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Teachers' Awareness of Culture Aspects and Citizenship
as Reflected in English for Palestine 7 and 8 Textbooks

Abstract:
The study aimed at identifying the teachers' awareness of culture
aspects and citizenship as reflected in English for Palestine 7 & 8 textbooks.
To achieve the aim of the study, the researcher adopted the descriptive
analytical approach. The sample of the study was, purposive sample,
consisted of (50) male English teachers of middle stage in North Gaza
governorate. To collect the needed data, the researcher used two tools: a
content analysis card to identify the culture aspects and citizenship elements
that are included in English textbooks for 7th and 8th grades, and a
questionnaire to identify the extent of teachers' awareness of culture aspects
and citizenship elements as reflected in English textbooks for 7th and 8th
grades. The two tools were of the researcher's design after reviewing a
number of previous studies, journals, books and related literature. To validate
the tools, they were exposed to seven experts in the fields of TEFL and
education from The Islamic University, Al–Quds Open University, Gaza
University and English teachers of 7th and 8th grades. The reliability was
measured by Cronbach’s alpha coefficient and the split half method. The two
instruments were applied on the teachers in the second term of the academic
year (2014-2015). The data were statistically analyzed using the appropriate
statistical methods.
Based on the analysis of data, the results of the study were as follows:
1- The culture aspects and citizenship elements that are included in English
for Palestine 7 and 8 textbooks are: belonging, human rights, moral
education, religious awareness, political awareness, health awareness,
economic awareness, social awareness, reviewing other cultures and
cultural awareness.
2- The teachers have descriptors of being good awareness of culture aspects
and citizenship elements that are included in English for Palestine 7 and 8
textbooks.
3- There are no statistically significant differences at (  0.05) in the main
culture aspects and citizenship elements in English for Palestine 7 and 8
textbooks due to school, qualification and years of experience variables.
IV

Based on the findings, the researcher recommended teachers of English
to be trained on how to enhance their abilities in teaching the culture aspects
and citizenship elements that are reflected in their textbooks. Also, the
researcher recommended the decision makers to hold workshops in order to
evaluate the cultural content of the newly released English for Palestine
series, and to enrich English textbooks with more lessons and activities that
are related to culture and citizenship. Finally, the researcher suggested that
other researchers should conduct studies which include suggested programs
for developing the content of culture and citizenship in English for Palestine
textbooks.
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Chapter I
Background of the Study
1.1 Introduction:
In recent years, the world faces a lot of challenges; every society is
trying to develop the national sense among its citizen using all available ways.
All organizations intensify their efforts to enhance this sense and establish
values and citizenship among citizens as affiliation, participation, and identity
values.
Education, as others in view of recent changes, increases the interest in
enhancing cultural aspects and citizenship among students considering this as
a basic element that helps in social cohesion through including national
culture aspects and citizenship in curriculums and textbooks. That will help
students to acquire social and moral values and attitudes and help them to
cope with emergent changes and to face different challenges.
English language has a vital role in forming the character of good
citizens who are able to contact other societies in order to benefit from their
achievements and be able to transfer what they have to another society. Foley
(1997) notes that language is often treated theoretically as a subsystem of
culture, and that cultures and languages do not exist in isolation, nor are they
unchanging. Language is often treated theoretically as a subsystem of culture,
but in practice the structure of language, as revealed by modern linguistics,
has generally served as the paradigm for analyzing other aspects of culture
English, like any other language, is inseparable from its culture;
therefore, teaching a new language inevitably involves a new culture. Only
through introducing and developing understanding of the culture of the target
language will a language learner be able to function probably in the target
language, (Dobrovol; Piirainen,2006 and Williams, 2010).
2

According to Gagnestam (2003), everyone is part of his culture and
everyone is contributing to the changes of culture which means that it is
difficult to just stand aside and observe culture as a phenomenon; therefore,
culture must be regarded as a process rather than as a product.
Textbooks have a vital role in enhancing different culture aspects.
According to Cortazzi and Jin (1999), a textbook “can be a teacher, a map, a
resource, a trainer, an authority and an ideology”. Hence, the textbook can be
a major source of cultural elements beside providing linguistic and topical
contents which necessarily reflect the ideology inherent in the ESL context of
a particular circle. Textbooks across the world are of different cultural
orientations; whether they are based on source cultures, target culture, or
international target cultures.
As for citizenship, it has a very important role in people's life. It should
be involved through English language textbooks. According to Osler et al.
(1995), citizenship education can be understood as the knowledge, means, and
activities designed to encourage students to participate actively in democratic
life, accepting and exercising their rights and responsibilities. This task,
which should be carried out both within and outside the school environment,
concerns all those who stimulate, practice, and promote citizenship.
Abdulkafi (2000) indicates that the elementary stage aims to prepare a
student who cares about his land and people. At this stage, it is easy to form
student's character as the suitable way because they are at the beginning of
their lives. Citizenship in curriculums enhances a lot of values as equality,
national unity, cooperation and justice. Also, it seeks to teach students the
manners of participation and pluralism.
In order to determine how teachers of language can help their students
to become more culturally aware, they need to have a clear concept of what
culture is. In his work on sociolinguistics, R. A. Hudson (1980) makes the
3

practical suggestion that in order to avoid confusion; the term culture should
be used in the sense in which cultural anthropologists use it. In their opinion,
culture is something that everybody has, thus distinguishing one group or
community from another.
Many researchers have focused on the importance of teaching culture
aspects and citizenship elements in textbooks but few of them focus on the
role of English Language textbooks in enhancing theses aspects. English
language has a critical role on developing many culture aspects and
citizenship elements which included values as belonging and justice.
It is well known that culture and citizenship in curriculums in general
and in English language in particular are important aspect that must be taken
in consideration. This enhances the researcher's sense that there is a problem
that deserves to be studied specially that culture and citizenship have a
prominent position in society interests. So, it is important to study the culture
aspects and citizenship elements through English language textbooks,
especially when there is a new edition of English for Palestine 7 and 8
textbooks, which imposes a need to know teacher's awareness of cultural
aspects and citizenship elements as reflected in such a new edition of English
for Palestine 7 and 8 textbooks.

1.2 Statement of the Problem of the Study:
It has been observed that there is a problem in some cultural aspects
and citizenship elements in schools, and that there is a new edition of English
for Palestine 7 and 8 textbooks. Therefore, it is important to carry out a study
in order to identify culture aspects and citizenship elements in English for
Palestine 7and 8 textbooks and estimate the extent of teacher’s awareness of
them. So, this study tries to know the teachers' awareness of culture aspects
and citizenship elements as reflected in English for Palestine 7 and 8
textbooks.
4

1.3 Questions of the Study:
The statement of study can be formulated in the following major
question:
 What are the main culture aspects and citizenship elements in English
for Palestine 7 and 8 textbooks?
The main question can be clarified by stating the following sub questions:
1- How far are English language teachers aware of the culture aspects in
English for Palestine 7 and 8 textbooks as reflected in their teaching
practices?
2- How far are English language teachers aware of the citizenship elements
in English for Palestine 7 and 8 textbooks as reflected in their teaching
practices?
3- To what extent are the teachers of English aware of culture aspects and
citizenship elements that are included in English for Palestine 7 and 8
textbooks?
4- Are there statistically significant differences at (  0.05) the main culture
aspects and citizenship elements in English for Palestine 7 and 8 textbooks
due to school (UNRWA – Government)?
5- Are there statistically significant differences at (  0.05) in the main
culture aspects and citizenship elements in English for Palestine 7 and 8
textbooks due to qualifications (Diploma – Bachelor – Master – PhD)?
6- Are there statistically significant differences at (  0.05) the main culture
aspects and citizenship elements in English for Palestine 7 and 8 textbooks
due to years of experience?

5

1.4 Objectives of the Study:
The present study aims at achieving the following objectives:
1- Identifying the culture aspects included in English for Palestine 7 and 8
textbooks.
2- Identifying the citizenship elements included in English for Palestine 7
and 8 textbooks.
3- Identifying the extent of teachers' awareness of culture aspects and
citizenship elements in English for Palestine 7 and 8 textbooks.
4- Determining if there are statistically significant differences at (  0.05) the
main culture aspects and citizenship elements in English for Palestine 7
and 8 textbooks due to (school, qualifications and years of experience)
variables.

1.5 Significance of the Study:
1- The importance of this study springs from the importance of culture and
citizenship for teachers and students and their impact on students’
behavior.
2- It sheds light on the culture aspects and citizenship elements availability in
English language textbooks and how do these books show these aspects.
3- It may help curriculum designers in planning and developing English
language curriculum through considering inclusion of some culture aspects
and citizenship elements to the teacher's guide and English language
textbooks according to the study results.
4- It may help educational supervisors through holding seminars that may
promote the development of teacher’s skills in teaching some culture
aspects and citizenship elements.

6

5- It may help English language teachers acquire with culture aspects and
citizenship elements which should be included in the teaching process to
overcome some of the difficulties related to the teaching of culture in
English language.

1.6 Definitions of the Study Terms:
1.6.1 Culture Aspects:
Shatnawi (2005) states that culture aspects include: educational,
historical,

economic,

geographical,

literary,

man-woman

relationship,

political, religious, social, habits, customs and way of living. On the other
hand, Spencer (2008) defined culture aspect as a set of basic assumptions and
values, orientations to life, beliefs, policies, procedures and behavioral
conventions that are shared by a group of people, and that influence each
member’s behavior.
The researcher adopts the following definition as a procedural
definition which states that culture aspects include: educational, religious,
social, historical and traditional values and aspects.
1.6.2 Citizenship:
AL- Najdi (2011) states that citizenship is a character of a citizen who
knows his rights and duties toward his society and participates in decision
making, solving problems that society faces, cooperating with others, and
expressing opinions. On the same track, Badawi (1992) defines citizenship as
a character that determines the citizens' rights and duties according to social
justice. It stands on belonging to homeland and serving it.
The researcher adopts Al-Najdi's (2011) definition as a operational
definition which states that citizenship is a character of the citizen who knows
his rights and duties toward his society and participates in decision making,

7

solving problems that society faces, cooperating with others and expressing
opinions
English for Palestine 7:
It is designated for 7th graders who are 11-12 years old students in the
UNRWA and governmental schools in Palestine. The textbook consists of
student's book, an audio cassette and the teacher's book.
1.6.3 English for Palestine 8:
It is designated for 8th graders who are 21-13 years old students in the

2

UNRWA and governmental schools in Palestine. The textbook consists of
student's book, an audio cassette and the teacher's book.

1.7

Study Instruments:
In the present study, the researcher uses the following tools to achieve

the objectives of this study:
1- A Content analysis card for the lessons of English for Palestine 7 and 8
textbooks.
2- A questionnaire for the English teachers to explore culture aspects and
citizenship elements in English for Palestine 7 and 8 textbooks.

1.8

Limitations of the study:

The researcher divides the limitation of the study into four points:
1.8.1 Topical limitation:
The study is designed to identify the culture aspects and citizenship
elements that are included in English for Palestine 7 & 8 textbooks and to
examine the extent of teachers' awareness of theses aspects.

8

1.8.2 Human limitation:
The population consists of all the male teachers in the governmental
and UNRWA schools in North Gaza governorate.
1.8.3 Time limitation:
The study is limited to the second semester (2014-2015).
1.8.4 Locative limitation:
The present study is implemented in all governmental and UNRWA
boys schools in North Gaza governorate.

1.9

Methodology of the Study:
The current study uses the descriptive analytic method. Obaidat (1997)

defines the descriptive analytic method as a method that depends on studying
the problem as it is in reality and analyzing the collected data to arrive at
quantitative or qualitative description. The researcher will use the descriptive
analytical method to explain the current status of the study problem and
analyze the collected data in order to arrive at an accurate and scientific
description for study problem through analyzing data using appropriate
statistical tools.

1.10 Summary:
This chapter viewed the background of the present study by viewing
introduction, statement, purposes, questions, significance, definitions of
terms, limitations of the present study.
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Chapter II
Theoretical Framework
2.1 Introduction:
In this chapter, the researcher presents the theoretical framework,
which is divided into two sections. The first section is related to culture
aspects in English language textbooks. The second section is related to
citizenship education.

2.2 Section 1: Culture in English textbooks:
2.2.1 Introduction:
Culture is often neglected in EFL (English as a foreign language)
teaching and learning, or it is introduced as no more than a supplement to
language instruction. Yet, changes in language theories suggest that culture
should be highlighted as an important element in the language classroom.
2.2.2 Definition of Culture:
Culture has many definitions, and it affects everything people do in
their society because of their ideas, values, attitudes, and normative or
expected patterns of behavior. Culture is not genetically inherited, and cannot
exist on its own, but is always shared by members of a society (Hall, 1976,
p.16).
Hofstede

(1980,

p.21-23)

defines

culture

as

“the

collective

programming of the mind which distinguishes the members of one group
from another”, which passes from generation to generation, it is changing all
the time because each generation adds something of its own before passing it
on. It is usual that one’s culture is taken for granted and assumed to be correct
because it is the only one, or at least the first, to be learned.
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One of the definitions has been stated by Rogers and Steinfatt (1999,
p.79) who point out that culture refers to “the total way of life of people
composed of their learned and shared behavior patterns, value, norms, and
material objects”.
Therefore, culture influences the way how the community lives,
behaves, thinks, and speaks. Additionally, language and culture have intricate
significance that makes the two impracticable to separate. In other words,
language and culture are indivisible, (Magogwe, 2009, p.7). According to
McGrath (2002, p.10), language learning materials can carry cultural content.
The culture the materials can attach could represent Source Cultures, Target
Culture, or International Target Culture. Source Culture refers to learners‟
own culture. Target Culture address to the culture in which the target
language is spoken as first language or mother tongue.
International target culture refers to various cultures in English or nonEnglish speaking countries which use English as an international language,
(Cortazzi and Jin, 1999, p.205).
According to Brown (1994, p.170), culture is deeply ingrained part of
the very fiber of our being, but language - the means for communication
among members of a culture- is the most visible and available expression of
that culture. And so a person’s world view, self-identity, and systems of
thinking, acting, feeling, and communicating can be disrupted by a change
from one culture to another.
Similarly, Tang (1999, p.163) propounds the view that culture is
language and language is culture. He suggests that to speak a language well,
one has to be able to think in that language. Language is the soul of the
country and people who speak it. Thus, language and culture are inextricably
linked, and as such we might think about moving away from questions about
the inclusion or exclusion of culture in foreign language curriculum.
12

On a more specific level, Adaskou et. al (1990, p.3-4) define culture by
giving four meanings of the term: aesthetic, sociological, semantic and
pragmatic. The aesthetic sense includes cinema, literature, music and media
while the sociological one refers to the organization and nature of family,
inter personal relations, customs, material conditions, and more. As for the
semantic sense, it involves the whole conceptualization system which
conditions all our perceptions and thought processes, this includes many areas
such as, food, clothes, and institutions. After this comes the pragmatic or
(sociolinguistic) sense. It refers to the background knowledge, social and
paralinguistic skills, and language code that are responsible for successful
communication. All these aspects of culture, according to Lessard– Clouston
(1997, p.42), although not necessarily all inclusive, they provide something
new to the general definition above and show the many dimensions of the
term.
According to Oguro (2008), the latest categorization of culture in
foreign pedagogy is devised by ACTFL (American Council on the Teaching
of Foreign Language) Standards for Foreign Language Learning in the 21st
century (National Standards for Language Education Project, 2005). In these
standards, abbreviated as (SFLL), any culture is divided into "Three Ps":
Perspectives, Products, and Practices. Perspectives are “traditional ideas and
attitudes, beliefs and values", Practices are “the knowledge of what to do
when and where", and Products are the manifestations that reflect the
perspectives of the culture. Hence, both practices and products reflect
perspectives of a culture.

13

2.2.3 Culture and Language:
Different language learning theories linked language to culture. Sapir
and Whorf hypothesis suggested that different languages lead us to different
actions because language filters our perception and categorization of
experience (Kramsch, 1993, p.12).
Lund (2006, p.131-133) writes: “Human beings do not live in the
objective world alone, nor alone in the world of social activity as ordinarily
understood, but are very much at the mercy of the particular language which
has become the medium of expression for their society”.
In EFL classrooms, as we teach the language, we would automatically
teach culture. The forms of address, greetings, formulas, and other utterances
found in the dialogues or models our students hear and the allusions to aspects
of culture found in the reading represent cultural knowledge. Gestures, body
movements, and distances maintained by speakers should use foster cultural
insights.
The teaching of the target culture has to serve the development of
cross-cultural communication. The achievement of this goal is possible with
the preparation of an organized inventory that would include both linguistic
and extra linguistic aspects of the target culture. This way the language could
build bridges from one cognitive system to another, (Seely, 1968, p.37-81).
The culture of people refers to all aspects of shared life in a
community. A language is learned and used with a context, drawing from the
culture distinctive meanings and functions which must be assimilated by
language learners if they are to control the language as native speakers control
it.
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It is also known that the students, who are in need of developing
cultural awareness and cultural sensitiveness, are normally those who are least
disposed toward these goals. Teacher’s task is to make students aware of
cultural differences, not pass value judgments on these differences. Students
learning a foreign language have to assimilate many new categorizations and
codifications if they are to understand and speak the language as its native
speakers do. This does not mean that the native language of the students could
not have established such distinctions for them. All languages which have
been closely studied seem to possess the potentiality for expressing all kinds
of ideas and making all kinds of distinctions, (Rivers, 1982, p.323-324).
Brown (2001, p.575–584) describes the relation of the two as follows:
“A language is a part of a culture and a culture is a part of a language; the two
are intricately interwoven so that one cannot separate the two without losing
the significance of either language or culture”. In one word, culture and
language are inseparable.
Due to the inseparability of language and culture, it is necessary to
incorporate culture into the language teaching process. In her book Context
and Culture in language Teaching, Kramsch (2001, p.99-107) states that
cultural awareness and the learning of a second culture can only aid the
attaining of second language proficiency. She also indicates that the teaching
of culture implicitly or explicitly permeates the teaching of social interaction,
into the spoken and the written language. In her view, second and foreign
language learners necessarily become learners of the second culture because a
language cannot be learned without an understanding of the cultural context
in which it is used since “culture is not an independent aspect of language
learning or teaching, it is a feature of language, it is always in the background,
right from day one, ready to unsettle the good language learners’ proficiency
when they expect it least, making evident the limitations of their hard-won
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communicative competence, challenging their ability to make sense of the
world around them” (Kramsch, 2001).
Gagnestam (2003, p.116) says that it is vital to learn about one’s own
culture before one begins the study of other cultures. The foundation of the
ability to reflect on similarities and differences between cultures is made up of
the awareness of one's culture and cultural heritage. Knowledge of other
cultures is viewed as something that can motivate students when they are
learning languages, (Gagnestam, 2003, p.116).
Language is more than a means of communication since it influences
our culture and even our thought processes. It is the expression of human
communication through which knowledge, belief, and behavior can be
experienced, explained, and shared, and this sharing is based on systematic,
conventionally used signs, sounds, gestures or marks that convey understood
meanings within a group or community (O’Neil, 2006, p.1).
2.2.4 Defining 'Culture' in Textbooks Materials:
In this context, Oguro (2008, p.31) states that in spite of the different
definitions of culture, an agreement has not been reached on how a culture
should be defined in a foreign language curriculum. However, he adds, for the
ease of presenting specific goals of learning foreign languages, culture has
been categorized. Some of the mare:
1- The Hammerlian model that divides culture into three categories of
achievement, information, and behavior;
2- The dual concepts of ‘Big C, culture which refers to large ethnic, religious,
national, or international labels, and ‘small c,’ behavioral culture which
deals with everybody culture; and
3- The three Ps of cultural perspectives, products, and practices of a group of
people by the Standards for Foreign Language Learning (SFLL). The
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Cultural goal area of the SFLL, as Bateman and Mattos (2006, p.11) state,
is divided into three elements:
a- Products consist of the concrete cultural elements of a culture such as
literature, food, books, songs, household items, dwellings and clothing, or
such abstract cultural elements as a system of laws, and an education
system of a society. In other words, it is anything created by members of a
culture, both tangible and intangible.
b- Practices refer to the patterns of behavior accepted within a society such as
gestures, greetings and leave-takings, holiday celebrations, use of personal
space, sports, and forms of address. It is what people do, when and where.
c- Perspectives are the worldview of a culture. Namely it is the beliefs, ideas,
attitudes, and values that characterize a particular society.
2.2.5 EFL in Palestine:
A recent paradigm shift has been noticed in the EFL situation in
Palestine. Since 2000 English has been adopted to be taught in all
governmental schools from the first grade rather than the fifth grade. This
shift has accompanied the recent adoption of the new Palestinian curriculum
"English for Palestine".
In the statement of general goals for the Palestinian English Language
Curriculum (1999), three of these goals are culture related, specifically, it is
stated that the new syllabus should help the students achieve the following
aims:
1- Develop intercultural understanding and appreciation.
2- Foster understanding and develop cultural sensitivity to the target language
culture and other cultural backgrounds, and thereby, strengthen the
learners' appreciation of their own culture.
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3- Develop students' respect for others, i.e. developing a sense of worth of
others, especially those with social, cultural, and family backgrounds
different from their own, and encouraging them to reject sexual, racial, and
ethnic stereotypes.
English for Palestine is the first Palestinian curriculum that has been
designed by the Ministry of Education and Higher Education (MEHE).
According to MEHE (1999), "English for Palestine" is a communicative
curriculum that aims at fostering communicative skills and developing
intercultural understanding through EFL education. It would be great of
importance to see how the Ministry's goals of fostering communicative skills
and developing intercultural understanding are reflected in the textbooks and
teachers' practices. The case of ELT (English language teaching) in Palestine
is similar to that of many other Arab countries in that there is scarcity of
research on how culture should be presented to students in the English
curriculum (Jum'a, 2008). In addition, teachers are likely to marginalize
culture treatment in their classrooms because the manuals they use do not
offer a clear idea about how culture should be taught.
Talking about the Palestinian context, EFL teaching in Palestine should
reflect the goals that are set by the Ministry of Education regarding culture
teaching in order to achieve intercultural understanding.
2.2.6 Culture in EFL Education:
Realization of language and culture connection is not recent. Sapir
(1921, p.219) states that "language does not exist apart from culture, that is,
from the socially inherited assemblage of practices and beliefs that determines
the texture of our lives". Alptekin (2002, p.57-64) emphasizes the integration
of language and culture. He states: “learning a foreign language becomes a
kind of enculturation, where one acquires new cultural frames such as
nationality, religion, values, gender, class and politics) of reference and a new
18

