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ABSTRACT

Linguocultural competence is increasingly acknowledged as an essential element of the professional profile of English language
educators, who are required to instruct not only linguistic structures but also to facilitate intercultural communication in
heterogeneous classrooms. Nonetheless, in numerous teacher education programs, the advancement of linguocultural competence
is often disjointed and frequently diminished to sporadic "culture lessons" that are disconnected from communicative practice.
This article examines the efficacy of a communicative approach in fostering linguocultural competence among prospective
English language educators. A quasi-experimental study was conducted involving sixty second- and third-year students enrolled
in an English language teacher education program. The experimental group engaged in a twelve-week intervention centered on
communicative tasks that incorporated authentic texts, role-plays, simulations, and project work, accompanied by explicit
reflection on cultural significances. In contrast, the control group adhered to a primarily structural, form-focused curriculum. Data
were gathered via a linguocultural competence assessment, scenario-based discourse completion tasks, classroom observations,
and a reflective questionnaire. The experimental group exhibited markedly superior improvements in sociolinguistic awareness,
pragmatic flexibility, and intercultural sensitivity relative to the control group, and expressed increased confidence in managing
culture-related incidents within the classroom. The discussion emphasizes how the communicative approach facilitates the
amalgamation of linguistic and cultural learning, augments learner autonomy, and offers a pragmatic framework for future
professional communication. There are some suggestions for future research and some ideas for how to design a curriculum for
teacher education.

Keywords: Communicative approach, linguocultural competence, intercultural communicative competence, prospective English
language teachers, teacher education, communicative language teaching.

INTRODUCTION

knowledge. This competence is especially important for
future English teachers because they will have to make
decisions about what to teach, what materials to use, and
how to handle classroom interactions that either reinforce
stereotypes or promote openness, respect, and critical

Modern language education views the foreign language
teacher as a cultural mediator who helps students
understand, compare, and critically evaluate different
cultural practices instead of just teaching them grammar

rules. This change is closely related to the idea of
linguocultural competence, which is the ability to
communicate well and appropriately in culturally diverse
settings by combining linguistic, pragmatic, and cultural

cultural awareness.

Even though policy papers and theoretical works agree that
intercultural and linguocultural aspects are important in
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language teaching, they are not always used consistently in
teacher training programs. In numerous contexts,
prospective educators encounter curricula predominantly
focused on grammatical structures, vocabulary, and
examination techniques, while cultural content is conveyed
in a disjointed manner through isolated texts concerning
holidays, notable individuals, or national facts. This
method doesn't give people many chances to learn more
about how language choices encode values, politeness
norms, or power relations in real-life communication.

The communicative approach in language teaching arose
as a reaction to the deficiencies of structural and audio-
lingual methods that regarded language mainly as a
collection of forms to be memorized. It stresses meaningful
interaction, negotiating meaning, using real materials, and
having learners do tasks that are like real communicative
situations. This approach seems very promising from the
point of view of linguocultural competence because it lets
students interact with cultural content not as static
information, but as lived practice that is part of discourse.
Role-plays, simulations, information-gap tasks, and project
work can be structured around intercultural interactions,
misunderstandings, or culturally specific routines,
fostering learners' abilities to interpret, compare, and
assess various communicative styles.

However, when communicative principles are used in
teacher training, they don't always have clear
linguocultural goals. Classroom activities may primarily
emphasize fluency or functional language, often neglecting
systematic exploration of cultural frameworks, values, and
identity concerns. Moreover, numerous aspiring educators
have experienced educational settings characterized by
form-focused instruction and may be uncertain about
incorporating cultural analysis into communicative
lessons. Consequently, there is a necessity for empirical
research to investigate whether a meticulously crafted
communicative intervention can yield quantifiable
improvements in linguocultural competence among
prospective English language educators and to understand
how these educators perceive their own professional
growth.

This study examines the efficacy of a communicative
approach deliberately focused on linguocultural learning
outcomes within an English language teacher education
program. It is posited that prospective teachers engaged in
a cohesive array of communicative tasks emphasizing
cultural significances will exhibit superior levels of

linguocultural competence compared to peers enrolled in a
more conventional, structurally focused curriculum. The
study also investigates how participants assess the
applicability of this approach to their future professional
practice.

This research aims to assess the influence of a
linguoculturally oriented communicative course on the
enhancement of linguocultural competence in prospective
English language educators and to discern pedagogical
implications for the formulation of teacher education
curricula.

The research utilized a quasi-experimental design featuring
non-randomized groups within a natural educational
context. The participants consisted of sixty students in the
second and third years of an English language teacher
education program at a university. All participants had
previously completed foundational courses in English
grammar, vocabulary, and general methodology, and their
language proficiency was approximately at the B2 level.
They were put into either an experimental or a control
group based on the current schedule. Each group had thirty
students with similar average academic performance and
proficiency, as shown by their previous test scores.

