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ABSTRACT

The aim of this thesis is to define the relationship of
culture and language through the review of related litsrature,
on one hand, and to show how significant cultural background is
in reading comprehension by studving on university students, on

the other.

Chapter 0Ong deals with the statemsnt of the proolem,
purpose of the study, scope of the study, hypothesis, and the

definitions.

Chapter Two consists of two parts, and foguses on the
review of the related literasture. The first part includes the
relationship of culture and language. The second ong 1s about

the affect of cultural background in reading comprehension.

What sort of method was used to test the hypothesis is

shown in chapter thras.

Data gathered from the subjects were analvzed and

displaved in tables and graphs in chapter four.

In the last chapter, gonclusions, the results and the
implications reached at were stated. appendixes, and

bibliography ars also attached to the and of this chaptsr.
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INTRODUCTION

Language cannot be separated completely from the culture
in which it is desply embeddsd. Language is at the same time
an outcome or a result of the culture as a whole, and also a
maans by which other facets of the culture are shaped and
communicated. A language doss not exist iIn a vacuum. It is
integrated into ths culture of a people, and reflects the

totality of beliefs and sentiments of the speech community.

Children growing up in a social group learn wavys of doing
things, ways of expressing themselves, ways of looking at
things, what things they should walue and what things they
should regard as worthless, or avoid, what is expected from
them and what they may expect from others. These attitudes,
reactions, and unspoken assumptions becoms part of their life
Wwithout their besing conscious of them. The coculturally
determined features may be recognized in their actions, social
ralationships, moral convictions, and dislikes. A language is
learned and used within such a context, drawing from the
cultural content meanings and  functions  which must be
assimilated by languags learners 1T they ars to control the

languags as native speakers control it.

In a country where thers 1is one predominant culture,
students will have learnsed, as they grow up, to react in
certain ways and to value things. When they come across a

differant set of bshavior patterns and different sst of



values, this may comg& out as a shock, causing them to
consider the speakers of the language they are learning as
strange, bad-mannered, rather stupid, or saven morally lax.
For example, a man =ating cheese and drinking tea at eleven
in the morning would be thought of as a man eating breakfast
in Turkish socisty. But if the cultural concept "breakfast”
is to be describsd, we would probably say "it depends." It
depends upon the time of the day, the type of fTood being
gaten, and many mors cultural considerations built into the
linguistic form. In Turkish culture it could be considered a
late breakfTast, but in another culture it could be considered
a different breakfast, saten after one has worked from eight

a.m Lo tan a.m

The cultural concept is an underlying pattern, not the
specific act, and usually contains or reflects all of the
major elements of most basic patterns. In every language,
avan at the elementary stage of learning, features such as
mentioned above would probably be a problem to handle for
monolingual studsnts. This can be often observed in written
texts such as textbooks, advertisements, literary materials.
Rivers (1968) tells of african students learning English who
were shocked when they read a dialogue in which a person
refused a drink which was a offered second time. In many
societies this would indicate that the visitor had not snjoved
the drink the first time, whereas in others such a refusal is
considered polite behavior in a formal situation, or a natural

rasponse in an informal situation.



Ona particular aresa of language learning and tesaching in
which new guestions are being asked about the relationship
between language and thought 1is in reading comprahansion.
Goodman (1971) has posited a psycholinguistic view in which
reading is viswed as an interactive process between language
and thought. according to Coady (1979: 7), this interactive
procass involves three factors: "conceptual abilities,
background Kknowledge, and process strategiss.” In other
words, for successful reading to ococur, an individual must
possess basic intellectual ability, knowledge of the world,
and reading strategies such as familiarity with the phonology,
graphemes, and lexicon of language. Until recently, reading
classes in language learning have tended to focus on the

process strategies.

according to Fries (1963), in reading a foreign-language
text, we extract thres lsvels of meaning: lexical meaning,
structural or grammatical meaning, and sociocultural meaning.
For lexical or grammatical meaning students may turn o a
dictionary or a grammar textbook. It is sociocultural meaning
that is the most difficult for a second-language learner (SLL)
to perceive, for this involves the values, belisfs, and
attitudes of spesech community. These aspects can be
considered as cultural knowledge, and cannot be ignorsd in a
model of reading. Reading is a complex skill and contains
many different aspects or characteristics. It is not simply a
decoding operation. It is not snough for students only to

figure out msaning, despite ambiguity of the vocabulary



emploved in the text. Therefore, teaching a foreign language
poses a serious problem, especially in a country where
cultural prejudices areg great. For example, a Gresk student
of English, inculcated in beliefs of Turks being wild,
illiterate, and barbarian savages would Ltend to refuse to coms
terms with a reading passage that claimed Turks are not the
way he has believed them to be. In addition, the success of a
second-language program depends on reducing the oculture
bondage of a student and motivating him to undarstand the

culture of the target language.



1.1. Statement of the Problem

Johnson argues that "how a person comprehsnds a text is
related to how the textual material relates to his own

background knowledge," and he points out that "there is a
growing amount of evidence that one very important factor
affecting the reading comprehension of second~language
learners is a lack of necessary cultural background knowledge”

{Johnson 1981:169-181).

In foreign-language learning and teaching we assums that
our students already know how to read, but we don’t pay much
attention to whether or not they adsguately undsrstand what
they read. Readers acauire meaning from a text by analyzing
the words and sentences against the backdrop of their own
personal knowledgs of the world. Such personal knowledge is
conditioned by a wvaristy of factors -~ age, sex, race,
nationality, occupation -- which can be described as a
person’s culture. Most of us are largely unaware of the
effects of culture on our communication with others. What is
here meant by communication is not only language, but also

ideas that must involve a common understanding.

To find out whether culiural knowledge of the target
language affscts communication in learning this language, a
guestionnaire was given to forty students of intermsediate-
level. Thirty students stated that in lsarning English a good

foreknowledge of the cultural aspects of the countries



(England and the United States) where the target language they
have been studving is the dominant tongue, fTorms a part of
their mastering the language. Twanty~-five of the students
stated that they are having difficulty in comprehending
written text such as magazines, advertisemants, and so forth,
though they are adequate in grammar and lexicon. Twenty-
three of the students stated that cultural aspect, of the
target language should be taught, in addition to grammar,

laxicon, speaking, reading, and listening.

Many written materials used in foreign language
classrooms are culturally oriented, thus making it difficult
for target language students to arrive at the accurate
meaning. The difficulty in getting the accurate meaning 1is
ralated to a lack of cross-cultural understanding, rather than
a lack of linguistic compstence. This means that it is not
enough for a person to understand the structure of a
sentance Lo communicats; ong must also Know what s/hea
knows is contextually appropriate. A cultural pattern is a
phanomenon demonstrated often in forms, and is extremely
difficult to describe. Given the social context and the
specific act, & native speaker seldom has difficulty in naming
the cultural pattern. 8/he often has difficulty in
undsrstanding the cultural concepts of what s/he is reading.
In understanding what is going on in a text, as well as having
expactations about behavior and attitudes to beshavior, ws
need also to know about éveryday gxperiences in the culture ,

and have them shared by writsr and reader.



1.2. Purpose of the Study

Az mentioned above, an overhelming majority of students
guestioned believe in ths necessity of acquainting themselves
with the cultural aspects of the language they study, 30
that the target language can be learnt. From the point
of the view of the above findings, it is stated that culture
has been a neglected area in language fteaching and learning
for many vears. Dne aim of this study is to define the
relationship betwsen culture and language. In addition,
there is an attempt to determine how successful the students
trained in the cultural aspects of the target language
{textbooks usad in language learning and teaching often have
to be decoded by Turkish students studying English) are likely

to be in comprehending written culture-based taxts.

1.3, Scopa of the Study

In this study, FTirst of all, the relationship of culture
and language will be shown by reviewing of the related
literature. Next, to show the importance of cultural
knowledas, culture~basad texts with a set of reading
comprehension questions will be given to the intermediate-
level subjscts. The subjects will consist of two groups:
expaerimental and control. Tbe axperimental group will have a
training program of some two months, two hours a week, while
the control group goes on with their traditional education.

Aftar the two months a posttest (the same as the pretest) will



be given to both groups, and the resulits will bs analvzed.
The subjects will all be Turkish university students wno have
never been to any English-speaking country. Somng of Lthe

commonast cultural aspects both in British English and

american English will ba at issus.

1.4. Hypothesis

In  this study, it is hypothesized that there
exists a correlation betwesn learners’ TForsknowledge of the
target-language culiurs, and their acguisition of that
language. Lsarners who have been taught, through a training
pariod, about culture of the target language are more likely
to achleve greater suceess in comprehending written culture-
basaed texts than those learners who have not been provided
with the above- mentioned training. This hypothesis is based
on the “cultural schemata" {(the background Kknowledge asbout

cultural aspects of the language being lsarned).
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Cultural patterns: structured or repeated assumptions,
principles, values, beliefs, and courses of action relative Lo

human social interaction (Damen 1987).

Enculturation: culture learning while going on living,

and socialization in native culture.

Intercultural communication: acts of communication
betwaen individuals sharing given cultural characteristics;

communication between subcultural groups.

Pragmatics: study of the use of language in
communication, particularly the relationship between sentences
and the context and situation in which they are used (Longman

Dictionary of applied Linguistics).

Psycholinguistics: study of the mental process that a
person uses in producing and understanding language, and how
the human learns language (Longman Dictionary of Applied

Linguistics).

Sociolinguistics: branch of linguistics dealing with
language in relation to social factors, that is, social class,
educational level, type of education, age, sex, etc. (Damen

1987).
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CHAPTER 2
2. REVIEW OF LITERATURE
2.1, LANGUAGE AND CULTURE
2.1.1. Pafinition of Culture

Since this thesis is based on language learning and the
importance of cultural aspects in language learning, culture
may be defined as the total set of beliefs, attitudes,
customs, behavior, social habits, and so forth of a person who
belongs to a particular socisty.

Scholars often define culture Iin two different wavs. "In
the anthropological sense, the definition is often labeled
amall-c culture’... which means that its breadth encompasses
the life of population. Another definition focuses on the
major product and contribution of a society in gensral, or of
outstanding individuals in that society. With this approach,
often referred to as “large~C culture’, students deal with the
economic, social and political  history, and thas great

politicians, heroes, writers, artists, etc., of the nation”

{(Rivers 1968: 318).

Listed below are sevaral definitions of culture.
They sach reveal some facet of this concept and offer insight

for those who would better understand oculture’s nature,



function, components, and characteristics. The chronological
arrangsment provides a simplified way of reviewing ths
changing nature of culture as it has evolved in the fisld of
anthropology and related disciplines, from the mid-nineteenth

century to the present tims.

Tylor (1871) points out that "culture or civilization,
taken in its wids ethnographic sense, 1is that complex whole
which includes knowledge, belief, art, morals, law, custom,
and any other capabilities and habits acquired by man as a
member of society” (cited by Damen 1987: 73). This is ths
classic anthropological definition of culture; it emphasizes
the inclusive nature of the concept of culture as the major
combining concept under which 3ll other wvariables must be
placed, including forms of communication, artifacts, belief

system, and habits.

Kluckhohn points out that "culture is a way of thinking,
feeling, believing. It is the group’s knowledge stored up (in
memories of men; in books and objscts) Tor future use.... A
culture constitutes a storeghnuse of the pooled learning of the
group” (Kluckhohn 1944: 24-25). The above definition was
affered at a time whsn the emphasis was on anthropological
field work, highly inductive research, and the discovery of
the many variations that cultural patterns might take. The
concept of culture, defined above, emphasized what 1s

obssrvable and shared.
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In addition Lo these definitions, some touched on the
close relationships of language and culture, and on  the
individual who bears a culture and given cultural system.
Kluckhohn broadens the definition of culture and says that
"culture is like a map... No participant in any culture Kknows
all the details of the cultural map... Just as a map isn’t
the territory but an abstract representation of a particular
area, 80 also a culture is an abstract description of trends
toward uniformity in the words, deeds, and artifacts of a
human group. If a map is accurate you can read it, vou won’t
get lost; 1f vou know a culture you will know your way around

in the life of a society” (Kluckhohn 1944: 29).

According to Hall, "oulture is  communication and
comnunication is culture” (195%9: 169). In this definition the
concepts of communication and culture are integrated, and
implications are extendsd. Therefore, if communication 1is
culture, and vice versa, than, human beings cannot adeguately
communicate. Language and culture have influsnced sach othar.
A growing adeguate comprehension of peoples’ behavioral
patterns and thelr underlying wvalues clearly give a more
positive attitude to the person who is trving to learn the
target language. Furthermors, language meaning is obscured

without some recognition of cultural values.

Definition of culture in recent researches has focused on
culture as a system of ideas or organizations of cognitive

knowledgs. According to Goodenough, "a society’s culture
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consists of whatever it is one has to know or believe Iin ordar
to operate in a manner acocseptable to its members” (Goodsnough

1964: 38).

