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ABSTRACT 
 
The aim of this study is to investigate whether culture is perceived and taught in 
similar ways in regard to the study of English during the final year of compulsory 
schooling in Sweden and the Former Yugoslav Republic of Macedonia.  In order to 
achieve this, relevant parts of policy documents and teaching materials from both 
school systems are analyzed – based on a framework which was devised using Claire 
Kramsch’s definition of culture as a foundation – and discussed.  Our findings 
indicate that culture is not perceived and taught similarly in regard to the study of 
English during the final year of compulsory schooling in the two school systems we 
examine.  In Sweden, based upon that which is expressed in the policy documents, it 
appears that learning about culture is seen as a natural component of language 
learning.  On the hand, this does not appear to be the case in regard to the Former 
Yugoslav Republic of Macedonia.  While representations of culture are present in the 
teaching materials examined from each region, the ways in which it is portrayed 
reflect that which is set forth in the policy documents, i.e., culture is more fully 
integrated in the textbook used in Sweden than it is in the one used in Macedonian 
classrooms.   Our study is of interest to those active within the field of education 
because an increasingly globalized world means that classes are being comprised of 
increasingly heterogeneous groups of students.  Having insight into differences that 
exist between school systems may lead to a greater understanding of the situation 
that exists in one’s own corner of the world. 
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1 INTRODUCTION AND AIM 
 
Sweden is quickly leaving behind its past as a country inhabited by a relatively 
homogeneous population.  Previous to the middle of the twentieth century, the 
largest percentage of immigrants arriving in Sweden had come from Germany and 
other Scandinavian countries.1  The motivating factor for such moves was most often 
work-related.  However, the decades following the Second World War witnessed a 
substantial increase in immigration from a far wider range of places, the reasons for 
which are multifarious and largely less peaceful. This is a trend that has continued to 
the present.  For example, Migrationsverket, the Swedish Migration Board, has 
reported that 90 021 people from other countries were granted residence permits in 
2008.2  This is a marked increase from just three years ago, in 2005, when 62 463 
such permits were granted.3  In 2008, it was estimated that 18% of Sweden’s 
population has foreign origins, either due to having foreign-born parents or from 
having themselves been born in another country.4

  

  It is thus becoming exponentially 
more important for those employed within various social institutions to have some 
idea of how equivalent systems can vary across the globe. 

One natural result of immigration is that compulsory school classes in Sweden 
include a number of students who have an educational background partially acquired 
in another part of the world.  As teachers serving within the school system of one 
particular country, it is naturally of the utmost importance to be acquainted with the 
guidelines which both regulate and delineate the framework within which one is to 
perform the tasks that comprise one’s professional life.  Unfortunately, it is easy, 
perhaps dangerously so, to take it for granted that others who are active within 
school systems located elsewhere have the same point(s) of departure.  As a result, 
this extremely significant, timely and interesting matter is often left unexplored.   
 
It is our belief that a greater knowledge and understanding of differences that exist 
between school systems is beneficial to teachers for a number of reasons.  Firstly, it 
makes the notion that there are many different versions of “reality” which vary from 
person to person, place to place, and time to time more concrete.  Furthermore, and 
perhaps more importantly, this increased awareness lends greater insight into the 
situations experienced by one’s own students.    
 

1.1 Aim 
 
By utilizing qualitative methods grounded on an appropriate theoretical framework, 
we aim to investigate whether, in regard to the study of English, culture is perceived 
and taught in similar ways during the final year of compulsory schooling in Sweden 

                                                 
1 Charles Westin. ”Sweden: Restrictive Immigration Policy and Multiculturalism.” 
Migrationinformation.org, 2006. Migration Information Source, 7 December 2009, 
<http://www.migrationinformation.org/USFocus/display.cfm?ID=406>.  
2 ”Uppehållstillstånd och uppehållsrätt.” Migrationsverket.se, 2009, Migrationsverket, 21 November 
2009, < http://www.migrationsverket.se/>. 
3 Ibid. 
4 ”Summary of Population Statistics 1960 – 2008.” Scb.se, 2009. Statistiska centralbyrån, 7 December 
2009, <http://www.scb.se/Pages/TableAndChart____26041.aspx>. 
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and the Former Yugoslav Republic of Macedonia, which will from this point on be 
referred to as the FYROM.  A more comprehensive comparison between the two 
school systems was not a feasible goal to be achieved within the time allotted for this 
project. 
 
English is a mandatory subject in both the Swedish and Macedonian school systems.  
This, we feel, makes it a good choice on which to focus such a study.  As the notion 
of culture has been of interest within several academic fields including linguistics 
during the past few decades and consequently figures prominently in the policy 
documents which regulate how English is to be taught within the Swedish school 
system, we have decided to focus on this aspect of language learning. 
 
We selected the FYROM for several reasons.  Firstly, one of the authors of this study 
has a personal connection with this region which made finding the necessary contacts 
feasible, a factor upon which such an investigation depends.  Secondly, as the 
FYROM faces a great number of challenges at the present due to a complex situation 
concerning the status and rights of several ethnic groups, we believe that it makes for 
an interesting comparison when considering the notion of culture and its role in the 
classroom.  
 
In addition to the above mentioned reasons, insight into the school system of the 
FYROM can be of interest because several hundred people from this area do relocate 
to Sweden each year, and statistics offered by the Swedish Migration Board show a 
marked increase in immigration over the past two years;5 this may be the result of 
increased discrimination against certain minority groups.6 7

 

  However, as mentioned 
in the introduction, we also believe that it would be advantageous for teachers in 
general, and not just those who work with students from the FYROM, to have such 
knowledge as it would help increase awareness of the fact that one’s students often 
possess widely varying backgrounds and therefore may have very different needs. 

Furthermore, as studies need limitations, we therefore chose to limit the investigation 
to the last year of compulsory schooling.  In Sweden, it is the ninth grade.  In the 
FYROM, it is the eighth grade.  We are of the opinion that what occurs during this 
year is indicative of the level and kind of knowledge a student is expected to have 
when he or she leaves school. 
 
We make no claim that this study indicates how culture is perceived and taught 
during the final year of compulsory schooling in each individual classroom in all of 
Sweden and Macedonia.  An undertaking of that magnitude would most likely be 
logistically impossible to execute, especially within the handful of weeks we were 
allotted to complete this project.  Our findings, however, indicate how things can be. 
 
 

                                                 
5 ”Översikt över in- och utvandringen 2008.” Migrationsverket.se, 2009, Migrationsverket, 21 
November 2009, < http://www.migrationsverket.se/>. 
6 ”State of the World’s Minorities and Indigenous Peoples 2009.” Minorityrights.org, 2009, Minority 
Rights Group International, 24 November 2009, < http://www.minorityrights.org/download.php 
?id=653>.  
7 ”Child Well-Being at a Crossroads.” Unicef-irc.org, 2009, UNICEF, 24 November 2009, 
<http://www.unicef-irc.org/publications/pdf/ism_2009.pdf>. 

http://www.unicef-irc.org/publications/pdf/ism_2009.pdf�
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1.2 Research Questions 
 
To help us reach our aim, we have formulated the following questions: 
 
1. What do the Swedish policy documents say about culture in regard to the study of 
English during the final year of compulsory schooling? 
 
2. How is culture portrayed in the teaching materials selected for this level? 
 
3. What do the policy documents that regulate the school system in the FYROM say 
about culture in regard to the study of English during the final year of compulsory 
schooling? 
 
4. How is culture portrayed in the teaching materials selected for this level? 
 
 
In addition to the introduction, which sets forth our aim and research questions, this 
study consists of the following chapters.  Firstly, we present the method we have 
chosen to use, as well as the material to which we apply it.  In the following chapter, 
the theoretical framework upon which we base the study is defined.  In addition, 
information concerning the two school systems we compare is included.  Afterwards, 
we report the findings of our study.  Lastly, we discuss these results and the 
conclusions we have reached. 
 
 
 
 



6 

2 METHOD 
 
In this section, the method we selected for our study is introduced, as well as the 
material we chose to examine.  The reliability and validity of our results are 
considered, and, lastly, the execution or our investigation is described. 
 

2.1 Method 
 
We feel that a qualitative approach is most appropriate for this study because we 
believe that it best suits investigating the role of an abstract term such as ‘culture’ 
and because we seek to answer the question ‘how.’  The field of qualitative research 
is an extremely diverse one and includes methodologies such as observation, 
ethnography, unstructured interviews, textual analysis, and discourse analysis.8  In 
Qualitative Data (2003), Auerbach and Silverstein define qualitative research as 
“research that involves analyzing and interpreting texts and interviews in order to 
discover meaningful patterns descriptive of a particular phenomenon.”9

 
  

The chief method utilized in our study is qualitative content analysis. While the term 
is used with different meanings by various disciplines, one could describe content 
analysis as a research tool which is utilized to determine the presence of certain 
concepts or words within a text or a set of texts.10 In short, a context analysis is 
conducted in the following way: the text which is the object of the study is coded, 
i.e., broken down into categories such as word, phrase or theme, and then is 
examined in light of the research question.11   A researcher engaged in what could be 
termed “classical” context analysis generally focuses on quantifying the number of 
occurrences per category.12 This method, however, came under fire during the latter 
part of the twentieth century for not taking into consideration, e.g., context, “latent 
structures of sense,” and “things that do not appear in the text.”13

 
  

Philipp Mayring offers a solution to the shortcomings mentioned above in the form 
of what he terms “qualitative content analysis,” which he defines as follows: “an 
approach of empirical, methodological controlled analysis of texts within their 
context of communication, following content analytical rules and step by step 
models, without rash quantification.”14

                                                 
8 Carl Auerbach & Lousie B. Silverstein, Qualitative Data (New York: NYU Press, 2003) 3. 

 The process recommended by Mayring 
includes the following steps: determination of the material, analysis of the situation 
in which the text originated, theoretically informed differentiation of questions to be 

9 Ibid. 
10 ”An Introduction to Content Analysis.” Colostate.edu, 2009, Colorado State University, 30 October 
2009, < http://writing.colostate.edu/guides/research/content/pop2a.cfm>. 
11 Ibid. 
12 Florian Kohlbacher, “The Use of Qualitative Content Analysis in Case Study Research,” Forum: 
Qualitative Social Research Vol. 7, No. 1, Art 21 – January 2006. Institute for Qualitative Research, 
31 October 2009, < www.qualitative-research.net/index.php/fqs/article/view/75/153>. 
13 Jürgen Ritsert. Inhaltsanalyse und Ideologiekritik (Frankfurt a.M.: Athenäum Fischer Taschenbuch 
Verlag, 1972).  Qtd. in Kohlbacker. 
14 Phillip Mayring, ”Qualitative Content Analysis,” Forum: Qualitative Social Research Vol. 1, No. 2 
- 2000. Institute for Qualitative Research, 30 October 2009, < http://www.qualitative-
research.net/index.php/fqs/article/view/1089>. 
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answered, selection of the analytical techniques, definition of the unit of analysis, 
analysis of the material, and, lastly, interpretation.15

 

 We will be conducting our 
analyses in accordance with these steps as closely as possible.  

Other methods considered were interviews with teachers and classroom observations. 
After some deliberation, we decided that these were too problematical.  One major 
issue would have been reliability.  A problem in this regard would have been 
language.  In the FYROM, there are a number of different languages widely spoken, 
including Albanian, Macedonian, and Turkish.  During our visit, we repeatedly 
witnessed children and teachers switching between different languages in different 
contexts. It would have been impossible for us to have enough reliable 
documentation upon which to base a study. Another factor considered is the fact that 
the presence of an observer may affect what is being observed.  Furthermore, asking 
questions, especially ones that often have what are perceived as being “correct” 
answers, will not always yield results that reflect the reality of a situation.  An 
additional issue concerning the reliability of observations is that they can never be 
repeated.  The above are all reasons which contributed to our decision concerning the 
most appropriate method to use. 
 

2.2 Material 
 
The material analyzed includes relevant passages from the policy documents which 
regulate the Swedish school system as well as those which regulate the Macedonian 
school system.  Selections from two textbooks composed for learners of English are 
also analyzed.  The first, Wings: Base Book 9, is widely used in Sweden for English 
instruction during the last year of compulsory school.  The other, Dream Team: 
Student’s Book 3, is widely used in the FYROM during the final year of schooling. 
These items will be presented more fully in the background section.    
 
