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Abstract 

 

Kulttuurillinen osaaminen on tärkeässä roolissa kansainvälistyvässä maailmassa. Myös eurooppalaisessa viitekehyk-

sessä sekä lukion opetussuunnitelmassa 2020 korostetaan kulttuuritaitojen tärkeyttä erityisesti kielten oppiaineissa. 

Nämä pedagogiset asiakirjat keskittyvät erityisesti monikielisyyden ja monikulttuurisuuden vaalimiseen painotta-

malla opiskelijan kykyä havainnoida ja pohtia erilaisia kulttuuriperintöjä. Myös tässä opinnäytteessä ja materiaaleissa 

näitä osa-alueita painotettiin, mutta lisäksi otettiin huomioon antirasistinen ja sosiaalisesti oikeudenmukainen näkö-

kulma.  

 

Materiaaleissa hyödynnettiin tehtäväpohjaisen kieltenopettamisen perusteita (Task-Based Language Teaching) sekä 

autenttisia opetusmateriaaleja. Nämä opetusmenetelmät valittiin tukemaan opiskelijoiden osallisuutta, motivaatiota 

sekä simuloimaan oikean elämän kielenkäyttötilanteita. Teoriaosuudessa keskeisiksi teemoiksi nousivat kulttuurin 

käsitteen määritteleminen, antirasistisen opetuksen merkitys, sekä opettajan roolin tärkeyden pohtiminen. Lisäksi 

esiteltiin kielellisiä ja kulttuuriin liittyviä tavoitteita, jotka eurooppalainen viitekehys sekä lukion opetussuunnitelma 

2020 määrittelevät. Myös pedagogisten lähestymistapojen eli tehtäväpohjaisen kieltenopettamisen sekä autenttisten 

opetusmateriaalien valintaa ja merkitystä suhteessa kulttuurinopettamiseen perusteltiin. 

 

Materiaalipaketti koostuu viidestä lukion kaksoistunnista, ja se on suunniteltu toteutettavaksi osana lukion kolmatta 

kurssia “ENA3 Englannin kieli ja kulttuuri luovan ilmaisun välineenä”. Materiaalipaketin oppitunnit on jaettu tehtä-

väpohjaisen kieltenopettamisen tavan mukaan kolmeen vaiheeseen: valmisteluvaihe, itse tehtävä ja tehtävän yhteen-

veto. Tehtävissä autenttisuus näkyy tosielämän tilanteita simuloivina tehtävinä sekä autenttisena kielisyötteenä esi-

merkiksi videoiden muodossa. Oppitunnit keskittyvät käsittelemään teoriaosuudessa mainittuja teemoja, kuten kult-

tuurin käsitettä, antirasismin merkitystä suhteessa kulttuuriin, englannin kielen kirjoa, kolonialismia sekä erilaisia 

kulttuurillisia juhlia. Näitä teemoja tarkastellaan mm. itsenäisen työskentelyn, ryhmätöiden sekä erilaisten projektien 

avulla. Tämä materiaali on tarkoitettu kieltenopettajille, jotka haluavat opettaa kulttuurista osaamista laajemmin, kun 

miten oppikirjat sitä käsittelevät. 
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When teaching and learning languages, it is important to remember that language is 

tightly connected to culture. Culture is a broad concept that needs to be defined fur-

ther, but in the classroom, culture can be present as race, ethnicity, religion, language, 

or socioeconomic status (Drexel University School of Education, n.d.). As the student 

material has changed towards a more divergent group of learners, the way of speak-

ing about and teaching culture ought to follow. Moreover, as Finland has been ranked 

as one of the most racist and discriminatory countries in the European Union, the con-

cept of multiculturality and cultural issues should be addressed no later than in school 

(Yhdenvertaisuusvaltuutettu, 2023). According to Roiha (2017), the goal of the Finnish 

education system is to get the students to foster cultural diversity. However, it can be 

ruined by cultural favouring or opposing, which is a result of improper understanding 

of the phenomenon. Therefore, anti-racism education and socially just teaching work 

as the starting points for this thesis and the material package. Anti-racism and socially 

just education take the structural ramifications of racism and oppression into consid-

eration and demand them to be brought out and discussed to actually make a change 

in teaching culture in inclusive and equitable manner. 

         The Finnish National Core Curriculum for General Upper Secondary Education 

(henceforth FNCCGUSE, 2020) mentions culture as a vital part of language education:  

During their upper secondary education, the students will acquire knowledge, 

skills, and agency related to people, cultures, the environment and society. –-- 

Humane and cultural diversity are seen as sources of wealth and creativity. Cul-

tural heritages are strengthened by caring, evaluating, and improving 

knowledge and skills related to them. 

However, thinking back to my own language education, I realized that the cultural 

knowledge I had received alongside was rather incomplete. Oftentimes, the chapters 
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and exercises in the language books focused on the politically significant English-

speaking countries such as the United States and the United Kingdom. Moreover, 

even those were presented in a stereotypical and shallow manner. When diving 

deeper into this, I found out more similar experiences from my peers and legitimate 

research. Enlightened by this realization, I wanted to challenge myself as a teacher 

and work for more diverse learning materials outside of textbooks, which are based 

on the FNCCGUSE. 

As a future teacher, I know the struggle of not having copious amounts of mate-

rials at hand besides the textbook. It has been a great pleasure to utilize freely available 

materials of other teachers, but in addition, I want to contribute to the community. I 

believe in a positive cycle of creating and sharing content that is made by professionals 

in the field. Therefore, the materials are aimed at both beginner teachers without a 

great deal of experience and materials as well as for more experienced teachers who 

are looking for a boost to their teaching. The starting points behind the materials strive 

from Task-Based Language Teaching (TBLT) and authentic learning materials. TBLT 

and authentic materials were chosen because they both promote learner motivation 

by concretising that they are using a real language that carries meaning via tasks that 

reinforces learner autonomy and interest (Al Azri & Al-Rashid, 2014; Huang, 2016). 

Task-based language teaching and authentic teaching materials go hand in hand. 

Tasks, which are a central part of TBLT, are characterized as activities or objectives 

that focus on meaning, require learners’ own language skills, include an information 

gap, and have a non-linguistic goal (Ellis, 2009 cited in Calvert & Sheen, 2015). The 

purpose of the tasks is to engage learners in environments where they take part in 

natural language use situations and are equipped with authentic materials (Guariento 

& Morely, 2001 cited in Peker & Acar, 2024: 4). Authentic materials not only increase 

student motivation but also add real world relevance, multiple interpretations of a 

situation, and collaboration to the tasks (Lombardi & Oblinger 2007: 3). Examples of 

authentic language use situations and materials include for instance, planning a cul-

tural event, business meeting simulation, or virtual tours. In a foreign language class-

room to which my materials are aimed for, tasks such as participation in a debate, 

creating a travel guide, and familiarizing oneself with different variants of English 

through TV-series are utilized. However, more about that in the following chapters. 

All in all, the aim of this thesis is to provide authentic learning materials on teaching 

culture beyond stereotypes that base on the FNCCGUSE and support socially equita-

ble and anti-racist language teaching. 