By such definition, it seems that culture 1is not a
material phenomenon: it does not consist of things, peopls,
behavior, or emotion; it is, rather, an organization of these
things. It is the form of things that people have in mind,
thair modal for perceiving, relating, and otherwise

interpreting them (Damen 1987).

Dther definitions were then to follow even more abstract
formulations, concentrating not only on universal properties
of the human mind, but also on ths process of symbol sharing,
and the relationships they genarated. For gxample,
Schneider, by 1972s, states that "culture takes man’s

position vis-&-vis the world rather than a man’s position on

how to get along in the world as it is given... " (cited by
Damen 1987: 70). According to Schneider, culture floats on a
higher plane than observable bshavior. Thus, culture is
defined sz a system of svmbols and meaning. It comprises

categories, or units, and units and rules about relationships

and modes of bshavior that cannot bs put into words.

In 1974, by analvzing cultural symbols and meaning and
their usage between individuals, Keesing defined culture as "a
system of competence shared in its broad design and deeper

principles, and varying hestwaen individuals in its



specificities, not all of what an individual knows and thinks
and feels about his world" (Kessing 1974: 89). This
definition addresses the recurrent problem that faces all
those who would study culture. Cultural symbols and meanings
are shared through interactions betwesen individuals, and yet
the fTull range of meaning is never fully understood by any
individual who suffers in understanding culturse. In addition,
if a person acguires cultural patterns as an individual,

then the main part of culture must be in the individual.

Frake, by considering the definition of Kluckhohn in the
1940s, claims that people are not only map readars but
are also map makers. He states that "culture doss not
provide a cognitive map, but rather a set of principles for
map making and navigation... Differant ocultures are liks
different schools of navigation designed to cope with terrains
and seas” (Frake 1981: 375-376). These definitions of
culture emphasized the importancs of human diversity and
variations in patterns of beshavior, The authors, who defined
culture as above, stressed the insider’s view and the role of

culture in human perception.

"Culture refers to that rslatively unified set of shared
symbolic ideas associated with societal patterns of cultural
ordering" {Gudykunst and Kim 1984:11). Here, a definition
of culture focuses on the symbolic nature of cultural meaning
and its relationship fo the way socisties are ordered, as well

as on the role of culture in this ordering.
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ALl the definitions cited abovs give different
daefinitions of culture. Aftsr reviewing all these definitions
, for the purpose of this thesis, culture is defined as the
background knowledge about some cultural aspects (attidudes,
customs, behavior, wvalues, social relation, differsnces in
age, amount of intimacy, social positon, and emotional tension
reflected in the choice of appropriate pronouns and verbs) of

the language being lsarned.

z2.1.2. Components of Culture

After such definitions of culture, major areas of culture
should be studied. Therefore, components of culture must
not  be ignored. Edward T. Hall derives one hundred
categoriss from ten primary message systems, which ars
1. Interaction, 2. Association, 3. Subsistence, 4. Bisexuality
5. Territoriality, 6. Temporality, 7. Learning, 8. Play,

9. Defense, and 10. Exploitation.

From thess ten primary message svstems, Hall has created

an interrelated Map of Culture (Hall 1959: 174-175). The
ordear of the ten systems (in Figure 1) is supposed Lo
represent theoretically the svolution of culture. Each
primary title horizantally and wvertically includes ten

cultural components, totalling a hundred subtitles.

According to Damen, “"the Hall grid provides a handy

reference to consider major areas of cross-~cultural variation,



including such social categories as role, status, class, and
hierarchy, as well as the physical and psychological
anvironmant. NDther wvariations can be found in perception,
patterns of thinking, relationships of individuals, functions
of language, and nonverbal gcommunication, including usss of

space, time, gestures, and body movement” (Damsn 1987: 89-92).

Mall (19859) gives a brief explanation of these ten
primary message systems as follows:
Interaction is a primary characteristic of all life, and
Ultimatsely evervthing man does involves interaction with
something else.
Association is the basis for ths structuring of societies. It
has 1ts roots in the Jjoining of individual units.
Subsistence deals with the nutritional reguirements of man and
the way in which these are met in a particular societv.
Bisexuality is the "answer"” most life forms adopted to meetb
the need of a mixed genstic background.
Territoriality and Temporality help man to define himself.
Learning is the desp and wide knowlsdge gained through reading
written texits and study, and is important as an adaptive
mechanism.
Play deals with the activities of the people for amusement,
and also includes humor.
Defense includes religion, war,law enforcement, medicine, etc.
Exploitation is the extension man makes of his body to

Uutilize the environment (Hall 19859: 46~60).
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2.1.%. L.anguage and Culture

The native language is learned along with the ways and
attitudes of a social group, and these find expression through
the langusage. Thus, the language is an internal part of the
functioning social system. The psvchologist Osgood set out a
theory of language "meaning”. He states that full meaning of
words for individuals is the result of the sum total of
exparisnces they have had with those words in ths environment
in which they learned them. When individuals are from the
same group, there will be no particular problem, as they have
had similar experiences. The meaning of a "word" is shared by
them all, but it may differ in certain respects from ths
meaning this word has for another group {(cited by Rivers 1968:

318).

Culture has been attached to language lsarning and
teaching. The language teacher is supposed to be cultured
person and the learnsr is supposed to enhance his own culture
as he learns a second language. The culture of a foreign
country whose language is being studied, as reflected in its
literature, art, architecture, music, dance, and like is the
subject of much consideration and is often treated at length
in spssch through pictures, newspapers, clothing, and other

cultural articles and in other ways.

Since value judgements are acquired in the culture in

which the individual has grown up, and are accepted without
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much qgquestion by most members of a major social group or
perhaps more particularly within a sub-group, individuals
need to be conscious of the wvalues and attitudes held by
speakers or writers with whom they are interacting. KWhen an
English speakers say he is a "truck driver" we understand he
drives trucks for a living, while few would give the sams
interpretation to "he is a Volkswagen driver.” The smbedded
cultural information is that people do not normally drive a
Volkswagen for a living, as they may trucks, but can only own

ona to drive to and from another poccupation.

To make the communication sensible, meaning of the
spesech or the sentences should be analyvzed and correctly
interpreted. In the analvysis of the meaning, Bever (1972:101)
states that there are four components of meaning that make the
communication sensible. These are semantic meaning, cultural
ideas (of which linguistic ideas are a subset), linguistic

ideas, and psrsonal ideas.

Semantic meaning represents the central msaning or the
maaning of the objscts related to ths real world. This
thinking is shared across cultures, because human beings have
had similar experiences in a common physical raality. Semantic
meaning is drawn by the knowledgs of the content of the words
involved {(plus knowledgs about maeanings combined in
sentances). For example "she cannot bear children” may have
two meanings, by dealing with the two meanings of "bear".

First it may be understood "she is unable to give birth to
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children”, second "she cannot tolerate children”. The words

bear” used in the above sentences has ths same sementic

property in its use as a verb.

Cultural ideas represent the meaning of a concept with
refersnce to 1its user, context and situation. " ’“She is
mourning’ conveys the notion of wearing black to a Italian,
but wearing white to a Korsan” (Rivers 1968: 319). Thes
semantic meaning conveved to both is the visible expression of
sadnaess at the death of some person. The cultural ideas of
black or white as appropriate for mourning does not affect the
assential semantic meaning of "mourning,” although lack of
knowledge of the cultural idea implisd by the statement may
result in  inappropriate behavior and miscomprehension, as for

a Turk, (’She is not mourning! She’s wearing white!’).

Linguistic ideas refer to the way the structural forms of
a language shape the message conveved and perceived. "Will we
g0 now?" may be expressed in Turkish "Simdi mi gidece@iz?” The
reaction of the parties may be the same, but the form of the
message in Turkish throws the stress on nowness, and the
immediacy of it, as conveved by the future tense of the verb.
The English expression makss smphasis on who is involved in
the going and the who takes part in making the decision. This
maans that Turkish-speakers stress the going and the time, but
on the other hand by a native spsaker of English stresses who

decidaes to go.
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Personal ideas must be considered within both
interpersonal relations and interpreting artistic expression
(in songs, poams or other forms of literary sxpression). With
one family "I can’t go out! My aunt is coming!" may be clearly
understoond, because visits by aunts are always preceded by
thorough housecleaning. In another family one would expect: "I
can see you tonight as long as I'm home by ten. My aunt is
coming.” In this case no special preparation is reguired for
visits by aunts because they are considersd mesmbers of the
immaediate Tamily group who integrate effortlessly into the

situation as they find it.

By analyzing the components of m2aning, Rivers states
that "students acguiring another language must learn how to
exprass thea semantic meanilng {(through acguisition of
vocabulary, idioms, wverb forms, articles, and so on); they
must learn the connotative meaning of these sxpressions as
used in the new culture (the evaluative and reactive aspects
of meaning) along with the special linguistic devices emploved
Wwithin culture for the sxpression of these meanings” (Rivers,

1948: 320-322).

Whether it is realized or not, conveying impressions
of another culture can not be avoided. Rivers states that
"language can not be separated completely from the culture in
which it is deeply embedded, and any listening to the
utterancas of native speakers, any attempt at authsntic use of

the language to convey the msssages, any rsading of original
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text, any axamination of pictures of native speakers engagsd
in natural activities will introduce a cultural elsment”

(Rivers, 1968: 320).

Arguing that foreign-language teaching aims to instill
new values in the learner, values associated with the languags
and oculture, Alptekin and Alptekin (1984) suggest that
teaching English as a foreign language in Third World
countriss can lead to cultural colonization, because the
culture of the English-speaking world is not clearly
contrasted with that of the lsarner’s own. They suggest that
the model which the learner is reguired to carry on should be
clearly that of the successful bilingual rather than of the

monolingual and monocultural native speaker of English.

Buttjes (1982) identifies thres basic positions. The
firet, ‘“pragmatic-communicative oriented’, means teaching
about culture which is intended to alleviate problems of
comnunication in the target language. The second approach is
to give learners a critical understanding of a foreign people,
of their own view of themselves and their wvalues. This is
called "ideological-understanding oriented”. The third one is
called "political-action oriented". This suggests the
developing of critical understanding, =sncourages learners to
accept particular historical developments and pressnts social
situations as definite and fixed, to respond critically,
analvtically, and, as a consequence, to analyze their own

social environment with critical understanding. Buttjes then
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claims that "culture learning is actually a key Ffactor in
being abls to use and master a Toreign linguistic systesm, and
it is a part of language learning and teaching” (cited by

Byram 1989: &0).

Learning to understand a foreign culturs should help an
individual who learns another language (culture which s/he is
trying to understand) to use words and expressions more
skillfully and authentically; to understand lesvels of language
and situationally appropriate language: to act naturally with
people of the other culture while recognizing and accepting
their different reactions. In addition foreign language leads
to learning about the native speakers of a language in order
to understand, accept or tolerate, or even assimilate their

values and way of life.

Language 1is the most typical, the most represantative,
and the most central element in any society. l.anguage and
culture are inseparable; it is better to see the special
characteristics of language as cultural items and to recognize
that language enters into the lsarning and use of nearly all
other cultural slements. Every language makes a relatively
narrow choice of the vocal sounds that are available for
speech, and, in the same way, avery language makes a
controlled choice of the possible modes of human living.
Every societal group has a culture uniguely its own, Jjust as
it has a language that is completely individual and self-

sufficient: Jjust as there often many dialects of a given
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language, s0 there often are many subcultures of a given
culture. The view that language is the keystone of in the

structure of a culture is stated by Sapir as follow;

Language is an essentially perfect means of expression and
compunication among every  known people. OFf all aspects of
culture, it is a fair guess that language was the first to receive
a highly developed form and that its essential perfection is
prerequisite to the development of culture as a whole (Sapir 1970:

1).
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2.1.4. The Whorfian Mypothesis

One of the major studies of some scholars for more than a
cantury has been to understand the relationships betwesn this
diversity in languages, and human diversity of thought and
culture. In prasent davs 1t is recognized as of interesst
particularly to anthropology and linguistics, because it
relates linguistic formg to culture,. In the nineteenth
century the German linguist wvon Humboldt suggested differsnt
ways in  which a language categorizes, imposing on the mind
ways of organizing our knowledge: the diversity of
languages, therefore, is not one of sounds and signs but a

diversity of world perspective (Stern 1987: 204).

Bonas, Iin studving american Indian languages, pointsd out
that study of language was of great importance in ethnological
study. By comparing the cultures of different socisetes or
small groups of peoples and studying how language is used in

such socistisgs, he suggested that:

... the study of language must be considsred as one of the nmost
important branches of ethnological study, because, on one hand, a
thorough insight into ethnology can not be gained without
practical knowledge of language, and, on the other hand, the
fundanental concepts illustrated by human languages are not
distinct in kind from ethnological phenomena; and because,
furthermore, the peculiar characteristics of languages are clesrly
reflected in the views and customs of the peoples of the world.
(cited by Damen 1987: 126).

