion about stereotypes, bias and discrimination and make the 

students think about its consequences for the society. A debate is 

proposed concerning student’s image and opinions in relation to people 

from other regions of Brazil, and also from other countries. Then, it is 

suggested that students make a poster showing the information shared 

and expose their work with other people. The debate of the themes 

stereotypes, bias and discrimination in the project execution can 

contribute to the student’s intercultural awareness. 

 In unit 10 (p. 91), the section “Food for thought”, proposes 

some questions which invite students to think about values that some 

heroes of comics and movies help disseminate when men are presented 

as physically strong and powerful, excluding women and other men 

which do not have this stereotype. In the discussion, the students are 

also invited to reflect about the role of men and women in the society.  

 In general, the textbook brings few activities about the themes 

“Stereotypes and national identity”. However, it is possible to propose 

that the project in unit 4 be increased and implemented jointly with 

other activities based on the same themes. 
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Figure 21 – Textbook Keep in Mind (p. 43) 

Source:  Chin, E. & Zaorob, M. (2010). 

 

 

4.3.9 RELATIONS AND CONTRASTS BETWEEN LANGUAGES 

AND CULTURES 

 

 
 This category of analysis was proposed since it was possible to 

find out elements which enable the students’ intercultural and linguistic 

development.  
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 In the Welcome Unit (p. 9), the section “Language corner” 

draws the student’s attention towards pronunciation and the use of some 

borrowed words from the English language in different contexts. The 

box helps students acquire awareness regarding the use of English in 

different countries. This same theme is approached in unit 10 (p. 97), in 

the section “Language corner” which starts a discussion considering the 

students’ knowledge about the use of borrowed words in Brazil. Also, in 

unit 10 (p. 97), the section “Language corner” focuses on the 

questioning of linguistic aspects through the analysis and discussion of 

the appropriate use of borrowed words in the Portuguese language. And 

in the unit 10 (p. 98), the section “Project” proposes that students 

research and discuss about borrowed words.   

 In unit 1 (p. 21), the section “Language corner” uses some 

questions to make students perceive how the pronoun “you” is used in 

the L1 and the L2. The box draws the student’s attention to the way 

people express greetings and promotes a comparison between different 

languages about formality. 

 In unit 8 (p. 73), the section “Food for thought” engages 

students to think about colors, feelings and social conventions. The 

focus is on the research about the meaning of colors in different 

countries and cultures. Also, in this unit (p. 75), the section “Language 

Corner” draws students’ attention to some instances of linguistic 

variation that occur in L1 and L2, and points out that students must pay 

attention to other differences existing in both languages.  

 In unit 12 (p. 112), the section “Language Corner” explores the 

use of communicative functions “suggestions” and “invitations” using 

the expression “Let’s”. For this purpose, there is a comparison between 

the ways of constructing meaning in the L1 and L2. 

 In unit 14 (p. 132) the section “Cool” draws students’ attention 

to a bit of trivia, the origins of the word “t-shirt”. Then, the students are 

asked to reflect about the origins of other words in English and 

Portuguese. 

 In Thematic Unit 1 (p. 156), the exercises 1 and 2 and the 

section Act 1 have as focus the expansion of students’ awareness in 

respect to other languages and their writing systems. Also, in this 

thematic unit (p. 157) the exercise of section Act2 makes students reflect 

about communication using the Braille alphabet and the difficulties 

faced by people with visual or auditory deficiency. In this same page, 

the box “Project” provides the opportunity to put in practice the 

discussion about the diversity of languages around the world and the 
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importance to obtain knowledge of the languages as a tool of inclusion 

by society. 

 

 
Figure 22 – Textbook Keep in Mind (p. 73) 

Source:  Chin, E. & Zaorob, M. (2010). 
 

 

 Concerning the category Relations and contrasts between 

languages and cultures, it is observed that there are several instances of 

activities which deal with relevant aspects that enable the students’ 

intercultural and linguistic development. The adoption of an 

intercultural approach is essential to the conduction of activities by the 
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teacher, who has a significant role to help the students achieve an 

intercultural perspective. As regards, Kilickaya (2004) comments that: 

 
Teachers should make the learners learn about the 

cultures and why certain things happen in other 
cultures. They should not try to make their 

learners think or become like people in the 
cultures presented. They should not give the idea 

that one’s own culture is better than the target 
culture or vice versa. They should point out that 

cultures differ (p. 2). 

 

 It is in this context of meanings negotiation that the contrasts 

and the similarities among cultures constitute an important element to 

the creation of an intercultural dimension for the teaching of English as 

a foreign language.       

 

 
4.3.10 YOUTH CULTURE  

 

 
 As it was mentioned in chapter 3, this category of analysis was 

created bearing in mind the necessity of grouping cultural aspects which 

represent elements that belong to the youth culture. 