world view, reflecting those of the target language culture and its speakers”
(Alptekin, 2002, p.57-64).
2.2.7 Approaches to Teaching Culture:
Since teaching culture is not an easy process, language teachers should
be provided with suitable approaches that help them in teaching culture in
their classes. Omaggio - Hadley (1993, p.360) asserts the need for providing
teachers with suitable plans for culture teaching; "language instructors need
an organizing scheme that would help them select appropriate cultural
content." Without such a scheme", she maintains, "the teaching of culture can
become a kind of trivial pursuit of isolated bits of information". Several
approaches to teaching culture have been suggested. Among these are the
following:
2.2.7.1 The traditional method:
A traditional way of teaching culture was through transmission of facts
about the target culture. By doing so, general information about the target
culture such as history, geography, institutions, the arts, traditions, and way of
life are presented. Omaggio - Hadley (1993, p.362) presents the four common
approaches to teaching of culture that are identified by Galloway (1985):
1- The Frankenstein Approach: A taco from here, a flamenco dancer from
there, a gaucho from here, a bullfight from there.
2- The 4-F Approach: Folk dances, festivals, fairs, and food.
3- The Tour Guide Approach: The identification of monuments, rivers, and
cities.
4- The "By–the-Way" approach: Sporadic lectures or bits of behavior
selected indiscriminately to emphasize sharp differences.
Presenting a variety of cultures often results in brief description of multiple
cultures, (Saluveer, 2004, p.5). In other words, these approaches provide
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learners with factual information of very limited nature, and so they should
not be encouraged.
2.2.7.2 Cultural Comparison:
The modern trend of culture teaching which has accompanied the shift
in emphasis from facts only to other aspects of life has also led to a different
interpretation of culture based on cross-cultural understanding and making
comparisons between learners' native culture and the target culture. When the
foreign language learner approaches the target culture from a contrastive point
of view, he will view it in a way that is not as the same as his native culture
nor the target culture.
Kramsch (1993) suggests that foreign language learning takes place in
a third place that the foreign language learner makes for himself between (C1)
and (C2). In this third place, the language learners are involved in an
objective and subjective reflection of (C1) and (C2) where they must choose
their own meanings that best reflect their personal perspectives. Therefore,
this notion of culture emphasizes the importance of individual interpretations
of culture rather than rigid stereotypical notions, (Baker, 2003, p.77).
Comparing and contrasting students' native culture and the target
culture will help students to become active thinkers. The teacher can enhance
students' critical thinking by helping them in making cultural comparison.
Doing so will help students gain a double benefit that understanding the target
culture and, at the same time, having more understanding of their native
culture. Culture learning is not merely learning the target culture, but gaining
insights into how the culture of the target language interacts with one’s own
cultural experience, (Liaw, 2006, p.235).
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2.2.7.3

Teaching Culture as a process:

Crawford Lange and Lange (2001, p.258-259) propose teaching culture
along with language in a process. "Culture is inseparable from language and
therefore must be included in language study; culture is in fact of becoming
and therefore should be taught as a process". This process incorporates eight
stages. The first five are teacher directed, and the last three are student
directed:
Stage 1: Identification of a cultural theme. Cultural themes are provocative
concerns or issues related to the values of either the native or target
culture, or both. The strongest the relationship to the learners' situation, the
more powerful the theme will be.
Stage 2: Presentation of cultural phenomena. Phenomena represent
occurrences of the cultural theme. They are presented to students by means
of pictures, bulletin board displays, slides, overhead transparences, and
many other devices.
Stage 3: Dialogue (target/native cultures). Dialogues focus on (a)
description of the phenomena presented, (b) analysis of the thematic
features, and (c) reaction to it in terms of one's own culture.
Stage 4: Transition to language learning. As the desire to know more
about the culture is developed in stage 3, language needs become evident.
This transition may be accomplished by questioning students about
language needs they may perceive or by examining the available resource
material.
Stage 5: Language learning. The textbook can serve as a source of the
language material to be presented and practiced and it can also suggest
opportunities to use language for communication.
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Stage 6: Verification of perceptions (Target/Native Cultures). Students
examine resources, using the language they have learned, in order to
develop, confirm, or modify their initial perception.
Stage 7: Cultural awareness. To achieve the goals of the integrative
process requires students to be conscious in their understanding of culture.
This consciousness will be available for them in later life and transferable
to other circumstances.
Stage 8: Evaluation of language and cultural proficiency. Language and
cultural proficiency are examined together and evaluated globally.
Throughout exploring the previous approaches in teaching culture, one
can notice that there has been a shift from the presentation of one culture in
the language class to the presentation of two cultures. In other words, because
teaching culture should not only be facts about the target culture,
understanding the native culture of the learner seems to have a great role in
promoting understanding of the target culture. In short, comparing and
contrasting students' native culture with the target culture will be beneficial
since students will have opportunities of understanding both.
2.2.8 Presentation of Culture in Teaching Materials:
Textbooks are the main materials used in language classes. According
to Turkan and Celik (2007, p.18-33), such textbooks are produced for EFL
and ESL purposes all over the world and aim to meet the needs of language
learners in order to help them function linguistically and culturally well in
English. Turkan and Celik (2007, p.18-33) maintain that it is important that
these textbooks include the target language culture in addition to the fact that
they should be appropriate for learners' needs, level, and cultural background.
In order to achieve the desired goals of EFL teaching, materials should be
well revised and evaluated with regard to the presentation of the cultural
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element. This could be done by enriching the content of the textbooks with a
proper subjects and activities that are related to students’ life. This means that
the series of English language textbooks should introduce the cultural
materials based on the needs of each educational stage.
Robatjazi (2008, p.252) believes that this is a shared responsibility that
engages curriculum designers, teachers, material writers, and learners who
have specific needs and interests. Since language and culture are inseparable,
culture should be presented to learners from the early stages of their learning
of the foreign language. Yet, the question of what aspects of culture should be
taught to which levels of learners appears to be a vital one in this context.
Bodricand Baker (2003, p.77) suggest that a gradation should be
followed in presenting culture at least to match students' age and interest. In
following a gradation in presenting culture, they suggest that simple issues of
the people of the target language culture can be included in the early stages
while more complex issues can be postponed to later levels where it is
discussed in its cultural contexts.
Bodric (2004, p.144) believes that the selection and gradation of
cultural topics should agree with the students’ interests according to their age.
Once some mastery of the foreign language has been achieved, cultural
contents may be learned through the language "through more demanding and
comprehensive tasks".
To conclude, one can infer that simple cultural themes can be
introduced to language learners at early stages while more sophisticated ideas
can be postponed to later stages.
2.2.9 Multimedia and Culture Teaching:
Technology has also been utilized to facilitate teaching culture as well
as language. A number of researchers have been interested in utilizing
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technology for teaching L2 culture to make the target culture more accessible
to learners. Given that pragmatics and culture are "neglected areas" in
teaching languages, should be oriented towards including pragmatics and
other cultural aspects of language "to make language learning closer to natural
acquisition". Because electronic technology is becoming a powerful means
for flexible learning, Atawneh proposes using electronic programs for
teaching culture (especially the pragmatic aspects) in an attempt to bridging
the cross-cultural gap that is likely to happen as a result of lacking the
sufficient knowledge of the target culture.
Kramsch (1999, p.9) analyzed the interaction of text and context in a
multimedia Quechua language program. She made suggestions for teaching
foreign languages through multimedia technology. Kramsch argued that the
use of multimedia technology to teach language in its authentic cultural
context represents a "double challenge" for language learners and teachers.
Learners are thus faced with the double task: they have to observe and choose
culturally relevant features of the context and to put linguistic features in
relation to other features to arrive at "some understanding of language in use".
2.2.10 Definition of Culture Awareness:
Tomlinson and Masuhara (2004, p.3) make a distinction between
cultural knowledge and cultural awareness as follows:
2.2.10.1 Cultural knowledge:
It consists of information about the characteristics of our own and other
people’s cultures. This information is typically:
External: it is given to us by someone else,
Static: we do not modify it from experience,
Articulated: it is reduced to what words can express,

24

Stereotypical: it refers to general norms rather than specific instances,
Reduced: it has been selected from all the information available and it
typically omits information about variation and exceptions.
The information is normally given to us in the form of: (a) facts, (b)
statistics, (c) generalizations, and (d) examples.
Cultural knowledge can be useful in helping us to understand ourselves
and other people. However, it can also be misleading because it: (a) is
dependent on other people’s expertise, objectivity and integrity; (b) is fixed in
time (often out of date); (c) is inevitably simplified; and (d) often conceals as
much as it reveals.
2.2.10.2 Cultural Awareness:
According to Tomlinson and Masuhara (2004, p.6), cultural awareness
consists of perceptions of our own and other people’s cultures. These
perceptions are:
Internal: they develop in our minds,
Dynamic: they are constantly being added to and changed,
Variable: they are modified from experience,
Multi-dimensional: they are represented through sensory images (mental
pictures), mental connections, and affective associations, as well as
through the inner voice,
Interactive in that they connect with and inform each other.
Cultural awareness involves a “gradually developing inner sense of the
equality of cultures, an increased understanding of your own and other
people’s cultures, and a positive interest in how cultures both connect and
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differ. Such awareness can broaden the mind, increase tolerance and facilitate
international communication,” (Tomlinson, 2001, p.5).
2.2.11 Cultural Awareness Approaches:
An integrated approach to teaching language and culture will focus
additionally on culturally significant areas of language and on the skills
required by the learner to make sense of cultural difference (Pulverness, 2003,
p.435). The principles, objectives, procedures, and materials of such an
approach are described by Tomlinson and Masuhara (2004, p.33-39) as
follows:
2.2.11.1 Principles:
The main learning principles of a cultural awareness approach involve the
encouragement of:
1- learning from experience,
2- apprehension before comprehension, in that the learner is helped to
become aware of something before trying to achieve conscious
understanding of it,
3- affective and cognitive engagement with an encounter, text, or task,
4- intake responses to an encounter, text, or task in the sense of developing
and articulating representations of the experience,
5- discovering clues to the interpretation of an experience by reflecting on
that experience, and
6- tolerance of ambiguity. That is, not worrying about not being able to
interpret an experience, or not fixing an immediate and absolute
interpretation. These principles are coherent in the sense that they connect
with each other and have been developed to facilitate the deep processing
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of experience which can lead to informed awareness, sensitivity, empathy
and the acquisition of language too.
2.2.11.2 Objectives:
Tomlinson and Masuhara (2004, p.34-35) also state that the main
objectives of a cultural awareness approach are to help the learners to:
1- discover assumptions, values, and attitudes that underlie utterances and
behaviors in other cultures,
2- discover assumptions, values, and attitudes that underlie utterances and
behaviors in their own cultures,
3- notice implicit conflicts and analyze the causes,
4- identify options for conflict solutions,
5- try out options, observe the consequences, and take necessary measures,
6- resist falling back on stereotyping and ethnocentrisms,
7- develop sensitivity to cultures,
8- develop empathy with other cultures,
9- acquire cross-cultural skills, and
10- develop the ability to use language appropriately and effectively in
various cultural contexts.
2.2.11.3 Procedures:
In order to apply the mentioned principles to achieve the objectives,
Tomlinson and Masuhara (2004, p.36-37) recommend the following
procedures:
1- Start and finish an activity in the minds of the learners (e.g. by getting
them to think about an experience in their own culture before providing
them with a similar one in another culture; by getting them to ‘translate’ a

27

new experience in another culture into an equivalent experience in their
own culture).
2- Provide cultural encounters (e.g. through visits, video, songs, literature,
simulations).
3- Facilitate connections between the old and the new (e.g. by encouraging
the learners to constantly think of comparable personal experiences).
4- Stimulate multi-dimensional representation of cultural experiences (e.g.
through visualization and inner voice activities).
5- Provide focused discovery activities which guide the learners to find out
things for themselves.
6- Contribute your personal interpretations but do not provide them as
definitive answers.
7- Contribute your personal experiences of other cultures.
2.2.11.4 Materials:
To develop cultural awareness alongside language awareness, the
acknowledgement of cultural identity is not sufficient. One way of raising this
kind of awareness in learners, as Pulverness (2003, p.44) suggests, is through
literary texts that more directly represent experiences of cultural engagement.
Besides, an enhanced language syllabus that takes account of cultural
specificity would be concerned with aspects of language that are often
neglected in course materials: connotation, idiom, the construction of style
and tone, rhetorical structure, critical language awareness and translation.
In order to teach culture to foreign language teenage students who
usually do not have close contact with native speakers of English and have
little opportunity to discover how these speakers think, feel, and interact with
others in their own peer group and to stimulate their curiosity about the target
culture, Tavares and Cavalcanti (1996, p.19) developed a set of activities.
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These activities arose from the fact that although the teaching of EFL has
become widespread in all levels of Brazilian education, teachers still lack
resource material for exploring the target culture in the classroom. The aim of
these activities is to increase students' awareness and to develop their
curiosity towards the target culture and their own, helping them to make
comparisons among cultures. These comparisons are not meant to
underestimate any of the cultures being analyzed, but to enrich students'
experience and to make them aware that although some culture elements are
being globalized, there is still diversity among cultures. This diversity should
then be understood and respected, and never over or underestimated. This
variety of cultures was grouped under predetermined cultural topics. Tavares
and Cavalcanti (1996, p. 18) developed these activities by using authentic
materials, their own personal experience as EFL teachers, and contributions
from colleagues through ideas that were adapted to their needs and objectives.
2.2.12 Developing Cultural Awareness in Language Instructional

Materials:
Teachers play an important role in acting as an intercultural mediator
and in compensating for the missing sociocultural components of language
course books. There are different ways in which teachers can make use of
appropriate extra materials which enable them to go beyond the course book.
Some of which suggested by Pulverness (2003, p.24) include: a teacher’s own
photographs or posters, students’ own photographs and posters, extra texts,
and video extracts. Listening to the utterances of native speakers, reading of
original texts, or picture of native speakers engaged in natural activities will
introduce cultural elements into the classroom. These materials can
compensate for cultural dimensions that are totally absent from some course
books.
While developing cultural awareness in the EFL materials, the
materials developers should keep in mind that the native language is learned
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along with the norms and attitudes of the social group which can be
manifested through the words and expressions that are commonly used by
members of the group. Therefore, learning to understand a foreign culture
should help students of another language to use words and expressions more
skillfully and authentically; to act naturally with persons of the other culture;
and to recognize their different reactions.
Cakir (2006, p.84) notes that teachers have to play a key role in
breaking down cultural barriers prior to initiating teaching-learning activities.
Perhaps one way to effectively begin teaching culture is to emphasize
similarities between people. Moreover, the topics to be used to teach the
target language should be presented in the contexts accompanying the native
ones. That is, while teaching a culture specific topic in the target language,
first language equivalent can also be given in order to enhance learning.
To sum up, the use of culture-based tasks in language instructional
materials will help learners to get familiar with the target culture, and
performing these tasks should involve the cultural values of the target
language, accompanied by the native ones, designed for every level.
2.2.13 Problems of Teaching Culture:
Language teachers have realized the importance of incorporating
culture in their teaching, yet they have always been criticized for their
inadequate treatment of culture in their classrooms (Oguro, 2008, p.197).
There are several reasons that explain the lack of systematic study of culture
in many language courses:
First, teaching culture is a time consuming process. Most language teachers
are always under time restriction that may limit, in a way or another,
their treatment of culture in their classes.
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Second, many language teachers are afraid to teach culture because they do
not have enough knowledge about it.
Third, some teachers neglect teaching culture because it deals with students
'attitudes "somewhat threatening, hazy, and unquantifiable area.
Hinkel (2001, p.154) highlights the complexity of teaching culture and
emphasizes the fact that culture is not a "separate domain of L2 instruction".
On the contrary, by learning L2culture, he believes, learners will become
better communicators. The teaching of L2culture can be closely intertwined
with the teaching of most linguistic skills since language use reflects the
culture of its speakers. He maintains that teaching L2culture together with the
linguistic skills more adequately represents language and culture connection.
The researcher notices that teachers in Gaza are faithful. But they need
some of training programs and enrichment activities and courses of teaching
culture. They are inefficient in designing activities which enhance the cultural
awareness among students. Also, they are not aware of the clear objectives of
teaching culture.
The researcher notices that the objectives of citizenship education lead
to awaken the consciousness of the students to their civic responsibilities in
the promotion of national unity and to encourage the students to take part
actively and freely in discussions and decisions affecting their general
welfare.

