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Abstract

The present small-scale qualitative study explores teachers’ perceptions and practices of
working with democracy, citizenship, and intercultural competence in the English subject.
Five English teachers working in 4%-7" grade took part in individual semi-structured
interviews to provide an insight into their reflections and practices regarding the chosen
research topic. The study aimed to investigate teachers’ perceptions of democracy,
citizenship, and intercultural competence and their practices in English subject, and addressed
the following research questions: “What are teachers’ perceptions and practices of working
with democracy and citizenship in the English subject?” and “What are teachers’ perceptions

and practices of working with intercultural competence in the English subject?”

The study found that the teachers’ perceptions of democracy and citizenship indicated a
holistic view of the terms, where political and cultural perspectives were included. Findings in
the study also reported that the participants focused on the competence of understanding and
having knowledge of one’s own culture and other people’s cultures, when addressing
intercultural competence. Furthermore, the findings showed that the teachers’ practices of
working with democracy, citizenship, and intercultural competence were overlapping and
were all based on a cultural approach, in alignment with their perceptions of the terms.
Overall, for the teachers in the study, democracy, citizenship, and intercultural competence
were seen as strongly related, and the topics were considered particularly relevant when

teaching English as a foreign language in primary education.
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1. Introduction

This thesis is a qualitative study of teachers’ perceptions and practices of working with
democracy, citizenship, and intercultural competence in the English subject. The study
examines how teachers define and understand the concepts of democracy, citizenship, and
intercultural competence, and the teaching methods and materials they use when working
with the topics. The data consist of individual semi-structured interviews with five English
teachers working in 4"-7" grade. The participants had different educational backgrounds and
were all working in different schools spread around Rogaland county in Norway. This chapter
addresses the background and relevance of the current study, the study’s research questions

and aims, as well as the outline of the thesis.

1.1 Background and relevance

A focus on democracy and citizenship has become increasingly important in Norwegian
education. Norwegian society is constantly changing through increased diversity and
globalisation, new technology and societal challenges. This means that education must be
adjusted and updated in order to keep up with the changes in society (Meld. St. 28 (2015-
2016)). In 2020, the Norwegian National Curriculum for Knowledge Promotion (LK20) was
renewed and put in motion. The background for the renewal was to strengthen the connection
between the different parts of the curriculum in order for greater academic benefit for pupils.
A focus in the new curriculum is interdisciplinary learning, where three interdisciplinary
topics have been formulated: 1) health and life skills, 2) democracy and citizenship, and 3)
sustainable development. The intention behind the interdisciplinary topics is a holistic
approach to education where pupils can see a clear connection between the subjects and the
different parts of the curriculum. In relation to the interdisciplinary topic ‘democracy and
citizenship’, Meld. St. 28 (2015-2016) states that: “Knowledge of democracy as a form of
government and the support for democratic values are of great importance in an
internationalised society where diversity increases nationally and globally.” (p. 13, author’s
translation). Investigating teachers’ perceptions and practices of working with democracy and
citizenship in the English subject can provide insight into teachers’ interpretations of the

terms in light of the new curriculum.



The new curriculum expresses that the English subject aims to develop cultural
understanding, communication, all-round education and identity (Ministry of Education and
Research (MER), 2019). All these elements are connected to the interdisciplinary topic
‘democracy and citizenship’ that suggests that learning English can “open for new ways to
interpret the world, and promote curiosity and engagement and help to prevent prejudices”
(MER, 2019, p. 3). Learning English as a foreign language can contribute to exploring
different cultures by communicating across the world. Learning about different cultures
through a foreign language can expand pupils’ cultural knowledge, which can foster
opportunities to develop intercultural competence (MER, 2019). Given the connections
between cultural understanding and the interdisciplinary topic ‘democracy and citizenship’ in
the new curriculum, this study has chosen to explore understandings and practices related to
democracy, citizenship, and intercultural competence in order to provide a more holistic view

of these topics.

As the world is getting increasingly more globalised, Norwegian classrooms are getting more
diverse in terms of nationality, culture, language and religion. The English as a Foreign
Language (EFL) classroom is an appropriate environment to explore communication across
cultures through language learning. Communicating across cultures is closely related to
intercultural education. Developing intercultural competence is about intercultural attitudes,
knowledge and skills, which is a concept from Byram’s model of Intercultural
Communicative Competence (ICC) (Pinter, 2017). This thesis however will use the Council
of Europe’s (CoE) Reference Framework of Competences for Democratic Culture (RFCDC)
from 2018 as this is more aligned with the topic of democracy, citizenship, and intercultural
competence in the current study. Additionally, the study will draw on the Autobiography for
Intercultural Encounters (AIE) for the intercultural competence aspect of this thesis (Byram &
Barrett, 2022). Researching teachers’ perceptions and practices of working with democracy,
citizenship, and intercultural competence in the English subject can provide some insight into
how teachers perceive these concepts as well as how they work with them. As democracy,
citizenship, and intercultural competence can be diffuse and broad topics, this study will
contribute with concretising these terms in EFL contexts by providing teachers’ definitions
and understandings of them. Hopefully the study will show a clear link between democracy,
citizenship, and intercultural competence which can provide insight into how intercultural and

democratic competence can be developed simultaneously.



1.2 The research questions and aims of the study

While there have been many studies on democracy, citizenship, and intercultural competence
in general, there is not much previous research on these topics combined in relation to EFL-
teaching in light of the new curriculum. Since the new curriculum was operationalised in
2020, there is not much previous research on the curriculum in relation to the English subject.
Additionally, the last two years have been affected by the Covid-19 pandemic which has
caused a delay in implementing all parts of the new curriculum. Therefore, this study
contributes to teachers’ insight on democracy, citizenship, and intercultural competence
related to the English subject in a Norwegian educational setting. The aim of this study is to
investigate teachers’ perceptions and practices of working with democracy, citizenship, and
intercultural competence in the subject of learning English as a foreign language and the study

addresses the following research questions:

1. What are teachers’ perceptions and practices of working with democracy and
citizenship in the English subject?
2. What are teachers’ perceptions and practices of working with intercultural competence

in the English subject?