 In unit 1 (p. 16), for example, the activity Act 7, characterized 

as a question stem, brings images of youth’s Brazilian idols which are 

used to motivate the students to talk in English.  

 In unit 2 (p. 24), the activity Act 7, characterized as a question 

stem, also brings pictures of foreign TV characters belonging to the 

youth world to motivate the students to talk in English. 

 In unit 3 (p. 36), a game provides some pictures of foreign TV 

characters belonged to the youth world, once again, some pictures are 

exposed to motivate the students to play the game in English language. 

 In unit 4, the exercises “Act 1” (p. 39), “Act 3” (p. 39) and “Act 

5” (p. 41) bring some famous personalities admired by youths around 

the world, they are exposed to illustrate the content and no discussion 

about their countries of origin is raised. In addition, in “Act 7” (p. 42), 
students are required to make a poster expressing their preferences about 

Brazilian personalities. 

 In several instances, the authors use symbols that belong to the 

youth culture to motivate students to reproduce the linguistic content 
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through illustrations. The authors do not suggest any critical debate 

about the values that the cultural icons of the youth culture report.  

 In unit 9 (p. 89), the section Project stimulates students to 

express (through a drawing, painting, etc) what it is being a preteen like 

and how they feel about it. This activity allows students to expose views 

and feelings regarding this phase of their lives and also enables a 

discussion about their life perspectives. 

 

 
Figure 23 – Textbook Keep in Mind (p. 42) 
Source:  Chin, E. & Zaorob, M. (2010). 
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 In unit 14 (p. 127), the section “Food for thought” debates the 

issues of equality and individuality by talking about the choice of 

students’ clothes worn at school. In the teacher’s manual the authors 

guide the teacher to invite students to reflect about how their clothes 

express their individualities, status in the society, parents’ opinions, 

religious beliefs, and so on. The objective of this reflection is to make 

them perceive that the clothes may reflect who people are. However, 

they cannot judge or discriminate people basing on their appearance. 

This kind of reflective discussion may guide the teacher to include the 

debate about people of several cultures and traditions around the world, 

bringing to the classroom the possibility to enable a more intercultural 

dimension in the teaching of English.       

 Also in unit 14 (p. 133), the section “Project” suggests students 

to design the ideal school uniform, taking into consideration their 

preferences and other aspects like comfort, cost and so on. Different 

visuals are encouraged, considering the seasons of year. This activity 

may be expanded and the teacher can show the class different uniforms 

used in preteens around the world (e.g. uniforms used by middle class, 

low class, high class preteens of public and private schools). They can 

compare and discuss, as the previous activity, how clothes may partially 

reflect how people are, their social conditions, and report how they feel 

about the differences seen.    

 The theme approaches several instances of texts and activities 

which enable students to construct some images of the youth universe. 

The implementation of activities based on debates that express elements 

belonging to youth culture as ‘cultural mirrors’ may enrich the 

discussion related to students’ view, attitudes and behaviors.    

 

 

4.4 COMMENTS OF THE CHAPTER 

 

 

 The textbook Keep in Mind brings texts, activities and 

information related to cultural aspects of the source and target languages 

which may enable the debate about interculturality in classroom. 

However, they have a restricted view of culture. The texts reveal 

cultural content mainly related to students’ interest and many times 

reflect a homogeneous view of groups. It is important to report that 

some aspects of youth’s cultural universe are used to contextualize the 

units, an important aspect considering that beginner students have a 

limited linguistic knowledge of the target language, even being able to 
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use other intellectual skills and previous knowledge to engage in 

cultural reflection (Ros I Solé, 2003, p. 144). 

 The textbook contains several cultural aspects listed by Byram 

(1993), including: Social identity and social groups (Social Class; 

Regional Identity), Social Interaction, Belief and Behavior (Moral; 

Religious Beliefs; Daily Routines), Social and political institutions 

(Law and Order), Socialization and life cycle (Families; Employment; 

Rites of Passage), National History, National geography, Stereotypes 

and National Identity (National Symbols; National Stereotypes), and 

also reports the following categories which emerged from data: 

Relations and contrasts between languages and cultures, Youth culture.  

 Concerning the items: Social Class, Ethnic minorities; State 

Institutions; Health Care; Social Security; Local Government, Schools, 
Employment, there is no evidence of the presence of these categories of 

cultural elements in the texts and activities in this textbook. 

 This analysis does not have the intention to quantify the number 

of cultural aspects present in the text; instead, it focuses on the 

comments related to each cultural content, the authors’ view or 

information about approaching (or not) the themes in order to identify 

the way cultural themes may be worked in classroom. 