We chose to analyze the policy documents from both countries because they 
elucidate governmental decisions concerning what is to occur in the classroom.  How 
these guidelines are realized is another question, and the ultimate manifestation is 
dependent upon a myriad of factors ranging from the educational background of the 
individual teacher to how much sleep he or she got the night before the lesson.  The 
policy documents, at the very least, describe how it should function based on the 
worldview held by the society which produced such stipulations.  Textbooks were 
selected because of their prominent role in language teaching and learning.  Linguist 
Jack C. Richards maintains that textbooks are a key component in the majority of 
language programs and that they may, in some situations, serve as the basis for a 
great deal of the language input learners receive as well as the practice that occurs in 
the classroom.16  In regard to Sweden, a report produced by the National Agency for 
Education states that textbooks presently occupy, as they also have in the past, the 
leading position among forms of teaching material.17

                                                 
15 Ibid. 

  For example, a study in which 

16 Jack C. Richards, “The Role of Textbooks in a Language Program.” Professorjackrichards.com, 
2009. Jack C. Richards Official Website. 15 November 2009 
<http://www.professorjackrichards.com/pdfs/role-of-textbooks.pdf>. 
17 Skolverket. “Läromedlens roll i undervisning.” Skolverket.se, 2006. Skolverket. 14 November 2009 
<www.skolverket.se>. 
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472 teachers of English employed at Swedish compulsory schools participated 
indicates that 83% of them use textbooks during every, or nearly, every lesson.18

 

  
While we could not locate similar studies concerning the situation in Macedonia, the 
heavy dependence upon textbooks to be found in this region as well will be 
demonstrated and discussed in a later chapter of this paper. 

In order to collect the material needed to conduct the part of our study that concerns 
the FYROM, we traveled there and spent two weeks visiting a number of schools.  
This provided us with the opportunity to speak with teachers of English and attend a 
number of lessons.  All in all, we went to three different schools in Struga 
Municipality (one of which is located in the city of Struga; the other two are located 
in smaller communities in the neighboring countryside), spoke with five teachers, 
and attended 17 lessons.  Although they were not documented using any formal 
method, and therefore cannot be included in the results chapter of this paper, we will 
refer to our experiences in the discussion chapter.  It is our opinion that having a 
sense of what can happen in the classroom itself, where the regulations specified in 
the policy documents are applied and the teaching materials are used, is pertinent to 
the study.  As we have also spent a significant number of weeks teaching English as 
well as observing and conversing with other teachers of English in Sweden, we will 
also include information acquired in these circumstances in the discussion chapter as 
well, where it is applicable. 
 

2.3 Reliability 
 
As qualitative methods are subjective, pragmatic, and naturally influenced by the 
background of the researcher, it is of course possible to question the reliability of a 
study conducted by utilizing such tools.19

 

  We are aware of this and still believe it to 
be the best approach for addressing the abstract concept of culture.  Furthermore, 
while context analysis is a subjective method, we are of the opinion that others who 
examine the same documents and books which we have looked at in the course of 
our investigation using the same theoretical tools as a point of reference can come to 
similar conclusions. 

In addition to the above, we also feel that the results of this study, though only 
addressing one aspect of language learning in regard to two sets of teaching materials 
and the policy documents of two countries which in turn are utilized in a myriad of 
different ways, have something to contribute to an increased understanding of how 
school systems can function in other countries. 
 

2.4 Validity 
 
In regard to the validity of the study, we have chosen to examine what we deem to be 
solid sources.  Firstly, we look at official policy documents which regulate practice.  
Secondly, we analyze selections from textbooks which are actually used in 

                                                 
18 Ibid. 
19 Catherine Marshall & Gretchen B. Rossman, Designing Qualitative Research, (London: Sage, 
1999) 2.  



9 

classrooms in Sweden and the FYROM.  We have selected what we perceive to be 
an appropriate theoretical framework upon which to base our analysis, namely a 
definition of culture offered by Claire Kramsch, a leading personage in the field of 
foreign language acquisition.  We are therefore of the opinion that the answers we 
report in regard to the research questions we have presented in the previous chapter 
are valid. 
 

2.5 Ethical Considerations 
 
As our study involved traveling to the FYROM to meet with teachers and gather 
information, we made the decision to write this paper in English so that all who took 
part in our project, in one capacity or another, would have the opportunity to read it.  
Other than this, as we did not, e.g., conduct interviews and therefore have to take into 
consideration protecting the identity of our subjects, there are no other ethical 
considerations to make in regard to this investigation. 
 

2.6 Execution 
 
This study required a great deal of research into a number of topics including the 
notion of culture, the relationship between language and culture, methods of text 
analysis, the school systems of both Sweden and the FYROM as well as the social 
situations which exist in each country respectively.  It was executed, once the 
appropriate materials were gathered, in the following manner: Using Kramsch’s 
definition of culture as a theoretical framework upon which to base categories of 
analysis, we examine relevant passages of policy documents from both the Swedish 
and Macedonian school systems, i.e., those pertaining to the study of English, as well 
as selections from two textbooks composed for learners of English: one used during 
the final year of compulsory schooling in Sweden and one used during the final year 
of compulsory schooling in the FYROM.  The definition of culture Kramsch 
expounds is divided into three axes; this will be explained further in the following 
chapter.  We utilize this division as a point of departure and develop these three axes 
into units of analysis which we term ‘categories.’  The texts we examine are then 
coded, looking for the occurrence of elements, also explained in a later chapter, 
which indicate how culture is represented in the texts we analyze. The results are 
then quantified and interpreted.  Questions such as the following can then be 
addressed: Do the policy documents say, e.g., that culture is an integral part of 
language learning? Is it mentioned at all?  When (or if) it is mentioned, how is it 
represented?  In regard to the teaching material, when culture is introduced, how is it 
portrayed?  These points and others are explored, along with various conclusions we 
have reached, in the discussion chapter.      
 
In this section, we presented the method we employ in this study, namely qualitative 
content analysis.  We stated that the material analyzed consists of policy documents 
and textbooks.  Reliability, validity, and ethical considerations were also discussed.  
Lastly, a short summary of the study’s execution was included.  The following 
chapter provides background information concerning the theoretical framework upon 
which this study is based and information about the respective school systems of 
Sweden and the FYROM.  
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3 BACKGROUND 
 
This chapter lays out the theories upon which this study is based and provides other 
information necessary to understanding the study as a whole.  Firstly, the concept of 
culture and its connection to language learning is investigated.  Next, the difficultly 
of defining culture is discussed, and a number of different views are presented 
including the ideas of linguist Claire Kramsch whose culture definition is the one we 
have selected as a point of departure for our analyses.  Lastly, general information is 
given about Sweden and the FYROM, as well as their school systems and policy 
documents.  We believe that this is an important addition because understanding the 
context in which these two school systems arose lends greater insight into 
understanding why they have taken their present forms as well as the possible ways, 
both positive and negative, in which they can affect the present state of their 
respective societies.  
 

3.1 Culture and Language Learning 
 
Although the motivating factors – some political, others educational, and still others 
ideological – may be contradictory in nature, the past few decades have witnessed 
much interest in the role of culture in language teaching.20  This boom of concern is 
reflected in a great number of books written on second and foreign language 
pedagogy.  For example, one can see this reflected in the highly accessible Principles 
of Language Learning and Teaching (2000) in which H. Douglas Brown states that 
culture is extremely important in regard to language learning because the two are 
intertwined in such a way that losing the significance of one results in losing the 
significance of the other.21   H. H. Stern writes in Fundamental Concepts of 
Language Teaching (1994) that language teachers were well aware of this 
relationship before the field of sociolinguistics came into being.22

 

 This complexity 
has lead to a difficult to solve dilemma: 

…if they [teachers] concentrate too hard on linguistic forms and forget the people 
who use the forms in ordinary communication, they distort the reality of language 
use.  On the other hand, if they overemphasize people and country and disregard the 
details of linguistic forms, their teaching tends to become superficial and 
unserviceable.23

 
  

 
Still another echo can be found in Studying British Cultures (1997). Susan Basset 
maintains that one of the fundamental questions to preoccupy modern theorists 
concerned with language learning is the following: What kind of knowledge must 
one have to understand another culture?24

                                                 
20 Claire Kramsch, The Cultural Component of Language Teaching. 

   In An Intercultural Approach to English 

21 H. Douglas Brown, Principles of Language Learning and Teaching, (New York: Addison Wesley 
Longman, Inc., 2000) 177. 
22 H. H. Stern, Fundamental Concepts of Language Teaching, (Oxford: Oxford University Press, 
1994) 191. 
23 Ibid. 
24 Susan Basset, Studying British Cultures, (Florence: Routledge, 1997) 18. 
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Language Teaching (2003), John Corbett states that foreign language learners are in 
the position of someone outside of the target language group, looking in.  While they 
might not be interested in adopting the beliefs or practices of the target culture, they 
should be in a position to understand them if they truly wish to comprehend the 
language produced by that particular group.  According to Corbett, the recognition 
that language is far more than a means by which to transfer information as it also is 
the construction, assertion, negotiation, and maintenance of individual groups is the 
reason that an intercultural approach to language education has developed over the 
past few decades.25

 
  

The early years of modern language teaching were conducted in a way similar to the 
teaching of classical languages before that, and not much attention was given to the 
relating of language to society.26  Languages were learned primarily to aid the study 
of literature, and the main emphasis was on language in its written form.  Even when 
more focus begun to be placed on speaking towards the end of the nineteenth 
century, the connection between language and society was still left largely 
unexplored.27

 
 

In the years following the Second World War, a more anthropological and 
sociological view of language and its connection with culture and society began to 
influence language teaching.28  This was at least partially due to the work of 
anthropologist-linguists such as Edward Sapir and Benjamin Whorf who investigated 
the relationship between language and worldview.  For example, the theory of 
linguistic relativity, also known as the Sapir-Whorf hypothesis, asserts that concepts 
and ways of categorizing that are particular to a certain language affect the way in 
which speakers of that language experience the world.29

 
   

Stern maintains that the leading works on language theory produced during the last 
few decades (e.g., by theorists such as Lado and Brooks) have all been in agreement 
on the point that cultural understanding and cross-cultural comparisons are a 
necessary component of language teaching.30  While the older view of culture – that 
of an artistic and intellectual refinement often referred to as culture with a capital ‘C’ 
– was not abandoned during this shift, culture with a small ‘c,’ i.e., the way of life of 
a particular society has been given more focus.  Stern states that language theorists 
today, on the basis of anthropological studies, “point out the unity, pattern, or themes 
of a culture.”  A culture, according to this view is regarded as an entity, distinct from 
others, in which particular aspects of behavior are seen as part of a functional whole.  
Also, since cultures differ from one another, the relativity of cultural values is often 
stressed.31

 
  

This keen interest in the connection between language and culture which picked up a 
new momentum in the 1990s has hardly been free from debate.  One can at least 
partially account for differing views due to the fact that major difficulties can arise as 
                                                 
25 John Corbett, An Intercultural Approach to English Language Teaching, (Clevedon: Multilingual 
Matters Ltd., 2003) 2.  
26 Stern 246.  
27 Stern 247. 
28 Stern 246.  
29 Stern 202 – 205. 
30 Stern 250. 
31 Stern 251. 
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soon as one mentions ‘culture.’ Much like other abstract concepts such as 
‘democracy’ and ‘freedom,’ this particular term has long resisted easy definition.   
There are many differing and contradictory definitions to be found across a wide-
range of disciplines such as anthropology, ethnography, applied linguistics, and 
cultural studies.  One definition was offered by Raymond Williams, a pioneer in the 
field of cultural studies. In Keywords (1976) he states that ‘culture’ is among the two 
or three most complicated words in the English language.32  This, he maintains, can 
largely be accounted for by the fact that it is used to denote important concepts 
within several intellectual traditions as well as in a number of what he labels “distinct 
and incompatible systems of thought.”33

 

  We present his definition below, as well as 
several others, to exemplify the complexities involved in suggesting a definition for 
such a problematic term. 