To be able to investigate teachers’ practices of working with democracy and citizenship, it is
necessary to ask reflection questions about their understanding of these two terms. Insight into
English primary teachers’ perceptions on democracy and citizenship can contribute to a
greater understanding of how democracy and citizenship are defined and addressed in the
English subject in primary school. Looking at the teachers’ perceptions might also provide a
greater understanding of their practices. Promoting attitudes, knowledge and skills in terms of
democracy and citizenship in an EFL-context is closely related to fostering intercultural
competence (CoE, 2018). Therefore, exploring teachers’ perceptions and practices of working
with intercultural competence might be of relevance to their work with democracy and

citizenship.



1.3 Outline of the thesis

The thesis is divided into six main chapters. Following the introduction in chapter 1, chapter 2
describes the theoretical perspectives of the thesis. Furthermore, ways of working with these
topics in the English subject and previous studies will be reviewed. Chapter 3 comprises the
methodology aspect of the study. This includes information about the methodological
approach, data collection, data analysis, ethical considerations and validity and reliability.
Chapter 4 presents the findings and analysis based on the analysis method described in the
methodology chapter. Chapter 5 discusses the findings and analysis in relation to the theory
and previous studies presented in chapter 2, reflects on implications and limitations of the
study, and considers avenues for future research. Finally, chapter 6 summarises the study’s

main findings in relation to the research questions.



2. Theoretical perspectives

This chapter will present theoretical background and review previous research related to the
current study. Firstly, the chapter will address democracy, citizenship, and intercultural
competence in the curriculum in section 2.1. Secondly, it will explore theoretical approaches
to democracy, citizenship, and intercultural competence in section 2.2. The CoE’s RFCDC
will be presented and the Competences for Democratic Culture model will be described in
detail and related to the topics of this research in section 2.3. Furthermore, interculturality in
democratic societies will be seen in light of the AIE in section 2.4. The chapter also includes
ways of working with democracy, citizenship, and intercultural competence in the English

subject in section 2.5.

2.1 Democracy, citizenship, and intercultural competence in the curriculum

2.1.1 The definitions of democracy and citizenship in the curriculum

The Norwegian curriculum of primary and secondary education and training and the
Education Act have an emphasis on fostering democratic citizens. The Education Act (1998, §
1-1) consists of the school’s obligations according to Norwegian law and states that:
“Education and training shall provide insight into cultural diversity and show respect for the
individual's convictions. They are to promote democracy, equality and scientific thinking.”
The Education Act thus underlines that education and training are supposed to promote
democracy and democratic thinking. Democracy is not a foreign term in previous curricula in
Norway and can be found all the way back to the curriculum from 1974 (MER, 1974).
However, it was not until the 2006 curriculum that citizenship was introduced as a term in the
English subject: “Thus, language and cultural competence promote the general education

perspective and strengthen democratic involvement and co-citizenship.” (MER, 2006, p. 2).

Democracy and citizenship are further emphasised in the new 2020 curriculum for Norwegian
schools. There is no exact definition of democracy in the new curriculum other than the
democratic values and principles that are presented throughout the core curriculum. However,
democratic society is indicated as being “based on the idea that all citizens have equal rights

and opportunities to participate in the decision-making processes” (MER, 2017, p. 10).



Citizenship is not defined in the new curriculum either, although the core curriculum states
that pupils should develop an understanding of the relationship between individual rights and
obligations in the work with democracy and citizenship (MER, 2017). Participation is
addressed several times in the curriculum, which can be connected to democracy and
citizenship. Being an active citizen includes participating and taking responsibility for one’s
own and other people’s actions, meaning that pupils should learn to function in a group with
others and collaborate (MER, 2017). It is interesting to note that the Norwegian term for
citizenship in the LK20 curriculum is ‘medborgerskap’, where ‘med’ translates to ’co’ and
‘borgerskap’ translates to ‘citizenship’, therefore the direct translation of ‘medborgerskap’
would be co-citizenship. While the co-citizenship term was used in the English subject
curriculum of 2006, the official English translation of the LK20 curriculum uses the term

‘citizenship’.

2.1.2 Democracy and citizenship in the curriculum

Democracy and citizenship are addressed throughout the core curriculum. The core
curriculum is a part of the curriculum that revolves around core values and principles in
primary and secondary education and training in Norway. It consists of the three chapters: 1)
core values of the education and training, 2) principles for education and all-round
development, and 3) principles for the school’s practice. The purpose of education is
described and anchored through the objectives clause in the Education Act (1998, § 1-1). The
first chapter in the core curriculum, consisting of core values of the education and training, is
expressed as the “foundation of our democracy” (MER, 2017, p. 6) and is based on human
rights. ‘Human dignity’ is the first core value in the curriculum which concerns equality and
equal rights. The second value is ‘identity and cultural diversity” which involves developing
pupils’ identity in a culturally diverse society. ‘Critical thinking and ethical awareness’ is
described as a third core value, which concerns the development of good judgement. ‘The joy
of creating, engagement and the urge to explore’ is the fourth core value. This is supposed to
foster opportunities for meaningful learning. The fifth core value is ‘respect for nature and

environmental awareness’.

Finally, ‘democracy and participation’ is the sixth core value. This value states that the school
should teach pupils about the meaning of democracy and its rules. Democracy as governance

and democratic values such as respect, tolerance, and freedom of speech should be promoted



by the school. This can prevent issues such as prejudice and discrimination. In a diverse
society, disagreements will happen, and therefore pupils should learn how to solve these
situations in a peaceful way. The core value also includes awareness of minority groups and
the importance of protecting them. The other part of the core value emphasises that pupils are
given the possibility to participate: “When the voices of the pupils are heard in school, they
will experience how they can make their own considered decisions” (MER, 2017, pp. 10-11).
By promoting all the six core values in teaching, the pupils practice taking part in a

democracy which ultimately stimulates them to become active and responsible citizens.