The thesis begins by discussing the meaning of culture and its’ relation to lan-

guage teaching. In relation to that, the theme of anti-racism and socially just education 

are presented and followed by reflections of colonialism. Moreover, the significance 

of the role of the teacher is brought up. Next in Chapter 3, the policy documents 
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relevant to teaching i.e. the Finnish National Core Curriculum for General Upper Sec-

ondary Education (2020) and the Common European Framework of Reference for 

Languages are presented. More importantly, the cultural perceptions portrayed in 

them are highlighted and compared to the aims and themes of the material package. 

Following that, Chapter 4 focuses on the pedagogical orientation of the material pack-

age. Chapter 5 includes the framework of the material package presenting the aims, 

the target group, tasks, and the instructions of the material package. The final Chapter, 

Chapter 6, concludes the previous Chapters by discussing the process of making the 

thesis. Finally, attached after the bibliography is the material package itself. 
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Culture is an essential part of language teaching, regardless of the target language. 

Therefore, in this chapter I will discuss the theme of culture and reason why holistic 

awareness of culture is important as a language teacher. Additionally, I will discuss 

the undeniable facts and harms of racism and steps to support anti-racism education. 

Finally, I am going to give insight into how culture shows in Finnish ESL classrooms 

today.  

2.1 The meaning of culture 

Culture and cultural phenomena such as interculturality, multiculturality, diversity, 

and cultural competence are a vital part of language education (Hahl, 2020; Dervin & 

Keihäs, 2013). It is a common discussion topic in social sciences since sociologists and 

anthropologists are “interested in similarities and differences between groups and so-

cieties” (Orr, n.d.). However, to find a comprehensive definition for a broad phenom-

enon is demanding. According to Eagleton (2016: 1) it is in top three most complex 

words in the English language. Apte (1994, 2001 cited in Spencer-Oatey & Franklin, 

2012: 1) has characterized this issue as follows: “Despite a century of efforts to define 

culture adequately, there was in the 1990s no agreement among anthropologists re-

garding its nature”. Before that however, in 1871 E. B. Tylor described culture as a 

structure which consists of “knowledge, belief, art, custom, and any other capabilities 

and habits acquired by man as society” (White, 1959: 227). Eagleton (2016: 1) gave 

more comprehensive distinctions for the phenomenon as they mention artistic and 

intellectual accomplishments, spiritual and intellectual growth and values and 

2 TEACHING CULTURE AND ANTI-RACISM EDUCA-
TION 
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symbolic practices as parts of culture. With both E. B. Tylor’s and Eagleton’s charac-

terization in mind, together they represent both Big-C and Little-C cultures. 

Ever since Hall (1977) came up with the Big-C and Little-C distinctions, they are 

still to this day used when differentiating the visible and invisible parts of culture 

(Snyder, 2006: 16). The Big-C culture consist of elements one would first notice when 

learning about a new culture. For example, literature, food, history, and architecture 

are forms of the Big-C. In contrast, the Little-C culture may be harder to notice, because 

it includes values, belief systems, communication styles, and non-verbal language. To 

get a comprehensive idea of the culture around us, to be able to communicate with 

one another, and to be able to view other cultures without judgement, we need both 

the Big and Little-C (Snyder, 2006). Therefore, language textbooks, other teaching ma-

terials, and teachers should not merely focus on already visible aspects of the culture 

of the target language and rather pay attention to the as important yet due to its nature 

neglected Little-C. On the topic of culture, people can additionally be referred to as 

well cultured. Most people see a cultured individual as someone with a proper edu-

cation and great knowledge of arts, literature, and music (Cambridge University Press 

and Assessment, n.d.). In other words, a cultured person possesses traits of Big and 

Little-C.  

Culture can also be seen as a fifth language skill (Eve, 2017). Considering the 

holistic approach to culture, applying this aspect to education would be worthwhile. 

Eve (2017: 85) argues that since language is practiced and constructed socially, culture 

becomes a natural part of it. Typically, language skills are characterized as skills of 

reading, writing, oral communication and listening. However, according to Eve (2017), 

comprehensive language skills include awareness of the target culture and its relation 

to one’s own first language culture. They specify that cultural awareness ought to be 

seen to advance language proficiency. Regarding culture as the fifth skill, van den 

Bergh (2007: 3-4) adds that if we can deepen learners’ intercultural sensitivity, we can 

aid the learners to increase their ability to make differentiations about their own cul-

tural experiences. They conclude that ”as learners’ awareness of cultural differences 

becomes more differentiated, they potentially increase their competence in intercul-

tural relations” (van den Bergh, 2007: 3-4). The ability to critically observe intercultural 

relations and reflect on the ways of one’s own culture ought to be seen as a fifth skill 

from the teachers’ perspective. The mastery or the lack of that skill gives insight into 

the students' excellence and can support the evaluation process between the average 

and brilliant students. 

As mentioned above, cultural research is about comparison. That raises the ques-

tion whether some forms of culture are seen as better than others. In fact, there is em-

pirical confirmation that a stratification system between cultures exists, and it makes 

a distinction between “high” and “low” cultures (Orr, n.d.). Some themes of the Big-
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C, such as music, art, and literature, can be further categorized as being of high or low 

culture. Generally, valuing elegant food, respecting art, going to the theatre and opera 

and listening to classical music are deemed aspects of high culture. Low culture, in 

contrast, refers to the opposing aspects of culture, fast food and fashion, sports, and 

movies. Participation in either high or low culture should be possible for everyone, 

but socioeconomic status, unequal opportunities, and differences in taste exclude 

some people from participating in high culture (Orr, n.d.). 

Along with the stratification system of cultures comes othering and stereotyping. 

Cambridge University Press and Assessment (n.d.) defines othering as 

“the act of treating someone as though they are not part of a group and are different 

in some way”. Brons (2015: 70) specifies that othering refers to imagined in- and out-

groups and the comparison between desired qualities one’s in-group possesses and 

the undesirable characteristics of the “other”, the out-group. Consequently, that nar-

rative maintains the superiority complex around one’s own culture and upkeeps the 

inferiority of all else. As the population in Finland during the past decades has become 

more diverse, the approaches and mindsets must follow. As people, we tend to focus 

on the differences between us and “others” and often fall victim to othering. Not sur-

prisingly, culture is a common medium when observing these differences (Sommier 

& Roiha, 2018). Social behaviour models are always learnt and if the general attitude 

towards people from other countries or of different skin colour is hateful, it sets a di-

rect example for children. A stereotype however, according to Cambridge University 

Press and Assessment (n.d.), is “a set idea that people have about what someone or 

something is like, especially an idea that is wrong”. That definition supports the gen-

eral understanding of stereotypes being harmful rather than neutral. Mulvey, Hitti & 

Killen (2010) back that up furthermore by explaining that stereotyping has a tremen-

dous role in the conservation of discrimination, which can occur on the basis of eth-

nicity, gender, or sexuality. Stereotyping can be traced back to childhood, since the 

absence of moral viewpoints is often a gateway to a prejudiced way of thinking (Mul-

vey et al. 2010). Therefore, multiperspectivity in schools and in teaching is vital. 

As concluded, the concept of culture is multifaceted. Therefore, it is vital to de-

fine the type of culture I will be referring to in this paper. The material package beings 

with an introductory lesson to the theme of culture, where the students get familiar 

with what culture entails. During that lesson, Big-C culture and small-c culture are 

introduced and the students make a cultural mind-map of themselves and a person 

from another culture to compare differences and similarities. The second lesson is 

about anti-racism and social justice, and those themes are discussed in relation  to 

culture. Since language is a vital part of culture, the third lesson handles accents and 

varieties of English. The fourth lesson describes how colonialism has affected the inner 

and outer circle countries and what type of celebrations do some of the English-
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speaking countries have. The fifth lesson concludes the topic of all the previous lesson. 