Edward Sapir, suggested that speech 1is a "non-

instinctive, acguired, cultural function,' and makes a
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instinctive). He comparad the functions which human beings
acquired, considering instinctivensss and non~instinctiveness,
but did not comment clearly on the relation betwesn language
and thought. At the end he accepted that there is a close
relationship betwesn language and thought, and stated that:

Culture may be defined as what a society does and thinks.

Language is & particular how of thought. It is difficult to see

what particular relations may be expected to subsist between a

selected inventory of experience (culture, a significant selection

made by society) and the particular manner in which the society
expresses all experience (Sapir 1921: 218).

The writings of Whorf, were particularly influential 1in
keeping the lines open to a wider conception of language in
relation to culture, soclety, and individual. The studiss for
finding out the relationship between linguistics and
anthropology {and psychology) wers those which were
assocliated with Whorf’s name, sometimes referred to within
principle of linguistic relativity, the Whorfian (or Sapir-
Whorf) hypothesis, or the linguistic "Weltanschauung” (world
view) problem (Stern 1987: 203). World-view problem includes
sets of of culturally shared realities. These realities are
the gculturally constructed world perception, meaning and
practice that members of any culture take to be absolutely
correct and genuine. World view consists of attitudes,
beliefs and assumptions about the environment, human
relations, soncilal organization, and all that constitutes human
life. Language learngrs are only too well aware of the fact
that certain aspects of a new language ~-- items of vocabulary,

or grammatical featurss -- often imply concepts for which the



native language has no esguivalsnt. One language may have
separate wvocabulary items for concepts which arg left
undifferentiated in ancther languages. A famous illustration
of this fact, given by Boas, and later impressively
illustrated by Whorf in a drawing in one of his papers, was
that the Eskimo language has various expressions for the one
English word “snow: snow on ground {apout); falling snow
(guona): drifting snow (pigsirpog): or snow drift (guiumpsug)”

{cited by Starn 1987: 204).

Whorf was dssply impresssad with the powser of language
over man’s mind, and attempted to make a theoretical statement
concerning the cultural implications of linguistic
differences. Whorfian hypothesis states that "a causal arrow
can be drawn from language categories and forms to cultural
items and meanings, which in turn add up to a unigue world

view or system of cultural meanings” (Whorf 1956: 214).

Over the last two or three decadss several investigators
have tested the Whorfian hypothesis, with conflicting results
-~ in studying different aspects of language in relation to
extra-linguistic factors in different cultures, such as
kinship terms, color terms, number words, dispase
terminologies, human relations or modes of address. The
consansus on this problem that language develops in a social
community. A product of social usage, a treatment of language
in the wview of cultural differences, is well saxpressed ih the

following three statements:
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{. Language primarily  reflects  rather than creates
sociocultural regularities in values and orientation.

2. Languages throughout the world share a far larger number of
structural universals than has heretofore been rscognized.

3. If we can put aside the issue of what first causss what, or
think which ons is prior, language or societal behavior, we are
left with the fascinating process of ongoing and intertwined
conversation and interaction. In these procssses language and
societal behavior are equal partners, rather than one or the other

of then being boss and giving orders to the other (Stern 1987:
206).

In language teaching and learning, the above studises have
been sxtremsely important. ansalysis of the above results has
led to the widespread belief that a language learner should
not only study the cultural context, language and culture, but
that s/he should also be aware of the interaction between
languags and oculturs; language in oculturs, culture  in
language. It can be said that there is a closs relation
between sogial structure and language. Language is one of the
issues, besides the economics, institutions, and ths rules of
stigquette, morals, and law, which make up the social

structure.

Malinowski represented in Britain an anthropological
school of thought in which languags plaved a much more
significant role. He believed that undsrstanding of ths
language was impossible without constantly relating it to the
culture in which it was operative. Using as an illustration
an wutterance of a native in the Trobriand Islands who was

talking about a cance trip and superiority of his canos,
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Malinowski observed that such an utterance 1is totally
incomprehensible, wunless it is placed into its cultural
satting and related to the circumstances in which it occurs.

Following this observation Malinowskili stated that

Language is essentially rooted in the reality of the culture, the
tribal 1ife and customs of the people and it cannot be explainad
without constant reference to these broader contexts of verbal
utterance. The study of any language spoken by a people who live
under conditions different from our own and involving a different
culture nust be carried out in conjunction with a study of their
culture and of their environment (Malimowski 1923: 305)



31

2.1.5. Intercultural Communication

When individuals communicate through language,
understanding of what 1is hasppening relates to the similar
interpretation of the words and concepts they USE.
Misundarstanding often results from the use of the word that
can convey more than one concept. Intercultural communication
deals with this kind of problem which individuals often come
up against. This concept is as o0ld as human society. Porter
and Samovar state that this process ooccurs when 8 messags
producer is a member of one culiure and the message receiver

is a member of another (Porter and Samovar 1982)

Intercultural communication can be defined as acts of
communication undertaken by individuals identified with groups
axhibiting intergroup variations in shared soclal and cultural
pattarns. These shared patterns, individually expressed, are
the major wvariables in the purpose, the manner, the way of
acting, behaving, speaking, living, and the means by which the

communicative process is affected,

& basic assumption reflected by most writers on the
subject is that instances of intercultural communication are
more likely to result in miscommunication than in meaningful
communication. Porter and Samovar state tﬁat intercultural
communication can entail "error in social perception brought
about by cultural wvariations that affect the perceptual

process” (Porter and Samovar 1982: 42).



Thus, the perception or interpretation of the communicative
act by any and all of those involved 1is assential.
Communication may indesd be taking placs, but unless it is
perceived correctly, problems will arise, and the

communication chain will bes broken.

For example, an English-speaking american teacher was
addressed as "Miss" by a student whose native language wWas
Dutech. The teacher reacted coldly because she perceived the

"

use of the term "Miss" with no surname as an inappropriate
mode of address, usually reserved Tor waitresses or clerks
with whom impersonal terms could be used. Why this student
used this term for teacher is not a difficult guestion to
understand for a person who is acguainted with both Dutch and
American oulturs. He translated the traditional Dutch term
for a female teacher, rouw, to the English Miss. The

studsnt was very oconfounded by the teacher’s disapproval

{(Damen 1987: 23)

Following this, Damen claims that "intercultural
communication as a process involving an attempt to bridge a
cultural abyss is often marked more by pain than
pleasure, and less by success than by failure... Different
cultural patterns, translated into rules for living,
artifacts, wvalues, beliefs, naming, social relations, and all
alemants of human social life, have evolved to meet universal
human problems. Thess problems are universal; the sclutions

are culture specific. Besides, while these patterns are
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shared Lo some degree by members of the same cultural group,
individual perception and transactions betwsen the public and
private worlds of sendsrs and receivers provide a unigue frame
of refarence for every intercultural or intercultural

communicative act"” (Damen 1987: 24).

2.1.6. Theory and Practice in Intercultural

Communication

The field of intercultural communication is supported by
various academic disciplines; Figure 2 represents a schematio
view of the relationships of theory and practice in the field
or discipline known as intercultural communication. This
field includes cross-cultural practice, theory, and
research. Tha two-way arrows indicate that the flow of
information and knowledgs moves both horizontally and
vertically, within and outside the "field" of intercultural
communication, and between individuals and groups. Thus
theoretical contributions may be drawn from outsids the field
of intercultural communication into the practice of second-
language teaching and learning. When thus filtered, "borrowsd”
concepts such as culture and perception are altered liks
pieces of glass when shifted by a turn of a kaleidoscops.
The relationships of these same pileces, one to another, have
been altered; new patterns are Tormed. Before, the pattern
seemad familiar; now it seems unfamiliar. In like manner,
theoretical positions have developed in ths field of

communication. In addition, thess positions have Dbaen
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questioned more rigorously when viewed in an intercultural

frame (Damen, 1987).

Al though field-specific theory is developing in
intercultural communication, the main theoretical support
continues to come from sister disciplines. In which manner
cultural differences influence communication is closely
connected with anthropology and other social sciences, such as

sociology, linguistics, psychology, and communication.

» THEORY

Linguistics Anthropology Sociology Psychology t:ommimication
AN £

S s
INTERCULTURAL COMMUNICATION

| RESEARCH/PRACTICE
Cross-cultural Awarensss Intercultural Communicative Second-Language
Skille/Training Learning/Teaching

~of|

-

Figure 2 Theory and Research/Fr

aclice in International Communic
ni
Damen 1987: 92 cotton
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Linguistios

Language is a major tool of cuthral interaction.
Theories of language have been changing. Aanthropologist
and linguist Pike suggested that fiseld methods used in the
analysis of linguistic forms could be applied to the analysis
of cultural data. Me tried to identifty relevant cultural
categoriss for given cultural groups, and stated the role of
cultural information, the unconscious but, according to Pike,

the source of culturally meaningful knowledge (Pike 1967).

In the 1970s, linguists such as Halliday (1978), and
Hymes (1972), stated that in language use (use of language in
the environment 1in which meanings ara changed),
linguistics (the study of language), and social variations
{age, sex, personality, social status, and so on) semantics
{the study of meaning), and the Ffunction of language (how
affective language can be used) have been transmitied to the
"borrowers” coming from related disciplines. The influence
of borrowers on intercultural communication has brought out
the communicative act related to culture-thought-perception
into open importance. It has been accepted that these.

concepts have a vital role in communication.

Current interest in the function of language in use has
not only had a major impact on second language but alsc
brought the attention of the language teacher to the influence

of cultural differsnces.
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Anthropology

It is difficult to distinguish sociology and anthropology

from one anothsr. But 1t can be said that anthroplogy in
human life is wider than sociology. Greenberg defined
anthropology as "the description and explanation of

similarities and differences among human ethnic groups”

{cited by Stern 1987: 195%). It includes the study of
physical wvariations among human racess. It is not concerned
with the individual human organism. It relates to the

individual only as a representative of a race or ethnicity.
Culturs, as a major human adaptive mechanism, in all its
world-wide diversity, colors all major variables that must be
taken into account in investigating and understanding the

procaess of intercultural communication.

In anthropology the importance of language has been
widely acknowleadged throughout the present century. among
anthropologists the principle is well sstablished that it is
necessary to study the language of any ethnic group and to
examine the relations between language and culture, The
growth of linguistics and that of anthropology as human
sciences in the twentisth century are closely bound up with
one another. Anthropologists have recognized that, up to a
point, languags can be studisd as a self-contained system and

reguires an sxpertise of its own.
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There is a close interaction between linguistics and
anthropology. This intsraction is reflescted in the
development of a border field, sometimes referred to as
"linguistic anthropology” (i.e., systematic investigation of

the relation between language and culture from thes point of

view of anthropology) and sometimes as "anthropological
linguistics" (Stern 1987: 195) (i.e., expertise of the
linguist in dealing with languages problems in
anthropological research). This relation attracted some

scholars to study on this matter and find out in which mannsr

anthropology and linguistics influence each other.

Boas, Krosber, and Sapir, studving languages in the first
half of the twentisth century, had bescome familiar with widely
divergent cultures and had lsarned to accept them as differsnt
patterns of living. Kroebsr like Boas was as interested in
languags as in culture and his research and writings have

contributed to both (Stern 1987).

Sapir was always interested in the relationship between
language and culture as an important problem for anthropology,
linguistics, or psychology. He acknowledged language as a
valuable guide to the scientific study of & given culture,
because "the network of cultural patterns of a civilization is
indexed in the language which expressed that civilization”
(Sapir 1970: 68). He also claimed that "Language is a guide to

soclial reality’” and "a svymbolic guide to culture”.
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Like Sapir, Bloomfield studied anthropological
linguistics. In the 1%30s he demanded development of a study
of linguistics which delibesrately abstracted from
meaning and the sociocultural arvironmsnt of language
(Bloomfield 1933). It is only in the sixties that linguistic
thought rediscoversd m2aning and sociocultural relations; a
rengvated interest in semantics and the developmsnt of
sociolinguistics have had an effect on the study of the above-
mentionad concepts. In spite of the emphasis on a study of
linguistic structurs apart from culture and society, interest
continued to be expressed Iin the interaction bstwsen culturs,

society, and languags.

Sociology

Sociology has baan concernad With individual
sociocultural variables, such as age, sex, attitude, and
motivation, and with theories of social organization,
description of social groups, and social psychology. Thess
variables have provided the basss for numerous studies with
the added dimension of intercultural context by cross-cultural
visw. Sociology tends to explain aspects of social lifs,

{(for example, the changing role of the family or the

organization of work in industrial society). It deals with
the regulated relationships baetwaen different social
problems. For example the relations betwesn religious values

and aconomic structure, or bhatween soclal class and
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aducational advancement.

Sociolinguistics and the study of language in context
has been developsad, Jjoining the forces of linguist and
anthropologist to those of the sociologist, in a shift of
interest from the linguistic competence of the ideal
speaker/listensr, the primary concern of ths2 generativs
grammarians, to an interest in the communicative
competence/paerformance of the real speaker interacting
in  a real world orderad by rulas of communicative

appropriatensss and wvarlability.