3.2 Defining Culture 
 
In this section, the definitions of culture offered by Raymond Williams, H. Douglas 
Brown, and Claire Kramsch are set forth. 
 

3.2.1 Raymond Williams’ Three Broad Definitions of ‘Culture’ 
 
Aside from its function of describing certain physical processes studied in the natural 
sciences, Williams offers three broad definitions for the word ‘culture.’  In Cultural 
Theory and Popular Culture (2001), John Storey develops and exemplifies 
Williams’ suggestions.  The first offered by Williams describes “a general process of 
intellectual, spiritual and aesthetic development.”  Storey exemplifies this first 
definition by stating that, according to its limitations, it would be possible to speak 
about the cultural development of Western Europe while only referring to great 
philosophers, artists, and poets.34  The second definition offered by Williams refers 
to a particular way of life, whether shared by a people, a period, a group or humanity 
in general.35  Storey states that this means a discussion of cultural development 
would also need to include not just intellectual and aesthetic factors, but the 
development of such things as literacy, holidays, sport, and religious festivals as 
well.36  Lastly, Williams states that the word denotes “the works and practices of 
intellectual and especially artistic activity.”37

 

 Storey describes these as “those texts 
and practices whose principal function is to signify, to produce or to be the occasion 
for the production of meaning” (2). 

Williams states that, when faced by the difficulties presented by the complex and 
“still active history of the word,” it is easy to react by deeming one meaning as the 
true and proper one while dismissing all other meanings as “loose” or “confused.”38

                                                 
32 Ray Williams, Keywords, (London: Croom Helm Ltd., 1976) 76. 

  
He states that while conceptual usage within a discipline must be clarified, it is 

33 Williams 77. 
34 John Storey, Cultural Theory and Popular Culture, (Essex: Pearson Education Ltd., 2001) 2. 
35 Williams 79. 
36 Storey 2. 
37 Williams 79. 
38 Williams 80. 
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…the range and overlap of meanings that is significant. The complex of senses 
indicates a complex argument about the relations between general human 
development and a particular way of life, and between both the works and practices 
of art and intelligence.39

 
  

The difficulty presented by the complex meanings cannot be resolved “by reducing 
the complexity of actual usage.”40

 

  A similar issue with the interdependence of 
meaning is to be found in the three-pronged, multi-dimensional definition of culture 
provided by Claire Kramsch, a key figure in the field of applied linguistics, also 
presented in this section. 

3.2.2 H. Douglas Brown: Culture as a Collective Identity 
 
As an example of more recent ideas concerning culture and its role in language 
learning, one could turn to the ideas and definition expounded by Brown. He 
suggests that culture, which he refers to as “our collective identity,” could be defined 
as “the ideas, customs, skills, arts, and tools that characterize a given group of people 
in a given period of time.”41  For Brown, the fact that no society exists without a 
culture means that it must fulfill in human beings certain psychological and 
biological needs.  Mental constructs in the form of “conceptual networks of reality” 
evolve within a particular group and serve as a way to weather the staggering number 
of confusing and contradictory notions that we are confronted with every day.42

 
 

Culture, as defined by Brown, establishes for each person a template for both 
personal and social existence.  Individuals have a tendency to perceive reality within 
the context of their own particular culture.  However, reality is something that has 
been “created” and therefore cannot be empirically defined.  Brown also posits that 
although the opportunity to travel the world has become much more easily obtainable 
in recent years, there is still a tendency for people to believe that their own version of 
reality is the “correct” one.43  One result of this is the construction of cultural 
stereotypes such as those found in Mark Twain’s classic The Innocents Abroad 
(1869).  While such oversimplified notions of culture are often false and insulting, 
Brown maintains that cross-cultural research has demonstrated that there indeed are 
characteristics of culture that make one different from another.44  For example, 
Condon’s research in the 1970s indicates that American, French, and Hispanic 
worldviews differ in regard to concepts of time and space.45

 
 

3.2.3 Claire Kramsch’s Three Axes of Culture 
 

                                                 
39 Williams 80. 
40 Ibid. 
41 Brown 177. 
42 Ibid. 
43 Ibid. 
44 Brown 179.  
45 Brown 180; E.C. Condon, Introduction to Cross Cultural Communication, (New Brunswick. 
Rutgers University Press, 1973). 
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Further examples of modern ideas concerning the relationship between culture and 
language can be found in the work of Claire Kramsch.  For Kramsch, one of the 
major ways in which culture manifests itself is through language.46  Language, then, 
symbolizes cultural reality: “it is a symbol of signs that have a cultural value and 
speakers identify themselves and others through their use of language.”47  
Furthermore, the material components of culture are constantly mediated, recorded, 
and interpreted through language.  For this reason, culture is a matter – Kramsch 
maintains – which concerns teachers of language.48

 
   

According to Kramsch, culture “constitutes itself along three axes: the diachronic 
axis of time, the synchronic axis of space, and the metaphoric axis of the 
imagination.”49  The first axis mentioned above, the diachronic or historical one, has 
traditionally been the realm of the humanities in terms of an approach taken to 
addressing the notion of culture. Kramsch states that individuals can identify 
themselves as members of a particular society to the extent that “they can have a 
place in that society’s history and that they can identify with the way it remembers 
its past, turns its attention to the present, and anticipates its futures.”50  The 
diachronic view of culture focuses largely on how a group represents itself and 
others through material productions, e.g., in the form of technological achievements, 
works of art, literature, monuments, popular culture, etc., and is preserved by 
institutions, also part of the culture, such as museums, libraries, governments, 
schools, corporations, and the media.51

 
    

The second, the synchronic or ethnographical one, is social in nature and is largely, 
according to Kramsch, the approach taken to culture by the social sciences.52 People 
who see themselves as belonging to a particular group acquire through interacting 
with other members of that group a common way of seeing the world and which 
takes the form of attitudes, beliefs, opinions and, ultimately, behaviors.53 These 
views are then reinforced by various institutions such as schools, the family unit, and 
the government.54

 

  These views are then reflected in the way the group uses 
language.   

The final layer of culture as defined by Kramsch is the imagination.  Common 
dreams and imaginings also characterize a group and are mediated through language 
which in turn reflects and shapes its cultural reality.55

 
  Kramsch states that 

[t]eaching culture means therefore teaching not only how things are and have been, 
but how they could have been or how else they could be. Neither history nor 
ethnography provide this imaginative leap that will enable learners to imagine 

                                                 
46 Claire Kramsch, “The Cultural Component of Language Teaching.” Zeitschrift für Interkulturellen 
Fremdsprachenunterricht 1996. Zif.spz.tu-darmstadt.de. 25 October 2009. < http://zif.spz.tu-
darmstadt.de/jg-01-2/beitrag/kramsch2.htm>. 
47 Clarie Kramsch, Language and Culture, (Oxford: Oxford University Press, 1998) 3. 
48 Kramsch, The Cultural Component of Language Teaching. 
49 Kramsch, The Cultural Component of Language Teaching. 
50 Kramsch 8. 
51 Ibid. 
52 Ibid. 
53 Kramsch, The Cultural Component of Language Teaching. 
54 Kramsch 4. 
55 Ibid. 
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cultures different from their own….In addition to history and social science, culture 
is…also literature, for it is literature that opens up "reality beyond realism" and that 
enables readers to live other lives — by proxy. 
 
While ideas such as those expounded above which concern the role language plays in 
social construction have been held and developed by sociolinguists and academics 
active in fields such as cultural studies for a number of years, Kramsch states that 
language teachers often tend to view culture as if it was composed of ideas and 
attitudes that existed “somewhere out there,” independent of language.56

 
 

As mentioned in the method chapter, the texts analyzed in this study will be 
examined for the presence of pre-determined categories which concern culture.  
Neither the Swedish nor the Macedonian policy documents provide a definition of 
what is meant by this particular term.  One could, given sufficient time, perform 
various sorts of text analysis, e.g., discourse analysis, in order to investigate the 
matter more closely and arrive at a conclusion about what the writers of these 
documents meant based on other clues that appear in the text and the context in 
which they were composed.  Given the number of weeks we had in which to execute 
this project, this did not appear to be a realistic goal to accomplish if it were to be 
done thoroughly.   
 
As there is no one definition of culture that has gained universal acceptance, we have 
presented several ways of looking at culture in this section.  For the purposes of our 
study, we have decided to base our analysis on Kramsch’s approach.  We believe it is 
suitable firstly because her work is based on the link between language learning and 
culture and secondly because the divisions are easy to understand while at the same 
time reflecting the complexity of the term.  In the writings she has produced to which 
we had access while doing research for this study, she does not expand her culture 
definition to a degree that would have allowed for easy adaptation to suit our 
purposes.  We have therefore chosen to construct our own categories of analysis, 
using Kramsch’s axes as a point of departure.   
 
Texts, and subsequently particular pieces of texts, seem to invite readers to take a 
certain approach to the subject being discussed. The particular approach it begs is 
dependent upon a number of factors such as the intention of the author, his or her 
educational background, cultural context, etc.  We maintain that each of Kramsch’s 
axes can be understood as a particular approach to culture, and thus we examine the 
texts selected in order to determine which approaches are taken.  The results of such 
an analysis indicate then in which way, or ways, culture is represented in the 
teaching materials and policy documents from which we gathered the matter 
examined.   
 
The categories which form the basis of our analyses are as follows.  The first is 
societal and consists of texts that explore culture as a social phenomenon.  Examples 
of items which would fit into this category are prescriptions for ways in which 
people are expected to interact with one another while, e.g., visiting the country or 
region being presented as well as writings containing information concerning the 
rules and laws one is to follow during one’s stay.   The second category is historical 

                                                 
56 Kramsch, The Cultural Component of Language Teaching. 
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and includes texts that explore culture as a form of tradition encompassing, e.g., both 
a shared past and present.  Texts representative of this category describe the material 
productions of a culture, i.e., works of art, literature, etc.  Lastly, the third category 
we utilize is imaginative.  Here, we place texts that stimulate and encourage 
identification with a cultural phenomenon.  They place the reader in a situation as if 
he or she belonged to the culture in question. 
 
As the concept of culture is complex and can therefore not easily be defined, no clear 
boundaries exist between the categories we have delineated above.  As will be shown 
in the results chapters of this paper, there is a great deal of intersection between them 
in the texts analyzed.  The category to which it ultimately belongs is determined 
based on what we deduce the main purpose of the text to be.   For example, a 
textbook may include the lyrics to a song by the Australian artist Nick Cave.  While 
the story told by the song might encourage a student to momentarily live the life of 
another, the main motivation for its appearance in the text could arguably be a desire 
to transmit knowledge concerning the artistic achievements of Australians.  The text 
would therefore, we believe, fit more appropriately into the historical category than 
the imaginative one, although the latter approach was also of course present. 
 

3.3 Sweden and the Swedish School System 
 
In this section, information about Sweden, its school system and the policy 
documents which stipulate how schools are to be run is given. 
 

3.3.1 Introduction57

 
 

The Kingdom of Sweden is located in northern Europe and has an area of 450 295 sq 
km.  It borders the Baltic Sea, Gulf of Bothnia, Kattegat, and Skagerrak, and shares 
land boundaries with Norway and Finland.  In July of 2009, the population was 
estimated to be 9 059 651, with 85% living in cities.  Ethnic groups found in Sweden 
can be divided into two categories: the indigenous population, which consists of 
Swedes as well as Finnish and Sami minorities, and foreign-born or first-generation 
immigrants, among which Finns, Yugoslavs, Danes, Norwegians, Greeks, and Turks 
are the most highly represented.  Swedish is the most widely spoken language, 
although there are Sami- and Finnish-speaking minorities 
 
During the seventeenth century, Sweden was a military power, but it has not 
participated in any war for nearly 200 years.  Both World Wars passed with Sweden 
remaining neutral, yet armed.  Although a high unemployment rate in the 1990s 
challenged its successful combination of a capitalist system in which citizens enjoy 
the benefits of a substantial welfare state, the country has continued to experience 
relative stability.  Sweden joined the EU in 1995, but the introduction of the euro 
was rejected in 2003. 
 