With that being said, the culture of inner and some of the outer circle countries of 

English is addressed as broadly as a five-lesson period allows.  

 

2.2 Socially equitable and anti-racist education 

Even though for centuries Finland has history of ethnic, linguistic, and religious di-

versity, Finnishness and Finland are typically characterized as homogenous (Tervo-

nen, 2017). However, deeming Finland a monocultural and homogenous country is 

misleading and discriminatory. It ignores minorities such as the Finland Swedish and 

other ethnic minorities, the number of which has grown rapidly over the past years 

(Sommier & Roiha, 2018). In educational environments, teachers have a tremendous 

responsibility of keeping up with challenges that stem from immigration and main-

taining anti-racism education. 

            According to subjective experiences as a person living in Finland and ob-

jective research, racism and discrimination are blooming in Finland (Yhden-

vertaisuusvaltuutettu, 2023). Racism is reliant on socially established norms and cate-

gories that continue to revive (Sommier & Roiha, 2018; Iikkanen et al., 2023). Consid-

ering the theme of the material package, racism, equality, and equity are a great deal 

of them both. Therefore, the concepts of socially just education and anti-racism edu-

cation work as the starting points. Socially just education aims to active work for equal 

education (Iikkanen et al., 2023). Furthermore, socially equitable education primarily 

includes the notion of recognizing and identifying your own learnt prejudices. Addi-

tionally, teachers should gear the learners to notice and question norms and policies 

and the power-dynamics behind them. Socially just language learning and teaching is 

not implemented merely by utilizing texts, audio, and experiences of minorities as 

teaching materials, but it requires reflection of oneself and others. Similarly, anti-rac-

ism education criticises supremacy and aims to offer opportunities to solve and ad-

dress oppression (Harsma, 2021). In order to implement socially just and anti-racist 

teaching, issues of power-structures and dismantling oppression demand to be called 

out and made consistently clear and teaching should be equal to everyone despite race, 

sexuality, religion, gender, social standing, or functional capacity (Iikkanen et al, 2023: 

312). 

           In order to begin dismantling racism, the actions need to be determined 

and systematic. That is why we can no longer afford to practice non-racist teaching 

and rather need to strive for anti-racist teaching. The difference between them is that 

where non-racist teaching evades all mention of the systemics behind racism and only 
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focuses on acknowledging the issues of race, anti-racist teaching focuses to utilize cul-

turally responsive teaching to make a difference in the learners’ race literacy (Harsma, 

2021; Thompson, 1997). By ignoring the societal side and the power imbalances behind 

racism, non-racist education does nothing to break the social structures therefore 

keeping them up (Thompson, 1997: 16). That is why in order to make a change, anti-

racism education is needed. Ideally, the actions ought to reach all sections of society. 

However, for teachers, language classrooms are a natural and necessary place where 

the issue could be introduced and discussed. This can be done in subtle yet effective 

ways. For example, pointing out racial slurs that are used in the classroom. Oftentimes, 

young people will use graphic language that they have learnt from the internet. They 

might not even know the true meaning behind the words they are using, but that 

should not be an excuse to let it slide. Children in primary schools are able to under-

stand the difference between right and wrong and by telling them about the power of 

words they at least become more aware of their behaviour. It would be beneficial to 

let the caretakers of the child also know how brutal language their child uses and 

whether they think it is okay.

         Sommier and Roiha (2018) introduce a model of three steps towards anti-racism 

education: Intercultural communication competence, language and culture, and na-

tion and culture. As mentioned above, in a school or a classroom setup this can portray 

as racist language use that is not corrected or talking about Finnishness in a restrictive 

or disclosive manner. By not bringing up the harm and hurt racially shared language 

use causes or by restricting Finnishness to a fixed group of homogeneous people, the 

reinventing continues.  

For the first step, intercultural communication competence, Sommier and Roiha 

(2018: 8) give examples of how it can be construed in an educational context. They 

suggest that the pupil’s recognition and perspective ought to be geared towards the 

relevance and utilization of culture. This is also a core theme in the upcoming tasks of 

this material package. Regarding the role of culture, the theme of difference stems up. 

Subjects in which culture holds relevance, such as language and history, the differ-

ences of culture are emphasized. However, highlighting similarities between cultures 

is equally if not more important. Emphasizing similarities decreases the overwhelm-

ing attention paid to differences, which furthermore distinguishes cultures (Sommier 

& Roiha, 2018; Dervin & Keihäs, 2013). Observing similarities allows people to see past 

the presumption that culture merely groups people by their differences. The pupils 

should be able to notice similarities and build connotations that are of significance to 

themselves rather than being exposed to only prespecified discourses (Sommier & 

Roiha, 2018). Upper secondary school students are old enough to become aware of the 

cultures around them and to understand the negative effects of one-sided views about 
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cultures. Of course, that does not happen in a vacuum but requires persistent long-

term practice, for which a foundation should be built in primary school already. 

Considering the anti-racism viewpoint, the ability to view differences in a pro-

gressive way is a key. The reason why differences cannot be disregarded and made a 

taboo subject is that it would hinder the purpose of anti-racism education (Sommier 

& Roiha, 2018). Teachers may need help on how to address the differences in a way 

that even young learners can compare their own life and reality to someone else’s. 

This can be done, for example, by giving insight into how colonialism has affected 

some countries, their eating habits, language, and sports (Sommier & Roiha, 2018). 

Explaining how the differences between countries and cultures have come to be might 

help the pupils realize differences as ever changing and never absolute. Moreover, 

when they learn about the background of other cultural differences they have never 

heard of and might deem strange, they are introduced to the idea that one’s own cul-

ture is often seen as normal, whereas other cultures are thought to be less important 

and odd. 

 

2.3 Colonialism, nationalism, and native-speakerism 

 

The mention of the effects of colonialism is also brought up by Iikkanen et al. (2023). 

They agree that while it is important to discuss the effects of colonial history, it is as 

essential to critically examine teachers’ and learners’ own ways of thinking. Consid-

ering all languages but particularly in the case of teaching English, the colonial history 

and the effects of the British imperium provide a much-needed context for how Eng-

lish has reached the status it has nowadays (Iikkanen et al., 2023: 316-317). Opening 

up these discussions in a classroom can lead to critical pondering about whose infor-

mation do we value and deem correct and what languages are seen as useful and why.  

Regarding step two, the notion of language and culture, Sommier and Roiha 

(2018) discuss the implications of ow Kachru’s idea of “circles of world Englishes” 

affects the hierarchy of languages. Typically, the inner circle countries (United King-

dom, United States, Canada, Australia and New Zealand) set the rules for English in 

language books. Audio materials, the grammar, and pronunciation guides all base on 

standard English. Restricting pupils from hearing about the varieties of English used 

around the world limits their views and opinions on what “typical” English and na-

tive speakers ought to sound and look like. Desiring to achieve “native-like” language 

skills and making value judgements about people not capable of using a language the 

way a “native speaker” would, guides pupils' appreciation and respect for their own 
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and others' language skills (Seltzer & Wassel, 2022: 28-29). Therefore, the use of the 

term “native speaker” is somewhat problematic and can lead to unrealistic assump-

tions about the aims for one’s own language aspirations. Additionally, Sommier and 

Roiha (2018) agree by disapproving of the use of the term “native speaker”. According 

to them, it creates an unreachable and irrational goal of language proficiency, and it 

portrays a stereotypical picture of speaker of said language. Furthermore, the notion 

of varieties of foreign language Englishes would enrich the view of different Englishes. 

