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ABSTRACT

USING LITERATURE TO ENHANCE FOREIGN LANGUAGE LEARNERS
LANGUAGE AND CULTURAL AWARENESS

Timer, Cankaya Tugge
M.A., English Language Teaching

Supervisor: Assist. Prof, Dr. Nurdan Giirbiiz

May 2010, 351 pages

Language teachers, including educators from all levels ~ from primary to
college level — and teacher trainers have all agreed with the idea that it.is
impossible to consider language skills as independent from each other since each
of them has a great contribution to the language itself as a whole system. However;
it cannot be ignored that all language teachers have also agreed with the idea that
reading is a skill that has its own significance, especially in foreign language
education. What makes reading so unique is that it can be considered to be the
door that is about to be opening to a new world in which the target language is
spoken. In that sense, as an essential skill, reading, throughout the centuries, has
also had its own keys that have been difficult to be unlocked even by the native
speakers of English. This matter of fact brings the question to the light that what
guardians are waiting in front of this castle door especially for foreign language

students. Although many scholars claim that formal aspect of langnage, including
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syntactical and lexical features, stand as great challenge, they ignore the cultural
significance of a language. The relationship between language, tﬁought and culture
shows that even formal aspects are affected by culture. This fact brings the
importance of ‘content schema’ as well as “formal schema’ in reading to surface.
However, now the question is that how it is possible to provide students with
sufficient cultural background. As foreign language students are less likely to
experience exposure to foreign culture when compared to second language
Ieamers,. there is an urgent need to create a “social context’ or ‘second hand reality’
in Kovalik’s terms in classroom settings. At this point, literature is believed to give
her helping hand to FL students with her wide range of texts carrying a variety of
formal aspect of language, but at the same time, a range of cultural components,
and thus, constructing ‘schema’ for them. Apart from this, what literature offers is
examined in detail within the framework of brain-based learning principles.

This paper tends to contribute to this controversial issue with a case study,
which aims to illustrate that the use O.f literature in FL settings enhance
language/cultural awareness. The result of the study showed that 1) literature is a
useful source to teach the formal aspects of language such as grammar and
vocabulary (language awareness) 2) literature contributes to students’ cultural
awareness which is essential to have language awareness 3). literature is a brain-
compatible source with various advantages over the other written materials. In
accordance with what is mentioned above, this study has a direct aim to show how
ELT and Literature can intrude the ancient walls of this castle when work

interdisciplinary.

Keywords: literature, brain-based learning, schema, language awareness, cultural

awareness
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YABANCI DIiL OCGRENCILERININ KULTUR VE DIL BILINCINI GELISTIRMEK
AMACIYLA EDEBIYAT KULLANIMI

Tiimer, Cankaya Tugge
Yiiksek Lisans, Ingiliz Dili Ofretimi

Tez Yéneticisi: Yrd. Dog. Dr. Nurdan Giirbiiz
Mayis, 2010, 351 sayfa

fIkégretimden tiniversite yillarma kadar tiim dil egitmenlerl ve Sgretmen
egitmenleri, dilin titm becerileriyle bir biitin oldugunu savundukiarmdan, dil
becerilerini de birbirlerinden bafimsiz olmadifi konusunda hem fikirlerdir.
Ancak, dil egitmenlerinin, &zellikle yabanc: dil 8grencileri igin, okuma becerisinin
kendi icinde degerli bir beceri oldugunu kabul ettiklerini de gbz ard: etmemek
gerekir. Okuma becerisini bu denli Snemli kilan gey, onun amag dilin konuguldugu
dis diinyaya agilan bir kap1 niteliginde olmasidir. Bu baglamda, bu degerli beceri,
okuma becerisi, ana dil kullanzctlanna bile zorluk tegkil eden giiglit anahtarlara
sahiptir. Bu fikir, okuma becerisinin kale kaplsmin iinﬁn&e ne tip gardiyanlarin
bekledigi sorusuna igtk tutmugtur. Bilim adamlari, dilbilgisel ve sozcitksel
zorluklardan bahsetmis, fakat dilin kifltiirel degerini goz ardi etmiglerdir. Dil,
diigiince ve kiiltilr arasindaki iligki diisiiniilecek olursa, kiiltiirel dgelerin dilin

‘formal’ denilen dilbilgisel ve sozciiksel yapisim bile etldlemis olmasi gagirtic bir
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sonug degﬂdir-. Bu gercek, okuma becerisinde, formal altyap: kadar kiltiirel
altyapiun da Snemini ortaya ¢ikarmaktadir. Sorun ise, dgrencilerin bu kiiltiirel
altyapryla nasil donatilacagidir. Yabana dil &Zrencilerinin, ikinci dil 6grencilerine
kiyasla amag kiiltiire maruz birakilmada daha sanssiz sayilmalar dolayisiyla, suaf
ortamlarmnda ‘sosyal bir durum’ veya Kovalik'in de dedigi gibi ‘ikinci el bir
gerceklik’ yaratma ihtiyact goktan gelmigtir. Iste bu noktada, edebiyat, dilin cok
cesitli formal yapilarmmn yanmda kitltiirel dgeleri de barmdirmast yéniinden
yabana dil &grencilerine yardmn elini uzatr ve onlarmn hem formal hem killtiivel

altyap: edinmelerine olanak verir. Bunun yar sira, edebiyatin diger getirileri beyin
temelli 6renmeye de uyumu agismdan detayh bir bigimde farhgﬂxmgttr.

Bu calisma, konuyu, edebiyatm yabanci dil ortamlarmda gerekli dil ve
kiiltiir bilincini sagladig1 tezini destekler nitelikte bir durum cahsmas: ile bu
konuya katkida bulunur niteliktedir. Araghrma sonuglar:, 1) edebiyatm, dilin
dilbilgisi ve kelime bilgisi gibi formal unsurlarm &gretmek icin iyl bir kaynak
oldugunu (dil farkindahg) 2) edebiyatin dgrencilere dil farkmdaligy igin gerekli
olan kiiltitrel farkindalk edindirdigini 3) edebiyatm, diger metin tiirlerine tistiin
gelen birgok ozellik tagimasmum yamnda beyin temelli 6gretim ve Ogrenmeye de
uyguniuk tagidimu gostermigtir. Tibm bunlarla dogru orantili olarak, bu ¢aligma
ingiliz dili dgretimi ve edebiyatm birbiriyle iligkili disiplinler olarak cahghg

takdirde bu eski kale duvarlarmm yikabilecegini gostermek amacindadir.

Anahtar kelimeler: edebiyat, beyin temelli 8grenme, on bilgi, dil farkandaligy,
kiiltitrel farkindalik
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CHAPTER 1

INTRODUCTION

1.0 Presentation

This chapter entails the background to the study in which there will be
introduced two principles, carrying significance for this research paper, statement
of purpose which is to determine main problems, and to set particular aim(s) of the
paper. This section also includes research questions in the hope of finding answers
throughout the paper, which will be followed by overview methodology which
summarises the outline of the procedure of the study of which significance will
also be mentioned. Finally, definitions of the terms part will introduce some key

concepts prevailing throughout the paper.

1.1 Background to the Study

The First Underlying Theory: Brain-based Learning

Long ago, Immanuel Kant claimed that human beings can only give
meaning to new concepts, ideas; in other words, new information on the condition
that they are associated to what they have already had in their minds. This
perspective has given a basis for research on human brain and how it works
during the process of leaming and cq;nprehension. Neisser (1982) arrived at the
conclusion, after long years of researéh; that .f;;eople have khowledge through their
personal experiences. In that sense, memory is important since it is difficult to
consider learning and memory independent from each other. Robert Slywester
(1995) agrees on the idea by emphasizing how it is izméortant to learn about the
collaborative work of the learning and remembering processes. Based on the
research carried by Posner and Raichle (1994) in which they use brain-imaging

1



techniques to identify which area of the brain is activated when a person happens
to remember something, in other words, through a series empirical studies, he tries
to find an answer to which part of the brain is at work during the recalling process.
He has come up with a conclusion that recalling of the brain works like a system In
which something causes another thing related to it remembered. For instance,
when the noun ‘cup’ is remembered, it creates many associations in the brain by
causing other related items recalled such as the verb ‘drink’. Sylwester (1995) states
that when human beings (the situation is the same for animals) learn something,
“some physical changes occur in the synapses of the network of neurons that
process the memory, in effect sﬁ:reng&ening the neural connections that constitute
a memory network.” (1995: 88) This argument leads him to claim that “everything
is connected to everything else” (1995: 140), which shows that every little neuron in
human brain is connected to the other neurons in a way which causes them to
activate each other. Therefore, the new information is expected to connect to the
existing knowledge in the brain.

Having taken this base for his ideas on language teaching, Eric Jensen
(1998) explains the situation with the ‘relevance theory . He claims that “an already
existing neuron simply connects with a nearby neuron”, which shows that “if the
content is irrelevant, it is unlikely a connection will be made.” (1998: 92) Through
these relevant connections, the meaning is strengthened, which means that there is
a direct correlation between the links or associations made in the brain and the
neural system involved in leanﬂﬁg. Another elemen;c comes into stage, which is
the amount of information “woven neurologically” in thc; brain, that is, the amount
of neural system involved in the 1eafhjng p'ro-cess diréct}y affects the .a.mount of
information as well. (1998: 92) |

As Kosslyn (1992) states, there are two types of meaning, one of which is
“reference” , the other of which is “sense” meaning. {(1992: 228) These groups are
what Caine and Caine (1994) call as “surface” and “deeply felt” meanings. Having

explained the difference between them, Jensen indicates that the first one “refers to

2



the lexical territory of the word”, however, the second one is totally different as it
expresses what kind of associations and feelings the word creates in the brain

through experiences (1998: 91).

For example raincoat is an oversized waterproof cloth or
plastic garment... While I know what a raincoat is, it means
litfle to me personally. I live in a climate where it rarely rains
(San Diego). The raincoat I own is used only rarely (when I
travel) and seems like a waste of closet space most of the
time... Let's say you wear your raincoat 50-60 days a year
because you live in an area where it rains often. Your raincoat
may protect you‘ from rain... Your raincoat has “meaning
sense” to you, with years of memories. It’s more than a
garment. It's both a necessity and a “friend”.

The same perspective is claimed by Lynn Freeman Dhority’s book, Joyful
Fluency: Brain Compatible Second Language Acgusition, in which she also claims that
new information which includes “personal relevance, the engagement of emotion
and the elicitation and formation of complex pattern meaning in context” is
compatible to learning of the brain that is a “natural meaning maker.” (1998: 9)
That idea, in fact, shows the importance of meaningful, relevant and coherent
learning as it is believed to maximize the process of learning. Dhority (1998)
concludes that “learning without meaning is unlikely to be recalled, used, or
enjoyed.” (1998: 9)

Pat Wolfe (2006) shares the same ideas with the researchers mentioned
below. He states that the brain is a mechamsm Whlch works as a whole, and
therefore, any kind of new information actlvates the whole brain. As the neurons
are constructions “fire together, wire together”, they form networks (and synapses)
which connect information. (2006: 36) Such an organisation of working of the brain
shows that these conmections are constructed via experiences and emotions, in

other words, existing knowledge in the brain as Wolfe states (2006: 36):



All brains contain the same basic structures, but the networks
in each brain are as unique as that person’s fingerprints.
Though genes likely play some (as yet uncertain) role in brain
actively, each brain is sculpted by the individual experiences.

In order to understand more about how brain works when it is learning,
Wolfe's ideas make us visualise the process. He claims that the brain scans the
environment first in order to determine what is meaﬁjngful and what is ‘relevant’
to what it has experienced before. The brain decides on what is meaningful or not
through “searching its existing networks to find a place where the new information
fits” (2006: 37) as the brain is different from computers which store data in a static
fashion. It is a “dynamic organ that constantly arranges and rearranges its
nétwbrks to accommodate incoming information.” (2006: 36) And in this process,
#it makes a decision to drop any information that does not fit easily into an existing
network.” (2006: 36) It means that it fails to learn since there occur problems in the
recalling process.

All these findings show that the learning occurs if there is a match between
the bombarded information to the brain and the old information. Based on the
above-mentioned ideas, not having ignored the fact that memory aﬁd learning
show resemblances in many ways with respect to the process of information, i;c is
possible that we can come up with a conclusion that the brain does not only search
for its existing nétwork when confronted with new information, but also when
recalling the old one. Many researches, especially including behaviourists, fall their
backs on the idea that learning is 5.1150 a kind of behaviour, which means that it can
be evaluated according to how much the brain recalls of what has been learned. In
other words, the brain will certainij-,r‘- find it easy to remember proﬁding the
learning is ‘relevant’ and meaningful. That is, in fact, the reason why the link

between memory and learning is found necessary to be mentioned.



The Second Underlying Theory: Schema Theory

“Every act of comprehension involves one’s knowledge of the world as well.”

(Anderson, Reynolds, Schallert, and Goetz 1977: 369)

These ideas that have been claimed by the brain-based principles, shed
lights to our understanding of another theory, schema theory.

Empirical researches which have taken their roots from this theory can also
serve as an evidence for the rightfulness of Kant philosophy, and the brain-based
principles in accordance with. Although the idea is not new, it is worth mentioning
in order to understand more about the framework of the study.

As Goodman describes, reading is a “psycholinguistic guessing game” in
which the player (the reader) “reconstructs, as best as he can, a message which has
been encoded by a writer as graphic dis?lay.” (1971:135) The situation of being a
“psycholinguistic game” can also be attributed to all language areas, not only to
reading skill, since language, itself, requires that both the producer of that
language in written or spoken form and the receiver of that language when he/she
reads or listens reconstruct and decipher the message conveyed in that language
through many “cyclical processes of sampling from the input” such as “predicting,
testing, and confirming or revising those predictions, and sampling further” as
Carrell and Eisterhold dlaims. (1983: 554)

Coady (1979) improves this psycholinguistic model of language by
suggesting a more detaﬂéd process in which the background of language learners
has a dynamic relationship with conceptual abilities and process strategies to

comprehend (see Figure 1).



CONCEPTUAL ABILITIES < ¥ BACKGROUND KNOWLEDGE

PROCESS STRATEGIES

Figure 1 Model of the ESL Reader
Source: Coady (1979) (cited in Carrell and Eisterhold, 1983: 555)

What Coady means by “conceptual ability” is the intellectual capacity,
which requires compreheﬁsion and interpretation to a deeper extent. Processing
strategies include many language processing skills with its subcorﬁponents such as
grapheme — morpho-phoneme correspondences, syllable — morpheme information,
deep or surface syntactic information, meaning at the lexical level, and meaning at
a contextual base.

Based on the ideas presupposed by Coady, it is clearly understood that
these components follow one another at hierarchical level, which shows that each
component has a certain value for comprehension. It is widely known that from a
set of grammatically-appropriate sentences which are supported by meaningful
lexical items, language learners arrive at meaning conveyed by that set of
sentences. In other words, the first step to construct meén;ing is to decipher
grapheme - morpho-phoneme equivalents, syllable — morpheme information,
lexical and syntactic information, which will, then, leads us to the contextual
meaning as Coady (1979) suggests when he says “...background knowledge
becomes an mlpoﬁant variable when 'V\.Ie noﬁée, as many have, the students with a
Western background of some kind learn English faster, on the average, than those
without such a background...” (1979:7)

As the above quotation illustrates, learners with a certain ‘background’

information on the construction of a language such as word order and other
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grammatical areas of a language are more likely to transfer their existing
grammatical competence in their native language to the target language.

As it is clearly understood, easy transfer can be possible provided that there
are ‘relevancies’ in the brain with respect to the syntactic figures of the target
language. However, it does not mean that language is acquired when there are
certain synapses constructed in the brain which are believed to connect our
existing knowledge on form structuralising our native language system. Assuming
language is a multi-dimensional phenomenon, it is believed that there are more
components and subcomponents of language than grammatical ones. This, of
course, should not be considered as a total rejection of the importance of linguistic
clues with respect to syntactic figures, since it can be considered to be a light that
guide us to the meaning and comprehension. However, the recent researches have
shown that there are still problems in comprehension even though the grammatical
competence is thought to be totally achieved by a language learner. And here
comes the question ‘why’.

In seeking to understand why such problems in comprehension occur, it
would be useful to mention about the distinctions between schema types proposed
by Carrell. (1983b) He divides the notion of schema into two basic parts, one of
which is “formal schemata” and the other of which is “content schemata”. While
formal schemata includes background knowledge in formal organisational
patterns and rhetorical structures in different text types, inchuding both the genre
(fables, stories, newspaper or magazine articles, poetry and so on) and the unique
ways through which writers organise then: 1deas (narratton, causation, response,
comparison, description a:nd 50 on), ’rhe content schemata can be considered to be
background knowledge about the content. (Ha}loween historical events, religion,
traditions and so on) ¥ a language leamer fails to activate one of them, which
means if the brain fails to fit this new piece of information into its existing
network(s), comprehension at a deeper level does not occur. Congidering the

relationship between comprehension and recalling as it has been mentioned
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before, we can conclude that if the upcoming information cannot find its place in
existing neural networks, recalling the mfonnaﬁén becomes impossible as Carrell
(1983b) also indicates.

In Carrell’s study (1981b), in which two groups of university students at
intermediate levels were given different types of a story one of which is structured
within the framework of simple story schema structure and the other of which
violates this common organisation, shows that the variety in rhetorical structures
also affect comprehension. This study illustrates how “formal schema” can also
contribute to our understanding of a text.

Nevertheless, it seems that one of the important reasons of why language
learners fail to comprehend the deeper meaning or the underlying message
conveyed by the writer or the speaker is that content schema generally consists of
issues which are “culture specific and is not part of a particular reader’s cultural
background.” (Carrell and Eisterhold, 1983: 560) That is, “content schema” seems
to be a greater challenge when compared to “formal schemata”, especially for the
non-native environments in which learners are doomed to “acquire’ a language
with little contact with the culture in which the target language is spoken.

As Kintsch and van Dijk also claims, if new information is to be related to
the old information which has been acquired from the language learners’ previous
world knowledge in order to provide comprehension, it can be concluded that if
the cultural background of the learner shows certain distinctons, it becomes
relatively harder for him/her to instantiate schemata appropriately. (Adams and
Bruce, 1982)

1.2 Statement of Purpose

Throughout the proliferation of language teaching methods in which the
history has witnessed the rise and fall of approaches, methods and techniques,
there have always been some language skills ignored. One of the long-forgotten

skills is reading as communication in a language has gained much more
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importance. No one denies the fact that all language skills should be approached
equally as language is a whole system; however, it should be kept in mind that
reading becomes a very important skill, especially in foreign language settings as it
can be considered to be the only way to reach outside information and knowledge.
In other words, the limitation is that the history of language education mainly
posed its head towards second language learning when it comes to teaching
culture. It is quite normal that learning the target culture is a must for L2 students
since they are likely to have opportunities to communicate with natives of that
language. They are expected to put into practice what they have learned in
classroom environment as there will always be a quick contact outside the
classroom. However, within the framework of what has been discussed
throughout this study, especially of the relationship between culture and language
and thought, it is clear that it would be a wrong approach to make foreign
language students deprived of the cultural components of a language. Considering
the fact that second language learners generally open their doors through
communicating or face to face contact with the natives of that culture, it is clear
that foreign language learners can achieve this experience through reading in
which cultural elements also carry great significance.

Apart from, this pragmatic perspective which claims that reading is
essential lespecialiy for further academic studies; it also serves as a language model
for the ones who cannot experience the foreign setting due to the mono-lingual
environment. Stepping forward from this fact, it is known that reading can be a
great challenge for non-native speakers of the target language. Although many
scholars have thought that syntactic and lexical chaﬂenge; thus the lack of ‘formal
schema’ play greater part in reading, there lare many other ideas on that reading
requires some cultural knowledge, along with ‘content’ schema as well. As Geng
and Erdogan (2005) indicate, there was a shift from approaches depend largely on
form and structure to a series of approaches that do not neglect culture in language

teaching along with the debate on the importance of including cultural elements
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into second language teaching curriculum. (Geng & Erdogan, 2005, p. 73) Bada
(2000), emphasizing “the need for cultural literacy in ELT. ..” also supports the idea
that cultural components are important especially for those “not exposed to
cultural elements of the society in question...” (Bada, 2000, p. 101).

“Within the framex;vork of what has been said above, in order to underline
the cultural challenge in reading, this paper has dealt with the dynamic
relationship between language and culture and the importance of culture teaching
in general.

Turning back to its effect on reading, another aim is to show the importance
of dealing with cultural components that can create a ‘cultural schema’ which is
essential in learning process according to the ‘brain-based learning and teaching
theory” which is required to be evaluated within the framework of ‘schema theory’.
The limitation of literature on that field is that "how to teach’ something has been
dealt with so much that ‘what to teach’ has been unfortunately neglected to a great
extent. In other words, although there has been a compromise on the significance
of teaching culture along with the teaching a language, there are “still problems
about what should be taught and how culture could be taught most beneficially.”
(Geng & Erdogan, 2005, p. 74) |

As foreign language learners lack much less opportunity to be exposed in
the target culture since their language practice is limited to classroom
environment, there is an urgent need to change our classrooms to a ‘social reality’.
There lies another purpose of the study which is to show the importance of
creating a social context especially in mono-lingual language classrooms.
Considering the main problem ’What_‘fé do’ Wlﬂ’ll"n the frainework of readmg skill,
what literature offers seems to be a good séluﬁon to the existing problems stated
above. Finally, the main purpose of this paper is to show the importance of
literature to create ’language awareness’ which cannot only be evaluated as
linguistic competence requiring the formal aspects of language such as syntactic or

lexical knowledge, but also which entails the cultural competence, playing an
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important part in linguistic competence as well. This paper is also to suggest a
holistic view to language awareness since it is believed that even formal schema
can be created by cultural schema as even the use of formal aspect like adjectives,
phrasal verbs or idioms have taken their basis from the cultural concepts framed
by the social realities of the target culture, which is no doubt reflected in literary

works.

1.2 Research questions

The study aims at showing the importance of using literature in order to
_enhance their language awareness which is thought as two-dimensional, one of
which is in formal aspects such as grammatical and lexical, and the other of which
is in cultural aspect.
The questions that will guide the study are as follows:

1. How do literary texts enhance students’ language awareness?
- on a structural level ?
- on a lexical level ?

2. How do literary texts enhance students’ cultural awareness?

3. What are the other benefits of using literature in reading classes?
1.4 Overview of Methodology

Although the research questions stated above are believed to find answers
in Chapter 2 of this paper, a case study research was employed in this study in
order to find answers to the research questions as well. Such an investigation is
hypothesized tc suppo:rt‘“.fhat has discusséd throughout the paper. In order to get
rich and detailed explanation; qualitative method was used in which a
considerable way of data collection tools were employed such as structured
interview with teachers, a sample lesson designed and taught by the researcher (by
using a literary text and teaching according to BBL principles), a test prepared on
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the content of the demo lesson, and focused group interview with students (after

the sample lesson).

1.5 Significance of the Study

The necessity of teaching culture has reminded us of what Chomsky has
defmed as linguistic competence and linguistic performance which are different
from each other although they are used synonymously as the first one refers to
what a person know about the language and the other is his/her actual use of
language. It was Hymes who introduced the term “communicative competence”,
which is two-sided one of which is linguistic and the ot}}er of which is pragmatic.
Cultural knowledge falls into the category of pragmatic competence through
which one can understand the “behavior from the perspective of the members of a
culture, and thus behave in a way that wf;\lz’ould be understood by members of the
culture in the intended way.” (Geng & Erdogan, 2005, p. 79-80) Within that
perspective one can conclude that the learner can understand all aspects of culture
including multi-dimensional social structures through pragmatic competence, or
else, the learner is more likely to produce inappropriate utterances despite the
grammatically correct and appropriate structures. The situation is the same in
reading skill. Without this pragmatic competence, the non-native reader may not
be able to understand or perceive what he/she has read due to the lack of cultural
background knowledge, which may result in negative interpretation caused by the
frames shaped by native culture. As Zhang, X. and Yan, Y. (2006) claim:

... knowledge of language itself cannot solve all the problems
in reading. People’s works-.is alwaslrs related with the culture
of their nations, especially related allusions or usage, which
we are not familiar with. That reminds us that we should pay
attention to the cultural influence in reading. (Zhang, X., Yan,
Y., 2006, p. 75)
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Many studies and empirical results have shown that (among them, Carrell ,
1982, p. 479 — 488 Johnson, 1981, p. 169 ~ 181, and others which will be mentioned
in detail)) although difficulties at a syntactic and lexical level hinder reading and
recalling, the comprehensibility of a text largely based on ‘content schema’ which
can be regarded as cultural background knowledge and the familiarity with the
subject. In other words, these researches underline that readiﬁg skill does not only
require the meaning in the text itself, but rather the meaning caused by the
relationship between the symbols on the page and the schema in readers’ mind
which can be considered to be past personal experiences and emotions which are
generally culture-specific and thus, mostly shaped by the frames in the mind.

Under the light of what has been discussed so far, the méin.problem is the
neglect of cultural components in reading. As Povey claims, “we learn grammar
until some ill-defired point of competence is reached.” (Povey, 1967, p. 40). He
states that “...we have exaggerated the significance of the element of syntactic
difficulty in ESL reading...” (Povey, 1967, p. 43) and he has experienced that “the
whole area of cultural comprehension is more likely than language problems to
cause difficulty.” (Povey, 1967, p. 44). )

Although there has been a compromise on the significance of cultural
background, some scholars have fell apart on the point that ’rhé students can be
taught “culture’ directly through culture notes or summaries. Widdowson (1975)
argues that although such aid can help them ‘understand” the text they are reading,
they, in fact, reduce the opportunity for students to interact with the text and
negotiate their own ‘perception’ of twhat is being read since “the full impact of the
work can only be recognised by lt'he hidiﬁdual’s direct experienée of it”
(Widdowson, 1975 , p.75) as such an approlach makes students spoon-fed due to
the fact that it allows interpretation of what they have read with the help of culture
notes and summaries which may hinder the readers’ opportunity to create schema
for further readings. Moreover, such an attitude towards culture teaching has

shaken the place of literature in foreign language curriculum,
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Based on the general look on the problems and arguments made by the
above-mentioned scholars, this study serves as a reminder since it brings the

importance of teaching of literature into surface again. The study is not only

“important to emphasise the value of using literature to equip language learners

with cultural competence and linguistic competence through helping them to
constrict ‘schema’ both in “formal’ and ‘content/cultural’ aspects but also because
of underlying the great support of literature in pedagogical terms with respect to
brain-based principles. '

Learning a language is not just a biological process unlike it has been
understood. It has also its emotional aspect. The study is also important 10 show
this emotional aspect of learning a language since through literature, the students
are given the opportunity to directly experience some of the emotions and
situations in the texts they are reading, which will no doubt allow them to
understand the texts more easily. Moreover, the study underlines that literafure is
now believed to provide comprehensible language mput that is more likely to
contribute to language acquisition. Through this increased acquisition, reading
will be easier and more enjoyable as it will turn into ‘read to learn’ process which
emphasises the importance of life-long learning. Apart from bringing light to this
cultural issue, the study also shows that the language of literature provides
students with clues about language use in “discourse in which the parameters of
the setting and role relationship are defined.” (McKay, 1982, p. 530) To sum up,
through the holisﬁé view towards competence and awareness, as this paper claims
that language competence and awareness cannot be considered from a mono-
perspective as it is not totally formal 6;: tétally cﬁl’cural, the study is of‘\'ralue as it
emphasizes the necessity of using literary texts to create cultural awareness and
thus, language awareness.

Another important point Worth mentioning is that this paper shows the
limitations of publications. Though being numerous in number, it is recognised

that they have generally dealt with ‘teaching culture’ or ‘teaching literature’
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separately. Another limitation is that the scholars have mainly focused on teaching
culture or literature to ‘second language learners.” The study is of importance as it
combines these two aspects, and offers a guide for foreign language learners for
which it is required to generate a ‘social context or reality’ in the classroom
environment since they generally lack the opportunity to experience the language
outside the classroom envirorument. In that sense, the study is hoped to be
significant as it tries to go beyond the limited opportunities of artificial classroom

setting through exposing to the intellectual use of language, literature.

1.6 Definitions of the Terms
Schema: Schema can be considered to be pre—knoWledge or background
information existing in human brain. It shows the mental representation of the

world and organisation of concepts.

Formal schema: It includes background knowledge in formal organisational
patterns and rhetorical structures in different text types, including both the genre
(fables, stories, newspaper or magazine articles, poetry and so on) and the unique
ways through which writers organise their ideas (narration, causation, responée,
comparison, description and so on). (Carrell, 1983b, cited in Carrell, Devine, Eskey

(eds), 1998, p. 104)
Content schema: The background' or pre-knowledge with respect to the content.

Culture-specific schema (Cultural schéma): The background knowledge on the

target culture. Cultural schemais generally created through cultural experiences.

Language competence: Language competence is a linguistic term which refers to

the knowledge on how to produce and comprehend a language.
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Language performance: Language performance is the ability to use all language
skills efficiently.

Language awareness: Language awareness is the explicit knowledge about

language, the perception of language use.

Cultural awareness: Cultural awareness is to become aware of the values, customs
beliefs, perceptions in the target culture. In short, it can be defined as the

knowledge of the target society and everything related to it.

Receptive skills: The receptive skills are listening and reading which are regarded

as passive skills by many people.

Productive skills: The productive skills are speaking and writing which are
considered as active skills. These skills are believed to follow after the reception of

other skills such as reading and listening,.

Emotional Intelligence: Emotional Intelligence (EQ) is a self-gained ability to
understand, evaluate and manage the emotions of one’s own or of a group. Some

of the important components in EQ are empathy and problem solving abilities.

Conceptual Metaphor Theory: Cénceptual Metaphor Theory, -as the first product
of Cognitive Semantics proposed by Lakoff and Johnson claims that language is
affected by thought or thought fra;'ﬁés .(ab'shl'actlons ‘in‘ ‘mind). Therefore, each
expression in a language has taken its roéts from these metaphorical concepts

which are generally culture specific.

Brain-compatible classroom: The learning environment which is designed within

the framework of Brain-based Learning and Teaching Theory.
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Psycholinguistic: Psycholinguistics, as a study of language, deals with “the
psychological and neurobiological factors that enable humans to acquire, use,

comprehend and produce language” (See Wikipedia).

Literature: What is meant by ‘literature’ in this paper is the written materials with
a certain artistic and aesthetic value such short stories, extracts from novels, poetry,

drama and so on.

1.7 Summary .

Brain-based theory, which bases its ground on how human brain works
biologically, is the grounded theory of this paper as the theory deals with learning
and recalling processes in education. One of the most important hypothesis of the
theory which ;:Iairns that ‘relevance to past experiences and emotions create a
meaningful learning and easy recalling’ reminds us of the rooted theory, ‘schema
theory’, which is also based on Kant’s philosophy that believes new information
find its meaning as long as it has associations in the mind. Having given a detailed
explanation of these theories in relation with one another, the paper included
support for these theories within the framework of a study carried by Carrell
(1983a), who showed that as well as formal schema, content schema which requires
cultural background and world knowledge is also essential to understand and
learn a language. ‘

In the ‘Statement of Purpose’ part, it was mentioned that although all skills
have crucial and unique contributions in a 1angﬁégé, reading has its own value for
its educational purposes such as its having pragmatic values as well for the
students wishing for further studies, and also for those who are deprived of the
authentic cultural setting since reading can be considered as a door to that culture.
As mentioned in this chapter, in reading, all formal aspects of a language such as

grammar and vocabulary is essential to comprehend the written text, however,
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grammar and vocabulary is essential to comprehend the written text, however,
without cultural background, the comprehension remains at the surface level as
tack of ‘cultural schema’ hinder language learners from decoding the written text
through analyzing and understanding the writer's point of view which has been
affected by the culture he/she lives in. To take one step further, even grammar and
vocabulary items are believed to have been shaped according to that culture. For
these reasons, staying away from the target culture is the greatest problem that
EFL students are faced with. For this reason, it was mentioned that this cultural
environment can be created through literature.

After stating research questions and giving an introduction to the
methodology which will be mentoned in detail in Chapter ITI, the paper stated the
significance of the study as it underlined the fact that language is rnmlti-
dimensional with its formal, cultural and pragmaﬁc units, so is language
awareness. Within the framework of that belief, it brought the educational valué of
literary texts into the surface again for providing language learners with this
awareness. It also mentioned that language learning is not just a biological
behaviour, and literature gives learners the opportunity fo experience the
emotional aspect of learning ﬂirﬁugh making them involved in this emotional
world. This idea serves as a holistic approach to learning process as well. Another
significance of the paper is that it aimed at making contributions to the mumerous
relevant literatures which have dealt with the importance of culture and of
literature separately, or which has‘mainly Jimited the importance of teaching these
two to second language learners. Through bringing the problem of ‘EFL learners’
into the light, this paper and the study'_enibeaded in this paper is believed to find

answers and solutions to the problem.
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CHAPTER I
LITERATURE REVIEW

2.0 Presentation

This part serves as an overlook to the relevant literature which is dealing
with a wide range of sub-issues of the main concem. The first part of this chapter
focuses on finding evidence for the relationship between comprehension and
schema, and between the level of comprehension and recalling, supported by
researches from the literature. Under the light of these researches, the second part
sheds light to the issue of culture teaching which should be the role of language
teachers of the day. Within the framework of the previous idea that language and
culture are not independent from each other, and therefore; language teaching
should include culture teaching, the third part turns the concern to a more specific
one, which is the relétionship between culture and reading, supported by a
research from relevant literature. The next part opens the perspective towards
reading for a different view, which is the syntactic approach to reading. This part is
again discussed based on the studies from literature, which is ended with another
study by Johnson (1981), which carries significance since the study serves as a
‘pridge’ to syntactic approach and cultural approach towards reading, and thus as
a ‘central’ concern. The last part of this chapter turns to the issue of ‘what to do’,
which has been shortiy~menﬁoned at the beginning of the chapter, and drives to
the conclusion of using literature in FL reading settings along with the opposing
argument against literature, and trig's. to .ser'\'re- as an aﬁswar to these aiguments.
The discussion is, then, supported by the Benefits of literature argued by many

scholars.
2.1 A Study by Aron for the Relationship between Comprehension and Schema

Under the light of these theories — brain-based principles and the theory of

schemata — Helen Aron (1986) concludes that it is not surprising to find out that
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language learners “recall greater amount of information from native reading and
listening passages, produce culturally more appropriate elaborations of the native
passages, and generate more culturally biased distortions of the foreign passages”
(Aron, 1986, p. 136), which means that “when portions of a foreign passage are
familiar, there is significantly greater recall of the familiar portions than of the
unfamiliar parts” (Aron, 1986, p. 136).

" In the study, in which there are sixty-two subjects in total, thirty-one of
whom are native speakers of English, born in America and enrolled in English 101
which is “Freshman Composition” course; and thirty-one of whom, on the contrary,
are non-natives, not of American origin but enrolled in English 111 which is “a 3-
credit freshman composition couse taken in lieu of English 101 by ESL students.”
(Aron, 1986, p. 137) As Aron states, because the second group enrolled in English
111 and they have been completed the ESL programme, they can be considered to
be “comparable” (Aron, 1986, p. 137) with respect to their language proficiency to
the first group who are natives. The nori-native group, which consists of fourteen
male and seventeen female subjects come from seventeen different national origins
but have been living in America for a period of time changing from one to fourteen
years.

In the study, all subjects in both groups, each of which are at college-level,
are asked to read two passages taken from “Reading Comprehension subtest of the
New Jersey College Basic Skills Placement Test, 1982 ~ 3 Academic Year Form
3EJP7 (1982)” (Aron, 1986, p. 137). The first passage, which is in expositéry style, is
claimed to be chosen due to its being universal with respect to its theme, it is not

specific to American culture. It tells aBbut the anthropologisté’ claim that the time

* when human beings became toolmakers coincides with the time when they began

developing language through which they found the opportunity to instruct others
on how to use those tools, and it is believed that the ability for language provided
them with lots of other survival chances. The second passage, in the narrative form,
on the contrary, is specific to American culture as it tells about the hisforical

background for the free tribes’ fight against Western expansion, which makes the
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pioneers of these tribes among the most important heroic symbols of all Americans
in the history. As Aron also states, the names of the leaders are familiar to the
American subjects as they are assumed to have taken history classes, whereas it is
not surprising that such names are unfamiliar to the non-natives. Although the
non-natives can understand what the passage means by “civil war”, “white
people”, ”pioneefs”, “Tndian tribes”, “Indian Territory”, “Indian freedom” and
“Western expansion” (Aron, 1986, p. 138) but at the literal level, it is not unusual to
find out that the non-natives are less likely to comprehend the text at the
interpretive level without the sufficient knowledge in that specific culture, as the
passage is about “historical problem‘of Indians versus whites” (Aron, 1986, p. 138).

After having read both:passages, each subject is tested with respect to their
individual performances without time concern. The assessment includes an oral
summary of what they have understoond and recalled from both passages. Their
oral assessments are tape-recorded. Each subject is to give specific details about
what they can remember from the passages. The two teams of raters assessed each
subject according to “a procedure developed by the Educational Testing Service
(Cooper, 1977; Odell, 1981), was used” (Aron, 1986, p. 138).

The results show that the subjects after reading the first expository passége
indicated no significant distinction in comprehending and recalling of the text.
However, the situation is not the same for the second marrative text which is
culturally-bounded. Native Americans significantly outperformed the non-native
group in both understanding and recalling process as expected.