                                                 
57 All information in this subsection is taken from the following source: “World Fact Book.” CIA.gov, 
2009. Central Intelligence Agency. 5 December 2009, <https://www.cia.gov/library/publications/the-
world-factbook/geos/sw.html>. 

https://www.cia.gov/library/publications/the-world-factbook/geos/sw.html�
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Although the Swedish economy slid into recession in the last half of 2008, Sweden 
presently enjoys an extremely high standard of living, a situation which was of 
course aided by remaining neutral in regard to international conflicts for the bulk of 
the twentieth century.  In 2008, the unemployment rate was estimated to be at 6.2%. 
None of the population, according to the statistics available, lives below the poverty 
line.  In regard to education, the literacy rate among those over 15 years of age is 
calculated to be 99%.   The school life expectancy is 15 years for men and 17 years 
for women. 
 

3.3.2 An Overview of the Swedish School System 
 
The Swedish school system is comprised of the following divisions: pre-school, 
childcare for school-age children, compulsory school, non-compulsory schooling, 
folk high schools (defined as independent adult education colleges), advanced 
vocational training, as well as universities and university colleges.58 While several of 
the divisions of the school system are voluntary, school attendance in Sweden is 
compulsory for all children from 7 – 16 years of age.  The Swedish National Agency 
for Education is the central administrative authority for the system, which is to cater 
to the needs and wishes of children, young people, and adults.  Other areas regulated 
by this organization are the coordination of national initiatives for students with 
disabilities as well as those who have recently arrived in Sweden.59

 
  

Goals and guidelines for schools are formulated by Riksdagen, the Swedish 
Parliament, and the Ministry of Education and Research.  They are delineated in a 
number of documents, e.g., the Education Act (2006) and various national curricula.  
The main tasks of the Agency are to actively work towards the achievement of these 
goals and guidelines, seek ways to improve the quality of Swedish schools, and 
ensure that all students are granted access to equal education.60

 

 This is accomplished 
through steering, supporting, following up on, and evaluating what is carried out on 
the municipal and individual school level.   

The main responsibility for the different parts of the school system, however, lies 
with the municipalities, and each municipality adopts a local school plan which 
defines how schools within that municipality are to be organized and developed.61 
Responsibilities to be dealt with at the municipal level include the distribution of 
resources and ensuring that the education provided by the local schools is organized 
in such a way that enables students to achieve the national goals.   Individual schools 
can then choose content, an organizational structure, and work methods suited to 
their specific conditions which allow them to function within the framework 
designated by the guidelines stipulated at both the national and municipal levels.62

   
 

                                                 
58 “An overview of the Swedish education system.” Skolverket.se, 2009, The Swedish National Agency 
for Education, 10 October 2009 < http://www.skolverket.se/sb/d/2649; jsessionid 
=1DF5A854C7648038A29EF83CA17884AE>. 
59 “The Swedish National Agency for Education.” Skolverket.se, 2009, The Swedish National Agency 
for Education, 10 October 2009 < http://www.skolverket.se/sb/d/353>. 
60 Ibid. 
61 “Compulsory school.” Skolverket.se, 2009. The Swedish National Agency for Education.  
<http://www3.skolverket.se/ki03/front.aspx?sprak=EN&ar=0910&skolform>. 
62 “Steering documents.” 
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3.3.3 Policy Documents 
 
As mentioned above, the goals and guidelines for schools are laid out in a number of 
national policy documents. The Education Act, one of Sweden’s most extensive 
laws, is the most important of these as it dictates the fundamental goals for schools in 
Sweden, covering everything from pre-schools to adult education.   
 
The national curricula describe the value base of the school, as well as the basic 
goals, stipulated by the Education Act, after which it strives.  Values such as a belief 
in and respect for the freedom and integrity of the individual, equality between men 
and women, and working to cultivate a sense of solidarity with those considered to 
be “weak and vulnerable” should permeate all activity occurring within the school63

 

.  
The most recent curriculum for compulsory education, the level of schooling on 
which this study focuses, went into effect in 1994.  It was amended in 1998, 
however, to include pre-school classes and leisure time centers.   

The national syllabi dictate that which is taught.  They are designed to clarify what 
students should learn.  They should, at the same time, provide for a great deal of 
flexibility, thus allowing teachers and students to choose their own working methods 
and materials.  In essence, they thus provide a framework within which methods and 
materials are determined locally.  At each school and in each class, the teacher is 
expected to interpret that national syllabi and then together with the students plan 
and evaluate what is to be taught based on, e.g., the students’ interests and needs.64

 
  

Each syllabus for the compulsory school level contains an introductory text which 
describes the aim of the subject, its role in education, how the subject contributes to 
fulfilling the goals of the curriculum upon which it is based, and the different societal 
and civic needs that are fulfilled by studying that particular subject.65 The following 
section describes the goals to be aimed for.  It clarifies “the quality of knowledge 
which is essential in the subject” and is to serve as the main basis for planning 
instruction in that subject.66  This part is then followed by a description of the 
structure and nature of the subject which provides “the core of the subject and 
specific aspects, as well as essential perspectives” which are to provide the basis for 
teaching that particular subject.67

 

 Lastly, a list of goals to be attained by the fifth and 
ninth years of school in terms of acquiring a basic level of knowledge is given.  Each 
syllabus emphasizes creativity, cultivating a desire to continue learning as well as 
developing reasoning skills.  As mentioned earlier, the syllabus for English at the 
compulsory school level is one of the objects we analyze in this study.  

                                                 
63 “Curriculum for the Compulsory School System, the Pre-School Class and the Leisure-Time 
Centre.” Skolverket.se, 2006. The Swedish National Agency for Education. 12 November 2009, 
<www.skolverket.se>. 
64 “Syllabuses.” Skolverket.se, 2009. The Swedish National Agency for Education. 12 November 2009, 
<http://www3.skolverket.se/ki03/front.aspx?sprak=EN&ar=0910&infotyp=15&skolform=11&id=208
7&extraId>.   
65 Ibid. 
66 Ibid. 
67 Ibid. 
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3.4 The FYROM and the Macedonian School System 
 
General information about the FYROM, its school system as well as the policy 
documents which regulate the latter is presented in this section. 
 

3.4.1 Introduction68

 
 

The FYROM is located in southeastern Europe and has an area of 25 713 sq km.  It 
is landlocked, sharing borders with Albania, Bulgaria, Greece, Kosovo, and Serbia.  
The population was estimated in July of 2009 to be 2 066 718, with 67% living in 
cities.  Ethnic groups in the FYROM consist of the following: Macedonian (64.2%), 
Albanian (25.2%), Turkish (3.9%), Roma (2.7%), and Serb (1.8).  This means that a 
number of languages are spoken in the region.   
 
Geographically situated in a region that had repeatedly been riddled with conflict 
during the twentieth century, the FYROM nevertheless was able to peacefully gain 
its independence from Yugoslavia on September 8, 1991.  The transition, however, 
has not been a completely trouble-free one.  For example, Greece has objected to the 
use of what has been considered by some to be a Hellenic name.  As a result, 
international recognition of the republic’s status as an independent entity was 
delayed.  Relations were eventually normalized and Greece lifted its 20-month long 
trade embargo, but negotiations over this matter of contention continue. 
 
A few years later, a new conflict arose.  An insurgency was launched in 2001 by a 
number of ethnic Albanians due to outrage over perceived political and economic 
inequity.  The event escalated, winning the support of the majority of the FYROM’s 
Albanian population.  The fighting ended after new laws which focused on the rights 
of minorities were set forth in an internationally brokered Framework Agreement.  
Although progress has been made during the past few years, fully implementing the 
agreement continues to be a challenge for the FYROM. 
 
When the FYROM declared its independence, it was the least developed of the 
Yugoslav republics.  The present economy of the FYROM is small and open, which 
makes it vulnerable to economic developments in Europe and its continued growth is 
believed to be dependent on progress toward EU membership.  The unemployment 
rate is currently estimated to be at 35%; nearly 30% of the population lives below the 
poverty line.  In regard to education, the literacy rate of those over 15 years of age is 
96.1%, and the school life expectancy for both males and (more recently) females is 
12 years. 
 

3.4.2 An Overview of the Macedonian School System 
 
The school system of the FYROM consists of pre-school, childcare for school-age 
children, compulsory school, non-compulsory secondary education as well as 

                                                 
68 All information in this subsection is from the following source: “The World Fact Book.” CIA.gov, 
2009. Central Intelligence Agency. 6 December 2009, https://www.cia.gov/library/publications/the-
world-factbook/geos/mk.html>. 
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institutions for higher learning such as universities and colleges.69  School attendance 
in the FYROM is compulsory for all children from 6 – 14 years of age. The most 
central administrative authority for the system is the Minister of Education and 
Science.  However, the Minister’s area of responsibility excludes pre-schools, which 
instead are the concern of the Ministry of Labor and Social Policy.70  Since 2002, the 
entire school system has been subjected to a complex reform process which has three 
axes: the decentralization of educational policies in order to facilitate a new and local 
self-administration, improvement of content aimed at meeting challenges from a 
changing economy and labor market, and, lastly, the internalization and 
democratization of teaching.71

 
 

Guidelines and goals to be reached for schools are decided by the Macedonian 
government and its parliament and are set forth in various documents and curricula.  
However, each policy is only implemented after consultation and in close co-
operation with UNESCO, the European Council, OECD, UNICEF, the World Bank, 
and other organizations.72

 
   

The various curricula are formulated, in conjunction with the Minister of Education, 
by a planning committee called the Bureau for Educational Development.  
Furthermore, the Bureau works actively to ensure that the curricula are implemented 
and followed, to guide teachers in their efforts to uphold what is prescribed in these 
documents, and to aid them in their professional development.73  The Bureau for 
Educational Development also makes decisions concerning the learning materials 
that may be used in the classroom, offering schools a selection from which to choose.  
The curricula and textbooks selected are then further investigated by the Pedagogic 
Service, and the State Education Inspectorate has the responsibility of checking to 
see whether laws and regulations are being followed properly.74  At the local level, 
there are “school committees” which are comprised of representatives for parents, 
students, teachers, and other authorities.  The groups contend with various 
responsibilities concerning administration, financing, management, and the structure 
of the school.75

 
 

3.4.3 Policy Documents 
 
As mentioned in the preceding subsection, the goals and guidelines for schools in the 
FYROM are laid out in a number of national policy documents.  The most important 
of these is the Education Act (2009).  It constitutes the basis for the Concept of 
Education and Schooling (2009), which contains the national syllabi for each subject.  
The fundamental values of the school are also described in this document.  They 
include tolerance, cooperation, and respect for basic human rights. 
 

                                                 
 
70 Wolf Oschlies, "Macedonia," The Education Systems of Europe, (New York: Springer, 2007) 508. 
71 Oschlies 508. 
72 Ibid. 
73 ”The Education Act of Macedonia,” 2008. 
74 Oschlies 508. 
75 Oschlies 509. 
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Furthermore, Macedonian compulsory schools, the level upon which we focus in this 
study, are very strictly regulated with legal provisions stipulating such factors as the 
number of parallel classes each school is to have, the number of students each class 
is to have, heating, and precisely how many square meters each student should have 
in the actual school building.76 Also, as primary schools are considered to be a 
public, state-run institution, Macedonian law does not allow for the possibility of 
setting up private schools at his level.77

 
    

As stated above the Concept of Education and Schooling contains the nationally 
approved syllabi for the individual subjects to be taught in Macedonian schools.  
There is a syllabus for each grade, i.e., from the first grade to the eighth.78

 

  At the 
individual school level, teachers collaborate in groups with others who teach the 
same subject to interpret the national syllabi in order to develop a local plan for the 
whole school year.  The national syllabus for English is one of the objects we 
analyze in this study; the results are presented in the next chapter. 

This chapter has provided information concerning the concept of culture and its 
connection to language.  It has also given general information about Sweden and the 
FYROM and their respective school systems.  The documents which steer these 
institutions were also discussed.  In the next part of this paper, we present the results 
of our study.    
 