Learners in schools can still be heard saying that they will not need English after they 

are done being graded on it. Even though proven wrong in the increasingly interna-

tionalized world, the fixed, picture-perfect image of a native speaker can prohibit 

young learners from seeing themselves as ever being one and becoming frustrated. 

Thus, concreate examples of people getting by in Indian or “rally”-English are not to 

be forgotten. 

Lastly, for nation and culture, Sommier and Roiha (2018) point out the following. 

They warn especially teachers about the underlying issue of banal nationalism in lan-

guage textbooks. Banal nationalism refers to the everyday depictions of nationality 

(Antonsich, 2016). They specify that national anthems, flags, currency, stamps, license 

plates, street names, and architectural style are a part of banal nationalism. As already 

mentioned, the inner circle countries tend to be overrepresented in the language books. 

Even during my own work as a substituting teacher, I have noticed a strong favour 

and representation of the UK and US cultures in the English books in Finland. Banal 

nationalism rather pursues an image of a homogenous nation, where the existing hi-

erarchies and problematic perspectives of culture keep being maintained (Billig, 1995 

cited in Sommier & Roiha, 2018). 

Another subject of issue for teachers considering the topic of nation and culture 

can arise from the act of naming one’s pupils with English names. My English teacher 

did this for us and at the time it seemed harmless and suiting for the subject. However, 

as a future English teacher who aims to be culturally sensitive and inclusive, when it 

comes to naming my pupils, my thoughts have changed. As Sommier and Roiha (2018) 

mention, the name options given to pupils tend to lean toward traditional names that 

do not take into consideration equally as popular names such as Muhammad or Mar-

yam. Merely offering the learners the opportunity to be able to choose from a diverse 

range of names shows more representation than ignoring all “foreign” names. 

Another way to dismantle the view of the imagined nation behind the “natives” 

and the prominent cultural system can be done by examining holiday celebration. 

Moreover, Sommier and Roiha (2018) encourage teachers to examine the similarities 

and differences between celebrating the same holidays and discussing different holi-

day traditions with pupils from different nationalities. They suggest that drawing 

comparisons and noticing the past behind the celebrations can help pupils understand 
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that family-, regional-, and national celebrations are all equally important no matter 

how they might seem to newcomers. By finding similarities between cultural celebra-

tions and other aspects of culture, teachers can help the students to identify represen-

tations that are used to differentiate “us” from the “others”. The process of viewing 

the other person or a group of people, oftentimes immigrants and foreigners, as lesser 

than yourself or a group that you belong to (Dervin & Keihäs, 2013: 95). Othering goes 

hand in hand with stereotyping, which refers to presumptions about a persons’ char-

acteristics, way of acting, and intentions based on the social group they belong to 

(Dervin & Keihäs, 2013: 99).  Discussing these issues with the students gives them tools 

to view other cultures as something to value rather than something to shun away from, 

because it is not familiar and therefore uncomfortable or not worthy of interest. 

Taking all that into consideration, teachers have a tremendous responsibility to 

enrich their pupils’ cultural views. If the textbooks or other materials used fail to sup-

port anti-racism and socially equitable education, it is in the hands of the teacher to 

make sure to point out the banal nationalism in textbooks and offer different views, 

make the name selection more inclusive to names that have been deemed less tradi-

tional for English “natives”, without forgetting to empower the similarities and dif-

ferences between cultural foods and holidays.  

 

2.4 The teachers’ role 

The level and quality of the Finnish education system has been long known na-

tionally and internationally to be of high quality. Relating to that, the level of lan-

guages, especially English, is strong in Finland (Sommier & Roiha, 2018). However, to 

ensure the future of the quality of Finnish education, we need to keep in mind the 

multiple perspectives of issues. For example, when it comes to languages, comprehen-

sive language skills include awareness of the target culture and its relation to one’s 

own first language culture (Eve, 2017). Eve (2017: 1) specifies that cultural awareness 

ought to be seen as a way to advance language proficiency. Therefore, language edu-

cation, including the curriculum and learning materials must feature and address the 

target language’s culture. However, as discussed in the earlier chapter, the lines of the 

target culture are hard to define and follow in a way that is not exclusive. Nevertheless, 

high quality education should be able to strive to achieve that goal. 

In the past, intercultural skills in language textbooks focused on bringing up and 

respecting the differences and the diversity between cultures, whereas today the focus 

of culturally responsible education lies on the similarities (Hahl, 2020: 177; Roiha, 

2017). However, language books and teachers’ own interests and values play a 
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tremendous role when determining the way, the learners' intercultural skills are going 

to develop. Then again, teachers are only human, and the language books are created 

by humans therefore teaching is not always objective. Peoples’ subjective views are 

shown in the way they address or exclude topics of discussion. Moreover, the pictures 

and topics in language books are a reflection of the authors’ worldviews. Language 

book analysis comparing four different upper secondary school English books of the 

same course has found that the texts in the books were thought provoking and pleas-

ant yet there were many pieces of text that reinforce cultural stereotypes instead of 

encouraging critical review of cultural representation (Hahl, 2020: 195). That shifts the 

responsibility of providing culturally sensitive and inclusive teaching to the teacher. 

It is up to the teacher to either point out the discrepancies or ignore them. Anyhow, 

more important than bringing up discussions of similarities and differences between 

cultures or the possible faults of language books, it would be beneficial to discuss what 

value it brings up the issue (Hahl, 2020: 195). Learners of any age need to feel a level 

of attachment to the topic at hand and oftentimes imagining oneself as the “other” can 

make the abstract issue more concrete.  

It can be concluded that, since teaching and language books can never be politi-

cally or in terms of values objective, not every learner receives the same starting points. 

The curricula, language books, teacher education, and possible further training for 

teachers call for a coherent stance. In my opinion, as a graduating language student, I 

have not received enough training and knowledge to address all the issues mentioned 

in Sections 2.2 and 2.3 regarding teaching culture in a holistic and anti-racist manner. 

Much of the knowledge and awareness is gained in my own accord. As mentioned in 

Section 2.2 discussing socially just and anti-racism education, for them to come into 

fruition, the whole field of teacher education and curricula ought to mention and pro-

mote social justice coherently. Moreover, further training about these topics should be 

readily available. 
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In this chapter, the guidelines for language teaching and the role of culture in language 

teaching are being introduced with the help of the Common European Framework of 

Reference for Languages (from now on referred to as CEFR) and the Finnish National 

Core Curriculum for General Upper Secondary Education (FNCCGUSE). These lan-

guage policy documents work as the foundation for all education in Finland. First, the 

CEFR is an official document for describing and defining language proficiency created 

by the Council of Europe. Its guidelines define three reference levels for all language 

teaching in Europe: Level A, Level B, and Level C. Second, the FNCCGUSE is based 

on the CEFR and works as a plan for how the teaching ought to be implemented. 