As the study illustrates, both native and non-native speakers of English are
likely to bring similar background knéwledg'é io a paséage which has a universal
theme, However, the knowledge they majr bring to a text which is culturally-
speciﬁclz to one culture carries great importance both in comprehension and
recalling process, and it is differeﬁt from the knowledge brought to the expository
text with a universal theme as it requires content/cultural schema. Therefore, it is

concluded that the success seems to be depending on “how closely. their
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background knowledge matches that presupposed by the test” (Aron, 1986, p. 140),

not on their linguistic competence.

2.1.1 Other Studies

The findings in Steffensen, Joag-dev, and Anderson (1979) and Carrell
(1983a) are not different from the above-mentioned research, as they also have
come to the conclusion that the cultural content knowledge which is given
implicitly by the input is in an interaction with the receiver’s cultural background
knowledge of his/her own, which affects understanding and recalling new
information, that is, the texts of which cultural content is familiar to the receiver’s
background are understood and recalled more easily when compared to the others
of which formal structure, including syntax and rhetoric styles is familiar but more
distant culturally in content. This conclusion, arrived at thanks to the researches
mentioned above, supports the previous idea that ‘content schemata’ has always
been a bigger challenge that is difficult to overcome in comparison to the challenge
caused by ‘formal schemata’.

In relation to the significance of content schemata proved by the above-
mentioned researches, it is now easier to understand the question ‘why non-native
readers of English who are wih sufficient formal background of a language find it
difficult to comprehend the written pages in that language’. .

In accordance with Carrell’s and Eisterhold’s claim, the role of cultural
background knowledge on langliage learning and comprehension has been of
great value for a long time. (1983a: 562} Fries (1945, 1963) also gives importance to
the role of cultural knowledge as he clalms thaf fhe meé:ning at socio-cultural level
is beyond the role of syntactic figures or-’fbrmal schemata’ since there is a direct
relationship between the language code and the background knowledge of the
readers of that code. This brings the issue to the light that comprehension occurs
provided that the meaning of the input is fitted into the existing networks of

information which is also organised in a way that is meaningful and ‘relevant’ to
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that society, as Fries (1945, 1963) claims. To illustrate Fries's point of view, Carrell

and Eisterhold (1983a) give a sample text:

By voting against mass transportation, voters have chosen to

continue on a road to ruin. Our interstate highways, those

much praised golden aveues built to whisk suburban

travellers in and out of downtown have tumed into the

world’s most expensive parking lots. That expense is not only

economic — it is social. These highways have created walls

separating neighbourhood from neighbourhood, disrupting

the complex social connections that help make a city liveable.

(Baudoin et al. 1977: 159)

They claim that after having read this passage, language learners are likely
to fail to reach a native-like comprehension since the non-native learners of a
language have generally brought their cultural backgrounds to their Jearning
process, which makes it difficult for the non-natives to perceive the situation that
“individual ownership of cars results in an overabundance of highways and
reduced the need for mass transportation, in the United States. (Carrell and
Eisterhold, 1983a: 563) For comprehension, students are also expected to perceive
that highways are for mass transportation. Another challenge for comprehension is
that this passage is not only complex for non—natives, but also for natives who live
" in rural areas as they may not be able to activate their semantic schema including
the necessary components as “crowding, congestion and rush-hour traffic.”
(Carrell and Eisterhold, 1983a: 563) The reason why even the rural natives may not
able to comprehend the message conveyed by the writer may be resulted from the
fact that although they are natives they can be regarded as ‘non-natives for the
urban environment’ as it is a differe_hf sociefy of its own.  As a result, this notion
conveyed in the passage can only be understood “with reference to this specific
urban highway subschema” as Carrell and Eisterhold concludes. (Carrell and
Eisterhold, 1983a: 563)
Rivers (1968) also claims that as cultural aspect is the greatest component of

a language spoken in that culture, it is recommended that the tie between the

culture and language not be broken to get the underlying message. She believes
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that one of the greatest problems in comprehension is that values shaped by
culture show distincions for the non-natives, which results in lack of
comprehension because values expressed in the input are not ‘relevant’ to those
which are held by the non-native community of language learners. Although such
an idea claimed by her can be regarded to be reasonable within the framework of
the theories mentioned in the first chapter, this idea, at the same time, opposes
with the belief that neural connections can also be constructed by short cut
distinctions as they can create associations, though negatively, in the brain. That is,
it should be kept in mind that sometimes differences can make compréhension and
recalling easier than the neutral ideas, which means a strong opposing view can
also create basis for neural connections in the brain on the condition that it is
strong and totally opposing. The point in her claim should be emphasising the
necessity of giving cultural background information for these opposing
perspectives conveyed by the writer, as it will be mentioned later.

The similar perspective on the importance of cultural background is
reflected in the passage in Carrell and Eisterhold’s article (Carrell and FEisterhold,
1983a: 564) to illustrate that cultural information cannot be reduced into lexical
level when they claim “although housewives still make up the majority of
volunteer groups, male participation is reported on the rise nationwide as
traditional distinctions between men’s work and women’s work begin to fade”
(Baudoin et al. 1977: 184).

As they claim, although the lexical knowledge is available since learners
have an idea about what “volunteer” and “groups” mean, “volunteer groups” as a
culturally specific term may not be e‘a:ls'y té uﬁciex;stand for‘ those who have lack of
cultural knowledge about the idea that the Iterm refers to a group of unpaid and
female social workers. (Carrell and Eisterhold, 1983a: 564)

Within the framework of all these researchers’ point of view, whether it is
socio-cultural meaning or culture specific values,-all the arguments have agreed on
the idea that lack of cultural background affects learning, understanding and

recalling processes in a negative way. As it has been mentioned above, no one can
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deny the role of “formal schemata” on comprehension such as rhetorical
organisation and Syntactic features as Morris (1968) claims that “contributions
from linguists have impressed on us that learning a language is not just learning
words, but that pitch, structure, intonation, and the cultural setting are all a part of
language learning.” (Morris, 1968, p.161) Coady (1979) holds the very same
perspective when he states that culture plays an important role in language
learning, and claims that it is also vital even in managing with difficulties

displayed in formal schema:

The subject of reading matetials should be of high interest and
relate well to the background of the reader, since strong
semantic input can also help compensate when syntactic
control is weak. The interest and background knowledge will
enable the student to comprehend at a reasonable rate and
keep him involved in the material in spite of its syntactic
difficulty. (Coady, 1979: 12)

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

Based on the above quotation by Clarke and Silberstein, we can conclude
that the remaining problem is as what Hudson (1982) beliéves when he states that
“...the reading problems of the L.2 reader are not due to an absence of attempts at
fitting and providing specific schemata... Rather, the problem lies in projecting
appropria’cé échemata. (Hudson, 1982: 9} . '

It has been mentioned in the ﬁfst chap;cer that schemata can be divided into
two groups:. ‘formal’ and ‘content schema’. Although each of them has been

proved'to have certain contributions to language comprehension — as it has been
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also mentioned earlier through the examples of empirical researches - it seems that
the problem in comprehension generally occur when language learners fail to
access the appropriate schema type.

Carrell and Eisterhold (1983a) state that expanding vocabulary knowledge
and having control over complex syntactic structures have been widely
recommended for poor readers as a solution to improve their comprehension level.

“(Carrell and Eisterhold, 1983a: 562) As no one denies, such language skills,
including grammatical competence, are essential for understanding the conveyed
message. However, “comprehension depends crucially on the readers’ being able
to relate information ... to already existing background knowledge” (Carrell and
Eisterhold, 1983a: 562) Therefore, one can easily arrive at the conclusion that the
problem takes its roots from the inability of language learners to activate their
‘world knowledge’.

Culture teaching using literature is no doubt a valuable approach to
enhance this blank in cultural competence, and thus world knowledge. Literature
offers an essential background for ‘content schemata’, as Marquardt, who can be
regarded as one of the representatives of the pedagogical approach according to
which reading skill can be enhanced through literature as it equips learners with
an exposure to the target culture, claim in his work (1967, 1969).

Carrell and Eisterhold (1983a) indicate that as‘ it is impossible for the writers
to arrange their style according to the possible capacities of the readers, it is one of
the most important roles of the language teacher to provide cultural background
for the non-native language learners so as to make learning, understanding and

recalling much easier, as Goodman (1979) also indicates:

... even highly effective readers are severely limited in comprehension of texts by what
they already know before they read. The author may influence the comprehensibility
of a text particularly for specific targeted audiences. But no author can completely
compensate in writing for the range of differences among all potential readers of a
given text. (Goodman, 197%: 658)

Then here comes the next question, “‘what is the role of the teacher?’, which

will find its answer in the following part. (see Culture Teaching.)
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2.2 Culture Teaching

“Modern man is educated to learn foreign languages but to misunderstand foreigners.”

{Chesterton)

2.2.1 A General Look on Culture Teaching

The perspective of language leamning, based on “behaviouristic mould”,
which was the belief that language was the product of “imitations” and “language
drills”, thus it was consisted of rules and strings of words and sentences used to
convey the meaning, has witnessed a great change towards behaviourism and
positivism to constructivism to critical theory (Benson & Voller, 1997: 19 - 25), and
a shift of focus has been on the interest in the study of language in relation to
society. |

The turn of the era has become face to face with a wide range of pioneering
work about ‘culture teaching’, such as Nostrand (1966, 1974), Seelye (1968, 1974)
and Brooks (1968, 1975), each of which has signified culture teaching. However; the
problems have still existed due to the long-lasted delay and the ignorance of
cultural background, which has certainly resulted in lack of ideas on ‘what to do’
rather than ‘how to do’ as Jenks (1975) states:

We are not experiencing a shortage of techniques and
rationales for teaching culture. We have plenty of “why’s”,
“how's”, “where’s”, arid “when’s”. We lack “what's”. The
actual information, the findings of current sociological
research, and the information concerning the various cultures
is and will continue to be a soft spot in the teaching of culture.
This places the foreign language teacher in an inenviable
position - the delivery systems are here but we have not
located much that we need to deliver. (Jenks, 1975:106)

Why these works are considered to be carrying a pioneering role is that
they have all determined their common goal, which is to make cultural knowledge
participate and have its place in EFL settings. Seelye (1974), for instance, defines

his main goal as fo “develop the cultural understandings, attifudes and

27



performance skills needed to function appropriately within a society of the target
language and to communicate with the culture bearer” (Seelye, 1974, p-39).
Nostrand (1974) has come up with a series of devices to improve students’
cultural understanding, which enables language teachers to make a harmony with
the combination of their own teaching devices and the devices suggested by
Nostrand. There have also been a wide range of studies in cross-cultural
understanding by Morain (1978), Smith and Luce (1979), and Condon and Yousef
(1975), whose works have also contributed much to our understanding of the

importance of culture teaching,
2.2.2 The Importance of Culture Teaching

“By teaching a language... one is inevitably already teaching culture implicitly.”

(McLeod, 1976:212)

In the evolutionary process of language teaching, many perspectives have
emerged and faded away. In the past, as Lessard-Clouston (1997) notes, learning a
foreign language was to be able to study its literature. It is presumed that it was
because the old days had been so stingy that it left no room for people to step
further towards different worlds except for reading, as Flewelling indicates: “It
was through reading that students learned of the civilisation associated with the
target culture” (Flewelling, 1993: 3'39, cited in Lessard-Clouston, 1997). Later in the
1960s and 1970s, with such scholars as Hall (1959), Nostrand (1974), Seelye (1974,
1984), and Brooks (1975), there arou$e a ﬁe\l/\?‘persplective, which a&empts to
combine the elexﬁenté of language teadwing with emotional and physical needs,
thus,”the foreign culture would appear less threatening and more accessible to the
language learner” (Kramsch, 1993: 224). After a period, which coincides with-the
rise of the audiolingual era, Brooks (1968) “emphasised the importance of culture
not for the study of literature but for language learning” as Seelye observes (Seelye,

1989: 155).

28



In fact cultural knowedge is not the only requirement for language
proficiency,that is, it will be more reasonable to see it as “the community’s store of
established knowledge” (Fowler, 1986: 19), which entails “structures of
expectation” (Tannen, 1979: 144), which means that each person belonging to a
particular group is expected to fulfil this requirement unconsciously. Another
perspective considers the teaching of culture as “developing an awareness of, and
sensitivity towards, the values and traditions of the people whose language is
being studied” (Tucker & Lambert, 1972: 26), and this ‘awareness’ is a part of
‘language awareness’. As Humphrey, (1997) states, culture teaching foster cultural
awareness, and this in turn, broaden language learners’consciousness towards the
hidden meanings which have been underlined by their belief and value systems
which are manifesting contrasting features with the native perspective shaped by a
“cognitive framework... which is made up of a number of unquantifiables...
embracing... assumptions about how the world is constructed” (Humphrey, 1997:
242)

" In other words, the main purpose of culture teaching is to provide learners
with enough capacity to increase their knowledge of the foreign culture and make
people’s way of life, values, attitudes, and beliefs familiar for them. Then the
learners will understand how this knowledge contribute to their learning process
since no one denies the fact that not only the social life in the target culture, but
also the inner life, which entails the lifestyle of foreigners, their experiences and
‘emotions, will be disguised in ]ingﬁistic and conceptual forms of that language.

Within the framework of what has been said above, language learning
requires a certain degree of empathy, Whlch ineaﬁs it caﬁ only be possibie through
putting one’s self into the shoes of the foréigner., Moreover, when this sense of
empathy combines with constructing relationships between the foreign culture and
the native one, as Kramsch (1993) also suggests, when he says “putting the target
language in relation with one’s own”, (Kramsch, 1993: 205), the schema will no
doubt be ready for learning and putting what have been learned into the practice.

Ignoring this fact will bring out such a situation as stated in Politzer’s words which
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claim “if we teach language without teaching at the same time the culfure in which
it operates, we are teaching mieaningless symbols or symbols to which the student
attaches the wrong meaning...” (Politzer, 1959: 100 - 101}.

To sum up, as Bryam (1988) argues: “Not only is culture part and parcel of
the process, but the educational value of it within L2/FL. education is great.”
(Byram, 1988, p. 229)

2.2.3 The Relationship between Culture and Language

Although many scholars think that it is not necessary for language leamners
to understand or internalize the target culture especially when learning an
international language such as English language, as an international language is
believed to be “de-nationalised” in Smith’s terms (1976) (qtd. In McKay, 2003), it is
impossible to consider a language form as independent from its culture.

As indicated before, it is for sure that there is a dynamic harmony between
lmguage and culture. Amongst those who have come up with that idea, Duranti

(1997) is one of them who encapsulates how these two interrelated with each other:

..to be part of a culture means to share the propositional
knowledge and the rules of inference necessary to understand
whether certain propositions are true (given ceratin premises).
To the propositional knowledge, one might -add the
procedural knowledge to carry out tasks such as cooking,
weaving, farming, fishinggiving a formal speech, answering
the phone, asking for a favour, writing a letter for a job
application. (Duranti, 1997: 28 — 29)

In a similar vein, it is believ_éd, that ;ilanguage does not exist ainart from
culture, that is, from the socially inherited assemblage of practices and beliefs that
determines the texture of our lives” (Sapir, 1970:207). In a sense, it is “a key to the
cultural past of a society” (Salzmann, 1998: 41), “a guide to ‘social reality’” (Sapir,
1929: 209, cited in Salzmann, 1998: 41). '

In an attempt to prove enough basis for the relationship between language

and culture, Duranti also remarks that “..words carry in them a myriad
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possibilities for connecting us to other human beings, other situations, events, acts,
beliefs, feelings... The indexicality of language is thus part of the constitution of
any act of speaking as an act of participation in a community of language users.”
(Durant, 1997: 46)

Hall (1981) shares the same idea with Duranti and tries to define culture as
“muddied concept’ (Hall, 1981: 20), which emphasises the fact that they are
implicitly or explicitly in a certain relation with each other.

Although Eleanor Armour-Thomas and Sharon-ann Gopaul-McNicol (1998)
have put it in a different way, they have a common perspective on the
impenetration of language and culture when they state: “culture defines not only
what its members should think or learn but also what they should ignore or treat
as irrelevant” (Eleanor Armour-Thomas and Sharon-ann Gopaul-McNicol, 1998, p.
56). Landar {1965) gives an example as an illustration for the strong tie between
language and culture. When a child sees a canary, he/she unconciously — because
the child is culturally conditioned — associate some features of the bird with the
word “canary”. As Landar indicates, the child’s way to internalise the
relationship between the word “canary” and its referent in the real world is “social

“adulation” (Landar, 1965: 225). Landar goes on claiming that it is interesting to find
out him/her saying “canary” although he/she sees a sparrow, and that he will be
corrected, and learned that “competence counts” in Landar’s term (Landar, 1965:
225). After this illustration, Landar concludes that “socioculturally structured
associations have to be internalised” (Landar, 1965: 225), and almost all of these
culturally-determined associations show great variations from one culture to
another. ‘ | . - N

Another example for how culture éffects language is described in Hall
(1981), who shares the similar ideas with others in considering language as “one of
the dominant threads in all cultures”. (Hall, 1981, p. 36) Similarly, Bruner (1996)
says that “although meanings are in the mind, they have their origins and their
significance in the culture in which they are created”. (Bruner, 1996, p. 3) adding,

“humanbeings do not terminate at their own skins; they are expressions of a
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culture” (Bruner, 1990, p.12). Through understanding the interrelationship of
culture and language, one can perceive the meaning which is “more prevalent or
more probable” (Henle, 1970, p. 18). It is understood that lexical and grammatical
features of a language are regarded as a determinant on its speakers about how
they perceive or conceptualise the world they live in.

A good -example to support the above-mentioned point of view is
K&vecses's observation on how culture affects language systems. Through a quick
look at Spanish and German both of which are “noun-classifying languages”
(Kévecses, 2006, p. 85), she concludes that even the use of adjectives can gain its
shape according to cultural-affected languages. While Spanish language considers
the English word ‘bridge’ (el puente) as a masculine word, it is feminine in German
language (die Britcke). Why this is important is that the adjectives used by Spanish
natives to describe the bridge can be shaped according to this cultural perspective.
As an fllustration, “big, dangerous, long, strong, sturdy, and towering” is used by the
Spanish, whereas “beautiful, elegant, fragile, peaceful, pretty, and slender” (italics
added) By the German (K&vecses, 2006, p. 85). The situation is the same for the
English word ‘key’, which is described by the Spanish as “ golden, intricate, little,
lovely, shiny, and tiny”, as the word key has feminine associations whereas it is
described as “hard, heavy, jagged, metal, serrated, and useful” (italics added) as it has
masculine associabons in German (K&vecses, 2006, p. 85). These examples show
that “language has an effect on how we think about things in the world” (Kovecses,
2006, p. 85). If the issue is considered within the framework of ‘language
awareness’ — as understanding the perspective of the target culture is a part of it -
it is again not surprising to ﬁnd"bﬁt lthé't cul’cural. cbmpetence has a great
contribution to our ’languége awareness’, axw;d literature ~ with lots of examples as
illustrated above — is a great source to enhance students’ cultural, and directly
language awareness, even with respect to formal language use including ‘word
choice’ or ‘the use of adjectives’, which shows that formal structures of a language

are also framed by its culture.
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To hark to the relationship between language and culture; Samovar, Porter
and Jain (1981) state:

Culture and communication are inseparable because culture
not only dictates who talks to whom, about what, and how the
communication proceeds, it also helps to determine how
people encode messages, the meanings they have for messages,
and the conditions and circumstances under which various
messages’ may or may not be senf, mnoticed, or
interpreted...Culture..is the foundation of communication.
(Samovar, Porter and Jain, 1981:24)

This communication, of course, entails the communication between the
writer and the reader.

Fumboldt (1907) claims that each language has a spirit since the structural
patterns of a language is somehow blended with the spirituality of its people,
which means that through a deep Jook at either of them, it is possible to see the
other. In other words, “language is the outward manifestation of the spirit of
people: their language is their spirit, and their spiﬁt is their language; it is difficult
to imagine any two things more identical” (Humboldt, 1907, cited in Salzmann,
1998: 39).

Although Sapir (1921: 215) asserts that “language, race, and culture are not
necessarily correlated”, he later admits that “language and our thought-grooves
are inextricably interrelated, are in a sense, one and the same” (Sapir, 1921: 217 —
218).

With a quick look at Sapir (1962} and Whorf (1956), “whose names are often
used synonymously with the term "Linguistic Relativity’ ” (Geng & Erdogan, 2005,
p. 74), of which core is the idea that human beings’ perception of the world largely
depends on the categories shaped in their native language, and for that reason, it
may be impossible to find an equivalent of a specific term in the native language in

another language, one can conclude that how culture shapes our thought and

relatively our language.
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Based on this fact, many scholars have become focused on the idea that
learning a new language requires learning a new set of pragmatic norms and new

cultural values that find shape in the target language, as Brooks (1964) states:

Turning to culture, we deliberately shift focus away from
language as such towards the people who use the language:
where and how they live, what they think, feel and do. It is
nowadays a commonplace in a language pedagogy that
language and culture are intertwined, that it is not possible to
teach a language without culture, and that culture is the
necessary context for language use. (Brooks, 1964:45)

Brown (1990) also supports the idea that every language has its own social
value in order to show the strong link between them: “There are values,
presuppositions, about the nature of life and what is good and bad in it, to be
found in any normal use of language” (Brown, 1990, p. 13}.

It has been widely believed that learning a second or foreign language can
be considered to open new doors to the foreign cultures, and on the whole, new
doors to the world. It enables us to see the world from different perspectives, from
the eyes of a different person whose mental structure has been shaped by different
frames, and which will enable language learners to evaluate both home and target
culture. In a sense, learners will be aware of the fact that they are on their way to
reach a ‘global platform’ rather than being stuck in “monocultural global village”
(Kramsch, 1987c). Thus through this way, they do not only become observers but
also participants, trying to discover “third places” (Kramsch, 1993) to bridge
cultural gaps. Due to that fact, “we cannot teach an understandmg of the forelgn as
long as the familiar has not become forelgn to wus in many respects” (Hu;nfeld 1990:
16, translated by, and cited in, Kramsch, 1993: 234). ‘

To sum up, as Buttjes (1990) notes, it is impossible to teach the codes of a
language in isolation since socio-cultural transmission includes many processes in
many levels such as the content and the cultural discourse dénu'nant in textbooks,

and the language teachers’ attitude towards the target culture. Therefore,

“language teachers need to go ‘beyond monitoring linguistic production in the
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classroom and become aware of the complex and numerous processes of
intercultural mediaton that any foreign language learner undergoes...” (Buttjes,
1990, p. 55 - 56).

Based on the interrelation of language and culture, one can arrive at the
conclusion that this parallelism again leads us to think that the relationship
between language teaching and culture teaching. Though given before, McLeod's
quotation is worth mentioning: “...by teaching a language...one is inevitably

already teaching culture implicitly”. (McLeod, 1976: 212)

2.2.4 Challenges in Teaching Culture

Even though teaching culture is believed to equip students with a great
potential to create basis for language leaming as mentioned above, there is a fragile
point in teaching the target culture as there may be many problems waiting to
encounter with language teachers and learners while tying to have an
understanding of other cultures since even the presentations of the cultural way of

the native speakers may show digressions as Croft (1980) states in her article:

For cultural information to have genuine value, a careful
distinction must be made between ideology and reality. Most

of us think of ourselves as typically American, but when we
say about ourselves does not necessarily match what we
actually do. This is probably a universal characteristic, and it
leads to a certain amount of confusion. Also a discrepancy
may often exist between our self image and the way we
present ourselves to others. (Croft, 1980:533)

In the article, Croft (1980) also states that language teachers generally make
direct correlations between teaching a foreign language to Americans and teaching
English to foreign students from other cultures. [t is easily understood that the
native teachers of English language can create models for the non-native teachers
of that target language. The situation is, in fact, the same for the teachers of other
languages or other cultures. In other words; it would be 2 great idea to work

cooperatively.
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However, there may be some challenges while teaching about the culture or
‘learning about the culture together’. The first and the most important one may be
regarded as problems caused by ‘ethnocentrism’. This is one of the great challenges
in teaching reading extracts with culture-specific terms. It would be a modest start
to begin with Trifonovitch’s definition of the term. He states that “ethnocentrism is
the belief that one’s own culture is the best and that his interpretation of the world
of reality is the most reliable and truthful. It goes beyond the acceptable limits of
ethnic pridé” (Trifonovitch, 1980 p.551).

As McLeod (1980) also states in his article, the Relevance of Anthropology to
Language Teaching, it is possible that language learners feel that their own culture
and even identity is under threat, which may be caused by the fact that the target
culture in which the target language is spoken is presented in a way that it is
superior to their own native culture and language. {(McLeod, 1980, p. 542)
Moreover, the language learners are likely to be afraid of the idea that Jearning a
new language and its unique culture may result in the loss of their own. It is stated
in the article that these problems rear their heads, especially when students are
learning a foreign language in heterogeneous settings, which can cause some
national competitions to an unexpected degree and to the teacher’s surprise, which
“goes beyond the acceptable limits of ethnic pride”. (Trifonovitch, 1980, p.551) In
his article, Trifonovitch illustrates the issue by presenting a kind of exaggerated

parody of the possible dangers of that “ethnic pride”.

...T had the opportunity to give a lecture on ethnocentrism to a
group of participants at the East-West Centre. At the end of -
the lecture, as I was walking with one of the participants
outside the building, she noticed that the tree we were
standing under was an avocado tree. Her discovery was
" immediately followed by the remark, “Oh, your avocados here
in Hawaii are so small! Our avocados in my country are much
bigger.” I reacted to her comment by saying, “But you see this
tree is in a public place. It's not cared for, not watered, not
fertilized, and that’s the reason for the small size of avocados.”
She brushed aside by my remark very lightly and said, “We
have many varieties of avocados in my country”. I followed by
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defending our avocados further with, “We've got different
varieties of avocados in Hawail, too. We have all sizes, all
shapes and many different colours; and not only that, but they
also grow wild in the mountains and are available to the
public.” And then we simultaneously realized what was
happening and began to laugh at our ethnocentric behaviour.
One was the lecturer on the subject and the other the listener
who accepted the lecture and agreed to it. However, as soon as
we left the harmonious academic scene, we found ourselves
tangling in our world of ethnocentric reality ~ defending our
own avocados! (Trifonovitch, 1980:552)

In fact, the situation is the same for foreign language classrooms in which
both the teacher and the learners are sharing the same culture. While discussing on
the passage Who Owns English? (Redston & Cunningham, 2007, face2face, p. 6) that
we had read in reading and speaking course at the faculty of law, I also realised
that many of the students had been very angry at the idea that English is a world-
wide language. Although they seem to know that English is a common language
that everyone has to master in oider to get better job opportunities or for their
further academic studies as they will have to read articles in their field many of
which have been published in that language, they showed reactions in the‘
discussion part of the course, perhaps because they feel like they have no time to
learn English since they are expected to burry their heads into the thick law books,
or perhaps because their ‘ethnocentric’ half brought all of its appearance to the
surface during discussion. The similar experience had been a year ago while I was
teaching the graded version of Hamlet by W. Shakespeare to the preparatory
students in their reading class. Giving background information about Shakespeare
and his place in the world literature_Was abéilf ﬁ) lead -the classroom to a kind of
argument about whether Shakespeare is suf)erior to the Turkish poets. These are
aJl ethnocentric attitudes towards the culture of the target language as they can “go
beyond the acceptable limits of ethnic pride” as Trifonovitch states.

The above-mentioned barriers bring some prejudiced attitudes or
prejudgemental perspectives towards the foreign culture, which may cause

language learners to make generalisations caused by the “limited contact with
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other cultural groups, and also from the limited information which we acquire
about other cultures.” (Trifonovitch, 1980, p.552) This unfamiliarity with the target
culture may discourage language learners in their “cultural adjustments”
(Trifonovitch, 1980, p.555), which will also cause language learners to have a
negative attitude towards the target language. It is widely known that if the learmer
has a positive attitude towards something, hefshe is much better and faster in
perceiving it.

The challenge is not only for the students. The responsibility of language
learners as culture bearers leaves language teachers with lots of responsibilities
alone. As Trifonovitch (1980) states, one of the most challenging responsibilities of
-~ language teachers, especially the ones who are teaching English in multi-cultural
settings, is the strong necessity to be aware of the multi-cultural backgrounds of
the students as the first step, which will then help language teachers aware of and
beware the stereotypes. Although there is a certain point in Trifonovitch's claims,
his claim that shows culture teaching becomes a great problem especially in multi-
cultural settings seems to be inconsistent with what he says in the same article
when he states that “unfortunately, since we ourselves are stereotyped, it is
extremely difficult for us to notice generalisations, made by others, especially those
from our own culture” (Trifonovitch, 1980, p.533).

As it is understood from the quotation, the situation is not challenging only
for those who are teaching in multi-cultural settings or heterogeneous classes, but
also for those who are teaching to the students sharing common values. I can even
go one step further to claim that teaching a foreign culture to homogeneous
classrooms are more difficult becau‘s'éi in. héterogeneoﬁs classes, the teacher can
easily manage the possible situation througﬁ creating discussion atmospheres for
the representatives of foreign cultures, which may result in a pluralistic
perspective in the classroom atmosphere more quickly. It seems to be rather hard
to manage the situation in which a whole-class perspective insists to see you as the

representative of the foreign culture even though a language teacher shares the
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same values of the same society with the students, perhaps due to some political

issues prevailing in the country.

2.2.4.1 Solutions

These are some of the basic challenges that the authors state. It means that
there are lots of responsibilities, some of which are suggested by these authors, that
a language teacher must shoulder. One of the responsibilities waiting for language
teachers is providing students with opportunities to “develop cultural awareness’
(Trifonovitch, 1980, p.554). As he claims in his article, only through this way, it is
possible for a language teacher and learner to be “conscious of ﬁ1e different
lpattems of his own culture” (Trifonovitch, 1980, p. 554), through which they can be
“guided in their own adventure into discovering, perceiving and providing their
unique values and patterns of behaviour. (Trifonovitch, 1980, p.554)

Rathmell (1971) also states that it is possible to turn this ethnocentric
problem into advantage, in which they can discuss on the differences. In fact, one
of the important goals tried to be achieved through culture teaching is “to increase
students’ awareness and to develop their curiosity towards the target culture and
their own, helping them to make comparisons among cultures” (Tavares &
Cavalcanti, 1996: 19). What is meant by comparisons is not underestimating
foreign cultures but to enrich this learning experience and make them tolerant to
cultural diversity. Once they have become tolerant, it is believed that the foreign
cultures or the target culture can be “understood” and “respected” (Tavares &
Cavalcanti, 1996: 20). As Povey (1967) claims, “it is a common enough truism of
linguistic studies that an accurate cox_*iﬁfastive' ‘aﬁaiysis béh&een the langﬂage of the
learner and the target language can facﬂitéte the recognition of likely areas of
difficulty.” (Povey, 1967 p. 45} The situation is the same when it comes to the
culture. “An accurate contrastive analysis” (Povey, 1967 p. 45) between the native
culture and the target one can make us understand not only the target culture but

also our own culture better through scrutinizing similarities and differences,
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Povey (1967) claims that once the similarities and differences are set, for instance
while students are reading a narrative in the target culture, a question “If this story
were told in your country, would it come out roughly the same in its characters
and motivation?” (Povey, 1967 p. 44) can be useful to make students internalize the
narrative style and respect to the target culture dominating the narrative.

As it has been mentioned b‘efore, contrasting ideas, too, help us create
connections among neural networks. Another advantage of discussing about the
differences between cultures is that it will certainly create them opportunities to
make natural conversations in the classroom environment, which will be the
natural outcome of appreciating the works of literature. Rathmell underlines the
importance of such discussions in class when he- states: “.. real, emotionally
motivated communication practice is obviously more valid than artificial
communication in promoting automatic responses in English.” (Rathmell, 1971,
p.52) This quotation is of certain value as it also underlines the fact that reading
literature in language classrooms is essential as it gives birth to other skills,
especially speaking and writing as it will be mentioned in detail. And it has
already known how integrated skills are important in language learning,

Fostering “emotionally-motivated communication practice” in Rathmell’s
terms, in fact, takes its roots from the ‘brain-based principles in Janguage teaching
and learning’, which has been discussed before. It is widely known that when
learners are emotionally involved in learning, the brain accepts to be an active
participant of the learning procesé, which allows i"c to store the new information
more easily in the long-term memory. This idea, again, takes us to the ‘Schemata
Theory’, which has been explained in the Prévious chaﬁter, since experiénces give
birth to emotions that have been felt through those experiences. That is, emotions
are of equal value as G:xperiencés not only in learning but also in recalling process.

Beverly McLeod (1980) agrees on the idea when she states that cultural
topics have always been a great issue of concern as it makes students realistically-
involved in language learning settings. She also seems to be in favour of the idea

that it is “meaningful’ for the brain as the brain is ‘meaning-maker’, so as to say in
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Wolfe's (2006) terms (see The Neuroscience of Adult Learning, edited by Johnson and
Taylor). She also claims in her article that the language learners feel themselves
more confident in the learning environment where the teacher is not the authority
on culture. As they have something to discuss either in a spoken or in a written
form, especially on an issue in which they have a certain degree of expertise,
he/she “does not have to worry about it and can concentrate on using the correct
- form. An Tndonesian student who is attempting to discuss building a snowman has
to worry about both the content and the form. Also the position of “resident expert
inevitably gives one self-confidence.” (McLeod, 1980, p. 543) The quotation also
underlines the contribution of culture teaching to language learning, and thus,
content schema to formal schema, which seems to be sharing the same results of
the contribution of literature in language classrooms as will be discussed later.

She goés on claiming that it can be possible only through the teacher’s role
in “preparing the students for the reality of prejudice that they will inevitably
face.” (McLeod, 1980, p.547) Through this way, language learners learn to be
tolerant to other cultures since teaching foreign culture does not mean imposing
the target culture, which can cause students to think that the target language is also
* superior to their mother tongue, as well as the target culture is to their native
culture as indicated before. Through being aware of that fact, the teacher can also
provide students with a certain degree of awareness of “the dignity of their own
heritage...” (McLeod, 1980, p.547) Paulston (1974) agrees on the idea that the
reason why understanding a foreign culture is a challenge is that our own lack of
knowledge about our culture when compared to the foreign culture, adding that
“This is where the teacher becomes an qn%hropolbgiét;’ (Pauiston, 1974, p. 356). (italics
added). Byram (1994) shares the same idéa with Paulston when he states that
foreign language teachers should be foreign culture teachers, who have the ability
to experience and analyse both the home and target culture (Byram, Morgan et al.,
1994: 73). That is another advantage as it enables language learners to build the
bridge between their own and the foreign culture through leaming one’s own

culture as the first step.
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As Nostrand (1966) also supports the idea that “inoculating students with
the cultural background of the target language” (Nostrand, 1966, p.1 - 25) may lead
language learners in a way in which they find themselves respectful to and to feel
empathy to other cultures, which is also one of the most important targets planned
to be achieved with the help of culture teaching and literature as “to perceive on a
multi-cultural level” carries great significance in today’s world (Trifonovitch, 1980,
p.555). Language learners are, in fact, not expected to relinquish their “cultural
baggage” (Byram, Morgan et al,, 1994: 43) but once they attempt to see the world
“in the French, English, or Japanese way”, they are more likely to create empathy
towards the té_rget culture since fostering “ernphathy with the cultural norms of
the target language community” and “an increased awareness of one’s own
“cultural logic” in relation to others” (Willems, 1992, cited in Byram, Morgan et al,,
1994: 67) carries great significance in learning - as also supported by Straub (1999)
when he claims “to foster..understanding of the target culture from an i.nsider.'s
perspective — an emphathetic view that permits the students to accurately interpret
foreign cultural behaviours” (Straub, 1999: 5).

In other words; since fostering real-learning is one of the necessities of
educators, they are also expected to prepare the youth for the upcoming plura]iétic
view of the world and to draw students from their “national schooling” experience
to a more universal education which will open the doors of a “multi-cultural type
of a world.” (Trifonovitch, 1980, p.555) Therefore, literature serves as a door to
make language learners open to this “multi-cultural type of a world”.