The second chapter of the core curriculum, principles for education and all-round
development, is based on the school’s mandate that concerns stimulating pupils into
becoming active and democratic citizens. All-round development involves developing pupils’
identity, their understanding of other people, as well as of the world they are living in. To
foster opportunities for all-round development, pupils must take part in social learning:
“Everyone must learn to cooperate, function together with others and develop the ability to
participate and take responsibility.” (MER, 2017, p. 13). When pupils learn to interact with

others, they will also form a sense of self and further develop their own identity.

Three interdisciplinary topics are included in the second chapter of the core curriculum: 1)
health and life skills, 2) democracy and citizenship, and 3) sustainable development. These
topics are meant to be integrated and taught across subjects for a more holistic approach. The
interdisciplinary topics are rooted in current issues in our society that require action at
individual-, community-, national-, and global-levels. Through working with these topics in
school, pupils will develop awareness of societal challenges, and can learn more about the
relationship between actions and consequences. This is especially relevant for working with
democracy and citizenship. The aim of teaching pupils about democracy and citizenship is to
“stimulate the pupils to become active citizens, and give them the competence to participate

in developing democracy in Norway.” (MER, 2017, p. 16).

The third chapter of the core curriculum, principles for the school’s practice, focuses on
facilitating for an inclusive and inspiring learning environment. In order to create a positive
learning environment where everyone is included, the school, the pupils, and the pupils’
parents have a mutual responsibility to acknowledge each other and treat others with respect.

Being respectful towards one another and each other’s differences includes appreciating and



cherishing diversity. These democratic values are important factors that facilitate for an
inclusive culture that stimulates academic and social learning. The Norwegian school system
1s built upon democratic values, as the school must give all pupils equal opportunities
independent of their backgrounds and should adapt to every pupil’s individual needs, previous
experiences, and knowledge. The values in the core curriculum are supposed to be seen as a
part of the complete curriculum and should be linked and utilised together with the subject

curricula.

Principles of democracy and citizenship are apparent throughout the English subject
curriculum and ‘democracy and citizenship’ is included as one of the interdisciplinary topics.
Working with this interdisciplinary topic in the English subject aims at pupils developing
their understanding regarding the fact that how they perceive the world is culture dependent.
This way, democracy and citizenship are relevant topics to teach in the English subject
because the cultural aspect is central. According to Byram and Barrett (2022), being a
democratic citizen involves participating in the existing diversity of culture. Therefore, pupils
should experience diverse cultures through learning about different cultures around the world.
Working with democracy and citizenship, pupils do not only learn to become active citizens
in their own society, but also global citizens (Edgar, 2020). One of the competence aims in
the English subject curriculum that can be related to democracy and citizenship is:
“Investigate ways of living and traditions in different societies in the English-speaking world
and in Norway and reflect on identity and cultural belonging” (MER, 2019, p. 8). Exploring
different lifestyles and traditions in Norway and in English-speaking countries reflects the
cultural perspective of democracy and citizenship where pupils gain greater insight in their
own culture as well as other cultures. Doing this can help pupils develop intercultural
competence. Different ways of working with democracy, citizenship, and intercultural

competence in the English subject will be addressed in section 2.5.

2.1.3 Intercultural competence in the curriculum

Intercultural competence is a complex concept that has been discussed and brought attention
to for many years. This is also due to the increased globalisation and migration that has been
happening for the last two decades, following which politicians and the media have
emphasised the importance of intercultural understanding (Hoff, 2018). Norwegian

classrooms have become increasingly diverse in relation to nationalities, cultural



backgrounds, languages and religions. Because of this, there is a need to increase the focus on
intercultural competence in the classroom. Previous curricula have included intercultural
competence indirectly, but it was not until 2020 that the term was introduced in the English
subject curriculum for the first time: “English shall help the pupils to develop an intercultural
understanding of different ways of living, ways of thinking and communication patterns”
(MER, 2019, p. 2). There is no definition of the term in the new curriculum, however
intercultural competence is explained as a skill that aims to enable pupils to have knowledge
and understanding of lifestyles, mindsets and communication patterns that differ from their

own lives (MER, 2019).

The term intercultural competence consists of the prefix inter, meaning between, and the
words cultural and competence; together they mean between-cultures competence. In order to
address intercultural competence, culture must be defined. However, culture is a very broad
term, and this thesis will only address culture in terms of EFL-teaching. In the past decades
there has been a changing view on the role of culture in foreign language education. Culture
was not linked to language learning the way it is today. Kramsch (2006, as cited in Hoff,
2018) suggests that culture as a term can be split into two perspectives: big C culture and little
c culture. The first perspective is about the most evident factors of culture, such as literature,
food, and art, while the second perspective looks at culture from the hidden factors such as
beliefs, behaviours, and values (Hoff, 2018). Progressively, little ¢ culture became a part of
cultural elements in foreign language teaching. The CoE (2018) defines culture as “a network
of material, social and subjective resources” (p. 30). This definition suggests that culture is a
dynamic concept which entails that different cultures have commonalities and one can

therefore belong to several cultures (Lenz & Nustad, 2016).

