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Abstract—The teaching of culture in foreign language classrooms has gained widespread acceptance in today's
globalized world. However, the teaching resources and curricula at present in use promote stereotypes and
otherization by supplying pupils with a ""us vs them' worldview and knowledge. As a result, learners with
little or no intercultural experience are unable to effectively communicate in an intercultural environment.
The aim of this study is to assist learners in becoming active cultural observers and interpreters, in improving
their comprehension of others, in anticipating and dealing with misunderstandings, and in decentring
themselves during intercultural encounters. It is a retrospective account of an experiment that explores why
and how intercultural awareness can be developed through an ethnographic-based intercultural syllabus at
Najran University in the Kingdom of Saudi Arabia. Thirty two male students participated in the experiment.
A pre-and post-tests were used to determine whether or not participants improved their intercultural
comprehension. The findings indicate that teaching culture through an ethnographic lens is feasible and
worthy of developing learners' intercultural awareness and analytic attitude against culture and intercultural
interactions.

Index Terms—ethnography, intercultural awareness, intercultural communication, native culture, target
culture

. INTRODUCTION

The majority of syllabi for teaching English as a foreign language has recently imposed a differing degree of
importance on the advancement of students' cultural knowledge, mainly through the inclusion of correct information
about British and American cultures. English has developed into a lingua franca in today's globalized world. It is no
longer restricted to native speakers, but it remains common. This shift in the way English is conceptualized resulted in a
difference in English language instruction expectations and perceptions. Indeed, English training is described in terms
of intercultural learning, not linguistic learning. Its aim is no longer to instil native-like learners' abilities but rather to
foster intercultural competence and understanding.

Intercultural communication includes the acquisition of a linguistic code and an understanding of the target
language's culture. Linguistic knowledge is insufficient to foster intercultural ability on its own. The close link between
language and culture is explained by Brown (1994) as 'complexed to the extent where you cannot distinguish the two
without compromising either the meaning of language or culture' (p.165).

Tomalin (2008) claims that culture should be taught as a fifth skill alongside the traditional four (reading, writing,
listening, and speaking) owing to the English language's global supremacy and globalization. He stresses the value of
culture training in equipping students with the mindset and techniques required to adjust their English use to other
cultures. Baker (2003, n.p.) adds, "If culture and language are inextricably intertwined and inseparable, we must strive
to teach culture holistically, much as we do with other aspects of language."

According to Gao (2006, p. 59), language acquisition requires cultural literacy, and therefore language teaching
entails cultural instruction. However, it is often debated if familiarity with an international culture is necessary to
achieve intercultural objectives. And, more precisely, how is it handled by a foreign language teacher if it is? Gao (2006)
emphasizes the value of foreign language teachers increasing students' cultural awareness while also assisting them in
improving their intercultural communication skills in response to this topic. Additionally, Sowden (2007, p. 305)
stresses the value of language teachers considering their own culture in the classroom, not just their students'.

The challenges, or inability, to conform to society derived from the uncertainty of the expression "history." As with
language, the community is fluid and dynamic (Nieto, 2000), resulting in a multiplicity of cultural interpretations.
According to a review of the literature on culture, it is viewed either humanistically or socially. The former views
culture as a set of "attitudes and values, modes of thinking, behaving, and recalling” of native speakers; the latter views
culture as a collection of "attitudes and values, modes of thought, acting and recalling" of native speakers (Nostrand,
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1989, p. 51).

Different positions are seen in the different approaches to cultural education. The extensive analysis demonstrates
that the topics most often addressed include history, geography, literature, the arts and faiths, values, traditions, and
actions. They see the mother tongue as necessary, viable or acceptable, whereas learners feel that mother tongues are
insufficient. As a result, the learner's culture and contact style are underestimated (Byram & Zarate, 1997), even though
"the processes functioning during intercultural interaction are similar to those operating during intracultural
communication” (Byram & Zarate, 1997). (Byram & Zarate, 1997). x) (Gudykunst, 1994). Interventions focused on
facts have had no impact on the development of students' intercultural comprehension. Apart from that, they often instil
biases in students (Byram & Feng, 2005) and are often described as detrimental, instilling a "us and them" mindset.
Rather than that, as Byram and Zarate (1997) put it, "learners must see themselves as social actors communicating with
other social actors in a manner distinct from that of native speakers” (p. 21). Therefore, a paradigm shift is needed away
from approaches that view a nation primarily as reflecting its language and citizens and to policies that take into account
the shades of culture, whether targeted or studying.