2.3 Section 2 :Citizenship in English Textbooks:
2.3.1 Defining the Concept of Citizenship:
In general terms any concept of citizenship involves what Arthur,
Davies, Kerr and Wrenn (2001, p.27) have highlighted which is that:
Despite the variations of meanings and purpose of citizenship in the
world, the concept in itself has commonly been described as a combination of
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abilities, rights, obligations, responsibilities, skills, values and knowledge
about cultural, moral, historical, present and future political issues.
Giroux (1995, p.4) defined citizenship as “a historical contract between
the individual and the state…, and in the strict sense, citizenship concerns the
integration of the individual in the political framework and the participation
of citizens in the institutions of law, citizenship…is expressed in the
continuing participation of individuals in the co management of public
affairs”.
Oliver and Heather (1994, p.11) have come up with the following
definition that individuals are citizens when they practice civic virtue and
good citizenship, enjoy but do not exploit their civil and political rights,
contribute to and receive social and economic benefits, do not allow any sense
of national identity to justify discrimination or stereotyping of other,
experience senses of non-exclusive multiple citizenship, and by their
example, teach citizenship to others.
2.3.2 Interpretations of Citizenship Education:
There are several interpretations in the literature on citizenship
education regarding how it can be taught. Engle and Ochoa, (1988, p.12)
identify two interpretations of citizenship education, firstly “socialization– the
process of learning the existing customs, traditions, and practices of a
society”; and secondly “counter socialization – the process of expanding the
individual’s ability to be a rational, thoughtful, and independent citizen of a
democracy”
Nziramasanga (1991, p.9) divides citizenship education into two
realms: citizenship as behavior and citizenship as compliance. Citizenship as
behavior “argues that whatever the school, community or nation gives to its
youth, should result in a specific and acceptable form of behavior relevant to
that society” and emphasizes the “acquisition of explicit knowledge regarding
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rules and beliefs about what each citizen should and might do, such as voting,
serving on civic boards, committees or organizations”.
Finally, Rowe (1994, p.14) has analyzed six different perspectives on
citizenship education. These are: the consensus model which “avoids
controversy and concentrates on ‘safe’ or consensus areas where pupils will
encounter little or no value conflict; the parental model which “leaves explicit
citizenship education to parents, who are thus free to promote their own
values and beliefs” ; the patriotic model which “exists to encourage a positive
concern for and loyalty to one’s own society and employs various means
including a selective use of history or patriotic devices such as ‘saluting the
flag’; the religious model which “takes the view that religious means are the
best means to teach the civic virtues of service to others and the community”;
the school ethos model which highlights the “role of school organization and
ethos as modeling a good or just society”.
2.3.3 The Nature and Scope of Citizenship in Education:
Citizenship education has a number of basic features; Nziramasanga
(1991, p.5) argues that citizenship education makes the youth know:
1- how to relate to each other,
2- the best forms of social and political participation,
3- the rules and laws governing them,
4- the operation of economic and government systems in their communities,
and
5- their own rights and responsibilities, to and within their society and nation.
It encompasses decision-making, involving political, economic, social
and moral choices at various levels including the individual, family,
community and nation and thereby teaches group governance.
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According to Remy (1979, p.9) citizenship education prepares learners
to address three fundamental questions:
1- Under what conditions should I (as a citizen of a family, or a city or a
nation of the global community) be loyal to and be proud of my group and
when should I be critical?
2- Under what conditions should I (as a citizen of a given group) comply with
the laws, rules or norms of that group and support its political authorities,
and when should I defy rules and authorities?
3- Under what conditions should I (as citizen of a given group) actively
participate in the political life of the group and if necessary sacrifice for
the common good and when should I defend or assert my private interests
or withdraw to nurture my private life?
2.3.4 The Citizenship Education:
Several scholars see the concept of citizenship is highly contested and
understood differently in the literature. Even the terminology varies from one
context to the other. Kerr (2009, p.34) asserts that this situation is
compounded by the fact that a given country‘s expression of its values has a
marked influence on how it defines and/or approaches citizenship education.
In other words, the conceptualization of citizenship education is bound to
differ from one country to the other. Osler (2001, p.42) suggests that
citizenship education needs to be underpinned by human rights and cited
evidence which suggests that a well-conceived human rights based on
citizenship curriculum has the potential to contribute to community cohesion,
civic courage and greater solidarity with others, within and beyond national
borders.
Amao (2006, p.139) hints that citizenship education is basically
directed at the youth, who are seen as the future leaders to secure a better
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future for the country. According to Kerr (1999, p.35), citizenship or civics
education is construed broadly to encompass the preparation of young people
for their roles and responsibilities as citizens and, in particular, the role of
education (through schooling, teaching and learning) in that preparatory
process. In the view of Kaltsounis (1979, p.128) citizenship education aims at
developing the capability of individuals to engage in thoughtful and
responsible participation in political, social, economic and cultural life of their
community. Kerr (2009, p.64) notes that when understood in this way,
citizenship involves the promotion of participation in decision making,
forging strong community links, sensitivity to values and ethics and
engagement in the discussion of critical issues such as voting and political
debates.
By comparison, the maximal concept of citizenship education appears
in democratic states and focuses on education for citizenship. It is comprised
of knowledge, values and skills, and aims to prepare students for active,
responsible participation in school and beyond. Unlike narrow citizenship
education, it extends learning beyond the curriculum and classroom to all
activities inside and outside school. In addition, it is highly dependent on
interactive teaching, which requires discussion, debate and the creation of
many opportunities for students to participate effectively (Kerr, 1999, p.52;
Nelson & Kerr, 2005, p.73).
2.3.5 Key Components of Citizenship Education:
Nziramasanga (1991, p.13) identifies four key components of
citizenship education related to the questions posed by Remy (1971). These
are:
1- Citizen confrontation with the need for choice and an occasion for making
such choice;
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2- The determination on the part of the citizen, of important values, goals,
attitudes and factors affecting the decisions;
3- A citizen’s identification of alternative courses of action within the
framework of the laws of that society or nation; and
The way in which the citizen can predict the positive/ negative
consequences of the alternatives in view of the need to decide national or
individual goals.
Citizenship education “requires an understanding and an acceptance of
human rights” to “provide the framework for political and social interaction in
democracies by ensuring the equality of all individuals before the law and in
respect of their rights to dignity and to the fundamental freedoms,” (Osler and
Starkey, 2003, p.44).
2.3.6 Importance of Citizenship Education:
Davies, Gregory and Riley (1999, p.16), argue that citizenship
education encourages young people to respect others, to know how to listen
and how to respond thoughtfully. Teachers believe that citizenship education
with its focus on developing the of democratic discussion-and with this the
assertiveness to be able to stand up for one’s own beliefs and values and to
challenge those of others –has much to offer strategies that that seek to build
respect, tolerance and self-esteem. Arthur (2002, p.12) conducted a study
from which he found out that English teachers viewed citizenship as being
involved in a community whereas their German counterparts defined it as set
of responsibilities and obligations. Again Davies et al (2004, p.140) found out
that social issues and societal active participation concerned English teachers
more than their counterparts. A structured approach to citizenship education
enables children in schools to gain early understanding of the rights and
responsibilities that come with the membership of a given society. This will
provide them with a sense of how rules, regulations and the law work and
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after advice and guidance on how to avoid falling foul of these rules
regulations and regulations and laws (Mitchell, 1999, p.62).
2.3.7 Objectives of Citizenship Education:
Objectives of citizenship education as described by Gearon (2003,
p.20-24) include:
1- becoming informed citizens,
2- developing skills of enquiry and communication,
3- developing skills of participation and responsible action, and,
4- Promoting pupils’ spiritual, moral, social and cultural development
through citizenship. For example, citizenship provides opportunities for:
a- spiritual

development,

through

fostering

pupils’

awareness

and

understanding of meaning and purpose in life and of differing values in
human society,
b- moral development, through helping pupils develop a critical appreciation
of issues of right and wrong, justice, fairness, rights and obligations in
society,
c- social development, through helping pupils acquire the understanding and
skills needed to become responsible and effective members of society, and
d- cultural development, through helping pupils understand the nature and
role of the different groups to which they belong, and promoting respect
for diversity and difference.
5- Citizenship provides opportunities for pupils to develop the key skills of:
a- communication, through researching, discussing and sharing information
and ideas about a wide variety of social, political and community issues,
b- application of number, through examining statistics to consider the ways
they are used and abused in a variety of social and political contexts,
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c- Information Technology, through using and applying ICT to analyze
issues, events and problems,
d- working with others, through sharing ideas, formulating policies and
taking part in responsible action in communities,
e- improving own learning and performance, through reflecting on their own
and others' ideas and achievements, and setting targets for future
involvement and improvement, and
f- problem solving, through becoming involved in political and community
issues.
6- Citizenship provides opportunities to promote:
a- thinking skills, through helping pupils to engage in social issues that
require the use of reasoning, understanding and action through enquiry and
evaluation,
b- financial capability, through developing pupils’ understanding of the
nature and role of money in society and developing skills in its use,
c- enterprise

and

entrepreneurial skills,

through

developing

pupils’

understanding of the importance of these skills for a thriving economy and
democracy,
d- work-related learning, through helping pupils to appreciate the link
between learning and work for a thriving economy and society, and
e- education for sustainable development, through developing pupils’ skills
in, and commitment to, effective participation in the democratic and other
decision-making processes that affect the quality, structure and health of
environments and society and exploring values that determine people's
actions within society, the economy and the environment.

38

2.3.8 Strands of Citizenship Education:
Citizenship education should be based on four strands (The Advisory
Council of Learning and Teaching, 2002):
1- Knowledge and understanding, which are highly important for citizens to
make sensible decisions regarding the different views, situations and
problems that he or she encounters.
2- Skills and competencies indicate the core skills that are crucial for
reaching both satisfactory living and working. They also refer to generic
skills that are necessary with other personal qualities for active
participation.
3- Values and dispositions bond with developing a set of values, such as
value judgments, respect and care for oneself, for others and for the
environment.
4- Creativity and enterprise as an essential part of citizenship education
involves demonstrating the ability to deal effectively with, and to
participate creatively in, all aspects of life.
Eurydice (2005, p.60) states that citizenship education content should
evolve around three main strands: political literacy, critical thinking and the
development of certain attitudes and values, and active participation. The sublearning outcomes that come under each main stance are shown in the
following table:
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Table (1):
The sub-learning outcomes that come under citizenship education
Critical thinking and certain

Political literacy

attitudes and values

Active participation

Learning

about

social,

Acquiring the skills needed to

Enabling them to become

political

and

civic

participate actively in public

more

institutions,

as

life.

community

well as

human rights.

Developing

recognition

of

The study of conditions

and respect for oneself and

under which people may

others

live

achieving

harmoniously

together, social issues and
ongoing social problems.
The

study

of

with

a

greater

view

to

mutual

understanding.

involved

in

at

international,

the
large

national,

local and school levels).
Offering

them

practical

experience of democracy at
school.

Acquiring social and moral

national

responsibility.

constitutions so that they
are

better

prepared

Developing their capacity

to
Strengthening

responsibilities.

solidarity.

Encouraging

Promoting recognition of

The construction of values,

initiatives

cultural

with due regard for differing

with other

social perspectives and points

(such

of view.

association, public bodies

and

historical

heritage.

a

spirit

of

to engage with each other.

exercise their rights and

Promoting recognition of

in

as

an

the cultural and linguistic

Learning to listen and resolve

diversity of society.

conflicts peacefully.
Learning to contribute to a
safe environment.
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organizations

project
conjunction
organizations
community
international

2.3.9 Citizenship Education and the Role of the Teacher:
Williams and Humphrys (2003, p.10) have argued that “In a very real
sense, there can be no citizenship without citizenship education” Teachers are
therefore important in the process of implementing Citizenship Education and
consequently the concept of citizenship to be formed. According to Rizvi and
Lingard (2010, p.96), education lacks traditions of explicit teaching of
citizenship education and that citizenship education is included in a crosscurricular approach, it should not be assumed that teachers are unaware of the
changes which have taken place regarding citizenship education in recent
curriculum changes. Yet it can complicate the implementation of citizenship
education since it does not state explicit what is required from teachers
regarding what to be learned, how and for what purposes in the context of
citizenship education. In times of curriculum change, it is therefore important
to investigate how teachers perceive elements of citizenship education in this
context of implicitly changing citizenship education agendas. That can help us
to identify teachers’ conceptualizations of citizenship education and also
make us aware of the concept of citizenship that is included in such
understandings of citizenship education.
2.3.10 Teaching Citizenship:
Theoretically, developing effective citizenship requires the adoption of
an appropriate teaching methodology. According to Kubow and Kinney
(2000), a democratic classroom that can promote effective citizenship must be
characterized by the following: avoidance of textbooks dominated by
instruction; reflective thinking; student decision-making and problem solving
choices; controversial issues; individual responsibility; recognition of human
dignity and relevance (Kubow & Kinney, 2000).
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Valts (1998) highlights that active teaching methods are in line with the
general aim of CE, which seeks to develop effective and responsible
citizenship.
Adeyemi (2002, p.68) highlights that a democratic atmosphere in
classroom requires a cooperative relationship between teachers and students.
This relationship must be characterized by cooperation, fairness, equality, and
respect. One important factor in moving towards a more open and active
classroom is that teachers must accept that their role has been changed from
an authoritarian to a facilitating role.
2.3.11 Aims of Citizenship Teaching:
Elms (2001, p.22) indicated that citizenship teaching should aim to:
1- Engage pupils in learning the knowledge, skills and understanding to
become informed and thoughtful citizens who can be effective in society at
local, national and global levels;
2- Stimulate pupils' sense of responsibility, as they become aware of their
duties and rights; foster and develop pupils' respect for different national,
ethnic and religious identities;
3- Encourage pupils to play an effective role in society by ensuring that they
can participate in active citizenship, and become helpfully involved in the
life of their schools, neighborhood, communities and the wider world.
2.3.12 Essential Elements of Citizenship Education:
Citizenship education involves a wide range of different elements of
learning, including:
1- Knowledge and understanding: About topics such as: laws and rules, the
democratic process, the media, human rights, diversity, money and the
economy, sustainable development and world as a global community; and
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about concepts such as democracy, justice, equality, freedom, authority
and the rule of law.
2- Skills and aptitudes: Critical thinking, analyzing information, expressing
opinions, taking part in discussions and debates, negotiating, conflict
resolution and participating in community action.
3- Values and dispositions: Respect for justice, democracy and the rule of
law, openness, tolerance, courage to defend a point of view and
willingness to: listen to, work with and stand up for others. Learning skills,
knowledge and values are generally learned simultaneously rather than in
isolation. For example, in presenting and explaining the findings of a
survey to local council officials, young people will be building up their
knowledge of local government and its functions at the same time as
honing their skills of presentation (citizenship foundation, 2010).
On the other hand, Fogelman (2001, p.39) asserts that there are eight
essential components of good/ democratic citizenship education.
1- The nature of community.
2- Roles and relationship in a purist society.
3- The duties, rights and responsibilities to being a citizen.
4- The family, gender equality.
5- Democracy in action: process and concept of social justice.
6- The citizen and the law.
7- Work, employment and leisure.
8- Public service.
The literature review reveals that there are four components of
citizenship education that are very important as reported by Castles &
Davidson (2000, p.38):
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1- Civic sensibility (role and relationship in a purist/ democratic society).
2- Political sensitization (democracy in action; the citizen and the law; duties
rights and responsibilities to being a citizen).
3- Cultural moral development (the family, the nature of community).
4- Socio- economic developments (work, employment, leisure & public
services).
2.3.13 Citizenship Education in Context:
The curriculum aims; organization and structure of citizenship
education can only be fully understood by recognizing the important role of
context. Context is particularly important in reviewing citizenship education.
The complex and contested nature of the concept of citizenship leads to a
broad range of interpretations. These interpretations mean that there are many
different ways in which citizenship education can be defined and approached.
This is underlined in a number of recent comparative studies on citizenship,
civics and education for democracy (Torney- Purta et al., 1999).
Determining the content of the citizenship education curriculum is an
important step in developing citizenship. This content is undoubtedly
influenced by the adopted definition of citizenship education, i.e. whether it is
minimal or maximal. According to Crick’s report (1998, p.8), effective
citizenship education ‘has three heads in one body’ (Qualifications and
Curriculum Authority (QCA), 1998,) social and moral responsibility;
community involvement; and political literacy. These strands can be
explained as follows:
1- Social and moral responsibility refers to moral and social behaviors that
should guide students into interaction with each other and towards those
who are in authority in school and in the wider world.
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2- Community involvement refers to encouraging pupils to become involved
and participate effectively in their communities' affairs. For example,
pupils might organize open days in their school in order to raise funds for
helping the victims of drug abuse or cancer.
3- Political literacy is about making students active in public life by
equipping them with the required knowledge, skills and values. In
addition, students’ concerns should be focused on problems that occur at
local, national and international levels.
2.3.14 Relationship between Citizenship Behavior and Teacher
Performance:
The available empirical findings show that the citizenship behaviors
have a positive impact on enhancing individual performance, (Podsakoff et
al., 2000, p.315).
According to Poncheri (2006, p.241), citizenship behaviors are a
behavior that exceeds routine expectations and positively impacts the
organization and its members. Also, citizenship behaviors can be achieved by
instilling in employees a perception of expertise in their job tasks. In other
words, it helps them perform their jobs effectively.
Oplatka (2006, p.117-119) argues that in the school environment,
organizational citizenship behavior is a useful term to describe voluntary
teacher behavior or the extra role behaviors to help the students and
colleagues perform highly. He argued that teachers with high citizenship
behavior take it upon themselves to offer innovative suggestions of how to
improve the teaching-learning process, participate in extracurricular activities
and help colleagues with work load if need arises.
Munene et al., (2008, p.264) argue that these teachers who exhibit
citizenship behavior teach with a difference, making lessons enjoyable to
students. They stay after school time to offer extra lessons especially to allow
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learners work collaboratively and emphasize professional activities rather
than personal ones.
Teachers with high citizenship behaviors are focused on helping fellow
staff in case of any need (cover the gaps) and help in administrative tasks.
These teachers provide emotional assistance and work towards attainment of
organizational objectives and even taking on unrewarded roles in the school.
These observable behaviors in the school earn the teachers a title of supreme
performers because they work beyond the legitimate contract, (Kasekende,
2006, p.85).
Teachers who find their jobs interesting, meaningful and have more
complete knowledge of their impact in the school environment often make
better job related decisions, seek continuous improvements, and seek
innovative solutions to work problems. This is an indication of high levels of
citizenship behaviors which impacts positively the performance of the
individual (Kirkman, Rosen, Tesluk and Gibson, 2004, p.175-192).
Turnipseed and Rassuli (2005, p.21-27) have demonstrated that, since
citizenship behavior is positive for organizations, managers should attempt to
increase their frequency and intensity. Therefore, it can be hypothesized that,
to optimize the constructive impact of interventions, effective school heads
must identify the links between various citizenship behaviors dimensions and
performance,

and

then

understand

their

teachers’