Teaching at all levels must follow the current and officially approved curriculum. The 

national core curricula in Finland are updated regularly to ensure the future of high-

quality education. In this thesis, I will be referring to the latest curriculum for upper 

secondary education, which was published in 2019 and officially translated into Eng-

lish in 2020 by the Finnish National Agency for Education and the latest CEFR pub-

lished in 2020, which updates the 2001 version. 

3.1 Common European Framework of Reference for Languages 

As mentioned, the Council of Europe has created the three levels (A-C) of reference 

for languages. The proficiency levels for additional languages ranges from break-

through to mastery (CEFR 2020: 37). Each proficiency level through A and C is fur-

thermore divided into subdivisions of A1, A2, B1, B2, C1, and C2 to offer more alter-

nation and create a humane continuum for advancing in languages, as it is not an 

3 THE ROLE OF CULTURE IN LANGUAGE POLICY 
DOCUMENTS 
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absolute schematic process (CEFR, 2020: 36). Yet, there is far more to the CEFR docu-

ment. According to the CEFR (2020: 21), it “broadens the perspective of language ed-

ucation in a number of ways, not least by its vision of the user/learner as a social agent, 

co-constructing meaning in interaction, and by the notions of mediation and plurilin-

gual/pluricultural competences.” Moreover, it defines educational values, gives a co-

herent model for language use, and can aid in developing curricula and other teaching 

materials. Furthermore, the CEFR guarantees clarity and transparency for assessment 

principles and improving pedagogy.  

Additionally, themes of plurilingual and pluricultural competence are intro-

duced (CEFR, 2020: 123). Furthermore, plurilingualism is separated from multilin-

gualism by definition. Multilingualism merely acknowledges the coexistence of lan-

guages, whereas plurilingualism takes into account the development of linguistic 

competence. The CEFR (2020: 123) outlines plurilingualism in the following manner: 

the plurilingual approach emphasises the fact that as an individual person’s ex-

perience of language in its cultural contexts expands, from the language of the 

home to that of society at large and then to the languages of other peoples 

(whether learnt at school or college, or by direct experience), he or she does not 

keep these languages and cultures in strictly separated mental compartments, 

but rather builds up a communicative competence to which all knowledge and 

experience of language contributes and in which languages interrelate and inter-

act. 

The purpose of pluriculturalism and plurilingualism in the CEFR is to show that 

on an individual level, languages are connected to each other and should not be men-

tally separated from cultures. Moreover, all instances of language learning are of ben-

efit to one’s communicative competence and the goal of language learning should not 

be an absolute level of mastery, rather the enthusiasm to adjust the language use cor-

respondingly to the situation. Amongst other things, pluricultural/plurilingual com-

petence raises the capability to accept “otherness” by finding similar and differing 

qualities between familiar and unfamiliar cultures. A final mention of the benefits of 

pluricultural/plurilingual competence from CEFR (2020: 124) is the ability to take the 

sociolinguistic context into account in regards to language variations. 

In the CEFR (2020: 123), pluricultural/plurilingual competence are arranged into 

three subcategories: building on pluricultural repertoire, plurilingual comprehension, 

and building on plurilingual repertoire. Each category is given a description of skills 

one has to possess for each of the proficiency levels. For level B2, which is the used 

proficiency level in Finnish upper secondary English education, the ability to “identify 

and reflect on similarities and differences in culturally determined behavioural pat-

terns (e.g. gestures and speech volume or, for sign languages, sign size) and discuss 
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their significance in order to negotiate mutual understanding” is mentioned under the 

building of pluricultural repertoire (CEFR, 2020: 125). Furthermore, under the build-

ing of pluricultural repertoire, the learner must recognize the ambiguity and subjec-

tivity of intercultural situations and respond accordingly. For plurilingual compre-

hension the learner “Can use their knowledge of contrasting genre conventions and 

textual patterns in languages in their plurilingual repertoire in order to support com-

prehension” (CEFR, 2020: 126). Finally, regarding pluricultural repertoire, a B2 level 

student ought to possess the skills to alternate between languages used in communi-

cative situations to convey specific information or clarify situations, and to make other 

communicators to convenience other communicators. 

3.2 Finnish National Core Curriculum for General Upper Secondary 
School Education 

Regarding the pedagogical background, the Finnish National Core Curriculum for 

General Upper Secondary Education (Finnish National Agency for Education, 2020) 

will work as the foundation. All materials and teaching methods ought to be based on 

the FNCCGUSE, therefore, it works as a relevant background for this thesis and the 

materials in the material package. Nevertheless, the FNCCGUSE does not directly 

mention the themes of socially just or anti-racism education, which are the focal points 

of the thesis and the materials. Nevertheless, the FNCCGUSE has multiple mentions 

of cultural awareness, which is implicitly linked to anti-racism. Due to the lack of these 

viewpoints in the FNCCGUSE, not all themes and topics can be justified with the cur-

riculum. However, that does not take away from the importance of socially equitable 

and anti-racist education. On the contrary, it urges for a change in the field of curricula 

in Finland. If we want to strive for a society that works in unison to dismantle social 

injustices, we need coherent ways to spread information. In the field of education, 

curricula work as such shared guidelines. For that reason, it would be important to 

see these themes implemented in the upcoming curricula. 

           As the mission for upper secondary education, transversal knowledge is men-

tioned as the top priority. Moreover, acquiring knowledge and agency regarding cul-

tures and society are deemed important. Furthermore, being able to analyse and in-

terpret complex phenomena as well as building one’s own worldview are the funda-

mental goals of upper secondary education in Finland. Regarding language and cul-

ture, the students are encouraged to acknowledge linguistic and cultural diversity, 

and the objective of the curriculum is to advocate for bilingualism and plurilingualism. 

According to the FNCCGUSE, the Finnish standard of education deems lan-

guage learning and studying as the means for generating culture and society. It 
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emphasizes problem-solving, forming a comprehensive picture of reality, and taking 

initiative to strive after a positive change. During upper secondary education, the stu-

dents build their identity, concept of humanity, and worldview. The students are en-

couraged to see human and cultural diversity as strengths and sources of creativity. 

Moreover, cultural heritages are supported by caring and renewing the knowledge 

and skills related to them.  

The English A syllabus follows the European Framework of Reference for Lan-

guages level B 2.1 considering the skills of interaction, as well as production and in-

terpretation of texts. Since the translated version of the upper secondary curriculum 

(Finnish National Agency for Education, 2020) does not offer satisfactory descriptions 

for the scale for levels of developmental language skills in upper secondary education, 

Finnish National Agency for Education (2024) will be referenced. First, for interaction 

in different situations, the B2.1 level requirement is the skill to communicate fluently 

under some new communicational conditions that includes conceptualized but clear 

language. Second, regarding the use of communication strategies, the student is able 

to bring up their own stance and occasionally use fixed phases to gain time to think. 

Moreover, the student is able to argument about complex phenomena and concepts 

and to correct their language. Third, for the cultural suitability of communication 

Finnish National Agency for Education (2024) mentions the skill to express one’s own 

thoughts appropriately, respecting the receiving party. Fourth, the skill to interpret 

texts means understanding complex spoken or written text. Additionally, the student 

should be able to follow complex arguments and to be able to point out the key points. 