 The disparity among the number of cultural aspects present in 

certain categories (e.g. Youth culture, Social interaction and Relations 

and Contrasts between Languages and cultures) is also observed. It is 

necessary that a substantial quantity of activities, in general, be 

included, mainly in the categories in which the number of activities was 

not big enough to improve the debate about cultural aspects in 

classroom (e.g. Social Class, Families). Also, is important to argue that 

it is necessary that the authors give more attention about the treatment of 

cultural information in general, proposing more activities related to 

cultural contents.  

 

 

4.5 SUMMARY OF THE CHAPTER 

 

 

 In this chapter I presented the analysis of the data collected and 

the cultural aspects present in the textbook Keep in Mind taking into 

account the cultural categories proposed by Byran (1993 as cited in 

Cortazzi and Jin, 1999, p. 202) and the subsequent categories which 

emerged from the data (Relations and Contrasts between Languages 

and cultures and Youth universe). I analysed the two first units of the 
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textbook, describing their themes, characters, contexts and some specific 

sections which compose each unit; then I proceeded to the second part 

of the analysis, in which I analyzed the cultural contents included in the 

other units of the textbook. In the following chapter I will present a 

summary of the research, answering the two research questions, as well 

as the limitations and implications of the research, and suggestions for 

further research. 
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5 FINAL REMARKS 

 

 

This study aimed at analyzing the English textbook “Keep in 
Mind” (2010), approved by PNLD and designed by Brazilian authors for 

students of public schools of this country, investigating the presence of 

intercultural aspects in this textbook and if they are (or not) 

problematized, which view of culture is more evident (source and target 

cultures) and how these aspects/activities can promote students’ 

intercultural awareness. 

 In order to reach these three research questions, a qualitative 

method of investigation, the Thematic Analysis, was adopted, in which 

the data that emerged from the textbook were categorized, described and 

interpreted. This study adopted the thematic categories proposed by 

Byram (1993 as cited in Cortazzi and Jin, 1999, p. 202)  focused in 

cultural content. During the analysis process, Byram’s categories were 

not enough to categorize the information that emerged from data; 

therefore, it was necessary to create two new categories of cultural 

content: “Relations and contrasts between languages and cultures” and 

“Youth culture”.  
 

 
5.1 RESEARCH QUESTION 1 

 

 

Considering the instructional materials as constituent part of the 

learning process of a foreign language, is it possible to notice 

intercultural aspects contained in the 6
th 

grade textbook provided by the 

PNLD Keep in Mind? 

 

 Throughout the analysis that was carried out, it is possible to 

observe that the textbook Keep in Mind provides few opportunities for 

students to develop their intercultural universe through the presentation 

of some sections, illustrations, texts and exercises proposed.  

 It is possible to notice the presence of some cultural aspects 

found in the textbook: Social identity and social groups (Regional 

Identity), Social Interaction, Belief and Behavior (Moral; Religious 

Beliefs; Daily Routines), Social and political institutions (Law and 

Order), Socialization and life cycle (Families; Rites of Passage), 

National History, National geography, Stereotypes and National 

Identity, Relations and Contrasts between Languages and cultures and 
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Youth culture. It is important to state that the cultural aspects exposed by 

Brazilian authors represented mainly students’ cultural goods (e.g., 

language, religion, traditions, knowledge and so on) in debate.  

 There was no evidence in relation to the following cultural 

aspects: Social identity and social groups (Social Class; Ethnic 

Minorities), Socialization and life cycle (Schools; Employment), Social 
and political institutions (State institutions; Health Care; Social 

Security; Local Government). 

   However, it is important to argue that the presence of 

intercultural aspects without engaging the students to have a ‘critical 
perspective of the materials’ content used’ (Byram, 1999) ends up 

presenting cultural information as something neutral and situated as 

isolated elements. In addition, it is not possible that the students 

problematize, understand, discuss, and write about the cultural contents 

in order to achieve an intercultural dimension of English learning 

without teacher’s mediation.  

 

  

5.2 RESEARCH QUESTION 2 

 

 

Which culture is more present (the one from L1 or L2)?  

 

 Based on the data revealed by Thematic Analysis, focused in 

cultural content, it was possible to report the presence of intercultural 

aspects exposed in texts (authentic and not authentic), exercises and 

illustrations that revealed implicitly and explicitly cultural contents 

associated to the source and the target cultures. However, the source 

culture is more present in the textbook; bearing in mind that students’ 

cultural universe is used many times in order to contextualize most of 

the units.    

 

 

5.3 RESEARCH QUESTION 3 

 

 

Does the English textbook Keep in Mind contribute to the 

student’s intercultural awareness? 