Il. LITERATURE REVIEW

Millions of people who do not share the same first languages use English normally as a foreign language (Kirkpatrick,
2007, p.155). In fact, English is spoken by about 1.5 billion people worldwide, in addition to their mother tongues
(Graddol, 1998). In her tripartite worldwide English model, Kachru (1985) defines and classifies the transmission shifts
in English and functions in the world as an inner circle, an external circle, and an expanding circle. There are parallels
in the inner circle to areas where native speakers, e.g. the UK and the United States, understand English (US). The
external circle shows countries in which English is used as a second language, including India and Nigeria. This circle
extends to countries like Saudi Arabia and Japan, where English is the foreign language.

This school of thought states that English "can not be attributed as a foreign language to every nation or society;" it
must instead belong to those who use it" (McKay 2002, p. 1), as "their subjective interpretations" are expressed herein
(Kachru & Nelson, 2006, p. 16). This allowed it more difficult to write about the cultures of what Kachru (1985) called
"inner circle countries." This change in emphasis made it more difficult for students to study English as a foreign
language (EFL). Teachers ought to recognise communities to be incorporated into their curricula from nations and
countries. Many EFL curricula have historically taken their overarching cultural history from the United Kingdom or
the United States. "All hypotheses will now be addressed in the field of foreign language education and learning"
(McKay, 2002, p. 1). The EFL teaching spectrum can be expanded outside the inner circle to include classes. One
alternative is to focus again on intercultural understanding and not on cultural understanding.

Regarding the relationship between cultural awareness and intercultural understanding, Baker (2015) points out that
the former focuses on national cultures while the latter focuses on language-cultural interchanges which are “nuanced
and adaptable” (p. 135). So, it could be calimed that cultural awareness assists to comprehend and perceive ways that
influence one's beliefs, views, actions, preferences, and styles of communication. According to Tomalin and Stempleski
(1993, p. 5), cultural awareness requires understanding of the influence of cultural practices on the usage of language
and contact. This, therefore, implies understanding and recognition of other cultures .

According to this logic, the creation of cultural awareness needs to comprehend culturally-based actions and values.
When it comes to English teaching, the focus can be on comprehensive programs that do not even have to be in British
English or American English. English has been the focus of many other communities and communities due to the many
different contexts in which it is used in comparison to the way it is spoken in the United States or the United Kingdom.
Additionally, English's cultural meaning is context- and user-dependent (Baker, 2009). Thus, a rethinking of the
contexts in which English is taught could displace the traditional national and monolingual focus on American and
British languages and cultures in favour of, as Risager (2010) puts it, a transnational approach to English education.

Intercultural awareness is a term that applies to the know-how and the capacity to interact successfully in a number of
socio-cultural contexts. In today's globalized environment, an understanding of how communities and traditionally
defined differences affect contact (Shaules, 2007). Instead, the primary goal should not be tolerating, interpreting and
comparing cultural customs in order to comprehend 'international views, beliefs and mindsets' (Byram & Zarate, 1997).
This understanding should be the primary objective of foreign language teaching (Kramsch, 1996, p. 23). To summarise:
intercultural awareness implies a step away from ‘ethnocentrism' to 'ethno-relativism,' a capability to 'decentrate," to see
existence through a different context, to promote empathy and to appreciate the intercultural change process which
occurs in people and cultures as a result of their interactions (Rantz & Horan, 2005, p. 211). As such, intercultural
sensitivity relates to a careful understanding of the importance of culture in intercultural relations, in particular, if
English is used internationally.

Many scholars concerned with the foreign language teaching profession (Corbett, 2003; Egan-Robertson & Bloome,
1998; Leung, 2005; Roberts et al., 2001, Byram and Feng 2005) promoted to teach ethnographic skills to foreign
language learners. Byram and Feng (2005) in their all-inclusive review on intercultural education noted that “Culture
teaching is moving toward an ethnographic perspective” (p. 911).