As teaching of a culture is a part of teaching a language, there have been
lots of suggestions-on how to teach'ﬂle culture in Wiﬁdi the target laﬁguage is
spoken. McLeod (1980), for instance, by givi:ng emphasis to the importance of
cultural studies in language classrooms, suggests it is essential that the language
teachers and learners be partners while carrying out their research on culture,

through working cooperatively.
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...the language student should be trained to be an amateur
anthropological investigator, with the new culture as his field
of research, as well as an informant about his own
culture...The classroom should be a haven from socety,
where one is allowed to ask questions about “sensitive” topics
and try out new hypotheses about the culture. (McLeod,
1980:534) |
As the above quotation illustrates, language classes are the right place “to
engage in mutual exploration of cultural matters.” (Croft, 1980: 534), which means
if the teacher is native, he/she should take part in associating his/her own culture
with the foreign culture of the students, and the language learners are expected to
wear the disguise of the teacher, this time by associating the target culture with
their own. The situation is the very same with the homogeneous groups in which
both the teacher and the learners are non-native. Here, what is meant by
communication may be the communication between the author’s written messages
and the language learners, among the learners as it is inevitable to have different
cultural backgrounds even in the same society and between the teacher and
learners as ‘partners’ in their research and exploration of the foreign culture. In this
mutual communication between the teacher and the learners, they will all learn
together from the anthropological perspective of language. The contribution that
‘has been made for culture and language learning leads us to think about another
advantage, which is working cooperatively and collaboratively in language classes.
As McLeod indicates, “there is no reason to assume that the teacher is any more
skilful in learning the culture...” than the students are. (McLeod, 1980, p.541) In
her article, she also states that such an a’ftit_ude does not iny provide students with
a greater potential and motivation toWérds’ 1§a‘3“i1guage learning, “it also removes the
responsibility on the teacher of being omniscient”. (McLeod, 1980, p.541) Such an
approach rejects the role of a language teacher as being the source of information
and the role of language leamers as ‘spoon-fed or “being the recipient only, not
participant in learning, which will prevent their language production and self-

confidence both in learning environment and in real life settings.
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The idea does not only enable students to work with other peers, but also
to work with their teacher, which also underlines the importance of cooperation
" and collaboration in learning environment as the learning brain is ‘social’ in
Cozolino’s and Sprokay’s (2006) terms. (see The Neuroscience of Adult Learning,
edited by Johnson and Taylor).

It has just been mentioned above that it is now time for language teachers to
be learners of other cultures, and for the students to be culture teachers who will
be presenting their own culture. The idea of the pedagogical and psychological
contributions of this approach — as mentioned earlier ~ is believed to bring another
advantage into the stage: decreasing the amount of stress which is one of the
greatest handicaps affecting learning and recalling.

Trifonovitch (1980) claims that it is not surprising to find out that human
beings generally go through some stages — as he introduces with the term,
“cultural adjustments” ~ (see Trifonovitch, 1980, p.555 - 556) when faced with a
new culture or when learning a new language. However, again culture teaching
through literature gives her hand to the field of anthropological perspective of
language, and acts as a problem solver. Putting a piece of modern drama into stage
enables language students to wear a social-linguistic role, in which they are, this
time, the representative figures of the foreign culture, not of their own. This will
surely create empathy for the representative characters in a literary work by
personalising them, and will make peace between the language Jearners and the

characters in the play.

.. a play demands that the éctors participate in new cultural ‘
roles and behave in a culturally acceptable way. Playing a role
demands that the actors develop a sensitivity to how English
speakers interact with each other — for example, how they hold
their bodies, how far they stand apart, where they look when
they talk, how men shake hands with each other, how children
talk to their parents, and so on. It also demands a great
awareness of the ordinary mechanics of daily life in English-
speaking countries — for example, what time people have their
meals, what they eat, the kind of clothing they wear at home,
how much fumiture a room would have, and so on. ... A



classroom that uses drama is not only concerned with the
words and expressions English spealkers use, but with the
situations in which the words and expressions should and
should not be used. (Schumann’s foreword to Via's English in
Three Acts, 1976:xi“Vf)

As Lezberg and Hilferty (1978) claim, modern drama can help students
develop certain communicative skills as it represents the natural flow of
conversation and .it can-be regarded as a great example for natural discourse
(Lezberg and Hilferty, 1978, p. 50). This idea underlines the role of literature to
create a model for foreign language learners to produce language orally. What
drama offers, is much more than developing communicative skills. Acting a play in
the classroom does not only make the characters in the play familiar to the students,
it will also serve as another ‘schemata’ as the students are likely to record their
experiences in their minds. And when emotions become involved in that
experience, the brain is, no doubt, creates strong networks that make relevant
information learned and recalled easily for the next time. This will, certainly, cause
the students to develop positive attitudes towards learning. Another advantage is
that the idea can easily be adapted to the ‘brain-based principles’ in the sense that
brain and body works as a whole. In order to understand the reason why this idea
can be considered as an advantage, the underlying theory is worth mentioning.

In the past, many people failed to understand the dynamic relationship
between the brain and body as they considered these parts as independent from
each other. However, the point of view has changed after having discovered that
the “cerebellum”, which is most commonly linked to movement, is a key for
cognition. According to the Leiners whiose re‘séarf:h was centred on the céfebellum
" this subsection ~ long known for ité role in postures, balance, coordination and
movement — may be our brain’s sleeping giant. The cerebellum does not merely
take signals from the cerebrum or send them to the cortex as it was believed before.
 Before sending them to the cortex, it processes messages to the “dentate nucleus”,
which is oniy present in humans, providing us with a great thinking capacity.

Neurologist Robert Dow suggested that the patients with an impaired cognitive
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function have cerebellar damage, surprisingly. The situation is the same for
autistics, who have smaller cerebellum and insufficient cerebellar neurons, which
activate the ability to shift attention quickly from one task to aﬁother and deciston
making,. Researcher Peter Strick found out that there is a connection between the
cerebellum and other parts of the brain involved in memory, attention and spatial
perception, which also serve as an evidence for the integration of the brain and
body. In other words; cerebellum, as a part of the brain which processes movement
is also the part of the brain which processes learning (see Jensen, 1998, p. 82 — 89;
Dennison & Dennison’s Brain Gyn). Dhority (1998) states that” the mind / body
conmection is a critical pathway for memory formation and retrival. 98% of all the
body’s information is communicated through peptide molecules that travel
throughout the body. Each peptide molecule carries information with it and locks
into receptor sites located in individual cell bodies” (Dhority, 1998, p. 14), which
also underlines the brain and body interrelation. In order to create an efficient
atmosphere with respect to learning, it is essential that the classroom be enriched
with physical education and movement. For instance; the learners may be involved
in “role plays” or “dramas” which include activities related to the previous content
as a revision or the present content as an attention grabbing.

Despite all these above-mentioned controversial issues in teaching the
anthropological perspective of the target language (as mentioned in Challenges in
Teaching Culture), it can be easily recognised that all of these advantages are
superior to the disadvantages, and the solutions suggested to solve this problem
have brought a new light to the significance of teaching culture in language
classrooms. The . challenges men‘cio;'\é"d abciiré fnay Eiﬁder the motivation for
learning that language of that culture, howei;er; it is assumed that once the learners
have leamt to become tolerant and be ‘multi-cultural’, it is inevitable that they will
become much more motivated to the same extent as their view of world will be
~ gradually extending to one more step further, resulting in ‘open-mindedness’,
which should be the mission of language learners as they should be considered to
be a link between cultures.
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Based on what has been said above, it would be a great idea to transfer
these pieces of suggestions into a practical use and application in EFL settings, as
well. It can be concluded within the framework of what has been said above that
culture teaching does not only carry a significance function in heterogeneous
Janguage classrooms but also in homogeneous ones. It would be a good idea to
remind that what has been meant by ‘communication’ above is not only the
communication among students or between the language teacher and learners, but
also it refers to a communication between the language learners and the writer

which can also be considered as a step for the familiarity of the foreign culture.

2.3 Reading and Culture

As Saville — Troike (1973) states, the history has witnessed a large
proliferation of methods and tec}miqﬁes in English Language Teaching, and
accordingly, the importance given on langnage skills has changed. In the past,
there was a reaction to the emphasis given to written forms as Saville — Troike
indicates when he states “older teaching methods emphasized the written forms of
Janguage, largely ignoring speech, and the audio-lingual approach was a reaction
to this book-centred orientation” (Saville-Troike, 1973 p. 395).

As Saville ~ Troike also states, this time that change resulted in the neglect

of the written forms.

In the resulting shift of emphasis in foreign language teaching

to the acquisition of oral skills (listening and speaking),
reading and writing have been sadly neglected or even
ignored. This may be caused by the wrong perspective that .
considers reading as a passive skill. (Saville-Troike, 1973:395 —
396)

One of the reasons of the neglect of reading may be caused by the fact
that it was regarded as a ’passi\fe 51(}'.11’ as the above qﬁotation lustrates.
Although reading is considered as a ‘non—éocial activity’ which some one can
do by himself in a corner unlike speech, it has always had it own value with

its unique communicative style. In other words, communication is inevitable
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in reading as well — ‘communication’ between the writer and the reader, as in

the oral language.

. written as well as spoken language has socio-cultural
content often unrecognized by native speakers of the language
because it operates at an unconscious level. This content is
essential for foreign students to understand if they are to
interpret the meaning of an English sentence (or longer
‘construction) as intended by the English-speaking writer.
(Saville — Troike, 1973:399)

Through having a quick look at the differences between the written and
oral forms of a language, one can conclude that why reading should or should not
be a “passive skill'.

It is widely known that written and oral languages show some certain
distinctive features. For this reason, one éannot expect a fluent reader to be fluent
speakers, and similiarly; it is not surprising to find out that fluent speakers, even
' native speakers of English, may ﬁot be able to be ’p’erfeét readers’. This is, in fact,
what makes reading a challenge, especially for non-native spéakers of English as
Morris (1968} statés that “we know that it's possible for the upper{}iass' Anglo child
who has an above average command of the oral language to have serious reading
problems at the high school and college levels” (Morris, 1968, p.161).

As the main concern of the study is not determining the distinction between
the oral and written forms of a language, it will not necessarily set the differences
in detail. However, it would be a good idea to mention about some in the hope that
it will serve as an evidence for that re‘aa‘dmgrs.htauld not be regarded as an inactive

skill as the below quotation refers:

While oral language is necessarily decoded in the same order
as the sequence of speech, however, a good reader is by no
means limited to a string of words as they pass in front of his
nose. His eyes will jump back and forth, taking in just enough
cues to anticipate what is coming next, skipping back for more
if a tentative decision on meaning has to be rejected or refined.
The span of his glance increases with the predictability of the
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grammatical form, becoming quite large in such constrained

‘contexts as the end of a passive sentence where by the (agent)’
almost has to occur. His eyes will check back frequently in a
complex sentence in which much has been inserted between
the beginning of the subject and the verb, what linguists call
‘left embedding’. (Saville — Troike, 1973:398)

Another difference between oral language and reading is that the structures
used in oral use show a great distinction in the written text, which means that

reading requires a special analytic skill that shows that its activeness as a language

skill,

Such complex sentences are quite common in college texts and
technical manuals, but ordinary oral drills can never prepare
readers for them, since they are practically non-existent in
colloquial speech. Structures unique to written English should
be introduced and analysed in written contexts, as such
technical or literary terms students will only need to recognise
and never have to produce. (Saville - Troike, 1973:398)

Within the framework of what has been said above, reading, as well as
speaking requires some certain skills, that is, one cannot ignore its being active.
Especially, when ‘culture’ interferes with the reading skill - as it will be mentioned
in detail (see Culture-bounded Meaning: Concepts) ~ reading transforms info a
whole ‘activity’ since it leaves room for interpretation and other cognitive abilities
such as critical thinking, analysing and synthesising which require a ‘mental
activity’.

As we have mentioned earlier, there has been a change of focus in terms of
teaching language skills but none of thern w;s sufficient alone. It is accepted that
changes mean improvements but the reason why those changes did not disguise
themselves in the shape of improvement is perhaps because they have been
misintefpreted or because of the wrong implexﬁentations. In fact, to know a
language means to be able to both receptive and productive skills since language is
a whole each of which components should work interrelatedly. However, for

students who attempt to learn a language in foreign settings, the situation is not
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the same. It does not mean that EFL students are not necessarily supposed to
communicate in the target language — all language skills carry equal significance as
mentioned before — but rather it means that it is less likely for them to create an
environment in which they can communicate when compared to second language
learners. Therefore, reading becomes almost the most important skill for them
since they are exposed to foreign language materials for different purposes in
every walk of their lives. In other words, EFL students are expected to learn how to

read rather than how to speak as Saville - Troike also supports:

Except for the restricted purpose of person-to-person
communication, training in oral production to the exclusion of
other modes is of limited value. For the person outside an
English-speaking environment who wishes to use the
language as a tool for acquiring information, fluent reading
ability is probably the most important single skill he can
acquire. (Saville - Troike, 1973:405)

Morris (1968) agrees on the idea when he states:

Most of our knowledge is gained through reading. Without
reading skill the best and most profitable path to knowledge is
blocked, as is the path to what we call “the mainstream of
American life.” By accepting a limited version of reading we
are limiting the child’s educational career and his later life.
(Morris, 1968:163)

With the realisation of the importance of reading, especially for EFL
students, last decades have come up with a series of ideas on the teaching of
reading. A wide range of approaches and 'téchn,iques' have been developed by
language edu;zators; and p}ﬁlosophérs all of which were supported by a large
spectrum of reading strategies. This attitude went beyond ‘determining strategies’
since it extended its wings to the area on "how to teéch them'.

| Many scholars thought that “...reading involves the use of syntactic
information in déterﬁﬁrﬂng meaning, and ... readers should process words in

groups rather than as single lexical items” (Saville — Troike, 1973, p. 398), which
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means that the greatest emphasis was only on syntax and structure. As it can be
seen in the changing focus on language skills, there has been again a change of
emphasis on the best component that helps students to read effectively. And

vocabulary and lexical iterms was now under examination.

We have been focusing first on the structure or grammar of
written language, the order of words and their inter-
relationship, but of course they do carry meaning which must
be decoded during the reading process. We have all seen
nonsense sentences such as “The wiltish toffs slocked rumbly”
used to illustrate structural meaning, but no one suggests that
this is all there is to language. The semantic context of
individual words and expressions remain essential building
blocks in our structures, and studies show us there is a higher
correlation between reading achievement and recognition of
individual lexical items than between reading achievement
and knowledge of grammar... (Saville - Troike, 1973:398)

As the developments went further, and brought other series of
developments, it was recognised that something still remained vague. This
architecture of reading was woven or built on the strong concrete grounds,
nevertheless; it stll seemed to be falling. In the same way, structuralist or
transformational linguists have dealt with the importance of syntax and
Voéabulary on reéding, and thi.s time, the cultural aspect of it has been. out of
concern. Before the ardﬁtecture was buried alive and found its place among the
ancient ruins, educators and philosophers finally had arrived at a conclusion,
thanks to the results of all these develoi)ments. Then, ‘culture’ becomes the turning

point in developing reédjng skills.

However, dealing with the meanings of individual lexical
jtetns cannot carry us to the platform of deeper understanding,
Another level of meaning in reading — essential for teaching
English as a foreign language, but seldom (if ever) given
adequate consideration is needed, which is “socio-cultural
meaning”. (Saville — Troike, 1973:398 — 399)
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After the researchers have found out that lJanguage cannot be thought
independent from culture, language teachers of the days have now frown at such a
mono-dimensional emphasis on transformational value of the written text.
However, there have been arguments about the significance of cultural elements in
reading as it is believed that culture has nothing to do in understanding scientific
arficles. As Saville — Troike claims even if the text that is being read is not a culture-
specific text, cultural background will surely contribute to enhance interpretive
skills which are essential in any types of written text. In other Wolrds, although it
seems that such “socio-cultural information” (Saville — Troike, 1973, p. 399) cannot
be regarded as vital in technical and scientific writing; it can help readers when
“allusive intrusions may occasionally interfere with comprehension, particularly in
a less formal prose.” (Saville ~ Troike, 1973, p. 399)

Saville ~ Troike (1973) claims that each has its unique value and
contribution to reading. He states that fluent readers must “understand the
vocabulary and structures unique to the milieu of college texts, teaching manuals,
and other written material required in their professional training and its
realization.” (Saville — Troike , 1973, p. 396) However, it has been understood that
the other aspect of reading should not be left apart when he says that a good
reader should also “process deeper levels of interpretive meaning within English-
speaking cultural contexis.” (Saville-Troike, 19'73.13. 396)

Considering many scholars’ claim on .the idea that cultural knowledge is
not the prerequisite for understanding scientific texts, it is understood that cultural
background is still important as one can conclude from Lezberg's and Hilferty’s

lines below:

Students begin to develop new cultural expectancies in their
reading, based on familiarity with stereotypes, skill in
inferring unwritten values as they are evidenced in elliptical
passages, and recognition of the logical, heuristic and other
conventions of the written language. They become
increasingly confident about bringing personal knowledge of
subject matter to bear on their readings. They make decisions
about different reading styles for different kinds of reading,
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and when appropriate they omit rearing or reading carefully
those parts of a book or article which are repetitive, irrelevant,
or otherwise not deserving of their time. (Lezberg and Hilferty,
1978:55)

2.3.1 Culture-bounded Meaning: Words, Concepts, Figurative Language
2.3.1.1 Words

Szalay, Noon and Bryson (1971) have made a research on “communication
lexicons”, which are essential to understand not only the spoken discourse in social
settings, but also to perceive the messages in written discourse in reading literature,
as the social meanings of words depend on socio-cultural background of a society,
which meéns that it shows distinctions that change from one culture to another.
The reason for the non-universality of some lexical items is caused by the fact that
the word meaning generally is shaped or categorised by ‘common values’ of that
society which are not universal as Saville — Troike (1973) indicates that “one of the
most important socio-cultural features of meaning is the “value” or cormotation we
attach to words, which are usually culture-specific and not easily translatable from
language to language. An example is the humourous paradigm” (Saville-Troike,
1973, p.399) |

He's old.

You're middle-aged.

I'm mature.

When looked up in a bilingual dictionary, it is seen that the
words have different meanings in different contexts.

(Saville- Troike, 1973:399) |

It is widely known that words meanings have an exposure to changes
which are affected by socio-cultural reasons. While some of them have lost some
aspects that generate their meaning on the whole, some others have gained new
perspectives or dimensions that create a bigger picture in terms of semantics. In
fact that is those ‘values’ that have given way to these changes. Saville — Troike

(1973} gives some specific examples as an illustration:
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Many of these so-called ‘loaded” words have at one time quite
emotionally neutral, and then taken on negative cultural
connotations and been replaced by euphemisms, as hoarding
has been replaced by stockpding in  recent years.
Understanding the culturally different values assigned to
referentially synonymous pairs smile and leer, infercede and
interfere, conciliation and appeasement, attorney and shyster is
essential if an advanced student of English as a foreign
language is to understand the tone and intent of much of what
he reads. The Spanish speaker for whom the word propaganda
is completely neutral will be badly misled if he does not
recognise its negative connotation in English.

(Saville-Troike, 1973:399)

Kéovesces (2006), in Language, Mind, and Culture, through which she claims
the direct correlation among the three, states that assuming “prototypes”, which
are culturally-dependent figures, are fixed — not mental representations — but can
vary from one culture to another, it is not surprising to find out that human beings
are “questioning, debating, challenging, modifying, and even negating one
another’s conceptual categories” (p.51). She names all these activities as
“contestation”, and “contesting one another’s concepts is a prime cultural activity
that people are likely to pursue in some form of every culture” (K&vesces, 2006,
p.51). For instance, concepts used in political discourse such as “democracy,
freedom, liberalism” and “gender sexuality” can be regarded “contested
categories” (Kovesces, 2006, p.51). She also claims that “people in every culture are
likely to contest many of their categories” (Kovesces, 2006, p.60), which means that
these categories of the concepts are shaped by the comunon behaviour, namely
culture. Cultural frames are “structural mental” representations of underlying
knowledge shaped by the culture. (K.'dvesces‘,‘ 2006, p.60) Frames are generated by
extending categories in mind according to the principles of cognitive linguistics.
Therefore, before making meaning, the mind refers to is existing networks which
are, in fact, categorisations shaped by the culture (as ‘Schema theory’ suggests). As
Ronald Langacker (1987) suggested, Kovesces claims that it is difficult to
understand the meaning of a word without looking at the whole category it

belongs to. She illustrates what she has been discussing by an example word,
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“knuckle”, which is “a part of the finger, which is a part of the hand, which is a
part of the arm; and if the category is to be extended, which is finally a part of the
body. All these related categories contribute to our understanding of what
“knuckle” is. In other words, a person will probably find it difficult to define this
word without perceiving the large picture. (K&vesces, 2006, p.64)

Another example, to illustrate the idea better given by the author, is
“bachelor”, of which whole category includes the concepts of “ adult, male, never
married”, which means a person who does not carry such features to be a bachelor
cannot be called as bachelor. As she suggests, it is possible to ﬁnd_ 'exa;mples which
show that it is not appropriate to call some one a bachelor though he matches with
all the concepts, such as “the Pope”, “Tarzan, homosexual males,...” (K&vesces,
2006, p.68). She comments on the possible reasons that why these figures cannot be
regarded as a bachelor through basing her argument on the idea that “a larger
cultural frame: namely, that of the prototypical male life circle” is required.
(Kovesces, 2006, p. 68)

The most relevant aspects of this average life cycle include that
there is a human society with. the institation of marriage, that
there is a marriageable age when males marry a woman, and
that people are bormn male or female and the males live in
relationships with only females. In other words, the definition
of bachelor in terms of necessary and sufficient conditions
only applies when the average life cycle also applies to the
people in question. The pope is not called a bachelor because
the average life cycle of the pope does not have marriage in it.
Tarzan cannot appropriately be called a bachelor because he
lived outside the human society. Homosexual males are not
considered bachelors becauise they live in relationships with
other males. (Kévesces, 2006:68)

~ Whereas “knuckle” illustrates the process at a lexical level, the example of
the Word “bachelor” requires frames, which are culture-bounded. Such frames or
models which have a shared understanding by the same group or society is called
“cultural scﬁpts” as Hoyt Alverson claims when he says that the intentional

experiences are “in a certain manner” (1991: 97), namely culture. In other words,
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much our understanding is shaped by “folk theories” or “cultural/cognitive
models” in Kdvesces terms (Kovecse, 2006, p.72), and “One folk theory may
conflict with another with respect to an aspect of the world.” (Kévesces, 2006, p.78)
From this perspective, it is possible to arrive at the same conclusion that the brain
is a dynamic organ of which networks are gradually changing depending on the
experiences and emotions felt for those experiences, and these networks are, in fact,
‘social networks’ wired through cultural scripts since the experiences and emotions
are of certain social reality.

Considering that even the meanings of the words are culture-dependent, it
is not surprising that word _phrases and chunks, including ’presuppositions’ are

also categorised or sub-categorised according to cultural elements.

It also seems important for language students to be able to
separate which is asserted by the writer from what is
presupposed. In the sentence “King Charles of France drove a
white Mercedes”, the writer asserts:

1) King Charles drove.

2) He drove a Mercedes.

3) The Mercedes was white.
(Saville-Troike, 1973:399)

It is clear that the writer presupposes that France had a king whose name is
_Charles, he could drive, and Mercedes existed at the time the king lived. (Saville-
Troike, 1973, p. 399) These presuppositions cannot be considered to be new
information, but shared information between the writer and the reader as claimed
by Saville - Troike. {p. 399) Fof such situations, cultural inference is not of great
significance for comprehension. HOWIeVer, when considered the fact that there are
cultural references to “King Richard”, of which presupposed information is valid
for only a specific culture, it is recognised that the difference between assertations
and presupposiﬁons is important as it is culture-specific. For such situations, the
most misunderstandings occur at"’this level of socio-cultural meaning.” (Saville-

Troike, 1973, p. 399}
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The situation is the same for allusions which are framed by culture-specific
units. Saville — Troike (1973) indicates that allusions can be the reason for
misinterpretations and confusion in meaning for the non-natives. For instance, for
a non-native reader of English, it would be difficult to understand the allusion in
the recent headline, “wounded knee is McGovern's Archilles’ Heel” since it
includes mythological elements and is culture-bounded (Saville-Troike, 1973, p.
400). Moreover, if a student, especially the one from an Eastern culture may find
some expressions such as ““to kick the bucket’ or “to keep tabs’ on meaningless if

one is limited to literal interpretation.” {Saville-Troike, 1973, p. 400)

2.3.1.2 Concepts

Within the framework of brain-based learning and teaching theory, one can
conclude that the one of the main problems in reading — except for syntactic
challenges, lexical items aﬁd the effects of cultural elements to these — is the
culture-bounded concepts — which create the basis for meaning - that are not
familiar to the non-native reader since unfamiliar concepts fail to create neural

networks in the brain, cannot be experienced, and thus, cannot be learned.

Studies of concept formation and learning have shown us that
concept development is facilitated when 1) the child (or adult)
has had concrete experiences on which to base his concepts; 2}
that the wider variety of associations the child can make with
the concept, the easier it is to leamn and to retain; 3) that the
more meaningful the ideas to be assimilated, the easier the
learning and retention; and 4) that a concept, once formed, is
represented by a symbol, and that symbol is usually a word.
‘The word then becomes sufficient in itself to trigger the release
of the meanings of the concepts it represents. (Morris, 1968:
161 - 162) ‘ ' '

It has already been introduced why concept formation carries great
significance. The concepts are the thoughts or frames which are shaped by the
culture and one will, no doubt, find their reflection in the language of that culture.

The importance of understanding the concepts is as clear as the important
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relationship between language and culture since there can be no language without
a culture, and no language wihout a thought.

As it is clear, there are clear cut distictions between “initial reading
instruction” and “advanced reading instruction” with respect to the process of
learning (Morris, 1968, p. 161). Similarly, the aim of these two change according to
which language teachers shape their curriculum. In other words, while the learner
is expected to leam “how to break the code” , how “symbols (graphemes)
represent sounds” as writing is taught to be “talk written down” in initial reading
instruction, “the ability to form and use concepts increases in importance...” in

advanced reading instruction. (Morris, 1968, p.161)

.. at higher levels we do not want children to equate words
with sounds but with meanings. We do not want them to
translate from graphemes to morphemes — we want them to be
unaware of graphemes, as most of us are, and to grasp from
the printed page the concepts, feelings and opinions put there
by the writer. The purpose of reading at... is usually not to
teach the students to decode the written symbols ~ that is, to
produce the corresponding speech forms — but to explore,

" interpret and exterd the concepts represented by the written
symbols. (Morris, 1968:162)

It is quite clear that even in the initial reading instruction; concept

formation carries significance to a certain extent as Morris also indicates:

The major weakness in the reading of ESL students... is the
fact that, in all too many instances, the initial reading step is
performed: the child decodes the symbols and produces the
word -~ and stops. The word fails Yo trigger anything because ‘
the concepts it ‘represents'to‘ us and to the author simply do
not exist for the child, or they exist in a limited vague form.
(Morris, 1968:162)

Morris defines the reason of this problem as a negative transfer from the
thought frames shaped by our native tongue but he also claims that the problem
may also be caused by the lack of “opportunity to develop conceptual basis for
abstracﬁon in English” (Morris, 1968, p 163).
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We are actually advocating a different kind of reading for the
non-English speaker than that we consider suitable for the
Anglo child. We have had a great help from linguists in terms
of increasing our knowledge of what our language is really
like, and we have had help from the foreign language teachers
regarding methods and techniques of second language
teaching. But now we need to move on and ask how — once the
children have mastered the injtial oral language and reading
skills — we can proceed to the development of real thinking
and concept formation ability in the new language. We cannot
be satisfied with less. (Morris, 1968:163)

2.3.1.3 Metaphor and Metonymy: The Product of Culture

In the recent years, there has been an increasing interest in analysing
literary language and its distinctive devices such as metonymy and metaphor from
the cognitive and cultural perspective. It is widely assumed that such figures are
alsd the products of culture as various authors claim, such as Dirven and Porings
(2002), Panther and Radden (1999), Panther and Thornburg (2003), Brdar and
Brdar-Szabo (2003) and Ruiz de Mendoza Ibanez (2000).

Kévecses and Radden (1998 - 1999) defines the term, metonymy, as follows:

Metonymy is a cognitive process in which a conceptual
element or entity (thing, event, property), the vehicle provides
mental access to another conceptual entity (thing, event,
property), the target within the same frame, domain, or
idealised cognitive model (ICM). We can conceive of this as a
“within-domain mapping,” where the vehicle entity is
mapped onto the target entity. (K&vecses and Radden, 1998-
1999:99)

As Kévecses (2006) indicates, it is assumed that “any frame element can
stand for another frame element” because frames are considered to be “organised
conceptual structures” which are in a dynamic relationship with “a manageable
number of elements.” (Kdvecses, 2006, p.99)

Based on this definition, it is easily understood that while creating

metonyms, we get help from our minds in which they categorise and subcategonse

prototypes. That is why one specific member of a categorised entity can stand for
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the whole group. These categories and subcategories are framed by culture.
K&vecses, for instance, claims that if a person has prejudices against “Christians,
against straight people, against working-class people,...” it is possible that only
one of them can stand for the whole, which is, namely, “cultural stereotyping.”
(Kovecses, 2006, p.110) Therefore; a specific member can lead us to think for the
whole category in metonymic expressions. For instance, “robins” can stand for the
“bird” category as it is one of the typical members, including “sparrows” and
“swallows, and so on, in North America.” (Kovecses, 2006, p.108) The prototypes,
although they are considered to be “fixed”, may differ from culture to culture as
the categories and sub-categories are organised and generated by cultural frames
in mind. For example, in Chaucer’s Canterbury Tales, the nun stands for the whole
corruption in the religious system, dominating the Middle Ages in Europe.

As Kovecses claims, metaphors, as well, are not only linguistic figures but
also “conceptual, social-cultural phenomenon”. (Kévecses, 2006, p.130) In other
words, what cognitive linguistic view of metaphor drives us to think is that
metaphors “belong to language, thought, social-cultural practice, brain, and body”,
and therefore, they may be thought to exist “on all of these different levels at the
same time.” (Kdvecses, 2006, p.126) When it comes to ‘conceptual metaphors’, no
one denies that they are in a direct correlation with its “socio-cultural reality” since
conceptual metaphors “often define cultural models”. (K&vecses, 2006, p.130) As it
is impossible to deny the fact that these cultural models or concepts are reflected
into the language use, conce}itual metaphors play an important role in
understanding and interpreting the text written in that language. For instance, as
Kovecses claims, metaphors are of gr‘éét sigriiﬁcance in‘h{terpretation of proverbs
that are, certainly, the products of culture. lAs an.illustration, “Look before you
leap” is a well-known proverb, which takes its roots from two conceptual
metaphors, one of whicfx is the “leap”, standMg for AN ACTION IS SELF-
PROPELLED MOTION (a generic-level metaphor as in “That should be the next
step”), and the other of which is “look”, standing for THINKING IS LOOKING” (a

specific-level metaphor as in “Look, we can’t do it”). (Kévecses, 2006, p.130) Even
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this mini-analysis shows that these metaphors, whether at a generic or specific-
level, enable us to understand this proverb, which is the product of the target
culture, From that perspective, it is understood that metaphors provide us with a
great understanding of the culture, and indirectly, with a deeper perception of that
language which is the representative figure of that culture.

Many people think that most of the metaphors which are at generic-level
are universal as in “ARGUMENT IS WAR” (K&vecses, 2006, p. 117) metaphor, so
that it is possible to understand the other culture and the metaphors used in the
target language of that culture without any cultural study. The fact is that, despite
their being universal, what features are transferred to those metaphorical uses are
non-universal which are to be shaped by cultural frames or models as mentioned
before. For instance, the concept of “HUMAN BODY IS A CONTAINER” is a
universal metaphor; however, the features of this container are specific to cultures.
(K&vecses, 2006, p.123) As contrastive analysis in cultural studies shows, Western
cultures have a tendency to see this container without a stopper, while Eastern
cultures are prone to consider it as a covered container. And as a result, the
different features of containers léad us to think of different perspectives in culture,
namely different phrases that are used in different languages. As an illustration,
while Turkish culture tend to use phrases like ‘stkintidan patlamak’ so as to give
the meaning of the container for emotions, namely ‘heart’, seems to be ‘exploded’
as if some pressure is applied to it, it is possible to find examples of such phrases as
‘my grief was flowing’ as if the emotions seem to be flowing down as the container
does not have a stopper in English culture.

The research Boroditsky'(ZOQij céndﬁc;tzed- on Whether spatial zﬁetaphors
have an effect on people’s understanding of statements which contain metaphors,
also underlines that metaphorical use of a language varies from culture to culture,
which means that the understanding of such metaphors is likely to be at different
levels in different cultures. She came up with two conceptual metaphors one of
which is TIME IS HORIZONTAL, the other of which is TIME IS VERTICAL. It has
been found that people who speak Mandarin Chinese, in which' time can be
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perceived both as vertical and horizontal, but with a vertical prime, are able to
respond faster to true/false questions about the sentences which have a vertical
prime when compared to the other sentences with horizontal perspective. On the
contrary, the native speakers of English find it easier to respond the true/false
questions about the sentences which have horizontal words when compared to the
others with vertical ones. The finding is important since the Chinese outperformed
the English in sentences with a vertical prime although the language of the
experiment was English. This shows that it is “thinking for speaking” which brings
the issue “Worfian effects” into light as Slobin (1996-2003) claims. Moreover, it
emphasises that “different source domains in two languages for the same target
lead to differences in certain cognitive tasks that mnvolve the target.” (Kovecses,
2006, p. 152) To put it another way, it is clear that the way people from cultural and
so language backgrounds think about the same target domain seems to be shaped
according to differences in metaphorical language. (Kovecses, 2006, p. 152)

As Kovecses (2006) claims, it is the repeated activities that an individual has
experienced in that culture which generate “image-schematic knowledge”
(Kévecses, 2006, p.128), and it is this image- schematic knowledge which can create
metaphors. “Foundation schemas” which “are large scale conceptual metaphors
that organise extensive portions of experience in a culture” represent the
“ideologies” in cultures, and may involve several more specific metaphors that are
more limited in their scope”. (Kévecses, 2006, p.144) In fact, that is the point at
which cultural study is important'to analyse language and to interpret the written
text. ‘

According to Lakeoff and Turner (i‘989j, our Ipercepﬁon of the world -
shaped by our experiences in this world - gives way to image-based metaphors
that illustrate the similarities between two things. As in.the example from the
translation of Breton's Free Union, “My wife... whose waist is an hourglass” given
by Lakeoff and Turner (1989), it is seen that the experience or the perception of two

objects, one of which is the shape of a woman’s waist, and the other of which is the
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shape of an hourglass, enables us to create this metaphor, which is claimed to be
employed in poetry as Lakeoff and Turner claims (1989:93).

As Kévecses indicates before, culture can be considered to be “a set of
shared understanding of the world, where our understandings are mental
representations structured by cultural models, or frames.” (Kdvecses, 2006, p.135)
Based on what has been said above, metaphors, though they can reach at
universal-level of perception, are the products of that culture...” (Kovecses, 2006,
p.135), which means that they carry us to an understanding of how that language
works. For instance, LIFE IS A PLAY metaphor is one of the most frequently-

employed metaphors which can be seen in Shakespearian plays.

All the world is a stage,

And all the men and women merely players.
They have their exists and their entrances;
And one man in his time plays many parts.
(Shakespeare, As You like It, 2.7)

The same perspective of life can be seen in another play, The Merchant of

Venice, when Antonio talks to one of his friends, Gratiano, in a pessimistic way

about his anxiety for the merchandise sent for many countries.

I hold the world but as the world, Gratiano:
A stage, where every man must play a part,
And mine a sad one.

(Shakespeare, The Merchant of Venice, 1.1)

Parallel to this point of view, we can come to the conclusion that this
metaphor, which has become one of the most frequently-used metaphors in many

cultures, can provide us with a series of mappings as indicated below:

Source domain: A PLAY: Target domain: LIFE

An actor: a person leading a life

Fellow actors: the people with whom he interacts

The way the actor acts: the behaviour of the person leading a life
The parts: the roles in life

The leading parts: the people who play main roles in one’s life
The beginning of the play:

63



The end of the play: death
The script: the story of one’s life as it should happen
(K6vecses, 2006:145)

As it is indicated before, although the metaphor seems to be universal, the
issue that what feature of the source refers to what feature of the farget may seem
to be particular to each culture as mentioned earlier. Therefore, one may not be
surprised to find out that its reflection to the language use may differ from one
culture to another, which means the pefspective derived from metaphorical uses -
can carry us to an understanding of how that language works as mentioned before.
Below is the list of phrases (provided by Lakeoff and Turner) used in English
language assumed to take their roots from LIFE IS A PLAY metaphor:

It's curtains for him.

She’s my leading lady.

She always wants to be in the spotlight.
The kid stole the show.

That's not in the script.

What's your part in this?

You missed your cue.

He blew his lines.

He saved the show.

She brought the house down.

Clean up your act!

She always plays the fool.

That attitude is just a mask.

He turned in a great performance.

Take a bow! ‘

You deserve a standing ovation.

He plays an important role in the process.
He only played a bit part in miy life. - &
He's waiting in the wings.

I'm improvising.

It's showtimel

You're on!

(Kovecses, 2006:145)

These phrases are some of the frequently used omes in English which
support LIFE IS A PLAY metaphor, which can not only be found in Shakespearian
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lines, but also in “every facet of American life and popular culture...” as in Elvis
Presley’s songs: “Act one was when we met...” and as in Frank Sinefra’s famous
lines: “ And now I face the final curtain...” (Kovecses, 2006, p.145)

Duranti (1997) claims that metaphors are the constructions “which have
been analysed as providing conceptual schemata through which we understand
the world.” (Duranti, 1997: 64) He gives the example of UNDERSTANDING IS5
SEEING from which such expressions as “I see what you mean” or “To get the
whole picture, I'll tell you” to illustrate the expressions in a language take their
roots from these conceptual and figurative frameworks. Similarly, expressions like
“Tt gives me food for thought” are given basis by IDEAS ARE FOOD metaphor
which is constructed through the combination of two domains which are ‘thinking
and eating’ (Duranti, 1997: 64).