The experimental group took a twelve-week course that
used the communicative approach and focused on
linguocultural learning outcomes. Each weekly session
lasted for ninety minutes and was based on a theme, like
being polite when asking for something, disagreeing,
teacher-student interaction, humor, or small talk. Real-life
materials were used, such as video clips, written records of
classroom conversations, online forum discussions,
interviews, and short literary or media texts that showed
different English-speaking cultures and multilingual
settings. Students participated in pair and group activities
including role-plays, information-gap exercises, debates,
and simulations of classroom occurrences. After each
communicative phase, there was guided reflection that
looked at language choices, cultural assumptions that
weren't made clear, body language, and possible
misunderstandings.

The control group took a similar course that covered the
same general topics and grammar points but was mostly
based on a structural-situational approach. Lessons were
structured around textbook dialogues, elucidation of
grammatical rules, regulated practice exercises, and
constrained free production activities. Cultural information
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was sometimes included in brief reading passages, but it
was not consistently analyzed in the context of pragmatic
decisions or intercultural viewpoints.

A mixed set of tools was made to test linguocultural
competence, and they were tried out with a different group
of students who were similar. The primary instrument
utilized was a linguocultural competence assessment
comprising scenario-based multiple-choice questions and
concise written responses. Students had to choose or make
contextually appropriate statements for situations in the
classroom that involved greetings, requests, refusals,
expressions of thanks, turn-taking, and feedback. The
options were based on descriptive studies of English
discourse and were culturally sensitive. The test yielded
scores  across  three  subscales:  sociolinguistic
appropriateness, pragmatic flexibility, and intercultural
awareness.

The test was made better by a set of discourse completion
tasks. Students wrote brief responses to prompts that asked
them to describe intercultural events or sensitive situations
in the classroom, like how to deal with a student's culturally
inappropriate comment or how to explain assessment
criteria to students with different educational backgrounds.
An analytic rubric was used to rate the responses based on
how appropriate the register was, how well the person
understood the other person's point of view, how clear the
explanation was, and how well the person thought about
cultural differences.

There were four times during the intervention when each
group was observed in the classroom. An observation
checklist recorded signs of linguoculturally oriented
interaction, such as using real cultural references, talking
openly about communication norms, encouraging
comparisons between cultures, and giving people chances
to think critically. Two trained raters did the observations
to make them more reliable.

Finally, a reflective questionnaire was given to all the
people who took the course at the end. It included Likert-
scale items and open-ended questions about how the
students thought they were improving their linguocultural
competence, how confident they were in dealing with
culture-related issues in teaching, and how well they
thought the course activities were going. Quantitative data
from tests and questionnaires were analyzed using
descriptive statistics and t-tests for independent and paired
samples, whereas qualitative data from open-ended

responses and classroom observations underwent thematic
analysis.

The analysis of pre-test data verified the absence of
statistically ~ significant  differences  between the
experimental and control groups regarding initial levels of
linguocultural competence. The mean scores for the overall
test and each of the three subscales were very similar. This
made it possible to see later differences as effects of the
instructional treatment instead of as differences that were
already there between the groups.

After the twelve-week intervention, the results showed
clear differences in favor of the experimental group. The
average overall linguocultural competence score for this
group went up a lot, while the control group only went up
a little. The experimental group showed the biggest
improvements in the subscales for sociolinguistic
appropriateness and pragmatic flexibility. Students in this
group more often chose upgraders and downgraders that fit
the power and distance relationships in the scenarios. They
also showed better control of indirectness and mitigation
strategies in situations related to the classroom. Their
written responses in discourse completion tasks were
generally more nuanced, indicating an understanding of the
interlocutor's facial expressions and the institutional
context of school communication.

In terms of intercultural awareness, students in the
experimental group became more aware that
communication problems can happen not because someone
is rude, but because people have different ideas about how
direct they should be, how to manage their time, how to
give feedback, or what the teacher's role should be. In their
written reflections, they talked about the need to set
common rules for the classroom, talk openly with students
about what they expect, and accept different cultural points
of view. The control group also did better on the tests,
especially when it came to recognizing basic politeness
markers and using routine formulas. However, their
answers were still more like literal translations from their
mother tongue and showed less evidence of critical
distance from their own communication habits.

Classroom observations corroborated that the lessons of
the experimental group exhibited a significant prevalence
of linguoculturally oriented interactions. The teacher often
pointed out how different cultures use different ways to
address people, take turns, and give feedback, and she
encouraged students to compare these things to what they
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had done in school before. Students actively participated in
simulations where they assumed various roles, including
that of a novice teacher in a multicultural classroom, a
parent from a different cultural background, or a school
administrator. These activities led to unplanned
discussions about what respectful behavior is, how to
handle disagreements, and how to respond to comments
from students that are culturally sensitive. In the control
group lessons, observer notes documented a reduced
frequency of explicit cultural discussions, and
communicative practice primarily focused on replicating
textbook dialogues or responding to teacher inquiries with
minimal negotiation of meaning.