Ethnography includes learning and participating in a particular social context such that a group can be more visible
about the position and experience of the environment and its inhabitants (Harklau, 2005). Ethnography is an approach
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according to the literature to understand the "richness, ambiguity, interrelationship, connections and disjunctions"
(Cohen, et.al., 2007:167). Ethnographical methods are well established in the literature for their utility in foreign
language teaching. Ethnography is used in pedagogy to describe instructional methods, rather than doing ethnographic
studies into the usage of teaching environments or languages outside the classroom. Following Corbett (2003),
ethnographic methodology helps learners to learn how to communicate appropriately with individuals outside their
cultural group and develop an analytical understanding of their system of meanings. The English stand as a lingua
franca drives this technique. Today, English is no more preserved by native languages and is used in several ways in
many spoken dialects, each with its own cultural background. As a result, efforts to mimic mother tongues are almost
insignificant. English students today need to learn skills that enable them to successfully connect in intercultural
environments, establish their own worldview, see differences as strengths and understand personal and social
experiences (Sellami, 2000).

The approach of a student as an ethnographer to culture teaching is motivated by the principle of 'learning by
observation' rather than 'description of persons,’ to increase the intercultural awareness of the students as part of
intercultural communication skill. The guiding principle of the method is, in addition to respecting other cultures and
communication techniques, the learner has the potential for housing, consensus, mediation or adaptability. These
abilities allow them to grasp both an insider and an outsider's foreign language and culture. However, it is also a matter
of concern how ethnographic study methods can be replicated in classrooms in which the native language is not used as
a way of improving intercultural consciousness among students. This research suggests a method of passing information
in the teaching of culture from theory to the classroom to grow the intercultural experience of learners.

I1l. THE STUDY

Previous research into the teaching of Saudi English language teaching context has demonstrated concern that
existing teaching methods do not encourage intercultural understanding of students and argued in support of more
culturally focused approaches and of providing more intercultural teaching materials (Aldosari, 2013; Fageeh, 2011,
Hazaea, 2018; Osman, 2015). This concern is not uncommon in the English Department at Najran University. Indeed,
during some informal discussions the researchers had with staff members in the English Department, many teachers
reported the neglect of culture oriented foreign language teaching. This study is an attempt to redress this gap by
investigating the process of adopting an ethnography-based methodology practice in an English as a foreign language
course.

IV. STUDY OBJECTIVES

This research aims to find ways that enable teachers to carry out ethnographic activities utilizing ethnographic
methods. It is intended to incorporate more cultural approaches as a teaching methodology that encourages teachers to
do ethnographic work. To help teachers and learners from Najran University in Saudi Arabia to move away from their
traditionally information-oriented approaches and practices to intercultural experience-based education — to enhance
the cultural comprehension of the target language and their cross-cultural knowledge and understanding. In a nutshell, it
is motivated by the following objectives:

— To help English teachers and learners at Najran University in Saudi Arabia make a shift away from the
traditional knowledge-oriented teaching approaches and methods currently in use towards intercultural
experiential learning.

— To raise the learners’ cultural awareness of the target language, and their cross-cultural awareness and
understanding.

V. RESEARCH STUDY DESIGN AND PARTICIPANTS

The study looked at 32 Saudi males who have enrolled in the Department of English at Najran University for their
fourth and fifth years. They were all aged between 18 to 20 years and were fluent in Arabic. Most of them have studied
English for at least nine years. They are graded as high-intermediate in their language proficiency. Either of the two
groups: the experimental (treatment) group or the evaluation group was assigned randomly (control).

Both participants received a pre-and post-test at baseline and 45 hours after practice. The preliminary examination is
provided by means of a tale adapted from Hofstede et al' (2002, p. 47). Participants were responsible for identifying
terms and sentences indicating cultural distinctions, understanding the cultural concepts, perceiving the condition
culturally and having qualitative meaning.

The participants also completed a demographic survey (adapted from Robinson-Stuart & Nocon, 1996; see Appendix
1) designed via Likert-style items to evaluate the participants’ intercultural awareness. The aim was to gain some
insights into the learners’ ability to explore the diversity and complexity of their own local and national cultural
groupings and their understanding of the culture of English-speaking people which in turn will help to assess the impact
of ethnographic technique on students’ intercultural awareness.

After the intervention, a post-test was administered to both groups to measure the impact of the treatment. As in the
pretest, the participants were presented with a culturally loaded story entitled ‘Adam and the Napkin’ adapted from
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Hofstede et al. (2002, p.48) and were required to spot culturally loaded words and phrases that reveal cultural
differences with regard to a collectivist “insider” and an individualist “outsider” perspective. At this point, it should be
noted that care was taken to ensure that any differences observed in the performance of the subjects in the two groups in
the pretest and posttest were caused by the treatment itself.