Such an approach also carries a great importance as it shows how culture
affects the way people think since metaphors reflect “complex network of frames”,
namely culture as Kévecses claims (Kovecses, 2006, p.85). Casson (1981) expresses
the importance of metaphor as: For it is in metaphor...that language and culture ....
come together and display their fundamental inseparability. (Casson, 1981, p.263)

The importance of metaphor and metonymy drives us to the conclusion
that competence is a multi-dimensional perspective which lays one of its foot on
‘culture’.”In this broadened view of competence proposed by Hymes, metaphor
would no longer count as a linguistic blunder; ...” (Casson, 1981, p. 261) rather a
cultural component.

What perception at figurative level contributes to enhance ‘language
awareness’, and thus to reading skﬂlls thét it S;uggests Aa new way of reéding. We
have indicated before that, instead of reading word-by word, recognising the
words in chunk, that is, “the ability to process meaningful groups of words at a
glance instead of word-by-word decipherment” (Saville-Troike, 1973, p. 401} is a
key for reading comprehension. This heuristic approach to meaning leads us to
recognise the figurative meanings of the words as well. Recognising “meaningful

grammar units”, predicting “what will follow from incomplete linguistic input”,

65



and being selective “of what elements are most important to meaning” (Saville-
Troike, 1973, p. 402) are also Important steps in a successful reading

comprehension.

2.3.2 Narrative Style and Culture

It is widely believed that culture also contributes much to our
understanding of the narrative style of the written product of that culture.

Agreeing on the idea that cultural frames, which are, to a great extent,
framed by people’s shared understanding of their worlds, it is reasonable to think
that culture can be studied to analyse the frames which “underline people’s
behaviour” or emotions. (K&vesces, p.93)

Parallel to what has been discussed _above; frames or schematisations of
conceptual categories help us understand concepts which are culture-bounded. As
it is of great value to understand characters’ feelings - and the emotional journey
they involve in ~ in narratives, this argument, in fact, shows the importance of
understanding of cultural elements and emotions in comprehending written works
that are being read as they have been given birth in that culture.

Hogan (2003) claims that theée schematisation or conceptualisation helps
readers to understand “prototype-eliciting emotions” dominating the narrative
style in that culture, which makes us reach to the perception of the deeper meaning
conveyed by the author. In order to illustrate the fact that even narratives are based
on prototypes of emotional concépts which are shaped by culture, Hogan claims
that the emotional concepts have taken their roots from the ‘conceptual metaphor
theory’ which is culture-bounded. _Fﬁr ihsfénce, : roménﬁc union is one of the
predominant prototypes for eliciting condi’t:ién of happiness, which means that the
theory suggests romantic union is the paradigm of happiness. K&vecses claims that
being united with some one (romantic union) is a metaphor, itself which takes its
roots from the dominant metaphor for love: LOVE IS PHYSICAL UNITY (OF TWO
COMPLEMENTARY PARTS). She also claims that the idea of happiness is mostly

based on the ‘transcendental union of God and people’ (as in Suphi philosophy
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énd in Donne’s divine poetry). In that sense, romantic union, as a more concrete
form of happiness, may be derived from ‘transcendental happiness’, which will, at
the end, arrive at “physical unity’. Within the framework of that idea, Hogan (2003)
suggests a hierarchy of happiness as follows:

“Transcendental happiness derives from romantic union, which derives
from PHYSICAL UNITY (OF TWO COMPLEMENTARY PARTS). (Kovecses, 2006,
p. 148) Based on this hierarchical sequence of love, it is possible to conclude that
both transcendental and romantic happiness take us to the conceptual metaphor,
LOVE IS THE PHYSICAL UNITY (OF TWO COMPLEMENTARY PARTS) which
creates the basis for certain narrative types. However, Kovecses claims that
narratives do not include such a vertical hierarchy (transcendental unity, romantic
unity, and physical unity), but includes a generic-level (generalised) conceptual
metaphor, which is ABSTRACT UNITY (transcendental, romantic) IS PHYSICAL
UNITY. She indicates that both “the conceptual system and certain narratives” are
shaped according to this “structuring principle” (Kdvecses, 2006, p.148)

Hogan (2003) suggests that the prototypical narrative style also includes
time and space notions. Although the concept of home shows some variations in
different types of narratives, the common concept “home” versus “away from
home” can easily be recognised in narratives. (Kovecses, 2006, p.149) For instance,
in romantic plots, home is depicted as the place where one Hwves with his/her
beloved, in heroic plots, it is depicted as the nation, in sacrificial plots, it is seen as
“a paradise of natural comfort and plenty”. (Kbvecses, 2006, p.149) These ideas
carry us to the platform of two conceptual metaphors: A NATION IS HOME and
PARADISE IS HOME. Through this argument, Kﬁvecsles. wants to ﬂlus&ate how
comprehension is impossible to be achiéved without the knowledge about
metaphorical conceptualisation born out of the culture. (Kévecses, 2006, p. 148)

As indicated before, narrative structures are the representatives of the
conceptual system and emotional prototypes, which contributes to our

interpretation of language and reading narratives.
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All these arguments, in fact, illustrate what kind of “mind” is “involved in”
when producing “narratives” in Kévecses’ terms. (Kovecses, 2006, p.149)

The above-mentioned ideas again drive us to the conclusion that “cultures
differ in and can be characterised by the conceptual metaphors that they make real
on a large scale.” (Kévecses, 2006, p.152) She also claims that “the metaphors may
lead to ideologies that may become cultural practice” (K&vecses, 2006, p.152). The
reason why metaphors are important in a culture is that “metaphors can turn into
social reality.” (K&vecses, 2006, p.152)

These examples above illustrate how metaphors carry us to an
understanding of cultural concepts, and how understanding cultural concepts
contributes to our comprehension in reading texts created in that culture, which is
believed to provide };ases for the content schema in mind. In other words,
metaphors lead us to understand ‘narrative mind’.

Within that framework, culture teaching opens a new perspective in
teaching the target language, especially in written language, as it enables language
learners to decode the written messages with respect to the figurative level as well.

Therefore; while teaching literature allows language classrooms to see the
differences and similarities among cultures, it carries us to a multi-cultural level
and an open-minded platform, which will soon unite us in the universal
understanding of the world, which should be the mission of real education, as art,

itself, is universal although it carries the tracks of the dominant culture in which it
has been produced or created. |

Parallel to what has been argued above; a new era has frown at the idea of
teaching language skills disrega:dmg tﬁe 'c':ﬁlture aﬁd ‘literature at a narrow-
minded level, and turned its smiling face téwa:r'ds, the teaching of culture and to
the teaching of literature. As one cannot think language as a separate system from
culture, literature can be regarded as the best and richest authentic representative
of the culture in which the target language is dominant and the target literature has

been produced as mentoned before.
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As Trifonovitch (1980) also claims, English language has become and is still
becoming more and more universal, extending the linguistic boundaries, which

leaves no choice for us to be mono-culturals.

We are gradually becoming aware of the need of cross-cultural
teaching and learning. It is a necessity for the future if we are
to prepare world-citizens —~ “cosmopolitan nationals”. We are
all beginners in this field, but let us accept the challenge, build
our knowledge and learn from each other in our pursuit.
(Trifonovitch, 1980:558)
As a result, understanding culture helps a lot to understand the language
produced in that culture, and similarly analysing and understanding a language
contributes to our understanding of that culture. What is important is that this

collision makes us understand the written form and use the target language

efficiently and effectively.

2.3.3 An Empirical Study: A Proof for the Importance of Teaching Culture
through Literature

The research ‘conducted by Gatbanton also illustrates the significance of
culture teaching through literature. Moreover, the study is of great importance as it
brings a new dimension to the above-mentioned argurnent.

This study conducted in Philippines, in which “English was the medjum of
instruction at all grade levels.” (Elizabeth Gatbonton, 1971: 137), shows that
Filipino high school students seém to rarely enjoy the stories they are given
although they have a certain level of familiarity with “North American anthologies
to read stories... such as “To Build A I.Jire” by Jack London, “My Fmanc:lal Career”
by Stephen Leacock, and “The Hero” by Margaret Weymouth Jackson” (1971: 137)
The conductor of the study, Gatbonton, who was a graduate student in the
Department of Psychology at McGill university in Montreal, recognizes that the
Filipino students show great distinctions when compared to North American
pupils in reading and literature classes. In the study, which is to search for

empirical evidence for the reasons of why Filipinos differ from natives (Americans)

69



in reading stories in English, two groups are formed as a first step one of which is
Filipino high school students, and the other of which is American high school
students; and each group is given two short stories and are expected to answer
comprehension questions (pretest and posttest questions). The comprehension
questions, as claimed by Gatbonton, are designed to test whether the way Filipinos
comprehend the stories is different from the way of Americans. The questions,
after reading the selection of stories which are in a large spectrum from “The Car”
by Dorothy Thomas, “The Hero” by Margaret Weymouth Jackson to “My Financial
Career” by Stephen Leacock and “Ah Love, Ah Mel” by Max Steele, include three
sections. The first part is to rest the students’ familiarity with cultural concepts and
decide on “their attitudes toward the characters and the events” (1971: 139). In this
part of questions through which they were tested not only for content but also for
clarity, the groups are asked whether they agree or disagree with the sentences.
For instance, they are asked whether Sara is “wrong in accepting the boy’s
invitation to the movie so quickly”. (1971: 139) This question is asked after reading
“Ah Love, Ah Me!”, in which a teenage boy, who is the narrator of the story, liked
Sara, one of his classmates, and asked her for a date to a movie. Although he is shy,
he was able to invite her, and Sara accepted the invitation without hesitation. The
conductor says that it is not surprising to find out that the answer of Americans
will probably be “no”, whereas the Filipinos” answer is “yes”. The reason for the
difference in answers is the difference between American attitude towards dating
as the usual activity for high school students and Filipinos’ attitude as they are not
usually allowed to date alone.

In the”second part of the quesi:i.é)ns; the groups a.re‘asked to choose the best
option that is the answer to the given stateﬁxent. For instance, both groups are to
make choice between a) they were sleeping together in one bed” b) not sleeping -
together in one bed. To the statement, “They were both sleeping so soundly that
they didn’t hear her”. The conductor claims that Filipino perspective choose “a”
because it is common for them to share the same bed. However; the second choice

‘emphasises “an American bias where privacy is valued.” (1971: 139).
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In the third part, the groups are given two summaries of one of the story
that they have been reading, one of which is summarized according to Filipino's
perspective, the other of which according to American view. When they are
expected to choose the best option to summarise the story, it is more likely to find
that each group has chosen the summary expressing their own point of view. Then
students are formed as three groups, one of which is Filipino Control Group (FC),
and the others are Filipino Experimental Group (FE) and American Control Group
(AC).

All groups receive three-week-long education of reading stories. In the first
week, they all read stories, “The Car” and “Ah Love, Ah Me!, and take tests
including such series of questions as mentioned earlier. The teachers of all groups
provide students with a brief introduction before silent reading and brief
explanation after reading, which is limited to who the characters are, what they do
and say. The explanations even excluded the relationship among the characters,
which is important in appreciating short stories.

In the second week, while FC and AC groups continue to read stories and
take tests in the same way as the first week, the FE group is taught to read the
stories through cultural contrastive analysis, that is, they are given opport'uni’cy‘ to
discuss on the cultural concerns and the “contrasting aspects of American culture
revealed by the cultural analysis.” (1971: 140} In other words, they are provided
with cultural orientation which is important for analyzing and understanding
stories. |

In the last week, all groups are given two new stories, “The Hero”, and “My
Financial Career” to test if FE group shé;ws distinct way -of-comprehensioh from EC
group, and if they show cértajn similarities m the way of comprehension with AC.
The pretest results show that both FC and FE groups “responded similarly before
they had received any training, and that both groups performed significantly
different from the American group” (1971: 141) when studying “The Car” and Ah
Love, Ah Me!” as FE group has not been provided with culture teaching yet.
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Interestingly, in the third part of the assessment in which two summaries of
one of the stories they have been reading shows no significant difference even
before having received cultural analysis since both FC and FE groups has chosen
the summary according to American point of view, which is also preferred by
American pupils. Therefore, it is stated that the third part “may not have been
sensitive enough to elicit responses indicating cultural bias”. (1971: 141)

However; the important finding is that the attitude of FE group towards the
story “The Car” has shown “a significant shift” (1971: 141) even “after brief
cultural orientation”. (1971: 140) The similar results can also be seen in the
appreciation of the stéry, “ Ah Love, Ah Me!”. In other words, “those Filipinos who
then received cultural orientation as part of their literature course performed more
like the American students, and “significantly differently from those Filipinos who
did not receive this orientation.” (1971: 141)

The data analysis is not only hoped to show the effect of equipping
students from “non Western backgrounds” (1971: 137) with sufficient cultural
background through comparihg the results between when they are reading two
stories, “The Car” and “Ah Love, Ah Me!”, before getting cultural background and
after receiving such education, but also illustrates the significant role of culture
teaching when non-native students are faced with new stories, “The Hero” and
“My Financial Career” since such a brief cultural background changes their
attitude towards new stories.

It is widely known that “cultural filtering” (1971: 137) affects reading skills
of non-native students “who may bring inappropriate attitudinal and judgmental
expectations with them to the classrogji:h.” (1971‘: 137} Tiﬁs .WiJI certainly affect non-
native students’ attitude towards readingl in English; and therefore, learning
English, as the cultural challenge becomes a great barrier in leamning the target
language. In this term, these data provide us with empirical evidence of the
importance of culture teaching. As the conductor of the study claims, “these

observations, if correct, suggest the desirability of teaching language and literature
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in its socio-cultural setting” as Allen (1964), Murdock (1961) and Nostrand (1966)
also state.

This study is of another value for this paper since it gives evidence for the
_idea that literature teaching is not the only solution to provide cultural background.

That is why ‘culture teaching’ has gained greater importance along with “teaching
literature’. That is, literature will certainly serve as a great source for culture
. teaching as it makes non-natives familiar not only with the cultural concepts, but
also with language use that has taken its roots from those concepts as mentioned
earlier in Kévecses’s terms.

The other important contribution of this study to language teaching is that
the belief that teaching language should be in the “socio-cultural setting” as
claimed by Allen (1964), Murdock (1961) and Nostrand (1966), and another claim —
relatively to the above mentioned idea — made by Gatbonton, when she says, “we
believe that the result of the research programs of this type will be of interest to
teachers working in foreign settings as well as to the many teachers here in North
America who are now becomning involved in bilingual education programs.” (1971:
142)

It has just been mentioned that it would be a wrong attitude to limit the
concern to the teachers and students in bilingual settings. Monolingual settings or
homogeneous classes as well, are faced with such a treat. How can teachers of English
provide non-native students with this “socio-cultural setting” in a country where English
is spoken as a foreign language? That is, in fact, why it has been indicated before that
there is a point in going one step further to claim that providing students with
language awareness through ’cultuiél awafeﬁess’ is ﬁuch more difﬁcult than
providing such a condiﬁoﬁs for heterogeneoﬁs classrooms.

Within the framework of this claim, literature gain more importance in
homogeneous classrooms in foreign settings when comparéd to heterogeneous
classrooms in native settings since the second group is more likely to experience
the smell of the cultural atmosphere with an exposure to the native culture outside

the classroom. They have the opportunity to communicate with the people living
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in English-oriented cultures such as the Americans or the British. No one denies
the idea that they have also challenges, as it mentioned before, however; they have
also the opportunity to overcome these barriers through the touch to the natural
native real life, On the contrary, equipping students with cultural background
through literature seems to be one of the restricted solutions for enhancing cultural
awareness in monolingual environments. This idea underlines the importance of
‘literature’ once more through reminding us all of the great opportunities that she
can offer. We can create a ‘society’ in language classrooms in foreign countries.
What can create this ‘schema’ for foreign learners of English apart from “literature’?
These ideas within the framework of Kovalik’s (1997) perspective will be

mentioned in detail later (see What to do).

2.3.4 Another Perspective: Syntactic Approach to Reading
" 2.3.4.1 A General Look on ‘Syntactic Approach’

Nonetheless, it would be fair to evaluate the argument from ahother
perspective in order to base a stronger, clearer and more concrete ground for the
issue — the syntactic perspective on reading, namely the ‘formal schema’, generally
dealing with linguistic competence. |

Teaching reading has.been one of the most problematic issues discussed
throughout the centuries. There have been lots of publications which has aimed to
give practical suggestions on how to teach reading, which give a special emphasis
on enhancing vocabulary knowlé&gé, building background knowledge and even a
wide range of strategies, including fast reading; however, only a few of them have
worn different glasses which have g:'l'éjméd"t.h.e structural difficulties of the fext
may also be considered as a great obstacle m reading which should be overcome,
and have dealt with this issue which Ruth Berman (1975) identifies as “structural
paraphrase: a syntactic reformulation of phrases and sentences...” (p.243), which
carries great significance for the complicated and complex structures seen in
“unsimplified university-level prose” in Eskey’s (1970) terms (p. 315) Accordingly

what has been said above, it has been discussed that one of the major challenges
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that the non-native speakers of English are faced with in reading classes, especially
at advanced-level reading classes - is the syntactic features of the written language.
Therefore, it is widely believed that grammatical or rhetorical structure of a text -
categorised as ‘formal schema’ as mentioned before — can be regarded as a key for
understanding the passage that is being read, especially in appreciating
“umadapted, expository texts in English as Berman (1975) states in her article,
Analytic Syntax: A Technique for Advanced Level Reading. (p.243)

The issue has been mostly dealt within the framework of advanced-level
prose since the unabridged version of texts which are taken from authentic sources
carrying great significance in language teaching and learning process such as
magazine or newspaper articles and other authentic sources which are of certain
literary value are not only rich in context but also rich in syntactic forms. Moreover,
as the differences between written and spoken form of any language show its own
unique clear-cut distinctions, the advanced-level foreign language learners are
assumed to find the structures in the text new or unfamiliar. The problem remains
the same when proficient readers in English may not be as fluent in using their
language skills while speaking as in reading, which is believed to be resulting from
the natural distinction between the written and spoken discourse. In other words,
although the language areas are interdependent with each other as the language is
a whole system of which components work independently, it is not surpﬁsing to
find out that advanced-level fluent readers of English are not expected to be fluent
and accurate spoken language producers as it would be absurd to be In an
expectation from the proficient-level producers of spoken English to be perfect
receivers of the written messages. "Ihé poﬁxt is &151; it is ‘requj.red the written prose
be analysed within its own | unique systeﬁzs and own way of conveying the
message. Only through this way, it is possible for the foreign readers of English to
enhance their ability to systematically overcome reading challenges that they are
being faced with. (Eskey, 1970, p.315)

As A. Cohen, H. Glasman, P. Rosenbaum-Cohen, J. Ferrara and J. Finé (1979)

have stated in their article, Reading English for Specialized Purposes: Discourse
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Analysis and the Use of Student Informants, non-native English speakers, due to fulfill
their academic responsibilities, are expected to appreciate the written form,
including specialized language materials. In other words; they are expected to
decipher a series of written codes for their university studies. Because the reading
skill is regarded as vital, the significance of analyzing syntactic figures in leading
students to success in their acadermnic field has again been discussed in the above-
mentioned article. It is also claimed that the traditional approaches to reading;
including ‘audio-lingual’ approach especially in scientific texts, cannot establish a
sufficient background for efficient reading skills as they are generally focused on
memorizing glossary items that are thought to be necessary for the non-native
readers dealing with that particular scientific context. However, it has also been
found that even students with a certain level of mastery over the vocabulary
knowledge in their field have found technical English so problematic that they are
always in need of paraphrasing, summary, lecture notes and even translations
from the target language to their native tongue. For instance, the law students in
their third or fourth year in universities are taken a business-English course which
aims to provide them with a series of vocabulary items in their field. However,
they believe that they are not able to use the language efficiently and unable to
comprehend texts. As the article claims, the situation that has been born out of
these challenges makes students nothing but ‘passive readers’ as indicated in
Saville-Troike's (1973) quotation. All that has been mentioned before illustrate that
the assumed difficulties are much more than lack of vocabulary knowledge,
therefore; a technical approach seems to be urgent in need to enhance real reading,
not the artificial one, which is reading ai\d leaii‘ning frorﬁ second-hand soﬁrces such
as native language use, translations, summaﬁes and lecture notes. The situation is
not only seen in schools which aim to provide students with a certain level of
reading skill in scientific field. Unfortunately, in many language schools today of
which purposes are to enhance literature students’ capacity to appreciate literary
works and to make them specialised in that field, there has been determined a

certain tendency to avoid authentic reading, but making use of lecture notes or
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language summaries of the works which cannot be thought as an acceptable
behaviour since such an approach to reading in a foreign language is assumed to
result in breaking the essential communication between the author and the reader,
which is, in fact, ‘beyond essential’ but of vitality especially for the ones who are
expect to be the authority in the field of literature since understanding the mood,
the tone of voice of the author help much with the literary appreciation. Such an
approach to reading breaks the personal experience of touching at the depths of
- the text as will be mentioned later. Even though, many language learners have a
tendency to think that reading from second and even third-hand resources can be
considered to be the best way to understand the context deeply, it is clear that it
does not only cut the line between the reader and syntactic features of the text, but
also between the rhetorical purposes and the content of the text itself. It is an
important issue as authentic written texts, including both scientific and literary
ones provide advanced readers with great opportunity to deepen their
understanding of the passage that is being read through the collaboration achieved
by the harmony in form and content. For instance, a student who tends to read the
play, Zoo Story by E. Albee, from second-hand sources such as native language
- sources or translations and so on, which makes them passive readers in that active
process, are not likely to understand the important contributions of the syntactic
figures to the intended meaning since Jerry, in the play, who is believed to be an
expetienced man, who tries to awaken Peter, who is ignorant, throughout the play,
uses present perfect simple tense at the opening of the play, “ I have been to the zo0.”,
which carries great significance for the deeper analysis and appreciation of the
play. . ; ) . |
As it is understood from Selinker’s aﬁd Trimble’s (1974) article (p. 81 - 82),
it is not surprising that the non-natives of English reflect their lack of knowledge in
reading English on writing in English as they cannot make use of the accurate
written language systems and syntactic figures appropriately in their writing style,
which will be the inevitable expectation of article reading on a particular subject. In

A. Cohen, H. Glasman, P. Rosenbaum-Cohen, J. Ferrara and J. Fine's article, it is
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claimed that non-native readers with mono or multi language backgrounds have
great difficulties in the research reported in Selinker’s and Trimble’s (1974) article
(p. 81-82), which were not stated as the result of lack of technical vocabulary
knowledge or lost terminology which had once existed, since the article claims that
problems in solving the message in the written language remained alﬂxough the
passages included none-technical ones, such as adverbial phrases, conjunctions
and anaphoric references, which shows that although vocabulary knowledge
carries a certain amount of significance in reading, the problems extend to an area
which has nothing to do with glossary knowledge: ‘Linguistic awareness’ which
includes ‘syntactic features of a text’ It is stated that research also showed that
some features such as articles and verb tenses in “English for Specialised Purposes
(ESP)” illustrated the author’s decisions about the text (prose), which means even
the use of definite or indefinite articles might give an idea about the author’s
presupposes, and the choice of tense aspect might inform the reader about
“rhetorical discourse rules”. (A.. Cohen, H. Glasman, P. Rosenbaum-Cohen, J.
Ferrara and J. Fine p. 552) Such important discourse devices which are crucial to
enhance readers’ understanding of the text are not generally clear for non-native
readers from different syntactic backgrounds, which underlines the Vitali’cy'of
‘analytic approach to syntax’ in teaching how to build effective background
capacity in reading,.

The seminar, conducted by Larry Selinker at Hebrew University in 1975 —~
76, will base its roots to the empiﬁcal ground through aiming to arrive at empirical
answers to the question of problematic areas, which is lack of syntactic knowledge,
for non-native readers when deali:nlg' ‘with i:hé materilal‘in the specialized field
written in English.” |

In the article Reading in the ESOL Classroom: A Technigue for Teaching
Syntactic Meaning, Wilson (1973) bases his/her argument on some assumptions one
of which says that the decoding processes in reading and listening in a foreign
language show a great distinction from encoding processes in speaking and

writing in that language, which, in fact, means that general principles and case
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verbalisations of them can be considered to be an efficient guide since reading is a
kind of problem solving as Ausubel (1968) indicates. Based on this assumption, it
can be concluded that different techniques that advanced learners of English might
not know as they have not learnt them for production in spoken language are
urgently needed. Another assumption that the author mentions is that syntactic
features of a text contribute much to the understanding of it, therefore; enabling
advanced-level readers to be familiar with some certain structures is thought to be
useful for building essential reading skills.

~ Having based his model of reading on the decoding model claimed by
Noam Chomsky, Kenneth Goodman (1967) draws a certain resemblance between
decoding the written form and playing a psycholinguistics game in which the
reader should make guesses about the hidden meaning through using lexical and
structural clues as much as possible. Goodman (1967) interprets Chomsky’s model
as encoding speaking brings out a kind of formed signal. “But in decoding, a
sampling process aims at approximating the message and any matching or coded
signal which results in a kind of by-product.” (Goodman, 1967, p.130) Parallel to
what has been claimed above, 1. M. Schlesinger (1968) conducted researches to
emphasize the dynamic relationship between the familiarity with syntactic figures
and the readers’ performances. The studies reveal that the subjects’” performance
while they were reading more complex structures has a certain equation with the
performance shown while reading less complex structures, which means the
subjects were using syntactic clues as well as lexical clues. Below are the statements

one of which is more complex than the other:

(1) The defendant’s solicitor demanded, since he knew that the
court would not, in view of the attempts revealed
subsequently under cross examination to mislead the police
officers in the first stages of the inquiry, accept the defendant’s
statement, that the fact that his client was the head of a large
family should be taken into accountin giving the verdict.

(2)yThe defendant’s solicitor demanded, since he knew that the
court would not accept the deferidant’s staternent in view of



the attempts to mislead the police officers in the first stages of
the inquiry, revealed subsequently under cross-examination,
that the fact that his client was the head of a large family
should be taken into account in giving the verdict.
(Schlesinger, 1968:101)

After.the discussions with the subjects, Schlesinger (1968) arrived at the
same conclusion as Goodman, which points to the readers’ making use of both
lexical and syntactic clues to win this game. However, what Schlesinger adds to
Goodman’s point of view is that the readers rely on lexical clues more frequently
than the structural ones, In fact, the question is not whether the syntactic clues
carry much significance over the lexical clhues, that is, nd one denies the importance
of lexis while reading in a foreign language. Nevertheless, it is assumed that
relying on lexical clues only; ignoring the structural systems may result in
confusion in getting the real meaning the passage wants to convey. As it is
indicated in Eskey’s article, foreign students are generally word-by-word readers,
“whereas good comprehension entails reading by structures.” (Eskey, 1970, p. 316)
.For instance, the sentence, “This is the hole that the rat, which our cat, whom the
dog bit, made, caught” (Schlesinger, 1968:130) illustr-ates this Possible confusion in
meanihg which is shaped according to what clues it is mostly relied on.

Considering the answer is ‘yes’ to the question “did the rat make the hole’, it
~is not surprising to find out that the reader ignores the syntactic feat;ures since
“that is the rat which caugi'xt the hole and the cat that made the rat.” (Wilson, 1973,
p. 263)

According to what has ‘been_.,claime‘d” above, it is concluded that even
readers at advanced-level are likely to make the very same mistakes when dealing
with even simpler structures. Wilson (1973) states that if the reader falls back on
lexical clues when analysing “The men who were appointed by the chairman will
'go to Washington”, will come to conclusion that “The chairman will go to
Washington”. (Wilson, 1973, p. 263) However, with sufficient knowledge of the

unique syntactic features of the target language, one can easily understand that
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“the oranges and the grapefruit come from California”, considering that he/she
does not even have the slightest idea about the meanings of these words in a
sentence as follows: Most people like the oranges and grapefruit which come from
California, (Wilson, 1973, p. 263) Thus, Wilson underlines how syntactic features
guide readers for better understanding of what is being read,

It has just been mentioned that the aim is not to show whether using lexical
or structural clues contribute to understanding the most. However, as the author of
the article bases his/her perspective on the belief that the readers have often limited
lexical knowledge, the importance of teaching syntactic features has come into the
daylight once again. Moreover, it is believed that teaching how to make use of
structures has another practical importance, that is, studying syntax in context will
also help foreign language learners enhance their vocabulary knowledge as in
“The man who serves food in a restaurant is called a waiter.” (Wilson, 1973, p. 263)

According to the author’s point of view, understanding of a specific term
may sometimes result from the syntactic knowledge as the example statement
above signifies.

Another assumption that the author bases her point of view on is the
“transformational model” (Wilson, 1973, p. 261) which helps readers melt Compiex
and long sentences with unfamiliar structures into less complicated, short
sentences with familiar ones, for instance, through transforming passive structures
into ac:ti\}e voice with the least loss or the least change in meaning, in other words,
through “structural paraphrase” in Berman’s (1975) term (Berman, 1975, p. 243).
Based on what is claimed by the assumption on ‘transformational model’, the
readers are claimed to find out th’é. ‘;;easoﬁs | why soﬁé structures with slight
vocabulary differeﬁces caI”mot be tied with the same idea with respect to deeper
meaning as in these two sentences: “John is easy to please” and “John is eager to
please.l” (Wilson, 1973, p. 263) |

The situation is claimed to be the very same when identical vocabulary”

items within distinctive syntactic figures or forms convey different meanings.
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To sum up, the author claims that being familiar with the sentence .
structures are as important as familiarity with the lexis which has been believed to
be the most important key for reading challenge throughout the decades. Syntax
and structural analysis carries equal vitality for building reading skills for the
foreign language readers also because it approaches to the reading challenge

systematically through helping non-native readers of the target language decode

‘the written message. Debates on that issue seem to last longer as this approach to

reading has been misunderstood as merely teaching grammar. However; making

non-natives familiar with some certain syntactic structures of the written forms,

and giving them the great opportunity to understand the hidden meanings
through helping them analyse and understand the systematic process of the
written language — even though they are not or probably will not be asked to make
use of these patterns in ESP — has no common point with teaching grammar. And
when it comes to the students who are dealing with literature, language teaching,
linguistics or translation, this approach has once again proved its unique
significance as it is inevitable that certain knowledge in syntax or structure in
reading skills is the very first step which contributes much to writing skills as well,
which will be the natural outcome of reading appropriately.

Eskey (1970) poses the question “why can’t many of our advanced foreign
students understand university-level readings in English?” (Eskey, 1970, p. 316) He
claims that vocabulary can be considered to constitute only a part of the answer to
the previous question. Another part of the answer is the knowledge in syntax,
namely linguistic awareness, as Plaister (1968) underlines when he states most
foreign students are word-by-word ;é-dders, Wi‘lereas géod c:omprehensibn entails
reading by structures. (Eskey, 1970, p. 316). Eskey. shares the same idea since he |
also considers syntactic knowledge, in other words, grammatical competence as a
solution to the existing problem as indicated above. He claims that there are sharp
distinctions between spoken and written form, and one of the important
differences is that written form does not only show differences with respect to

vocabulary but also with respect to the complex structures employed in written
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language. He gives an example of two sentences which are “exactly the same” but
which, at the same time, mean different things when assumed with “a basic
understanding of the vocabulary, any native speaker will see what the sentences

mean at one reading . (Eskey, 1970, p. 317)

1. The Mongol horde destroyed the armies of Islam.
2. The armies of Islam destroyed the Mongol horde.
(Eskey, 1970:317)

He gives another set of sentences, five of which are the synonym of the former

sentence, and only one of which is synonymous with the second one.

The armies of Islam were destroyed by the Mongol horde.
It was the armies of Islam that the Mongol horde destroyed.
It was the Mongol horde that destroyed the armies of Islam
What the Mongol horde destroyed was the armies of Islam.
What destroyed the armies of Islam was the Mongol horde.
The mongol horde was destroyed by the armies of Islam.
(Eskey, 1970:317)

0N U W

As he also expresses, the last statement (8) carries the same meaning with (2),
whereas the other five of the statements are synonymous for (1). He goes on
giving ten noun phrases, eight of which “are nominalizations of sentence (1),

and two of which (sentence 14 and 18) Of sentence (2).

9. that the Mongol horde destroyed the armies of Islam.

10. that the armies of Islam were destroyed by the Mongol horde.
11. for the Mongol horde to have destroyed the armies of Islam.
12. the Mongol horde’s having'destroyed- the armies of Islam.

13. the Mongol horde that destroyed the armies of Islam.

14. the armies of Islam that destroyed the Mongol horde.

15. the armies of Islam that the Mongol horde destroyed.

16. the Mongol horde’s destruction of the armies of Islam.

17. the destruction of the armies of Islam by the Mongol horde.
18. the destruction of the Mongol horde by the armies of Islam.

(Eskey, 1970:317)
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He states that “... when we note that all would in fact occur as the
embedded subjects, objects or complements of still other sentences, we begin to
get an idea of the structural complexity that readers of unsimplified English
must deal with” (Eskey, 1970, p.317). As he also notes in his article, and as we
can conclude after having a quick look at the structures above, many structures
that have similar meanings seem different whereas many structures that seem

to be similar are different in meaning as in the example below:

19. the murmuring of innumerable bees (taken from Tennyson)
20. the murdering of innumerable beeves (taken from John Crowe
Ransom)
(Eskey, 1970:317)

Whereas the above statements seem to be alike not only with respect to the
phonological features, but also in terms of grammatical structure, they carry
differences in meaning as the first one is “synonymous with ﬁmmnerabie bees
murmur (that “bees” is the logical subject of'murmur), whereas the second one “is
synonymous with (someone) murders innumerable beeves (that “beeves” is the
logical object of murder).” (Eskey, 1970, p.318) |

Within the framework of these examples illustrated by Eskey, one can
easily conclude that the written language’s being full of “inversion”, “troublesome
subordinators (like umnless)”, “complex noun phrases”, “free-modifiers like
participles”, and “non-restrictive clauses” (Eskey, 1970, p. 318 - 319} may be
considered as a great challenge even in advanced reading classes.

Eskey concludes‘ that especially advanced-level students should be
provided Wlﬂ.‘l a series of questions “about the similarities énd differences in form,
function, and meaning among the members of a set of English structures arranged
in ascending ofder of complexity.” (Eskey, 1970, p. 320) According to him, they

should be able to answer like the questions illustrated below:
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1. What's the difference in form between this structure and the
last one? _ ‘

2. What difference, if any, does this make in meaning?
(Eskey, 1970:320)

The students arrive at ‘linguistic awareness’ necessary for university-level
reading as they become ‘aware’ of “the change in form make no difference in
either function or meaning” (p.320) as in structural synonymy can be
recognised as in example statements (3) to (4), or (6) to (7), or although many
parts “remain the same”, “the function of the construction as a whole change in
functional meaning as in the sample statements (2) to (3), or (11) to (12)", or
“real expansion of both form and meaning as in (7) to (8)". (Eskey, 1970, p-320)

As mentioned earlier, ‘after the shift from the written language to oral
language throughout the historical developments in language teaching
methods, the attention is now on “reading component” ~ particularly at more
advanced stages of the course of the study” (Berman, 1975, p.243). Berman
(1975), as Eskey, offers syntactic approach as the solution to the problem in
order to help language learners enhance ‘language awareness’ in teaching
reading since the knowledge in grammatical structures of a Ianguage can be
considered as a key for deeper understanding of the material being read.
(Berman, 1975, p.243)

In the article, through giving a sample passage to be analysed within the
framework of the following steps determined as “title”, “nominalization”,
“reduced relative clauses”, “pronominal reference”, “sentence cornectors”,
“negation”, “punctuation”, “dialect” and so on, and each of which is divided
into sections as “rationale” and “technique” (Bérman, 1975, p.240-250), Berman
(1975) concludes that “analytic syntax” (Berman, 1975, p-244) the crux of which
i¢ proposed as “structural paraphrase” (Berman, 1975, p-245), which means that
“phrases and whole sentences are reworded and juggled about with a
minimum change in lexical content and hence in lexical load” (Berman, 1975,

p.245) can provide students with sufficient ‘awareness’ in reading classes.
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2.3.4.2 An Empirical Study as an Evidence for the Effect of Syntax on
Reading

As Blau (1982) claims, readability standards are generally determined
within the framework of two characteristics, one of which is “sentence length”,
the other of which is “word difficulty”. (Blau, 1982, p.517) However, little
attention is paid for “syntax” as a factor which can affect readability, and it is
assumed that “shorter sentences are easier to comprehend.” (Blau, 1982, p.517)
According to Blau, the belief has some truth for young children who are at the

very first step in learning to read their native language, however, the situation

'may be different for those who have already gained competence in reading

their own language. In order to find an answer whether syntactic features can
affect readability or not, he made a research with the following hypothesis in
mind: “oversimplified syntax is inappropriate for mature ESL students are thus
tested, and the effect of one aspect of syntax on the reading comprehension of
these groups of ESL students is examined.” (Blau, 1982, p.518)

Eighteen short paragraphs were written in three different versions, and
none of these versions show sharp distinctions in terms of content and
vocabulary, but each of the versions carries unique features with respect to
syntactic difficulty (“sentence structure, or rhore specifically of sentence
combining or chunking, was varied.”) (Blau, 1982, p.518)

Version 1 passages contain simple syntactic figures. However, when looked
at the conditional sentences, it is seen that if clause is used in the form of suppose
at the beginning of the sentence and “the result clause constitutes a separate
sentence.” (Blau, 1982, p.518) “"I"he‘ sé'n{e;ﬁce béginnjng with suppose is

considered to be complex as Blau states.