perceptions

of

organizational (school) citizenship. Similarly, secondary school teachers
should be made aware of the positive correlation between citizenship
behaviors and performance. As a result, secondary school heads can
scrupulously assess citizenship behaviors prior to the interventions and design
effective strategies for maximizing citizenship behaviors that positively
impact on teacher performance.
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From the above, it can be concluded that the concept of teacher
performance is complex and that there are many factors which contribute to
teacher performance. However, two important aspects, which should be
considered in teacher performance, are teacher competencies and citizenship
behaviors.
2.3.15 Challenges Faced by Citizenship:
2.3.15.1 Overcrowding:
The Crick Report is saying that the citizenship “should not be at the
expense of other subjects” (QCA, 1998). However, since citizenship is
intended to take up about 5% of the curriculum it is unclear how this will be
achieved, and overcrowding of the curriculum in schools can lead to neglect
of the subject –“sometimes such a lack of action (in delivering Citizenship)
was associated with a negative attitude towards Citizenship, particularly with
regard to the perceived overcrowding of the curriculum” (Ofsted, 2002,
p.379).
2.3.15.2 Management:
Citizenship should be delivered with the ‘light touch’ approach.
However, this flexibility has led to problems in providing effective
Citizenship. In particular overcrowding has led schools to attempt to deliver
Citizenship in a purely cross-curricular way (only 15% of schools do it in
discrete timetable slots (Cleaver et al, 2006, p.187). As Breslin (2004) notes,
research suggests that effective Citizenship requires dedicated lesson time.
Furthermore, Alexander (2002) highlights that “subject status is enshrined in
the timetable” and that without its own lesson time Citizenship loses status.
2.3.15.3 Lack of Sufficient Training and Resources:
Citizenship suffers from a lack of resources for classroom teaching
itself. Effective citizenship requires effective professional training for
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teachers. The reasons for this are twofold. Firstly, in the majority of schools a
large proportion of the teaching staff will be required to address some aspects
of the curriculum due to cross-curricular approaches to Citizenship. Secondly,
citizenship requires a unique set of teaching methods – its own pedagogy –
which many teachers will be unfamiliar with (Breslin, 2004). Cleaver et al.
(2006, p.194) point out that 83% of teachers felt ill equipped to teach
citizenship
In addition, there is a lack of teaching resources– Cleaver et al. (2006,
p.204) argue that a lack of funding is a major challenge to Citizenship. This
puts strain on voluntary organizations to provide teaching resources,
especially since these resources must be updated regularly. This strain on both
resources and teaching time means schools find it difficult to provide active
learning experiences outside the classroom for all pupils. For example, many
schools have school council which are excellent in teaching citizenship skills
to those on the committee, but which provides little engagement for those
outside of it. This not only means some students have limitations on their
citizenship learning, but can also lead to resentment and a feeling of
exclusion.
2.3.15.4 The Context:
Crick’s model of Citizenship requires that Citizenship must be
compulsory, since a universal democracy requires a universal entitlement to
Citizenship (Crick, 2002, p.15). However, Faulks (2006, p.3) argues that such
a universal provision is compromised by the variety of schools in our school
system. He notes that there is a growing list of different models of schools,
including:
1- Faith schools.
2- Academies.
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3- Private schools.
Faulks (2006) then notes how this variety can lead to a problem; since
it is “in tension with a conception of citizenship which is truly egalitarian and
inclusive” He highlights this by noting that private schools are not required to
teach Citizenship. In particular, Faulks (2006) argues that faith schools
undermine the notion of universal Citizenship provision, since “even where
faith schools make a genuine effort to provide a rounded citizenship
education, the necessarily exclusive context in which this is delivered is
unlikely to engender the values associated with democratic citizenship,”
(Faulks, 2006, p.30-31).
Also, societal context leads to difficulties in educating in citizenship.
As Weller (2007, p.20-27) argues, pupils are subject to much patronization
and punishment outside of school time, and often live in areas where they are
blamed(unfairly) for problems such as vandalism. This treatment contradicts
attempts to dispel apathy and to become active members of the community.
Several obstacles challenge the implementation of citizenship education
in schools. These obstacles are related to citizenship education definition, its
content, the approaches of presentation and assessment. In this context, Kerr
and Cleaver (2004, p.264) located nine challenges for citizenship education.
They include the following:
1- Some attempt at definition must be made.
2- Content and process must be closely aligned.
3- Citizenship opportunities must be taken when they arise.
4- Citizenship should be explicit.
5- Teachers require expert training in citizenship.
6- The relationship between citizenship and personal, social and health
education (PSHE) must be clear.
7- The role of senior management needs careful consideration.
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8- Citizenship needs resourcing financially.
9- Students must be aware of their learning experiences.
Also, Fairbrother (2004, p.298-301) identifies the following challenges:
citizenship is an untested subject, the school has to prepare students for
university entrance, the activities of CE are organized from the top down, and
rote learning. Regarding the last of these, he claimed that teachers, lecturers
and students list and memorizes textbooks without discussion or debate.
(Janoski, 1998) states the following challenges:
1- the rapid movement of people within and across national boundaries;
2- growing recognition of the rights of indigenous peoples and minorities;
3- the collapse of political structures and the birth of new ones;
4- the changing role of women in society;
5- the impact of the global economy and changing patterns of work;
6- the effect of a revolution in information and communication technologies;
7- an increasing global population, and;
8- the creation of new forms of community.
The researcher noticed that citizenship teaching in Gaza schools is facing
a lot of challenges related to the lack of training courses that must be given to
teachers. These courses enhance the teachers’ ability to deliver the citizenship
content to the students in an appropriate way, so decision makers should give
these courses an ample concern in order to raise teachers’ abilities in teaching
citizenship.

2.4 Summary:
This chapter reviewed theoretical framework for culture and citizenship
and its implications in teaching. The next chapter will present the related
studies to culture and citizenship in teaching and textbooks.
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Chapter III
Previous Studies
3.1 Introduction:
In this chapter, the researcher presents the previous studies which are
divided into two parts. The first part is studies related to the culture aspects in
English language textbooks. The second part is studies related to citizenship
elements as reflected in English language textbooks. Also, it includes the
commentary on previous studies.

3.2 Section 1: Studies Related to Cultural Aspects through
Textbooks:
After reviewing many studies, there are many researchers who have
conducted studies to investigate the culture aspects in English language
textbooks.
1- Weninger (2013): Culture in English as a Foreign Language (EFL)
Textbooks.
This study problematizes current, quantitative approaches to the
analysis of culture in foreign language textbooks as objectifying culture, and
offers an alternative, semiotic framework that examines texts, images, and
tasks as merely engendering particular meanings in the act of symbiosis. The
authors take as a point of departure developments within the social sciences
that have questioned monolithic conceptualizations of culture as well as
recent arguments that stress intercultural citizenship and global cultural
consciousness as key goals of (foreign) language learning. The author argue
that such transformative pedagogic agendas require a more dynamic
understanding of how culture figures in teaching materials and of the
processes through which learners engage with those materials. Through
excerpts from two English as foreign language textbooks written by and for
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Hungarians, the author illustrate a semiotic analytic approach that underscores
two key insights: (1) that learners' meaning making in the classroom tends to
be heavily guided and (2) that images and texts, even those with supposed
cultural meaning or focus, seem to foster mainly linguistic competence. The
article makes the case that images and texts should be harnessed more
explicitly to develop a critical and reflexive understanding of culture, self, and
other.
This study has focused on objectifying culture, and offered an
alternative, whereas the present study aimed to identify teacher’s awareness
of cultural aspects as reflected in English language textbooks. This study is
different from the present study in that it has used a semiotic analytic
approach, whereas the current study used the descriptive analytical approach.
The reviewed study has benefited the researcher in choosing the approaches
of analyzing the content of English language textbooks.
2- Iriskulova (2012): The Investigation of The Cultural Presence in Spot
on 8 ELT Textbook Published in Turkey: Teachers’ and Students’
Expectations Versus Real Cultural Load of The Textbook.
This study aimed to investigate the cultural load of the reading texts of
the Spot On 8 ELT textbook published in Turkey, and to find out the teachers’
and students’ perceptions concerning the presence of native, target and other
world cultures in ELT textbooks. In order to fulfill these aims, a checklist, a
teacher questionnaire, a student questionnaire, a teacher interview were
developed by the researcher. Moreover, the impressionistic overview and the
item frequency procedure were applied for the analysis of cultural content of
the textbook. Quantitative data were analyzed by calculating the frequencies,
percentages, and the Cronbach alpha. Qualitative data were analyzed by
applying the coding system for the categorization of collected responses and
content analysis. The results showed that the cultural load of the textbook was
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sufficient and that the percentage of cultural elements in the reading passages
is significantly high. The teachers’ satisfaction with the textbook appeared to
be relatively high and students showed neither high level of satisfaction with
their textbook nor dissatisfaction with it. On the other hand, there is a serious
mismatch between teachers’ and students’ perceptions of culture and the real
cultural load of the textbook. The target culture prevails in the reading texts
although teachers considered native and other world cultures to be important
as well, and students showed equally low interest in target and other world
cultures giving the preference dominantly to their native culture.
This study is different from the current study in that it has focused on
reading textbooks, whereas the current study aimed to identify teacher’s
awareness of cultural aspects through English language textbooks for grades 7
& 8. The reviewed study has shown the researcher tools to fulfill the aims of
the present study. Moreover; it has presented some statistical methods to use
in the present study.
3- Liu (2012): Cultural Content in EFL Listening and Speaking
Textbooks for Chinese University Students.
The aim of this article was to report the results of textbooks analysis in
an attempt to identify which type of culture and what kind of culture were
introduced in Chinese EFL textbooks for the university level. Four teachers’
manuals of EFL College English textbooks for Chinese non English major
students were investigated. The analysis revealed that more than half of the
cultural content was unidentifiable. Among identified cultural content, the
textbooks were dominated by target cultural content while international target
culture and source cultural content contained a very small percentage. Itwas
also found out that among the 19 cultural themes under Big “C” and little “c”
culture, the predominant theme was little “c” of “values” and the absent
themes were common little “c” themes (i.e. “food”, “holidays”, “hobbies and
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“body language”). Such lack of source information and imbalanced selection
in NHCE of cultural themes might not be sufficient to develop Chinese nonEnglish major students’ ICC and thus might cause difficulties to students
when they take part in intercultural communication. This study also makes
suggestions on how culture can be represented in university level Chinese
textbooks to promote students’ ICC.
The aim of the Liu’s study (2012) is different from the aim of the
current study in that this study is applied to identify which type of culture and
what kind of culture are introduced in EFL textbooks, whereas the current
study aimed to identify the extent of teacher’s awareness of culture aspects
through English language textbooks for the grades 7 & 8. Liu’s study agrees
with the current study in using a content analysis card to achieve the
objectives of the study. It is also useful in presenting some of the culture types
which can be introduced into English language textbooks, and in constructing
the theoretical framework of the current study.
4- Abbas (2011): The Cultural Dimensions in the Palestinian New
Syllabus 11 and 12 Grades.
This research highlighted and investigated cultural and intercultural
dimensions in the new English syllabus. It attempted to examine the cultural
and intercultural dimensions that the Palestinian new syllabus presented. It
also tried to discover how these different cultural dimensions in the syllabus
were handled and presented. It mainly concentrated on the textbooks of
grades eleven and twelve. The method of the study was descriptive and
analytical. It depended on the survey and analysis for the contents of the
textbooks for these grades. The results of the study showed that the books
were very rich in these various cultural aspects and that these various
dimensions were interwoven and interrelated. These books successfully
explored vital global and intercultural issues to a great extent but
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simultaneously they succeeded in placing a reasonable degree of focus and
display for the Palestinian cultural identity. Thus, the study showed that the
authors of these books succeeded to some extent in applying the strategy of
the planners which stated the importance of creating local and global cultural
awareness among the learners as well as highlighting the Palestinian cultural
identity.
Abbas’ study (2011) agrees with the current study in that they aimed at
analyzing the new syllabus of English language textbooks. On the other hand,
it differs from the current study in that the current study aims to measure the
extent of teacher’s awareness of the cultural elements through textbooks. This
study has helped the researcher in reviewing the cultural dimensions which
are present in English language textbooks and in constructing the dimensions
of the questionnaire.
5- Dweikat (2011): Analyzing the exercises and activities of "English for
Palestine" textbook for 10 th Grade and investigating teachers' and
students' attitudes towards appropriateness and usefulness of the
activities and exercises.
It aimed at analyzing the exercises and activities of "English for
Palestine" textbook for 10th Grade and investigating teachers' and students'
attitudes towards appropriateness and usefulness of the activities and
exercises. The results indicated that the exercises and activities fulfill the
textbook objectives and develop the language skills which can be used for
effective communication. These exercises and activities encourage critical
thinking and classroom interaction.
This study is different from the present study in that it aims to measure
teacher’s awareness of the cultural content in English for Palestine 7 & 8
textbooks.
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6- Xiao (2010): Cultural Contents of an in-use EFL Textbook and
English Major Students’ Attitudes and Perceptions towards Culture
Learning at Jiangxi University of Science and Technology, China.
This study aimed to analyze cultural contents in a listening textbook,
entitled Contemporary College English for Listening 3 (Book 3),to answer the
first and second research questions: (1) What categories of cultures are
presented in an in-use textbook at the university level of EFL in China? (2)
What types of culture are presented in an in-use textbook at the university
level of EFL in China? To reveal learners’ perceptions, attitudes and
expectations on cultural contents and culture learning, 96 second year
students of Jiangxi University of Science and Technology in China were
surveyed to answer the third and fourth research questions: (3)What are the
perceptions and expectations of students towards cultural contents in their inuse textbook? (4) What are the attitudes of students towards cultural learning
and abilities on cultural implementation? The findings of the study can be
summarized as follows: The authors of Book 3 paid considerable attention on
culture-related contents by presenting cultural information in 65.1% of the
“scripts” section for the listening tasks and 31.33% of the “notes” section in
teacher’s manual, the study also found that a preference for big “C” culture
learning with special reference to literature & arts, economy, politics and
history. A low percentage of little “c” cultural contents were observed,The
students reported that the target culture was mainly focused in Book 3while
Chinese culture and international culture were not. The students considered
target culture was very important for their English learning, nevertheless,
most students expected more source culture fromthe textbook.
Xiao’s study (2010) has focused on analyzing the content of listening
textbook to know what kinds of culture are included, whereas the current
culture aimed to analyze the content of English language textbooks to know
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the availability of some cultural values among them. Both studies use the
analytical approach and a questionnaire as a tool for the study.
7- Bateman (2010): An Analysis of the Cultural Content of Six
Portuguese Textbooks.
This study examined six current Portuguese textbooks for their
treatment of a single cultural theme food. The textbooks were examined in
terms of the Cultures and Comparisons goal areas of the Standards for
Foreign Language Learning, as well the use of authentic texts, the attention
given to the various regions where Portuguese is spoken, and the treatment of
heterogeneity within Brazilian culture. Although the textbooks devoted
considerable attention to Brazilian cultural products and practices, they lacked
an emphasis on cultural perspectives and cross-cultural comparisons, and
neglected to represent the viewpoints of the diverse groups that make up
Brazilian society. Based on the findings of the study, several suggestions for
enhancing the cultural content of textbooks are offered.
The researcher has benefited from recommendations of this study
which emphasize on enriching the textbooks with the target culture content.
8- Abbas (2009): Investigating the Cultural Elements in the New English
Syllabus.
The study aimed at investigating the cultural elements in the new
English syllabus. Therefore, a detailed analytical survey for the contents of
EFP textbooks for grades 10, 11&12 was made to describe the content of
these textbooks in terms of the topics they cover and the way they are
covered. For this purpose, these topics were analyzed to see what
international (global) and Palestinian (including Arab &Islamic) issues and
dimensions they deal with. The analysis revealed that each unit contains a
reading passage followed by various activities involving all language skills
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based to a great extent on the thematic, lexical and structural content of the
reading material.
The difference between Abbas’s study and the current one is that it was
applied on grades 10, 11 & 12 to describe the content of English language
textbooks in terms of culture, whereas the current study was applied on grades
7 & 8. Both studies have used a questionnaire to achieve the aims of the
study. The researcher has benefited from this study in designing the tools of
the present study and in selecting some of the appropriate dimensions of the
questionnaire.
9- Bataineih (2009): An Evaluation of the Authentic Socio Cultural
Elements in the Prescribed English Language Textbooks of the
Secondary Schools in Jordan.
This study deals with using authentic English in the English language
textbooks of the secondary schools in Jordan. Unfortunately, few studies have
been conducted in Jordan concerning this issue though the interest in it has
been for a long time at world – wide level. As a result, the researcher intends
to carry out an investigation of this through content analysis to find out the
amount of authentic cultural aspects in the prescribed textbooks of English at
the secondary level in comparison with the unauthentic aspects. For the sake
of carrying out the present study and fulfilling its aims, the following
hypothesis is proposed: “Foreign language syllabuses of English for the
secondary schools in Jordan are basically based on unauthentic sociocultural
elements”. A number of procedures have been adopted to achieve this aim
and to confirm the supposed hypotheses: a) identifying the authentic sociocultural elements depending on the available sources. B) Adopting Brooks’
well- Known list of authentic socio- cultural references as a tool of analysis.
C) Analyzing the content of the Jordanian English textbooks on the basis of
authenticity and artificiality. As a result, of the detailed analysis and the
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thorough discussions of authenticity and artificiality in both books, it is
possible to say that English language textbooks for the secondary schools in
Jordan are basically based on the local culture of the learners, while the
authentic culture of the English Language community is ignored. This could
be an indirect suggestion for textbooks writers to take such a fact into
consideration the time they sit to decide the content of the foreign language
syllabuses, in the sense that it should be based on authentic material of real
life situations. Additionally, the socio cultural content of a foreign language
syllabus should be up- to date because an out date content neither contributes
to real understanding, nor is it an adequate guide to genuine communication
in the foreign language being taught. Therefore, it has been recommended that
the teacher should reject these clichés and introduce instead authentic ideas
and concepts of the foreign culture within the appropriate words and
expressions in which they are usually expressed.
The reviewed study has focused on investigation of the socio-culture
dimension through English language textbooks which benefited the researcher
in determining some of social content which can be included in English
language textbooks. This study agrees with the current one in using a content
analysis card and a questionnaire to achieve the objectives of the study.
10- Dweik (2006): The Role of Culture in EFL Textbook Evaluation.
In this study, Al -Momany evaluates A MRA EFL Series, a national
textbook series advocated by the Ministry of Education in Jordan and paid
attention to the students', Teachers' and supervisors' perspectives. To achieve
that purpose, the researcher developed three evaluation instruments: two
evaluation questionnaires, one for teachers and supervisors and the other for
students; an interview; and actual observations. The findings of the mentioned
study revealed the fact that AMRA -textbook series are relevant to students'
needs and interests and that the listening and speaking skills are relevant to
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students' backgrounds. However, results indicate that the home culture is
emphasized and that the content of the books are relevant to Jordanian society
and the learners' needs. Teachers expressed the need to take more active role
into them and to the supervisors of English in designing the curriculum.
This study is different from the current study in that it used an
interview in addition to a questionnaire to achieve the goals of the study. The
researcher has benefited from the tools of this study in determining some
aspects which help in making textbooks relevant to student’s needs and
interests.
11- Sarah (2006): How the English language cultural component was
treated in the Algerian textbooks of English used at the Intermediate
and Secondary Levels.
It investigated how the English language cultural component was
treated in the Algerian textbooks of English used at the Intermediate and
Secondary Levels. Additionally, an attempt was made to investigate the
teachers' understanding of culture and culture teaching, the way they actually
handle it in class, and their views about its place in the course books they use.
The results revealed that the target language cultural aspect was either
overlooked or inadequately considered in the textbooks, that at least half the
teachers did not include it in their language lessons, notwithstanding their
awareness of its relevance, and that most of the learners gave more
importance to learning the linguistic components, though they did not on the
whole display negative attitudes towards English-speaking cultures.
This study agrees with the present study in how to treat the cultural
components in English for Palestine textbooks by enriching teacher’s
understanding of culture teaching.
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12- Chen (2004): A Survey on Cultural Learning and its Variables
Analysis.
Chen carried out a survey on teachers’ and students’ attitudes on
culture teaching and learning in EFL classroom in China. The questionnaire
respondents comprised forty English teachers, 273 Chinese university
students from three local universities, and another forty-eight Chinese
students studying in the UK as exchange students. The findings showed that
all the respondents rated cultural learning as important or very important.
Among them, 77%of teachers, 87% of abroad students and 57% of local
students considered cultural learning was very important. It was also reported
that Chinese students studying abroad had encountered culture shock and
intercultural communication had stronger needs to learn culture than domestic
students studying in a mono-cultural background. However, the results of
survey on the culture contents they had taught and learned in English courses
showed a conflict between teachers and students. 16% of the teachers
responded that they had taught topic of “lifestyles” while only 2% of students
responded that they had learned this topic from English courses. This might
indicate that the teachers and students had different impressions on the
cultural contents presented in English classes.
This study agrees with the current study in using a questionnaire to
achieve the aim of the study. This study has increased the researcher’s ability
to analyze the cultural variables included in English language textbooks.
13- Stapleton (2000): Culture’s Role in TEFL: An Attitude Survey in
Japan
This study was conducted on English teachers’ views on cultural
teaching in Japan. Twenty-eight university-level teachers in Japan responded
to a questionnaire, providing comments about the extent and nature of the
culture they taught. They felt that while culture should be part of English
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teaching and learning classrooms, it was taught more randomly than other
aspects of their teaching. They also had given serious thought and taken
action to make changes in their teaching style based on the observation of
their students' cultural style of learning. The findings indicated that this group
of teachers felt that culture had an important role to play, yet no systematic
ways of approaching teaching.
This study agrees with the current study in that both studies aimed to
investigate teacher’s views about culture. This study has differed from the
present study in that this study was conducted on grades 7 & 8 teachers. This
study has benefited the researcher in designing the questionnaire of the
present study.
14- Norrizan (1993): The impact of various cultural elements in ESL texts
introduced during ESL lessons to two sets of students in two different
schools in Malaysia.
This study aimed to find out the impact of various cultural elements in
ESL texts introduced during ESL lessons to two sets of students in two
different schools in Malaysia. She compared a school in Community A with
middle or upper middle class students and Community B which was an urban
village with low income families. She used a cultural unit matrix which
included culturally suggestive topical items such as types of houses, overseas
studies, business loans, travels, air travels and local festivals among others.
These items were selected from survey of six form four ESL textbooks
referred to or used by the teachers in the study. Classroom observations and
interviews were carried out to determine whether the topical items are
culturally familiar or unfamiliar to the students. She found out that many of
the topical items were culturally relevant to students who came from middle
or upper middle class families in Community A. She concluded that the
textbooks were biased towards middle-class values and lifestyles. Thus,
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meaningful interactions were achieved in these classrooms. Conversely,
students in Community B were very distracted and restless during these
lessons. She proposed that teachers should be more selective in choosing
appropriate items according to the learners’ culture. It is concluded that
culturally familiar items do facilitate second language learning.
As for this study it clarified some of the cultural elements which can
affect the students’ and teachers’ understanding of culture teaching. This
helps the researcher in constructing the theoretical framework.