In the early 1970s, the theoretical position of
anthropologists and linguists in relation to basic oconcepts
such as language, culture, &«nd communication was changed to
interest in language study and in culture study. Labov (1972)
suggested that sociological wvariables relating to community,
social class, and social norms, should be analyzed: social
institution, role, status, group function, social structure,

and culturs.

Asenta and Vera 1983; Gudvkunst et al. 1984, called for
the addition of cross-cultural factors in the reassessment of
the use of ways, definition, methods of sociological and
psychological measurements, and they developed and tested the

conclusionsg comparing and contrasting monocultural context.
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Psychology

Psychology is one of the most important disciplines in
language learning and teaching. In many wayvs the field of
intercultural communication has been neglected in the somawhat
unexpected relationships of professionals in the fields of
communication and in psychology and social psychology.
Paychologists have long been interested in cross-cultural
differences in perception, evaluation, personality and
cognition. As language teachers, if we observe the
language 1learning among our students, we will probably find
out that some are successful while others seem to struggle
rather helplessly. The expressing of this situation is bound
to  use psychological concepts, because our thinking on
learning is inevitably influenced by the psychological
knowledge that is the common understanding of human behavior
in one’s culture. According to Stern, the psychological,
tarms  that can atfect our life may be "remembering,
forgetting, skill, motivation, frustration, inhibitions, and

s0 on' (Stern 1987: 290).

The rols of the psychology on cross-cultural
communication was studied by Sapir, and he stated that "the
impact of the individual communicator’s personality as well as
psycho-cultural wvariations iIin perception, attitudes and
motivations represent major variables in the outcome of any
communicative act, as in language learning” (Sapir 1970:

21). In the sarly times, while studying the relationship of
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psychology anthropology and cross-cultural ocommunication,
Banedict astablished cross-cultural variations, some of
which have  been identified with given cultural and
communicative issues and patterns (Stern 1987). These
studies take on new meaning and call for reconsideration when
filtered through the field of intercultural communication. As
in all borrowings of socisl concepts, the borrowing of
psychological constructs, methods, instruments and
generalizations has fostered an interest in examining thes

relationship betwesn communication and psychology.
Communication

Developments in the field of intercultural communication
come most directly from those in communication who were first
asked to handle the problems in a scholarly way, the problems
of understanding those who sought to communicate. Writers
such as Hoopes (1979), and Harris and Morran (1979), who were
interested in the field insisted that communication involved
perception, a physical and social context interaction, and

feadback, but, above all, showed cross-cultural variations.

The scholars who were first interested in the field of
intercultural communication, were communication professionals.
They brought some basic assumptions about the nature of
communicating. Gudykunst and Kim (1984) listed ssveral such
widely accepted assumptions. They state that "communication

is assumed to be symbolic, processional, transactional,
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attributional, and sometimes nonintentional. It involves the
coding and decoding of maessages in different times and
places, and at varying levels of awareness” (Gudykunst and Kim

1984: 6-10).

Porter and Samovar state that "communication is an
intricate form of interaction, social acts that occur in a
complex social environment... The social environment is
culture, and if we truly are to understand communication we

also must understand culture” (Porter and Samovar 1982:31).

CULTURE AND COMMINICATION

SOCIOCULTURAL MATRIX

SETTINGZLOCUS OF COMMUNICATION
f/’RTBEB\\\\
- -k

of N RECEIVER

SENDER

Figure 3 Culture and Commumeation
Damen 1987: 27

Figure 3 from Damen (1987), shows that a communicative
act takes place within the context of a sociocultural matrix
whose boundaries are drawn by the identification of a number
of individuals as sharing given cultural assumptions,
behaviors, patterns. The setting, which operates within the

general matrix, provides the locus of communication: it is
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also culturally conditionsd, for example, in terms of the usss
of communication, manner of spaach, or styles of
communication. The communicative act itself is nestled within
this setting and takes place in a circular manner so that

sander and receiver roles can be assigned interchangeably.

b
0
{

Pract

The field of intercultural communication has served to
filter concepts and perceptions from many disciplines which
relates to communication, and, while doing this has provided
1ts own unigue parspectives. In practice, these perspectives
have been applied to ressearch into cross-cultural differences
and similarities in parception, communication styles,
socialization, svaluation, cognition, culture change, and many
othaer sociocultural phenomsna. In addition, problems of
prajudice, acculturation, oculturs shock and second-languags
learning, viewed from an intercultural aspects, have taken on
new dimension. Finally, the role of thse "borrowed” concepts
have besan redefined in the new field, and are now smerging
with greater force and potential as the answsr to those which

could not be sxplained before (Damen 1987).

In practice, the main problem is, while developing cross-
cultural awarensss (as the Tirst step in cross-cultural
understanding and communication), to focus on study and
training. The communicative act itself including all its many

individual, and the meanings of cultural aspsects 1is now



44

recognized as a major analvtical unit. In practice this has
msant that success or fallure to communicate rests to a great
axtent upon the combination of personal, social, and cultural
characteristics each participant brings to the communicative

act.

Consideration of the relationships indicated in figure 2
should sensitize the reader to the fact that there are many
thaoretical foundations ot research and practice in
intercultural communication. These can explain thoss
confusing and often contradictory definitions of key ooncepts
found in the literature and research in the field. The
difficulty of getting the correct interpratation in
communication has led the allied disciplines to have a wvital

role in intercultural communication.
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Z2.1.8. Cultural Competence and Communicating in Context

In a text the structurses and voocabulary are not enough.
There are different kinds of knowledge, to be drawn from
sources other than the text itself, which readers make use of.
Irving points out that "oculture and communication cannot be
separated from each other, and good communication skills
depend on becoming fTamiliar with the cultural cCcontext

1

to which a language naturally belongs.” (Irving, 198&%: 239).
The asuthor also seeks to help students bridge the gap betwesn
linguistic angd ocultural ocompstence that often sxists for
students who have already spent soms time (in some cases

vaars) studving the English language by foousing on its

linguistic features rather than its cultural features.

Dur cultural compatences consists of an extremsly
complicated set of beliefs, knowledge, feslings, attitudss and
bahavior. Irving defings the terms of cultural compelence as
“the ability to understand cultures -- one’s own and others
== by means of objective, non-Jjudgmsntal comparisons. It is
an appreciation for, an understanding of, cultural pluralism -
- the ability to get rid of our ethnoocentric tendenciss and to
accept another culture on its own terms. Many cross-cultural
interactions go sour dus to a lack of such a competsnce”

{(Irving, 1986:31).
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Culture competence is crucial when constructing a meaning

k%

from a text. Readers bring their real-life experiences to any
particular reading experiencs. o difficulty may arisse whers
there is an insufficient correspondence betwesn the sorts of
knowledge, expectations and purpose which the reader brings to
the text, and tha kinds of knowledge, expactation, and purposs
asaumad by the writer. This is likely to be the case whare a
reader and writsr come togsther from different cultural or

sub-cultural groups.

In a text, words do not solely give the exact meaning on
thair own. Readers bring msaning with them to texts. Carrel
{1983a) points out that the text itsslf does not carry
meaning. A text only provides guidance for listeners and
readers as to how they should construct the intended meaning
from their own previously scguirsd knowledge. In absence of
relevant background knowledge or for lack of wusing the
context, any meaning may Taill to be constructed. Here is an

i1llustration:

leno of Elea, a fifth century 8.C Greek, was the first to wonder how a specific
interval could consist of smaller intervals that could be subdivided endlessly.

(Boslough 1990: 55).

Aalthough dictionary definition of sach word here could be
givern, and sentence structure could be identified ®asily by
some peopla, many othsrs, coming to it without introduction or

praparation, could not make sense of it. It can be understood
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on one level, but cannot be interpreted, Tor a simple reason:
One may not clesarly understand what 1t is about. To be able
to understand a text (in other words to communicate 1in
context), we must know the source of the text (from a book,
newspaper, and so forth) what genre it is (folk tale, article,
advertisement, report), what the subject matter or topic

is... and more.

Second  language learnsers of  linguistic and cultural
minority groups often have a further difficulty in drawing on
their stock of knowlesdge as they try to make sense of the
content of text in a target language, 1f they aren’t compstent
with the sbove-mentioned categoriss. There may be unsuitable
understanding betweaen what the reader intesrprets from the text
ang supposed cultural competsnce on a numbsr  of  levels.
Firstly, second-language readers may not know about certain
kinds of culturs-specific behavior. This was the case with
the following part of a story written for tesnagers with some
reading difficulty. In the story, Linda insists on going on

holiday, but Dad refusss to give hsr any money:

"In that case,” said Linda, "I'll hitchhike.”
"Hitchhike?" said her Hum.

"You're not hitchhiking,” said her Dad. (Wallace 1988: 32).

Hitochhiking is a culture-specific phsnomenon. In some
countries, hitchhiking is considersd as a bad bshavior, and

parants do not let thelr children hitchhike. For the readers
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who don’t  Know this term, a lengthy explanation is reguirsd,

bacause 1t is nscessary for asdequate understanding here.

2.1.9. Culture and Pragmatics of a Taxt

For a reader, a rather different kind of difficulty
arises in considering why the writsr of a text states
something irrelevant what the writter expects. Why do
Wwriters follow one statement with another which is quite
unconnected? Why do they describe people doing or saving
cartain things in response to othser things which, on the Tace
of it, besar no relation to what has gone before? In reading
taxts, as in real life, we expect peoples’ rasponses or
rasctions to ke relswvant to what has gone before, that is,
appropriate to the situation. The following exteract was
takan from the first page of a novel by Wallacs. The novel 1s
about the dally life of asisn communities in the West Indies.
It this exteract is considered, 1t can be found that the
basic situation is familiar, indeed universal --childbirth.
Bapti has gone back to the home of her mothsr Bissoondayve for
the birth of her child:

won

"What 1s 1t?" the old man asked, "Boy or girl?" "Boy, boy,” the midwife cried. But

what sort of boy? six fingered, and born the wrong way.

The old man groaned and Bissoondaye said, "I knew it. There is no luck for me”.

At once, though it was night and the way was lonaly, she left the hut and walked to the next

village, where there was a hedge of cactus. She brought back leaves of cactus, cut them into

strips.... {Wallace 1988: 24).
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The meaning Iin this extract may be understood by a
Western reader. But is 1t clear for a Turk to understand why
Bissoondaye suddenly decides to go off to the next wvillage to
fetch cactus leaves? What has that got to do with ths birth
of the baby? Is it anvything to do with the babvy’s deformity?
probakbly not. The Turkish reader needs more information about
cultural aspects of the setting: for example, in which manner

cactus leaves are important when a person gets a new baby.

To make sense of a text, it is essential Tor a person Lo
be able to interprset how language 13 used 1In an everyday
situation. S/he also needs knowledge not just of what things
arg, but also why people behave in certain ways or respond in
certain wavs to the behavior of others. Wallaoce states that
"a knowledge of facts  about  language use  in  the resal
world is nesded for good reading. This sort of knowledge
of wverbal and non-verbal behavior has bsen callad a
knowledge of pragmatics or facts about real life" (Wallace
1988: 35). Many of these so-~called facts about sveryday life
are culture-specific. They have to do with social normg --
what roles people may assume in certain situations, what they
may say in such roles and what interpretation is made of what
is sald. Aoocess to that kind of culturally determined msaning
is perhaps the most inaccessible for a learnsr from another
culturs. What can be interpreted by a reader or what is

supposed by a writer is related to these norms. In addition
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the answer to why certain responsss follow certain guestions

can be found by considering the following extract;

"Please,” said the lady, "Have you a light
"pardon” said the man.

‘A light" she said.

The man looked at her.

"How old are you", he said (Wallace 1988: 35).

The appropriateness of the man’s guestions or responsss
to the lady’s reguest for a light and why the man asks ﬁhasa
gquestions might be a question in iltself. We nsed to know what
the conventional wvisws about smoking are, which other bshavior
and views about behavior are culture dependsnt. For sxample
in Turkish socisty, voung people do not smoke whaen they are
with their elders and also women do not smoke in the streets.

This differs in another socisty.

The fact 1s that different cultural groups have
different expectations about both behavior and events 1in
such situations when they read a text. In interpreting what
peopla do or say in texts we need to see their behavior in the
context of what is considersd commonplace or unremarkable. We
need to  know not Just what counts as  conventional or
acceptable behavior, but what are conventional attitudes to

behavior.
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Philips points out that culture-specific knowledge is a
concept in which Judgement is crucial. We all operate with
learnead patterns of Judgement and have standards for
perceliving, believing, acting, and evaluating which are
culturally apecific. Judgement is crucial because
in interaction we are alwavs Judging., and other people
fraguently operate with culturally different standards

(Philips, 1983).