(1) Manufacturers must get goods to market. Suppose the
manufacturer and the market are a long distance apart. This
can be a big expense.. (Blau, 1982:518)
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Moreover, sentences with infinitives representing “underlying sentences
themselves in terms of transformational generative grammar” can be recognised as
a complex structure. (Blau, 1982, p.518)

Version 2 passages, on the contrary, contain more complex sentences when
compared to their first version counterparts. However, they also include “surface
clues to underlying relationships” (Blau, 1982, p.518) For instance, “relative
pronouns are not‘ deleted even though they may be optional. Subjects and finite

verbs are retrained in subordinate clauses wherever possible.” (Blau, 1982, p.518)

(ii)They leave again in the fall when the days are the same
length as when they arrived. (Blau, 1982:518)

Blau states that if a finite verb is not possible, infinitives are used rather
than —ing forms or derived nouns, adding that conditional sentences are expressed
explicitly.

(ii)If the manufacturers and the market are a long distance
apart, then it can be a big expense for the manufacturer to get
goods to market. (Blau, 1982:518-519)

Although Version 3 passages have also complex structures as in Version 2,
“they reflect higher degree of chunking than their Version 2 counterparts.” (Blau,
1982, p.519) In the Version 3 passages, optional relative pronouns, the verb to be are
deleted, and “subordinate clauses often do not contain surface subjects or finite

verbs.” (Blau, 1982, p.519)

(iv)Therefore, cooking it thbfoughljf is one way of combating |
possible uncleantiness of food. (Version 2)
(v) Migrating birds arriving in the north in early spring leave
again in the fall when the days are the same length as upon
their spring arrival. (Version 3} (Blau, 1982:519)
They leave again in the fall when the days are the same length as when
they arrived. (Version 2) (Blau, 1982, p. 518) Unlike Version 2 passages, the

passages in Version 3 do not have explicit conditional sentences:
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(vi) Cooking food for a long enough time will kill any disease
germs possibly present. (Version 3) (Blau, 1982:519)

(vii) If you cook food for a long enough time, you will kill
germs that may be present. (Version 2) Some conditionals
in Version 3 are introduced by an auxiliary rather than if.
(viii) Should the puppeteer come out after show, people are
often surprised because he looks like a giant.

(ix) Surely the animal would not have walked along so
causally had it sensed it was about to be captured. (Blau,
1982:519)

After having summarised the illustrations given by Blau, it would be
appropriate to have a look at the findings Blau has come up with. In the study, it is
found that the subjects comprehend Version 2 better and easier than Version 1, and
they have the most difficulty in comprehending Version 3 passages. Although the
rall hypothesis claims that there is no significant difference between Version 1
comprehension and Version 2 comprehension unlike the difference between the
Version 2 and Version 3 comprehension, the difference between Version 1 and
Version 2 comprehension is much clearer when compared to the difference
between Version 2 and Version 3 comprehension. When the subjects are
interviewed on which version is the most difficult, which one is the easiest, Version
2 is chosen significantly easier than Version 1, and Version 3 is considered as the
most difficult one by the subjects with respect to comprehension. It is worth
mentioning that even though the pre-service experienced teachers have claimed
Version 1 as the easiest, Version 3 as the most difficult one, and Version 2 as in
between, the students have found Version 2 easier than Version 1. However, as
Blau claims, there is a compromise o_ﬁ the idea that Version 3 is the most difficult
one among all.

When the same study applied to younger students, it has been found out
that among the three groups constituted from the same younger population, the
lower group have had the highest comprehension in Version 1, the more advanced

group have had the highest comprehension in Version 2, and the most advanced

eighth graders have the highest comprehension in Version 3, interestingly.
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Although the study conducted for Puerto Rican undergraduate students,
most of whom are freshmen at Mayaguez Campus of the university of Puerto Rico,
(Blau, 1982, p.520) fails to provide the expected empirical answer (expect for all of
the subjects have found Version 3 passages as the most difficult to comprehend),
the second part of the study that was conducted for younger students, who are
studying at a private school in Mayaguez (Blau, 1982, p.524) shows that
“inadequate vocabulary and inadequate knowledge of the language in general
may be the principle obstacles to reading comprehension” except for sentence
structure. (Blau, 1982, p.525) It is alsp important that seventeen adult native
speakers of English have also supported the readability of Version 2 passages and
thus, have shown the highest comprehension in Vérsién 2. Having achieved the
least success in comprehension questions after reading Version 3 passages which
have been designed as the most difficult version in structural sense, all three
groups, eighty-five non-native undergraduate students, one hundred and one
eighth grade younger students, seventeen adult native speakers of English have
provided evidence for the idea that syntactic difficulty is an obstacle in reading
comprehension according to the study conducted by Blau.

The reason why Puerto Rican subjects have found Version 2 passages as the
most readable, not Version 1 as expected ~ since Version 1 has been designed as the
easiest one with respect to the syntactic features that the passages in that version
carry may be caused by special conditions such as their exposure to American
English outside the class, their studying English as the language in the school, and
English’s being the medium of instruction in_their Math and science textbooks,
their consuming, produc{s from the U_]fxiited States With Iébéls in English, thus for all
of. these reasons, their being accustomed to ”‘extracﬁng mearnting from English with
any type of syntax.” (Blau, 1982, p. 526)

The ‘unnatural nature’ of Version 1 may be another reason, that is, “the
least likely type of syntax to be encountered in this real life setting is the simple
sentences of Version 1.” (Blau, 1982, p. 526) The syntactic background that Puerto

Ricans bring with them to the research may be another important point that is
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worth considering since “the preference in Spanish for complex sentences is more
akin to Version 2 and Version 3 than to Version 1”, which “may have had a bearing
on the results of the study.” (Blau, 1982, p.526)

Blau concludes that “there are of course other factors to consider that may
be stronger determinants of readability than either syntax or vocabulary, or there
may be factors that work strongly in conjunction with syntax and vocabulary”
(Blau, 1982, p.526). Blau claims that “discourse analysis or text grammar including
text organization, coherence, restatement, density of ideas, conceptual difficulty
and the like are exiremely important though perhaps more difficult to subject of
. the experimental research” (Blau, 1982, p. 526). “Interest level and the ability to

relate content to one’s own experience are certainly ibmportant factors in
readability” (Blau, 1982, p. 526).

As Blau concludes, decoding syntactical constructions in a reading passage
has certainly a great role in affecting readability. However, it is clear that there are
more elements affecting the readability of a written text. Turning back to the very
beginning of this paper, it has already been mentioned that even though 'formal
schema’ which means the knowledge on grammatical features of a language,
organisation of the text (text structure) has great contributions on reading a foreign
language, it is not sufficient alone, ‘Content schema’ also has its own significance
as it includes “density of ideas” and “conceptual difficulty”, (Blau, 1982, p. 526)
that are not independent from that culture in which the written form has been
produced, which underlines the important effect of ‘cultural background’ on
reading. Blau also states the importance of the idea of ‘schema’ itself by basing his

-ground to ‘Brain-based theory’ as it _hé}S beert Jl:néntionéd.at the beginning of this
paper, adding that it is important for a readér, especially for a non-native reader to
associate what is béing read with his/her experiences in order to internalise the
written text {...”the ability to relate content to one’s own experience are certainly
important factors in readability”, Blau, 1982, p. 526). To relate the effect of ‘schema’

* and “cultural background’ on reading, one can conclude that cultural background
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knowledge has an important role in creating schema, and such an approach to

reading is totally brain-compatible.

2.3.5 Another Study: The Effect of Cultural Background on Reading

In the study, which aims to find emprical answer to the question, “whether
the level of language complexity of the text had a greater effect on reading
comprehension than the cultural origin of the text” (Johnson, 1981, p. 170), two
groups of subjects are constructed one of which consists of 46 Iranian ESL students
whose language level is varied between intermediate and advanced, and the other
of which consists of 19 American native speakers. Both groups are consisted of
students, studying at university. (Johnson, 1981, p.170) As Johnson (1981), the
conducter of the study, indicates, for native speakers “the amount of language
complexity has less effect on reading comprehension than the organisation of the
ideas in the passage”. (Johnson, 1981, p. 169) Meyer’s work (1975)' also supports the
idea that reading and recalling by native readers. is more affected by the
organisation of the idesa in English prose, while there is no significant difference
determined when looked at the reading comprehension and recalling processes of
the natives between their comprehension and recalling level with and without
linguistic cues. Within the framework of the ideas supported by Meyer and
Johnson, when the selection of materials is made, their being “equivalent in plot
construction” (Johnson, 1981, p.170) grabs attention in order to prevent the effect of
the text structure on reading comprehension to obscure the results of the study.
However, the materials carry distinctive featu;es W_ith respect to cultural concepts
50 as to find answers if culture plays an important role in reading comprehension
as suggested by Yousefi (1968), Gatbontoﬁ and Tucker (1971), Kujoory (1978),
Trivedi (1978), Bartlett (1932) and Steffensen, Jogdeo, and Anderson (1978}.

It is indicated that-while “half of the subjects read the unadapted English
texts of two stories, one from Iranian folklore and one from American folklore; the
other half read the same stories in adapted or simplified English” (Johnson, 1981,
p.169). .

91



The adaptation of each text which is simplified and
paraphrased was based on a contrastive analysis of Farsi and
English” (p.170) as it is presupposed that relative clauses may
lead to difficulties for Iranian students. Unadapted texts are
claimed to have no significant difference with respect to
“number of sentential complements, relative clauses,
compound and complex sentences, and low - frequency
vocabulary and figurative language. (Johnson, 1981:170)

As a next step, the subjects (Iranién and American subjects) are divided into

two groups randomly. The subjects in Group 1 read the adapted texts both from

their native and foreign culture, while the students in Group 2 read the unadapted
versions of the two texts. Afer having read the materials, the subjects are asked to
write what they can recall from the text without any reference to the text and then
to answer a series of multiple-choice questions about both the explicit and implicit
information in the text. (Johnson, 1981, p.170)

The results are determined according to two variables: “physical/social
context of the story”, which means foreign versus native, and “the language
complexity, which means adapted versus unadapted. (Johnson, 1981, p.171)

The results of the study have shown that Jranian subjects find it more
difficult to recall the events and characters in the unadapted version of the
American étory, Buffalo Bill. There were no significant difference between the
adapted and unadapted version of the Iranian story, which means that they were

better in recalling native cultural oi‘igin no matter it is adapted and unadapted, and

“more errors were made in the recall of the story of foreign cultural origin”

(Johnson, 1981, p.171), however, when the adapted and unadapted version of the
foreign culture-bounded text are compared, it is not surprising to find out that they
achieved more in adapted (simplified) version.

It is also recognised that when the reading comprehension and recall of the
native speaker is analysed, it is found that the American subjects were “affected by
both the language complexity and the cultural origin of the text.” (Johnson, 1981,
p.171) They tend to make more mistakes in recéx]]jng the adapted texts, especially
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when recalling the sequence of events, and they were better in recalling the

unadapted version of the native-culture text.

With respect to the rhetorical relations between propositions
in the text, the BESL students recalled more from the story of
the native cultural origin than from the story of foreign
cultural origin... with no effect due to language complexity.
The native language readers recalled more relations between
propositions from the unadapted texts than from the adapted
ones with no effect due to cultural origin of the stories.
(Johnson, 1981:172)

. No significant differences were determined “in the number of implicit
tex’cuai propositions recalled by either group of subjects regardless of language
complexity of the texts and cultural origins of the stories.” (Johnson, 1981, p.172)
However, it is seen that the cultural aspect of the text affected the comprehension
of both groups, that is, “Iranian subjects used more cultural inferences in recall of
the Iranian story... American subjects used more cultural inferences in recall of the
American story.” (Johnson, 1981, p.172)

The statistical analysis of the multiple-choice questions shows that while
Iranian subjects did well in answering explicit questions in their native-culture text,
they did not do better in answering explicit questions in the foreign culture story
than in the native-culture one. It can be easily recognised that American subjects
showed no significant difference between culture-specific stories and between
adapted and unadapted textin multiple questions.

Therefore, it would be helpful to analyse the findings in accordance with
the items below: _ o | |
a) the syntactic and semantic difficulty of a;n English language text have less effect
than the cultural origin of the text on reading comprehension of the Iranian group.
b) Both the syntactic difficulty and the cultural origin of the story affect the
comprehension of the American group.

c) The effect of the syntactic difficulty of the American story for Iranian subjects is

different from the comprehension of the Iranian story for the American group.
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The above-mentioned findings illustrate that although no significant
differences in comprehension between the adapted and unadapted texts were seen
in the case of Iranian subjects as they are assumed to have the knowledge about
“how the information is distributed and organised in English for particular
communicative purposes” (Johnson, 1981, p.173), they are assumed to be
depended on “not their knowledge of the language but on their culturally
determined background knowledge for conceptual analysis of the Iranian text”
(Johnson, 1981, p. 173) since their vocabulary and structural knowledge in English
is lower when cbmpared to American subjects. That is, “the Iranian subjects’
familarity with the type of the plot and character used in the Iranian story, Mullah
story, seemed to provide “1) an ideational scaffolding for selected categories in the
stories during the reading and 2) a structure for searching the memory during
recall.” (Johnson, 1981, p. 173)

Johnson concludes that Iranians’ schema for the American story does not
exist or “culturally-bjased” (Johnson, 1981, p.173), and that is why there is “little
effect on encoding or directing attention to elements significant to the
comprehension of the story, and thus could not provide a plan for searching the
memory in recall.” (Johnson, 1981, p.173} Although American subjects were more
affected by language. complexity of the texts when compared to Iranian subjects
and “seemed to understand the linguistic cues in the unadapted texts well enough
to notice the more important elements of the story and thus to recall them”
(Johnson, 1981, p. 174), they understood the story of their cultural schema better
than the one from foreign cultural origin, which shpws the importance of cultural
background both in reading comprehe'r_lsibn and ‘reca]lj.:ng-as Johnson states when

he states:

That elements of culture are crucial to understanding a text is
demonstrated by the linguistic and statistical analysis of
performance of both the Iranian and American subjects who
participated in this research test. This fact is illustrated by the
use of cultural inferences in the recall question and in the
multiple-choice questions. (Johnson, 1981:174)
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There are two categories in the use of cultural inferences in recall of the
stories: “elaborations and distortions.” (Johnson, 1981, p.174) Johnson claims that
the subject may elaborate the story in a foreign culture depending on his/her native
culture, For instance, an Iranian subject can give additional information for the
foreign story. (Johnson, 1981, p.174) The other possibility is that the subject may.
distort the foreign story since he / she does not have the knowledge of the foreign
culture. As an illustration, an Iranian subject can “give excessive praise of Buffalo
Bill as an admirable character. (Johnson, 1981, p.174) Below are some elaboration

and distortion examples:

The Mullah Nasr-el- Din knew that his favourite donkey was
growing very old. Her voice was quavering and her step was
stumbling, She dozed when she had a chance. She refused to
budge if a heavy load was placed on her back. The Mullah
loved the old donkey very much. He continued to feed her but
he gave more and more of her work to the young donkey in
her stable. It was no surprise to the Mullah to find one
morning that the litfle animal had gone to sleep, forever.
(unadapted text of the Iranian story, Kelsey, 1954, Johnson,
1981:175)

The textual inference about the donkey’s weakness is interpreted by Iranian subject
dep@dﬁg on their cultural schema. In their culture, the stereotype of the donkey
is seen “as a lazy creature” (]ohnsoﬁ, 1981, p. 175) as the elaboration examples,
“Sometimes his donkey was lazy because he did not want to work more. The
donkej was growing old and logically lazy.” llustrate. (Johnson, 1981, p.175)

As the statement, “He used his donkey for everything and his donkey is
very friendly (like a friend)” illuStrétés, ’rhe‘ role of the donkey as an important
helper in a peasant’s life is elaborated (Johnson, 1981, p. 175).

When the Iranian subjects were asked why Mullah loves his donkey, the

elaborations are as follows:

“Because his donkey had done for him all his work.”
“Because the donkey was a good helper for him in
everything.”
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“Because the donkey fed Mullah and Mullah’s family (donkey
worked for Mullah).” (Johnson, 1981:175)

The American subjects, on the contrary, considered the reason for donkey’s
weakness as its role “as a beast of burden” (Johnson, 1981, p. 175) in its relationship
with the Mullah. Below are some distortons taken from the recall protocols by

Americans:

“Mullah had a small donkey who carried too much of a load
and died.” '

“He loaded the animal constantly with very hard and tedious
work.” '

“Eventually the poor creature fell asleep and did not awaken.”
“One day Mullah put a heavy load on the donkey and it made
a noise and did not move. That night the Mullah knew what
the noise meant because the donkey died in its sleep.”
“Mullah worked the donkey hard despite its old age.”
“Mullah put a heavy load on the donkey. The donkey could
notmove.” (Johnson, 1981:175)

It is easily understood that cultural attributions to donkey are inevitable “in
the interpretation of the donkey’s weakness, of the role of the donkey, and of the
Mullal's relationship with the donkey.” (J ohnson, 1981, p. 175)

As for another perspective, below is an excerpt from the text, which the

Iranian subjects distort and which the American subjects elaborate:

The mule suddenly pulled away from Cody and it headed
straight for the open road...The only choice for Cody was to
follow his mule on the open road...Cody trudged after the old
mule, mile after mile...In the morming it was a great surprise
to the men at Fort Larned to see the arrival of the mule that
was saddled and Cody who was dust-covered, footsore, and
cursing...The men watched Cody raise his gun to his
shoulder.,.And he blasted that mule to kingdom come. Cody
delivered the message inside the fort and he drank a lot from a
bottle of whiskey. When he retumed outside among the men,
nobody smiled. (unadapted text of the American story, Ives,
1954, Johnson, 1981:176)
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Below are some distortion examples by the Iranian subjects:

“He went to the bar and drank a bottle of whiskey.”
“}e went to the bar and got drunk.”

“He went to drink and have fun at bars.”

“He drank whiskey and his leg was hurting.”
{(Johnson, 1981: 176)

The distortions above may be caused by “the cultural connotation of
drinking whiskey” in different cultures (Johnson, 1981, p. 176). In America, while
drinking whiskey is a custom (“a shot from thirst” as implied in the text),
according to the Iranian subject, it is both “morally and physically harmful”
(Johnson, 1981, p. 176}.

Johnson states that as the last sentence indicates, there is a “common joke in
Tran about drunks who cannot walk” or it is “an indirect way of saying that he was
drunk.” (Johnson, 1981, p. 176) The cause of the hurt in his leg is caused by
drinking according to Iranian subjects since drinking is the cause of bad actions
according to Iranian culture. This belief may be the cause of the following

statements which are distortions taken from the recall protocols of Iranian subjects:

“Coady went and drank a bottle of whiskey and then he went
to the mule and pointed to the mule by the gun and shot it.”
“He drank a lot of champagne and after that he shot the
mule.” (Johnson, 1981:176)

Johnson also claims that the use of champagne and wine instead of whiskey
may be caused by Iranians’ “unfamilarity with ‘alc‘oholric' drinks.” (]ohnson,' 1981, p.
176) o |

American subjects record more accurate reéa]]jng from the native culture
story, although slight elaborations can be recognised, which shows that the
elaborations are caused by “implicit cultural connotations of drinking whiskey.”
(Johnson, 1981, p. 176)
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“He drank a whiskey.”

“He took a large sip from a bottle of whiskey.”
“ After guzzling a shot of whiskey, ....... "
(Johnson, 1981:176)

As for the explicit and implicit questions, Johnson indicates that since the
Tranian subjects lack “an appropriate schema for a conceptual analysis of the text”
(Johnson, 1981, p. 177), they tend to rely on linguistic analysis. However, for
explicit question on the text, the situation is the contrary due to their being prone
to cultiral inferences which makes it easy to read a text from native cultural origin.

Iranian subjects’ errors were- mainly language-based errors ‘which are
greater in amount in the adapted text (76%) than the unadapted text (39%).
(Johnson, 1981, p. 177) Although they found the unadapted text more difficult,
they are believed to guess answers based on their cultural background knowledge.
' However, for the American story, as they rely on linguistic cues only, they find
unadapted text more difficult than the adapted text and thus made more language-
based errors in unadapted one (88%) when compared to the adapted version of the
foreign-cultural origin text. (85%)

Below are some examples indicating both language-based and culture-

based errors in answers to the explicit questions in the Iranian story:

There were in that village some rough boys who liked to make
mischief, especially in the evening. The boys liked to make
loud noises when they had a chance. They played tricks on
everyone. “The Mullah always treated his monkey like one of
the family”, one boy said. “Let’s be mourners at a funeral for
the donkey! (unadapted text of the Iranian story, Johnson, .
1981:177) o ‘

Some bad boys often played tricks on everyone in the village,
especially in the evenings. The boys often made loud noises.
They enjoyed this fun. “The Mullah always treated his donkey
very well”, one boy said. “Let’s have a funeral for the donkey!
(adapted text of the Iranian story, Johnson, 1981:177)
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When the subjects were asked what kind of noises the boys made, a large
percentage of the Iranian subjects chose “loud” as the most appropriaté adjective
for the “noise”. When they were asked why they had chosen “b” and “c”, the
subjects who had chosen them as the best answer claimed that “mourning noises
are sad as well as specigl sounds, as they are made only on a certain occasion”
(Johnson, 1981, p. 177) While this one is an example of culture-based error, subjgcts
who had chosen “rough” as the best option “confused rough boys in the unadapted
text with “rough sounds”, which is a language-based error. (Johnson, 1981, p. 178)

While ansWering the implicit questions on ther American story, the students
made both language-based and culture-based errors in both the adapted and the

unadapted versions equally.

In the morning, it was a great surprise to the men a Fort
Larned to see the arrival of the mule that was saddled and
Coady who was dust-covered, footsore, and cursing. Coady
looked like a rabbit chasing a cartot at the end of a stick.
(unadapted text of the American story, Johnson, 1981:178) .

In the morning, the men at Fort Larned were very surprised.
They saw the arrival of Coady and the mule. The mule was
saddled. Coady was dirty. His feet hurt. He was cursing.
Coady looked funny. (adapted text for the American story,
Johnson, 1981: 178)

When the subjects were asked why the men at the Fort were surprised, 55% of
the subjects’” answer was “d”, however, although American subjects answered as
“d” as they thought that it was a strange sight since Coady and the mule arrived
seperately, the Iranian subjects thought that it was "stfangga since they arrived at the
Fort as Johnson states. {Johnson, 1981, p. 178) The Iranians also did not seem to
understand “the simile comparing Coady to a rabbit, although there seemed to be
no problem in understanding the literal meaning of these words.” (Johnson, 1981,
p. 178}

While answering implicit questions about the same story, “the percentages

of culture-based errors (adapted: 69%; unadapted: 75%) are much bigger than the
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percentages of language-based errors (adapted: 31%; unadapted: 25%)” (Johnson,
1981, p. 178). As Johnson claims, “the high percemtéges of culiure-based errors
indicate how culturally determined bac:kground knowledge often interfered with
reading comprehension of a story of the same cultural background as that of the
subjects” (Johnson, 1981, p. 178).

Who is it?” Fatima asked her husband. Then the loud voice of
the Mullah carried easily across the walls to the boys and to
the man who were watching them. “It must be the brothers of
the donkey! Her family has come to mourn for her!” Then the
boys sneaked off into the darkness. On all sides they heard
laughing voices repeating: “The brothers of the donkey! The
brothers of the donkey! (unadapted text of the Iranian story,
Johnson, 1981:179)

Who is it?” Fatima asked her husband. The boys easily heard
the loud voice of the Mullah across the walls. The men also
heard the Mullah’s voice. They were watching the boys. “It
must be brothers of the donkey! Her family is showing
sadness for her!” Then the boys went off quitely into the
darkness. They heard laughter all around them. Voices were
repeating: “The brothers of the denkey! The brothers of the
donkey! (adapted text of the Iranian story, Johnson, 1981:179)

When the students were asked why the boys left quietly, the majority of the
subjects chose “d” as the best option, but others chose “a” for some culture-based
reasons. For instance, they thoﬁght that the Mullah was angry with the boys, but
the boys had achieved and were not ashamed. Some of them chose “c¢” as the
correct answer since they thought that the boys would laugh at Mullah in the end,
and since the boys were not ashamed due to their jzc')ung age. The others who
chose “b” beieved that they left quifely as they did not want to be recognised by
the Mullah. (Johnson, 1981, p. 179) |

The other intergsﬁng finding is that “the implicit idea of the boys being
ashamed of being laughed at was not understood, although the meaning of the
vocabulary sneaked in the unadapted text was not pointed out by the subjects as a
problem” (Johnson, 1981, p. 179) In the adapted text, sneaked was paraphrased as
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leave quitely which lacks the idea of shame. Tt does not matter if the verbs convey
the sense of shame or not because “the concept of shame was emphasised by the
laughter and the voices repeating. Within the framework of all these findings, culture-
based errors for fmplicit questions for both stories are greater in amount when
compared to the errors for the explicit questions as Iohﬁson states (Johnson, 1981, p.
179).

As a result, “cultural background knowledge might cause readers to
misinterpret because of either culturally conditioned images associated with words
or partial comprehension of the syntax of the text.” (Johnson, 1981, p. 180) It is
clear that when readers lack syntactic knowledge or vocabulary items while
reading non-native texts, they tend to show an effort to understand the story from
a different cuiitural root through the “screen of their native culture” (Johnson, 1981,
p. 180).

As the subjects find it more difficult to understand unabridged texts than
adapted ones, especially when reading unfamiliar cultural texts, the syntactic
difficulty plays an important role. However, when considering the fact that
“there’s no such difference seemed to exist in the comprehension of the story of
native cultural background” (Johnson, 1981, p. 180) the perspective is no wonder
changes. This shows that while syntactic diffculty can hinder readability -
including comprehension and recalling — providing students with cultural
background will also offer great help to overcome syntactic difficulties.

As it has been indicated before, there are differences between initial reading
instruction and advanced reading instruction. However, the common point is that
either instruction lacks culturally-bounded “abstraction’ which is important so as to
reach the hidden meaning in a text. Keeping the study by Johnson in mind, it is not
surprising to find out that although the syntactic level of knowledge of Iranian
subjets is very similar to American subjects, there has determined an important
difference in comprehension of the ‘abstractions’ or “concepts’” by both group of the
subjects when given culturally-based narrratives. In fact, the situtation is the same

for Navajo children who has limited themselves with “literal interpretation” in -
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their reading behaviour (Morris, 1968, p. 162 - 163) since they lack the sufficient

knowledge on concepts or abstractions in their non-native reading.

Comments of teachers of Indian children are equally consisted:
“They are word callers, but they do not have any idea what
the words mean.” Those dealing with Navajo children have
one universal remark to make: “They just cannot deal with
abstractions. Everything must be concrete; and even then, only
the literal interpretation is made. (Morris, 1968:162 - 163}

The question is why such succesful and advanced-level students of English
“who emerged from their ESL classes with strong control of grammar and syntax
continue to experience difficulties with English” (Lezberg, Hilferty, 1978, p.47). The
common point on which many scholars have reached a compromise is that the
students “limit themselves to literal decociing and encoding of language according
to structure” (Lezberg, Hilferty, 1978, p.47). “Yet at no level of ESL can a student
rely on syntax and vocabulary alone...” (Lezberg, Hilferty, 1978, p.47}

It is now time to change to change the attitude towards ‘enhancing
language awareness’ in reading since it was a mono-dimensional approach as

Lezberg and Hilferty (1978) explain in the quotation below:

The standard academic procedure in previous ESL classes for
these students has been to place and promote them according
to their performance in language structure tests, and to use in-
class material selected according to structural criteria. Reading
exercises have been restricted accordingly, designed to
consolidate students’ control of structure and not their reading
ability as such. Students have most often been expected to .
read any simplified materials, to remember discrete points of
information, to understand and be able to define vocabulary
items, and to use excerpts from the passages for structure
practice. This has encouraged them to read slowly and word-
for-word, perhaps to subvocalise, to regress frequently, and to
miss broad meanings. Teacher expectations and practices have

~ reinforced these habits in foreign students, who, like many
highly successful American high school graduates, find it
difficult to break away from the successful word-for-word
techniques of their secondary experience in order to develop

102



abstracting and synthesizing skills necessary for success in
college. In addition to having been successful students in their
own countries, foreign students often come from educational
systems which reward the recall of small details. They have
also learned to pay attention to minute details in their study of
the English language and have frequently incorporated his
practice into their general study habits. (Lezberg and Hilferty,
1978:53) '

What is ignored by language teachers is that “knowledge of the
grammatical system of a language (grammatical competence) has to be
complemented by understanding of culture-specific meanings (communicative or
rather cultural competence)”. (Bryam, Morgan et al,, 1994:4) As indicated before,
* the aim of the paper has no tendency to underestimate the role of syntax in reading,
rather, the purpose is to remind language teachers and students of other
components, which are essential to decode the meaning in written texts, such as
cultural understanding of language “unlike transformational and structuralist
analyses of language” (Lezberg, Hilferty, 1978, p.47) as Lezberg and Hiiferty (1978)

put below:

In standard, grammar-based textbooks for the teaching of
English to native and non-native speakers, these functions
have generally been subsumed under the presentation of the
forms by which they have typically been expressed: the
declarative, imperative, and interrogative sentence. Such a
one-for-one correspondence, however, does not adequately
describe the way in which language actually works. (Lezberg,
Hilferty, 1978:48)

Through a quick look at Duranti’s (1997) definiﬁc)n of culture as ”soinething
learned, transmitted, passed down from one generation to the next, through
human actions, often in the form_of face-to-face :intefaction, and, of course, through
linguistic commuﬁcaﬁon" (Duranti, 1997, p.24), it is clear that language can be
considered to be a subpart of culture, and it does not only convey a system of
leﬁcal items a.ndl grammatical forms but also the magical contribution of figurative

language and symbolisms to comprehension as indicated by Bourdieu (Bourdieu,
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1982: 31, cited in Duranti, 1997: 45). This is because Bourdieu sees language as a
“linguistic habitus” (Bourdieu, 1990: 52).

Within the framework of “CMT” (Conceptual Metaphor Theory) suggested
by Kévecses, it can be concluded that “transformational linguistic theory could not
explain the ability of human beings to produce and understand figurative speech...
The transformational model excluded certain types of information which are
essential to an adequate theory of metaphor.” (Casson, 1981, p. 258) In order to
illustrate what has been claimed, Casson gives an example from Apache language
“hadaditl ‘a’ iskiin ‘at’ ee”, which has its own “syntactic component and a semantic
component”. (Casson, 1981, p. 258) He claims that with the transformational
grammar in mind, one may conclude that it means “Lightning is a boy”. However,
having the equivalent translation does not mean that it is easy to decode the
hidden meaning in “Lightning is a boy” as it requires metaphoric explanation
which is culture-specific to that “habitus” — in Bourdieu’s terms — where language

is produced. Here comes the question by Cassoru:

How would our grammar respond? What would it tell us? It
would respond by assigning the sentence a literal
meaning ... ... This is all our gramumar would accomplish. A
figurative reading of the sentence would be out of the question.

. “Why?’ (Casson, 1981:259).

It can be concluded that although syntactic features of a language is a
challenge for reading comprehension, figurative meanings which are culture-
bounded can also hinder non-native readers’ comprehension. And there comes the
insufficiency of ‘grammar’ to provid_e'f.iguraﬁvé ieadinés;ln other words, even if
we know the designative and connotative features for every item in the Apache
lexicon and be able to assign a figurative interpretation to ‘lightning is a boy’, we
would have no assurance Whatsoéver that our intérpretaﬁon would be culturally
appropriate. Transformational grammar neglects the cultural norms and attitudes
that influence the ways in which language is used, and claims that a ‘theory of

linguistic competence’ should concern itself exclusively with sentence types and
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ignore both sentence and tokens and the context in which they occur. Such a
proscription serves to disengage the study of language from social life and neatly
removes from consideration and analysis all forms of knowledge that guide and
shape commu;nicaﬁon and comprehension (Casson, 1981, p. 260).

Howell and Vetter (1976) states that “a grammar of culture consists of rules
for the generation of patterns of behaviour” (Howell & Vetter, 1976: 376),
emphasising that culture seems to have its own grammar. As an illustration, they
give an example to stress on the difference between two cultures and their
‘grammar of culture’. Consider the difference between tense structures when an
American and a Japanese see a bus coming: It is seen that while Americans prefer
the present progressive, “the bus is coming”, Japanese uses the present perfect,
“the bus has come”. (Howell & Vetter, 1976: 374). This example is of great
importance since it carries us to an achievement of a deeper understanding of what
“gramnar of culture’ is,

'The example also shows that the distinction between these two cultures lies
in the “conceptual organisation of experience” which is chosen or rather
conditioned by the people of that culture (Henle, 1970: 3). Therefore, even the

structural use cannot be thought independent from the culture.

2.4 What to Do

It will help a lot to turn back at the very beginning of that éhapter in which
Jenks (1975) claims that the existing problem in comprehension of the target
language, which is lacking of cultural competence is caused by the ignorance

towards ideas on ‘what to do’ rather than "how to do

We are not experiencing a shortage of techniques and
rationales for teaching culture, We have plenty of “why’s”,
~“how’s”, “where’s”, and “when’s”. We lack “what’s”. The
actual informatton, the ﬁndings of current sociological
research, and the information concerning the various cultures
is and will continue to be a soft spot in the teaching of culture.
This places the foreign language teacher in an inenviable
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position — the delivery systems are here but we have not
located much that we need to deliver. (Jenks, 1975:106)

In the previous chapters, it has been mentioned that it would be a wrong
approach to limit the importance of culture to the teachers and students in
bilingual settings since monolingual settings or homogeneous classes as well, are
under the treat of learning a foreign language without any idea about its culture,
which is impossible. The question proposed at the beginning of this paper was
whether it is possible for teachers of English to provide non-native students with
this ‘socio-cultural setting” in a country where English is spoken as a foreign
language. As it has been argued above, equipping students with ‘language
awareness’ through enhancing their ‘cultural awareness’ is more difficult but more
essential in foreign language settings.

Having being reminded of the argument, one can come to the conclusion
that this is where literature gainé significance in foreign language learning and
teaching, For it is less likely for non-native foreign language learners to experience
the social life outside the classroom environment unlike second language learners,
it seems to be a good solution to make them exposed to the literature of that
culture so that they are given the opportunity to smell the atmosphere and the
touch to the natural native real life in a way. In other words, it is possible to create
a ‘society” in language classrooms in foreign countries. Having the importance of
‘schema’ in mind, nothing seems to create this ‘schema’ for foreign learners of
English apart from ‘literature’ as it has been claimed before.

Kovalik (1997), emphasizing the importance. of creating a kind of ‘second-
hand reality’ in language cla’ssrooms,ééys tl'_téi’c “meaningful content” Wh;ich is “the
most powerful brain-compatible element” “is from real life, the natural world
around us” and “is rich enough to allow for pattern seeking as a means of
identifying / creating meaning” and “does not an external rewards system” as “the
brain is a self-congratulator” (Kovalik, 1997, p. 36).