For the first half of 2019/2020, the treatment lasted 14 weeks (3 hours a week). Students were trained to begin with
an interpretation and understanding of a range of scenarios. The objective of this experiment was to determine the effect
of cultural conditioning on their own lens. A variety of situations were backed up with verbal and written responses.
When their preparation was finished, they were not introduced to the ethnographic interview technique. The
ethnographic method of interviews was used in this research since experience of cultural similarities and distinctions
was considered to be capable of some kind (Robinson-Stuart & Nocon, 1996). Participants were told to consider the
interviewees and their own collectivities to preserve the historic focus of these interviews. Multi-level trials measure the
efficiency of the tests.

VI. THE INTERVENTION

An experiment was deemed necessary to improve the efficiency and accuracy of the learners-as ethnographers
process. The aim was to analyze the set of hypotheses it encompasses in order to ascertain the potential impact on the
learners.

Using the learners-as ethnographers approach, a personalized intercultural syllabus, helpful tools, and methodology
were developed using the guiding principles mentioned above. The experiment was divided into four stages. Classroom
implementation was carried out by one of the English Department staff members.

The first move included lecturing the participants on ethnography. The lectures included an overview of the concepts
underlying ethnographic research, including methods, tools, and result interpretation. The emphasis was mainly on
adopting an ethnographic perspective, which emphasizes community as a way of life and being in the world. The goal
was to provide them with insight into how they view aspects of others' everyday lives and cultural norms and enable
them to reflect on their own via a method of decentring.

Throughout this phase, participants were exposed to the idea of culture and its multiple conceptualizations.
Additionally, they acquired observation and examination skills through activities based on their own personal
interactions, as well as detailed instructions for reflecting on those experiences.

The second move was to improve participants' comprehension of and sensitivity of their own cultural traditions and
practices, as well as those of native speakers, in order to develop a deeper understanding of their own and others'
perspectives. To that end, the team member in charge of implementing the project was instructed on how to plan and
develop classroom-based lessons focused on specific intercultural topics. His ultimate purpose was to assist participants
in shifting from a monocultural to an intercultural mindset (Bennett, Bennett & Allen, 2003).

The third move emphasized behaviors that necessitated reflection and discussion regarding cultural features that are
often experienced during intercultural interaction, such as personal interactions, societal expectations, behavioral
preferences, work beliefs, time and space trends, and cultural conflicts. Participants were asked to observe and comment
about how these elements were portrayed in their own and indigenous cultures. The aim is to show how these features
are explored during intercultural interactions. Most of the activities involve the following three steps.

a. Problem Identification: Participants were shown images/short stories explaining social intercultural
interactions and encouraged to identify cultural aspects they were unfamiliar with or desired to learn more
about.

b. Formulation of Theories: Participants were supposed to jot down pertinent questions and then develop
hypotheses.

c. Explanation/Interpretation: Participants were required to justify their conclusions in order to establish/test the
validity of their/other classmates' theories.

The final stage required participants to choose one aspect of culture associated with English-speaking countries from
the inner circle and create a mini-project based on it. This study aimed to assess whether or not the interpretative ideas
shared in the learners' native culture have persisted or have been adopted into the target language culture's realms.

In light of the methodology discussed above, it is reasonable to conclude that the objective is dual: the first is to
enable learners to become active cultural observers and interpreters. This eventually improves their intercultural
competence and lets them disassociate themselves from both the indigenous and target communities. The second aim is
to allow learners to reflect on their experiences with representatives of what Kachru (1985) referred to as the inner and
outer circles.

VII. ANALYSIS AND DISCUSSION

Pre and post-tests are an effective tool in gauging the reach of the intervention in research. In this study, we used
English passages similar to those that learners are regularly exposed to in their classes, but not seen before: Adaptations
from Hofstede et al. (2002).