Erickson argues that any learning task reguires two ssts
of knowledge: the dcademic Task Structure, and the Social
Participation Structure. The Academic Task Structure has to do
with subject matter, whileg Social Participation Structure
involves knowledge of what social conventions are necessary Lo
learn, to deal with the subject: for example, the gquestion of
whars the culturally lBarned expactations should be

appropriate in a situation (Erickson, 1982).

o Tar, culture, its relation to language, and culturs
in the context of language, have been defined. Culture in
context of a text is far more important in  reading-
comprehension texts. Because reading in general bsars
purposes such as getting information, lgarning a second
language, and having fun. While doing so, the readers tries
to master cultural aspects, and skills of efficient reading
areg a must. In the next part of this chapter, the importance

of culture in reading comprehension will be discusssd.
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2.2 READING COMPREHENSION AND CULTURE
2.2.1. Definition of Reading
According to Goodman, reading is & "pesycholinguistic

process in that it starts with a linguistic surface
representation =zncoded by a writer and ends with meaning

which the reader interprets and constructs.” There is thus
an essential interaction betwssn language and thought in
reading. The writer encodes thought as language and reader

decodes language to thought (Goodman 1973b: 163).

Reading is a means for learning a language and it is a
receptive skill. One can read for different purposes, but ths
most important of all is reading for information. Proficient
readers are both efficient and effective. They are effective
in constructing a meaning that they can assimilate or
accommodate, and which bears some level of agresment with
the original meaning of the author. Readers are efficient in
using the least amount of effort to achieve sffectiveness. To
accomplish this sfficiency readsrs maintain constant focus on
constructing the meaning throughout the process, always
seeking the most direct path to meaning, always using
strategies Tor reducing uncertainty, always being selective
about the use of the cuess available and drawing deeply on
prior conceptual and linguistic competence. Efficient readers
minimize dependence on visual details. ANy reader’s

proficiency is variabls depsnding on the semantic background



brought by the reader to any g@iven reading task (Goodman

1973b).

Widdowson defines reading as "an interaction betwsen
writer and reader, which cannot be had without an insight into
the culturs of the target language.” Readers need 3
sympathetic orientation towards the culture of the
target language in order to be effective in what they read.
An ethnocentric attitude towards the targst culture often
retards a student’s reading comprehension (Widdowson 1979:

171).

While observing the attitude of his studsnis in reading
Smith defined reading as, "reading is simply ons of the wavys
in which human beings go about their basic business of making
sense of the world” (Smith 1975: 1). By this definition Smith
focuses on the rsaders and their attitude towards what they
raad. Unless reader makes a sense of the text s/he will not

understand it and lose her/his interest in.

Although some people states that reading is only &
matter of phonic (the study of relationships between sounds
and their spellings), Badrawl states that there is far more to
reading than that. She defines reading as "both a process and
3 product"” (Badrawli 1992: 16). According to Badrawi reading
is more than Just receiving meaning in literal sense. It
involves bringing an individual’s entire life experience and

thinking powsrs to try to understand what the writer has
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encoded. Therefore, prior sensory experiences have a wvital

role in comprehending what is read.

2.2.2. Comprehension and Reaading Comprahension

Kolers demonstrated that readers tend to perceive words
and sentences directly in terms of their meaning. In order
to establish this fact, Kolers studied on French~English
bilinguals. When he asked his subjescts to resad aloud a text
that mixed segments of the two languages, thasy read oulbt some
groups of words that were in the text of the Tirst language as
their translation eguivalents in the second languags, and
vice VENSA. In view of the above study Kolers commented
that "the subjects were treating words in terms of their
meanings rather than in terms of their appearance on the pags”

{Kolers 1970: 28).

fAccording  to  anderson, comprehending a text is  an
interactive process between the reader’s background knowledge
and the text. Efficient comprehending requires the ability to
relate the textual material to one’s own  knowledge.
Comprehending words, sentences, and entire text, involves more
than Jjust relving on one’s linguistic knowledge. As Anderson
points out, Tevery act of comprehension involves one’s

knowledge of the world as well"” (Andesrson et al. 1977: 349).

It is an obvious fact that reading comprehension in

oneg’s native language involves the role of knowledge of native
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text structure. Brewer (1980) points out that reading is a
complex, interactive, hypothesis-generating psycholinguistic
process which is tied intimately to the rsader’s language
proficisncy. While there are basic similarities in the
fluant reading process in various languagss, it is natural to
axpact that non-native language proficiency or language
differences may influence reading, and learning to read, a

second language.

Comprehension of any kind, such as in reading, listening,
depends on what knowledge we gat. In view of this, it is
clear that reading comprehension is not essentially different
from other kinds of comprehension. Comprehension Mmeans
relating what we know and do not, or new information, to what
we already know, which is not a random collection of facts but
a world wview in each of our heads, called "cognitive

structure” (Smith 1982: 84).

Rivers claims that only a small part of the information
necessary for reading comprehension comes from the printed
page. She points out that readers have expectations about the
content of what they are about to read and how it develops,
which further stimulates readers as theay continue reading by
what they have already understood. The function of the
symbols on the printed page is to reduce the doubts of the
reader, as meaning is derived from the writing. Therefore,
an efficient reader needs only schematic (prior knowledge)

indications of the actual visual forms (Rivers 1983).
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Eskey argues that how well a student may know a language
is related to how s/he can comprehand what s/he reads.
5/he cannot read in that language with good comprehension if
the subject of the text is one sﬂhe' knows nothing or wvery
little about, and therefore would have no real interest in
it. Reading comprehension is wmost likely to occur when
students are reading what they want to read, or at least what

they ses as some good reason to read (Eskey 198&).

Learning the meaning of word and their function is not
enough, since reading involves more than Jjust identifving the
words that the graphic symbols represent. Comprehension of
a text relates to a reader’s experiences and knowledge of how
to besr the words that have been decoded by the writer.
Badrawli states that "comprshension is a mental process. It is
not getting meaning from the printed page, as there is na
meaning there, but only lines and cirves that we call letters

and from which we build words" {(Badrawi 1992: 16).
2.2.3. The Psycholinguistic Model of Reading

During the past decade, reading theory 1in teaching
English as a foreign language (EFL) has come under the
influence of psycholinguistics and Goodman’s (1967, 1971,
1973a) psycholinguistic model of reading. Goodman  has
described reading as a psycholinguistic guessing game and he
observes that the "reader reconstructs, as best as s/he can,

a message which has been encoded by a writer as a graphic
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display" (Goodman 1971: 135). In this model, the readsr nsed
not {and the sfficient reader does not) use all of the textual
Cues. The better the raeader is  asble to make correct
predictions, the less visual perosptual information he
reguires. Goodman claims that:

The reader does not use all the information available to him.

Reading is a process in which the reader picks and chooses from

the available information only enough to sslect and predict a

language structure which is decodable. It is not in any sense a
precise perceptual process (Goodnan 1973b: 164).

In the psycholinguistic view of the reading procsss, the
readaer functions as a user of language. 3/he actively sesks
to construct from a graphic display a message that the writer
has encoded. In this process, readers draw on their pre-
existing knowledge and bring thelr experiential and concsptual
developmant to bear on the task. They try out “graphophonic,
syntactic, and semantic information as they interact with ths

[

material they are reading.’ The gmal is always some degree of
comprehension, defined as construction of a message (Goodman
1967: 128). He also states that "readers use the smallest
amount of text information necessary in relation to their

existing linguistic and conceptusal schemata to get Lhe

meaning” (Goodman 1973b: 158).

Coady has slaborated on this basic psycholinguistic
model, and suggested a modsl in which the EFL
reader’s packground knowledge interacts with concsptual

abilities and process strategies, more or less successfully to
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Conceptual abilities Background knowledge

Process strategies

Figure 4

Coady’s (1979) Model of the EFL Reader

Conceptual abilities refer to intellsctual capacity
such as the ability to analyze, synthesize, and infer.
Background knowledge includes spciocultural knowledgse of
mainly a reader’s his/her owWwn community. Process strategies
refer to the abilities and skills to reconstruct the meaning
of the text through sampling based on the knowledge of
"graphema-morphophonems corrgspondences, syllable-morpheme
information, asyntactic information, (deep and surface),
lexical meaning, contextual meaning and cognitive' stratsgies.
For background, Coady states that:

Background knowledge becomes an important variable when we notice,
as many have, that the students with a Western background of some
kind learn English faster, on the average, than those without such
a background (Coady 1979: 7).
Coady also suggests that background knowledge may be able
1o compensate for certain syntactic deficisncies:

The subject of reading materials should be of high intersest and
relate well to the background of the reader, since strong semantic
input can help compensate when syntactic control is weak. The
interest and background knowledge will enable the student to

conprehend a reasonable rate to keep him involved in the material
in spite of its syntactic difficulty (Coady 1979: 12).
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In EFL reading the significance of background knowledge
has often been the most neglected factor. Bearing reading
through the psycholinguistic model in mind is not sufficient
to give smphasis to the role of background knowledgs.
Recent research indicates that what the rsader brings to the
reading task 1is more complicated and more powerful than the
general psycholinguistic model suggests. On this matter

Clarke and Silbsrstein suggest that:

More information is contributed by the reader than by the
print on the pags. That is, readers understand what they read
because thay are able to take the stimulus beyond its graphic
representation and assign its membership to an appropriate group
of concepts already stored in their memories... The reader brings
to ths task a formidable amount of information and  ideas,
attitudes and beliefs. This knowledge, coupled with the ability
to make linguistic prediction, determines the expectations the
reader will develop as he reads. Skill in reading depends on the
gfficient interaction between linguistic knowledge and knowledge
of the world {(Clarke and Silbarstein 1977: 136-137).
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2.2.4. The Schemsa Theory Modsl

The role of background knowledge in  language
comprehension has been formalized as schema theory. according
to Rumelhart (1981), any text, either spoken or written, does
not possess meaning by itself. According to this theory, a
text only provides directions for listeners or readers as Lo
how they should find and bring back from their own, previously
acguired knowledge to construct meaning. This previously
acquired knowledge is . called the resader’s background
knowledge, and the previously acquired structures are called

schemata (Adams and Collins 1979; Rumelhart 1981).

By the using of a schema, the process of interpretation
is guided by the principle that svery input is mapped against
some existing schema and that all aspect of that schema must
be compatible with the input information. This principle
results in two basic modes of information processing, called

bottom-up and top-down processing.

According  to Carrel, Devine, and Eskey bottom-up
processing is elicited by the incoming data; the features of
the data enter the system through the best fitting, bottom-
level schemata. Schemata are hierarchically organized, from
most general at the top to most specific at the bottom. As
these bottom-level schemata meset higher-level more general
schemata, these too become activated. Bottom-up processing

is, therefore, called data ddriven. Dn the other hand, top-
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down processing occurs as the system makes gensral predictions
based on higher-lesvel gensral schemata and then searches the
input for information to fit into these partially satisfied,
higher- order schemata. Top-down processing is, thersfore,

called concepiually deiven (Carrasll, Devine, and Eskey 1989).

Bottom-up processing ensures that the listensrs/readsers
Wwill be sensitive to information that is novel or that doess
not fit ongoing hvpothesis about the content or structure of
the text; top-down processing helps the listensrs/readers
resolve ambiguities or select between alternative possible

interpretations of the incoming data.

By considering the following mini-text the effect of
hackground knowleadges, schematic interpretation, and
simultaneity of top-down and bottom-up processing can be

understood:

"The policeman held up and stopped the car”

(Rumelhart 1977: 267).

To understand this sentence, we try to relats it to
something familiar. There are many schemata possible, but the
most likely is the one involving a traffic police officer who
is signalling to a driver of a car to stop. When it is
interpreted against that schema, a number of related concepts
come up which are not literally mentioned in the text. In

particular, it can be imagined that the car has a driver and



that the policeman got the car to stop through signalling (o
the driver, who then put on the brakes of the car, which, in
turn, caused the car o sLop. In this interpretation,
the cause of the car’s stopping is almost operation of the
car’s brakes. Further, the significance of the policeman’s
holding up his hand is  that of a signal to the driver
to stop. The fact is neither stated in the sentence nor is it
gven in the direct visual perception of such a situation, but
is rather a fact in prior cultural knowledge about the way
traffic police are known Lo communicate with automobile
drivers. If the police officer wers Known to be Superman and
the car were known to be without a driver the text would
change. A completely different schema would be required
to understand the text. at this polint the relationship of thsa
policeman’s holding up his hand and the car’s stopping takes
on an entirely different interpretation. When the text is
interpreted against the Superman schema, 1t is interpreted
that by holding up his hand Superman used a direct physical

mechanism for stopping the car.

The following diagram shows that when a different
reading-comprehension guestion is asked, a completely opposed
answaer would probably be received through the two schemats

that activated in the mind of the reader:



QUESTION ANSWER
Traffic police Superman
officer schema schema
a) Did the policeman’s hand
touch the car? MO Yes
b) Were the car’s brakes

applied? Yes MO

(Carrel, Davine, and Eskey 1989: 78)

Rumalhart tried to find the evidence to show the sffect
of schemata on reading comprehension. The following text is
one of the samples which he used.

Mary heard the ice <cream wman coming down the street. She remembered her
birthday money and rushed into the house... (Rumelhart 1977: 265).