Inability to provide students with this ‘reality’ is, in fact, one of the major

challenges of teaching a language to foreign students as Straub (1999) claims. He
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supports the idea that the effort to teach a foreign language to non-native students
“falls short of the mark when it comes to actually equipping students with the
cognitive skills they need in a second-culture environment.” (Straub, 1999: 2). In a

similar vein, Littlewood (1986) determines the problem as follows:

A major problem of language teaching in the classroom is the
creation of authentic situation for language. A language
classroom, especially one outside the community of native
speakers, is isolated from the context of events and situations
which produce natural language. In the case of literature,
language creates its own context. The actual situation of the
reader becomes immaterial as he or she takes on what D. W.
Harding calls ‘the role of the onlooker’, looking on at the
events created by language. (Harding, ). W. (1937) The Role
of the Onlooker, Scrutiny 6/3: 247 - 58. (Reprinted in
Cashdan 1972}, These events create, in their turn, a context of
situation for the language of the book and enable it to
transcend the artificial classroom situation. Harding compares
literature to make-believe and gossip, because all three are
ways of representing experience to oneself and others, ways in
which we ‘look on at” events which are not physically present.
There are three corresponding ways in which language
teaching attempts to compensate for the absence of real events:
by talking or ‘gossiping’ about them; by using role-play or
‘make-believe’ to stimulate them; and by using reading
material or ‘literature’ to represent them. (Littlewood, 1986:179)

Within the framework of what has been said above, the purpose of foreign
language education should create classrooms “not so much as a place where the
language is taught, but as one where opportunities for learning of various kinds
are provided through the interactions that take place between the participants.”
(Ellis, 1992: 171, cited in Kramsch, 1993; 245)

At any rate, the foreign language classroom should become a “cultural
island” (Kramsch, 1993; Singhal, 1998; Peck, 1998), where foreign language

students are given the opportunity to experience the target society.
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2.4.1 Literature

Kramsch (1993, 1987a) believes that culture should be taught as an
interpersonal process since culture itself is interpersonal. Moreover, within the
framework of ‘brain-based’ theory, the learning process resembles to the brain
working process. In other words, it should be kept in mind that because there are
billions of neurons not as seperate but connected with one another, the learning
process should also be biam»compatible, that is, students should be in interaction
and contact since it is thought that the "brain is social’. Literature is a great source
to create such an interaction. Although many people claim that one of the major
shortcomings of teaching literature is that it is intrapersonal, it is also interpersonal.
This is, in fact, what makes teaching literature for the sake of teaching language so
important and essential. MIT (multiple intéliigence theory) suggested by Gardner
presupposed that the classroom actvities and a language teacher should not only
appeal to the intelligence types of the students but also should aim at improving
the weaker sides when compared to the dominant style. For a student who does
not favour interaction considers literature something intrapersonal and something
requires reflection. Such a student can be satisfied with essay; writing or some
other activities required individual performance. However, when this reflection on
literature with its cultural elements is carried into classroom discussion in the
~ shape of various activities or role-plays, it can be regarded as ‘interpersonal’. In
other words, literature’s enhancing and appealing to both intrapersonal and
illtel;personal intelligences have placed it among the most valuable sources used in
language teaching. Moreover, the disguise of literature varies, that is, literature can
extend to the use of film and television in ﬂle“f_dreign lahguage set‘tings,‘ since they
“have the capacity..to present Ianguage and situation simultaneously, that is, -
language in fully contextualised form” (Corder, 1968, cited in Jalling, 1968:65).
Therefore, it has also a visual significance. When it comes to putting a piece of
drama on stage, one can conclude that it also appeals the bodily-kinaesthetic

intelligence.
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The question is how it is possible to incorporate culture into the foreign
language curriculum in order to foster ‘cultural awareness’ through developing
foreign language learners’ insight into the target culture or civilisation and
comﬁurﬁcating insight into the target civilisation? Through placing literature into
foreign language teaching curriculum, it is possible to carry language students to
an ‘awareness’ on  the geographical environment, historical or political
development of the foreign culture, its institutions and customs, its literary
achievements, even the minute details of everyday life of its members. As Rivers
(1968) suggests, a “homily” perspective (Rivers, 1968, p. 272) on such issues as
marriage customs and ceremonies, festivals, Sunday excursions, and so on, is also
an effective way to make students to familiarise to the target culture. One cannot
deny the fact that even through such an effective way as literature, it is not easy to
teach culture, however, what can be done is to try to light foreign language
learners’ way in their Janguage learning process.The purpose should be to bring
some deepest elements of the target culture into the surface, and to focus on some
characteristics which are of great significance to the members of that target
community through having them tumn their heads towards the target perspective,
even if it will not be an insider’s view. '

Known to many people, literature is, no doubt, regarded as an authentic
source which gives clues about the culture of the target language. In other words,
by the help of its ‘authentic’ value that familiarise students with certain lexical and
syntactic use of the target language, it is for sure that exposure to literary works
can help learners to expand their language awareness and develop their language
competence. Therefore; the idea is th'gt horho‘géneous‘ EFL settings can also be
considered to be a new window opening to a pluralistic and multi-cultural world.
Since literature prepares the ground for the students for cooperative and
collaborative work, the inevitablé interaction among the language learners and
between the language learners and the teacher enables them all to be ‘research
partners’ in McLeod's terms while discovering other cultures and trying to give

meaning to them. To put it into another way, homogeneous classrooms, as well as
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heterogeneous ones, can be designed as places for language learning, which leads
them to discussions that will inevitably improve their “cooperative spirit”.
(Trifonovitch, 1980, p.555)

Literature requires reflection, which is likely to result in classroom
discussions at least through comparing the foreign culture and the learners’ own,
which should be done without giving the sense of that one is superior to another as
mentioned earlier.

Apart from its grammatical or “formal significance’, as mentioned before, it
has also its own ‘social significance’ as trying to interpret and account for the
values, assumptions, and beliefs dominating the literary texts create ‘content
schema’ for learners. Brooks (1969) has also discussed that teaching culture along
with the target languagé is strongly suggested as it provides both the language
leamners and the teachers with the knowledge of cultural concepts prevailing in the
target culture, such as life and death or temporality, which can serve as a great
function for the emergence of discussion topics. (Brooks, 1969, p.20 - 28) Baumwoll
and Saitz {1965) also contributed to the idea suggested by many authors including
Brooks by adding that it also gives language learners the opportunity to write
essays on various essay topics each of which has its roﬁts from the point of cultural
similarities and differences on the issues including ”politics, religion”, social
structure (working class, middle-class and aristocracy), gender approaches. “male
— female relationships” and “the concepts of family, privacy, and marriage,
describing the distinctive characteristics of one’s own people, describing tradition
and change in one’s own country.” (McLeod, 1980, p.543 - 544}

Literature can be regarded as a treasuiré ‘WAhich serves as a good sample for
the emergence of such topics specific to the culture. Let us take Scarlet Letter by
Hawthorne as an exémple. 1t is for sure that students will find great opportunity to
discuss the above mentioned topics either in a spoken or written form.

The potential of literature in creating essay topics is of great significance
since it is also an inevitable outcome of reading and appreciating literature as well

as spoken interaction or discussion in language classrooms.
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Tt is assumed that reading literature also help language students to develop
their writing skills not only because it’s being rich in essay topics that the students
will find themselves emotionally and mentally involved in, but also because it
improves language learners’ knowledge about the text-structure in the literary
work that is being read since each ‘culture’ has its unique writing systems as well.
In other words; reading literature also equips sfudents with the technical
knowledge about the text organisation (formal schema) reflected by ‘culture’ as
Kaplan (1966) claims after examining different rhetoric styles caused by different
cultural perspectives. Kaplan (1966}, for instance, has studied on the different
rhetoric styles in Chinese writing system, which requires a circular fashion and
English writing system, in which it is appropriate to follow linear system, which
shows that even the styles can reflect culture, and culture teaching enables
language learners with the background knowledge on text organisations.
Therefore, it can be concluded that it is another contribution of culture teaching to
literature, and indirectly, literature to teaching culture as literature is the authentic
source rich in various samples of the dominant style in that target language.

There les the role of literature in the foreign language classroom. Rather
than'regardihg it as a fifth element to the four skills (reading, writing, speaking
and listening), it would be reasonable for language teachers to see it as a medium
through which culture can best find its expression. As Valdes (1986) notes,
literature is an inevitable component of language programmes and the major
function of its implementation is that it serves as a source to transmit the culture of
the society and its people who speak the language in which literature has been
producéd. (Valdes, 1986, p. 137) | o o

Apart from language values c‘)f literafure, it is also of great significance for
“personal growth” in terms of “personal meanings, pleasures, and power”
(Kramsch, 1993: 238). With this powerful mind, it carries us to an understanding of
“universality’. As Duranti (1997) underlines, literature is an interrelation between
thought and behaviour; “an important window on the universe of thoughts”

(Duranti, 1997: 49); and a “the prototypical tool for interacting with the world”,
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which is the requirement of the modern world perspective. (Duranti, 1997: 49).
Thus, it can be a solution to the problem, ‘Tack of world knowledge” which is also

believed to hinder comprehension in reading.

2.4.2 Opposing Views to Literature:

As it has been mentioned at the very beginning of this paper, there is an
acceptéd dark side of teaching culture and its literature, which is the problem of
“ethnocentrisim”. Because it has been discussed before in detail, there is no need
to go further except for reminding that literature, itself, already offers solutions to
this problem.

Another opposing perspective towards literature is that literature cannot
meet the language learners’ needs although it is believed to serve as the “best

English” as Cook (1986) explains below:

...the most widely held assumption about the use of literary
extracts in EFL is the rather vague one that they acquaint
learners with the ‘best’ English and will somehow whet their
appetites for more. As has often been pointed out, the study of
literary English is seldom suited to the foreign learner’s need,
and the mastery of literary texts has little bearing on the
learner’s needs to understand and produce more functional
written or spoken forms of the language. (Cook, 1986:150)

In a similar vein, Selden (1989) claims that apart from its serving as a guide
to different perception of the world, literary texts have not‘m'hg to do with

providing language learners with the functional use of language:

The Formalists” technical focus led them to treat literature as a
special use of language which achieves its distinctiveness by
deviating from and dissorting “practical” language. Practical
language is used for acts of communication, while literary
language has no practical function at all and simply makes us
see differently. (Selden, 1989:9 —10)

It is not an acceptable idea that literature fails to provide language learners

with the ability to produce appropriate functional spoken and written forms.
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Considering that all the areas of language use — from formal use, including tense
aspect, rhetoric structure, lexical items or choice of these lexical items to figurative
language, including metaphors, metonymies that prepares the ground for
idiomatic use of language or other figurative expressions that are required
perception beyond surface-level — has taken basis from conceptual framework as
discussed in detail previously, the idea seems to ignore not only the relationship
between culture and language, but also the bond between culture and literature.
Thus, such a link brings us to the issue of the interrelation of language and
literature. Whether it is in the prose or poetry form, literature never failé to support
students with ‘language awareness’ even at a functional level and with the ability

to express what we want to convey as Burke & Brumfit also stand for

The result of this situation is that we can never divorce
literature entirely from concepts, because we normally use
language - the same language that occurs in works of
literature — to express concepts; we paraphrase, we translate,
we analyse. Nor can we separate literature entirely from our
natural awareness of linguistic form; we are ourselves
constantly engaged in a process of shaping language in order
to express accurately messages which we want to convey.
(Burke & Brumfit, 1986:173 — 174).

A similar objection comes from Littlewood (1986) when he states:

Changes in educational and social conditions have shaken the
once unquestioned status of literary study amongst our
educational goals, and it also plays an ever more problematic
role in the new pattern of language teaching which aims
primarily impart practical communicative skills. (Litflewood,
1986:177) o

As mentoned before, }iterature is a rich authentic source which creates
situations for language learners to practice their communicative skills as well.
Apart from its displaying a ‘“functional ‘model of language use for students, (since
drama and short stories entail natural conversation and dialogues as stated before)

it also encourages classroom discussions not only on cultural elements but also on
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controversial universal thoughts. That is another reason for why it is brain-
compatible as it always leave room for language learners to practice what they
have learned both physically and emotionally through creating ‘social’ classroom
environments.

Ancher shortcoming of using literature to make non-natives familiar with
the foreign culture is that many scholars think that while teaching literature, the
only thing that the non-native readers can do is to observe the foreign culture;
therefore, their role is an observer, nof a participant (Jalling, 1968:68). As we have
indicated before, we cannot expect non-native students to experience non-native
environments in foreign language skills. According to many scholars, that is why
foreign language learning and second language learning differ. However, it does
not mean that we have the right to deprive foreign language students of the native-
like environment. As it is indicated before, it will be difficult to carry the foreign
language students to native settings, but it is possible to create a second-hand
environment for them. Through this way, it is possible to make them participate in
their own learning process. Literature offers many solutions to create ‘active
participants’ in the classroom environment. Through reading poetry, drama, short
stories or fiction, students are given the opportunity to develop emphaty towards
the characters in the Wriﬁen text which will then make them personalise and
experience the characters, and it becomes possible to be ‘active participants’ in this
illusionary world ~ literature, through constructing cultural background,
experiencing, personalising and feeling it. Moreover, it is widely known that
literature has always been a good source for writing essays, discussion and role-
plays. Making use of the already - 1earﬁed cultural background knowledge in their
discussions or writings make them‘ ‘parﬁcipants’ ‘as well as putting a piece of
drama in stage through which they can wear non-native “linguistic roles” (see
Solutions) can no doubt make theﬁx not only active learners of that culture but also

active guests of it as Brumfit (1986) also states:
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For many of us, the profound pleasure of reading comes partly
from an experience which is simultaneously individual and
communal. We read alone for much of the time, but we share
the experience not only of the writers but also of other readers
with whom we can discuss our reading. And we do not
usually discuss isolated books, and rarely passages of books.
We discuss authors against other authors, genres, national
traditions, and whole epochs. Our response to literature is part
of our response to history, to ethics, o politics, to
understanding what we are and what are other people are. In
other words, we do not have knowledge of books, we use our
knowledge: our response is both active and shared. (Brumfit,
1986:257)

There are some other ‘opposing views to the teaching of literature in order
to teach culture or increase non-native learners’ cultural awareness, many of which
base their argument on a common point. The common point is that there is a
division between “Culture with a Capital C” — art, music, literature, politics and so
on ~ and “culture with a small ¢”- the behavioural patterns and lifestyles of
everyday people. (see Byram, 1994). However, it would be a wrong, rather, mono-
dimensional attitude to focus on the differences betweeﬁ “Culture” and “culture”
since it is not possible to consider “Culture” without “culture”. Who can deny the
fact that the elements of “high culture”, art, music, literature and politics do not
entail the eleme:nts of “low culture”, the behavioural patterns and lifestyles of
everyday people? Who can ignore the fact that literature serves as a mirror to
“culture with a small ¢” reflecting lives of people, their religion, holidays?
Considering that language is ‘;very fabric of the society and culture” in
Dimitrious’s (2001) term, who can argue that literature, a full product of language,
can be considered to be totally sepeféte frqﬁn the wool of which every fabric of
society and everything related to its people, namely culture. Carter (1990, cited in
Carter & McRae, 1996) points this wrong attitude by emphasising that many
linguists have confused language teachers’ and learners’ mind through claiming
that literary texts are “holistic artefacts which are situated within cultural
traditions, are historically shaped and grow out of the lived experiences of the

writer,” (Carter & McRae, 1996, xxu) As it is clear, literature is no doubt reflects
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real life or possible real life experiences. One should not forget that if the events
prevailing throughout a novel, or short story is out of the writer's own experience,
then it may become alive and real in readers’ mind, and may have experienced by
the readers. It should be kept in mind that all the emotions and experiences lived
in that culture are woven in its written form of art, literature of that culture.

This unreasonable division, and rather discriminative perspectives towards
culture has no doubt resulted in different perspectives of teaching culture. In the
history of culture teaching, there are two major perspectives which have had their
great influence on the teaching of culture. The first one supports the idea that non-
native students should be provided with the factual, cultural information, which
consists of institutional structures and other aspects of the target civilisation,
namely “highbrow” information that can be leamed through immersion in
literature and the aris, whereas the other perspective claims that “lowbrow”
information, which may focus on the customs, habits, and folklore of everday life
. and think that will be much more effective and practical in their learning process
(Kramsch, 1993: 24). Although, one can make a distinguish between “highbrow”
and “lowbrow” information with respect to its presentation style — since the first
one seems to be ‘implicit’ whereas the second one is more ‘explicit’ or “direct’ — it is
not fair to draw clear-cut distinctions between these two with respect to their
purpose, since they both aim at teaching culfure, equipping non-native learners
with cultural background which is believed to help them a lot with their reading
experiences. We can go one step further to claim that if we are to make a
distinction between two perspectives, the first one seems to be much important for
non-native learners, since literature offers manylpossil:;ﬂities apéu:t from teaching
culture, and it is certainly b:ajn«.compaﬁble. (see Why to teach litearture.)
Moreover, it will, no doubt, create a “total language awareness’, as Weaver (1993)
claims. He supports the idea that it is “high culture” (art, literature and music) in
which the culture is set since these elements of “high culture” reflect history, social,

political and economic structures the frameworks of which are woven in culture.
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Within the framework of his claim, it is concluded that especially for the
non-natives, the most important part of culture is not that of daily and visible, but
rather, the culture which is internal or hidden as it is this culture which shapes the
thought and behaviours. Moreover, he concludes this division through considering
culture as an iceberg the upper part of which is “lowbrow” culture and conversely,
the deepest part of which is “highbrow culture”. By making such a claim, he seems
to be in favour of the idea that the tendency to view “high culiture” as useless in
foreign language education may result in neglecting the most important part, the
unconscious part, but which is the key for consiousness or ‘awareness’ to
understand values and thought patterns which have shaped the language. (Weaver,
1993; 157, cited in Killick & Poveda, 1997: 221). And it is “high culture”, art and
literature to reflect this consciousness level in foreign language education.

There are other sets of arguments against the use of literature in language
classrooms as McKay (1982) in her article, Literature in the ESL Classroom, states that
there have always been “common arguments against using literature” (McKay,
1982, p. 529) One of them is that many people believe that one of the most
important goals of language teachers is to teach the grammatical structures of that
language, and literary works are generally structurally-complex texts. She agrees
on the idea that one of the main objectives of language teachers is to promote
“students’ awareness of the structure of the language.” However, she disagrees
with the idea that literature has.no contribution to linguistic knowledge of the
learners. Rather, she supports the-idea that “literature can provide a basis for
extending language usage”’, which means that it contributes much to our
understanding of the grammatical Sﬁ*uctureé, and léﬁical knowledge as well.
(McKay, 1982, p. 529). Povey (1972) aiso agrées on the idea, when emphasizing the
aims of using literature in language classrooms, and states that “literature will
increase all language skills because literature will extend linguistic knowledge by
giving evidence of extensive and subtle vocabulary usage, and complex and exact
syntax.” (Povey, 1972, p. 187) As discussed throughout this paper, its contribution

to language awareness is inevitable. At least, it is widely believed that literary texts
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are good examples reflecting language use, and thus, it will, no doubt, create
appropriate schema for language students through making them famijliarize with
the unknown or complex structures. However, although many scholars hold the
same perspective on the great aid of literary text in enhancing linguistic awareness,
there are some others who believe that its contribution to that area is still limited
according to Widdowson’s (1978) medel of linguistic knowledge. Widdowson
claims that linguistic knowledge is two-fold one of which is at the level of
“language usage”, and the other of which is at the level of “language use”
(Widdowson, 1978, p. 3). He defines language usage as the knowledge of linguistic
rules, but language use as the knowledge of how to make use of these linguistic
rules for effective communication. Because of that division suggested by
Widdowson, it is thought that the contribution of literature is limited as it fails to
feed language learners with respect to “language use”. However, it would not be a
reasonable perspective to believe that these two terms are completely different
from each other through making such a sharp-cut division between them since the
ideal language teaching approach that has been mentioned throughout the
proliferation of the methods is to make students familiarize with the unfamiliar
structures. Here, the term, “familiarise’ should mean not only presenting the
linguistic features of a language but also teaching them where and how they
should be used. In other words, considering that there is such a division, it means
that “language usage” will no doubt result in “language use”, which means that
once the learners reach at a certain level of knowing a language, “language usage”
and “ use” will be used synonymously. Moreover, no one denies that grammatical
features of a language should be taught-in context. As Celce-Murciaand Olshtain
(2000) argue “viewing grammar from an ekclusiv_ely sentence-level perspective”
(Celce-Murcia and Olshtain, 2000, p. 50) is not an effective way of teaching it.
Grammar should be contextualized, and once it becomes contextualized, it means
that it will create ground for students’ knowledge on ‘how to use linguistic
features’ for an effective way of communication. Literature is an idea source which

makes abstract grammatical features concrete by putting them into a context which
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entails an organized plot and a set of characters. Let's try to illustrate it with an
example text, Sweet Promised Land, taken from Robert Laxalt (1957: 62 - 63).

The following passage tells about his father at the age of sixty-three when
he first came to America from his homeland, “the misted Pyreness of France, ....the

lonely Sierra of Nevada.” (Laxalt, 1957, p. 62 - 63)

We made it through the soup and the salad without incident.
It began when the waiter came to take away our salad plates
and put on others for the main course. He collected John's and
mine, and then reached my father’s. But he could not lift it,
because my father was holding it to the table with both hands.

: “I'm sorry”, said the waiter. “I thought you were
finished.” _

“T'm finished”, said my father.

“0Oh”, said the waiter, and again reached for the salad
plate. My father held on.

“May I take you plate sir?” said the waiter.

“No”, said my father mildly.

The waiter stood in confused silence for a moment.
“But ] have to put another plate there, sir.”

My father shook his head. “It's all right”, he said.
“Don’t go to any bother.”

The waiter blinked and then smiled weakly. “Oh, it's
no bother at all,” he said, and again reached for the plate.

This time, my father put his hands over the plate to
protect it. The waiter stopped short and straightened up. He
looked at us in something akin to frenzy, and John gestured
with his head. The waiter retreated to the back of the room
and stood there watching us from a long distance. He was pale
and he still had a plate in his hands.

“Pop,” said John, “Why don't you give him your
plate?”

My father shrugged. “It's clean enough,” he said. ,

This time, John blinked. “I don’t understand what you
mean.” : ' :

“They shouldn’t waste a plate,” said my father. “This
one’s fine,” - '

John regarded my father for a long moment. “It’s
really no bother,” he said.

“They've. got a washer back there that does all the
work.”

“Well, they might run short,” my father said.
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“T'm telling you, Pop,” said John. “There is no danger.”
He took a deep drag of his cigarette and leaned forward again.
“Pop,” he said. “You're going to get that waiter in trouble.”

“What?” said my father concemnedly.

“It's this way,” said John. “They’re supposed to put a
new plate on for each course. That's the way the management
wants it If the waiter doesn’t do it and one of the managers
sees him, he gets fired on the spot.”

“I never heard of such a thing,” my father said.

“Tt's true,” said John. “That waiter’s probably worried
plenty by now.”

“Well hell,” said my father. “Tell him to take it then.”

(Laxalt, 1957, p. 62 — 63)

As McKay also states, the text can be used to “promote language skills on
the level of usage”. (McKay, 1982, p. 534) For instance, the use of tense aspect can
be analysed, and students can be “asked to circle all the verbs in the past tense, to
list the irregular past tense verbs, and to explain why the present tense is used in
sentences such as the following: “They're supposed to put a new plate on for each
course...”” (McKay, 1982, p. 534) However, the text can also be used to enhance
language awareness in terms of “language use” as they can discuss on the uses of
“May 1" or “sir”, and “the tone of voice” when making such comments (McKay,
1982, p. 534). Then pragmatic perspective of language can be acquired as “such
activities would naturally result in an exploration of the role relationship of the
father and the waiter...” (McKay, 1982, p. 534).

Another idea against the use of literature in classrooms is that many people
believe that has no contribution for academic or occupational success. This is a
mono-dimensional perspective of teaching a foreign. language. First of all, if
literature contributes to linguistic comp‘etence-oh two levels as mentioned before, it
is no doubt an effective way to bring language learners to success in their future
occupational lives. Even if we are not talking about a ‘future language teacher’, it is
widely known that reading in English is very important as any texts or genres,
including scientific texts are written in English with the rise of that language as a

‘lingua franca’. We have mentioned before that especially in foreign language

settings, reading becomes being of special value as it can be considered to a door
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opening to broadened knowledge in any field. Reading literature, apart from its
contribution to enhance language awareness, is believed to “foster an overall
increase in reading proficiency” (McKay, 1982, 530). Widdowson (1979} claims that
reading is “not as a reaction to a text but as interaction between writer and reader
mediated through the text.”(Widdowson, 1979, p. 74) As Gaies (1979) also supports
that “since the reading process... is the interaction of a reader and a text, we stand
in equal need of more research on the affective, attitudinal and experiential
variables which would differentiate individual or groups of learners in terms of
their willingness and ability to decode written input in a second language.” (Gaies,
1979, p. 48) In this era where reading gains such an importance for academic
studies and where English becomes the medium of reading, in fact, it is this
experience that make them enjoy their reading experience through enhancing their
reading capacity, which will no doubt carry them to success in any field of their

occupational and academic lives as McKay (1982) also indicates:

For some stﬁdents, literature may provide the affective,
attitudinal and experiential factors which will motivate them
to read. As such, literary texts can aid in the development of
reading proficiency and in this way contribute to students’
academic and occupational objectives. (McKay, 1982:530)

The other objection to adapting literature in language curriculum is its
being culturally complex. Turning back to the empirical studies mentioned in this
paper, no one can deny the importance of cultural background in language skills,
especially in reading. Moreover, as the dynaxmc: relationship between language
thought and culture suggests, no language can be independent from its culture that
shape the thought, and it is that thought that give birth to the language. It has
already been examined how language is affected by its culture to a large extent
from the formal structures of a language, including even the use of adjectives, to
idiomatic expressions such as metaphors and metonymies. It is already familiar

that we are born with some basic frameworks and conceptual categories in our

minds. Even if we are not born with it, we naturally learn them all in the culture
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we have brought up. Considering the bound between langunage and thought, it is
impossible ‘to think that each language “use” or "usage” In every category,
whether it is in formal or content form, takes its roots from that culture. The above-
~ mentioned interaction between the writer of the text and the reader suggested by
many scholars among whom are Gaies (1979), Widdowson (1979) and McKay (1982)
is not only at linguistic level but also at conceptual level. Moreover, different
perspec’cives underlined by different thought frames and cultures will increase
teachers’ cultural awareness for sfudents from different cultural background as
suggested by Marshall (Marshall, 1979, p. 333) who finds out that her teaching
English literature classes in Puerto Rico make her know the students’ cultural
framework, which will create an effective relationship between the teacher and the
students in non-native settings. If not in situations like that, it will develop
tolerance for the different perspectives as Northrop Frye (1964) states:

So you may ask what is the use of studying the world of imagination where
anything is possible and anything can be assumed, where there are no rights or
wrongs and all the arguments are equally good. One of the most obvious uses, I
think, is its enc:cﬁragemen’c of tolerance. (Northrop Frye, 1964, p. 77)

Based on all of these arguments, it will be more reasonable to take a step

towards literature and to shoulder that cultural challenge than to step back from it.

2.5 Summary

This chapter opened with Helen Aron’s study (1986) in which the dynamic
relationship between comprehension and schema, supported by some other
studies, was proved. It was stated that having fré—lqlov\}Iedge about the content of
reading passage being read has positive .effect's. on comprehension, and can
overcome even syntactic difficulties. Based on these studies, the importance of
culture teaching has once again come into the surface. After having a quick look at
the history of culture teaching and some important literature in which the
importance of culture teaching is underlined, the relationship between culture and

language was discussed. Although it was stated that there are some challenges in
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teaching culture, the suggested solutions and the direct relationship between
language and culture as mentioned before indicated that teaching culture cannot
be out of language curriculum.

Turning back to reading and schema, it is also known that the knowledge in
cultural concepts from which words, idioms and figurative expressions take their
roots affects reading comprehension in a positive way. Moreover, each language
has its own specific text structure and narrative style which are also shaped by
cultural models. |

Another perspective, ‘syntactic approad;a’, which considers syntax as the
greatest challenge in reading rather than any other component of a language was
discussed. Although it is clear that syntax and formal schema has also valuable
contribution on reading comprehension, the study by Johnson (1981) showed that
even native speakers of English {Americans) failed to understand the Iranian story
completely despite their strong syntactic control. It once again shows the
importance of cultural schema, which is a sub-category of content schema in
reading,.

As mentioned throughout the chapter, reading is an important skill,
especially in foreign language settings in which the students can interact with the
outside world only through reading. Therefore, an urgent need for literature in
language classrooms comes into the daylight since it reflects culture, and thus, it
provides the students with the opportunity to experience the target culture while
supplying them with appropriate, creative and rich model of language in a
meaningful context at the same time. Even though there are some opposing views
to using literature in language teachilllg (mentidnéd in detailed in the chapter), it is
clear that what literature suggests is more than cteating formal and content schema
for the students. Turning back to brain-based teaching principles, it is widely
accepted that literature is brain-compatible in many ways as discussed throughout
the chapter.

As reading, itself, is an integrated skill which requires other skills as well,

the advantages of using literature on teaching other skills were also discussed in
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detail. Therefore, all these considerations remind us that it would not be a good
idea to turn our back to literature and limit our curriculum by pretending to ignore

the benefits of using literature in language classrooms.
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CHAPTER III

METHOD

3.0 Presentation

In this chapter, the researcher sets out the methodology used in the study
with detailed explanations and reasons for selection of the method. The design of
the study (case stﬁdy), the data collection tools, the sub — categories of these tools
and the appropriateness of these design fo the study are discussed and analysed.
Procedures in data collection including preparation of the questions, lesson plan
and the selection of the materials are described with detailed explanations.
Sufficient information is given about the setting (institution), course and the
participants. Data analysis procedure is described thoroughly which is followed by
the Ethical Committee procedures. The chapter also includes a summary.

3.1 Methodology

The methodology followed in the study is qualitative research, which
generally follows three major steps as observation, interview and data analysis,
and in which concepts and cases are analysed in their realistic, holistic and
naturalistic contexts (Yidrmm & Simsek, 2006, p. 39).

Within the framework of the above definition, one of the most important
term used in qualitative research is ‘sensitivitftd ;{émfal'environment’ aécording
to which the case or the situation should be analysed in its natural context because
the results found in natural context analysis are more meaningful according to
qualitative research when compared to the results found in artificial context
analysis. The reason is that the change in behaviours cannot be considered as

‘matural’ in artificial environments (Yildirom & Simsek, 2006, p. 42). There are also
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disadvantages of reaching results after analyzing the case in its natural context.
The most known of these disadvantages is that human behaviours are complex
and cannot be predictable in these natural contexts. Moreover, behaviours are not
static and show variations not only with respect to atmosphere but also the time.
Therefore, the analysis cannot be context-free (Yildirmm & Simsek, 2006, p. 42).

The aim of qualitative analysis is not to arrive at general conclusions based
on statistical evidence. The purpose of qualitative research is to provide
experiences and sample cases for the researcher (for the teacher), and as a result it
gives the opportunity to the researcher to reflect on her/his own actions, be critical
of what she/he has done, which will lead the researcher (the teacher) to be more
sensitive to her/his job (Yidirim & Simgek, 2006, p. 43). The researcher in
qualitative research tries to describe the data and to generate a grounded theory in
the end. In other words, the aim is to provide a verbal picture for the readers in
general (Yildmim & Simgek, 2006, p. 47 — 48). Another purpose of the qualitative
research is to reflect the perception and experiences of the participants, to
understand how they perceive the outside world and how they reflect on it. For
this reason, the role of the qualitative research conducter shows some important
differences from the role of the researcher in quantitative researches (Yildirm &
Simgek, 2006, p. 45).

The researcher in qualitative research cannot be the one who observes the
case from the outside. He/she is not the one who collects the data and makes
statistical generalizations from them. A qualitative research conducter is the one
who spend time and effort during the research through participating in it.
Therefore, the researcher should be ;’n‘.a diréct rélationélﬁp with the participants,
personalize the participants’ perspectives and experiences and make use of them m
his/her research (Yildmm & Simsgek, 2006, p. 43). The researcher should be close to
the participants and he/she should even share the same environment with them, if
possible (Yildurmm & Simgek, 2006, p. 45). In other words, the researcher becomes a

natural pért of the research while collecting his/her data. For this reason, the
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qualitative research is criticized for being partial as it is believed that the researcher
can affect the natural context and participants by involving in it. However as
Yildirim and Simsek state, no research can be totally impartial (Yddum & Simgek,
2006, p. 43). In quantitative researches, although the researcher stands outside of
the context, it is the researcher who analyses hisfher data and puts his/her
perspective into the analysis, which shows that quantitative researches can also be
partial (Yildirim & Simsgek, 2006, p. 44).

As Glaser and Strauss (1967) indicate, traditional theories have failed to
explain social cases that are in a constant change because traditional theories
consider cases under research as static,. and thus, evaluate them from a static
perspective (Yidirnm & Simgek, 2006, p. 40). However, observations and
interviews have shown that the social cases are often subjective and have
kinesthetic, in other words, constantly-changing nature.

As for the content of the study, it aims to find answers to the questions
about the contribution of using literary texts in developing language learners’
awareness with respect to grammatical, lexical and cultural aspects. It can be easily
understood that it is also social in which the cases are not generally controllable as
they -do not have static nature. Moreover, the researcher's being an active
participant in the study is of great importance. For all of these reasons, qualitative
me’rhwod is believed to provide the researcher with an efficient and sufficient

analysis of the case under research.

3.1.1 Case Study Research |

The study is design as a case shidy reséaich. Yin t1984) defines a case study -
as a design of research which analyses a genérally uncontrollable case in its natural
context supported with evidence and a variety of data sources (Ying, 1984, p. 23).
As Yildirnm and Simgek (2006} s‘tafe, in experimental studies, the researchers tend
to analyse the subject(s) in laboratory environments, which hinders any possible

analysis in natural context. In historical studies, although the research is made in

127



its natural context, the content or research areas are not contemporary. These
features of historical and experimental studies prevent a research analysis from
being a case study (Yildmm & Simsek, 2006, p. 278). As the content of this study is
contemporary and as the uncontrollable case is analysed in its natural context (in
students’ usual setting, which is classroomy), the case study d'esign is believed 1o be
appropriate for this study. As the study contains application which is made by the
researcher herself, it also carries some of the features of applied study. However,
the application does not aim at finding or identifying probléms in learning settings
but rather, aims at application of a model lesson plan based on the major points of
this thesis study as a treatment to the formerly-defined problems in the same

learning settiﬁg.

3.1.1.2 Data Collection Tools

Several data collection instruments are used in order to provide the validity
and reliability of the data. Structured interview with teachers, application of the
lesson plan to the class, a test on the content of the lesson plan, focused group
interview with the students were used. In other words, triangulation of data
collection tools is used for the validity and reliability of the data as iﬁdicated

before.

3.2 Research Site and Participants
3.2.1 Institution

~ The treatment part of the research waslcaxried out at the Faculty of Law in
Ufuk University. Ufuk University has five faéulﬁes, Facﬁlfy of Medicine, Faculty of
Law, Faculty of Admirﬁstration and Management, (Political Sciences and
International Relations, Faculty Administration, International Trade), Faculty of
Letters (Statistics and Psychology),” Faculty of Education (English Language
Teaching) along with two vocational schools which are Nursing Vocational School
and HMealth Services Vocational School (Anesthesia, Paramedics, Physical
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Treatment and Medical Laboratory). The university started its education in 1999,

which shows that it is one of the developing universities in Ankara.

3.2.1 The Identification of the Course

~ The students studying at departments except for the students in Vocational
School have to study English at the Preparatory Schocﬂ, in which the students have
to attend courses like grammar, reading writing, listening and speaking. Or else
they should be successful in the proficiency exam, which is at upper - intermediate
level. All of the first — year faculty students have to take three — credit English
courses du:rihg the Fall and the Spring semester. In the spring semester, they take
Eng — 102 English Language Skills followed by Eng — 101 English Language Skills
that they took in the fall semester. The instructors teaching English at the

departments teach face2face upper-intermediate.

3.2.2 Participants
3.2.2.1 Students

The treatment and the focused group interview were applied to 49 students
whose ages range between 19 and 21. Some of them (21 out of 49) passed the
proficiency exam and it is their first year at the university. For some of them (28
out of 49), it is their second year as they had to study English at the Preparatory
School. The students are all studying at the Faculty of Law and they all have taken
Eng — 101 English Language Skills. They are all taking Eng — 102 English Language
Skills this semester, which means that all of them are expected to be upper —

intermediate.

3.2.2.2 Teachers
The structured interview was applied to 20 English instructors and teachers
with different backgrounds. The participants have had teaching experience for

different years ranging from 1 to 10 years. Among 20 participants, whose ages are
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between 25-34, 4 of them have had high school experience in different countries in
Turkey, however 2 out of 4 teachers do not teach any more. 7 out of 20 have been
teaching English at Ufuk University. 9 out of 20 are teaching English to students
from different levels, changing from the young and adult learners in courses. The
teachers and instructors are deliberately chosen from different background so as to
give opinions from different perspectives which will have a significant inter —
disciplinary contribution to the study. Therefore, it is worth mentioning that 10 out
of 20 are graduates of Literature, 1 out of 20 is graduates of Linguistics, and 9 out

of 20 are graduates of English Language Teaching.

3.3 Procedures.

3.3.1 Data Collection Procedures

3.3.1.1 The Preparation Procedures of the Structured Interview with Teachers
3.3.1.1.1 The Selection of Interview Model

Interview is one of the widely-used data collection instruments which are
directly related to data-based perceptions. This is, in fact, one of the most
important contribution of interviews as it gives us the opportunity to consider the
case from the points of view of the participants and to perceive the social cases
which are constantly changing over a period of time (Yildrim & Simgek, 2006, p.
40). Interviews are generally used for understanding participants’ perspectivés,
perceptions, emotions, experiences and beliefs (Yaldirun & Simsek, 2006, p. 40 -
41). '

Patton (1987) states that although interviews are considered to require
simple skills such as speaking with t:he parti'éifnaﬁts, Ziétemng to them é:ﬁd taking
notes on their saying or recording, it is both science and art which requires such
skills as interview skills, sensitivity, concentration, tolerance and empathy towards
them, presuppositions and mental activation (Patton, 1987, p. 108).

As stated by Yildmm and Simgek (2006), there are mainly two types of

interviews, one of which is unstructured, the other of which is structured of which
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purpose is to define the similarities and differences between the data collected
from different participants (Yildrrm & Simgek, 2006, p. 120). Patton (1987) also
defines the main types of interview. One of them is interview form approach in
which the questions are defined formerly but the researcher can ask extra
questions to collect detailed data and according to the flow of conversation. This
approach aims at collecting data through asking the same set of questions to
different participants (Patton, 1987, p. 111). Interview form approach has certain
advantages. For instance, the researcher can ignore some questions, which means
he/she does not have to ask all of the questions to every participant. Moreover,
he/she can stop asking questlcms‘ of which answers can be found included in
another question. It provides the researcher to collect more systematic and
comparative data (Yildmm & Simsek, 2006, p. 123). Another type defined by
Patton (1987) is standardized oper-ended interview, which contains formerly-
designed questions as in the interview form approach. The questions are asked in
the same order and in the same style to the participants. It is not more flexible
~ when compared to the interview form approach (Patton, 1987, p. 112). In this
study, the structured interview type is used. The interview type in this study is
also shaped according to the model that Patton (1987) suggests. It carries the

features of both interview form approach and standardized open-ended interview.