The results obtained from the pre-test, the post-test, and the gain scores for the control group are presented in Table 1.
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TABLE 1
CONTROL GROUP PRE-TEST, POST-TEST, AND GAIN SCORES
Participants Pre-test scores Pre-test scores Gain scores
Participants 01 9.5 10.5 +1
Participant 02 8.5 9 +1
Participant 03 9 10.5 +1.5
Participant 04 9 15 +6
Participant 05 10 9 +1
Participant 06 10.5 8 -2.5
Participant 07 10 11 +1
Participant 08 9 10.5 +1.5
Participant 09 9.5 12.5 +3
Participant 10 11 11.5 +0.5
Participant 11 13 125 -1.5
Participant 12 10.5 12 +1.5
Participant 13 7 9 +2
Participant 14 45 9 +4.5
Participant 15 15.5 14 -1.5
Participant 16 11 115 +1.5

Experimental Group Pre-Test and Post-Test Results
Table 2 presents the pre-test, post-test, and gain scores for the experimental group.

TABLE 2
EXPERIMENTAL GROUP PRE-TEST, POST-TEST, AND GAIN SCORES
Participants Pre-test scores Pre-test scores Gain scores

Participants 01 10 13 +3
Participant 02 09.5 15.5 +6
Participant 03 09 17 +3
Participant 04 08 11 +3
Participant 05 14 14 /
Participant 06 10.5 14 +3.5
Participant 07 09.5 13 +3.5
Participant 08 05 9.5 +4.5
Participant 09 14,5 13.5 -1
Participant 10 06.5 13 +6.5
Participant 11 08 15 +7
Participant 12 11.5 15 +3.5
Participant 13 10.5 15.5 +5
Participant 14 06.5 15.5 +9
Participant 15 13 12 -1
Participant 16 10 14 +4

The experiments were administered using the parties as independent variable with pre-test outcomes as dependent
variable to ensure that the two groups of participants chosen for this analysis were equal in their observational and
analytical abilities about the community. In the pre-test scores between the two classes, there is no significant difference
(t = (1,30) = 0,07; p > 0,1). This shows that before the research behavior, there were no significant differences in
behaviors between the two classes.

The results were tested using a two-way, mixed ANOVA as a variable between topic and study (pre-post) with
category (control/experimental) as the variable in question. The findings revealed a significant major impact of form
(F(1,30) = 30.9, p0.001), a higher post test score (M=12.2) than pre-test (M=9.8), and a major community score (F(1,30)
= 30.9, p=0.07). The interaction between the research community and the test style was nevertheless considerable
(F(1,30)=8,9,p0,006), which implies that the principal impact for the test type could vary per participant group. As a
result, several post hoc analyses with each category of participants were performed separately.

There is no statistically meaningful discrepancy (p>0.05) for the post-hoc study between pre-tests (M = 9.84) and
post-tests (M = 10.97). Furthermore, the study community found that the experiment had a substantial influence on
students and their learning outcome (M=13.74), substantially higher after evaluation (M=9.75), than before (M=9.75).
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Figure 1. Bar graph comparing the mean scores for the two groups on each test type

As the data in the tables illustrate, there are substantial variations in pre- and post-test output between the research
and control classes. The experimental group's use of ethnographic techniques to convey and focus on their local and
foreign language cultures can help to explain these distinctions. Additionally, these strategies assisted in the acquisition
of cultural resources, which facilitated the growth of mutual understanding between the two communities. The
ethnographic approaches and practices used determine the degree to which this cultural awareness evolves.

According to previous studies, students' viewpoints widen as a result of their engagement in ethnographic interviews
with target language speakers (Bateman, 2003; Roberts, Byram, Barro, Jordan, & Street, 2001; Robinson-Stuart &
Nocon, 1996). This thesis followed the same logic as the preceding one. The frequency distribution of answers to
Likert-style questions was used to analyze the attitude surveys.

Previous studies have found a positive effect on students’ attitudes after participating in ethnographic interviewing of
target language speakers (Bateman, 2003; Roberts, Byram, Barro, Jordan, & Street, 2001; Robinson-Stuart & Nocon,
1996). This study was based on the same premise. The attitude surveys were analysed using the frequency distribution
of responses to Likert-style questions.

The first question in the survey concerned the reasons for the students’ choice to study English at the university (see
Figure 2). A majority (55% vs 53%) of the students answered “other” and reported that their choice was due to their low
grade point average (GPA), meaning that the English major was their only option, studying English was of personal
interest to 30% vs 34% of the students, finally, 15% vs 13% decided to study English because of family pressure in the
pre and post tests respectively.

Why did you choose to study English at university?