 
 

                                                 
76 Oschlies 512. 
77 ”Report of the Republic of Macedonia on Millennium Development Goals.” Un.org.mk, 2005. UN, 
21 November 2009, <http://www.un.org.mk/MDG/resourcePage/UNDP%20-%20ang.pdf>. 
78 Ibid. 
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4 RESULTS 
 
This chapter, which reports the findings of our analyses, is primarily divided into two 
sections.  Firstly, we present what the Swedish policy documents say about culture in 
regard to the study of English during the final year of compulsory schooling.  
Afterwards, we turn to Wings: Base Book 9 and set forth the results of our analysis in 
regard to how culture is represented.  Next, we take up what the Macedonian 
documents say about culture in regard to the study of English during the last year of 
compulsory schooling.  The findings from our examination of Dream Team: Student 
Book 3, the textbook we selected from the Macedonian school system, follow. 
 

4.1 Culture in the Swedish Policy Documents 
 
As the national syllabus for this level is based on a larger national curriculum which 
regulates primary schools in general, we have examined the document as a whole.  
Each level, however, is accounted for separately.   
 

4.1.1 Culture in the Curriculum 
 
The term “culture” appears, in a variety of grammatical forms, over 17 times in the 
Curriculum for the Compulsory School System, the Pre-School Class and the 
Leisure-Time Center.  However, the term is never defined in any specific way. This 
is in accordance with the rest of the text, which is heavily peppered by equally vague 
terms such as ‘democracy’ and a number of contradictory declarations.  An example 
of the latter can be found on the first page.  While the document states that school 
activities are to be conducted in such a way that upholds the “ethics borne by 
Christian tradition,” several lines later one can read that the education offered is to be 
“non-denominational.”79

 

  When considering to which of our categories of analysis 
this latter passage would belong, the claim could be made that both a societal and 
historical approach to culture are taken.  Firstly, the notion of a shared sense of ethics 
could subsequently lead to the notion of similar ways of behaving and interacting 
with others which are informed by the aforementioned ethics; culture appears here as 
a social phenomenon.  Secondly, the mention of this common way of thinking as 
having its roots in tradition earns it a place in the historical category.  Ultimately, we 
believe that this example fits most properly in the societal category as it is a directive 
stating that everything occurring within the education system shall be done in 
accordance with the above mentioned (though never clearly delineated) ethics. 

In the section entitled “Understanding and compassion for others,” the world that 
exists within the walls of the compulsory school is presented as a meeting place, a 
multi-cultural microcosm mirroring the increasing internationalization of Swedish 
society.   “The school,” as an institution, has – due to this situation – an opportunity 
to contribute to the development of cultural awareness amongst those who work 
there.  The same sentence declares that taking advantage of this chance is not 

                                                 
79 “Curriculum for the Compulsory School System, the Pre-School Class and the Leisure-Time 
Centre,” 3. 
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optional – it is a “responsibility.”  While “cultural awareness” is never clearly 
defined, it appears in connection with concepts such as respect for the heritage of 
other groups and peoples and having an understanding of one’s own cultural origins, 
both notions belonging to the historical category present in our scheme of analysis.  
Achieving the above should, in turn, strengthen one’s sense of identity:   
 
Awareness of one’s own cultural origins and sharing a common cultural heritage 
provides a secure identity which it is important to develop, together with the ability 
to empathize with the values and conditions of others.80

 
  

This, the document maintains, is of great importance because the development of 
one’s ability to appreciate differences will increase the likelihood that such negative 
acts as discrimination based on, e.g., gender, “ethnic belonging,” religion and sexual 
orientation, and the more general uniformed thinking that manifests as xenophobia 
and intolerance can then be handled in a more enlightened manner.  This is a 
pressing issue because, as the document states, the rapidly changing face of 
Sweden’s increasingly varied population places “great demands on people’s ability 
to live together and appreciate the values that are to be found in cultural diversity.”81

 
  

In regard to cultural awareness, goals to be attained within the general sphere of 
compulsory schools in Sweden include gaining insight into and increasing interest in 
“participating in the range of cultural activities that society has to offer,” and 
becoming acquainted with “central parts of our Swedish, Nordic and Western 
cultural heritages.”82  Other goals listed include learning about the “cultures, 
languages, religions and history” of the unspecified “national minorities” in Sweden 
and becoming aware of the “interdependence of countries and different parts of the 
world.”83   In a section concerning guidelines for those who work at the compulsory 
school level, it is stated, in an unclear way, that employees are to “enrich the school 
as a learning environment by establishing contacts not only with working, cultural 
and organizational life but also with other activities outside the school” as well as to 
work towards preventing restrictions on students’ choices regarding field of study 
and choice of vocation that are based on “gender or social or cultural background.”84

 

 
In regard to the curriculum as a whole, while the text appeals a number of times to 
societal interests such as respecting differences inherent in the community, the bulk 
of the focus on culture appears to be based on a historical approach to the concept.   

4.1.2 Culture in the Syllabus 
 
The first section of the syllabus for English which covers the guidelines for the final 
year of compulsory schooling, the language is characterized as the mother tongue or 
official language of a large number of countries, covering many different cultures” as 
                                                 
80 “Curriculum for the Compulsory School System, the Pre-School Class and the Leisure-Time 
Centre,” 4. 
81 “Curriculum for the Compulsory School System, the Pre-School Class and the Leisure-Time 
Centre,” 3. 
82 “Curriculum for the Compulsory School System, the Pre-School Class and the Leisure-Time 
Centre, 10. 
83 Ibid. 
84 “Curriculum for the Compulsory School System, the Pre-School Class and the Leisure-Time 
Centre,” 16. 
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well as being “the dominant language of communication throughout the world.”  The 
use of English is deemed “necessary” in regard to travel, further studies as well as for 
social and professional contacts due to an increasingly internationalized labor 
market.  Furthermore, an additional aim is described, that of “broadening 
perspectives on an expanding English-speaking world,” which is comprised of a 
number of different cultures.  The approach here is largely one that belongs to the 
societal category, as the focus is primarily on English as a means of communication.  
However, the mention of the English-speaking world as being comprised of a variety 
of different cultures reflects the complexity of the very notion of ‘culture.’ 
 
The next part lays out the eleven goals for which instruction should aim.  Examples 
of these include the development of different abilities such as the productive and 
receptive skills as well the ability to discern which type of language is suitable in a 
specific context; the focus here is on language as a tool enabling communication. An 
additional goal after which to strive is the development of the ability to reflect over 
“ways of living and cultures in English-speaking countries” and to make 
comparisons with their own experiences.  While “ways of living” is arguably an 
approach regarding culture as a social phenomenon, the ability to reflect in such a 
way as is described above is at least partially dependant on being able to imagine 
oneself in the place of another.  Thus, the third of our categories of analysis, the 
imaginative, is also present. 
 
The following section addresses that which is termed the “structure” and “nature” of 
the subject.  It is stated that through a variety a different contexts and media which 
fall into our historical category of analysis, e.g., television programs, music, films 
and computer games both the English language and cultures within which it is 
spoken are “widely accessible in Swedish society.”  Furthermore, the study of 
English as a subject provides both a background and a wider perspective on the 
myriad of cultural and social expressions which are part of the fabric of student’s life 
as a member of “today’s international society.”   It is stated that: 
 
The ability to reflect over similarities and differences between their own cultural 
experiences and cultures in English- speaking countries is developed continuously 
and leads eventually to an understanding of different cultures and intercultural 
competence.85

 
   

The last two parts of the syllabus detail the various goals that students ought to have 
attained by the fifth and ninth years in school.  As our study concerns the final year 
of compulsory school, only the latter will be discussed.  A list of nine goals is 
provided of which the majority describes competence in terms of using both 
productive and receptive skills such as taking part in discussions and being able to 
understand spoken and written variations of the language.  Other abilities mentioned 
include being able to reflect over one’s own learning process and being able to select 
appropriate material to aid in the completion of various tasks.  As is the case with the 
other sections of the syllabus, the varieties of culture present in the English-speaking 
world feature prominently, and students are expected to have acquired knowledge 
“of everyday life, society and cultural traditions in some countries where English 
occupies a central position, as well as be able to make comparison with their own 
                                                 
85 ”English.” Skolverket.se, 2000. The Swedish National Agency for Education. 2 December 2009, 
<www.skolverket.se>, np. 
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cultural experiences.”  Students are also expected to have knowledge of regional 
varieties of the language.  In regard to the syllabus as a whole, all three of our 
categories of analysis are present.  However, while culture is most often approached 
as a social and historical phenomenon, the main focus of the syllabus seems to be on 
the societal aspect of the notion.    
 

4.2 Culture in Wings: Base Book 9  
 
This section is comprised of two subsections: the first presents a short description of 
the material we analyze and the second presents the results of our analysis. 

4.2.1 Introduction 
 
Wings: Base Book 9 is part of a set of teaching materials which are commonly used 
in Swedish primary schools.  They were specifically designed with the Swedish 
policy documents in mind.86  Those involved in compiling the Wings series have 
backgrounds as teachers of English, living and working in Sweden.87

 

 The latest 
edition was published in 2003.  While the description of the materials in this series 
never mentions the word ‘culture,’ the fact that they are anchored in the Swedish 
policy documents implies that thought has been given to this aspect of language 
learning. 

Wings: Base Book 9 consists of four sections of roughly 25 pages each.  Each section 
begins with a page called “Before you start” which details the contents that follow 
and gives information about the skills emphasized in each activity.  Typically, the 
sections contain, e.g., texts to be read plus accompanying exercises, suggestions for 
discussions, listening exercises to be used in conjunction with an audio recording, 
and information about idiomatic expressions, etc.  There is no specific structure in 
terms of just how many components make up each section.   
 

4.2.2 Results 
 
The selection we examined in this study is Section Three.  We chose this section 
because it appears towards the middle of the book; it contains 14 components.  We 
reasoned that the material appearing towards the beginning and end of the book 
might not be wholly representative of that which a student at the particular level in 
which we are interested would normally be expected to work with.  At the beginning 
of the term, lessons may focus on reviewing, e.g., vocabulary acquired during the 
previous term.  This may be facilitated by the textbook.  At the end of the term, 
activities may take on a different character in anticipation of the closing of the school 
year.  This, too, may be encouraged by the teaching material.  For these reasons, we 
selected material from the middle of the textbook.  As stated in the method chapter, 
we analyzed the content using categories based on Kramsch’s three axes of culture: 
the societal, the historical, and the imaginative. 
                                                 
86 ”Wings.” Nok.se, 2009. Natur och kultur, 3 December 2009, 
<http://www.nok.se/nok/laromedel/seriesidor/W/Wings/>. 
87 ”Författarna till Wings 6 – 9.” Nok.se, 2003. Wings Lärarplats, 3 December 2009, 
<http://www2.nok.se/laromedel/wings/>. 
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The first component in Section Three is entitled ‘Teen Talk’ and consists of three 
parts.  The first, ‘Making Allowances’ is a text discussing how teens can improve 
and better manage their financial situations.  The text is laden with slang, as can be 
exemplified by the following excerpt: “Check out some cool ways to up your cash 
flow this year.”88

 

  Furthermore, the contributing expert to the article is American 
Elizabeth Schiever, director for a financial planning program which caters to 
teenagers in Colorado.  We determine, due to the social norms addressed, that it 
belongs to the societal category.   

The next text, ‘I’m Not a Druggie,’ also belongs in the societal category because it 
chronicles the story of American Lindsay Earls’ legal battle against a random drug 
test which she perceived to be an invasion of her rights and thus gives insight into an 
aspect of American societal life.  However, as it is written in narrative style, its main 
function appears to be allowing readers to briefly experience the life of one 
belonging to the target culture.  For this reason, it perhaps more appropriately ought 
to be placed in the category concerning the imagination.  The final part of this 
component is a text concerning the concept of being left- or right-brained.  We 
believe that this fits into the societal category as it presents, as if it were a naturally 
established fact which just happened to be a part of a shared reality, an 
institutionalized way of thinking based on the work of American neuropsychologist 
Roger W. Sperry (1913 – 1944).  If, on the other hand, the focus would have been on 
the system of thought as being just that – a system of thought devised by a particular 
person in a particular context, the text instead would arguably be one begging a 
historical approach to culture, but this is not the case. 
 