Cultural understanding is one of the key elements in the English subject curriculum.
Exploring other cultures and their ways of living fosters opportunities to develop intercultural
understanding. Having knowledge of different cultures all around the world unlocks new
aspects of the world and ourselves. This way, the English subject is also important when it
comes to all-round education and identity development. It is presented in the English subject

curriculum that:

By learning English, the pupils can experience different societies and cultures by

communicating with others around the world, regardless of linguistic or cultural



background. This can open for new ways to interpret the world, and promote curiosity

and engagement and help to prevent prejudices. (MER, 2019, p. 3)

The English subject is especially relevant when it comes to intercultural competence because
the pupils learn a foreign language as well as getting to know foreign cultures. Pupils also
learn the English language to be able to communicate with other English-speaking people
(Lund, 2012). This way, learning English can facilitate being able to communicate with other
cultures both locally and especially on a global level. The core curriculum emphasises culture
as the Education Act (1998, § 1-1) states that: “Education and training in schools and training
establishments shall, in collaboration and agreement with the home, open doors to the world
and give the pupils and apprentices historical and cultural insight and anchorage.”
Additionally, it is expressed in the core curriculum that the pupils should develop knowledge
and understanding of national and international culture through common international

traditions.

2.2 Understandings of democracy, citizenship, and intercultural

competence

2.2.1 Approaches to democracy

To investigate how English teachers work with democracy as a topic in the EFL-classroom, it
is beneficial to explore different definitions of democracy. Democracy consists of the two
Greek words demos (people) and kratos (power), meaning the power of the people (Raiker &
Rautiainen, 2020). Many consider that democracy is only about politics, however, there are
various definitions and interpretations of the term. Dewey (2001) defined democracy as
“more than a form of government; it is primarily a mode of associated living, of conjoint
communicated experience” (p. 91). Biesta’s (2013) definition of democracy also has a focus

on others and community:

It is also important to see that a democratic orientation towards freedom is not simply
about maximising one’s own freedom but is about maximising the freedom of
everyone — which means that in a sense the democratic orientation is first and foremost

an orientation towards the freedom of others. (p. 742)
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Democracy is a wide term that can be interpreted from different perspectives. According to
Lenz (2020b), the different approaches to democracy in relation to educational practices are
democracy as governance (representative and direct democracy), democracy as rights and
duties, democracy as participation, democracy as deliberation (conversational democracy),
democracy as culture and lifestyle and democracy as minority protection. Democracy as
governance is about the political perspective of democracy, where the people are given a
voice, equal rights, and possibilities to participate and impact political decisions in society.
Representative democracy, also known as indirect democracy, concerns for example citizens
electing a representative for local and national political parties (Lenz, 2020b). An example of
representative democracy in schools is pupil council. Through pupil council the pupils can
contribute and influence decisions regarding their everyday school life and practice
participating in democratic processes. Direct democracy, on the other hand, relates to direct

decisions made by the citizens, and not through a representative (Lenz, 2020b).

Democracy as rights and duties revolves around equal rights for citizens in order to
participate in democratic processes. Equal rights are essential in a democracy because the
power belongs to the people, and although citizens have different preconditions and
backgrounds, each individual should have the same rights to participate. Equal rights protect
vulnerable groups and prevent discrimination (Lenz, 2020b). Examples of duties in a
democracy are to obey the law and pay taxes. There are also informal duties such as
respecting differences. This is not a law that one gets punished for not obeying, but it is an

unwritten norm that one is expected to follow as a citizen in a democracy.

Democracy as participation regards the individual citizen’s opportunities to influence any
decisions concerning themselves (Martinussen, 2003, as cited in Lenz, 2020b). Citizens that
engage in democratic processes experience bigger sense of immediate influence than through
representative democracy. However, this is not contradictory of representative democracy, but
rather an extension (Lenz, 2020b). Democracy as deliberation, also called conversational
democracy, revolves around conversations about politics and discussing challenges in the
society and possible solutions with a critical view. This contributes to a pluralistic democratic
society where diverse opinions and perspectives are expressed and explored (Lenz, 2020b).

This is another opportunity for citizens to become active participators in the democracy.

11



Democracy as culture and lifestyle 1s described as a culture with democratic principles. To
strengthen the democracy, every aspect in society should rely on democratic principles.
Democracy as lifestyle relates to everyday interactions based on democratic values and
attitudes such as respect and tolerance (Lenz, 2020b). The EFL-classroom can be an arena
where this approach to democracy is especially applicable. As previously noted, teaching
English includes developing pupils’ understandings of different cultures. Developing
knowledge and understandings of cultures around the world involves respecting cultures that
differ from one’s own culture. If the EFL-teacher promotes democratic values and attitudes

actively, the classroom becomes a culture with democratic principles.

Democracy as minority protection illuminates that democracy is not synonymous with a
governance where the majority rules. This emphasises that the minority must not be forgotten
or ignored. Protecting the minority works as a safety mechanism that is necessary to maintain
an inclusive democracy (Lenz, 2020b). It is important to note that some of these six
approaches to democracy are overlapping and do not cancel each other out. As these
approaches are presented as different aspects of democracy, they cannot be used alone when
teaching the topic, but rather together to get a greater insight into what democracy means.
Considering these approaches are related to educational practices, the current study will

examine the teachers’ understandings of democracy in terms of these categorisations.

2.2.2 The concepts of citizenship

Citizenship and democracy are closely connected. Citizenship includes belonging to a country
or a state where individuals have rights and obligations, where these rights are divided into
civil rights, political rights, and social rights (Byram & Barrett, 2022). Citizenship can be
defined as “being a part of a political community where people’s common affairs are
negotiated and decided” (Arendt, 1996, as cited in Lenz, 2020b, p. 47, author’s translation).
This definition focuses on the political aspect of citizenship in which participating in
decision-making processes is central. Like democracy, there are a variety of definitions and
perspectives on citizenship. Zanetti and Pacetti (2020) define the concept of citizenship from

a wider perspective:

Being a citizen means taking on the system of rules and behaviour that makes possible

civil coexistence in a specific social and political reality. But it also means developing
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that sense of roots and that knowledge of one’s own land, of its culture and of its
history that make possible a passionate and responsible participation in the
development of one’s own community and territory in a perspective of sustainability

and attention to the future of whole world. (p. 97)

This definition bears resemblance to Dewey’s (2001) and Biesta’s (2013) definitions of
democracy that underline the responsibility of contributing to society not only for one’s own
personal gain, but also for others benefit. Lenz (2020b) supports this wider understanding
where citizenship involves being a part of a community and contributing beyond one’s own
responsibilities and putting in effort that benefits others as well. This perspective considers
citizenship more as a role than a status, where active participation in democratic processes is
the main focus (Lenz, 2020b). Citizenship as a status, on the other hand, concerns the
formality of belonging to a country such as documents like a passport. There are different
levels of citizenship, such as local, national, and global citizenship, which can range from
participating in voting for the next president to contributing to missions such as voluntary
work in the local community (Lenz, 2020b). The current study will examine the teachers’

understandings of citizenship related to citizenship as a role and citizenship as a status.