Other

Requirement

Geta betterjob

0% 20% 40% 60% 80% 100%
M Pre-test M Post-test
Figure 2. Why did you choose to study English at University?

As illustrated in Figure 3, students’ answers to the second question, which enquired about their need to learn English,
varied. Linking back to the students’ responses to item 1, it can be seen that almost the same percentage (57% vs 57%)
who answered “other” selected the first option, “job prospects”, whereas 35% vs 33% viewed English as necessary for
personal enrichment, and the remainder (18% vs 19% ) responded “interest in travel” in the pre and post tests
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respectively.

How would you describe your need to learn English?

Other

Requirement

Geta betterjob

40 60 80 100 120

o
DN
o

B Pre-test M Post-test
Figure 3. How would you describe your need to learn English?

The third question was about the goal of studying English. Most students (45% vs 53) opted for “get a better job”,
and the rest were almost equally divided between “requirement” 29% vs 27 and “other” 26% vs 20 in the pre and post
tests respectively (see Figure 4).

How would you describe your goal in studying English?

ocner
Requirement |
Getabveteerjo> |

0 20 40 60 80 100 120
M Pre-test M Post-test
Figure 4. How would you describe your goal in studying English?

The fourth question concerned the number of native English-speaking friends the participants had. Of the 32, only 3
had native-speaker friends before as well as after the intervention.

In terms of the correlation between the pre and post surveys, it is worth noting some statistics regarding the pre- and
post-test questions. A paired t-test showed no significant difference between the pre-intervention survey (M = 5.1) and
the post-intervention survey (M = 5.6) (t = -1.5066, df = 4, p = 0.2064). The reason why the p-value is not significant is
due to the small number of questions (five in total). Thus, it is suggested that the result instead be interpreted based on
the mean difference. The post-intervention mean is higher than for the pre-intervention, which indicates that the
participants presented more positive views after the intervention compared to those before the intervention.

VIIl. CONCLUSION

The simple demographic profile of the participants allowed analysis of their attitudes toward English, which aided in
the creation of appropriate teaching methods for the experimental study's treatment phase. These practices aimed to
either change participants' predominately negative attitudes toward English learning or to discourage them from
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forming negative attitudes toward English. This was prompted by the participants' answers to item 1, which showed that
55% claimed their low GPA precluded them from selecting a secondary subject other than English. As a consequence,
they felt as if they were expected to learn it. This type of depressive conviction can result in class anxiety and negative
attitudes.

Additionally, the above-mentioned approach of learners as ethnographers is an excellent way for teachers and
students to continue improving intercultural comprehension. Participants showed an appreciation of how positioned
social and cultural dynamics work in communication and how social experiences are facilitated and maintained toward
the conclusion of the treatment period in terms of social and cultural use of English. Their intercultural awareness of
possible sociocultural and sociolinguistic differences between their native and target language cultures is now being
created. In summary, they gained knowledge and skills necessary to function as intercultural communicators. As a result,
we can infer that they developed a self-critical outlook. They now have the opportunity to reconsider their preconceived
notions and prejudices about their own and English communities.

The recommended solution emphasizes students' work, group work and pair work and students' work both written
and verbal. It's a pattern-based strategy, not a factual approach. It extends beyond the educational role of cultural
education. Its primary aim is to cultivate an ethnographic viewpoint in students and not to facilitate automation and
imitation; in other words, to render learners’ attentive cultural observers and actors.

The tests prove that the observation and interpretation of the research group are important and positive. The findings
of this study would help overcome the deficiencies identified in previous intercultural research by Saudi English
students (Aldosari, 2013; Fageeh, 2011; Hazaea, 2018; Osman, 2015). During the discovery period, ethnographic
techniques such as those proposed in the intercultural program were used to encourage the experimental group to
develop ethnographic abilities for the grasp of cultural standards, to reflect on its own society, to communicate cultural
distinctions and to understand and explore culture as a target and its potential. In consequence, this paper seems to
provide a theoretical framework of sound and sound.