3.3.1,1.2 The Procedures in the Preparation of the Interview Questions
There are some principles that require attention during preparation of the
interview questions. }

a. They should be short and ea‘éﬂy undefsfood. It is important to generate
questions easily understood by the Participants because if the participants
are confused about the meaning, it certainly affects their answers. The
questions should be chosen according to the individual experiences and the

~ background knowledge of the participants (Yildmm & Simgek, 2006, p.

128). For this reason, the questions in this study are easily understood and
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the concepts are familiar to the participants. As the participants have
linguistics, literature or language teaching backgrounds, they found the
questions easy to understand.

. They should be specific. If they are based on experiences, then the questions
become concrete and specific (Yildurum & Simgek, 2006, p. 129 - 130).

. They should be open-ended, in other words, they should not require short
answers like ‘yes’ or ‘no’ (Yildirim & Simgek, 2006, p. 131). The participants
in this study were asked to answer the questions which require
explanations in detail as the questions include such explanations as “why’,
‘how’ and ‘what’.

. The researcher should avoid directing the answers of the participants
(Yildirim & Simsek, 2006, p. 131). For this reason, in this study, the
researcher explained questions and gave clues about them but neither these
explanations nor clues affected the answers of the participants. As every
researcher can have prejudices on the research topic, they should be
impartial. The researcher in this study tried to remain impartial through
hiding any possible sign of prejudice.

. The researcher should avoid asking complex questions as the parﬁcipémt
may be confused about the question and may forget the important parts of
it (Yaddurin & Simgek, 2006, p. 132). The questions in this study do not deal
with multiple questions at one time.

The researcher should prepare alternative questions and probes because
although the researcher prepares the questions carefully, some questions
may mean different things t;)"differént Isarﬁcipants (Yiduim & Simgek,
2006, p. 132). For this reason, the reéearche_r tried to clarify her questions
through extra explanatory questions and probes in this study.

. The researcher should achieve to create confidence for the participants so
that they feel themselves relaxed and comfortable (Yildirim & Simgek, 2006,
p- 135). In this study, the participants were informed that it is possible to
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exclude any part they want in the interview, and these answers can only be
used in the study upon their permission.
h. The researcher should make some changes in the order of the interview:
questions according to the flow of the conversation as the purpose is to
collect data on the same questions from different participants, they do not
have to be in the same order. Moreover, it is possible to collect answer to
several questions in one question as interfering with the participant’s
answers may hinder the flow of conversation (Yildirim & Simgek, 2006, p.
140 ~ 141). Although the questions in this study achieve to have the features
of ‘standardised open ended intervieW’, it also carries the features of
“interview form approach’ as it allows flexibility.
i. The researcher should be motivating and providing feedback. That is, in
fact, the importance of the researcher’s being an active participant in the
study. He/she should make the participants feel that they are given
importance through paying attention not only to using verbal reactions but
also the use of body gestures as shaking head or eye' contact (Yildmm &
Simgek, 2006, p. 141 ~ 142). For this reason, the participants were motivated
in the study both physically and verbally by the researcher. The researcher
generally used sentences like “Thank you, this answer will help me a lot’
etc. '
j. The researcher should be emphatic (Yildwm & $imsek, 2006, p. 144). For
this reason, the researcher of this study tried to be tolerant and respectful
during the interview. 7
3.3.1.2 The Preparation Procedures ‘of the Fécuse& .Group Interview with
Students |
3.3.1.2.1 The Selection of Interview Model

There are some reasons of why focused group interview is used in that part
of the study. Firstly, it is an important data collection instrument since the

participant’s answer should shape the answers of others, that is, it allows other
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participants to give and add their comments on the perspective of that participant.
Therefore, the answers are generally the product of group interaction (Yddunm &
Simsek, 2006, p.152). Another reason is that groups are more creative than
individuals and they can come up with more ideas in a shorter period of time.
Furthermore, this type can be considered as a kind of discussion that can give birth
to different ideas (Yildmm & Simgek, 2006, p. 153). It is a flexible style since the
participants hear different perspectives from each other but they do not have to
agree with the other perspectives. Therefore, the researcher should make them feel
free about the answers (Yildirmm & Simsek, 2006, p. 153). Although focused group
interview has some disadvantages as groups are generally braver than individuals
and they are more likely to defend the wrong idea, these above-mentioned

advantages are superior to this disadvantage.

3.3.1.2.2 The Procedures in the Preparation of the Interview Questions

During the preparation of the questions, the same steps indicated in the
preparation procedures of structured interview questions with teachers were
followed. Differently, the researcher had to stop the discussion which were out of
the content and made the participant focus on the content. However, it should not
be thought as a limitation because Yildinm and Simsek (2006) state that it is
possible that the researcher stop the discussion and want the participants to
concentrate on the content (Yildirmm & Simsek, 2006, p. 162). In the structured
interview with teachers, some concepts were used as the teachers are believed to
have the background knowledge about those technical and academic concepts,
however in order to achieve clarity fp’f the fo'c;used groﬁp interview with students,

the questions were deprived of technical and academic words.
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3.3.2 Material Selection and Lesson Plan Procedures
3.3.2.1 Mlaterial Selection Procedure

During the material selection process, the researcher tries to find an
appropriate genre for the students with respect to the content, language and age-
appropriateness. Several materials were analysed but there were some limitations
or shortcomings of the materials which were analysed in detail. One of the
shortcomings was that while most of the materials focus on language aspect, the
others mainly deal with culture which is thought to bring a mono-perspective to
the material. The other difficulty during selection is that although the poems which
were analysed by the researcher mainly focus both on language and culture, it was
thought that the students would have certain difficulties in appreciating and
analysing them since they are not familiar with the genre, and since this would
hinder their creativity and motivation. The researcher, then, decided to make use
of a short story which was also thought as a favourite genre among the students.
The disadvantage was the same again. It was found out that the short stories had a
little or implied cultural messages that might not be understood by the students
despite their rich structure in terms of grammatical and lexical aspects. Moréover,
they often lacked a conversational tone, which might destroy the opportunity for
serving as a model for conversational skills. The researcher analysed the short
story, Like A Winding Sheet, and decided to teach it during the treatment. The story
has certain grammar and lexical focus along with the direct cultural focus. It is also
of importance as it displays conversational tone. The dialect used by the author is
also cultural, which means that it is specific to American sub-culture, which is
Black English. Apart from deah'n_g ‘with "Sia;ﬁdard 'E.ng]ish with respect to
grammatical use and lexical items dominatihg the story, the author also gives an
jdea about the grammatical rules and the idioms of Black English, which is also
cultural. In other words, the culture is not only dealt with in terms of content but
also it can be seen in daily English use through dialogues. Moreover, while other

stories simply deal with cultural components that may not be comprehensible fo
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the cultural background of the students as it is not available in our culture, Like A
Winding Sheet, in a way, achieves a universal quality apart from its being culture ~
specific. That is, the researcher thought-that the students rﬁight find opportunity to
compare and contrast the American culture with their own so as to make learning
meaningful. As the story is rich in ideas that might give birth to a creative
environment which is full of discussion and essay topics, the researcher considered
the story as an opportunity for developing and using integrated skills in the
classroom. The other materials and activities were selected in order to serve as a

thematic support to the story.

3.3.2.2 Lesson Plan Preparation Procedures

The lesson plan was prepared within the framework of brain-based
learning and teaching principles. The identification of the course, duration, target
language areas and the objectives were determined clearly. Each step was
considered carefully, and detailed explanations were given not only for teaching of
the course but also for the instructions given by the instructor. Activities are
certainly related both to the target language focus and to the content. The
pedagogical reasons for each step were explained and each activity and behaviour
was based on a grounded or underlying theory. The activities and the instructions
were included in the lesson plan, which was also included in the Appendices part
so as to provide the reader with a full picture of this model lesson. The activities
were not only based on language use (grammar, vocabulary, knowledge of the
target culture) but also on creative and reﬂective thinking, and some other
analytical skills such as the abﬂi.t)‘r“ to c'omp‘are and: contrast and making
associations. As the learning environment should be a kind of social setting, brain
storming, group activities and pair works were motivated in the Jesson plan. The
Jesson plan is rich in motivation, participation and feedback. The lesson plan also

remained faithful to Multiple Intelligences. Brain-compatible features such as
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movement, music, novelty, age — appropriateness, empathy, appealing to senses,

emotions and experiences carry great significance in the lesson plan.

3.3.3 Procedures in Preparing the Written Test'

A written test on the content of the lesson was prepared. The first two parts
aimed at assessing students’ knowledge of grammar, the third part aimed at
assessing their knowledge of the target vocabulary, and the last part aimed at
assessing their cultural background knowledge on the content of the story they
had studied during the treatinent.

The first part of the test was design to include controlled activities in which
the participants are expected to combine the adverbial clauses in Part 1 with the
main clauses in Part 2. The sentences were not directly taken from the story the
students read in the course but they were designed to be thematically — related to
the story. The students are not only asked to combine the adverbial clauses in Part
1 with the main clauses in Part 2, but also to pay attention to the capital letters
which indicate that they have to begin their new — formed sentences with that part
so that they have to pay attention to the punctuation rules. Moreover, they are
expected to create grammatically correct sentences but these sentences should be
faithful to the content of the story. That is, in fact, the purpose of choosing
thematically — related sentences to the story. In short, the students will be
evaluated according to their knowledge about adverbial clauses and punctuation
rules when combining adverbial clauses and main clauses but also according to
their knowledge of the story. o

The first part was followed by a se‘mi%dnfr’ol acﬁvity in the second part in
which the participants are expected to coﬁiplete the sentences with a suitable
adverbial clause. Each sentence in that part should be completed with different
types of adverbial clauses. The sentences were also designed to be based on the
content of the story, so the students are expected to create meaningful units in

relation to the story. Furthermore, they are asked to write what type of adverbial
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clause (time, result, reason, concession and condition) they chose when forming
their new sentences.

The third part contains a vocabulary test. The students are asked to
complete the gaps with the correct words given in italics. The gaps were embedded
in another story which is again thematic to the story that the students read. Itis of
value since great importance was given to thematic relationship during the
treatment as it is believed to carry great significance for learning and
comprehension. The synonyms and similar meanings of the words were given in
parenthesis. In order not to destroy their concentration, the vocabulary items in
italics with which the students are expected to fill in the blanks_weré already in the

correct form in terms of tense aspect. The synonyms or similar meaning provided

for the students in brackets were also written according to their appropriate tense

use, which means that the students will not waste time on thinking about the
correct form of the words while they are completing the missing parts.

The fourth part of the test is the writing part in which the students are
expected to write a short paragraph about what they have learned about American
culture during the treatment. There were some clues provided for them, such as
‘discrimination’ (black X white, aristocracy X working ~ class), ‘American
superstitions (four superstitionsy’, ‘idioms’ and ‘American dialect’. The reason for
lirhiting the writing part to the above — mentioned topics was that the background
knowledge they had only during the treatment was aimed to be assessed.
Otherwise, the assessment would not be fair as it is known that each student may

bring different background knowledge to his/her learning environment.

3.4 Data Analysis Procedures .

As the first step, each data collection tool was analysed and described
separately and within its context. The answers of the teachers in the structured
interview were analysed as a first step. After the treatment, the test results of the

students were analysed and described. Then the results of the focus group
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interview with students were analysed and described under certain common
topics. The findinigs based on the focused group interview were also analysed and
described by comparing and contrasting the students’ perspective with the

teachers’ ideas and experiences in the structured interview.

3.5 Ethics

As a first step, the control list form for the application prepared by the
Middle East Technical University Human Researches Ethical Committee was
completed. The intention letter to the headmaster of department of English
Language Teaching in Middle East Technical University was written with the
summary of the study iﬁcludirlg the research problem, the purpose of the study,
the significance of the study and the methodology of the study attached. The
request letter of the thesis supervisor, Assist. Prof. Dr. Nurdan Giirbiiz, was
signed. The form which should include detailed information about the research or
the study and which was prepared by the Middle East Technical University
Human Researches Ethical Committee was completed. Another form, which is
Project Information Form for application (Draft ), was completed so as to provide
the Committee with the detailed information about the study. All the participants
read and signed the consent form. Finally, all the required papers with required
attachments were submitted to the Middle East Technical University Ethical
Committee to wait for their acceptance and permission for the conduct of the
study. As soon as the researcher was provided with the information that she was
permitted to conduct her study by the Ethical Committee, the research process

started.

3.6 Summary
In this chapter, qualitative research was defined as the methodology of the
study. After a brief explanation of the method, the reasons and appropriateness of

this research method to this study were discussed. The design of the study was
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determined as a case study with the reasons and explanations of its
appropriateness to this study. The data collection tools were defined. As for the
structured interview with teachers, the reasons why the researcher selected this
instrument was discussed, and the approach followed and implemented in the
structured interview was defined by the researcher as interview form approach
and standardized open ended interview approach. The reasons why the structured
interview in this study falls into the category of the two approaches mentioned
above were also explained and discussed. The procedures in preparing questions
for the structured interview were mentioned, and the important points that were
paid attention in preparing the questions were explained. The procedure of
selecting focused group interview with students was told and the reasons for that
selection were explained. The procedure during the preparation of the questions
was mentioned along with the significant points that are worth paying attention
while preparing questions. The procedures of the preparation of the lesson plan
were described in detail, and the selection of material was explained with its
reasons. This chapter also included detailed information about the setling
(institution), course including students’ prerequisites for the course, and the
participants. The detailed information about the data analysis procedure was

followed by the process of the Ethical Committee.
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CHAPTER IV
DATA ANALYSIS

4.0 Presentation

The data will be analysed in three main parts, analysis of the instructors’
answers for the interview, analysis of students’ answers for the interview; analysis
of the students’ test results, all of which were analysed descriptively. The data,
moreover, was analysed in relationship with one another focusing on some
striking points and examples based on the differences and similarities among the

three data. The chapter also includes a summary.

4.1 Findings of the Interview with the Teachers
4.1.1 Question 1

After having a look at the instructors’ answers to the interview questions, it
would be useful to analyse it within the framework of some key words.

Although each instructor focused on different points during the interview

while answering the question, it is possible to recognise common points.
All of the instructors who participated in the study stated. that there are many
components which construct language awareness, which is a vast term in meaning,
and in fact, difficult to define. For that reason, it is possible to see one instructor in
many categories.

18 out of 20 claimed that cultural knowledge is a great part of language
awareness, which means that only Inéi;ruétof 10 and 18 did not mention culture.
While Instructor 10 said that it is rather the Aabi]ity in four skills than memorising
the formal aspects of a language, which allows language learners to be able to
conceive the language as a whole. She also focused on the idea that language

awareness is the ability to use the language.
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Instructor 10: Dili kullanabilme giicii. Tiim becerileri, okuma,
konugma, yazma, dinlediini anlama tiim bu becerilerin egit
olarak kullanabilmesi. Sadece gramer, ya da sadece kelime
ezberlemek gibi degil. Biitiinii algilayabilme yetenegi.
Bilimsel, yani metabilissel olmasi gerekmez. Bence pratik
anlamda kullanabilme halidir dil farkindalig1.
Instructor 18 agreed with the idea and added that it is also the ability to

compare the target language with his/her own, and to use four skills efficiently.

Instructor 18: Yeterli miktarda bilgi ve uygulamayla ancak dil
farkmdab olusabilir. Yabana dil dgrenirken kisi bilerek ve
gercekten dgrenmek isteyerek calisirsa hem bu dilin hem de
bu dille kendi ana dilinin farkhbklanm tespit eder. Sadece
smav gecmek icin dil 5grenen bir stratejileri 6grenir ama dili
dgrenemez. Bu da farkindalik eksikligidir, Dil farkundaligy
sadece dil bilgisi bilmekle degil 4 skills bir arada olursa ve
hepsine egit dnem verilirse ortaya gikar.

10 out of 20 stated that grammar is also a part of language awareness. 8 out
of 20 agreed on the idea that language awareness cannot be formed without
vocabulary knowledge including how the words are formed.

As for pragmatics and discourse, 10 out of 20 stated that these components
. also play an important role in Janguage awareness.

As mentioned above, though they are small m number, some instructors (4
out of 20) claimed that without knowledge of all four skills, language awareness
cannot be completed. In other words, they emphasised the ability to put what is
learned into the practice.

In a similar vein, a minority of the instructors (3 out of 20) stated that it is
also the knowledge in fixed expressions, including national expressions, idioms
and proverbs. However, none of them mentioned the appropriate use of such
expressions,

Only 1 out of 20 claimed that language awareness also includes knowing
the purpose for learning that language.

Instructor 8: Bircok bilegen var tabi, dil farkundaligz deyince.
Dilbilgisi, kelime bilgisi, kiiltlir de tabi girer igin igine. ...bir de
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yasadigin yer ve dili ne i¢in hangi amag dofrultusunda
kullandigiru bilmek var bence.

It is interesting to find out that although they all agreed to use literary
works, 2 out of 20 said that it develops communicative skills through the dialogues
between the charecters when Instructor I stated that it should be used only for

creating cultural knowledge, not for spoken interaction.

Instructor 1: Nitekim Ingiliz dilinin ne igin 6gretildigi de
dnemlidir. Giinlilk islerin _halli icin edebi eserlerden
yararlanmak dil 6gretim ydnteminde pek yer bulmaz. Bunun
yerine killtiirel ve sosyal 6geler agirhik kazanmahidar.

As it can be understood that a vast majority of instructors defined language
awareness from a holistic view, which considers multi-layered feature of the

concept, language awareness (see Table 1 in the Appendices).

4.1.2 Question 2

Although it seems that the participants’ answers do not correlate with one

= ' another, they, in fact, serve for one common view, which is the importance of
using literature in language classrooms.

3 out of 20 stated that they prefer using literature in language teaching
since variety is important in language classes. (Instructor 2 and 8 had one more

reasons in one question which are included below.)

Instructor 2: ....Ustelik dilsel anlamda da farkh dil degigkeleri
(language variety) icerdiginden hem dilbilgige]l agdan hem de
fislup bakimindan Gprenciyi besler. Diger metin tiirleri de
elbette faydahdir ama bana kalirsa edebi metinler dogalliklar:
bakimindan daha etkilidir. Yani hem' hedeflenen bilgiyi
(ditnya bilgisi) indirekt bir sekilde, gaktrmadan kazandinr
hem de dil degiskesi zenginligi vardir. Bu anlamda ana dil
ortarruna daha yakm diye distinityorum.

7 out of 20 stated that they are valuable to construct cultural background

for the students.
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Instructor 15: Kesinlikle, giinkil bir dili 6grenirken o dilin
kiiltiiriinii de ofrenmek gart. nasilki matematik Sgrenirken
{lkénce mantifiny dgrenmeye cahgiyorsak dil 6grenirken de o
dilin mantiginz dgrenmek o dilin kelime ve ya gramer
yapilarini ezberlemekten daha kalici olacagim digiinityorum.

For 6 out of 20 it is useful for it is interesting and it is widely known that

when a student develops a positive attitude towards learning, he/she can learn

easily. (Instructor 12 had one more reason which is included below.)

Instructor 12:  ..Jisa hikayeler hatta romanlar gibi
challenging materyaller kullanmak c¢ok daha eflenceli ve
kendine giiven verici olabiliyor. Ote yandan bu gekilde ok
daha orjinal dersler iglenebilir ve dil dgretmedeki rutinin
mekanik yapisiun biraz olsun digina gikma ganst bulunabilir.

4 out of 20 mentioned that they are in favour of using literature in language

teaching as it provides a natural context for the students.

Instructor 17: Evet. Edebiyat dilin kullanum yontemlerine en
iyi ornektir. Ofrenciler 6grendikleri dili authentic bir materyal
sayesinde daha kalic bir sekilde Sgrenirler. Bir context icinde
grendikleri igin de &grenme daha anlamb olur.

Though they are small in number, 2 out of 20 stated that it develops

metacognitive skills.

Instructor 7: Tabi ki taraftanyim, kullanism. Ben edebiyah
hayat: icine alan bir gey olarak gbrityorum. Sadece hukuk, tip
iceren metinler okutmakta daha farkh deZerler tagiyor. Edebi
tiirler dgretince 1 tasgla 5 kitg. Okuyanlara sen giicii vermiyor
mu? Mesajlar implied verilir. Analiz kritik diiglinme becerileri
geligir.

2 out of 20 claimed that it develops communicative skill through the
dialogues between the characters. (Instructor 11 stated one more reason which is

included below.)
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Instructor 4: Konugma becerisi de var tabi. Edebiyat ashnda
onu da geligtirir. ...konugmaya gegmeden On hazirhk
saglamasi da énemli olacaktir. Tabi ki bunlar canlandirma /
drama ile de geligtirilirse cok biiyiik 6nem kazanacakr.

1 out of 20 claimed that it is challenging which reminds us 1+ rule in

language teaching. (see Instructor 12 above.)

1 out of 20 claimed that literature appeals to emotions and thus, it fosters

emotional response.

Instructor 9: Hepsi sonugta gretir ama bazilarmn avantajlar:
var....Yani digerleri dil 8gretir evet ama igte boyle bir hikaye,
hem dil 8gretir, hem de sikicai olmaz, unutulmaz, duygularia
paralellegtirilir.

1 out of 20 also stated that it is even useful for pronunciation and

intonation.

Instructor 11: Edebiyatta giinlitk dil kullanumian, karakterler
aras diyaloglarla saglanmgs mesela. Pronunciation, intonation
1 bile geligtirit. Hoca okur mesela, Srnek tegkil eder.
Makalelerde pek giinliik dil yok o agidan.

When the instractors were asked whether they prefer to use literature or

other written texts such as newspapers or magazines, they answered as below:

5 out of 20 stated that literature suggests more than others depending on

various reasons.

2 out of 5 stated that they prefer using literature as it is the muost

appropriate and elite use of language. h

Instructor 3: ....Oniine gelen makale 'gazete yaziyor, dil
kurallarmdan anlamayan, kendi diline yabana bircok adam
yaziyor gazetelerde orada burada....edebi metinler dilin
kullararm konusunda gok daha segici ve elit.
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2 out of 5 stated that it is richer in vocabulary. {Instructor 2 and 8 stated one

more reasons which are included below.})

Instructor 8: Ayrica bence edebiyat drekleri vermek dili
kendi zenginligi icinde sundugu icin ¢ok daha Sgreticidir.
Mesela edebi bir eserde bir tasvir yapilirken bircok farkh
kelime kullaralir ve bu da Srnegin kelime 6grenmek agismdan
cok faydalidir,

1 out of 20 stated that she prefers using literature as it gives information

about the culture of the country in which the target language is spoken.

Instructoxr 2: Iste edebi metinler tam da bu sorunu
giderebilmek icin bag vurulabilecek en dogru materyal bence.
Az dnce dedigim gibi, dil farkindahif belli bir (biligsel) diinya
bilgisi gerektiriyorsa, bu diinya bilgisi de yap: Ogretir gibi
instructionla 8fretilerniyorsa, diinya bilgisi dedifimiz geyin
ayni ana dilde edindigimiz gekiiyle kendilifinden olugmasim
saglamak gerekir. Eger Ofrend, ofrendifi dili ortanmnda
grenecek kadar sanshi degilse, dinya bilgisinin kendiliginden
olugabilmesi i¢in edebi metinler Snemli rol oymar, cinki
; edebiyat bir killtiir {iriiniidiir, o dile ait toplumun kiiltiiriini
. yansitir. Hatta iginde kiiltiir 6geleri igermese bile, o dilin, ©
toplumun biligsel ézelliklerini, dinya bilgisini indirekt olarak
yansiir. Bu nedenle bence yapay da olsa bir dil ortami
(language environment) saglar.

1 out of 20 said that literature is more interesting than the other styles.

Instructor 8: Edébiyat metinleri diger metinlere kiyasla daha
eglenceli ve ilging gelebilir ogrencilere. Ciinkii olay orgiisii
ilging. Kullamlan dil de ilging tabi. ...Diger materyallerde '
daha kuru ve diiz bir anlatim mevcuttur.
7 out of 20 could not decide on whether they prefer literature or
newspapers, however, they answered as if they were more likely to favour

literature for several reasons.

3 out of 7 said that it is more interesting.
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1 out of 7 claimed that although newspapers display the modern use of
language, however the archaic use of language which lays behind the modern one
can be also beneficial.

"2 out of 7 claimed that literature reflects culture more than other written

texts.

Instructor 11: Kiiltiirel olarak da, bir Ingﬂlz dergisinden bir
kesit alsak, evet o giinkil olaylan anlathgimdan anlatan birkag
kiiltiir parcast yakalanabilir. Ama tam olarak yansitmayabilir,
yani edebiyat kadar yogun ele almayabilir kiiltiril.

1 out of 7 stated that it is more appropriate for the young learners.

Instructor 5: Edebiyat kiigik gocuklar igin ¢ok uygun bir
kaynak ¢linkil kiigiik yagtaki dgrenciler igin masal ve hikayeler
daha uygundur diye diigiiniiyorum. Ciinkil hem efitici hem
de dgretici yondedir.

5 out of 20 stated that they prefer newspapers and articles to literary texts
for they are more interesting and realistic, and for they are more functional. 1 out

of 5 did not state their reasons for his preferrance.

Instructor 14: Dergi ya da gazete kiipiirleri derslerde sik sik
xullantlan materyaller arasindadir. Edebi metinlere gore
giincel olmalar: sebebiyle daha ilgi gekici olabilir. Onemli olan
dgrencilerde dil farkindahfn yaratmak ise, dogal olarak
dgrenciler dgrendikleri yabanci dilin iilkesinde olup biten
giincel olaylan daha ilgiyle Ogrenmeye calisacaklart
soylenebilirbunun diginda teknolojinin getirdii faydalardan
biri olan internet sitelerini de ders materyali olarak tercih
edebilirim, | -

Instructor 16: Iletisim icin daha iglevsel ve pratik olan edebi
olmayan metinleri tercih ederim; ama efer Ofrenenin
bekledigi hedef dilde yiiksek bir yeterlilik ise; dengeli bir
sekilde kullaninm materyalleri.

3 out of 20 said that they can prefer both of them depending on the

purpose. 1 out of 3 stated that he prefers literature for deeper analysis of language,
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but newspapers for spoken language. 1 out of 3 said that she prefers literature for
teaching vocabulary while newspaper or magazine articles for spoken language. 1
out of 3 expressed that both are useful on the condition that it appeals to the
students with respect to their age, level of language knowledge and interest.

Tn that sense, Instructor 8, 19 and-16 share the same view with Instructor 1
when they implied that literature is not a useful source to develop spoken
production. It will be useful to remind that Instructor 4 and 11 indicated. that it
fosters speaking abilities of the students as mentioned in the analysis of the first
question. |

To sum up, a vast majority of the participants stated that it is important to
use literature in language classes for different purposes (see Table 2a and 2b in the

Appendices).

4.1.3 Question 3

All of the participants agreed on the idea that literature contributes to
language awareness depending on different reasons.

1 out of 20 stated that it is more interesting. (Instructor 10 stated one more

reason which is included below.)

Instructor 10; Edebiyat, dil farkindah@ olusturur. En basta,
ilgi ¢ekerek olugturur. Ogrenci o konuyla ilgili yorum yapmak
ister, duygu, diigiincelerini paylagsmak ister. Elegtiri yapabilir.
fyi yaz1 ve konugma dersleri gikar yani edebiyat metninden
dogru secildigi takdirde tabi. Sadece gramer bazmnda degilde
iste tiim bu bahsettigim dil becerileri geligtirir. Yani 6grend
severse ders etkin olur, Bu tabi digérleri (makale, gazete igin .
de gecerli) yani digerlerinin de ilgi cekici olanlart var. Mesela
Face2face de “Modern Man” diye bir béliim var. Iginde ild zit
goriiglii makale var. Biri erkekler 21. Yy.da modern olsun,
eslerine yardum etsin fikrini savunuyor, digeri, erkek iyi para
kazanuyorsa, kadin evde oturup, cocufuyla esiyle ilgilensin
diyor. Aksi halde kadmn yorgun olunca gerekli ilgiyi
gosteremez, iletigim koparms. Neyse, mesela cok ilgi cekti.
Neden yaslarina da uygun. Hepsi evlenecekler veya onlerinde
somut Srnekler var. Tabiki bunu bir hikaye iginde anlatsa,
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duygularda igin igine girer, daha alilda kaha olur o
hikayedeki kelimeler ya da gramer kaliplar. Bir ciftin arasinda
gegen diyalog, konugma dilini de yansitir. Karakterler yoluyla
yaganmarug olsa bile insana deneyim, yaganmuglik kazandirir.
Yani digerleri dil 6fretir evet ama igte boyle bir hikaye, hem
dil 8gretir, hem de siaa olmaz, unutulmaz, duygulara
paralellestirilir.

6 out of 20 claimed that it makes the new learned information more

concrete with the help of a meaningful plot. (Instructor 7, 8 and 13 stated more

reasons which are included below.}

Instructor 7: BEdebiyatin igine dahil olsa daha anlamh gelir.
Iligkiler ciinkil daha iyl kurulumugtur. Ayn ayn degil de
biitiin. Yani shakespearin Danimarka da yazmas o dénemde
ingilterenin elestiriye agik olmadifina anlatiyor. Boylece
Shakespeare merak konusu oluyor digiiniiyorsun. Giinkii
elestiriyor, elegtiriliyor, kendin bulunca kendin kesif edince
havada kalmiyor. Bunu direk anlatan bir makale okusak soyut
olurdu.

1 out of 20 said that it develops strategic competence.

Instructor 18: Daha cok okumak reading strategies geligtirir.
Hizh okuma. anlama yetisi kazamlabilir. Uzun textlerden
olugan toefl, iids, kpds gibi smavlarda da aym teknikler
kullanildi@ icin smavian rahat gecmeyi saglar.

4 out of 20 claimed that it is because literature includes all the components

of langudge awareness.

Instructor 11: Ogrencilerde dil gelisiminde katlada bulunur.
iste daha 6nceden de belrttiim gibi, hem gramer, vocabulary
hem de kiiltiirel dzelliklerin hepsini bir arada barmdirmas: )
nedeniyle. o :

~ 1 out of 20 mentioned the relationship between language and meaning.

Instructor 12: Edebiyat insam dil iizerine diiglinmeye, dilin
varolus fizerindeki etldlerini sorgulamaya, dilin kéklerini
araghrmaya yoneltebilir. Dil anlam iligkisini sorgularken ister
istemez bir dil farkandahg: s6z konusudur.



1 out of 20 mentioned the relationship between language and literature.

Instructor 15: Edebiyat dil farkandah@ olusturur. Ciinkd
edebiyat olugturan sey dildir. Dil ve edebiyat birbirinden aym
olarak diigiiniilemez. Edebiyat derslerinde ilk olarak da
gordiigiimiiz konm dil ve dilin yapisidar.

7 out of 20 claimed that it reflects cudture,

Instructor 13: Evet olusturur, 6zellikle Kkiiltiir, discourse,
pragmatics, ve de kelime anlamunda. Discourse anlaminda
edebi metinler bir dilde konugmarmn nasil yapildigiru ortaya
koyar. Bir ricada bulunurken (restoranda garsonla aranizda
gecen bir konusma gibi pragmatik bir konugma degil
yalmzca), reddederken, onaylarken, soyut diistincelerin
paylagildign ~ bir  konugmanm  masi yiiritildiiglintn
goriilmesini saglar. Ayrca bu metinlerde ckuyucunun
karakterlerle ve metindeki olaylarla Gzdegim saglama
egiliminde olmas: dfrenilenlerin daha akhda kalici olmasini
da saglar kamumca. “Authentic” bir sohbetin en gergek
Smnegini (film senaryolarmn da birer edebi metin oldugunu
goz oniinde bulundurarak) bir filmde ya da bir edebi metinde,
yani dil dgretmek amaciyla yazilmamug yazih materyallerde
bulabiliriz. Dergi- gazete makaleleri bilgilendirmeyi
amagclayan yazilardir, iletigim kurmayl degil dolayisiyla bu
baglamda bagansiz olurlar (iletigimsel becerileri gelistirmekte).
Ornegin ben kendi &frencilik deneyimimde “scapegoa o
ifadesinin kiiltiirel arka planini, okudugum edebi metinlerden
8grendim, bu ifadenin gok benzeri “black sheep” deyimi ile
farkimi' da bagka her hangi bir metinden &grenemezdim.
ingilizcede de bir insaru scapegoat olarak nitelendirmekle
black sheep olarak nitelendirmek arasinda bilyiik bir fark
bulunmakta. Bu kiiltiirel- etimolojik fark: bilmeden iki deyimi
de uygun bir gekilde kullanmanimn imkam yok..

1 out of 20 stated that it contributes to language awareness as there is no

room for memorising in literature as everything is in its natural context.

Instructox 8: Evet olugturur, mesela 6grencilik yillarimda tarz
olarak sevdigim ve etkilendifim yazariar gibi yazmaya
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calistigmu farketmigimdir. Ya da okudugum romanlar, siirler
ve tiyatro oyunlanndan akhmda kalan geyler hala
derslerimde 8rnek olarak kullaninm. Bu gibi ¢arpicr ciimleler
benim aklimda kaldign gibi 8grencilerimin de aklinda kalir ve
onlar da bu tip yapilar ezberlemeden, kendi dogallif icinde
dziimsemis olurlar.

1 out of 20 said that it creates a perfect opportunity to practice what has

been learned.

Instructor 2: Edebiyat, bilisimsel anlamda belirli bir diinya
bilgisi sagladal i¢in elbette dilsel farkmdalig artirir. Dile dair
instruction yoluyla oOrenilmis yapilarm iglevsel —olarak
kullanwmm gdz éniine serer. Boylece dgrenmeye/6gretmeye
cabghfumz dili aym anda her iki boyutuyla, form and
function (yap1 ve iglev), ele alma imkamurruz ohur.

1 out of 20 claimed that it evokes curiosity.

Instractor 7: Rolit var. Hem kelime-ciimle bazinda destekler
(onu cofu metin destekler ama) kiiltiirel, toplumsal mesajlar
bazinda eksik kalir, Yani dil farkindalifirun o bdkimiinde
cksik kahir. Pathfinder da mesela fact file da vardi ama sanki
ezberlenecek bir seymis gibi yani bilgi yiiklemesi. Sikaci yani,
Edebiyatin icine dahil olsa daha anlamb gelir, merak
uyandinr. iliskiler giinkii daha iyi kurulumugtur. Ayn ayn
degil de biitiin.

1 out of 20 stated that it is because it has an emotional aspect.
Instructor 3: Edebiyat her konuda dil &3rencilerine fayda
saglayacaktr. Daha onceden de belirttifim gibi dilbilgisi, .

kelime, kiiltiir altyapist. ..."Bir kere duygusal boyut oldugu
icin kazandirnr. '

As it can be easily understood literature contributes to language awareness

in several different ways (see Table 3 in the Appendices).
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4,1.4 Question 4

When the participants were asked whether it is possible to teach vocabulary
through literature, a vast majority of them agreed on the idea that it can be
regarded as the best way to teach vocabulary.

1 out of 20 stated that it gives students the opportunity to personalise or

internalise vocabulary items.

Instructor 10: Kelime Ogretir tabi. Ama pekigtirilmezse ise
yaramaz bence. 1lla bir aktiviteyle tekrarlanmasi lazim. Ya da
hikayeyi okur 6grenci, bir daha o kelimeyle kargilasmaz ve
jhiyac duymazsa yine Ggrenmemis olur. Ayni ey digerleri
icin de gecerli, o da Ofretir ve tekrar edilmezse unutulur.
Mesela face2face’de iinite bagindaki kelimeler, her reading,
listening, writing, speaking, review kisumlarinda geger.
Edebiyah bdyle dizayn etseler yine tercih edilir, dedim ya hem
bunu bagarir, hem ¢ekici kilar. Hem de duygusal anlamda da
o kelimenin igsellestirilmesine yardima olur.

5 out of 20 stated that it makes vocabulary easy to learn and remember
through depictions, plot and imagery and in a context. {(Instructor 2, 3, 5 had one

more reasons which are included below).

Instructor 11: Evet. Olay orgiisiiniin, dzellikle dogru secilmis
metinlerdeki kelimeleri ahyor hafiza. Aslinda 6grenci severse,
her gekilde Ofrenir. Ama edebiyat daha zengin. Mesela
Poe'nun the House of Usher mn da, o ev tasvir edilirken birgok
kelime jrendi dgrenciler. Imagery’ler var. Zevkli bir sekle
sokar edebiyat Ofrenme siirecini. Kelimeler o tasvirle
gdziimiizde canlaniyor. Gramer bilgisi ya da gramer i
metinden bafimsiz 6grenmek sikict ama edebiyat farkinda
olmadan 6gretiyor. Implied Bgretiyor. Ana dil gibi degil belki
ama dolayh ogrettigi kesin. '

1 out of 20 said that it teaches vocabulary through appealing to emotions.

Instructor 12: Efer seviyeye uygun secilirse edebi eserler veya
onlardan yapilan ahntilar kelime Ggrenmek igin cok faydah
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olur. Bunu , ozellikle akilda kaha olduklan, iyl edebiyat
esetleri insana ve hassasiyetlerine cok daha iyi hitap ettikleri
icin rahatbkla yaparlar. Aym zamanda edebiyat kelimelerin,
ifadenin ve dilin smurlarmu  zorladift igin  SFrencileri
grenirken daha da yaratia olma konusunda tegvik eder.
Gazete ve dergilerden de birgok kelime orenilebilir ama
dogru edebi metinleri bulabildiginiz stirece, Ogrenici kitlesine
uygun metinleri kullandifimz siirece edebi eserler gibisi
yoktur,

1 out of 20 claimed that it achieves teaching vocabulary as it creates

associations in mind.