2.2.3 Intercultural competence

Intercultural competence is a well-known term in the education research field, and the term
has many definitions. Guilherme (2000, as cited in Heggernes, 2021) defines intercultural
competence as “the ability to interact effectively with people from cultures that we recognise
as being different from our own” (p. 24). This definition suggests a subjective perspective
where we perceive someone as different from ourselves based on different cultural
backgrounds. Decentring is a relevant concept through which we are able to consider others’
perspectives and see ourselves from the outside (Heggernes, 2021). Developing intercultural
competence can help us understand other cultures from different perspectives. To increase
intercultural understanding in the classroom, Pinter (2017) suggests raising intercultural
awareness in education through “making children more aware of intercultural issues, such as
the importance of accepting and celebrating diversity within their own contexts and the need
to cultivate curiosity and openness about other cultures and languages” (p. 155). Section 2.3

and 2.4 will go more in depth into the concepts of intercultural competence.
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2.3 Reference Framework of Competences for Democratic Culture

2.3.1 The purpose of the framework

When working with democracy, citizenship, and intercultural competence in educational
contexts, there is a need for a framework that defines and addresses democratic culture. The
CoE (2018) developed a framework of the competences required for democratic culture and
intercultural dialogue. The framework consists of a competence model, descriptors, and
learning outcomes for all the competences and six guiding documents on curriculum
development, pedagogy, assessment, teacher education, the whole-school approach, and
prevention of radicalisation and violent extremism (Barrett, 2020; Lenz, 2020a). This thesis
will focus on the competence model itself, rather than the additional documents. The purpose
of the framework is to “promote and protect democracy, human rights and intercultural
dialogue” (CoE, 2018, p. 58). The RFCDC states that intercultural dialogue is essential in a
democratic culture where all citizens should be able to express themselves to other citizens,
including those with different cultural backgrounds. The idea of the CoE’s work is that
democracy, human rights, and the rule of law are considered significant values in education,
as this works as a “defence” against potential issues such as discrimination (Hoff, 2018; Lenz,
2020a; Lenz & Nustad, 2016). The goal of the framework is to promote a holistic view on
democratic competences, not to be used as a testing tool based on the different competences
(Lenz, 2020a). The framework was designed to be used as a tool by educators in teaching

related to democratic culture (CoE, 2018).

Barrett (2020) discusses three underlying arguments that the RFCDC addresses. The first

point to note is that the framework states that democratic culture is required in order to have a
working democracy. This means that there is no democracy if the citizens’ democratic values,
attitudes and practices are absent. Secondly, intercultural dialogue is essential in a democratic
culture because there is diversity within the society. As a democratic principle, citizens should
be able to freely express themselves and interact across culturally diverse societies. Therefore,
democratic competence is essential to intercultural competence, and vice versa. The third

point of importance is how democratic culture must be based on human rights. This is because

human rights are necessary for citizens to be acknowledged and respected. Within the
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framework it is evident that human rights, democracy, democratic culture and intercultural

dialogue are strongly linked.

2.3.2 The Competences for Democratic Culture model

The core of the framework is the Competences for Democratic Culture (CDC) model
consisting of 20 competences which are divided into the categories: values, attitudes, skills,
and knowledge and critical understanding (Lenz, 2020a). The 20 competences are not meant
to be isolated and deployed individually, but rather utilised in a dynamic and simultaneous

manner (Barrett, 2020; Lenz, 2020a). The CoE (2018) states that:

Within the context of democratic culture and intercultural dialogue, an individual is
deemed to be acting competently when he or she meets the demands, challenges and
opportunities that are presented by democratic and intercultural situations
appropriately and effectively by mobilising and deploying some or all of these 20

competences. (p. 38)

In the CDC model, values are defined as “general beliefs that individuals hold about the
desirable goals that should be striven for in life” (CoE, 2018, p. 38). Values are different for
everyone depending on each individual’s background and are often motivation or guidance
for actions. They are a part of our moral compass which tells us what is right or wrong to do
in certain situations. Values as competences in the CDC model do not refer to values as
abilities, but rather as the psychological resources one can have. According to the framework,
there are three sets of values that are considered as necessary in order to participate in a
culture of democracy. These values are valuing human dignity and human rights; valuing
cultural diversity; and valuing democracy, justice, fairness, equality, and the rule of law. The
first value has a focus on the individual’s right to be treated as an equal. The second value
focuses on viewing cultural diversity as a resource for society to benefit from. Valuing
cultural diversity includes points of recognition related to rights, respect, and engagement.
The third and final set of values revolves around the operation and governance of societies,

including points in terms of democratic processes and citizenship (CoE, 2018).