APPENDIX. ONE PRE-POST SURVEY

Part A: Please provide the following information:
1. Gender: Male/ Female
2. Number of years living in an English-speaking country:
3. Inyour opinion, what is the level of your English? (Circle one)

Minimal Poor Fair Good Very good Excellent
1 2 3 4 5 6

Part B
I Please answer each of the following questions by writing in the space provided the number of the answer
which best describes your case:
1. Why did you choose to study English? ..........
1. Prerequisite
2. Family Pressure
3. Personal Interest
4. Fun
5. Other (Describe) ........ovirinieiii e
2. How would you describe your need to learn English? (you may use more than one.) ............
Requirement
Personal enrichment
Interest in culture
interest in English people
Interest in travel
Job prospects
Other (Describe) .......c.cevveenieniniann..
3. How would describe your goal in your study of English? ..........
1. Requirement
2. Get a better job
4. Learn more about other people and cultures.
5. Other (Describe) ............ocevvennnn.
6. Do you have English/American (any native speakers of English) friends?

Nogk~wdhE

1. (0)

2. (1-5)
3. (35)
4. (10+)
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(1]
[2]
[3]
[4]
(5]
(6]

[7]
(8]

(9]

[10]
[11]

[12]
[13]
[14]
[15]
[16]
[17]
[18]
[19]
[20]
[21]
[22]

[23]

[24]
[25]
[26]
[27]

[28]

[29]

THEORY AND PRACTICE IN LANGUAGE STUDIES

Please answer the following items by circling the number which most reflects your feeling about the following
statements. The numbers correspond to the following scale:

Disagree strongly Disagree Disagree slightly Agree slightly Agree moderately | Agree strongly
moderately
1 2 3 4 5 6

English will help me make more English-speaking friends.

English will help me make more English friends.

A language requirement exposes students to a necessary subject.

Knowing English will allow me to help others who are not as lucky as | am.
Knowing English will increase my income potential.

gl |wINE

REFERENCES

Aldosari, H. S. (2013). Integrating culture learning into foreign language education. Umm Al-Qurma University Journal of
Languages and Literature, 11, 10-42.

Baker, W. (2003). Should culture be an overt component of EFL instruction outside of English-speaking countries? The Thali
context. Asian EFL Journal, 5, 1-25.

Baker, W. (2009). The cultures of English as a lingua franca. TESOL Quarterly, 43(4) 567-592.

Baker, W. (2015). Research into practice: Cultural and intercultural awareness. Language Teaching, 48(01), 130-141.
Bateman, B. (2003). Promoting openness toward culture learning: Ethnographic interviews for students of Spanish. The
Modern Language Journal, 86(3), 318-331. https://doi.org/10.1111/1540-4781.00152.

Bennett, J. M., Bennett, M. J., & Allen, W. (2003). Developing intercultural competence in the language classroom. Culture as
the core: Perspectives on culture in second language learning, 237-270.

Brown, H. D. (1994). Principles of language learning and teaching. Englewood Cliffs, NJ: Prentice Hall Regents.

Byram, M., & Feng, A. (2005). Teaching and researching intercultural competence. In E. Hinkel (Ed.), Handbook of second
language acquisition research (pp. 911-930). Mahwah, N.J: Lawrence Erlbaum.

Byram, M., & Zarate, G. (1997). The sociocultural and intercultural dimension of language learning and teaching. Strasbourg:
Council of Europe.

Cohen, L., Manion, L., & Morrison, K. (2007). Research methods in education. London and New York: Routledge.

Corbett, J. (2003). An Intercultural Approach to English Language Teaching. New York: Multilingual Matters LTD.
https://doi.org/10.21832/9781853596858.

Egan-Robertson, A., & Bloome, D. (1998). Students as Researchers of Culture and Language in Their Own Communities.
Language & Social Processes [Series]. Hampton Press, Inc., 23 Broadway, Cresskill, NJ 07626; toll-free.

Fageeh, A. A. (2011). At crossroads of EFL learning and culture: How to enhance cross-cultural awareness in EFL college
students. Cross-Cultural Communication, 7(1), 62—-72.

Gao, F. (2006). Language is culture — On intercultural communication. Journal of Language and Linguistics, 5(1), 58-67.
Graddol, D. (1998). The future of English. London: The British Council.

Gudykunst, W. (1994). Bridging differences: Effective intergroup communication. Thousand Oaks, CA: Sage Publications.
Harklau, L. (2005). Ethnography and ethnographic research on second language teaching and learning. In E. Hinkel (Ed.),
Handbook of research in second language teaching and learning.179-194). Mahwah, NJ: Lawrence Erlbaum Associates, Inc.
Hazaea, A. (2018). Investigation of intercultural competence: CDA of EFL students’ baseline portfolios. BELT — Brazilian
English Language Teaching Journal, 9(2), 458-475. https://doi.org/10.15448/2178-3640.2018.2.31948.