Finally, considering text production, the student can use varied structures and exten-

sive vocabulary with idiomatic and conceptual expressions. Pronunciation is clear and 

the right syllables are being emphasized.   

 

 

3.2.1 Transversal competence 

The different units of transversal competence create the common objectives of the up-

per secondary school subjects (Finnish National Agency for Education, 2020). In total 

there are six units of transversal competence: Wellbeing competence, communicative 

competence, multidisciplinary competence, societal competence, ethics and environ-

mental competence, and global and cultural competence. As the theme of the materi-

als revolves around culture, naturally the role of global and cultural competence is 

highlighted. According to that unit, “the students advance their knowledge and un-

derstanding of their identity as well as diversity in the general upper secondary school 

community and society, where identities, languages, religions, and worldviews live 
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side by side and interact with each other” (Finnish National Agency for Education, 

2020). Moreover, the unit of global and cultural competence emphasize the student’s 

ability to observe and reflect on various cultural heritages, values, and other areas in 

everyday life, in Finnish society, and globally of which cultural identity and lifestyle 

are a part. Most importantly, the students will be able to value others’ right to a cul-

tural identity and to work for cultural diversification. 

The unit of transversal competence acknowledges the skill to observe and reflect 

on cultures, but it misses the stance of addressing these issues in an anti-racist and 

socially equitable manner. While the aim for the students is to strengthen their 

knowledge and agency towards human rights, equity, and justice in order to gain pos-

sibilities for a good future, the argument about an active stance and acknowledging 

the history and power-struggles behind these issues is ignored. As mentioned earlier, 

to make a collective change towards a truly inclusive and equitable education, the 

issue needs to be accounted for on a curricular level. 

Other units of competence are additionally taken into account in the tasks. For 

example, the unit of interaction competence mentions the student’s capability to im-

prove their skills in multiliteracy and language awareness, interpreting information, 

and problem solving. Another important theme mentioned in the same unit is devel-

oping and challenging the student’s way of thinking considering the meaning of free-

dom of speech and the consequences and the power of expression. As cultural minor-

ities can be often shamed or appropriated, the topic of responsible freedom of speech 

is significant.  

 

 

3.2.2 English language and culture as instruments for creative expression 

English language and culture as instruments for creative expressions is more famil-

iarly known as the “culture module” in Finnish upper secondary education. In short, 

that is summarized in the opening lines of the module description: “The task of the 

module is to advance cultural understanding” (Finnish National Agency for Educa-

tion, 2020). It is the third module and therefore compulsory for all students. During 

the first three modules, the students are still practicing their interaction strategies and 

their language learning skills. Moreover, the curriculum mentions that starting from 

the third module, different genres and levels of language formality are being pre-

sented and practiced. The aims of the module include diversity of languages, cultures, 

and values among individuals and communities. The objectives and core contents of 

the module in the curriculum are summarized in the following manner: 

 

Objectives 
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The objective of the module is that the students 

- Produce their personal interpretations of texts related to different themes 

- Are able to produce diversely texts about cultural topics or phenomena im-

portant to them 

- Strengthen their skills in using reflection as a tool for language learning 

Core contents 

- Creative activity 

- Significance of culture and arts for individuals in the community 

- Role of self-expression in identity building (Finnish National Agency for Edu-

cation, 2020) 

 

The aims and contents of the material package and this module align coherently. The 

module as well as the material package aims to develop the students’ cultural under-

standing. However, knowing the contents of some of the language textbook for this 

module, I know that arts are a big part of this module. In the material package, arts 

and literature are not incorporated directly into the tasks, because they are not part of 

the themes of the materials. However, some aspects of arts may come up in the mate-

rials in relation to lessons about cultural identity and cultural celebrations.   
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4.1 Task-Based Language Teaching 

The method of TBLT as the basis of the materials was chosen for a number of reasons. 

First, I wrote my BA thesis on the effect of TBLT on learner motivation. That convinced 

me of the benefits of TBLT as an effective teaching and learning method. Therefore, I 

felt this to be a natural continuum for an earlier project. Second, TBLT provides a fixed 

structure to the lessons that is easy to follow and revise. Lessons that imitate the TBLT 

structure consist of three parts: the pre-task phase, the main task phase, and the post-

task phase. The pre-task phase works as foundation for the upcoming main task. It 

can include introductory activities such as familiarisation of the target vocabulary, 

brainstorming, and becoming conscious about the topic in hand. The-main task can be 

any form of task from pair work to information gap activities, as long as it is done 

using the target language. The post-task phase consists of reflection of the task and 

the language used. Lastly, the tasks in TBLT resemble real-life situations and are 

meaning-focused (Ellis, 2018; Ellis et al., 2020). That goes hand in hand with the aims 

of the materials, since the point of the activities is to awake discussion and pondering 

without focusing heavily on the form.  

Task-Based Language Teaching derives back to the 1970s, when it emerged from 

the communicative language teaching movement (Ellis, 2018; Ellis et al., 2020). At the 

heart of the task-based method is the task, which is a learner-centred and meaning-

focused activity mimicking a real-life communication situation (Ellis, 2018; Ellis et al., 

2020; Van den Branden, 2016; Calvert & Sheen, 2015). In other words, the aim of TBLT 

is to advance students’ communicative skills through meaning-focused tasks (Van den 

Branden, 2016). According to Motlagh, Jafar and Yazdani (2014), a task and an exercise 

can be separated by their definitions. A task is a real-life inspired activity with a 
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learning outcome in mind. An exercise, however, requires and is limited to a clear 

linguistic outcome. In Task-Based Language Teaching, the task can be categorized as 

an information-gap task, a reasoning gap task, an opinion-gap task, a jigsaw task, or 

a decision-making task based on the contents (Ellis, 2018; Motlagh et al., 2014). Due to 

its communicative, learner-centred, and authentic nature, TBLT is well suited for 

teaching culture. Learning by doing, using real language, and coming up with solu-

tions and reasons are all features of TBLT, which benefit the teaching and learning of 

the target theme. 

The teachers’ role in task-based language is crucial. The task-cycle must be pre-

planned with a specific topic and goal in mind. However, during the task-cycle, the 

learners are encouraged to independent decision-making and problem solving in or-

der to promote language learning as a side product (Van den Branden, 2016: 164-165). 

However, to keep up a learner-centred language learning environment, the teacher 

ought to follow the 7C’s of effective teacher behaviour: care, challenge, clarify, capti-

vate, confer, consolidate, and control (Van den Branden, 2016: 166). Due to the linguis-

tic goal focused nature, language textbook activities do not oftentimes meet the norms 

of a task. Therefore, when using the TBLT model, the teacher has the responsibility to 

curate the task accordingly with the target group and theme. That can be time con-

suming regarding individual lessons but for a project such as the material package, a 

demand for careful planning is not an issue. 