By reading only these two lines, most readers are able
to construct a rather complete interpretation of the text. It
seams that Mary is a little girl who heard the lce crsam man
coming and wanted to buy some ice cream from this ice cream
man. She needs some money to buy ice cream, and suddenly
reamembered the money which she had been given for her birthday
and which, presumably, was in the house. So, she rushed into
the house to get soms money Tor the ice cream. The text does
not  state all of these points; readers are inferring a
lot of this by giving the text an interpretation. Othsr
interpretations are also possible (Carrel, Davine, and Esksay

1989},
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2.2.5. Schema Thaeory and Reading Comprehension

New information, new concspis, new ldeas can have meaning
only when they can be related to something the individual
already knows, This appliss as much to second-language
comprehansion as it does to comprehension in one’s native
language. Traditionally in the study of sscond~languags
compraehension {Bven in the study of first-language
comprehension), the emphasis has been almost exclusively on
the language to be comprehendsd and not on the comprehender
(listener or reader). In this perspective, sach word, each
well-formed sentence, and every well-formed text passage is

"

sald to "have” a meaning. Meaning is often concelved to be

"in" the utterance or text, to have a separate, independent
existence fTrom both the speaker or writer and the listener
or readsr. In this way 1t can be concluded that many
communication failures are attributed to language-specific

deficits. These deficiencies may be lack of wocabulary, a

grammar rule which is misapplied, and so on.

Piaget states that advances in conception of reading have
led to the more novel view of reading as a transaction between
the reader and the author. The reader constructs a text
during reading through a transaction with the published text,
and in this process, the reader’s schemata are alsc
transformed through assimilation and accommodation (Plaget

1971).
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There is interactive relationship of language proficisncy
and schemata in second-language comprehension, even though
reading is similar across warious languagss. Anderson st al
considering the wvital role of comprehension in a forsign
language, and specifically reading-comprehension in EFL stated
that "every act of comprehension involves one’s knowledge of
the world as well" (Anderson et al. 1977: 369).. Reader tries
to construct the meaning from the text by adding whatever s/he

knows about what s8/he reads.

Au (1979) showed that minority children, who have been
instructed by using experience-text relation method (ETR),
demonstrate better reading comprehension than children who
have not had such opportunity. The ETR method focuses on
teacher interaction to help aid the student in verbalizing
what s/he knows about a  topic. After that step is
accomplished, the teacher ailds the student in his/her

interaction with the text and then helps the students draw

relationship between his/her knowledge and material found in

the text.
According o Suliman (1980), maaning is not a
characteristic of a text. Rather, texts are constructed by

authors to be comprehended by readers. The meaning is in the
author and the reader. The text has the potential to bring
the meaning to mind, but does not contain meaning itself. as
all the information necessary for comprashending a text is not

in the text, the role of the reader’s prior knowledge in
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reading comprehension becomes crucial. How well the writer
constructs the text and how well the reader constructs, and
reconstructs meaning will all influence comprehension. Goodman
{1967), argues that because comprehension results from readsr-
taext transaction, what the reader knows, who the reader is,
what values guide the reader, and what purposss or interests

the reader has, wWill play a vital role in the reading process.

In one of his reading researches Cziko (1980) suggests
that a reader’s competence Iin a second language affects the
reading strategies ussd to read it. Cziko found that junior-
high native and advanced readers of French as a sacond
language were able to interact with the text, using bottom-up
and top-down processing, relaving on graphic as well as
contextual information in reading, while less proficient

readers of the second language used more bottom-up strateglies.

Stevens (1982) used his subjects to support the idesa that
pre-existing information affects the readers’ reading
comprehansion. He used two groups of tenth-~grade students.
The studsnts of the experimental group increased their
learning from text for a history passage by teaching the
axperimental group relevant background information for that
passage comnpared to a control group reading the same history

passage.

Mayas and Tiarnay (1982) did not explicitly give all the

cultural items of the text to students as background
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information, but they did show how a text can tesch or rather
draw upon background associations to aid in the comprehension
of a new topic. A group of emsrican high-school students
attempted to learn about the game of cricket from a text that
contained analogies drawn from baseball, while another read
newspapesr articles about cricket matches. Result indicated
that a student’s prior knowledge about baseball and review of
analogous instructional text explained more of the variance

than any other factor aloneg or in combination with others.

In a comparative study of native and non-native English
readers at the university level, Carrel (1983a) points out
that native and non-native speakers do not process English
prose 1n the sams way. Non-native speakers of English do not

appear to use context (top-down) or textual (bottom-up) cluess
afficiently whean reading English, the sscond language.
Nevertheless, Hudson (1982) indicates that existing prior
knowlaedge or induced schemata can  override the short-

circuiting effect of limited second-language proficiency.

Recent empirical ressarch 1in reading compreshension has
led to schema theory which in turn has shown the importance
of 'background knowledge within a psycholinguistic model of
reading. Rumelhart (1981) states that schemata represent
knowledge at all levels of abstraction. Based on this view,
it is hypothesized that the readers who can not mobilize the
missing information in the text from their knowledge

repertoire will be at a2 disadwvantage. This is reinforced by
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Carrel, Devine, and Eskey, as "the schema theory of reading
comprehension proposes that structures embodving background
knowledge provide the ideational scaffolding for understanding
the setting, mood, characters, and chain of events in a text”

{(Carrel, Devine,and Eskey 1989: 79).

Readers acguired msaning from a passage by analyvzing the
words and sentence against the backdrop of their own psrsonal
knowlaedge of the world. Such personal knowledge is
conditioned by a varisty of factors such as age, sex, race,
nationality, ococupation. Comprehension is achieved as bits of
information about an event, being exemplary of a particular
class of events, that are incorporated or instantiated into
the relevant schemata. The absence of the related schemata
that provide ths structure for the immediacy of specific facts
would be esxpected to cause breakdown in reading comprehension
while a reader is trying to draw the meaning. That is,
readers not familiar with the background of the text would not
be able to supply the related details between two stated
avents in every significant case. However, the asbsence of
background information can also be a problem in comprehending
even explicitly stated facts: facts pressnted in the text may
not be processed during reading, becauss they can not be
integrated with other bits of information in the text; or may
bhe misinterpreted, in the pProcess of understanding
immaediately, into the schemata underlving the corresponding

native event.
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2.2.6. Cultural Content Schemata and Resading Comprehension

There is a slowly growing pbody of literaturse sxamining
the role of schemata in sescond-language reading comprehension.
By the studies of EFL the new experimental ressarch paradigms

in schema theory put cultural schemata into perspective.

One of the sarly reports of the influence of cultural
schemata is that of Barlett (1932), who resported observation
of how amsricans read and rescalled stories based on North
American Indian folk-tales. Barlett recognized that when
readers process unfamiliar text, manifestations of cultural
differences in schemata are evident. Kintsch and Gresne
(1978) presented Aamerican university students with two
stories: one a Grimm fairy tale, the othsr an Apache
folktale. The analysis of thes data obltained indicated that
the American students better recalled the Brothsrs Grimm story
than the Apachs folk tale, bscause they had the background

knowladge for a8 Grimm fairy tale.

Yousef (1968) used Middle-Eastern employees of an
Aamarican business organization as his subjects. He found that
whenever the students were asked to answsr objeactive gquestions
concerning american bshavioral patterns directly from a texi,
they did well; however, when the guestion related to gensral
aspects of american culture, thelr perfTormance level
decreasad dramatically. They continued to see situations,

perhaps unconsciously, in terms of their own native culture.



After a period of cultural orientation, their negative
attitudes towards the targset culturs, expressed by their
multiple-choice salections in ANsWar Lo situationally
contextualized guestions, appeared to bs somewhat resolved,

and a gradusl acoceptance of the target language was indicated.

A study by Gatboton and Tucker (1971) was constructad.
They compared Filipino and american high school studsnts’
interpretation of American short stories, suggested thati
Filipino studants have misunderstandings due to the
application of inappropriate values, attitudes and Jjudgements.
In order to see if cultural barriers could be overcome, the
Filipino group was subdivided. One group was instructed using
a traditional literature approach: teach tha target culture
through literature text in that culture:; while the other group
received a cross-cultural approach, and behaved more like thes
American group after training. The sxperimenters hoped
that the cultural orisntation approach would alert students
not only to the meaning of certain attributes of spescific
stories, but would also hslp them o gensralize to other
signals when approaching new materials. The data partially

supported their expectations.

In a similar study in this area, andsrson (1977), and
Staffenson (1979) demonstrated that implicit ocultural
knowledge interacts to make text based on one’s own culture
sasier to read and to understand than syntactically and

rhetorically eguivalent texts based on less familiar, more
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distant cultures. In the Steffensen study, subjects from
the United States and India were asked to read letters about
an american and an Indian wedding. Weddings are rituals of
general as well as particular significancs. Every adult,
regardless of cultural orientation, has wall~developed
schemata for the concepts of a marriage and for the cersmonies
through which people wed, although the details of these
schemata will wvary with cultural differences. Both groups of
subjects read their "native” passage more rapidly, recalled a
larger amount of information, and produced more culturally
appropriate elaborations. On the other hand, when the subjects
read the "foreign" passage, mors culturally inappropriats

distortions surfaced.

Many linguists have guestioned the usefulness of non-
culture-bound reading materials in foreign-language teaching.
In such an approsach texts are designed on a subjesct familiar
to the students and reflecting their own oculture. This
destrovs the unity of language, separating it from its
asocial context. The expariment conducted by aAbdoljavad
Jatarpur et al. (1980) at Pahlavi University (8hiraz, Iran)
showad that the studsnts who were given materials that related
to the targset culture had greater comprehsnsion than thoss who
ware provided with English language reading materials

artifically basad on their own culture.

Carral (1981) compared advanced EFL Japanese and Chinese

subjects on recall of folktales from three different cultural
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orisntations: native culture {Japaness or Chiness,
respectively), sscond culture (Western Europsan/English), and
totally unfamiliar culture (american Apache Indian). Results
indicated that the cultural origin of the text and the
subjects’ prior familiarity or lack of familiarity with that
culture affected the EFL subjects’ Jjudgments of tha level of
difficulty of the texts, as well as thelir recall of

information from the texts

Johnson (1981) demonstrated that the cultural origin of a
text has a greater effect on EFL reading compra2hension than
does  linguistic complexity. In Johnson’s study, Iranian
intermediate-to-advanced-level EFL students and American
students read Iranian and aAmerican folktales. Half of the
subjects in each group read the stories in adapted (into their
native language) or simplified (using more understandable
structure) English; the other half read the unadapted (into
their native language) versions of the same stories. Subjects
wera tested on their reading comprehension using multipls-
choice guestions on textually explicit and implicit
information, &8s well as free written recalls. Statistical
analysis of the data indicated that the cultural origin of the
story had greater effect on the comprehension of the ESL
students than did the level of syntactic and saemantic
complexity of the text. That is, the Iranians performed
better on the text from their native culture than on a text
from aAmerican culture, and there were no differences in their

performance between the structurally adapted (appropriate



sentences to their native languags) varsions of the Iranian
text. Johnson concluded from her results that 1f the EFL
readers have the appropriate background schema for a text,
they can cope sgually well with unadapted, syntactically

unsimplified texts.

In another study of the culture-specificity of content
schemata and their aeffscts on EFL reading, Johnson (1982)
axamined the effect of prior cultural expsrience on EFL
student’s reading comprehension of information in a text
linked to a familiar aspects of an American custom as oppossed
to information linked to unknown aspscts of the custom. Just
prior to testing, subljects had experienced a typical
American Hallowsen celebration. The text each student read
containsd both familiar and unfamiliar (historical)
information based on the subjescts’ recent experience of the
custom. Four groups of subjects read the text in
different conditions. Group one read the passage without a
list of important wvocabulary. Group two studisd the
definition of target words before reading the passage. This
group did not have the definition while reading the text. The
third group studied the target words before reading a text
with the key vocabulary also defined in the text. Group four
had the benefit of prior study of word definitions as well as
the word defined in ths passage. Subjects were askesd 1o
participate in free recalls of the passage and recognition
tasks. Statistical analysis of the recalls of the passage and

of a sentence-recognition test indicated that prior cultural
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axperisnces preparead resders for comprahansion of the
familiar in the passage. (In addition, ssveral differsnt
treatments concerning prior teaching of vocabulary in the text
seemed not to have any significant effect on reading
comprehaension). Thrae different types o f vocabulary
instruction prior to or existing at the same time with the
reading when compared to the asbsence for text indicated that
prior cultural experience prepared readsrs Tor comprehension

of the familiar in the passage.

A number of English as a forsign-language astudies have
shown that prior background knowledge of the content area of a
text, what Carrel (1983b) has called a rsader’s content
scheamata, significantly affects reading comprehension of that
text. Thisz result has besrn demonstrated in particular for

prior background knowledge of culture-specific text content,

Thase studies showed that sach group of native and non-
native subjects read Taster, and recalled more of the
culturally familiar text than of the culturally unfamiliar
texts... and that cultural schemata facilitate reading

comprehension.