Hofstede, G.J., Pedersen, P.B., Hofstede, G. (2002), Exploring Culture: Exercises, Stories and Synthetic Cultures, Nicholas
Brealey, Boston, MA, USA.

Kachru, B. (1985). Standards, codification and sociolinguistic realism: The English language in the outer circle. In R. Quirk &
H. Widdowson (Eds.), English in the world: Teaching and learning the language and literatures (pp. 11-30). Cambridge:
Cambridge University Press.

Kachru, Y., & Nelson, C. L. (2006). World Englishes in Asian Contexts (Vol. 1). Hong Kong: Hong Kong University Press.
Kirkpatrick, A. (2007). World Englishes: Implications for international communication and English language teaching.
Cambridge: Cambridge University Press.

Kramsch, C. (1996). The Cultural Component of Language Teaching. Zeitschrift fUr Interkulturellen Fremdsprachenunterricht
[Online], 1(2): 1-13. Available at http://www.spz.tu-darmstadt.de/projekt_Ejournal/jg_01_2/beitrag/kramsch2.htm [Accessed
01/10/2020.]

McKay, S. L. (2002) Teaching English as an international language: Rethinking goals and perspectives. New York, NY:
Oxford University Press.

Nieto, S. (2000). Affirming diversity. New York, NY: Longman.

Nostrand, H. (1989). Authentic texts and cultural authenticity: An editorial. Modern Language Journal, 73(1), 49-52.

Osman, H. (2015). Investigating English teachers’ perceptions of intercultural communicative competence in the Kingdom of
Saudi Arabia (Doctoral thesis). International & Multicultural Education Department, University of San Francisco.

Rantz, F., & Horan, P. (2005). Exploring intercultural awareness in the primary modern language classroom: The potential of
the new model of European language portfolio developed by the Irish modern languages in primary schools initiative.
Language and Intercultural Communication, 5(3 & 4), 209-221. https://doi.org/10.1080/14708470508668896.

Risager, K. (2010). The language teacher facing transnationality. Udine: Universitat Degli Studi di Udine, Centro
Internazionale Sul Plurilinguismo.

©2021 ACADEMY PUBLICATION


https://doi.org/10.1111/1540-4781.00152
https://doi.org/10.1080/14708470508668896

THEORY AND PRACTICE IN LANGUAGE STUDIES 797

[30]
[31]

[32]
[33]

[34]

[35]
[36]

Roberts, C., Byram, M., Barro, A., Jordan, Sh., & Street, B. (2001). Language learners as ethnographers. Clevedon, UK:
Multilingual Matters.

Robinson-Stuart, G., & Nocon, H. (1996). Second culture acquisition: Ethnography in the foreign language classroom. The
Modern Language Journal, 80(4), 431-449. https://doi.org/10.1111/j.1540-4781.1996.th05463.X.

Shaules, J. (2007). Deep culture: The hidden challenges of global living. Clevedon, UK: Multilingual Matters.

Sellami, A. (2000). Teaching towards cultural awareness and intercultural competence: How/why culture means? Proceedings
of teachers of English to speakers of other languages. Vancouver, Canada.

Sowden, S. (2007). Culture and “the good teacher” in the English language classroom. ELT Journal, 61(4), 304-310.
https://doi.org/10.1093/elt/ccm049.

Tomalin, B. (2008). Culture—the fifth language skill. London: British Council.

Tomalin, B., & Stempleski, S. (1993). Cultural awareness. Hong Kong: Oxford University Press. UK: Multilingual Matters.

Sami Algouzi holds a PhD degree in linguistics from Salford University, England. He is an Assistant Professor of Linguistics at
the Department of English, and Dean of the College of Languages and Translation at Najran University. His main research interests
include discourse analysis, corpus linguistics and pragmatics.

Elkhiar Atamna is a senior lecturer in the English Department in the College of Languages and Translation at Najran University,
KSA. He specialises in applied linguistics and is mainly interested in discourse analysis, intercultural communication and pragmatics.

©2021 ACADEMY PUBLICATION


https://doi.org/10.1111/j.1540-4781.1996.tb05463.x