The following component, called ‘Skills,’ includes a small text about Jane and Ted 
and skills they possess.  For example, Jane is good at fixing things and Ted is good at 
taking care of his family; this is of course interesting in regard to stereotypical 
gender roles.  Reading it involves the imagination to the degree that Jane and Ted are 
fictional characters, but the main function appears to be presenting information 
concerning what skills may be valued in an English-speaking society.  We decided 
therefore that it belongs to our category of analysis which concerns ways of life, the 
societal. 
 
‘Equal rights,’ the next component, is a story featuring a young British girl named 
Edna who gets a job delivering newspapers.  We have placed this text in the category 
concerning the imagination as it encourages readers, as Kramsch phrases it, to “live 
other lives.”89

 

  The next component concerns grammar and the material consists of 
sentences taken directly from ‘Equal rights.’ 

‘Would you give him the job?,’ which comes after the above, presents the student 
with information concerning job advertisements and questions that might arise within 
the context of a job interview.  It clearly belongs to the societal category.  ‘Writing: a 
story,’ the component that appears next, informs the reader how one is to go about 
composing this particular form of literature.  This could also fit in the societal 
category because the elements of a story delineated in this section may be seen as 
being culture-specific and thus reflect a common way of seeing the world.  While 
                                                 
88 Wings 9. 
89 Kramsch, The Cultural Component of Language Teaching. 
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this form of story-telling is a traditional means by which members of a society 
produce something which reflects, e.g., its core values, etc., it is not presented from 
this particular angle, and therefore cannot rightly be placed in the historical category. 
 
The subsequent two components, ‘Traces of Vikings’ and ‘The Battle of Britain,’ do, 
however, belong to the historical category.  The first concerns the origins of British 
place names, and the second introduces a radio program about the Second World 
War.  ‘War games,’ which comes next, is a story about a young boy who happens to 
find the remnants of a German bomber.  This part also resisted easy categorization 
because it is a fictional work and thus could be considered an ‘imagining,’ but it also 
could arguably belong to the historical category because it is a material production 
that represents an event (the Second World War) in a shared past; ultimately, we 
placed it in the former division as its function appears to be providing readers with 
the opportunity to experience another version of life. 
 
‘The Battle of the Atlantic,’ a text about various sea battles during the Second World 
War, also fits in the historical category.  This text is followed by a component 
covering grammatical areas which builds upon sentences taken from ‘The Battle of 
the Atlantic.’  Following this is an item about the Red Cross and the Red Crescent 
which presents these organizations from a historical perspective.  While this article 
does not refer specifically to culture in the English-speaking world, it still takes up 
part of a shared “Western” culture in general.  It falls thus within our historical 
category of analysis.     
 
‘Maggie Wood at work’ introduces to the reader a woman who works as an animal 
keeper at a safari park.  This can be placed in the societal category because it 
includes detailed information about how working life can function in an English-
speaking country.  The style in which it is written does not invite reader 
identification; the text is wholly an informative one.  Lastly, there is a component 
which encourages students to reflect over what they learned in Section Three.  This 
is in alignment with the aims expressed in the Swedish policy documents which state 
that students should develop the ability to reflect over their own learning processes.   
 
 

4.3 Culture in the Macedonian Policy Documents  
 
As these documents do not completely correspond to the Swedish ones, the 
following sections do not precisely follow the layout of those describing the Swedish 
policy documents.  While the syllabi in Sweden are based on the curricula, the 
Macedonian syllabi are based on the Education Act.  We show therefore what both 
the Education Act and the national syllabus for English say in regard to culture, 
respectively. 
 

4.3.1 Culture in the Education Act 
 
The word ‘culture’ appears only once in the Macedonian policy documents.  As 
mentioned in the previous chapter, the Education Act provides information about the 
fundamental values that should form the basis for everything occurring in the 
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schools.  These include prohibiting discrimination based on, e.g., gender, race, color, 
and political affiliation.  ‘Culture’ appears in connection with an aim presented in 
this particular document where it is stated that students’ awareness of “belonging to 
the Republic of Macedonia” should be cultivated as well as a sense of national 
identity and shared culture.90

 

  This, we believe, represents a historical approach to 
culture in which it may be seen as being something largely comprised of a collective 
identity borne out of a commonly experienced past and which looks toward a 
commonly anticipated future. 

4.3.2 Culture in the Syllabus 
 
The national syllabus for eighth grade English details the requirements the 
government of the FYROM imposes on instruction in the final year of compulsory 
schooling. Although culture is not explicitly discussed in this document, we will 
briefly describe its contents so as to provide an adequate framework for the study as 
a whole. 
 
The syllabus is designed to clarify what students are expected to learn, and it lays out 
a number of goals for students to achieve or strive for (it is not specified which of the 
two) in regard to the development of different language skills such as listening, 
speaking, reading, writing, grammar, and vocabulary acquisition.  Furthermore, it 
gives concrete examples of working methods and materials to be used in the 
classroom. The national syllabus is in turn used as the basis for the development of a 
local syllabus.  This will be discussed in the following chapter. 
 

4.4 Culture in Dream Team: Student’s Book 3 
 
This section is comprised of two subsections: the first presents a short description of 
the material we analyze and the second presents the results of our analysis. 
 

4.4.1 Introduction 
 
On the Oxford University Press’ homepage, the Dream Team series is presented as a 
set of materials designed with the needs of a broad range of students in mind: from 
secondary students continuing their studies to beginners just starting to learn English.   
Norman Whitney, one of the authors of the series, has worked in several different 
capacities with teacher training programs in the UK.  No information concerning 
David McKeegan, also credited in the publishing information for Dream Team: 
Student’s Book 3, the object of our analysis, is offered.  The description of the 
material states that it was produced with a target audience in mind and thus includes 
“[s]timulating and engaging topics, and an amusing and lively presentation story 
involving the activities of teenagers.”91

                                                 
90 ”The Education Act of Macedonia.” 2009. Author’s translation. 

  The term ‘culture’ does not appear at any 
point in the description.  In short, the books are produced to provide a “systematic” 

91 ”Dream Team.” Oup.com, 2009. Oxford University Press, 4 December 2009, 
<http://www.oup.com/elt/catalogue/isbn/2530?cc=global>. 
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approach to developing the skills of reading, writing, listening, and speaking, while 
at the same time ensuring that “grammar points,” vocabulary, and pronunciation  also 
receive attention.92

 

  However, as will be mentioned below, the book does contain 
components specifically dedicated to culture in English-speaking regions. 

Dream Team: Student’s Book 3 consists of six sections.  Each section is divided up 
into the following components: presentation, communication/pronunciation, 
grammar/study skills, vocabulary, cultural studies/English across the curriculum, 
writing, and, lastly, song/progress review.  The ‘presentation’ part of each section 
consists of a dialogue featuring teenagers in some sort of a situation occurring in an 
English-speaking country, which in the case of this particular book is always the 
United States.  The ‘progress review’ part contains a scheme where the progress of 
the student in regard to the material presented in each section can be ranked on a 
scale made up of what could be termed ‘smilies’: a happy face, a neutral face, and a 
frowning face.   
 

4.4.2 Results 
 
Categorizing how culture appears in Dream Team: Student’s Book Three proved to 
be a more difficult task due to the structure of the book.  We chose to examine 
Section Three, ‘On Broadway!,’ and Section Four, ‘Champions.’  In the case of this 
book, two sections were chosen in the interest of analyzing an equivalent number of 
pages in each textbook; Wings: Base Book 9 contains longer sections than Dream 
Team: Student’s Book Three.  They were selected for the same reason we chose the 
excerpt from the Swedish teaching materials.  These sections appear roughly in the 
middle of the book and are perhaps more representative of the level at which a 
student completing his or her final year of compulsory school would be expected to 
perform.   
 
Section Three begins with the presentation component which portrays several 
teenagers engaging in various activities in New York.  While there is information 
present about, e.g., student life in the United States, it appears that more weight is 
placed on its value as a fictional account which enables readers to experience another 
version of life and thus, we believe, belongs in the category concerning the 
imagination. ‘Comprehension,’ which follows, is an exercise consisting of questions 
based on the preceding text.  The subsequent ‘Communications,’ partially 
constructed as a listening exercise, concerns various signs one might encounter in an 
English-speaking country.  This fits therefore in the societal category.  There is also 
information contained within the dialogue between an anonymous “boy” and “girl” 
presented in additional exercises that concern the sorts of chores young people might 
be expected to do in the home as well as the sorts of courses they might take in 
school.  This is a further representation of the social aspects of culture. 
 
The component which concerns pronunciation includes a part called “The sounds of 
poetry” that introduces a composition by the British author Walter de la Mare (1873 
– 1956).  We place this into the historical category because its appearance in the text 

                                                 
92 Ibid. 
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could be explained by a desire to share part of the literary culture of the UK with 
students.   
 
The next component, and by far the largest in the section, is about grammar.  
Examining the example sentences provided for representations of culture yields 
interesting results.  While they are presented as being the utterances of unknown 
others, they contain information about how life can be in the English-speaking world.  
For instance, the following statement appears under the picture of a young girl: “If I 
pass my Science exam, my mum will buy me a new computer game.”93  On the 
following page, one can read a list of activities in which Eddie and Carmen, in their 
day-to-day lives, engage.  There are also statements which are addressed to the 
students as members of other societies where English is not the dominant language.   
A matching exercise based on so-called “if” clauses, for example, contains this 
declaration: “If you don’t know English, you can’t get some jobs.”94

 

  Another 
exercise which requires finding the correct verb states that the teacher will be happy 
if the students give the proper answers.  All of the above mentioned examples from 
this component fit into the societal category of our analysis scheme.  However, a 
number of them encourage reader identification and thus can also be placed in the 
category concerning the imagination.  Furthermore, a historical approach to culture 
as something being made up of a group’s material productions appears through the 
mention of persons such as Robbie Williams. 

The vocabulary component of Section Three provides information about what is and 
what is not socially acceptable in regard to driving; this clearly belongs to the 
societal category.  Also appearing in this component is a reference to H.G. Wells’ 
(1866 – 1946) novel The Invisible Man (1897).  It is an example of the historical axis 
of culture.   
 
Culture is most prominent in Section Three of Dream Team: Student’s Book 3 in the 
following component, entitled ‘Cultural studies.’  It gives students information, 
albeit scanty, about Australia.  Topics touched upon, but not treated with any degree 
of thoroughness, are, e.g., beach culture, the Outback, Aboriginal storytelling, and 
city life.  This part is difficult to classify in regard to our categories because there is a 
great deal of intersection between them in this relatively short piece.  However, we 
believe that it ultimately fits best in terms of the historical category because it 
conveys a sense of identity based on a shared history and how that manifests itself in 
various material productions.  There are of course also examples of culture as being a 
social phenomenon as well, one being the information provided about beach culture 
as a way of life. 
 
The next component is based on developing the productive skill of writing.  While it 
encourages students to create compositions that use their own experiences as a point 
of departure, the example text provided is full of references to ‘symbols’ belonging 
to what we would deem in accord with our categories of analysis the historical aspect 
of British culture such as London, Oxford, Cambridge, and the British Museum, as 
well as theatrical productions such as Andrew Lloyd Webber’s (b. 1948) Cats 
(1981).   
 
                                                 
93 Dream Team 32.  
94 Ibid. 
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A song is the final relevant component of the section, as is the case with every 
section in the book.  It is ‘On Broadway,’ originally recorded in 1963 by the 
American vocal group the Drifters.  This is a fitting selection, as it is also the title of 
this section.  It also fits into the historical category.  This is followed by a form 
charting the student’s progress, presumably to be filled out by the language teacher. 
 
The following section in Dream Team: Student’s Book 3, the fourth, is entitled 
‘Champions.’  The opening text is a dialogue between high school students Meg, 
Bella, Jet, and Tom which concerns such topics as how one becomes a cheerleader.  
While the information provided represents an approach to culture as a social 
phenomenon, the style in which it is written beckons the reader to identify with the 
four teenagers and thus ultimately earns this component a place in the category 
concerning the imagination.  Next follows a set of reading comprehension exercises 
which highlights a number of idiomatic expressions found in the dialogue and asks 
the reader how such thoughts are expressed in his or her native language.  This 
particular exercise could arguably fit into both the societal and historical categories 
of our analysis scheme.  Firstly, such phrases, passed down through the years to 
members of a particular group, can be viewed as a cultural inheritance; in this 
respect, these expressions fit in the historical category.  On the other hand, such 
sayings reflect a certain way of perceiving life and the various phenomena of which 
it is comprised; for this reason, the above mentioned exercise could fit into the 
societal category.  Ultimately, we place them in the historical one because their 
social function is not in any way explored in the textbook.    
 