3.3 Commentary on Studies Related to Cultural Aspects
through Textbooks:
After reviewing the previous studies related to culture aspects in
English language, the researcher comes to the following points about the
above previous studies:
1- All of the studies focused on the importance of combining cultural aspects
in textbooks.
2- Few studies were implemented in Palestine; most of previous studies were
conducted in foreign and Arab countries.
3- Most of the studies used content analysis and questionnaires as
instruments for the study.
4- Some studies focused on the role of culture aspects in textbooks as
Stapleton (2000), Dweik (2006),
5- All studies have dealt with textbooks except Iriskulova (2012) study. It
dealt with teachers expectations versus real cultural load of the textbook.
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3.4 Section 2: Studies related to Citizenship through Textbooks:
Many studies have shown the significance of citizenship through
textbooks in general and its role for students. Also, many researchers have
conducted studies to investigate citizenship elements in English language
textbooks.
1- Gholtash and others (2014): A Critical Analysis of the Progressive
Citizenship Education Approach in Social Studies Textbooks in the
Iranian Middle School.
In this research, the theoretical description method would be applied to
clarify the progressive citizenship education approach and implication for
curriculum elements and also content analysis method is used to analyze
curriculum of social studies in middle school. Statistical samples of content
analysis are social studies textbooks in this level. Data collection instruments
include lists of content analysis of textbooks. The data has been collected by
studying theoretical principles, legal grounds and proposal. The validity has
been confirmed by 10 professors who have studied on citizenship education.
The analysis unit is the sentences of textbooks. The most important findings
of this research can be identifying of implications of progressive citizenship
education. In the part of content analysis the findings reveal different levels of
attention to citizenship rights in different grades of middle school: 20.04% in
social studies in the first grade; 22% in the second grade and 20.14% in the
third grade.
The difference between this study and the current one is that content
analysis method is used to analyze curriculum of social studies, whereas it
was used in the current one to analyze curriculum of English language
textbooks. This study has helped the researcher in analyzing the content of
English language textbooks.
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2- Milibari (2013): The degree of contribution of educational supervisor
in giving middle school teachers ways to enhance the values of
citizenship in students.
The study aimed to identify the values of citizenship, which should be
strengthened among middle school students, detection methods used by
educational supervisor to provide teachers with ways to enhance the values of
citizenship among middle school students, stand on the differences
statistically significant - if any - between the responses of the study sample
and in accordance with the following variables: (current nature of the work,
the area of specialization, academic qualifications, years of service
categories). To answer questions of the study the researcher used the
descriptive approach, where the numbers identifying the distribution to
members of the study sample and numbered (339) of them (104)honorable
educationally and (235) teacher of middle school. The main findings of the
study were the following:
1- Degree study sample responses on the first axis statements that measure
the degree of importance of the values of citizenship, which should be
strengthened among middle school students in Makkah, the degree of
(large), where the averages ranged between (3.93 -3.38).
2- Degree responses of study sample around phrases second axis which
measure the degree of contribution which can educational supervisor to
gain teachers intermediate methods to strengthen the values of citizenship
in students, from the standpoint of supervisors educators and teachers
middle school in the city of Mecca was a degree (medium) and in
accordance with the criterion of the relative weight as the value of the
arithmetic average year (2.93) and standard deviation equal to (0.75).
3- This study has focused on educational supervisors’ role on enriching
teacher’s awareness of citizenship values, whereas the present study aimed
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to identify the extent of teacher’s awareness of citizenship aspects through
English language textbooks. The researcher has used the values that are
mentioned in this study in constructing the paragraphs of citizenship
questionnaire.
3- Masarha (2013): Identifying the concept of citizenship from the
perspective of teachers of social studies at government schools of
North East Badia in Jordan.
The study aimed at identifying the concept of citizenship from the
perspective of teachers of social studies at government schools of North East
Badia in Jordan, and its relation with some variables such as gender,
specialization, and years of experience. The Study is based on the descriptive
approach, using a questionnaire consisting of (35) items distributed on two
domains rights and duties, and applied on a sample consisting of (96)
teachers. The results of the study showed that the perception of social studies
teachers about the tool as a whole and the domains of citizenship rights and
duties came high. The results of the study also showed differences due to
gender in favor of males, and years of experience in favor of the few years of
experience few (less than 5 years).There were no statistically significant
differences due to specialization.
This study agrees with the current study in the tools, but it is different
in that it is conducted on English language textbooks. In the present study, the
researcher used the concepts of the citizenship that is mentioned in this study
in constructing the theoretical framework.
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4- Al-Awamrah & Al-Zboon (2012): The role for Jordanian public
universities contributes to enhancing the education of citizenship and
its relationship to the development of autonomy among the students of
education science faculties.
The study aimed to propose the role for Jordanian public universities
contribution in enhancing the education of citizenship and its relationship to
the development of autonomy among the students of education science
faculties. Study population consisted of all undergraduate students in the
colleges of Education in Jordanian public universities (of Jordan, Yarmouk,
Mutah) and who are (6929) for the academic year 2011/2012. The researcher
has been developing a tool to measure the degree of students responses to the
concepts of education of citizenship and its relationship to the development of
autonomy among the students of education science faculties in Jordanian
public universities. It consisted of (55) items distributed in two parts, first is
the raising of citizenship and is divided into five main domains (rights, duties,
participation, respect for law, justice) and measured (40) paragraphs, and the
paragraphs of part II is a measure of independence and self-measured (15)
paragraph. The study sample for the purposes of the study (680) students were
chosen randomly, with a sample of (154) students. The study found that there
a role for universities in the Jordanian official in promoting the concepts of
education of citizenship among the students of faculties of educational
sciences at the center of the rights, duties, participation and respect for law
and justice, and that the highest approval came on the field of justice with an
average of (4.17) and field duties in second with an average arithmetic (4.06),
while the area of respect for the law in the order in the third with an average
arithmetic (4.01), The field of the order in the fourth with an average
arithmetic (3.84), and came in last place the field of participation with an
average arithmetic (3.72). That the arithmetic mean of the tool's total
vertebrae role of the university in the development of autonomy was high
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average arithmetic (4.18). The study recommends the following: Action to
adopt a comprehensive national strategy for Education national contribution
in promoting understanding and awareness of students to the concepts and
themes.
This study has helped the researcher in how to enhance citizenship
teaching among teachers and in determining some values of citizenship to be
included in the citizenship questionnaire.
5- Abu Sneena and Ghanim (2011): Rights and Duties of Citizenship
from the Perspectives of Teachers of Social Studies at UNRWA
Schools in Jordan.
This study aims at identifying the rights and duties of citizenship from
the perspectives of teachers of social studies at UNRWA schools in Jordan.
The study also aims at investigating the effect of the study variables such as:
the teacher’s gender, educational qualifications, the degree awarding
institution, field of specialization, and the teaching experience on determining
these rights and duties. To achieve this objective, a survey questionnaire
consisting of (50) items and including two domains “rights and duties” was
developed, and applied on a sample consisting of (98) teachers. Results
showed that the participants’ perception of the two domains ranked high on
all the items of the questionnaire and on both domains. The study revealed
that there were no statistically significant differences that can be attributed to
the teacher’s gender, educational qualifications, the degree awarding
institution, field of specialization and the teaching experience.
This study is similar to the present study in the main objective of the
study which is to determine the citizenship values or elements availability
among teachers. Both are use a questionnaire to know the extent of teacher’s
awareness of citizenship values. On the other hand, it has differed in that the
current study was applied on English language textbooks.
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6- Bakht Hina and Ajmal (2011): State of Citizenship Education: A Case
Study from Pakistan.
This study attempts to analyze textbook of social studies with special
reference to citizenship education at secondary level. It was a qualitative
study and for this study content analyses method was adopted. The textbook
was analyzed in two ways: (a) if exercises given in the textbook facilitated
learning with regards to citizenship education. (b) a four point framework was
used 1) identify rights and, 2) responsibilities, 3) civic sense/public life/ law
and 4) cultural and social values. Moreover, with in this frame work the
emphasis was given to the important set of skills: intellectual, Social and
political skills. The analysis indicates gaps in textbook of social studies with
respect to good citizenship education. The textbook only emphasize
dissemination of information, regarding structured of public organization and
limited history of country. Furthermore, the teacher guideline and lesson
exercises were rote learning based.
The present study is similar to this study in that both studies use content
analysis of the textbooks to define the values of citizenship through them.
7- Murtaja and Ranteesi (2011): Content evaluation for the civic
education curriculum for grades seven, eight, and nine spotlighted
through citizenship values.
The aim of this study is to prepare a list of citizenship values
appropriate for civic education curriculum for grades 7 – 9 in the light of
Palestinian context. It also aims to specify the availability of such values in
these curriculums. In addition to using content analysis, the researchers used
the descriptive method. The study revealed a shortage and imbalanced
citizenship values in this curriculum. While human rights, political values and
social responsibilities were highly common values, environmental awareness,
national unity and openness to other cultures were the least common ones
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though they are of high importance. The study recommended the necessity of
including values of citizenship in the curriculums for these grades, balancing
the values in the content of this curriculum and training civic education
teachers on enriching civic education curriculum with appropriate citizenship
values and translating them into the behaviors and manners of pupils.
This study agrees with the current study in that the aims and the
samples. It has benefited the researcher in analyzing the content of the
textbooks because the values of this study were applied on 7 - 9 graders.
8- Abu Hasheesh (2010): The role of education faculties in Gaza to
develop students and teachers value of citizenship and its relationship
with university variable.
It aimed to know the role of education faculties in Gaza to develop
students and teacher’s value of citizenship and its relationship with university
variable. The study used the analytical descriptive approach and used a
questionnaire which was applied on 500 student and teacher in education
faculties in Al Azhar and the Islamic universities in the third and fourth
levels. The study results show that the average of the sentences that related to
the role of education faculties in developing the value of citizenship as
students see between low and very high. Also, there are statistically
differences between the degrees average of Al Aqsa University and the
Islamic university as for the role of education faculties in developing the
value of citizenship in the favor of Al Aqsa University.
The present study used the same study tool which is a questionnaire
applied on teachers to know the extent of teacher’s awareness of citizenship
values. However, it differs from it in that the current study deals with
textbooks of English language.
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9- AL Qahtani (2009): The level of citizenship representing among youth
in KSA universities and its promotion in enhancing safety and
security.
It aimed to know the level of citizenship representing among youth in
KSA universities and its promotion in enhancing safety and security and
discovering the obstacles that limit the participation of citizenship values by
youth and universities and knowing the basis of activating participation of
citizenship values by youth. It was conducted on a random sample of Saudi
male students aged from 18-23 in Alemam Mohammed Ben Saood King
Abdulaziz, King Fahed, King Khalid and Tabook universities and the sample
consisted of 384 students. The study results show that there is an increasing in
participation and most of the sample agreed that the value of participation is
the value of citizenship and promote safety and there are twelve obstacles
limits the participation of citizenship values such high cost of living and
unemployment.
This study has focused on knowing citizenship among youth, the
researcher has benefited from this in determining some of the necessary
citizenship values that can be included in textbooks.
10- Dean (2005): Citizenship Education In Pakistani Schools: Problems
And Possibilities.
A critical aspect of education that is often overlooked or inadequately
addressed is the preparation of school students for citizenship. This paper
assesses the current state of citizenship education in Pakistani schools. It
draws on the findings of two research studies: an analysis of the social s tudies
curriculum and textbooks and a review of teaching and learning practices in
schools. The findings indicate that the curriculum and textbooks do not
distinguish between Islamic education and citizenship education and promotes
exclusionary and passive citizenship. They also show that while Pakistani
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students acquire knowledge and learn some important values in schools, they
do not learn the skills (problem-solving, decision-making) and values (civic
mindedness, critical consciousness) required for effective participation in
democratic life. The paper finally suggests what a teacher education program
should include if teachers are to prepare students for informed, responsible
and participatory citizenship.
This study agreed with the present study in analyzing the textbooks
content to state citizenship values among the textbooks, and it differs from it
in that it focuses on preparing students for citizenship. The researcher has
benefited from this study in constructing the theoretical framework.
11- Al Subiahy (2005): The attitudes of secondary schools students toward
citizenship and to know the citizenship relationship with some social
organizations.
This study aimed to determine the attitudes of secondary schools
students toward citizenship and to know the citizenship relationship with
some social organizations. The sample of study consisted of 140 students
from third level of Riyadh secondary schools. The study clarifies that the
attitudes of secondary school students towards citizenship are very high and
that mosques, schools and family have a vital role in developing citizenship
and values of loyalty. It also shows that 80% of students realize citizenship
rights and the percentage of students who shows accepting of their
performance in duties are 89.9 % and the percentage of students who show
accepting of their rights achievement is 55.3.
This reviewed study focused on determining the attitudes of students
toward citizenship, whereas the present study aimed to identify the extent of
teacher’s awareness of citizenship elements among English language
textbooks. The reviewed study agrees with the present study in the statistical
tools used and in the content analysis card and questionnaire. The difference
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between the two studies is that Al Subiahy’s (2005) aimed to know the
citizenship relationship with some social organizations and the questionnaire
was applied on students, while the current study aimed to know the teachers’
awareness of culture aspects and citizenship that are reflected in English for
Palestine 7 and 8 textbooks.
12- Mubarak (2003): Secondary Schools Students’ Ability on Defining
Citizenship Concept and the Role of School in Developing Citizenship
Concept in Riyadh.
The study aimed to know secondary schools students ability on
defining citizenship concept and the role of family and school on developing
citizenship concept in Riyadh. The researcher used analytical descriptive
method. The instrument of the study is a questionnaire that contains 120
phrases and applied on a sample consisting of 700 students from Riyadh city.
The study results that there was an emerge role for schools in duties field like
resection and obeying parents... Etc.
The main difference between Mubarak’s study (2003) and the present
study is that Mubarak’s study applied a questionnaire on students, whereas
the present study applied the questionnaire on teachers to know their
awareness of citizenship elements through English language textbooks.
13- Bishop (2001): The Extent of the Availability of Democracy and
Citizenship among Students and Teachers in Three Kinds of
Secondary Schools in Czech Republic
It aimed to determine the extent of the availability of democracy and
citizenship among students and teachers in three kinds of secondary schools
in Czech Republic. The sample consisted of 42 teachers and 305 students in 4
cities, they wrote definitions of citizenship. The study shows that teachers and
students of Art and technicality schools know these concepts were compared
with teachers and students of other schools.
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Bishop (2001) has focused on the availability of citizenship and
democracy among students and teachers in different schools and cities,
whereas the present study has focused on the availability of citizenship among
teachers and within textbooks of English language. This study has agreed with
the present study in using similar statistical tools.

3.5 Commentary on studies related to citizenship in textbooks:
After reviewing the previous studies related to citizenship in English
language, the researcher comes to the following points about the above
previous studies:
1- Most of the studies aimed to show the role of citizenship through
textbooks and syllabuses.
2- Many studies focused on students’ awareness of citizenship elements as
Mubarak’s (2003), Al Subiahy’s (2005), Al Qahtani’s (2009), Abu
Hasheesh’s (2010).
3- Some studies have dealt with teachers such as Milibari’s (2013),
Masarha’s (2013), Abu Sneena and Ghanim’s (2011).
4- Most researchers used questionnaires and content analysis as instruments
for their studies to investigate citizenship elements among students and
teachers.

3.6 Summary:
This chapter reviewed some previous studies related to culture and
citizenship and its academic implications. Also, it presented a commentary on
the previous studies. The next chapter reviews the research design and
methodology.
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Chapter IV
Research Design and Methodology
4.1 Introduction:
The purpose of the current study is to examine the teachers’ awareness
of culture aspects and citizenship as reflected in English for Palestine 7and8
textbooks. This chapter includes the procedures that are followed throughout
the study. It introduces a complete description of the methodology of the
study, the population, the sample, instrumentation, the pilot study and
description of the questionnaire used in the study.

4.2 The Research Design:
The researcher used the descriptive analytical method of research to
carry out the study. The descriptive research is defined as "a research that
describes group characteristics or behaviors in numerical terms". The
descriptive statistics are those statistics used to analyze descriptive research
data, usually in terms of central tendency and dispersion. The descriptive
approach is based on determining the characteristics of the phenomenon,
describing its nature and identifying the relationship among its variables,
causes and effects, and exploring the depths of the problem. Some researchers
consider that the descriptive approach includes all other approaches except
two approaches: historical and empirical approaches, because the process of
description and analysis of the phenomena is almost a common issue, and are
found in all kinds of scientific research.

4.3 The population of the study:
The population of the study consists of all male teachers at UNRWA
and governmental schools in North Gaza Governorate. The population of the
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study consisted of about (70) teachers enrolled in the academic year (2014–
2015).

4.4 The Sample of the Study:
4.4.1 The Pilot Sample:
A random sample was chosen out of the original study population and
it consisted of (20) male teachers from the UNRWA and governmental
schools in North Gaza Governorate. The tool of the study was applied to this
sample to verify the validity of the study tool through calculating its validity
and reliability by using appropriate statistical methods.
4.4.2 The Field Sample:
This sample was chosen out randomly and it consisted of (50) male
teachers. The following tables show the distribution of the sample according
to the number of dependent classifying variables as follows:
Table (2):
The distribution of the sample according to School
Classification

No.