Attitude is defined as “the overall mental orientation which an individual adopts towards

someone or something” (CoE, 2018, p. 41). Like values, attitudes influence the way
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individuals act. Related to the culture of democracy, there are six attitudes of importance:
openness to cultural otherness and to other beliefs, world views, and practices; respect; civic-
mindedness; responsibility; self-efficacy; and tolerance of ambiguity. Openness as an attitude
1s about sensitivity, curiosity, willingness not to judge, willingness to engage, and emotional
readiness towards people who differ from oneself. Respect as an attitude is based on
acknowledgement and acceptance of differences. Civic-mindedness concerns the feeling of
belonging in communities and solidarity. Responsibility is a wide term, but in this context, it
involves role responsibility and moral responsibility, with a focus on one’s own actions. Self-
efficacy as an attitude includes positive thoughts towards oneself and the confidence in one’s
own abilities. The last attitude, tolerance of ambiguity, relates to being open and positive to

multiple perspectives (CoE, 2018).

In the CDC model, skill is defined as “the capacity for carrying out complex, well-organised
patterns of either thinking or behaviour in an adaptive manner in order to achieve a particular
end or goal” (CoE, 2018, p. 46). The eight sets of skills related to culture of democracy are:
autonomous learning skills; analytical and critical thinking skills; skills of listening and
observing; empathy; flexibility and adaptability; linguistic, communicative, and plurilingual
skills; co-operation skills; and conflict-resolution skills. The first set of skills focuses on
reflection of one’s own learning and understanding processes. The second set of skills,
analytical and critical thinking, highlights logical and systematic ways of thinking as well as
having the ability to make decisions. The third set of skills consists of listening and observing
others in order to gain knowledge of others’ way of behaving as well as what is appropriate
social behaviour in different setting and contexts. Empathy is the fourth set of skills that is
necessary to be able to view the world from different perspectives outside one’s own
psychological frame. This also relates to the fifth set of skills, flexibility and adaptability,
which includes being able to adjust thoughts, feelings or behaviours to the context. The sixth
set of skills, linguistic, communicative, and plurilingual skills, refers to effective and
appropriate interaction. Co-operation is the seventh skill that revolves around functioning
with others in a group setting and utilising each other’s strengths. Lastly, conflict-resolution
skills are an important factor in cooperation, and are necessary to address, manage and resolve

conflicts peacefully (CoE, 2018).

The CoE (2018) refers to knowledge and critical understanding as:
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Knowledge is the body of information that is possessed by a person, while
understanding is the comprehension and appreciation of meanings. The term ‘critical
understanding’ is used to emphasise the need for the comprehension and appreciation
of meanings in the context of democratic processes and intercultural dialogue to
involve active reflection on and critical evaluation of that which is being understood

and interpreted. (p. 52)

There are three sets of skills included in this competence: knowledge and critical
understanding of the self; knowledge and critical understanding of language and
communication; and knowledge and critical understanding of the world. Having awareness
and understanding of oneself is perceived as crucial to participating in a culture of democracy.
This is because if one does not understand oneself and one’s own culture, it is difficult to
understand others. Knowledge and critical understanding of language and communication is
about appropriate use of language and communicative conventions as a cultural practice.
Finally, the last set of skills is based on knowledge and critical understanding of the world
which includes politics, law, human rights, culture, cultures, religions, history, media,
economies, the environment and sustainability (CoE, 2018). The analysis in the current study

will draw on these four categories and 20 competences within the CDC model.

2.3.3 Comparing the Reference Framework of Competences for Democratic Culture to the

curriculum

The RFCDC proposes that their 20 competences are needed in order for learners to participate
effectively in a democratic culture (CoE, 2018). To include this in teaching democracy,
citizenship, and intercultural competence, it is of interest to investigate whether similar
components already exist in the curriculum. Previous studies by Kuter and Sanal-Erginel
(2021) investigated the core curriculum of Northern Cyprus from the perspective of the CoE’s
RFCDC. The purpose of the study was to examine to which extent the competence areas of
the framework were aligned with the learning outcomes in the curriculum. The researchers
found that the learning outcomes showed coherence with the framework to some extent. The
findings revealed that six of the eleven courses analysed had complete alignment with some
of the learning outcomes and competences in the framework. However, there were no
complete matches with the competence area values. The study concluded with a need for an

inclusive and holistic democratic citizenship curriculum to cultivate a democratic culture.

17



Kuter and Sanal-Erginel’s study (2021) is of relevance to the current study because the
Norwegian curriculum can be examined in the light of the RFCDC. The principles and values
in the curriculum show a strong alignment to the principles in the RFCDC. As previously
stated, the first chapter in the core curriculum is rooted in human rights. Furthermore, the core
values described in the chapter related to the RFCDC are human dignity, cultural diversity,
critical thinking, and democracy and participation (MER, 2017). The English subject
curriculum involves these values through working with the key elements: cultural
understanding, communication, all-round education and identity development (MER, 2019).
Openness is an attitude in the RFCDC that can be connected to the English subject curriculum
that states that learning English can promote curiosity and engagement towards other cultures.
Respecting differences can especially be considered a significant democratic competence to
develop in the English subject where intercultural encounters are a natural part of the subject

(MER, 2019).

2.4 The Autobiography of Intercultural Encounters

In language teaching research, intercultural competence has been linked to Byram’s ICC
model from 1997 for many years. Since then, frameworks like the RFCDC have addressed a
more non-essentialist approach to interculturality. The AIE draws on elements of the RFCDC
in its approach to interculturality and is relevant for the current study as it takes a closer look
into what intercultural encounters entail. This approach can contribute to understanding

teachers’ views and practices of working with intercultural competence.

2.4.1 Intercultural Communicative Competence

Learning English as a foreign language in Norway aims at knowing different communication
patterns and employing suitable communication strategies to hold everyday conversations
(MER, 2019). Communicative competence was introduced by Hymes in the 1970s, where he
encouraged teachers to focus on language in everyday situations (Hoff, 2018). However, this
resulted in less attention to cultural learning. Therefore, there became a need for integrating
language and culture in language teaching, which Byram addressed by creating an ICC model

in 1997. In the ICC model he included qualities that are considered necessary to become an
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intercultural speaker, where these qualities are a set of knowledge, skills, attitudes, awareness

and engagement (Hoff, 2018).