 

 

4.2 Authentic materials 

As the aim for TBLT is to emulate natural authentic language use, the meaning of 

authenticity in leaning materials must be discussed. The start of the use of authentic 

materials in language teaching can be traced back to the 1970s, when TBLT emerged 

from the Communicative Language Teaching Approach (Al Azri & Al-Rashdi, 2014: 

249). Hence, authentic materials are closely linked to TBLT. The term is, however, am-

biguous and a myriad of definitions exist. Authenticity can convey the meaning of a 

real-world multidisciplinary activities, or it can be categorized into four parts: authen-

ticity of text, authenticity of learner, authenticity of task, and authenticity of the class-

room (Lombardi, 2007: 2-3; Al Azri & Al-Rashdi, 2014: 250). The authenticity of learner 

refers to “the ability of learners to interpret the meaning present in the text like the 

native speakers do in the real world”, whereas an authentic task craves authentic com-

munication and aims (Al Azri & Al-Rashdi, 2014: 250). An authentic classroom, how-

ever, allows the learners to share the process of language learning with all its problems. 
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Al Azri and Al-Rashdi merely define the authenticity of a text as anything that is of 

authentic nature and aids the learners to further their understanding. Nevertheless, 

Gilmore (2007: 98 cited in Morrow, 1977: 13) gives a more comprehensive definition: 

“An authentic text is a stretch of real language, produced by a real speaker or writer 

for a real audience and designed to convey a real message of some sort”. A common 

denominator in many of the definitions is the mention of native or “real” language 

users. As discussed in chapter 2, it can be problematic to withhold to a set image of a 

native speaker.   

In the upcoming material package, authenticity shows in various ways. There 

are videos and audio clips of people using different varieties of English that the stu-

dents have to identify. Moreover, they have to search for and read texts that were not 

necessarily created for learning purposes such as websites. The students need to be 

able to use relevant search terms and sources to find suitable information and to be 

able to understand it. Additionally, there are authentic tasks such as creating your 

own travel guide and participating in a debate. Those tasks imitate situations that one 

could face in the real world, and they demand authentic communication and aims to 

succeed. 
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In this chapter, the framework of the material package will be introduced and justified. 

The aims and objectives and the target group, the contents of the materials and the 

instructions for use work to clarify the way this material package is planned to be 

utilized.  

5.1 Aims and objectives 

As introduced earlier in this paper, the upcoming materials of the material package 

represent the contents of the FNCCGUSE. For the third upper secondary English 

course, of which this materials package is designed to be a part, the curriculum men-

tions the following statements: Deepening cultural understanding, exploring the di-

versity of languages, cultures, values, and meanings, being able to produce texts on a 

wide range of cultural topics and phenomena of interest to them, and seeing the im-

pact of culture and art for individuals and communities. Those go hand in hand with 

the aims of the materials. Moreover, the aims and benefits of anti-racism education, 

which this material package supports, include a possibility to affect the student’s em-

pathy, open-mindedness, confidence, and preparedness for work life. By discussing 

and encouraging awareness about diversity in the classroom as well as work- and 

personal life prevents students from developing prejudices later. Of course, this is not 

absolute, since students are influenced by other factors than merely the school. How-

ever, the school must offer their own share of tools for the goals of “growing into a 

global citizen” and “continuous learning”, which are mentioned in the curriculum to 

come true (Finnish National Agency of Education, n.d.). In the same way, introducing 

the students to a diverse variety of thoughts, cultural backgrounds, and opinions 

5 FRAMEWORK OF THE MATERIAL PACKAGE 
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promotes acceptance and tolerance of new ideas, situations, and people (Drexel Uni-

versity School of Education, n.d.). All of this in mind, teaching about culture in a sen-

sitive manner and making the students familiar with diversity in schools allows the 

students to feel more confident interacting with a wider range of social circles and 

with people from differing social cultures and perceptions (Drexel University School 

of Education, n.d.). These are all vital skills in today’s ever-changing work and educa-

tion environments, which the students will enter right after their upper secondary ed-

ucation. Therefore, the main goal of this material package is to highlight the im-

portance of learning about cultures in a socially equitable way and to create creative 

teaching materials that come from outside the textbooks. 

5.2 Target group 

The instructions of the materials are made with English teachers in mind and aimed 

for them, whereas the tasks are aimed for the upper secondary students. The reason 

why upper secondary students were chosen as the target group is that the topics and 

themes include advanced vocabulary, and the tasks require skills of argumentation, 

introspection, and multiperspectivity, which can be demanding in one’s second lan-

guage. Therefore, adapting these materials might be troublesome for younger learners. 

Although the topic of culture is very relevant to lower-level learners as well, the task 

types and the vocabulary of these materials are too demanding for lower secondary 

school. Upper secondary school students, nonetheless, can be expected to be able to 

learn to understand and use difficult words, comprehend the history behind certain 

words and speech styles, and seeing the importance of sensitivity when discussing 

about cultural phenomena. Furthermore, they are able to reflect and put themselves 

in others’ shoes. 

As for the teacher or the educator, they have an important role as well. Even 

though the tasks are mainly learner centred, the teacher has to give an introduction to 

the topic and be available for guidance during all task phases. In cases of teacher led 

introductions, there are extensive instructions of what to do. The intended language 

for all tasks is English but the teacher can use their judgement depending on the skill 

level of the group whether or not Finnish is needed as an aid for some tasks. On top 

of that, the teacher has creative freedom over how some tasks are performed. There 

are comprehensive instructions for each task and some of them already offer different 

ways of performing the task. However, as a professional, the teacher can modify the 

language or task type to accommodate their group the best. 
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5.3 Types of activities 

As this material package is about the importance of learning about different cultures 

around us, it will feature exercises and tasks that relate to countries of the English-

speaking world. The English-speaking world is a wide concept, but I have chosen 

countries and cultures that represent the Anglosphere as extensively as a material 

package this size can. The material package includes lessons of culture in general, anti-

racism, accents and varieties of English, cultural celebrations of the English-speaking 

world, and ends with a concluding lesson reflecting over the themes of all the lessons. 

During the lessons, the students get familiar with inner-circle and outer circle coun-

tries of English. They are introduced to the concept of colonialism to help understand 

the history of English usage in these inner and outer circle countries. The students also 

deepen their knowledge about a country or a variety of English in a form of a presen-

tation and a mind-map. Moreover, one task is to create a travel guide for a celebration 

of an English-speaking country of the students’ choice.  The material package begins 

with instructions for the teacher. Along with those instructions, there are visual rep-

resentations of the task types which the lessons utilize. The material package includes 

group work, individual work, whole group work, teacher led portions, watching vid-

eos, listening to audios, and searching the web.  

5.4 Instructions 

In accordance with TBLT, each lesson is divided into pre-task, main-task, and post-

task phases. The pre-task phases include relevant terminology that is useful to under-

stand in regard to the contents of the lesson. On top of that, the pre-task phase includes 

introduction to the topic and the themes in the upcoming main-task phase. The main 

task-phase, as the name suggests, is the focal point of the lesson. The vocabulary and 

information from the pre task aid the completion of the main task. The main task is 

typically a bigger independent or joint project. However, the pre-task phase is usually 

as time consuming as the main-task phase, since many of the topics require a basic 

level understanding of the topic at hand before being able to complete tasks and re-

flection upon the topic. Finally, the pre-task phases bring the lesson together. Depend-

ing on the main task, the post task can be a presentation or general reflection around 

the topic. 