%

UNRWA

29

58

Government

21

42

50

100

Total

As for the school variable, the previous table shows that the highest
ratio is in favor of UNRWA schools, which constitutes (58%) of the total
number of schools, and the lowest ratio is related to governmental schools,
which is (42%) of the schools. This is due to the fact that the number of
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teachers in UNRWA schools is larger than that of the teachers in
governmental schools.
Table (3):
The distribution of the sample according to qualification
Classification

No.

%

Diploma

5

10

Bachelor

43

86

Master and more

2

4

Total

50

100

According to the qualification variable, the previous table shows that
the highest ratio is in the favor of bachelor degree level which is (86%), then
the diploma degree which is (10%), and the lowest ratio is in the favor of the
master degrees and above, which is (4%). The cause of this might be that
most of the teachers who are accepted for the job are bachelor's degree
holders.
Table (4):
The distribution of the sample according to years of experience
Classification

No.

%

Less than 5 years

15

30

5-10 years

19

38

More than 10 years

16

32

Total

50

100
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As for the years of experience variable, the previous table shows that
the highest ratio is in the favor of (5-10) years which is (38%), then (more
than 10 years) which it is (32%), while the lowest ratio is in the favor of (less
than 5 years) which it is (30%). That might be due to fact that there has been
great many employments made which favored the teachers who are (5-10
years) of experience.

4.5 The instruments:
The researcher used the following instruments to achieve the objectives
of the study:
Content analysis.
The questionnaire.
4.5.1 Content Analysis:
Content analysis is defined as an objective and systematic technique for
analyzing the content to get the conducted message. The aim of content
analysis is to make valid inferences to points of strength and weakness out of
the text. The three components of content analysis as defined by Holsti are:
objectivity, system, and generality. Content analysis requires that one follow a
prescribed sequence of steps or systematically determined procedures. Carley,
& Palmquist (1992) state that there are six basic steps to analyze a textbook
as in the following: (a) identifying the sampling unit, (b) identifying the
recording units, (c) developing the coding categories and the coding forms,
(d) evaluating the coding forms, (e) coding the data and managing the
recording process, and (f) analyzing the data. Moreover, different steps are
suggested to be adopted when specifying the content as follows:
1- Examining the teachers’ data and extracting information related to the
purposes for which learners are attending the course and which can be
translated into communicative goals.
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2- Specifying the communicative tasks and enabling skills which learners
will need to be able to perform to achieve their language goals.
3- Contextualizing the tasks by deciding on topics, setting, and interlocutors
and so on.
4- Deciding on linguistic elements which will be needed for the learners to
learn to be able to operationalize the pre-specified skills.
4.5.1.1 Aims of Content Analysis Card:
The researcher aims via this analysis at identifying teacher's awareness
of a set of culture and citizenship aspects as reflected in grade 7 and 8
textbooks and measuring its frequencies.
4.5.1.2 Constructing the Content Analysis Card:
The content analysis card model is based on the idea of utilizing certain
skills as a mean of assessment for finding out the existence of a set of values
in the content of English for Palestine– grade 7 and 8 textbooks. The content
analysis requires systematically following a prescribed sequence of steps or
procedures. There are six basic steps the content analyst follows which are:
(a) identifying the sampling unit, (b) identifying the recording units, (c)
developing the coding categories and the coding forms, (d) evaluating the
coding forms, (e) coding the data and managing the recording process, and (f)
analyzing the data.
4.5.1.3 The Final Frame of the Content Analysis Card:
The panel of experts refereed the list by adding, deleting, and
modifying the items (See appendix 2). The final frame of the content analysis
card includes the following items: belonging, human rights, moral education,
religious awareness, political awareness, health awareness, economical
awareness, social responsibility, reviewing other cultures and cultural
awareness.
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4.5.1.4 Validity of the Content Analysis Card:
The validity is defined as “the degree to which the results of a study
can be accurately interpreted and effectively generalized", Brown and
Rodgers (2002, p.294). It concerns the relevance and usefulness of what is
measured. The content analysis card was evaluated by a list of specialists
(methodologists and 7 and 8 grade teachers) from different institutes in the
field of education (see appendix 5).
4.5.1.5 Reliability of the Analysis Card:
When conducting a study, measures and procedures must be reliable in
the sense that repeated measures with the same instrument on a given sample
of data should yield similar results; therefore, a measure is said to be reliable,
to the extent to which the results of a study are consistent. (Bataineih, 2009).
Brown and Rodgers (2002, p.241) define internal reliability as “the degree to
which we can expect consistent results if the data for the study were reanalyzed by another researcher”. On the other hand, the external reliability
has been defined as “the degree to which we can expect consistent results if
the study was repeated”.
4.5.1.6 Reliability through People:
To examine the reliability of the analysis process, the researcher asked
for the cooperation of a 7th grade English teacher to re-analyze the content of
five random sample units out of the textbook. It is agreed on choosing unit 1,
2, 3, 4, and 5. At first, the researcher applied the analysis card on unit four as
a model with the teacher by analyzing the whole activities in the unit, and
then the teacher did the same process separately. The aim is to find out the
correlation between the two results of the surveys for reliability. Pearson
correlation was calculated for each of the five domains and then the
researcher calculated the mean of the data. The correlation between the main
researcher and the 7th grade teacher is shown in the following table:
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Table (5):
The content analysis by the researcher and the teacher
First

Second

analysis

analysis

points

points

Correlation

7

930

895

895

35

0.981

8

801

778

778

23

0.985

Grade
Analysis

CR 

Agreement Difference

Coefficient

2R
N 1 N 2

4.5.1.7 Reliability through time:
The researcher repeated the analysis process of the content of English
for Palestine- grade 7 & 8 textbooks after thirty days to investigate the
reliability of the content analysis. He used Holesti correlation to determine the
reliability as the following:
Holesti equation is:

CR 

2R
N 1 N 2

The following table shows the agreement and difference of points
through time:
Table (6):
The agreement and difference points through time
First

Second

analysis

analysis

points

points

Correlation

7

950

895

895

55

0.970

8

816

778

778

38

0.976

Grade
Analysis

83

Agreement Difference

Coefficient

4.5.2 The Questionnaire:
For constructing the questionnaire, the researcher depends on the
following points:
1- Investigating the previous literature.
2- Responses of the teachers through an open question.
3- Opinions of experts.
4.5.2.1 First Domain: Teacher’s Awareness of Culture Aspects:
Table (7):
Correlation coefficient of each item in the first domain
with the total score of the first Domain
Domain

Item

Correlation with domain

1

0.623**

2

0.644**

3

0.652**

4

0.801**

5

0.817**

6

0.810**

7

0.863**

8

0.833**

9

0.823**

10

0.804**

11

0.637**

Teacher’s awareness
of culture aspects
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Domain

Item

Correlation with domain

12

0.811**

13

0.850**

14

0.853**

15

0.873**

16

0.843**

*r table value at df (18) and sig. level (0.05)= 0.444
**r table value at df (18) and sig. level (0.01)= 0.561

4.5.2.2 Second Domain: Teacher’s Awareness of Citizenship:
Table (8):
Correlation coefficient of each item in the second domain
with the total degree of the second domain
Domain

Item

Correlation with domain

1

0.841**

2

0.857**

3

0.810**

Teacher’s awareness

4

0.841**

of citizenship

5

0.767**

6

0.711**

7

0.723**

8

0.741**
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Domain

Item

Correlation with domain

9

0.692**

10

0.808**

11

0.819**

12

0.802**

13

0.815**

14

0.811**

15

0.864**

16

0.833**

17

0.829**

18

0.804**

19

0.635**

20

0.818**

21

0.852**

22

0.851**

*r table value at df (18) and sig. level (0.05)= 0.444
**r table value at df (18) and sig. level (0.01)= 0.561

The results of the previous tables showed that the values of these items
were suitable, consistent, and valid for conducting this study. The researcher
observed this from the correlation between the two domains with the total
score of the questionnaire, as shown in the previous tables.
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In addition, the researcher computed

the correlation of the

questionnaire domains with the total degree of the questionnaire. The
following table describes the results.
Table (9):
Correlation between the two domains with
the total score of the questionnaire
Domain

Correlation with total

Teacher’s awareness of citizenship

**0.795

Teacher’s awareness of culture aspects

**0.804

*r table value at df (18) and sig. level (0.05)= 0.444
**r table value at df (18) and sig. level (0.01)= 0.561

Table (9) shows that there is strong correlation between the two
domains and the total score and each domain with the other domain at sig.
level (0.01). This shows a high internal consistency of the questionnaire,
which reinforces the validity of the questionnaire.
Table (10):
The number of the items that are representing in each domain
No.

Domain

Items

No. of items

1.

Teacher’s awareness of culture aspects

1 – 16

16

2.

Teacher’s awareness of citizenship

2 - 22

22

38

38

Total
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4.5.2.3 Validity of the Questionnaire:
A valid questionnaire measures what it is designed to measure. The
researcher used the referee validity and the internal consistency validity to
ensure that the questionnaire is valid.
4.5.2.3.1 Referees' Validity:
To ensure the questionnaire’s validity and relevance, the questionnaire
was refereed by 6 experts. These experts are from (The Islamic University,
Gaza University, Al-Quds Open University and teachers of grade 7 & 8) see
appendix (5).
4.5.2.3.2 Internal Consistency:
This type of validity indicates, as mentioned before, the correlation of
each item’s degree with the question it belongs to in the test. Then, the
correlation of each question with the total degree of the test was computed.
By applying the test to a pilot sample consisting of (20) participants, the
researcher computed the internal consistency by using Pearson correlation
coefficient and computed the correlation coefficient of each item with the
correlation coefficient of each domain with the question it belongs to. The
correlation coefficient of each item within its scope is significant at levels
(0.01) and (0.05).
4.5.2.3.3 Reliability of the Questionnaire:
The tool is reliable when it gives the same results if it is reapplied in the
same conditions. The researcher used the pilot study to calculate the reliability
of the questionnaire which was measured by Alpha Cronbach and split-half
methods.
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4.5.2.3.4 Split-half Method:
The researcher calculated the correlation between the first and the
second half of each domain of the questionnaire and the whole of the
questionnaire. Then, the researcher used Spearman Browns Formula to
modify the length of the questionnaire to find out the reliability coefficient.
The following table illustrates this:
Table (11):
Correlation coefficient between the two halves of each domain before
modification and the reliability after modification

Domain

Teacher’s awareness of
citizenship
Teacher’s awareness of
culture aspects
Total

No. of

Correlation

Reliability after

items

between two parts

modifying

16

0.643

0.783

22

0.888

0.941

38

0.757

0.862

Table (11) shows that the reliability coefficient by using split – half
after modification is more than (0.777) and this indicates that the
questionnaire is reliable and the researcher is satisfied to apply it on the
sample of the study.
4.5.2.3.5 The Alpha Cronbach Method:
The researcher used another method to determine the reliability of the
questionnaire in which Alpha Cronbach coefficient was used. The Alpha
Cronbach coefficient of every domain was above (0.504) and this indicates
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that the test is highly reliable i.e. satisfying the researcher to apply it on the
sample of the study. The following table shows this:
Table (12):
Alpha correlation coefficient of the questionnaire reliability
Domain

Number of Items

Alpha Cronbach

Teacher’s awareness of citizenship

16

0.785

Teacher’s awareness of culture aspects

22

0.548

Total

38

0.797

Table (12) shows that the ranges of reliability of the four domains are
above (0.797). These results indicate that the questionnaire is suitable for
conducting such study. The reliability of the questionnaire is measured by
Alpha Cronbach and the split-half methods.

4.6 Procedures of the study:
The study adopted the following procedures:
1- Reviewing previous studies that may benefit the steps of the study.
2- Constructing the theoretical framework that includes relevant literature
review.
3- Presenting the previous studies and the comments on them.
4- Reviewing different models for classifying culture and citizenship values
that may help to benefit the research.
5- Constructing a content analysis card and refereeing it in order to identify
the required and existed values that should be latent in English for
Palestine grade 7&8 textbooks.
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6- Designing the tool of the study (questionnaire) and refereeing it from the
experts.
7- Applying the tools of the study on a pilot sample.
8- Applying the tools of the study on a field sample.
9- Analyzing the collected data.
10- Giving interpretations.
11- Giving suggestions and recommendations.

4.7 Statistical Techniques:
In order to analyze the data, the researcher used the SPSS statistical
packages as a statistical technique. The following statistics were used:
1- Frequencies and percentages.
2- The Alpha Cronbach Method.
3- Split Half Method.
4- One Way ANOVA.
5- Pearson Correlation coefficient.
6- Holisti equation.
7- T- test for two groups.

4.8 Summary:
This chapter reviewed the population of the study, the sample of the
study, methodology of the study and the designing of the content analysis
card and the questionnaire. Also, it reviewed the validity and reliability of the
tools and the statistical methods. The next chapter reviews the results,
discussion and recommendation.
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Chapter V
Results, Discussion and Recommendations
5.1 Introduction:
This chapter tackles the results of the study. It presents the conclusions
that were documented in the light of the study findings. It also includes some
pedagogical implications that reached throughout the research.
(1- Sample K-S)
Normal distribution test- Kolmogorov- Smirnov test (1- Sample KS)
As illustrated in table (13), the Kolmogorov- Smirnov test is used to see
if the data follows a normal distribution or not. It is necessary to examine the
samples’ data because most of the parametric tests require the normal
distribution of data. The following table shows that the test results are more
than 0.05 (sig.˃ 0.05) for each domain. This indicates that the data follows
the normal distribution; therefore, the parametric tests must be used.
Table (13):
Normal distribution test (1-Sample Kolmogorov-Smirnov)
No.

Domain

No. of items z level

sig.

1.

Teacher’s awareness of culture aspects

16

0.751

0.626

2.

Teacher’s awareness of citizenship

22

0.902

0.39

38

0.617

0.841

**

Total

Table (13) shows the level of significance of the samples. It can be
observed that there is a highly significant value (0.841) at (0.05) level
between the two domains. Thus, these results accept the imposition of a zero
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presence in the distribution of equinoctial questionnaire. This means that T.
test and One - Way Anova tests can be used.

5.2 First: The answer to the study main question: ‘What are the
main culture aspects and citizenship elements that are included in
English for Palestine 7 and 8 text books?’
To answer this question, the researcher analyzed the English language
curriculum for grades 7 and 8 of the Palestinian curriculum content, and the
following table shows the ratio of culture aspects and citizenship that are
contained in the textbooks of the English language to be met in the platform
of English concepts as a whole:
Table (14)
Duplicates and ratios of content analysis of
English for Palestine 7& 8 textbooks (A&B)

No.

1.

2.

Domain

Aspects to be

Aspects

included in the

included

14

10

71.4

14

10

71.4

Content Analysis of English
for Palestine 7 (A & B)
Content Analysis of English
for Palestine 8 (A & B)

%

Table (14) shows the culture aspects and citizenship elements that are
agreed upon by the referees before analyzing English for Palestine 7and8
textbooks. They approved the existence of (14) aspects. After doing the
analysis of English for Palestine 7 and 8 textbooks, (10) aspects were found
in the textbooks which are equivalent to (71.4%).
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5.2.1 First: frequencies, percentages of culture aspects and citizenship
elements in the textbooks of English language for the seventh grade:
Table (15) shows the degree of distribution of the culture and
citizenship aspects through the content analysis. The total occurrences of
theses aspects in the textbooks of English for the seventh grade have reached
(895).
Table (15):
Frequencies, percentage weight, and rank of each item in the content
analysis of English for Palestine 7 textbooks
No.

Culture aspects and citizenship

Frequencies

%

Rank

1.

Belonging

73

8.16

7

2.

Human Rights

69

7.71

8

3.

Moral education

100

11.17

4

4.

Religious Awareness

68

7.60

9

5.

Political Awareness

4

0.45

10

6.

Health Awareness

79

8.83

6

7.

Economic Awareness

101

11.28

3

8..

Social Responsibility

134

14.97

2

9.

Reviewing other cultures

88

9.83

5

10.

Cultural Awareness

179

20

1

Total

895

100

**
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Table (15) shows that culture aspects and citizenship elements in
English language textbooks for the seventh grade have reached (895)
frequencies. Also, it can be seen that the 10th and 8th aspects occupied the
highest two ranks as in the following:
No.10: culture awareness with a frequency of (179) times.
No. 8: social responsibility with a frequency of (134) times.
This might be due to the fact that English for Palestine 7 textbooks
contain a lot of cultural concepts that are related to social responsibility such
as respect and participation in social occasions. On the other hand, the 5th and
4th aspects occupied the lowest two ranks as in No.5: ‘political awareness’
with a frequency of (4) times; and No. 4: ‘religious awareness’ with a
frequency of (68) times. This shows that although the Palestinian society is
characterized as being religious and heavily involved in political disputes, the
religious and political awareness aspects were not given ample concern, as
represented in the analysis of the subjects of English for Palestine 7
textbooks.
5.2.2 Second: frequencies, percentages of the culture aspects and citizenship
elements in the textbooks of English language for eighth grade:
Table (16) shows the degree of the distribution of the culture and
citizenship aspects through the content analysis. The total occurrences of
these aspects in the textbooks of English for eighth grade have reached (778).
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Table (16):
Frequencies, percentage weight, and rank of each item in the content
analysis of English for Palestine 8 textbooks
No.

Culture aspects and citizenship

Frequencies

%

Rank

1.

Belonging

80

10.3

5

2.

Human Rights

56

7.2

8

3.

Moral education

67

8.6

7

4.

Religious Awareness

55

7.1

9

5.

Political Awareness

19

2.4

10

6.

Health Awareness

83

10.7

3

7.

Economic Awareness

71

9.1

6

8..

Social Responsibility

97

12.5

2

9.

Reviewing other cultures

82

10.5

4

10.

Cultural Awareness

168

21.6

1

Total

778

100

**

Table (16) shows that culture aspects and citizenship elements in
English language textbooks for eighth grade have reached (778) elements.
Also, it can be seen that the 10th and 8th aspects occupied the highest two
ranks as the following:
No.10: ‘cultural awareness’ with a frequency of (168) times.
No. 8: ‘social responsibility’ with a frequency of (97) times.
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This might be due to the fact that English for Palestine 8 have a lot of
lessons that encourage students to respect each other and teach them many
values as cooperation and tolerance. On the other hand, the 5th and 4th aspects
occupied the lowest two ranks as in No.5: ‘political awareness’ with a
frequency of (19) times; and No. 4: ‘religious awareness’ with a frequency of
(55) times. This shows that the compilers of the curriculum have not focused
on the religious and political aspects as represented in the analysis of the
subjects of English for Palestine 8 textbooks. This can also be due to the fact
that the compilers of the Palestinian curriculum took into account that there
are two special books for theses aspects under the names of (civic education
and religious education) which may have promoted them not to give these
aspects ample concern.

5.3 Second: The answer of the study sub- questions:
5.3.1 The answer of the first question: ‘How far are English language
teachers aware of the culture aspects in English for Palestine 7 and 8
textbooks as reflected in their teaching practices?
To answer this question, the researcher used the frequencies, the sum of
responses, means, standard deviations, the percent weight, and rank of each
item of the culture aspects domain, and the following table shows that:
Table (17):
Frequencies, the sum of responses, means, standard deviation, percentage weight
and rank of each item of the culture aspects domain in the questionnaire
Std.
%
Deviation weight

Rank in
the scope

No.

Items

Mean

8

I promote my students’ awareness of
Palestinian traditions and habits.

4.36

0.776

87.2

1

7

I focus on our Islamic philosophy
during my lessons.

4.26

0.828

85.2

2
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Std.
%
Deviation weight

Rank in
the scope

No.