A listening exercise featuring the presumably imaginary Lord Moorcraft and his 
unfortunate murder comes next.  Afterwards, students are instructed to play 
detectives and construct dialogues which incorporate both the clues pertaining to the 
police investigation given in the audio recording as well as the new vocabulary 
which was introduced in this component.  We believe this part belongs primarily to 
the imaginative category.  An additional listening exercise follows, and it concerns 
how one is to become a successful film star; the answer provided is that he or she 
needs to go to Hollywood and audition.  While the anonymous speakers draw the 
listener in as if he or she were part of the conversation, the style indicates that the 
purpose is to provide information and thus fits best in the societal category. 
 
As is the case with the previous section in this particular book, the ‘Pronunciation’ 
component has a part entitled ‘The sounds of poetry.’  The selection introduced this 
time was composed by Irishman W.B. Yeats (1865 – 1939), another example of a 
deceased male writer.  The part which comes next is the largest in the Section Four 
and, precisely as was the case in Section Three, pertains to grammar.  The example 
sentences provided which illustrate such points as passive verb forms are loaded with 
the names of things, places, and people, e.g., Madonna, Heathrow airport, London, 
Hollywood, and football, which belong to the historical category we use for our 
analysis of how culture is represented. 
 
The ‘Vocabulary’ component of this section contains a number words such as 
‘communism,’ ‘sexism,’ and ‘socialism’ which pertain to the social aspect of culture 
as a shared system of beliefs which ultimately shape behaviors, but the approach 
taken in the book does not appear to be one that invites reflection; the concepts are 
presented merely as examples of abstract ideas that just happen to exist.  For this 
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reason, it may be more suited to the historical category.  The next part of Section 
Four, entitled ‘English across the curriculum,’ is a longer text concerning the 
discovery of DNA.  It ultimately belongs to the historical category of our units of 
analysis, but, as it also challenges the reader to speculate about possible ethical 
issues which concern genetic experimentation, it also, to a degree, invites an 
approach to culture as a social phenomenon. 
 
The ‘Writing’ module included in this section features a task which has students 
composing a text about their ‘dream job.’  The example text presents information 
about what it can be like to work as a flight attendant.  In one respect, this 
component represents our category of analysis which has to do with the imagination 
because it offers readers insight into the situation of another.  However, limitations 
are imposed on just how far one could explore this version of life as the information 
is provided in the form of short impersonal notes written in an abrupt and 
abbreviated style.  Overall, this particular part of the section fits best in the societal 
category because it is largely informative in nature. 
 
As is also the case in Section Three, the last relevant part of Section Four is a song.  
On this occasion, students are introduced to the Everly Brothers’ ‘When Will I Be 
Loved.’  This clearly belongs to the historical category of our analysis scheme. 
 
In this chapter, we provided the results of our analyses of the Swedish policy 
documents and teaching materials and the Macedonian policy documents and 
teaching materials.  In the next chapter, we discuss these findings and present our 
conclusions.  
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5 DISCUSSION AND CONCLUSIONS 
 
The aim of this study is to investigate whether, in regard to the study of English, 
culture is perceived and taught in similar ways in Sweden and the FYROM.  We 
limited the study to the final year of compulsory schooling and applied a qualitative 
method using an appropriate theoretical framework based on Claire Kramsch’s 
definition of culture.  We formulated four research questions which we will now 
answer before moving on to addressing the aim.  They are as follows: 
 
1. What do the Swedish policy documents say about culture in regard to the study of 
English during the final year of compulsory schooling? 
 
2. How is culture portrayed in the teaching materials selected for this level? 
 
3. What do the policy documents that regulate the school system in the FYROM say 
about culture in regard to the study of English during the final year of compulsory 
schooling? 
 
4. How is culture portrayed in the teaching materials selected for this level? 
 
This chapter is organized in the following manner.  Firstly, we present answers to our 
research questions.  Those pertaining to Sweden will be answered in two subsections, 
one for each question, and those pertaining to the FYROM will be presented in the 
same way.  Next, we discuss our aim while comparing and contrasting the 
information we have acquired during the course of our investigations.  
  

5.1 Swedish Policy Documents 
 

The first question concerns the notion of culture in the Swedish policy documents.  
Firstly, it should be apparent that, even if only taking into consideration the number 
of times the word appears within the two texts, the notion of culture is of interest in 
regard to school.  An awareness of one’s own cultural heritage and promoting 
tolerance and respect for that of others are core values expounded in both the 
curriculum and the syllabus.  

In regard to the study of English, the conclusion can be made by reading the contents 
of the syllabus that culture is seen to be an integral language acquisition.  Learning 
about “ways of life,” an expression which by its plural form indicates that culture is 
perceived as being something complex, is interwoven with the more traditional 
elements such as developing the productive and receptive skills, learning grammar, 
and building up one’s vocabulary. As was discussed in the background chapter of 
this study, this particular point of view is the one expounded by Kramsch and a 
number of other modern theorists operative in the field of linguistics. 
  
Reflecting over differences between the ways of life and traditions of those who 
speak the target language and those which make up the cultural context of the learner 
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is also emphasized in the syllabus.  This echoes the values set forth in the 
curriculum, as the aim is to increase understanding and cultural-awareness.   
 
While the term ‘culture’ is never defined in either document, in terms of the units of 
analysis we utilize for classifying representations of culture, both the societal and the 
historical categories are well-represented. This reflects the complexity of the concept 
itself.  In the curriculum, slightly more emphasis is placed on the historical approach.  
The notion of culture as being comprised of a shared past and the intellectual 
products it has produced surfaces repeatedly.   In the syllabus, both the historical and 
societal categories are equally represented.  The dimension of the imagination is not 
explicitly included in either, but this is to be expected, as the object of this particular 
analysis is a government-issued document.   
 
Reflecting over differences between the ways of life and traditions of those who 
speak the target language and those which make up the cultural context of the learner 
is also emphasized in the syllabus.  This echoes the values set forth in the 
curriculum, as the aim is to increase understanding and cultural-awareness.   
 
While the term ‘culture’ is never defined in either document, in terms of the units of 
analysis we utilize for classifying representations of culture, both the societal and the 
historical categories are well-represented. This reflects the complexity of the concept 
itself.  In the curriculum, slightly more emphasis is placed on the historical approach.  
The notion of culture as being comprised of a shared past and the intellectual 
products it has produced surfaces repeatedly.   In the syllabus, both the historical and 
societal categories are equally represented.  The dimension of the imagination is not 
explicitly included in either, but this is to be expected, as the object of this particular 
analysis is a government-issued document.   
 

5.2 Teaching Material Used in Sweden 
 
The next question concerns how culture is portrayed in the teaching materials used at 
the particular level of schooling in which we are interested.  Culture is a constant 
feature in the section of Wings: Base Book 9 that we analyzed.  It is fully integrated 
in the texts as well as in the exercises and is therefore not introduced as a special 
instance.  The ways in which it is incorporated are many, ranging from presenting 
information concerning certain aspects of the Second World War to having activities 
built around understanding what it can be like to be a teenager in the United States.   
Another element which could be interpreted as representing culture on a larger scale, 
i.e., as a shared component of the lives of a number of people in a great many 
different parts of the world, is to be found in the text which details a short history of 
the International Red Cross.  This is actually in alignment with the values expressed 
in the curriculum where it refers to becoming “acquainted with…Western cultural 
heritages.”  This curious phrasing will be discussed in greater detail in a subsequent 
section of this chapter.   
 
In the particular section we analyzed, most of the representations of culture we found 
– even though a great deal of overlap does exist – fit best into the societal category of 
our scheme of analysis which is comprised of, amongst other things, the attitudes and 
beliefs of a group which ultimately become ways of behaving.  The third and final 
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category we utilize concerns the imagination.  Only three components of this section 
can clearly be called imaginings.  While there are other components that have 
imaginative elements, they seem primarily to have other functions such as providing 
factual information.  The scanty number of texts which ultimately fit into this 
category can seem puzzling when one takes into consideration that being able to 
picture oneself in the life situation of another means that one has managed to 
cultivate a substantial degree of understanding and tolerance, core values that surface 
repeatedly throughout the Swedish policy documents. 
 

5.3 Macedonian Policy Documents 
 
The third question we formulated pertains to the documents which steer Macedonian 
schools and how English is to be taught.  In essence, a reading of the Macedonian 
policy documents may leave one with the overall impression that learning about 
culture is not an integral part of language acquisition.  This can be deduced by taking 
notice of the fact that the term does not appear even once in the syllabus.   Language, 
instead, is treated as a tool which is comprised of several different skills to be 
mastered.  
 
Culture is, on the other hand, mentioned in the Education Act, the document which 
forms the basis of the syllabus.  However, it is introduced only one time and then in 
reference to the diachronic notions of a “shared culture” and “national identity.” This 
could be seen as problematic when one contemplates the tense relations that exist 
between different ethnic groups in the FYROM.   
 
 

5.4 Teaching Material Used in the FYROM 
 
The final question we formulated in order to help us achieve our aim touched upon 
how culture is portrayed in the teaching material used for the study of English during 
the final year of compulsory schooling.  Culture is represented in the selections we 
analyzed, but it is most often presented as a segregated chunk rather than as a 
naturally occurring component.   
 
The majority of the components from Dream Team: Student’s Book 3 we examined 
belong in the historical category of our analysis scheme.  Although certain aspects of 
culture, especially those belonging to the societal category of which we make use 
were woven into exercises, they were most often introduced as a separate bit in the 
form of, e.g., an excerpt from a poem written by a long-dead Englishman.    Another 
example of this is the part in Section Three which discusses various aspects of life in 
Australia.  Only a very few components clearly fit into the category of imaginings.  
One such example is the dialogue concerning a visit to New York.  While it contains 
information about student life in the US, its main purpose appears to be to provide 
learners with a glimpse into another version of life. 
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5.5 Is Culture Taught and Perceived in Similar Ways? 
 
Based on the texts we analyzed and what we have experienced in classrooms both in 
Sweden and the FYROM, we maintain that culture is not perceived or taught in 
similar ways in regard to the study of English.  The results of our study indicate that 
the policy documents from the two schools systems with which we are concerned 
provide two exceedingly different points of departure motivating how language is to 
be taught, and, furthermore, that the choice of teaching material to be used in 
conjunction with instruction reflects these views. 
 
In Sweden, based on the texts we have examined as well as our own experience in 
the classroom, we draw the conclusion that learning about culture is largely seen as a 
natural component of language learning, arguably as important as the other skills 
such as writing and listening that it appears alongside in the syllabus.  The emphasis 
on culture appears to be two-fold. Firstly, the extent to which it is included indicates 
that the pedagogical theories which motivate instruction being carried out in such a 
manner are based on the belief that language and culture are inseparably intertwined; 
this is in alignment with the thought of many modern linguists, e.g., Claire Kramsch.  
Secondly, it appears to have a greater social purpose.  Quite simply, readers of the 
policy documents may detect a hope that intolerance will be combated by learning 
about differences that exist in a world where boundaries are quickly losing their 
previously-held significance and what once would have required a time-consuming 
and dangerous trip spanning countless miles can be encountered very close to home.  
Furthermore, learning about other cultures creates a situation in which one gains a 
different understanding of one’s own context.  These values and notions – the need 
for cultural awareness, both in regard to others and one’s own background – 
permeate the curriculum and the syllabus. 
 
In the FYROM, the teaching of culture in the foreign language classroom is a more 
complicated matter.  Firstly, the complete absence of the term in the syllabus 
indicates that culture, according to the pedagogical theories which motivate how 
instruction should be conducted, is not an essential part of language learning; this is 
in contrast to the ideas expounded by Kramsch and a number of modern linguists 
who claim that culture and language are inseparable.  The accuracy of this view is 
not a matter to be settled here, but it can be maintained that one possible 
consequence of this pedagogical decision might be that the only version of culture 
the students receive will be that which is presented by the author of the textbook they 
happen to use.   
 