Previous ICC models (for example Byram, 1997) have received criticism for focusing on a
more naive and superficial aspect of intercultural communication, which is not representative
of the reality. Byram’s ICC model has been connected to an essentialist understanding of
culture, meaning that cultural factors are related to countries or languages, and that people
from different cultures are different because of the fact that they have different backgrounds
(Hoff, 2018). A non-essentialist approach views culture as a dynamic concept where every
individual is different and is able to adjust according to the context. This approach is
beneficial when it comes to intercultural learning in order to avoid differentialist bias, which
is the assumption that others from another culture are different from you, instead of assuming
that they are similar. Roiha and Sommier (2021) found that teachers’ perceptions on
intercultural education mostly referred to cultural-differentialist approaches, meaning that
they focused on differences rather than similarities in intercultural education. However, the
study also found that some of the teachers’ practices leaned towards a more non-essentialist
approach by including small cultures in their teaching and not necessarily only stereotypical
national cultures. The current study addresses teachers’ perception of both culture and

intercultural competence and these will be analysed through a similar lens.

Another point of criticism of previous ICC models is that there has been a tendency to portray
an idealistic picture which does not recognise or address a realistic level of conflict (Hoff,
2018). This is problematic because intercultural learning should prevent issues such as
discrimination and racism by addressing them. By ignoring these types of issues, one pretends
that they do not exist, which unfortunately, is far from the truth. Byram has since his 1997
ICC model developed a more non-essentialist approach which is visible in his recent work

with Barrett in the updated version of the AIE from 2022.

2.4.2 Intercultural encounters

As previously mentioned, Barrett (2020) notes that the RFCDC claims that intercultural
dialogue is related to democratic culture because diversity exists in the society. Therefore,
democratic competence and intercultural competence are dependent on each other. In 2009,

the CoE published the AIE, which is a set of tools that brings learners’ awareness to
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intercultural encounters and that aims help them reflect on these experiences and further
develop intercultural competence. The revised and updated version of the AIE by Byram and
Barrett (2022) has been aligned with the CoE’s RFCDC. Byram and Barrett (2022) refer to
interculturality as “the capacity to experience cultural otherness, and to use this experience to
reflect on matters that are usually taken for granted within one’s own cultures and
environment.” (p. 10). This means that intercultural encounters can lead to looking at one’s
own culture from an outside perspective after experiencing other cultures. Interculturality is
included in the underlying competences in the RFCDC, and the AIE highlights a particular
relevance to autonomous learning skills and analytical and critical thinking skills. These skills
involve being able to gain knowledge of a culture’s practices and interpret and evaluate these
practices from the perspective of one’s own culture (Byram & Barrett, 2022). Reflecting on
cultural experience is important in order to further develop an understanding of oneself and

one’s own values and beliefs.

Furthermore, intercultural dialogue is described in the AIE as “an open and respectful
exchange of views between individuals and groups from different cultural backgrounds and
heritage” (Byram & Barrett, 2022, p. 11). Tolerance and respect are considered as essential
prerequisites in order to have intercultural dialogue according to the AIE. This involves being
open to differences in society and viewing diversity as a resource, rather than as an issue.
However, being tolerant and respectful of other cultures is not synonymous with agreeing
with certain practices or beliefs of other cultures, but these values are necessary for
intercultural dialogue. Viewing culture as a dynamic concept and being able to adjust to the
context address the shortcomings of previous ICC models regarding differentialist bias.
Solbue et al. (2017) researched intercultural dialogue and found that pupils showing mutual
respect and acceptance of each other’s differences in intercultural dialogue will strengthen the
interculturality in the classroom. The study concluded that teachers should look for
opportunities in diverse classrooms instead of limitations and acknowledge the importance of

intercultural exchange and dialogue.

Another element the AIE includes is views of people from other cultures. This has to do with
stereotyping and prejudice. According to Byram and Barrett (2022), a stereotype is “a
simplified overgeneralisation about the characteristics of the people who belong to a
particular group” (p. 11), while they define prejudice as “an organised predisposition to

respond to individuals on the basis of their social group memberships” (p. 11). Stereotyping
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can be convenient when sorting groups, but not as a generalisation where some groups are
associated with distinctive characteristics that do not apply for all members in the group.
When negative stereotyping and prejudice take place, discrimination can happen.
Discrimination means that people from specific groups receive unequal treatment based on
their group memberships (Byram & Barrett, 2022). Equal human dignity and equal human
rights are elements that intercultural dialogue should be based on according to the AIE.
Byram and Barrett (2022) mention that intercultural dialogue can promote mutual
understanding, which can result in inclusion. In a democracy, inclusion of all individuals and
groups is important to avoid marginalisation. The minority should be considered just as
valuable as the majority. By addressing these types of issues, the RFCDC and the AIE take

account of a realistic level of conflict that previous ICC models were lacking.

2.4.3 Perceptions on intercultural competence

Previous studies on teachers’ understanding of intercultural competence are considered highly
relevant for the current study. Rosnes and Rossland (2018) conducted research regarding
perceptions of intercultural competence amongst primary school teachers in Norway. Their
study aimed to provide a greater insight into teachers’ understanding of intercultural
competence in the diverse Norwegian educational setting. The results showed that teachers
who had studied intercultural competence were more aware of the need for intercultural
competence compared to the teachers who had no official education on the topic. Overall, the
study concluded that there is little focus on intercultural competence in the Norwegian
educational context and that there is a need for more theoretical knowledge on the topic, as
this can help build a better foundation for teachers to reflect on everyday experiences related
to intercultural competence. Similarly, Romijn et al. (2020) found that to improve
intercultural classroom practices, teachers must be prepared for intercultural encounters and
reflect on their own intercultural practices, biases, and beliefs. Byram (2014) remarked a lack
of understanding of the importance of intercultural competence and its relationship to
linguistic competence amongst teachers. These three studies imply that by increasing
knowledge and awareness of intercultural competence, teachers will further develop their
intercultural competence and practices. Contributing to these studies, the current study
provides an insight into teachers’ knowledge and understanding of intercultural competence,
and additionally their practices of working with intercultural competence in the English

subject.
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2.5 Ways of working with democracy, citizenship, and intercultural

competence

In order to analyse the teachers’ practices of working with democracy, citizenship, and
intercultural competence, it is useful to consider different approaches for working with these

topics in the English subject.