Items

Mean

6

I make sure to translate my cultural
experiences into practice.

4.22

0.764

84.4

3

15

I enhance the moral aspect among
my students.

4.18

0.873

83.6

4

10

I focus on my students’ usage of
cooperation values.

4.1

0.909

82

5

16

I promote the social responsibility
among my students.

4.08

0.922

81.6

6

4

I develop
constructive
students.

3.92

0.778

78.4

7

1

I encourage my students to read
about other cultures.

3.66

0.798

73.2

8

3

I promote cultural awareness among
my students.

3.66

0.872

73.2

9

14

I promote the aspect of cultural
awareness in my lessons.

3.64

0.875

72.8

10

12

I feel that English language
textbooks don’t deepen the cultural
awareness among my students.

3.48

1.898

69.6

11

2

The class promotes cultural abilities
like existence of teaching culture
methods.

3.44

0.675

68.8

12

5

I highlight the role of community
institutions in cultural development.

3.4

0.926

68

13

9

I use technology in my lessons.

3.32

1.019

66.4

14

11

I participate in cultural seminars.

3.2

0.782

64

15

13

I notice that English language
textbooks do nott encourage students
to review other cultures.

2.8

1.01

56

16

the
principle
dialogue among

of
my
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Table (17) shows that the percent weight of the first domain falls
between (56 % and 87.2%) and that items 8 & 7 occupied the highest two
ranks:
No. (8) ‘I promote my students’ awareness of Palestinian traditions and
habits’ occupied the first highest rank with a percentage weight of (87.2
%). The reason for this is that the Palestinian society is a conservative
society and people tend to stick to their heritage and traditions. So, it's
important to teach students how to be conservative and to be aware of their
heritage because students are living in age of globalization, and that it is
necessary to protect them from its dangers. Also, teachers of 7 & 8 grades
are aware of their role to teach students the traditions and customs, and in
raising the students’ awareness of their homeland and their culture.
No. (7) ‘I focus on our Islamic philosophy during my lessons’ occupied
the second highest rank with a percentage weight of (85.2%). The reason
for this is the relation between this item and the religious nature of
students, where most of the students are Muslims and they study a special
book for this. This religious education presents a lot of Islamic philosophy
aspects as dealing with others, respecting neighbors and helping the needy
ones.
Meanwhile items No. 13 & 11 occupied the lowest two ranks; No. (13) " I
notice that English language textbooks don’t encourage students to review
other cultures" occupied the first lowest rank with a percentage weight of
(56%). The reason is that the textbooks don't contain a lot of subjects
about other cultures.
No. (11) ‘I participate in cultural seminars’ occupied the second lowest
rank with a percentage weight of (64 %). This is because of the lack of
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such seminars, which means that the compilers and officials don't call for
such seminars.
5.3.2 The answer of the second question: ‘How far are English language
teachers aware of citizenship elements in English for Palestine 7 and 8
textbooks as reflected in their teaching practices?’
This question asks for teacher’s understanding of the citizenship
elements that are reflected in English for Palestine 7 and 8 textbooks. To
answer this question, the researcher used the frequencies, the sum of
responses, means, standard deviations, the percent weight, and rank of each
item of the citizenship elements as represented in table (18).
Table (18):
Frequencies, the sum of responses, means, standard deviation, percentage weight
and rank of each item of the citizenship elements domain in the questionnaire
Std.
%
Deviation weight

Rank in
the scope

No

Items

Mean

9

I motivate my students to be proud of
their homeland.

4.58

0.81

91.6

1

2

I concentrate on encouraging my
students to discuss with each other.

4.24

0.847

84.8

2

3

I allow my students to express their
opinions freely.

4.18

0.873

83.6

3

1

I promote the social interaction among
my students.

4.1

0.909

82

4

10

I encourage my students to participate
in national and social activities.

4.1

0.886

82

5

14

I translate the values of citizenship into
behaviors.

4.06

0.652

81.2

6

22

I notice that English language
textbooks don’t promote the religious
awareness.

4.02

0.937

80.4

7
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Std.
%
Deviation weight

Rank in
the scope

No

Items

Mean

5

I offer my students the opportunity to
satisfy their cognitive needs.

3.96

0.781

79.2

8

6

I use the principles of participation and
working as a team in my lessons.

3.92

1.085

78.4

9

17

I deepen the national concepts among
my students.

3.92

0.9

78.4

10

8

I promote the principles of justice and
human rights among my students.

3.84

1.315

76.8

11

18

I clarify the Palestinian’s rights and our
duty towards them.

3.8

0.833

76

12

12

I focus on my student’s acquisition of
national identity.

3.78

0.932

75.6

13

4

I encourage my students to discuss
their ideas with their partners.

3.74

1.139

74.8

14

13

I encourage my students
abandon their rights

to

3.7

1.015

74

15

15

I encourage my students to revive the
national occasions.

3.64

0.827

72.8

16

21

I feel that English language textbooks
don’t promote the economic awareness.

3.6

0.782

72

17

19

I feel that English language textbooks
don’t promote the political awareness.

3.52

1.054

70.4

18

20

I notice that
textbooks don’t
awareness.

English language
promote healthy

3.48

0.953

69.6

19

11

The lesson contains the values of
citizenship such as belonging and
human rights.

3.44

0.861

68.8

20

7

I prevent my students from decision
making within my lessons.

3.16

1.251

63.2

21

16

I contribute to raise the political
awareness among my students.

3.04

0.925

60.8

22

not
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From table (18), it is clear that the percentage weight of the second
domain is between (60.8 % - 91.6 %), whereas items 9 & 2 occupied the
highest two ranks:
No. (9) ‘I motivate my students to be proud of their homeland’ occupied
the first rank with a percentage weight of (91.6 %). The reason of this is
that Palestinian students are suffering from the Israeli occupation;
therefore, the role of teachers is to enhance the students to be proud of
their homeland. Also, this result indicates that the teachers of 7 & 8 grades
always use motivation, and have the sense of being proud of one’s
homeland. The result show that this aspect exists among most of the
teachers. Item (2) ‘I concentrate on encouraging my students discuss with
each other’ occupies the second rank with a percentage weight of (84.8%)
because it is necessary to train the students to respect their points of view.
It is also important to train students to accept the opinions of their partners,
which encourages them to exchange their ideas freely and benefit from one
another. Meanwhile, items 16 & 7 occupied the lowest two ranks; item
(16) ‘I contribute to raise the political awareness among my students’
occupied the first lowest rank with a percentage weight of (60.8%)
because the Palestinian environment has many different political problems
and attitudes. This means that teachers are aware that their students are
living in an unstable political situation. Therefore, the teachers avoid
raising the political level among their students. Item (7) ‘I prevent my
students from decision making within my lessons’ occupies the second
lowest rank with a percentage weight of (63.2 %). This is due to the fact
that most of the 7 & 8 grades teachers allow students to make their
decisions during the lesson and allow them to discuss topics with their
partners to make appropriate decisions. Despite that, most of the decisions
in the lesson are made by the teacher.
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5.3.3 The answer of the third question: ‘To what extent are teachers aware
of culture aspects and citizenship elements that are included in English
for Palestine 7 and 8 textbooks?’
To answer this question, the researcher used the frequencies, the sum of
responses, means, std. deviations, the % weight and rank of the two domains
from the questionnaire, the following table shows that:
Table (19):
The sum of responses, means, std. deviation, the percentage weight
and rank of each scope of the questionnaire

Domain

Teacher’s

awareness

of culture aspects
Teacher’s

awareness

of citizenship
Total

No. of
items

Mean

Std.

%

Deviation weight

rank in
the scope

16

59.7

6.8751

74.7

2

22

83.8

6.50805

76.2

1

38

143.5

11.3231

75.5

**

Table (19) shows that the citizenship aspects domain weights (%76.2),
and the culture aspects domain weights (%74.7). The total score of teachers’
response on the questionnaire is (%75.5). This indicates that the teachers of
grades 7 & 8 have a good awareness of culture and citizenship aspects
through English language textbooks for grades 7 & 8. This also indicates that
there is a vital role for teachers in promoting the aspects of culture and
citizenship among their students. In addition, this result shows that all
teachers of 7 & 8 grades agree on the importance and the vital role of teaching
and promoting culture and citizenship aspects in preparing good students who
are aware of their duties toward the homeland and its customs and traditions.
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5.3.4 The answer of the fourth question: ‘Are there statistically significant
differences at (  0.05) in the main culture aspects and citizenship
elements in English for Palestine 7 and 8 textbooks due to school?’
To answer this question, the researcher used T. Test method to measure
the statistical differences between two independent groups (UNRWA and
governmental schools). Table (20) shows this:
Table (20):
Means, Std. div, t value, Sig. value and Sig. level

Domain

Teacher’s

awareness

of culture aspects

Teacher’s

awareness

of citizenship

School

N

Mean

UNRWA

29

58.1

Std.
Deviation

T.

Sig.
level

6.9
-1.97 Not Sig.

Government

21

61.9

6.4

UNRWA

29

83.2

6.5
-0.74 Not Sig.

Government

21

84.6

6.6

UNRWA

29

141.4

11.2

Sum

-1.61 Not Sig.
Government

21

146.5

11.0

t table value at df (48) and sig. level (0.05) = 2.02
t table value at df (48) and sig. level (0.01) = 2. 70

Table (20) shows that the computed T value is less than T table in all
domains of the questionnaire. This means that there are no statistically
significant differences due to school variable. The reason is that all teachers in
UNRWA and governmental schools receive the same training courses and
that they are teaching the same textbooks.
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5.3.5 The answer of the fifth question: ‘Are there statistically significant
differences at (  0.05) in the main culture aspects and citizenship
elements in English for Palestine 7 and 8 textbooks due to
Qualification?’
To answer this question, the researcher used One Way ANOVA to
measure the statistical differences between the groups (diploma, bachelor or
master).
The following table shows that:
Table (21):
One Way ANOVA results of the F value, Sig. value and Sig. level
Scope

Teacher’s
awareness

of

culture aspects

Teacher’s
awareness
citizenship

SUM

of

Source of

Sum of

variance

Squares

Between Groups

124.9

2

62.4

Within Groups

2191.2

47

46.6

Total

2316.1

49

Between Groups

89.9

2

45.0

Within Groups

1985.5

47

42.2

Df

Mean
Square

F

Sig.

1.339 0.272

1.064 0.353

Sig.
level

Not
Sig.

Not
Sig.

Total

2075.4

49

Between Groups

385.0

2

192.5

Within Groups

5897.4

47

125.5

1.534 0.226

Not
Sig.

Total

6282.4

49

“F” table value at (2, 47) d f. at (0.05) sig. level equal 3.23
“F” table value at (2, 47) d f. at (0.01) sig. level equal 5.18
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Table (21) shows that the computed F value is less than the F table in
all domains as represented in the total degree of the questionnaire. This means
that there are no statistically significant differences due to qualification
variable. This is due to the fact that all teachers have close estimates about
culture and citizenship aspects. Also, this is due to the lack of special
motivations for teachers with high qualifications.
5.3.6 The answer of the sixth question: ‘Are there statistically significant
differences at (ά ≤ 0.05) the main culture aspects and citizenship
elements in English for Palestine 7 and 8 textbooks due to years of
experience?’
To answer this question the researcher used One Way ANOVA method
to measure the statistical differences between the groups (5 years and less, 610 years and 11 years and more) and the results are shown in table (22).
Table (22):
One Way ANOVA results of the F value, Sig. value and Sig. level
Scope

Teacher’s
awareness

of

Source of

Sum of

variance

Squares

Between Groups

77.7

2

38.8

Within Groups

2238.4

47

47.6

Total

2316.1

49

Between Groups

41.0

2

20.5

Within Groups

2034.4

47

43.3

Df

Mean
Square

F

Sig.

0.815 0.449

awareness

of

level

Not
Sig.

culture aspects

Teacher’s

Sig.

0.474 0.626

Not
Sig.

citizenship
Total

2075.4
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49

Source of

Sum of

variance

Squares

Between Groups

91.5

2

45.8

Within Groups

6190.9

47

131.7

Scope

SUM

Df

Mean

F

Sig.

Square

Sig.
level

0.347 0.708

Not
Sig.

Total

6282.4

49

“F” table value at (2, 47) d f. at (0.05) sig. level equal 3.23
“F” table value at (2, 47) d f. at (0.01) sig. level equal 5.18

It is clear from table (22) that the computed F value is less than the F
table in all domains and in the total degree for the questionnaire. This means
that there are no statistically significant differences due to the years of
experience variable. This might be due to lack of the supervisors who must
follow teachers' development, or because of weak capabilities on part of the
teachers. That also might be due to the absence of reinforcement and
motivation for the teachers inside the schools, or lack of appreciation for
teachers’ effort, especially the excellent ones.

5.4 Discussion:
In the following, the researcher will discuss the key findings related to
the objectives of the whole thesis.
The main objective of this thesis was to identifying the culture aspects
and citizenship elements that are included in English for Palestine7and 8
textbooks through descriptive research, to develop teaching methods that
further expert knowledge development in higher education. Furthermore, this
study also analyzed the English for Palestine 7 and 8 textbooks as a tool for
reflection and assessment. The overall purpose was to investigate the teachers'
awareness of culture aspects and citizenship as reflected in English for
Palestine 7 and 8 textbooks.
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Also, the main aim of the thesis was to identify the extent of teachers'
awareness of the aspects of culture and citizenship that are included in the
textbooks of English for Palestine 7 and 8. Thus, it is fair to claim, that the
analysis of English for Palestine textbooks seems to be able to enhance
elements of expertise, and thus further professional growth.
Interestingly, the study indicates that even a short exposure to the
teachers' awareness of culture aspects and citizenship as reflected in English
for Palestine 7 and 8 textbooks can enhance awareness and understanding of
conflicting opinions and perspectives.
The main result of the study shows that teachers have a good awareness
of culture aspects and citizenship elements that are included in English for
Palestine 7 and 8. This result indicates that there is a vital role for teachers in
promoting the aspects of culture and citizenship among their students. Also,
this result shows that all teachers of 7 and 8 grades agree on the importance
and the vital role of teaching and promoting culture and citizenship aspects in
preparing good students who are aware of their duties toward the homeland
and its customs and traditions.
This result agrees with the results of some of the reviewed studies in
chapter III such as Milibari's (2013), Bishop's (2001) and Iriskulova's (2012).
A questionnaire was used to measure teacher's awareness of the aspects of
culture and citizenship.
Also, the results showed that there are no statistically significant
differences in the culture aspects and citizenship elements due to type of the
school. This is because of that both schools (governmental and UNRWA)
provide the same training courses about the content of the textbooks.
Moreover, the results showed that there are no statistically differences in the
culture aspects and citizenship elements due to qualification and years of
experience variables. This is because of that teachers with high qualification
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or who have long experience do not receive any special motivations or special
appreciation, and they all are dealing with the same content.
The current study differs from some other studies such as that of
Dweikat's (2011), which aimed at analyzing the exercises and activities of
"English for Palestine" textbook for 10th Grade, but the current study analyzed
the whole English textbooks of 7 and 8 grades. Also, the current study differs
from Sarah's (2006) in that the reviewed study focused on how the cultural
components were treated in the Algerian textbooks, whereas the current one
aimed to see the extent of teacher's awareness of the cultural elements in
English textbooks for 7 & 8 grades. The current study is also different from
Abu Hasheesh's (2010) in that the reviewed study aimed to know the role of
education faculties in Gaza to develop students and teachers’ value of
citizenship, while the current study aimed to identify teacher's awareness of
citizenship elements that are included in English for Palestine 7 & 8
textbooks.
The researcher can assume that the progress in teacher's awareness of
the culture aspects and citizenship elements that are included in English for
Palestine 7 & 8 textbooks can be attributed to the workshops. These
workshops aim to raise teachers’ awareness of culture and citizenship aspects,
and this leads to make students more aware of their culture, habits and
traditions.

5.4.1 Culture Aspects and Citizenship Elements:
The findings of the study show that the teachers' awareness of the
culture and citizenship contents can involve several learning outcomes as
giving students sufficient information about their culture and citizenship
principles and behavior. As already described in Chapter II, the detected
strengths of awareness of the culture and citizenship contents were to help the
learners to discover values and attitudes that underlie utterances and behaviors
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in their culture and other cultures. Also, to help them to identify options for
conflict solutions, develop sensitivity to cultures, develop empathy with other
cultures, acquire cross-cultural skills, and develop the ability to use language
appropriately and effectively in various cultural contexts. Moreover, it helps
students to become informed citizens; it develops their skills of enquiry and
communication; it develops skills of participation in responsible action and
promoting pupils‟ spiritual, moral, social and cultural development through
citizenship. Also, it provides students with opportunities to promote thinking
skills.
Furthermore, the challenges that faced teachers in teaching culture and
citizenship elements were identified: most language teachers are always under
time restriction that may limit their freedom of explaining cultural issues, or
restrict their time to talk about the cultural content. Many language teachers
are afraid to teach culture because they don't have enough knowledge about it
and some teachers neglect teaching culture because it deals with students
'attitudes. Also, the lack of sufficient training and resources, the collapse of
political structures and the birth of new ones make the topic of citizenship an
unstable subject.
There are ways to tackle at least some dimensions of the identified
comparable challenges. However, most of the weak points in teachers'
awareness of culture and citizenship content can be overcome by shedding the
light on the fact that the decision - makers should conduct seminars and
workshops. These workshops should aim to enrich teachers' awareness of how
they can teach the culture and citizenship contents and to help them to
overcome the challenges and difficulties that are facing culture and
citizenship teaching.
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5.5 Conclusions:
Based on the analysis and interpretations of data, the following brief
final conclusions were reached:
1- The newly released English for Palestine middle Stage Textbooks– Grade
7 and 8 have definitely been proved to make a progress owing to its
provision of culture aspects and citizenship elements throughout its
different types of lessons and activities.
2- The culture aspects and citizenship elements that are included in English
for Palestine 7 and 8 textbooks are: belonging, human rights, moral
education, religious education, political awareness, health awareness,
economic awareness, social responsibility, reviewing other cultures and
cultural awareness.
3- The textbooks focused on the aspects of moral education, social
responsibility and cultural awareness more than the other aspects.
4- The textbooks didn't focus on introducing the Palestinian culture more
than other cultures.
5- The textbooks didn't provide comparisons between the Palestinian culture
and other cultures.
6- From the content analysis, it can be observed that there is a lack of the
Islamic topics in the textbooks.
7- The textbooks gave a very little concern to the political awareness aspects.
8- Based on the result of teachers' awareness of culture aspects and
citizenship, it can be said the extent of teacher's awareness of culture
aspects and citizenship is good, and this helps the students to be more
aware about the culture and citizenship content in their textbooks.
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9- To sum up, the extent of teacher's awareness of the culture and citizenship
content in the textbooks of 7&8 grades is fairly good, but the textbooks
failed to be Palestinian to a very great extent. They don't provide enough
topics to enable students talk about Islamic issues, or Palestinian Issue to
the world countries using the English language.