The reflective  questionnaire  offered  additional
understanding of participants' perceptions. Most of the
students in the experimental group said that the course had
made them much more aware of the cultural aspects of
classroom communication and had helped them notice
small things about how language is used, like tone,
hesitation devices, and non-verbal cues. They felt more
sure of how to handle situations where students
misinterpret feedback or think that a teacher is too strict or
too lenient because of cultural norms. A lot of people said
that they had started to think about their own experiences
as students in a new way after learning about ideas like
intercultural communicative competence and
linguocultural mediation. The students in the control group
liked the course too, but they mostly talked about how it
helped them with grammar and vocabulary, and not so
much about how it helped them grow culturally or
interculturally.

The study's findings indicate that a communicative
approach intentionally focused on linguocultural
objectives can significantly improve the linguocultural
competence of future English language educators. The
greater gains seen in the experimental group support the
idea that communicative tasks based on real-life situations
and cultural contexts help people learn more about
language and culture than exercises that focus on structure.
Through role-plays, simulations, and discussions that
emulated authentic classroom interactions, students
explored various methods of conveying politeness,
managing dissent, and elucidating assessment criteria,
while concurrently contemplating the cultural assumptions
that informed their decisions.

The significant enhancement in  sociolinguistic
appropriateness and pragmatic flexibility demonstrates

that exposure to diverse communicative contexts, coupled
with structured feedback, facilitates prospective educators
in transcending inflexible linguistic conventions towards a
more adaptable application of language. This is important
in professional settings where teachers need to change how
they speak depending on who they are talking to, such as
young students, parents, coworkers, and administrators
from different cultural backgrounds. The communicative
approach facilitates this flexibility by providing numerous
opportunities to negotiate meaning, rectify
misunderstandings, and investigate alternative
formulations within a comparatively secure context.

The heightened intercultural awareness in the experimental
group can be regarded as a consequence of the intentional
reflection integrated into the course  design.
Communicative activities alone do not inherently foster
critical cultural awareness; learners may accomplish tasks
without interrogating their own assumptions. In this study,
communicative practice was succeeded by a guided
discussion wherein students analyzed discourse excerpts,
contrasted cultural expectations, and contemplated
possible interpretations of verbal and non-verbal behavior.
This blend of hands-on learning and analytical thinking
seems to have helped people understand how complicated
it is to communicate in a classroom with people from
different cultures.

The perceptions articulated in the reflective questionnaire
underscore a significant aspect: the influence of the course
on students' developing professional identity. People in the
experimental group didn't just learn new language patterns;
they also started to see themselves as future mediators
between cultures who are responsible for making the
classroom a welcoming and respectful place. This change
in how they see themselves will probably affect the
methods they choose in the future, such as the materials
they use, the tasks they create, and how they react to
incidents related to culture. Conversely, the control group
predominantly perceived the course as linguistic training,
potentially constraining their preparedness to tackle
intercultural challenges in their teaching.

Simultaneously, the results must be interpreted cautiously
due to various limitations. The study was performed in a
singular institutional setting with a limited sample size,
thereby diminishing the generalizability of the findings.
The intervention lasted only one semester, which was long
enough to show measurable differences, but it didn't let us
see how well the skills were retained or transferred to real-
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life teaching in schools. The instruments, although
meticulously crafted and tested, depended partially on
researcher-developed tasks and rubrics that would benefit
from additional validation in more extensive studies.

Despite these constraints, the study demonstrates that the
incorporation of linguocultural objectives into a
communicative  framework is both viable and
advantageous in teacher education. It indicates that
programs training English language teachers should
transcend the perception of culture as ancillary content and
instead integrate linguocultural competence as a
fundamental learning objective. This integration can be
achieved through coordinated efforts across methodology,
language practice, and practicum courses, ensuring that
aspiring teachers consistently engage with and analyze
authentic intercultural communication within pedagogical
contexts.

Subsequent research may build upon this study by tracking
cohorts of educators during the initial stages of their
professional careers to examine the development of their
linguocultural competence and its impact on classroom
management, material adaptation, and assessment.
Comparative research among institutions and nations
would elucidate the influence of local educational cultures
on the implementation and reception of linguoculturally
oriented communicative approaches.

The research aimed to assess the efficacy of a
communicative approach in fostering linguocultural
competence among aspiring English language educators.
The results demonstrate that a linguoculturally oriented
communicative curriculum can yield substantially greater
improvements  in  sociolinguistic  appropriateness,
pragmatic adaptability, and intercultural awareness
compared to a conventional structural syllabus. Individuals
who participated in genuine, reflective communicative
tasks expressed increased confidence in tackling culture-
related matters and exhibited a more sophisticated
comprehension of classroom dynamics in multicultural
environments.

These findings highlight the necessity to reframe teacher
education curricula to position linguocultural competence
as a fundamental professional outcome rather than as an
ancillary enhancement. Course designers and teacher
educators ought to facilitate opportunities for aspiring
teachers to engage in and evaluate intercultural
communication through tasks that replicate authentic

4. Savignon S. Communicative

educational contexts, accompanied by structured reflection
and feedback. By doing this, they will help get English
language teachers ready who can not only teach grammar
and vocabulary but also help students understand and talk
about different cultures in a way that is both simple and
complex.
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