2.5.1 Democracy and citizenship in an educational context

The relationship between education and democracy is complex. According to Biesta (2013),
education needs to be democratic. Biesta (2013) supports Dewey’s thoughts on education
being democratic, and democracy being educative. However, Biesta (2011) mentions that
education is far from the only factor of importance when forming democratic citizens.
Previous research suggests that children and young people also learn about citizenship and
democracy through experiences in everyday life (Biesta et al., 2009). This does not only
include positive experiences, but also negative ones which have an impact on how we are
formed as citizens (Biesta, 2011). School is not the only arena where children learn about
democracy and citizenship, as children also have a life outside of school where they are
affected by family, friends, the media, and other spheres of influence. It is of importance to
point out that the development of democratic citizenship is a lifelong process, and this thesis
only considers how English teachers can perform the school’s mandate and educate pupils

about democracy, citizenship, and intercultural competence.

Biesta (2011) suggests that education should go from teaching citizenship to learning
democracy. Questions have been asked about how much young people actually benefit from
citizenship education because of their lower level of political interest and engagement.
However, interests often change with age and this process is a natural part of the life cycle.
Another issue with the idea of citizenship education is viewing citizenship as an outcome and
an attribute of the individual. Citizenship cannot be measured as a skill or achieved after
completing certain tasks. Viewing citizenship as an outcome of education also contributes to
viewing young people as not-yet-citizens, which is problematic because this does not

recognise and value young people’s participation in society. The third issue with citizenship
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education is that one can never be confident that young people learn everything they are being
taught. Instead of formally teaching about citizenship and democracy, an emphasis on
practices related to citizenship and democracy in everyday life can be more meaningful.
Therefore, Biesta (2011) claims that a shift from teaching citizenship to learning democracy
can foster opportunities for a wider and more relatable context, where young people can

become active citizens in a democratic culture.

2.5.2 Working with democracy, citizenship, and intercultural competence in the English

subject

There are several ways of working with democracy, citizenship, and intercultural competence
in the English subject. In the current study, the teachers’ practices of working with democracy
and citizenship will be analysed in the view of the three dimensions of educating for
democratic citizenship: learning about, for and through democracy (Gollob et al., 2010; Lenz,
2020b; Stray & Satra, 2016). Learning about democracy concerns the cognitive process of
acquiring competence of what the concept means. Pupils need to learn what democracy means
in order to participate and to understand why it is important to develop as well as how to
maintain democracy (Lenz, 2020b). Teaching pupils about the concept of democracy in the
English subject can be implemented through looking at the political system and democracy as
governance in Norway and in English-speaking countries around the world (Stray & Seetra,
2016). This way, pupils gain insight into their own culture as well as cultures that differ from

their own which stimulates the development of intercultural competence as well.

Another approach to learning about democracy could be through the use of literature.
Working with texts in English is one of the core elements in the subject. Texts can be written,
spoken, visual or other forms of expression, which all have the purpose of conveying a
message. First and foremost, through working with English texts, pupils learn the language.
Secondly, the pupils develop their understanding of linguistic and cultural diversity as well as
gaining a greater insight into different lifestyles, mindsets, and traditions of indigenous
peoples (MER, 2019). Lyngstad’s (2021) study found that using literature to teach democracy
and citizenship in the English subject can stimulate all-round development for pupils.
Stimulating pupils into becoming active citizens in a democratic culture is rooted in all-round
development (Hoff, 2018). This concerns each individual’s personal development, as well as

the perspectives of others that contribute to a greater insight of ourselves, others and the world
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(Hoff, 2014). Identity development is one of the key elements in the English subject where
pupils develop their own identity in a multicultural context (MER, 2019). This development
can be stimulated through reading literature and linking the reading experience to their own
lives. Furthermore, literature offers opportunities for pupils to read about other people’s lives

and to link language, culture and aesthetic experiences (Qrevik, 2018).

To gain deeper knowledge, the pupils should not only read texts, but interpret and reflect
upon them with their peers and teacher. According to Fenner (2018), literature is connected to
intercultural competence: “Today reading literature is part of the aim of intercultural
competence, where culture is seen as dynamic, and the learner exists in an interrelationship
with the foreign culture and his or her own culture.” (p. 219). This way, intercultural
encounters occur when cultural texts express the foreign culture, and the person who reads it
interprets the text based on their own culture and experiences. As both democracy and
citizenship are a part of culture, working with cultural texts from around the world in the

English subject can develop both democratic competence and intercultural understanding.

The second dimension, learning through democracy, involves the cultural perspective where
the culture of teaching and learning reflects democratic values (Gollob et al., 2010). The
school and the teachers must model democratic ways of being so that the pupils actively
experience democracy. This dimension is rooted in sociocultural learning theory where social
interaction is significant when facilitating for learning (Lenz, 2020b). Social interaction is a
significant factor in democracy as citizens participate in society together. The founder of
sociocultural learning theory, Lev Vygotsky, claims that the most experienced person in the
learning environment, acts as a role model when supporting the child in a learning process
based on their abilities and needs, in order to help them develop knowledge and
understanding (Vygotsky, 1978). If the teacher models democratic behaviour, the pupils are
more likely to acquire this type of behaviour as well (Lenz, 2020b). As part of teachers’
mandate, promoting democracy and democratic values and attitudes is fundamental as we