Before each lesson there is  a page introducing the contents of the upcoming les-

son, the goals of the lesson, and an envelope task. The meaning of the envelopes is 

explained in the teacher’s guide. In short, it refers to a brief task that is done at the 

very beginning of the lesson before even going into the vocabulary of the lesson. The 
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idea is that during each lesson, the students complete the envelope task on a piece of 

paper that is put inside an envelope with the student’s name on it and is then given to 

the teacher. There is an envelope task before each of the first four lessons. During the 

final lesson, lesson five, the teacher gives the envelopes back to the students because 

that is part of the pre-task phase of the final lesson.  

As mentioned, the teacher’s guide comes with visual aids for the task types. One 

of the task type symbols is a teacher and that implies for a teacher led portion. When 

there is an illustration of a teacher at the beginning of the page, that the teacher should 

present the contents of that page to the students. The teacher led sections are always 

provided with pictures and explanations of what the teacher is intended to say or pre-

sent to the students. All the terminologies, for example, are marked as teacher led sec-

tions. For those, the teacher can evaluate if merely going through the vocabulary is 

enough for that group or if the students need more repetition with the words to un-

derstand their meaning.  
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Creating the materials was an interesting experience. I began with the idea of incor-

porating Task-Based Language Teaching and authentic materials into teaching of cul-

ture for upper secondary school students. While the target group and the pedagogical 

orientations were clear from the start, the main focus of the materials changed during 

the writing process. At first, the idea was to cover some aspects of culture as well as a 

five-lesson plan can. However, in the midst of writing the theory, the topic of anti-

racism education arose as a focal theme. I found the topic highly interesting and rele-

vant considering the topic of the thesis. Upper secondary school marks a stage in the 

youngsters’ life when they start forming their own opinions that then carry out to their 

future. Anti-racism education puts the students to the role of active agents working 

towards a change of a socially just society. Therefore, it received extensive attention 

in the theory and materials. The theme of anti-racism was easily adapted to teaching 

of culture, since it provides context to students of how prejudices form and how ex-

tensively racism is rooted in society. According to my experiences so far, discussions 

and acknowledgement of racism are far too scarce in schools. I am aware that topics 

like racism are often thought of as sensitive subjects but in my opinion uncomforta-

bleness around a topic should not lead to ignoring it. For this reason, I wanted to in-

corporate it in the materials. Upper secondary school students are capable of forming 

and changing their own opinions and critically analysing the causes and effects of 

their behaviour. Hopefully, ready-made materials like these on anti-racism will lower 

the threshold of educators when it comes to addressing and teaching their students 

about the topic. 

As discussed above, TBLT and authenticity are a part of the materials as well. To 

offer clarity and coherence, each lesson in divided into pre-, main-, and post-tasks 

phases. Moreover, since the contents of the lessons are long, I wanted to highlight the 

key factors of TBLT, learner centeredness and interaction, in the materials. Because 

the topics are extensive and presumably new to many of the learners, the lessons 

6 DISCUSSION 
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include compulsory teacher led portions. However, they only work as the foundation 

for the practical and reflective main tasks. Then again, authenticity in the materials 

offers variety. The authentic videos and audio clips challenge the students to listen to 

and try to understand language that is not necessarily tailored for educational pur-

poses. The authentic tasks such as creating a travel guide, organizing a debate, and 

putting together a shared set of steps and rules for all to follow mimic real-life situa-

tions. Authentic materials are utilized in the materials whenever they best suited the 

topic and task, not necessarily in every lesson or task phase.  

All in all, the aim from the beginning was to create materials outside of textbooks 

to teach about culture beyond stereotypes with the help of TBLT and authentic mate-

rials. That paired with creating materials that support anti-racist education were the 

main goals of the thesis. And even though the contents and approach changed during 

the process, the aims of the materials came into fruition. The theory and materials 

bring up relevant themes relating to culture and anti-racism therefore together they 

create a coherent unity. Moreover, the materials fulfil the cultural aims mentioned in 

the FNCCGUSE and CEFR. As for teaching and learning of cultures, those pedagogi-

cal documents mentioned the following objectives as the focal points: advancing cul-

tural understanding, getting familiar with cultures and values from other people and 

communities, accepting “otherness”, and reflecting on similarities and differences be-

tween cultures (CEFR, 2020; Finnish National Agency for Education, 2020). The tasks 

for the materials were created with those goals in mind. 

Moreover, a theme that was not taken into consideration in either of the docu-

ments, anti-racism, was incorporated in the materials. Anti-racist and socially just ed-

ucation were integrated with the theme of culture to address concrete issues. In the 

materials, I wanted to steer away from the stereotypical presentations of the English-

speaking countries and introduce the English-speaking world as widely as possible. 

Moreover, I wanted to tie the anti-racism approach with it to give concrete back-

ground and reasons to why cultural sensitivity, knowledge, and reflection are im-

portant. In my opinion, upper secondary students benefit from knowledge of the ef-

fects of colonialism on the English-speaking world and the societal effects of multi-

level racism. In the material package, anti-racism viewpoint is addressed in a form of 

a lesson. It includes vocabulary related to anti-racism, reflection and discussion over 

stereotyping and prejudices, an introduction to the model of intercultural sensitivity 

and tasks related to that, and a group project on the levels of racism and how to take 

action as an anti-racist agent. Understanding those topics gives the students concrete 

reason to why they are seen the way they are, why they see others the way they do, 

and why accepting difference can be a hard yet rewarding journey. 

Even though the main aims of the thesis were reached, the thesis still has its lim-

itations. Not all aspects of culture mentioned in the theory ended up in the materials 
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and not all themes in the materials were introduced in the theory. Moreover, not every 

single topic related to culture and countries from inner circles received as much atten-

tion. With a broader set of lessons that could be achieved. Even further, the difficulty 

level of the themes, task types, and vocabulary limits the applicability of the materials 

for less advanced learners. Of course, the themes of the materials can be introduced 

and discussed in Finnish with younger learners but then it would not be an English 

lesson. Furthermore, the direct addressing of themes such as the levels of racism and 

colonialism might scare away some teachers. They may feel that they do not have suf-

ficient knowledge to teach of such topics. Nevertheless, the materials are made in a 

way that by following them, any English teacher can introduce these themes to the 

students. 

As for the implications of this thesis, the theme of anti-racism ought to receive 

more attention in all aspects of education: teacher training, curricula, and further train-

ing for the teachers. Hopefully, these materials along with other great ready-made 

materials on anti-racism education found on the internet are utilized more by educa-

tors and anyone working with youngsters. The purpose of the materials is to be used 

for educational purposes but if the teachers themselves feel like their knowledge in 

cultural topics and cultural sensitivity is not satisfactory, understandably they might 

just ignore those topics. Moreover, if there are no common guidelines and regulations 

to culturally sensitive and anti-racism education, the responsibility is left on the indi-

viduals. That way education is not equal for all and the stereotyping and prejudices 

against “others” continue to thrive and reinvent.  

The process of making this thesis benefitted me creatively as a teacher. I am not 

typically one for aesthetics when it comes to creating anything. However, with an in-

teresting theme and a limited time frame I was able to achieve a creative flow. All of 

a sudden, I was adjusting the smallest of details to match an idea of an aesthetic I had 

created in my head. More importantly, I deepened my own knowledge on racism in 

Finland, anti-racism education, colonialism, TV-series and famous people from differ-

ent countries, and the celebrations around the English-speaking world. With all that I 

learnt during this process, I hope to be more capable of teaching of culture and ad-

dressing matters that are deemed sensitive for a greater good.  
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