The Swedish policy documents are constructed in such a manner which ensures that 
teachers are given very much freedom in terms of what they want to present, when 
they want to present it, and how they want to present it.  The situation existing in the 
FYROM differs to a great extent.  The national syllabus is reworked at each school 
to create a local syllabus which is based on the nationally approved teaching material 
selected for that level.  For example, the three schools we visited in the southeastern 
part of the FYROM all used, by choice, the same local syllabus for English at the 
eighth grade level.  Since it had already been created by one of the schools, the 
teachers at the other two thought it was easier to make use of it rather than create 
their own.  The local syllabus they utilized was based on Dream Team: Student’s 
Book 3, from which we drew material to analyze for this study.  It strictly follows, 
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point for point, the structure of the book.   The result is a concrete plan which 
clarifies exactly what students will do and when they will do it.  A rigid framework 
is thus established in which teaching methods and materials are, for all intents and 
purposes, predetermined.  The teacher thus functions, in some ways, as a host 
introducing the contents of the book.  
 
As teachers in Sweden, the flexibility granted allows us to share with our students – 
if we choose to and are willing to make the effort – a glimpse into the rich variety of 
cultures to be found in the English-speaking world.  We can introduce fiction from 
South Africa.  A movie from India can function as a suitable way to enjoy a relaxing 
yet educational moment after, e.g., an extended period of testing.  In the FYROM, 
this is, due to the structure of the local syllabus, not an option.  As mentioned above, 
one possible consequence is that the students can walk away after having finished all 
of their compulsory schooling with a narrow picture of the English-speaking world 
which, based on what was offered by their textbook, consists solely of the United 
States, Australia, plus the United Kingdom and Ireland.  Furthermore, the bulk of the 
artistic offerings set forth are the products of deceased Caucasian men from the 
aforementioned regions.  This can also lead to consequences, a number of which are 
beyond the scope of this thesis. 
 
One problem caused by the rigidity of the local syllabus is that students rarely a get 
chance to come into contact with authentic specimens of the language.  This may 
result in an oversimplified view of the target language and can potentially influence 
the students’ own mastery of it.  During several lessons, for example, we witnessed 
several interesting phenomena indicative of this outcome.   Teachers would 
pronounce words incorrectly or use an adjectival form of a word as an adverb and the 
students would repeat their mistakes.   At one point, a teacher “corrected” a student 
that had actually used an acceptable grammatical formulation.  These sorts of events 
lead to the perpetuation of common mistakes that could at least partially be avoided 
if there was enough exposure to authentic versions of the target language, something 
which would benefit both teacher and student. 
 
Another possible consequence of not learning about other cultures is that it may aid 
in sustaining a societal state in which xenophobia and intolerance are the norm.  It is 
possible to see traces of this in the FYROM where several ethnic groups tensely 
cohabitate with one another.  In 2001, to end an armed conflict between ethnic 
Macedonians and ethnic Albanians, the Ohrid Framework Agreement was produced.  
This document gives official status to languages spoken by 20% or more of the 
FYROM’s population and guarantees the rights of minorities living in the republic.95  
How well this agreement has been implemented in regard to the latter point, on the 
other hand, is a much-debated topic.  The polarization of these two main groups 
continues to be a major challenge for the democratic development of the FYROM.96

 
 

This complex situation involving ethnicity plays itself out in schools where 
Macedonians, Albanians, Turks, and Serbs study in classes organized by native 
tongue and have little or no contact with one another.  Many schools operate using a 
                                                 
95 ”The Ohrid Framework Agreement.” 
96 Merle Vetterlein. “The Influence of the Ohrid Framework Agreement on the Educational Policy of 
the Republic of Macedonia.” Hks.harvard.edu, 2006. Harvard Kennedy School. 9 December 2009,  
< http://www.hks.harvard.edu/kokkalis/GSW8/Vetterlein_Paper.pdf>.  
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shift system in order to accommodate the fact that there are too many students, but 
this is also sometimes used as a device to further separate the different groups.97  
When history and literature are studied, each group explores the works and 
experiences of its own group. In The Education Systems of Europe, Oschlies states 
that “[s]chool is…the breeding ground of nationalism.”98

 
 

Since the Republic became an independent entity in the early 1990s, the school 
system of the FYROM has been subject to a massive crusade of reforms in an 
attempt to become a modern European state.99 A new wave of reforms began in 
2002.100  How to best handle the sensitive and extremely difficult situation existing 
in regard to different ethnic groups is a topic that has been addressed on many fronts.  
Options explored include the possibility of each Macedonian child receiving 
instruction in at least one minority language, the introduction of extra-curricular 
activities based on “multi-ethnic and multilingual principles,” and using teaching 
materials that do not contain “ethno-discriminatory elements.”101

 

  One might wonder 
if more emphasis on learning about culture in conjunction with foreign language 
instruction could lead to an improvement.  

It may be tempting for one who only has experience of the Swedish school system, 
after having read this study, to perceive the situation in the FYROM pertaining to 
English instruction and school in general in a less than flattering light.  However, 
several things need to be borne in mind to ensure that one does not arrive at hasty 
conclusions.  Firstly, as stated above, teachers in the FYROM work in a situation that 
is constantly shifting due to a seemingly endless onslaught of reforms.  We had the 
opportunity to speak to several Macedonian teachers, and the topic of how stressful 
all the changes are came up repeatedly. While it is arguable that the level of stress 
one experiences is relative to one’s context, we believe the working conditions of 
teachers in Sweden to be more stable thus allowing one to take into consideration 
abstract matters such as the notion of culture.  
 
Secondly, the role of English in the school systems of both countries is quite 
different.  In Sweden, English has through the years nearly gained the status of being 
a second language.  In the FYROM, it is relegated to the place of a fourth language.  
This may result in it being viewed as something much more remote.  
 
Thirdly, one sizeable factor to take into consideration is the fact that Sweden has, in 
many respects, existed in a state of relative peace and comfort for nearly a century.  
Simply put, the case of the FYROM is very different.  Its young life of nearly two 
decades has in some respects resembled a roller-coaster ride, speeding from one 
conflict to another.  A phoenix rising from the splintered Yugoslavia, the FYROM 
and subsequently those who live there have challenges to face that many who have 
had the good fortune to live in more comfortable conditions could scarcely fathom. 
 
One last factor to keep in mind is that the words that appear in the policy documents 
we have examined are, in one respect, just that – words.  Their mere appearance in 

                                                 
97 Ibid. 
98 Oschlies 506. 
99 Oschlies 516. 
100 Oschlies 510. 
101 Ibid. 
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such texts, the existence of which the public at large may not even be aware, does not 
necessarily imply that what actually occurs within the four walls of school buildings, 
and in the wider world outside, is influenced by them.  For instance, a recent study 
conducted by the University of Växjö in Sweden indicates that applicants with a 
“typical” Swedish surname seeking employment have a 50% higher chance of being 
contacted for an interview than those with a “middle eastern” surname.102  
Furthermore, Sweden has also received criticism from no less than 15 international 
organizations in recent years for failing to abide by a number of UN conventions.  
Hate crimes are on the rise, the majority of which are Islamophobic, anti-Semitic, or 
homophobic in nature, and they are rarely met with criminal charges.  Of 155 attacks 
against ethnic minorities in 2007, only five were brought to trial.103

 

  One may 
wonder at times if the buzzword of the past few decades, ‘cultural awareness,’ has, 
after burrowing its way into numerous institutional policy documents, such as those 
we examined in this study, run its ineffectual course. 

A close reading of the policy documents which regulate the Swedish school system 
with the above kept in mind gives further food for thought.  For example, in regard to 
the bolstering of cultural awareness, goals to be attained within the general sphere of 
compulsory schooling include gaining insight into and increasing interest in 
“participating in the range of cultural activities that society has to offer,” and 
becoming acquainted with “central parts of our Swedish, Nordic and Western 
cultural heritages.”  The phrasing of the latter example is interesting as the use of 
“our” seems to suggest that it is taken for granted that those who read this document 
share the same background, which, as is evidenced by the cases of the authors of this 
paper, is not necessarily true. 
 
While a comprehensive discussion of this topic is beyond the scope of this paper, we 
would, however, like to mention that is also possible to interpret the message sent by 
the Swedish curriculum concerning the concept of culture as one that, while on one 
level is permeated by a wish to unite, actually serves to reinforce an “us” and “them” 
dichotomy.  Another issue that arises which may serve to counter the intentions 
expressed within the text is that it seems to suggest the existence of a common set of 
values which are shared by all of those who belong to “Swedish society.” The above 
is added here to demonstrate that the inclusion of a notion such as cultural awareness 
in policy documents does not necessarily ensure that (1) anything is done as a result 
of their appearance or (2) that the message sent is in alignment with the idealistic 
connotations of the term itself.  
 
Expressed in a very concise manner, in regard to the teaching of English during the 
final year of compulsory schooling in Sweden and Macedonia, culture is perceived 
and taught in different ways.  This is something which may or may not have deeper 
implications for the respective societies in general, but insight into such differences 
that exist between school systems aids a teacher in better understanding the unique 
situations of his or her own students as well as the particular context within which he 
or she must operate. 

                                                 
102 ”Invandare kallas inte till intervju.” Svt.se, 2009. SVT. 13 December 2009, < 
http://svt.se/2.22620/1.1795381/invandrare_kallas_inte_till_intervju?lid=senasteNytt_275216&lpos=r
ubrik_1795381>. 
103 ”Sweden slammed for UN rights failures.” Thelocal.se, 2009. The Local: Sweden’s News in 
English. 13 December 2009, < http://www.thelocal.se/23150/20091109/>. 
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5.6 Final Words 
 
Lastly, in this section we would like to offer a few additional words about this 
particular study and also a few intended to encourage others to conduct similar ones.  
This study could have been done in any number of ways, some of which are superior 
to the methods we utilized.  One’s choices in such matters are often influenced by the 
amount of time one is allotted to complete such a project.  As we only had a number 
of weeks at our disposal, we chose a method we deemed manageable for working 
under such a condition.  We would have liked to visit, for example, a larger number 
of schools in the FYROM.  Furthermore, it would have been interesting to speak to 
students in order to get an idea of how they perceived the representations of culture 
offered; parallel investigations could then be conducted in Sweden.  A different 
definition of culture could have been used as a theoretical framework upon which to 
base units of analysis; Kramsch’s is not without its difficulties.  Also, modern 
theories which assert that culture is not an important part of language learning could 
also have been presented, as they do indeed exist even if they are in the minority.  
We did not do this due to lack of space, but the study most certainly could have 
benefited from it.  Adding a section about the first inclusion of the concept of 
cultural awareness into the Swedish policy documents would likely have enhanced 
our work; it is all too easy to assume that things have always been done as they are 
done at the present, without wondering when the paradigm shift came about, as there 
always is one in the world of institutional thought, looming in the background.  In 
essence, we could have done many things differently.  However, we feel that our 
study has yielded valuable insights. 
 
We would like to encourage all who work within the various school systems of the 
world – be it in Sweden, the FYROM, or somewhere else – to take the opportunity to 
travel to another country and visit their schools.  Very often, one can find funding for 
such a trip.  We did in the form of Rostadfonden, which we are extremely grateful to 
have received.  Other such grants are available if one is willing to do a bit of 
detective work.  The same is to be said in regard to establishing contacts.  In our 
case, this was made easy as one of the authors has a familial connection to the 
FYROM.  However, it is likely that most of us are surrounded by untapped 
resources.   
 
To make such a trip takes time; we were gone for a number of weeks and 
preparations for travel naturally did not make themselves.  It also can push one to the 
boundaries of a personal comfort zone; this, however, can be a good thing, conducive 
to learning and growth.  The only things you risk losing are a little bit of time and 
certain preconceived notions that you may have – both about the world around you 
and your own cultural context. In return for your efforts, you will have a chance to 
experience things which may enrich your life and subsequently the lives of those you 
come in contact with in sometimes unexpected ways.  Ultimately, as a teacher, the 
insights you gain could inspire you in your efforts to improve that which needs such 
measures in your own microcosm of the world – your classroom. 
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