5.6 Recommendations:
Based on the study's findings the researcher recommended the
following: Recommendations to Teachers:
1- Teachers should be trained on how to enhance their abilities in raising
awareness of culture aspects and citizenship elements that are reflected in
English for Palestine textbooks among the students.
2- Teachers should encourage students to participate in different cultural
activities that depend on the nature of the traditions and habits.
3- Teachers should increase learners' motivation through the use of culture
and citizenship activities that are learned in their daily life.
4- Teachers should be aware to the culture aspects and citizenship elements
that are included in the textbooks to create variety of techniques or
strategies in teaching the culture aspects and citizenship elements.
5- Teachers should use a variety of educational aids that make the
implementation of culture and citizenship aspects easier.
6- Teachers of English are recommended to prepare an enrichment material
that includes Islamic and Palestinian Issues. By doing so, they can focus
on the students’ own cultural background in order to help them talk about
their own culture.
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5.6.1 Recommendations to Curriculum Designers and Decision
Makers:
1- Curriculum Development Centers in the Ministry of Education are
recommended to hold workshops in order to evaluate the cultural content
of the newly released English for Palestine 7 & 8.
2- English textbooks must include different activities base on culture aspects
and citizenship elements.
3- Training programs are very important. Teachers can develop their
competence through these training program especially when the training
programs plans to include many cultural and citizenship theories.
4- English language supervisors should hold workshops to train teachers
prepare lesson plan that depend on culture and citizenship implications.
5- The administrators should hold meetings with parents to make them aware
of their child's cultural awareness.

5.6.2 Recommendations to Further Studies:
1- Further studies should include an analysis of the other English for
Palestine series to identify teacher's awareness of culture and citizenship
aspects that are reflected in these textbooks.
2- Conducting studies which include suggested programs for developing the
cultural content in English for Palestine textbooks.
3- Conducting research that use interviews as a tool to investigate the
teachers' as well as the students' point of view of the culture and
citizenship content of English for Palestine Series.
4- Coming research should evaluate the culture and citizenship significance
of other aspects of the textbooks such as the illustrations involved.
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5- Researchers should conduct evaluative studies to examine to what extent
English for Palestine textbooks include the culture and citizenship aspects.

5.7 Summary:
This chapter reviewed the statistical treatment of the results, answering
the questions of the study, testing hypotheses, students' evaluation of MI
based teaching, discussion of the results and recommendations.
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Appendix (1):
The Content Analysis Card before Judgment
Consultation Form of an Analysis Card
Dear/ __________________________________________
The researcher Mohammed B. El-Bahri is carrying out an M. ED
dissertation entitled
Teachers 'Awareness of Culture Aspects and Citizenship as Reflected
in English for Palestine 7 & 8 Textbooks.
You are kindly invited to examine and referee this content analysis card
which is designed to survey and collect data on the culture and citizenship
content of English for Palestine 7&8 Textbooks. This study seeks to identify
the culture aspects and citizenship elements that are included in English for
Palestine 7 & 8 textbooks. A survey for all the lessons and activities of each
unit in the student's two textbooks will be conducted by marking the number
of frequencies that each lesson and activity can match the criteria proposed. I
would be so grateful if you provided me with your comments related to the
effectiveness of the criteria used in this analysis card. Any modifications,
additions, or omissions will be taken into consideration.
Thank you in advance,
The researcher
Mohammed B. El- Bahri

Comments:
_________________________________________________________________________
_________________________________________________________________________
_________________________________________________________________________

Referee's name,
______________________________

Signature
______________________________
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Criteria for Analyzing the Culture and Citizenship Content of English
for Palestine 7 (A & B) Textbooks
Cultural aspects and
citizenship

1

2

3

4

5

6

7

8

Belonging
Human Rights
Moral education
Religious Awareness
Identity
Political Awareness
Islamic Philosophy
Palestinian rights
Customs and Traditions
Health Awareness
Economicl Awareness
Social Responsibility
Reviewing other cultures
Cultural Awareness
Total

131

9

10

11

12

13

14

15

16

17

18

Total

Criteria for Analyzing the Culture and Citizenship Content of English
for Palestine 8 (A & B) Textbooks
Cultural aspects and
citizenship

1

2

3

4

5

6

Belonging
Human Rights
Moral education
Religious Awareness
Identity
Political Awareness
Islamic Philosophy
Palestinian rights
Customs and Traditions
Health Awareness
Economic Awareness
Social Responsibility
Reviewing other cultures
Cultural Awareness
Total

132

7

8

9

10

11

12

13

14

Total

Appendix (2):
The Final Frame of the Content Analysis Cards
Content Analysis of English for Palestine 7 (A & B) and its percentages
Cultural aspects
1

2

3

4

5

6

7

8

9

10

11

12

13

14

15

16

17

18

Total

Belonging

6

8

0

1

3

4

5

4

2

2

5

9

2

3

10

3

2

4

73

Human Rights

5

5

2

4

2

6

1

3

5

2

4

6

4

2

6

6

2

4

69

Moral education

12

4

1

12

3

2

6

7

2

5

9

8

11

3

5

3

2

5

100

11

5

0

4

2

2

5

5

4

2

4

6

4

2

4

1

3

1

68

1

0

0

0

0

0

0

0

0

1

0

2

0

0

2

0

0

0

4

0

1

0

0

1

9

2

16

4

2

5

4

7

6

2

3

15

3

79

1

4

0

3

5

4

5

3

8

3

9

12

6

7

13

7

7

4

101

12

6

1

12

5

5

7

8

6

3

7

8

9

6

14

9

9

7

134

10

13

2

1

6

6

2

2

7

7

7

2

11

0

1

7

1

3

88

15

17

16

5

7

11

6

12

6

9

4

13

10

4

10

16

12

6

179

73

63

22

42

34

49

39

60

44

36

54

70

64

33

67

55

53

37

895

and citizenship

Religious
Awareness
Political
Awareness
Health Awareness
Economic
Awareness
Social
Responsibility
Reviewing
cultures

other

Cultural
Awareness
Total

133

Percentages of Content Analysis of English for Palestine 7 (A & B)
Cultural aspects and
1

2

3

4

5

6

7

8

9

10

11

12

13

14

15

16

17

18

Total

Belonging

0.7%

0.9%

A0%

0.1%

0.3%

0.4%

0.6%

0.4%

0.2%

0.2%

0.6%

1%

0.2%

0.3%

1.1%

0.3%

0.2%

0.4%

8.1%

Human Rights

0.6%

0.6%

0.2%

0.4%

0.2%

0.7%

0.1%

0.3%

0.6%

0.2%

0.4%

0.7%

0.4%

0.2%

0.7%

0.7%

0.2%

0.4%

7.7%

Moral education

1.3%

0.4%

0.1%

1.3%

0.3%

0.2%

0.7%

0.8%

0.2%

0.6%

1%

0.9%

1.2%

0.3%

0.6%

0.3%

0.2%

0.6%

11.2%

Religious Awareness

1.2%

0.6%

0%

0.4%

0.2%

0.2%

0.6%

0.6%

0.4%

0.2%

0.4%

0.7%

0.4%

0.2%

0.4%

0.1%

0.3%

0.1%

7.6%

Political Awareness

0.1%

0%

0%

0%

0%

0%

0%

0%

0%

0.1%

0%

0.2%

0%

0%

0.2%

0%

0%

0%

0.4%

0%

0.1%

0%

0%

0.1%

1%

0.2%

16%

0.4%

0.2%

0.6%

0.4%

0.8%

0.7%

0.2%

0.3%

15

0.3%

8.8%

Economic Awareness

0.1%

0.4%

0%

0.3%

0.6%

0.4%

0.6%

0.3%

0.9%

0.3%

1%

1.3%

0.7%

0.8%

1.4%

0.8%

0.8%

0.4%

11.3%

Social Responsibility

1.3%

0.7%

0.1%

1.3%

0.6%

0.6%

0.8%

0.9%

0.17%

0.3%

0.8%

0.9%

1%

0.7%

1.5%

1%

1%

0.8%

15%

Reviewing other cultures

1.1%

1.4%

0.2%

0.1%

0.7%

0.7%

0.2%

0.2%

0.8%

0.8%

0.8%

0.2%

1.2%

0%

0.1%

0.8%

0.1%

0.3%

9.8%

Cultural Awareness

1.6%

1.8%

1.7%

0.6%

0.8%

1.2%

0.7%

1.3%

0.7%

1%

0.4%

1.4%

1.1%

0.4%

1.1%

1.7%

1.3%

0.7%

20%

8.2%

7%

2.5%

4.7%

3.8%

5.5%

4.4%

6.7%

4.9%

4%

6%

7.8%

7.2%

3.7%

7.5%

6.1%

5.9%

4.1%

100%

citizenship

Health Awareness

Total

134

Content Analysis of English for Palestine 8 (A & B) and its percentages
Cultural aspects and
1

2

3

4

5

6

7

8

9

10

11

12

13

14

Total

Belonging

6

17

0

0

4

1

3

9

6

14

8

3

9

0

80

Human Rights

4

9

2

1

3

7

7

4

3

3

5

3

3

2

56

Moral education

6

3

5

3

4

6

5

7

5

1

4

4

10

4

67

Religious Awareness

1

8

3

2

2

4

2

2

4

2

5

2

18

0

55

Political Awareness

0

0

0

0

0

0

0

2

0

4

1

0

12

0

19

Health Awareness

3

6

5

11

7

10

2

8

13

3

2

0

9

4

83

Economic Awareness

7

4

4

2

0

0

3

6

17

8

6

0

11

3

71

Social Responsibility

7

1

4

3

5

11

8

5

6

8

14 15

6

4

97

Reviewing other cultures

11

8

5

1

6

0

5

5

7

4

11

7

11

1

82

Cultural Awareness

15 16 10

8

11 14 11

7

15 15 14 13

15

4

168

60 72 38 31 42 53 46 55 76 62 70 47 104 22

778

citizenship

Total
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Percentages of Content Analysis of English for Palestine 8 (A & B)
Cultural aspects and
1

2

3

4

5

6

7

8

9

10

11

12

13

14

Total

Belonging

0.7%

2.1%

0%

0%

.0.5%

0.1%

.4%

1.2%

0.8%

1.8%

1%

0.4%

1.2%

0%

10.3%

Human Rights

0.5%

1.2%

0.3%

0.1%

0.4%

0.9%

0.9%

.05%

0.4%

0.4%

0.6%

0.4%

0.4%

0.3%

7.2%

Moral education

0.8%

0.4%

0.6%

0.4%

0.5%

0.8%

0.6%

0.9%

0.6%

0.1%

0.5%

0.5%

1.3%

0.5%

8.6%

Religious Awareness

0.1%

1%

0.4%

0.3%

0.3%

0.5%

0.3%

0.3%

0.5%

0.3%

0.6%

0.3%

2.3%

0%

7.1%

Political Awareness

0%

0%

0%

0%

0%

0%

0%

0.3%

0%

0.5%

0.1%

0%

1.5%

0%

2.4%

Health Awareness

0.4%

0.8%

0.6%

1.4%

0.9%

1.3%

0.3%

1%

1.7%

0.4%

0.3%

0%

1.2%

0.5%

10.7%

Economic Awareness

0.9%

0.5%

0.5%

0.3%

0%

0%

0.4%

0.8%

2.2%

1%

0.8%

0%

1.4%

0.4%

9.1%

Social Responsibility

0.9%

0.1%

0.5%

0.4%

0.6%

1.4%

1%

0.6%

0.8%

1%

1.8%

1.9%

0.8%

0.5%

12.5%

Reviewing other cultures

1.4%

1%

0.6%

0.1%

0.8%

0%

0.6%

0.6%

0.9%

0.5%

1.4%

0.9%

1.4%

0.1%

10.6%

Cultural Awareness

1.9%

2%

10

1%

1.4%

1.8%

1.4%

0.9%

1.9%

1.9%

1.8%

1.7%

1.9%

0.5%

21.6%

7.7%

9.3%

4.9%

4%

5.4%

6.8%

5.9%

6.9%

9.8%

8%

9%

6%

13.4%

2.8%

100%

citizenship

Total

136

Appendix (3):
The questionnaire before Judgment
Al Azhar University– Gaza
Deanship of Postgraduate Studies
Faculty of Education
Department of Curricula and Teaching Methods
An invitation to referee a research instrument
Dear/ __________________________________________
The researcher is conducting a study to obtain a Master's Degree in
curricula and English teaching methods. The study is about:
“Teachers’ Awareness of Culture Aspects and Citizenship as reflected
in English for Palestine 7 & 8”.
I would be grateful if you could referee the questionnaire to study the
awareness of teachers of culture aspects and citizenship as reflected in the
textbooks of grades 7 & 8. Because of the importance of your opinion,
valuable experience and creditable feedback you are kindly requested to look
carefully at the instrument’s format and items to determine if they are
acceptable, relevant or irrelevant.
You are kindly invited to add your comments, modify or change if
necessary, or even omit the inconvenient or irrelevant ones according to your
fair judgment and respected perspectives.
Thanks a lot for your co-operation.
The researcher,
Mohammed B. Al-Bahri
Personal information:
Gender:

Male

Qualification:

Female
Diploma

Bachelor

Years of Experience: ____________________
137

Master

PhD

Phrases

Belonging of the phrase
to the dimensions
belongs

Dimensions

Doesn’t
belong

No. First: Teacher’s awareness of culture aspects.
1.

I encourage students to
review the other cultures.

2.

The class promotes cultural
abilities.

3.

I
promote
cultural
awareness among students.

4.

I develop the principle of
the constructive dialogue
among students.

5.

I highlight the role of
community institutions in
the cultural development.

6.

I make sure to translate my
experiences into practice.

7.

My behavior agrees with
my thoughts during my
lessons.

8.

I use technology in my
lessons.

9.

I encourage my students to
use cooperation values.

10.

I participate
seminars.

in

cultural

I feel that English language
textbooks don’t deepen the
11.
cultural awareness among
students.

138

Appropriation of the
phrase to the dimensions
appropriate

inappropriate

Phrases
Dimensions

Belonging of the phrase
to the dimensions
belongs

Doesn’t
belong

I feel that English language
textbooks don’t encourage
12.
students to review other
cultures.
I promote the aspect of
13. cultural awareness in my
lessons.
14.

I enhance the moral aspect
among my students

I promote the social
15. responsibility among my
students.
I encourage my students to
16. participate in the social
occasions
No. Second: Teacher’s awareness of citizenship.

1.

I promote the social
interaction
among
my
students.

2.

I encourage my students to
discuss each other.

3.

I allow my students to
express their
opinions
freely.

4.

I encourage my students to
discuss their ideas with
their partners.

5.

I offer the opportunity for
my students to satisfy their
cognitive needs.

139

Appropriation of the
phrase to the dimensions
appropriate

inappropriate

Phrases

Belonging of the phrase
to the dimensions
belongs

Dimensions

6.

I use the principals of
participation and working
as a team in my lessons.

7.

I prevent my students from
decision making within my
lessons.

8.

I promote the principals of
justice and human rights
among my students.

9.

I encourage my students to
be proud of their homeland.

I encourage my students to
10. participate in national and
social activities.
The
lesson
contains
citizenship
values
as
11.
belonging
and
human
rights.
I focus on
12. acquisition of
identity.

student’s
national

13.

I encourage my students to
not abandon their rights

14.

I change the values of
citizenship into behaviors.

I enhance my students to
the
national
15. revive
occasions.
I contribute to raise the
16. political awareness among
students.
140

Doesn’t
belong

Appropriation of the
phrase to the dimensions
appropriate

inappropriate

Phrases

belongs

Dimensions
I deepen
17. concepts
students.

Belonging of the phrase
to the dimensions

the national
among
my

I clarify the Palestinian’s
18. rights and our duty towards
them.
19.

I ask my students about
their identity

I feel that English language
20. textbooks don’t promote
the political awareness.
I feel that English language
21. textbooks don’t promote
healthy awareness.
I focus on the activities that
are talk about customs and
22.
traditions
I feel that English language
23. textbooks don’t promote
the economic awareness.
I feel that English language
24. textbooks don’t promote
the religious awareness.

141

Doesn’t
belong

Appropriation of the
phrase to the dimensions
appropriate

inappropriate

Appendix (4):
The Final Frame of the Questionnaire
Al Azhar University– Gaza
Deanship of Postgraduate Studies
Faculty of Education
Department of Curricula and Teaching Methods

Dear teacher,
The researcher is conducting a study to obtain a Master's Degree in
curricula and English teaching methods. The study is entitled:
“Teachers’ Awareness of Culture Aspects and Citizenship as reflected
in English for Palestine 7 & 8”.
You are kindly requested to answer this questionnaire, which is the tool
that will be used to achieve the outcome of the research. This scale consists of
(38) statements that include the following dimensions:
Teachers’ awareness of culture aspects as reflected in English for
Palestine 7 & 8.
Teachers’ awareness of citizenship as reflected in English for Palestine 7
& 8.
Read each statement carefully and you have to decide whether you do
the activities "regularly, often, sometimes, rarely or never". The following
table shows activities that could be used during the class, please indicate how
often you use each of the given activities in your teaching. You are kindly
requested to put the mark (√) beside the most appropriate response and in the
suitable column that expresses your opinion.
Thanks a lot for your co-operation.
The researcher,
Mohammed B. Al-Bahri
Personal information:
School:

UNRWA

Qualification:

Governmental

Diploma

Years of experience:

Bachelor

5 years and less
11 years and more
142

Master
6-10 years

PhD

Scale

Regularly

Often Sometimes

Rarely

Never

Items
No
.
1
2
3

4

5

6

7

8

9
10

11
12

13

First : Teacher’s awareness of culture aspects
I encourage my students to
read about other cultures.
The class promotes cultural
abilities.
I promote cultural
awareness among my
students.
I develop the principle of
constructive dialogue
among my students.
I highlight the role of
community institutions in
cultural development.
I make sure to translate my
cultural experiences into
practice.
I focus on our Islamic
philosophy during my
lessons.
I promote my students’
awareness of Palestinian
traditions and habits.
I use technology in my
lessons.
I focus on my students’
usage of cooperation
values.
I participate in cultural
seminars.
I feel that English language
textbooks don’t deepen the
cultural awareness among
my students.
I notice that English
language textbooks don’t
encourage students to
review other cultures.
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14 I promote the aspect of
cultural awareness in my
lessons.
15 I enhance the moral aspect
among my students
16 I promote the social
responsibility among my
students.
Second : Teacher’s awareness of citizenship
1 I promote the social
interaction among my
students.
2 I concentrate on
encouraging my students to
discuss with each other.
3 I allow my students to
express their opinions
freely.
4 I encourage my students to
discuss their ideas with
their partners.
5 I offer my students the
opportunity to satisfy their
cognitive needs.
6 I use the principles of
participation and working
as a team in my lessons.
7 I prevent my students from
decision making within my
lessons.
8 I promote the principles of
justice and human rights
among my students.
I motivate my students to
9 be proud of their homeland.

10

I encourage my students to
participate in national and
social activities.
11 The lesson contains the
values of citizenship such
144

12

13
14
15

16

17

18

19

20

21

22

as belonging and human
rights.
I focus on my student’s
acquisition of national
identity.
I encourage my students not
to abandon their rights
I translate the values of
citizenship into behaviors.
I encourage my students to
revive the national
occasions.
I contribute to raise the
political awareness among
my students.
I deepen the national
concepts among my
students.
I clarify the Palestinian’s
rights and our duty towards
them.
I feel that English language
textbooks don’t promote the
political awareness.
I notice that English
language textbooks don’t
promote healthy awareness.
I feel that English language
textbooks don’t promote the
economic awareness.
I notice that English
language textbooks don’t
promote the religious
awareness.
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Appendix (5):
Referee Committee
No.

Name

Qualification
PH.D in ELT

Institute

1.

Dr. Sadeq Firwana

2.

Mr. Belal Rajab

MA. in Methodology

Al-Quds Open University

3.

Mr. Mukhles Abutaleb

MA. on Methodology

Al-Quds Open University

4.

Mrs. Zulfa Bader Eldeen

MA. on Methodology

Gaza University

5.

Mr. Mohammed Alasmar

MA. on Methodology

Gaza University

6.

Mr. Alaa Abujarad

MA. on Methodology

Zaid Ibn Haritha Middle School

7.

Mr. Mohammed Alkahlout

MA. on Methodology

Beit Lahia Middle school
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The Islamic University
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