CHAPTER 3

METHODOLOGY

3.1. Subjects

This study was conducted with two groups of intermediate
lavel EFL students enrolled in the Faculty of agriculture,
University of Gukurova. The subjects werse from different
parts of Turkey and they were all of thse Muslim religion.
Originally there were 34 students in  the study; however, the
scores of any subjects who did not attend all the required
training sessions were dropped. To get the data, the class
was divided into two parts; experimental and control groups.
Each group, the Experimental and the Control, consisted of 1é
students. Subliects ranged in age fTrom 22 to 24, and were
randomly divided betwsen the sexes. None had sver been Lo Lhe

USéa, Britain or any English-speaking country.

The Experimental group was trained through the medium of
television, role playving, pictures, simulation games, and with
& native speaker, during two months of two class-hours a

week .



Four texts, expressing freguent use of cultural aspecits
of English, {(personal exchanges, differences in age, amount of
intimacy, social position, and emotional tension reflected, in
the choice of appropriate forms of pronouns and verbs) were
chosen. For each text, culture-bound (described above)
guastions were preparad. These guestions appear more likely
to create a situation whersby a reader would have 1o draw
culturally appropriate infersnces in order to comprehend the
text. Therefore, fTor someone who is not familiar with the
cultural background information, this process of making

corract inferences should be more difficult.

Pre- and Posttests

In order to rate the subjects’® comprehension of the
texts, sach participant completed an objective reading
comprahension test (see aAppendix A). This instrument served
as pretest and posttest; these were administered under the
"sama" conditions. The posttest was given one wesk after
completion of training sessions. The whole test consisted of
four different texts and twelve multiple-choice questions.
Most of the questions were formulated to test the subjects’

cultural background.



LR Teating Procedurs

The Experimental and Control groups wers taested at the
same time, which lasted 30 minutes. Each person was glven a
set of texts which included reading-comprehension multiple-~
cholce guestions. All the instructions were given before the
subjects were allowed to bsgin. Subjects were told that thay
ware first going to read the texts and choose the appropriate

ANDSWBIrS .
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Training

Seven training sassions WEere conducted for the
experimeantal group, bstwesen the pre- and posttests. The first
sassion began one week after the pretest. It was held instead
of a regularlv-schedulsed translation lesson, lasting for
about one hour. In the first session, subjects were asked to
recall any information they could from thelr pretest reading
texts. This information was written on the blackboard and
sarvad as a gsneral warm-up exercise and as the basis fTor
discussion, in which they compared their percsptions, and
directed guestions to both thae teachsr and other students.
Each student was given a text which was about the cultural
aspects of often used in English language, such as diffsrences
in age, and social position. This text served ag a tool with
which the subjscts were able to follow the instructions of the

tepacher. Students were encouraged to ask guestions throughout
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the lesson. During the last few minutes of class, the teacher
asked questions Trom the text, thereby reinforcing new

vocabulary.

After one week, the sscond ssssion was conducted. The
purpoase of this session was to provide an opportunity for the
subjects to take a more active role in Tfamiliarizing
themselves with cultural aspects of the target language. The
subjects again studied the same text they had studied one week
before. This time they role~plaved:; participants acted what

they read in the dialogus.

In the third session, the subjects were shown pictures
which brought out necessary cultural values such as
differences in age and amount of intimacy. Then they wers
asked to act out a scene similar to the pictures they had

studied.

The fourth session was conducted one wesk after the third
session. The subjects watched interaction of some people on
video. The personalities, relationships and social roles of
these peopls were clearly defined by the teachsr. A brief
explanation of the situation was given. The students then
took the role of particular protagonists, acting as such

people do in the target culture.

One month after the first session, a native speaker was

invited into the classroom. The teachsr and the native



spaasker conducted a situation which was about a car accident.
They showed their emotional tensions... in the choice of

verbs and pronouns appropriate to this situation.

In the sixth session, the native speaker once again was
invited. This time the subjscts and the native speaker trisd
to act out the same situation they had watched. ALl the
students had the chance to act out the situation and interact

Wwlith the native spsaker.

In the last session, the subjsects revised all the
vocabulary, grammar points, and the cultural aspects of the

texts they had studisd.

2.4 Control Group

While the experimental group was going through the
training sessions, the control group recsived thelr regular
curriculum. No specific aliternative training was provided to

the control group betwsen the pre- and posttests.
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Scoring Procedure

Pretests and postests were scored by giving severy

The answers to the questions were either
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CHAPTER 4

DATA ANALYSIS

4.1. Rasults and Discussion

The reading-comprehansion test scores of the Control
group suggest that the subjscts could not determine the
relative importance of the cultural units in the texts. This
will be attributed to their lack of well-developed cultural
schemata. The results of the Control group are shown be sesn

in Table 1, 2 and graph 3, 4.

TABLE 1

Results of Pretests Given to the Control Group

Number of Valid
subjects Value Parcent Percent

1 3 6.3 6.3

4 4 25.0 25.0

3 5 15.0 15.¢

1 & 8.8 8.8

4 7 25.0 25. ¢

1 8 6.3 &.3

2 G 16.3 16.3%

Total 16 100.0 100.0

Total 16 students took the pretest and one scorsd 3,

four 4, three 5, one &, Tour 7, one &, and two 9 points.
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Graph 3

The Percentage of the Grades of the Control Group

In the posttest of the Control Group, all the students
who took the pretest joined the posttest. One scored 2, four
3, one 4, two 5, two &, two 7, three 8, and oné 9. The results

can be sean in Table 2.
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TABLE 2

Results of Posttest Given to the Control Group

Numbser of Valid
subjects Value Percent Percent
1 2 6.3 6.3
4 k4 25.0 25.0
1 4 6.3 6.3
2 5 12.5 12.5
2 6 12.5 12.5
2 7 12.5 12.5
3 8 is8.8 18.8
1 9 6.3 6.3
Total 1 100.0 100.0

When the results of the Control Group considering
pre- and posttest were compared, it was pointed out that there
were no significant differences between the subjects’

comprehensions of posttest.

Graph 4

The Percentage of the Grades of the Control Group
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The reading comprehsnsion scores for the two tests were
corrglated positively and subjects’® elaborations (additional
information given in the training sessions not provided in ths
texts) were significantly higher in posttest than in pretest.
Recause of their well-devaelopsd cultural schemata, the
subliects of Experimental Group had a significant increase from
their pre- to thelr posttest. Use of cultural background may
have plaved a crucial role in the subjects’ significantly
better comprehension of the texts. In Table 3, 4 and graph 5,

& tha results of the Experimental Group are shown.

TABLE 3

Results of Pre-~tests Given to the Expesrimental Group
Mumbar of Valid
subjects Yalue Percent Fercent

1 z &.3 &.3

2 4 12.5 12,8

1 5 5.3 &.3

4 & 25.0 25 .

x 7 18.8 18.8

z & 18.8 18.8

2 9 12.5 12,5

Total 14 100.0 100.¢

In the Experimental Group, total 16 subjects took the
pre-test. One scored 3, two 4, one 5, four &, three 7, three

g, and two 9.
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The Percentage of the Grades of the Experimental Group

TABLE 4

Results of Post-tests Given to the Experimental Group

Number of

subjects Value
2 5
1 é
3 7
4 8
3 9
2 10
1 11
Total 16

Valid
Percen Percent
12.5° -12.5
6.3 6.3
18.8 18.8
25.0 25.0
18.8 18.8
12.5 12.5
6.3 6.3
100.0 100.0C

post-test;

10,

Of the Experimental subjects,
two scored 5, one 6,

and one 11.

three 7, four 8,

total 16 students took the

thres 2, two
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The positive correlation between Control Group and
Experimental Group for the two tests is due tq the fact that
reading process used in comprehending texts remains coﬁstant.
Graph 7 shows the achievement of this study by comparing the

posttests of two groups.
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The analysis indicates that the significant difference
between the pre- and posttests supports the claims that
"cultural schemata are important in reading comprehension”
stated in the hypothesis. The fact that the calculated ¢t
value 7.35 is significantly higher than the fixed & wvalue
2.120 at p< 0.005 level, justifies the value of orientation to

culture. The results can be seen in Table 5.

TABLE 5
Mesans, Standard Deviations, and £ Ratio of the
Subjects of the Experimental Group

Tests n m sd df r t ls

Pretast 6.44 1.79

16 - i5 0.89 7.35
Posttest 7.%94 1.73 p< 0.005
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TABLE &

Means, Standard Deviations and t Ratio of the
Subjects of the Control Group

Tests n m & df s t 1s
Pretest 5.88 1.90
e 15 0.91 1.82
Posttest 5.44 2.25

<0005

In order to find out whether there was a significant
difference bstwesn two groups, the calculated & ratios 7.35%
and 1.82 wers, respectively, compared to 1t table wvalus 2.120
at p<0.005 level. While the £t wvalue for the Experimental Group

is over 2.120, that of the Control Group is below it.

On the other hand, it can be seen that the Control Group
is below L table valus 2.120 (Table &), and there 1is a
significant increase in the t value of the Experimsntal Group.
This demonstratss that the subjects trained with cultural
aspecLs are significantly more succassful than those
traditionally trained. The obtained values also indicate that
cultural schemata are inevitable for a successful reading

compreahsnsion.

Subjects used the syntactic and semantic information for
predicting, and they did differ significantly in the use of
confirming/correcting strategies for the test during both
administrations. This indicates too much attention and over-

correaction at sentence level at the oost of use of the
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integrating strategies -~ the overall intsgration of the text

-« prasylting from lack of cultural schamata.

There were no significant differences in syntactic and
semantic understanding at sentencs level. In addition, the
results suggaest that reading comprehension at sentence level
was not affected. Moreover, the cultural aspects of the text
atffect the overall comprehension dus to lack of schemata.
This can be interpreted to mean that reading comprehension is
much more than understanding at word and sentence level. It is
relating and integrating new information with the background
knowlaedge and affectively utilizing pradicting,
confirming/correcting, and integrating strategies to construct

maaning.

n: number of subjscts

X: mean
sd: standard deviation
df: degree of freedom

r: correlation of coefficient
t: t value

1ls: lewel of significance

Data were analvzed by the 3P53x Batch Svystem on the computer.
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CHAPTER 5

5.1 CONCLUSIONS AND IMPLICATIONS

The basic findings of this study may be summarized as
follows. In the first part of this study it is stated through
the related literature that language is a key componsnt of
cultures, It is the primary medium for transmitting much of
culture. Laearning a second language also involwves learning a
sacond culture to varving degress. Second, prior background
krnowlaedge of culturs-specific information presupposed by a
text affects reading comprehsnsion of that text. There is a
ralationship betwsen the background knowledge that the
students bring to the text and his/her ability to interpret
it. Third, teaching of relevant background information may
significantly fTacilitate reading comprehsnsion. The results
a3ls0 SUPDOTrt the idea that similar to the findings 1in
first-language studies, we could improve students’ reading
comprahension by helping them build background knowledge on a
topic prior to reading, particularly with oculturs-specific
background knowledge. A8 was seen in the methodology part of
this study, though there were not any significant changes of
the subjscts of the control group in the comprehension of the
texts, the subjects of the experimental group made a

significant incresase.

As for the implication of this study for ESL reading

teachers, reading without comprehansion is sheer
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whan comprehension 1is poor. For the building of bridges
between a student’s existing knowledge and new Kknowledge
neaded for text comprehension, a numbsr of organized pre-
reading approaches and methods have besn proposed 1n the
literature for facilitating reading through activation of
background knowledge (Carrell 1984). The experience-text-
relationship (ETR) method of au (1979) consists of students
expressing their own experience or knowledge asbout the topic
prior to reading. after the students have adequately shared
their knowledge, the text becomes ths foocus of the class.
During this segment of the lesson, the teacher asks the
students to read short stories of the sample text and then
questions them about the content. The teacher must be
sensitive to thoss taxt argas that could elicit
misundaerstandings, and work through any difficultiss that the

students may have.

Although not directly within the scope of my study, the
implication for EFL teachers who come across cultural aspects
of the target language (stated in the Methodology chapter of
this study), in classroom situations, could be as follows.
In the past, the commonest method of presenting cultural
materials has been by exposition and explanation. Teachers
have talked at great length about the geographical
environment, the history of the people, their literary,
artistic, and scientific achievements, the institutipns of
their society, and sven about small datails of their everyvday

life.
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Teaching the culture of target language usually begins at
the eslementary stags. In the class, teacher and studesnts
discuss the dally life of the peser group in the target
language community; their families, their friends, their
leisure-time asctivities, the festivals they celebrate, the
cergmonies they go through, dating and marriage customs. At
intermediate and advanced levels attention may be drawn Lo
geongraphical factors and their influence on dally living,
major historical periods, how the soclisty iIs orgasnized,
production {(which one should be vital important, which ons
comnes next), transport, buying and saelling, workers’
conditions, major institutions {education, the law,
government, religion), aspects of city and country life, the

history of art, music, dance, and film.