 

 Considering that intercultural awareness is achieved through the 

dialogue that guides students and teachers to the valorization of culture 
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through the exposition, discussion, comprehension and production of 

planned activities guided by principles of approach of intercultural 

dimension in textbooks, it is possible to argue that, the analysis of the 

textbook Keep in Mind indicates some possibilities to the development 

of an intercultural dimension in classroom. However, it is observed that 

sometimes authors represent the Brazilian culture with a neutral view of 

culture, in which it is not possible for the students to identify the 

characteristics of their own culture.  

 Even considering that there are some instances of texts and 

activities which directly and indirectly link cultural information between 

the L1 and the L2 cultures, the presence of such cultural aspects does 

not guarantee that they will be worked and discussed. The 

implementation of the Projects proposed, the debate of the content 

contained in some activities (e.g. Food for Thought and Language 

Corner boxes), and the research about other cultures will depend on 

teachers’ approach in relation to this content. In addition, the absence of 

other cultural contents may make the creation of a teaching intercultural 

sphere difficult.  

 The view of the cultural aspects exposed in the textbook and the 

opportunity to implement intercultural activities by means of 

information that expresses differences between L1 and L2 cultures will 

depend on the teacher conducting the English classes in order to enrich 

the student’s cultural background knowledge, avoiding depreciative 

attitudes regarding different cultural repertoires and promoting student’s 

intercultural awareness.  

 Concerning the intercultural teaching in the English classes, it is 

observed that, such as more resources and elements teachers and 

students will have to work; they will have more space in the classes to 

read, debate, problematize cultural content and write about the 

statements of other cultures. As regard, Cortazzi and Jin (1999) argue 

that:  

 
Cultural competence takes place in situations of 

negotiating meaning and identity in the context of 
other cultures. Culture learning through textbooks 

might also be seen as a process of dialogue in 
which students negotiate meaning and identity 

vicariously with the author of the textbook and its 
cultural content. However, this is mediated in the 

classroom with the teacher who manages the way 
in which the students see the culture mirrored in 

the textbook. The teacher may also thereby 
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mediate ways in which students see themselves (p. 

210). 

  

 Therefore, the engagement of the students with intercultural 

content is possible if the teacher develops the role of mediator, being 

responsible to manage the cultural content present in the textbook, 

making their focus intercultural, including in its themes, new contents 

and activities needed to achieve students’ intercultural competence.      

 Considering the implications discussed in the use of the 

textbook Keep in Mind, it is possible to state that it may contribute to 

the student’s intercultural awareness, bearing in mind that using it and 

developing new activities, the teachers can promote the L1 and L2 

affiliation. It enables a more intercultural learning process, increasing 

students’ knowledge about their own language and culture by means of 

comparisons with the English language and culture, and makes students 

realize that while engaged in the processes of meaning construction, 

they have a new perception of the language’s nature, manifesting values, 

beliefs, and linguistic abilities. 

 

 

5.4 PEDAGOGICAL IMPLICATIONS 

 

 

 In relation to pedagogical implications it is pointed out that few 

studies were developed in Brazil, taking into account the use of English 

textbooks directed to public schools and the teaching of culture 

mediated by textbooks.  So, this analysis is an example of a research 

involving the teaching of culture through the presentation of cultural 

content in textbooks, a fact that may guide teachers to think about the 

improvement of their practice and at the same time achieving a more 

intercultural approach in classroom.  

 However, the way such cultural aspects are presented may or 

may not receive attention and discussion by teachers exactly because 

few studies were conducted and published concerning this specific 

topic. In addition, it is necessary that the teachers who received the 

English textbooks distributed by PNLD have education about how to 

reach an intercultural dimension in the teaching of English as a foreign 

language.   
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5.5 LIMITATIONS OF THE STUDY AND SUGGESTIONS FOR 

FURTHER RESEARCH 

 

 

Concerning the limitations of this research, my view is that 

despite the fact that the textbook collection Keep in Mind is composed 

by four volumes (correspondent to grades of the Primary teaching), this 

research has as specific interest to analyze the first textbook of the 

collection. This choice, as said before, is due to the fact that in the sixth 

grade, Brazilian students usually have their initial contact with the 

English language at school. Also it is important to consider that this 

research does not include the analysis of the teacher’s manual of the 

textbook Keep in Mind, so, it is necessary that other studies include it in 

order to obtain a more complete view concerning author’s guidelines to 

the teachers that are newcomers to this pedagogic tool for the English 

classes. 

 In addition, it is necessary that other textbooks of the same 

collection be analyzed, as well as the other textbook collections of 

English language approved by PNLD, including the collections designed 

and approved for the teaching of English in High school. Moreover, it is 

necessary that studies regarding textbooks of English designed for 

Brazilian undergraduate students be carried out and also published. I am 

sure that the analysis of other textbooks, even adopting other research 

criteria, is important to enrich the debate regarding the relevance of 

promoting the intercultural teaching of English in Brazil.    
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APPENDIX I – Keep in Mind textbook: Cultural aspects reported  
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