Since most students live in a monolingual and
monocultural environment, they are "culturs bound.” This
places a hesavy pedagogic responsibility on  the foreign-
language teacher to reduce their cultural bilases towards the
language s/he 1is teaching, and to lessen their antipathy
towards other social behaviors. S/he should impress upon
students that there are many ways of looking at things, and
that cultural differences do not necessarily involve moral
issues of right and wrong. fs a Torsign-language teacher,
s/he must have thorough insight into the culture of his/her

students (the native culture) as well as the culture of the



teaching. This bicultural understanding is essential Lo
identify thoss arsas of cultural background that will be
unintelligible to his/her students 1f presented without

axplanation.

The most essential component of introducing a cultural
alemant in the classroom is that foreign-language teachers
must maintain complete neutrality (the situations which a
students interprets as familiar patterns of har/his own
culture). S/he must not give her/his students the impression
that s/ he is salling a foreign culture to them.
His/her approach should be informative, analytical, and
objective, not to have a negative impression on the students
to break theilr motivation in learning the target language.
For being neutral in the class Rivers suggasts that:

The teacher’s approach to culture, whether he be foreigner or native speaker, should

not be a chauvinistic one: he must overcome any temptation to try to prove the

superiority of one culture over another. He is not in the classroom to confirm the

prejudices of his students nor to attack their deeply held convictions. His aim should
not be to win converts to one system or the other (Rivers 1968: 324).

Finally, a review of related literature showed that wvery
little research has been done on the reading proceses and
strategies used by the readers, who learn English as &
foreign language, (EFL) as subjects. More ressarch is,
therefure,~needed using EFL readers as subjects. This study
may be replicated on a largsr sample with subjects from
divaerse cultural background. Ths review also showed that very

few studies have been done using culture-bassed textis. The
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ares where the EFL readers are likely to encountsr more
gifficultises is in the reading of their content-area materials
that involves culture-based texts. Hence, cultgre hased texts
should be used that are selected from different cultural
content. This study has demonstrated that providing cultural
background knowledge could increase students’ success in the
reading process. Therefore, it is recommended that the
significance of background knowledge ba considersed in swuch
future studies of the reading process and strategies involving

EFL readers.



APPENDIX A

TEXTS AND QUESTIONS USED IN PRE- AND POSTEST

I. EXPRESSING AND RECEIVING SYMPATHY

Mike:

Yoko:

Mikea:

Yoko:

Mike:

Mi, honey. How did it go at work today?

I'm so upset, Mike! I found out I did not get the
promotion I was hoping ftor!

I can’t believe it! I’m really sorry, honey. I know
how much vou were counting on it. and if anvone
deserved it, vou did!

Thanks, Mike. I really did think I was going to get
That’ s what makes the disappointment s0 much worse!
Don’t lat it get vou down. Therae’ll be other

promotions.

According to the dialogue,
1. What is Mike and Yoko’s relationship?
a. They are friends.
b. They arg a couple.
c. They are collsaguss.

d. They are clagsmates.

2. Which of the following words or phrases shows
they are intimate?

a. I can’t believe it!

b. Thanks, Mike.

. Hi, honey.
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EXPRESSING THANKS AND COMPLIMENTS
Miss
Arg you ready o order now?
Yeah, I'd like ... a pisce of peach pie and a cup of
coffee.
Will that be a8ll?
Yas thanks.
Cream or sugar for vour coffee?
Black’s fine.
Thank you.
(atter several minutes, the waltress brings the order)
There you are..
Thank you. By the way, could I have my uh...check now?
Sure. ..
{The waltress writes out the check and lays it face down on
the table) Thank vou.
Mmhmm. . .
(Speaker A& has now Jjust paid his bill at the cash register
with a five-dollar bill).
OK ... one seventy-five out of Tive. That’s one seventy-
five, ... two ... thres, four and five. Thank vou.

You bet. Bye now.

According to the dialogue the situation is
a, Tormal. c. semiformal.

b. informal. d. ton formal.
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IIT.

M.

M.

The phrases “"thanks"” and "thank you” in the dialogue
a. show gratitude.

b. display plsasure.

. are a Tormal way of showing awarsness

d. show a great satisfaction.

A’s way of calling the waitress "Miss ..." is

a. strangs. C. rude.

b. inappropriate d. polite.

ACCEPTING AND DECLINING INYITATIONES

Pawla: Good morning, Mr. Barnes. It’s good to ses you
again.
{They shake hands)
Barnes: Mello, Paula. Nice to see vou again, too. Did
you have good Flight?
Paula: Fine. I thought we’d circle Atlanta forever, but
I’ve come to expect that at this airport, Mr.
Barnes. I’d like vou to meet Tim Mvers, my
associate. Tim is goimg to be helping me on the
advaertising campaign.
Tim: (offers his hand) How do you do, Mr. Barnes?
Barnes: My pleasure, Tim. Let’s have some lunch, 30 we

can start talking.
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ficcording to the dialogue, choose the best

answer.

1.

Why do you do think Paula Joes not give more
background information on both men when she

introduces them?

a. This is a Tormal situation.

b. This is an informal situation.

. Thay have met pefore.

d. She does not need to give more background

information.

Although Mr. Barnes addresses Tim and Paula

with their names, they don’t, Why?

a. They have Jjust met.
b. They don’t know Mr. Barnes’® full name.
c. This is an informal meeting.

d. There are age difTferences bastween them.

What is the status or position of

Mr. Barnes?

a. Me may bs Paula’s collsague.
b. He may be Paula’s father.

c. He may be a relative of Paula.

o8B



IV. AGREETING, DISAGREEING AND CORRECTING

&

s

N

Well ma’am, it looks like we’ve sold it.

what? ... are vou kidding me?
Yes, 1t savs right here ... we s0ld it just this morning.
Now, wait & minute ... You m@an you sold my TV.

WHell., I’'m sarry, ma’am, but we have a policy that if vou
don’t pick up vour sat within four weeks after
notification, we have the right to sell the unit.

I beg vour pardon, but I’ve gnt the notification to pick
it up right here, and its date’s last Monday.

Well., I'm awfully sorry, but it’'s sold already.

Well. You’re Jjust going to get me a new set, and that’s

that.

According to this conversation, choose the best answer.
A addresses B as ma’am. What is the degree of intimacy?
a. A and B know sach other very well.

b. A and B work at the same placs.

c. A and B have never met before.

do A and B are two people who have met for a purchase

problem.

Why does B use the "Are you kidding me" expression?
a. B doesn’t belisve what A has already said.
b. B enjovs what A says.

c. A makes a Jjoke.
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Considering the phrases "wait a minute”, and "that’s

that”". How do vou think B feels?

»
.

vary pleased. o. very indignant.

b. vaery Triendly. d. wvery helpful.

How can we describe the attitude of A in a single word?
a. tolerant. . lOusy.

b, principled. d. sympatethic.
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APPENDIX B

THE DIALOGUES USED IN THE TRAINING.

Paul:
Don
Paul:
Don
Michasl:
Don
Michael :
Don

Paul:

Michae] :

Don:

Pawl:

MEETING
Hello, Don. How are you?
Fine, thank vou, and you?
Fine, thanks. Do you know my brothsr Michasl?
Mo. HMello, Michasl. What do you do?
Well, I work in a library -~ 1in Mew York.
Have vou got & flat there?
Oh no; I live in digs. What do you do?
I’m a student. I’m at Columbia University.
DK, guys, stop talking and decide where to spend
thigs afrernoon.
What about seeing that film the one that’s besn on
for two weeks?
0K, Michasl, that’s a good idea.

OK, let’s go.

Jawellar:

Mary

Jewellsr:

IN A JEWELLER’S
Good afternoon, madam. May I help vou?
Yag, I brought my ring in to have it repsaired
last week. You said it’d be ready by Monday.
Here is the ticket.
Ah, ves, madam. Would yvou wait Jjust a minute,

please?
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Bob @ What’s happening? He's a long time, isn’t he?
Detective: Excuse ms, madam. We' re police officers., Is

this the ring vou brought in last week?

Mary : Yes, it’s my engagement ring. What’s this all
about?
Detective: Would yvou plsase come with us, madam? We’'d like

to ask vou few cusstions. and vou, sir, if vou
pleasa,
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THREATENING

. Hey You! I was waiting to back into that space.

B. HWere vou? Bad luck, mate.

f. But I was indicating...I’ve been here for ages...

A, Well, vou were too slow, weren’ t you?

B. Look, Im not letting wou get away with this. You’d
better move or else.

B. Or slse what?

A. Or else I711...

B. Clear off, chum. I haven’t got time

A. Hare, vou'd better watoch it.

B. Leave it, mate. Don’t be so stupid.

A. Just watch it...or I711

B. Will you? You, and whose army?

A, Right, come on, then. I°11 give vou ona.

B. Is that a threat or a promise, darling? Look I’m off.
I haven’t got all day.

A. Come back here! I711...I%11...
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DAVE IS ANGRY
It is ssven o’clock on a Saturday evening. Dave is waiting

for his girlfriend, Carol, to arrive.

Dave: What’'s the tims?

Mrs Bates: Savean.

Dave: Where’s Carol, then? 3he said she’d be hers by §.15.

Mrs Bates: Well, she isn’t here. She might have missed the
bus.

Dave: We’re going out, though!

Mrs Bates: She may still be at home. Why don’t vou give
her a ring?

Dave: Mo, I rang her half an hour ago and Ltharg was no
ANSWBP.

Mrs Bates: Then sh2 must have missed the bus or something.
Or she could have been in the bath.

Dave: Well, she’s a damn nuisance!

Mrs Bates: You know, shs might have stopped off on the way to
sa8 her sister. I would’ t worry 1T I were vou.

Dave: Huh. I'm going to have a shower.

Mrs Bates: What 1if she rings?

Dave: ITf she does, tell her to hurry up. Othsrwise we’ll
miss the concert.

Mr Bates: I expect she’s forgotten about it.

Cave: What do you mean?

Mr Bates: Well, she may have somathing betier to do.

Dave: Like what, sxactly?



Mrs Bates: No, Dave, she must be on her way. She’ll bs

here soon. She won’t have forgotten.

Dave: Waell, I don’t care. She bought the tickets., She’s

it

got tham. It’s her money.

Batas: Well, perhaps she’s taken someone slse.

Dave: Look, dad, give it a rest, will yvou! I don’t want

Mr

to discuss 1t any more,

Bates: I was only saving...

Dave: I'm going to have my shower!

Mr

Bates: {calling) &re yvou going to stay at homs and

watch the football on the telly with me, then?
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WHAT S HAPPENING IN & MORNING?

Hello...hello Is anvbody there? 0Oh, lord, my head’s
splitting. ah, Mary. There vou are. Bring me some
coffee.

You should be in bed, ma’am. That’s what the doctor
said. He did.

Bad! How can I sleep with all this going on? Bring tH&
coffes, Mary.

ah, this is a surprise. We haven’t seen vou atl
breakfast for vears. What’s happened?

That’s enough! You’re just like vour fTather, vou know.
Just like him.

But a bit brighter, eh? just a bit brighter.

I sometimes think vou’re worse. You are not like me.

Mot at all like me.
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Thank goodness for that.

Hello, nice to ses you up SO early... good morning.

Mas anvbody seen my hushand vet?

Wny? Has he left you?

Yary funny. Mo, I just thought he’d be here. He sald he
was going straight down to breakfast.

Parhaps he’s run away. (It wouldn’t be the first time

for vou, would 1t).

What do vou msan? Come on, what are you trying to say,
exactly?

Yes, leave her alone. There’s no reason to start on her.
Hello, svervbody. What’s all fuss about, eh?

It’s nothing, darling. Just vour delightful brother, as
usual .

Just my sense of humour, that’s all.

I thought 1 told vou to lesave her alone.

Do vou often have to say that to people?

Why, I°11...
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A TELEVISION PROGRAM

Buizmaster: Good evening, friends. Welcoms to another

gdition of Your Cholce. We’ve got some more
wonderful contestants here tonight and some
fantastic prizes. Don’t forget, ladies and
gentlemen, that I don’t know what’s in the
envelopes. Now let’s meet the first contestant

who wants to play Your Choice. Good svening,



Contestant:

GQuizmastar:

Contestant:

Buizmaster:

Contestant:

Huilzmaster:

madam. kould vou like to tell ug what your name
is?

Mre Jenkins.

Mrs Jenkins. If vou stand a little nearer to the
microphone, the viewers’ll hear you a little bit
baetter. Now yvour first gusstion is: can yvou tell
me how many days there are in March?

Dh, now lat me ses. Thirty days have
September... so, er, 31.

That is it, Mrs Jenkins. You’ve got the correct
ansuwer. Now your second guestion is: can vou tell
me where ths last Olympilc Games were held? Take
yvour time; there is no hurry.

Oh dear, sr, er ... It was, er, Tokvo, wasn’t

it?

Dh, no, Mrs Jenkins., I’m afraid that’s ths wrong
answer. Never mind. Here is five-dollar

consonlation prize, Better luck next time.
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