Instructor 17: Kesinlikle dyle. “guess from the context” kelime
bgretme yonteminin en iyi uygulanabilecegi alanlardan biri, ki
bu da Ofrenen kelimelerin uzun siire unutulmamasi
saghyor. Eger 8grenci edebiyatla figiliyse veya okudugu eseri
sevdiyse Ogrendifi kelimeleri eserle bagdagtiracak ve
unutmayacak. Gazete ve dergi gibi materyallerin de ayn:
derecede etkili oldugunu dusunuyorum. Yani genel olarak
authentic materyallerin hepsi kelime 6gretmek igin en iyi yol.

1 out of 20 stated that he prefers literature to teach vocabulary because it is

more possible to find vocabulary items according the students’ level.

Instructor 18: Yukanda dedigim gibi seviye uyguﬁ olursa
materyal olabilir. Oneml olan target vocabulary seviyeye
uygun olmah ve ne amagla kullarufacag iyi tespit edilmeli.
Gazeteden pargalardan makalelerden, her seviyeye uygun
bulmak daha zordur.

2 out of 20 stated that it teaches vocabulary as it is the richest source with

respect to vocabulary use.

Instructor 2: “Edebi metinler kelime d§retmek igin faydal: bir
materyal ¢iinkii her geyden once belirli bir baglam (context)
sagliyor. Taruma-dayal (definition based) sdzciik 6gretiminde
hem hedeflenebilecek sdzciik sayist baglama dayalr sdzciik
dgretimine gore daha az , hem de grenim kaha degil, yani
ezbere dayandig icin daha ¢abuk unutulabiliyor. Baglam hem
stzciiklerin kullanildig dilsel ve iglevsel ortami (linguistic and
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functional/communicative environment) sagladigr icin daha
etkili, hem de sbzciigiin anlamu bir takum biligsel stratejilerle
gkanmsandigy (inference) igin daha kaha. Edebi metinler
difer metin tiirlerine gore daha etkili clinkil sdzciiklerin
anlamlanm ¢ yonlit icerir: referential mening (primary
meaning), affective meaning (connotations, secondary and
figurative meanings), pragmatic meaning (in a particular
situation). Ayrica sdzciikleri  anlambilimsel  iligkileri
dogrultusunda dgrenme imkam da saglar (lexical semantic
relations such as synonymy, antonymy, hyponymy, etc.

2 out of 20 were indecisive about which style teaches vocabulary better

adding that it depends on the purpose.

Instructor 1: Kelime &fretiminde edebiyat iyl bir yer tutar.
Ciinkii edebiyat kelimelerin tistiin kullamnm demektir. Yeni,
farkh ve benzer kelimelerin 6gretiminde edebiyat haliyle genis
bir olanaktr. Mesela bir edebiyat dergisinde kelimelerin
diizgiin ve gegitli kullaniun bulmak miimkiindiir. Ama bir
gazetede daha ¢ok konusma diline yonelik, giinkik dille ilgili
kelimeler bulunur. Dil 6gretiminde amaca gore bunlar degisir.
That's it depends.

2 out of 20 stated tha they prefer both literature and magazines or
newspapers depending on the purpose. 1 out of 2 claimed that he prefers to use
literature in vocabulafy teaching for the advanced learners, otherwise for basic
students, magazine articles according to their level will be enough. 1 out of 2 stated

that she prefers to use magazines or newspapers to teach phrasal verbs, but

literature teaches thematically classified vocabulary items.

Instructor 4 Ust diizey dil efitiminde farkh kelimeleri
Bgrenirken edebiyatin bilyitk artlan var bence ancak temel
.diizeyde bir Ingilizce egitiminden stz ediyorsak gazetenin
mesela yeterli olacag: kanisindaym.

Only 3 out of 20 opposed the idea that literature js an efficient way to teach

vocabulary.
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Instructor 14: Gazete ve dergiye gore edebiyat iyi bir materyal
olarak gorillmeyebilir. Edebi eserler ozellikle heniiz erigkin
olmayan yabana dil 6gencileri agisindan sikia bir materyal
olarak goriilmektedir, ya da var olan kelime bilgilerinin edebi
metin igin eksik kalacafi korkusuyla isteksizlik yaratabilir.
Konuyu yeterince kavrayamamalari da buna bir etkendir
tabiki. Gazete ve dergi yazilarn hem kisalik hem de konuyu
pzetleme balimindan daha faydahdir diyebilirim. Fakat bir
kez daha sBylemek gerekirse seviyeye uygun materyal segimi
cok Onemiidir.

(see Table 4 in the Appendices)

4.1.5 Question 5

It is possible to divide the participants into three groups: supporters (who
support the idea that it is possible to teach grammar through literature), non-
supporters and the group who supports the idea that the best way is to use both
literature and other materials to teach grammar.

14 out of 20 supported the idea that using literature is an efficient way to
teach grammar for several reasons. 1 out of 14 stated that it shows various ways of

saying one thing.

Instructor 4: Yine aymu sekilde kisa ifadeleri kullanma ustahg
edebiyattaki gramer kullarimlarim bilmekten gegiyor. Normal
sekilde uzun uzun yazma egilimi edebiyat egitimiyle ortadan
kalkayor. Bu aym zamanda giindelik kullanunda biiyiik
avantajlar - saghyor. Mesela “ Potholing was hard to
experience” ifadesi yerine uzun olarak “ people found
potholing hard to do ya da “people tried hard to do potholing
/" gibi dogru ancak daha zor kullanmmlan tercih edebilirdik.
Bir bagka Omek olarak inversion yapismmn kullanumiyla
edebiyat yaymlarmnda cok kez Kargilagmugtik, Inversion ne -
demektir, bunu hepimiz biliriz ancak normal metinlerde pek
nadir karsinmiza ¢ikan bu yapiy: romanlarda bubmak mitmidin.
Mesela “ nothing was known about “the Great Fire in
London” yerine “ Little did we know about The Great Fire of
London “ kelimesini edebi yaymnlar sayesinde ¢ok stk
kullanabilmekteyiz.
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5 out of 14 claimed that it is rich in structure. (Instructor 11 and 8 expressed

one more reasons which are included below.)

Instructor 11: Edebiyat ¢ok zengin bir metin tiiriidiir, birgok
kalibi bir metinde gorebilir 6renci. Ozellikle de novella, short
story’ lerde. Tekrar tekrar gérerek 6greniyorsun, bilingaltna
yerlegiyor kullaramlar...

2 out of 14 said that it teaches beter as it presents the most appropriate and

elite use of language.

Instructor 1: Daha dnceden de belirttigim gibi edebiyatin diger
tiirlerden farks var dil kullanim agisindan. Edebiyat, gramerin
diizgiin kullanddifs yerdir. Tabil ki gramer 6gretimine katks1
olacakdtir.

1 out of 14 stated that it provides the teacher with a creative source for

grammar teaching while it processes cognitive skills of the learners.

Instructor 2: Elbette ki gerek edebi olsun gerekse diger tiirler,
okumanin dilbilgisi 8grenimine/6gretimine katkisi vardur. Bu
nedenle zaten giiniimiizde dilbilgisi ve biitiinlesik beceriler
(okuma, yazma, dinleme) bir biitiin olarak kabul ediliyor.
Dilbilgisel yapilar belirli iglevlere hizmet ediyor sonugta ve bu
iletisimsel iglevlerin (communicative function) farkinda
olmak, &grenciyl hem motive eder hem de farkindahfuu
. arttirir. Okuma esasmda yorumlamaya (interpretation) dayah
bir zihinsel siirec. Yorumlama da okuduklarumzin world
knowledge' 1mmza refer edebilmesi durumu diye
dzetleyebiliriz. Bu cerceveden bakildifinda (Ive 2. sorularda
belirttigim gibi) edebi metinler diinya bilgisini olugturmada -
daha etkin oldugu igin okuyucuyu yorumlamaya daha gok
mecbur birakar. Dolayis ile zihinsel agdan daha gok process
ettirir ve dgrenme daha kalia olur.
3 out of 14 stated that it teaches grammar in a meaningful context.

Instractor 5: Natural language, modifiye edilmemis. Dilin en

yaratici hali. Ofrencinin gramer oyunlanm yani bir ciimlede
birden fazla karmagik yapiyr gorebilecegi yer. Cegit fazla,
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zengin. Bu zenginlik i¢ginde &grenir. Mesela grammar in use
gibi bir textbook contextten armnmus ciimleler var. Ama
edebiyat o context i gramer de de verir. Onu gdre gbre dfrenir
ve icsellestirir. Ancak bdyle kullanabiliv 6grendiklerini.
Gramer kitaplan unutulabilir mesela. Bir de gramer
kitaplarinda dil kullanim esnekligi yok. Edebiyatta gramer
esnektir. Slang kullanumlar mesela. Argo da dilin ve kiiltiiriin
bir parcas: sonugta. Dil 6grenmek igin biitiinii bilmek lazim.
Ingiltere’ye gittin, kavga ediyorsun, Behave yourself deyip
olmaz yani. igte o zaman bu kullarum out of context olur.

2 out of 14 claimed that literature is interested in how to say rather than

what to say as newspapers or magazines.

Instructer 7: Diger yazinsal dokiimanlar sanki iyl gramer
bgretmez. Clinkii boyle metinlerde sdylenmesi istenen gey
daha dnemli- 6grenci nasil sbylendiginden gok ne soylendigi
ile ilgilenir. Edebiyatta daha kompleks ciimleler var. Hem de
nasil sbylendigi fiizerine dikkat cekiliyor. Siir bazinda
bakarsak, siirlerde devrik yap1 vardir. Bunu bir tip metininde
gliremeyiz. Bazilan gramer dgretmek amacl
hazirlamyor(makalelerde) ~ edebiyat amagsiz  kullaniyor
grameri ve o kadar giizel kullaruyor ki bu boyle sOylenir

'~ diyoruz. Mesela kimse bana vurgu dgretmedi. Ben i do like

kalibiru edebiyattan dgrendim. Merak edip hocaya sordum.
Kural gibi gelirdi bana dgretilseydi, yani unutmaya megilli
olurdum. Mesela ana dilimizi kimse kurallan ile dretmedi
ama ¢ok kiiciikken de gramer bakimundan dogru ciimleler
kullanabiliyorduk. Yani biling altndan &gretiyor sanki agik
secik degil de. '

1 out of 14 said that it is interesting and for this reason, it can teach

granmfaar.

Instractor 10: Aym sekilde okudugu seyi severse, gramer de
icsellesir. Daha akilda kaliax olur ayru gekilde. Mesela “To be
or not to be, That ‘s the question” . Shakespeare’den
sgrendiler, Ingilizce bilmeyenler bile wunutmuyor bunu
soyleyebiliyor, hem de biliyor anlamini. Mesela, smavda bir
dgrenci  instruction 1 anlamadign  icin, ahstirmalan
cdzemeyecegini sdyledi, benden yardim istedi. O da bir dlgme
sonucta. Ben de “that’s the question” dedim. Instruction 1
anlamayan grenci ona giildii, anladi, tepki verdi. “Ne bu o
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soru mu, ne dedi hoca” demiyor mesela. Demek ki ona carpia
gelmis. Biz de oyle deBimliyiz? Farkh olana ilgi duyarnz.
Mesela, Present Simple Aspect dfretilecek. Hamlet yazilsa
present simple da ne iyi olur. Birbirinden bafumsiz 100 tane “1
go to the cinema” Ogretmekten daha iyi bir yontem, daha
akilda kahict. Hem iizerine diigiiniilitr de tartigthr. Bir de gore
gore 6grenir ve biraz duygulara da hitap etmis olur. Mesela
bir siirin bir ciimlesini hayat felsefesi edinen biri, diyelim ki o
ciimlede “she needs” diyor, onu dgrenir. Yoksa sen istedigin
kadar anlat, she ~s takist alir de, nafile.

1 out of 14 claimed that it gives opportunity to practice.

Instructor 11: Edebiyat her konuda zengin bir thr zaten.
Kisacas1 diigiince ve duygu bakimundan zengin olugu igin,
writing, discussion gibi aktiviteleri de tetikler. Pratik olanag
saglar bir bakima.

As for the non-supporters, (3 out of 20 in total) 1 out of 20

literature has no aim at teaching grammar.

Instructor 6: Hayw, Ofretmez bence.  Edebiyat esithir
dilbilgisizlik. Tiirkce'yi diiglinelim. Anadilimiz. Bir hikaye
yazarken konugtufumuz gibi yazanz. Dolaystyla konugma
dilinde dilbilgisi arayamayiz. Edebi eser okurken amag,
kelime bence. Written/spoken dilde nerde olursa olsun. Ama
dilbilgisinde dikkatli olahm. Gramer &fretirken bence, dil
dgretmek igin hazirlanmug kitaplar, materyaller Tallandmals.
Edebiyat gramer dgretme amaa degildir ve giitmez de zaten.

stated that

1 out of 2 expressed that it may be difficult for the students as it exceeds in

limits in language use, therefore, it may be demotivating.

Instructor 12: Baz1 edebi eserler gramer Sfretimi aqsindan
sakmeals olabilir ¢iinkii bu eserlerde dilin sinurlan zorlanyor
dilin yapis: cesitli esnetmelerle iizerinde oynantyor olabilir.
Ote yandan birgok eser gramer ogretimine sbyle katkida
bulunabilir  Ofreniciler icin bir geyi zevkle okumakla,
hoglarna gittigi icin okumakla gbrev olarak okumak arasinda
bityiik fark vardir. Bu nedenle okuma konusunda iclerinden
istediklerini tercih edip not icin degil de kigisel geligim ve zevk
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icin okuyabilecekleri bir seckinin olmasi ok biiyiik bir avantaj
saglayacaktr. Boylece her biri kendi seviyelerine ve zevklerine
uygun metinler segebilecek ve sikalmadan okuma gansiu
edinecekler. Bircok durumda da gok sayida bilinmeyen kelime
jceren metinlerdense az sayida bilinmeyen kelime igeren
stkmadan okunabilecek, yeni kelime dgretiminden ¢ok bilinen
kelimelerin nasil kullaldifim gostermeye yonelik nispeten
daha kolay metinlerin segilmesinde fayda vardur.

3 out of 20 said that it is possible to teach grammar both through literature
and other materials depending on different reasons. 1 out of 3 stated that literature
can be used to teach narrative tenses, but in some situations it may be too difficult

for the students.

Instructor 13: Edebiyat ve hatta diger yazh metinler gramer
6 retiminde ancak lead-in ve practise bélirrlerinde yardima
olabilir bence. Oretilecek olan gramer yapisuun gectigi bir
metinle derse baglayip 6grencinin bu yapiya dikkatini
toplayarak buradan bir inductive dgretime  gegebilirsiniz.
Edebi metinler dzellikle de narrative tenselerin 6gretilmesi igin
oldukca uygun bir materyal olabilir difer yazihi metinlere
layasla. Ancak her edebi metin gramer kurallarna harfi
harfine uyma amacin glitmediginden Ofretmen ve Ggrencileri
kafa kangtma bir durum igerisine de stiriikleyebilir, buna
dikkat edilmeli. Bunun diginda practise agamasinda da “bakin
burada da ne demek istemis” seklinde bakilabilir edebi ve
edebi olmayan metinlere. Burada iki tiir arasinda ¢ok bir
aynm yapamasam da edebi metinler (daha serbest bir yazi
bicimi olmalanyla, tabii dénemsel dzellikleri gbz oniinde
bulundurularak) giinliik kullanim daha iyi yansima

. acisindan, diger metinlerse gramer yapisini kurallara nygun
bir sekilde yansitmalariyla amaca gore dikkatle secilmelidir,
Ama tek bagina hicbir yazili metin grameér dgretmeye yeteri
olamaz. ‘ ) '

1outof 3 expresséd that it is useful to teach inversions but newspapers and

magazines are preferable as they are simple and ditrect with respect to language

use.

Instructor 17: Var. Cimmle yapiart bu yolla incelenebilir,
gramer konusu igin Omek ciimleler ve context bu yolla

159



belirlenebilir. Gazete ve makale gibi yayimnlann da katks: var.
Aradaki fark sararim farkh gramer konularinda ortaya gkiyor.
Edebiyat eserlerindeki devrik climle yapist Vs
Deneyimlerimde gazete ve dergilerin daha kolay anlagildiginy
ve benimsendifini gtrdiim. Segilen kelimeler ve ciimle
yapilart 6frencilere gok zor gelmedigi icin daha ¢ok ilgi
goriiyor.

1 out of 3 said that it depends on the purpose.

Instructor 16: Edebi bir metinde climleler her ne kadar tek bir
yazann agzindan dokilse de nihayetinde o dlin bir
kullanumdir. Makaleler de aym gekilde buna katlkada
bulunurlar; fakat farkh acilardan. Daha dogrusu metinlerdekd
yazimsal farklhk cogu zaman farkh kallansmlan  da
beraberinde getirir; Srnegin; bir haber mansetinde kullanilan
dil ile bir kisa Sykiideki dil farkhidu; ama her ikisinin de
bilinmesi gerekir.

As understood easily, a great majority of the participants supported the
idea that grammar can be taught through using literary Works depending on
different reasons. However, it should be noted that there are also opposing views

to that which makes the question controversial (see Table 5 in the Appendices).

4.1.6 Question 6

When the participants were asked what cultural awareness is, while some
of them defined the term as to know about culture, the others defined it as the
ability to compare the target rcul‘ture with one’s own or the ability to associate
language with culture. Only one of them stated .that it is the use of cultural
knowledge in communication. B " |

15 out of 20 defined the term as the knowledge about the culture of that
language. (Instructor 1, 2, 8, 12 and 13 defined the term according to one more

different views which are included above.)
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Instructor 1L Iginde bulundugun, yasadifin kiiltirin
farkinda olma. Adet, tdre, yontern ve usulleri bilme. Dilin
kullanimina yansir tabi. Mesela isaret dili bile, mimik, jestler
hep kiiltiirel izler tagir. Killtiirel farkindalik olmadan, bir dili
tam olarak bildigimizi soyleyemeyiz. Dolayisiyla, dil
gretiminde de kiiltiirel bilgi dnemli.

5 out of 20 stated that it is the ability to compare the target culture with

one’s owrL

Instructor 7: Kiiltiirel farkindalik, dgrenilen dili kendi dilinle
ve o kiiltiri kendi kifltliriinle kiyaslayip farklhiklaru
diistinmek ve bunlann kaynaklarini bulmaktir. Kiiltiirin o diki
konusan tophunu ne kadar etkiledigini diistiniirsiin. Bir cok
gseyin kiltiirden kaynalklandifim = anlarsun. Deyimler ve
kelimelerden anlamz kiiltiir izlerini. BEn ¢ok da edebi
metinlerden anlanz. Digerleri fazla yansitmaz bence. 18. Yy da
sanayi deviimi oldu o dénemde igci smift sanayilegme olgusu
' ikt bunlar hep kitltiir degil mi? Ve bizde o durumun ayras
yagsanmadi icin, bize yabanci geldifi icin direkt anlatilsa
bizde kalict olmaz. Ama edebi metinlerde kahicilagir. 5 roman
oku hangi yy'a ait bilmezsin ama 3iinii Zsini birbiriyle
_ bagdastrabilirsin. Ciinkit kiiltitrel, siyasal tarihi olaylar
= S edebiyata yansmmg. Mesela belirli bir donemde kadirun rolil
: punlar hep kiiltiir degil mi? Sonra yagam tarzlant da kitltiirt
gosteriyor. Kiiltiir farkindahifs olmadan dil hem 51§ kalir hem
de dgrenmede gliclitk gekeriz anlayamayiz ya da o kelime ne
demek nerede ne igin kullaniliyor. Ekmek garap mesela,
bunlar bizde yemek igmek. Onlara Isa’y1 anlatir. Dini agdan
da bir sey ifade eder. Din de kiiltliriin parcast degil mi?
Edebiyat hem siyaset hem tarih hem de din ile ilgili ip
uclarmun hepsini birden aym anda barindirabilir. Herhangi bir
yazum tittiinde bunlardan belki parca parca buluruz, ama
edebiyat 1 tagla 5 kug vurmak gibi birgeydir.

4 out of 20 thought that it is also the ability to associate language with

culiure.

Instructor 13: Kiiltiirel farkmmdabk bir dilin dokusunu
olusturan kiiltiirel Sgelerin ayirtina varlmasidir. Yani, dil
insanlar tarafmdan kullarulan hem bireysel hem de toplumsal
bir arachr ve ait oldugu toplumun inamiglarny, diisincelerini,
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yasayrs bicimini ve tarihini (yagadig tarihsel deZisimi)
yansitir. Kiiltiirel farkindaliksa bu 6geleri bilmekle olugan bir
seydir. Yabana dil oretilirken hedef dil ait oldugu
toplumdan ve kiiltiirden uzakta, izole bir gekilde Ogretilir.
Dolayisiyla highir 8grencinin Sgrenmekte oldugu kiihtiirii
gbriip, yasayrp anlama imkara yoktur. Dil kiltiirii boylesi
yansitirken kiiltiirden bagimsiz dgretilmesinin imkam yoktur.
Bu nedenle yabana dil Ofretmenleri ders ortamim
olabildigince o dilin konusuldugu gergek bir kiiltiirel ortam
haline getirmeye ¢alisirlar.

1 out of 20 defined the term as the ability to understand cultural messages

and put them into practice.

Instructor 20: Sadece bilmek anlarmmna gelmez farkindabk. Bir
kiiltiirin  farkindahigma erismek bagka meziyatler de
gerektirir. Kiiltiirel mesajlan anlamak bunlan da pratige
dokerek kullanmak mesela.

Although the participants see the term from diffrent perspectives, they use
tsimilar terms to define cultural awareness (see Table 6 in the Appendices).

4.1.7 Question 7
When the participants were asked whether cultural awareness contributes
to language awareness, 19 out of 20 stated that it surely contributes as it is the

product of that culture.

Instructor 2: Deminki soruda da belirttigim gibi, kiiliirel
farkindalik dil farkindahgmm bir parcasidar, Dilin en temel
amaci iletisim oldufuna gore, kiiltiirel farkandalhik da -
iletisimin nitelifini arttrdigina gore, dile ve dil farkindaligma
katlada bulunur.. Yani, iletisimi miiimkiin kalan dilsel yapilar
belirli sosyo-killtiirel kurallar ve kaygdar dogrultusunda
farklilagabilir. Ornegin; “pencereyi ag” ve “pencereyi
acabilirmisiniz acaba?” tiimceleri islevsel olarak aymiyken
yiizey yapida (structure'da) tamamen farkh. Biri imperative
bir titmce yapist igeriyorken dieri bir soru yapisi. Aslinda
konusmac: agismmdan ayni islevsel amaca hizmet eden bu iki
tiimcenin yap1 bakumindan farkl oldugunu gortiyoruz. Iste bu
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yapt farkinui belirleyen, dile ait sosyo-kiiltiirel kurallardir ve
iletisimi sajlamakta énemli rol oynar dolaysiyla da dilsel
farkindalikla dligkilidir.

Although Instructor 10 agrees with the idea, her approach is quite different
from others since she stated that it created a ‘schema’ for the learners, in that sense’

it contributes to language awareness of the students.

Instructor 10: Kiiltiir dile katlkada bulunur tabi. Zaten kiltir
dili olusturan onemli bir dge. Daha Once de sdyledim ya.
Mesela gordit “thanksgivin” i televizyondan, ena talalip
kalmaz, digerlerine, hedeflere yogunlagir. Zaman kayb: olmaz.
Hep deriz ya, context ten gikarmn diye. Niye? Bilmedigi bir
kelime ya da kavrama takihyor, metni okuyamiyor.
Thanksgiving i bilmeyen ogrenci, bu ne diye diigiiniirken
grameriyle, kelimeleriyle ilgilenmez, talalmughir o bir kere.
1 out of 20 said that culture is not important for the young learners, it is

only useful in literary analysis.

Instructor 18: Edebiyatin bir ¢ok anlamda difer metin
= o tiirlerinden avantajh oldugu dogru ama seviyaye uygunluk
cok dnemli. Cok dilgiik seviyedeki d5renciler igin yok bence.
Edebi eser incelemesi analizi yapilirsa katkis: olabilir.

As it can be recognised clearly nearly all of the participants supported the
idea that cultural awareness contributes to language awareness since culture is a

part of language (see Table 7 in the Appendices).

4.1.8 Question 8 and 9

It will be a gooc‘i idea to éﬁalysé question 8 and 9 together since when the
participants were asked whether literature contribﬁtes to cultural awareness, they
also were asked to explain the diffrence between literature and other materails in

creating cultural awareness.

163




-

19 out of 20 stated that it certainly contributes to cultural awareness for

different reasons.

3 out of 19 stated that it is more individual. (Instructor 13 has one more

answer which is included below.)

Instructor 17: Saglar, edebiyatta o dilin ve kiiltiiriiniin en iyi
yansitilma geklidir. Gazete ve makalelerde politik ve sosyal
konularm ele aliuna sekli, uslubu kiiltiirii anlatir. Edebiyatin
daha iyi saglayacagmi dusunuyorum cunku gazete ve
makaleler cogu zaman objektif ve nesnel ele alabilir konulan,
fakat edebiyat insanlarin yagayis tarzim daha iyi sunar.

1 out of 19 said it is more emotional.

Instructor 4 Edebiyat kiiltiirel farkmdabk saglar. ingiliz dili
ve edebiyatn okuyan insanlar bilifler ki burada verilen sadece
iyi bir Ingilizce efitimi ve edebiyat degildir. Burada derslerin
yaninda toplum tarihi-, kiiltlir incelemeleri gibi dersleri de
alirlar, Maksat o dilin konuguldugu toplumdaki sevingleri

,stkintilar yani duygusal anlamda en ok, hastahiklari, Onemli .

olaylar1 , i¢ savaglar hakkinda bilgi sahibi olabilmektir. Aymu
zamanda Inglhz edebiyatmun da “Victoria, Elizabeth,
Romantik , Post Modem” gibi kavramlarla agiklanmas: da
toplumun  gegirdigi defisimlerin  bir gostergesidir.  Bu
degisimlerden haberdar olan dil &frencileri de Ingilizceye
daha farkli yaklagabilme imkanum kendinde bulurlar.

1 out of 19 claimed that it is the most appropriate use of language.

Instructor 19: Kiiltiire] farkindalik-dil farkindabgina gelince
bu iki oldu arasmda yadsmmaz bir etkilesim vardir, ciinkii

kiiltiir dili dil de kiiltiirii olugturur. g‘a:%gate ve makalelerde -

kiiltiiriin bir parcasi olarak dilin aktarmasma yardima olur,
farkindahk saplar ancak edebiyata daha cok gbrev diiger.
Yazarn dili en giizel sekilde kullanarak bulundugu gevreyi
anlatir bu yogunlugu bir makalede bu derece etkili gdremeyiz.
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Although 1 out of 19 stated that literature may not be appropriate for all

groups, she supported the idea that it reflects culture in a more extended way,

rather than presenting information about it directly.

Instructor 20: Edebiyat gilizel kiiltiir = omekleri sunar.
Digerlerinde de vardur kidltiirel bilgi ama edebiyat daha
kapsamli sunar kiiltirii, sade anlatip gegmez ezberlenecek
bilgi gibi. Ancak bu her seviye i¢in uygun degildir tabi.

1 out of 19 said that it prdvides students with natural environment.

Instructor 2: Edebi metinler kiiliirel farkindalik kazandirmada
etkilidir. Hergeyden once ele aldiklari tema ile bir kiiliirel
farkindalik yaratabilirler, okuyucu daha Snce agina olmadig
bir kiiltiire tema aracilify ile tamk olabilir. Bunun yamsia,
farkli sosyo-ekonomik ve kiiltiirel altyapilara sahip farkh
karakterlerin dil kullarumlan veya karakterlerin farkli baglam
ve duramlarda tercih ettikleri dil kullaramlari, dilsel defiske
(language variety) modeli olugturur ve okuyucuya actual bir
iletisim modeli saglar. Bir anlamda actual bir ortam yarathgl
jcin yabanci dilden cok ikinci dil grenimine benzer bir
environment kazandinr. Bu nedenle diger metin tiirlerinden
daha etkili olur.

2 out of 19 stated that it has more meaningful context.

Instructor 13: Edebiyat kiiltiirel farkandaligi dogrudan kiltiiri
yansttarak verir. (Tabii yine dénemsel edebi farklibklan goz
snitnde bulundurmal))- Edebi bir metin dogrudan o dilin
kiiltiiriinden gkmustr. Diger metinler ise tanumlayict olabilir
bu konuda. Omefin Piiritanlar hakkmnda bir makale bu
toplumun. yasayigi tarif -edebilir. - “Piiritanlar tutacu bir
toplumdu” diye bir ciimle ile tanumlar. Ancak bir edebi metin
bunu gosterir, piiritanlarin yasayigi gozler ontine serer. Yine
de bu metin tiirlerini dengeli bir sekilde kullanmak gerekli
ciinkii kiiltiirii vermek isterken fazla detaylara girilerek ders
amacindan sapabilir.
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3 out of 19 claimed that it teaches culture implicitly.

Instructor 8: Gazeteler ve makaleler de salar ¢linkii o dilin
kullaruldigy iilkenin hayat kogullanyla dogrudan baglantil
veriler dogrultusunda yazilir. Ama daha yiizeyseldir veya
resmidir. Ama edebi bir eser bir iilkenin kiiltiiriiyle her
anlamda baglantill mevzulan kapsayabilir. Kapsarm daha
genistir. Mesela Ingiliz edebiyatinda "ada" ve "deniz"kavrami
cok sk kullanhr ciinkii Ingiltere biiyiik bir adadur. Ornegin
Robinson Cruse romanmnda hem ada yagamuyla, hem dénemin
yasam Szellikleri hem de karakterin psikolojik derinligiyle
ilgili ¢ok sayiwda ingiltere kiiltiiriiyle ilgili veriye dolayh
yoldan ezberlemeden ulagabiliriz. Bu hem dil 6gretminde
bize bir zenginlik sunar hem de Kkiiltiirle dogrudan
bagintlidir.

1 out of 19 said that it gives students the opportunity to experience that

culture,

Instructor 3: Elbette difer tiirler vasitasiyla da fikir sahibi
olunur ancak edebi eserler de hele ki bu bir romansa,
toplumun 6z kiiltiiriinden deneyim yagatacaklardir. Nitekim
bazi eserler de vardir ki mesela emir kostarica run filmlerinde
oldugu  gibitamamen bir bagkja toplumun kiiltiriin,
ahlakin,torelerini tarutmak amacyla kaleme alnmig ya da
sinemaya uyarlanmstr gazete ve makaleler daha cok bir
takim bilgileri aktarma kaygisi giittiigiinden kiiltiird
adamakilll tarif etmek ya da dili tiim kurallanna uyacak
bicimde kullanmaya yeteri 6zeni gbstermeyecektir.

1 out of 19 claimed that it pictures culture more clearly.

Instructor 9: Edebiyatta o kitltiire dair pek cok sey bulmak

miimkiindiir. Bn uzak bi betimleme parragrafinda bile bi -

kisinin kiyafetlerindeén bir binanin gdriiniigiinden sokaktaki
insanlara kadar o kiiltiirii o dili yagayan insanlarm evlerinin
icine gireriz hayatlarna gireriz edebiyatla kiiltiriin tam igine
girerizama dier metinlerde bu bu kadar da miimidin degildir.
Oralardan sadece yiizeysel bilgiler alabiliriz. ancak baz
ipuglari toplariz Mesela okudugum bir romandaki (Mary
Barton) betimlemelerden o kadar ¢ok etkilenmigtim kisanki 18.
yiizyilda, oradaki sokaklarda yiirtiyor gibi hissetmigtim
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kendimi yazarn anlattiklariyla bir resim cizmigtim ve hala
gbziimiin Sniine gelir o zamanki kiiltiriin resmiydi bu.

1 out of 19 stated that it shows how to use cultural elements inlanguage

production.

Instructor 10: Edebiyat kiiltiir farkindalign geligtirir. Kopuk
olamaz o da bir dilin iiriinii ne de olsa. Mesela, romanda
maden ocagy ve igci suufl tasvir ediliyor, o ddnemin gartlan
yani. Ofrenci o deneyimi yasamadiysa anlamayabilir, ama
edebiyat bunu onlara yagatir, deneyim kazandirir. flla da
gidip gormesi gerekmez. Edebiyat kiiltiirel kargilashrma
olanagl da sunar. I'm over the moon dendiginde, kendi
kiltirinde bonun bulutlarin  {istiinde yani mutluluk
oldugunu daha iyi anlar. O zaman kiiltiir farkindahig, hem
kendi kiiltiiriin, hem ofrendigin dilin kiiltirii. Kendi
kiiltiirinde bulutlann iistiinde yi anlamayan birine over the
moon anlamsiz gelirHem budur kiltir, hem de dil
kullanmrun da neyi nerde kullanacaguu bilmek. Konugma dili
ingilizcesi ofretiyor bam Lkitaplar, kalp kalp. Nerde
kullanacagmu bilmezsen, formal mi informal i, bir ige
yaramaz ki. Mesela, can you open the door, would you mind
opening.... Aym anlamda ama biri daha formal. Iste patrona

N stylenmez mesela. Mesela bunu konu alan bir hikaye, mesela
o biri patronuna would you mind....... Dese orda, Ogrenciye
Hrnek teskil eder, o da 8yle kultamur. Dili yerinde &gren deriz,
neden? Iste bu kiiltiirii 5grenmesi i¢in. Tiirkiye'de dil 6gretimi
daha snurl, edebiyat o agp@ kapatiyor iste, gitmis gormiis
kadar oluyorsun. Yagannuglik yaratiyor yani.

2 out of 19 claimed that it is far more interesting.
Instructor 16: Edebiyat, daha énceden de soyledigim gibi daha

sikicl gelebilir.. C')grenen acisindan bakacak olursak, edebi eser
kullanimu daha nokta atisidar....

literature represents the original culture,

ilgingtir. ....Edebiyat daha ‘garpice olabilirken, .bir deneme '

1 out of 19 stated that other materails display popular culture, however,
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Instructor 15: Kiiltiirimiiz bizim mirasizdir ve gegmigten
bugiine yazilan cizilen ne varsa bizim kiltirlimiz ve
edebiyatimuiz olugturan geyler de bunlardir. Gazeteler ve
dergiler de popiiler kiiltiirin gelisiminde bize katkida
bulunurlar. Eger bu ikisini karglaghracak ohursak edebi
eserlerin gazete ve dergilere oranla kiiltiirel farkindah@ daha
cok etkiledigini ve yiikselttifini diigiinilyorum. Ciinki
edebiyat bizim esas ve bozulmamus olan ari kiiltitritmiizdiir
oysaki gazete ve dergiler suan igin popiilere kiiltiiriin bir aract
olarak gorillmekte. Bu yiizden Kkiiltiirel farkindahf tam
olarak yansithZmu diigiinmityorum.

Instructor 1 and 18 did not give reason.

Instructor 14 stated that he thinks every authentic material, whether it is

literary or expository, reflect culture equally.

Instructor 14: Her edebi metnin igerisinde kiiltiire ait dgeler
cok ya da az gekilde bulunmaktadir. Edebi metinle yazildig
yillar igerisindeki olaylar haklanda gizli ya da dogrusal olarak
bilgi verir. Bu baglamda kiiltiirel dgeler iceren bir metin ders
asamasinda kullanuldiinda 8grencilerin bu kiltiir hakkinda
gretmenin de yarduruyla daha fazla bilgiye erigmeleri ve bu
kiiltiirii benimsemelerini kolaylagtitir. Gazete ve dergiler
giincel olan yazilaryla bu etkiyi edebi eserler kadar veremese
de yine de kiiltiirel farkindalikta &nemli rol oynayabilir.
Onemli olan dogru gazete dergi yazism secip dgrencinin
ilgisini cekmek diye digliniiyorum. ...

As understood clearly, nearly all of the participants agreed on the idea that
literature contributes to cultural awareness, and thus, language awareness since it
is impossible to consider a language without its culture. For question 9, although
they consider the issue from a different perspective, nearly all of them agree.d on
the idea thatthe contribution of literature td cultural awareness is greater than

other materials (see Table 8 in the Appendices).

4.1.9 Question 10
The participants were asked what other benefits of literature they can think

of, and it was seen that their answers were directly correlated with the answers
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they gave for the previous questions. That is why the answers given by the
participants are not included in this part. It should also be noted that it is possible
to see one instructor in many categories.

11 out of 20 said that it increases motivation. 7 out of 20 thought that it
develops empathy. 7 out of 20 said that it is enjoyable and interesting. 7 out of 20
claimed that literature provides the students with richness in expression
(vocabulary). 5 out of 20 stated that it is stress free, which means that it prevents
language learning anxiety. 6 out of 20 claimed that it includes the emotional aspect
of learning. 4 out of 2.0 said that it fosters language production both in written and '
spoKen forms. 3 ou‘tﬂo'f 20 it develops EQ. 3 out of 20 it encourages students for
extensive reading. 3 out of 20 said that it develops the ability of criticism. 1 out of
20 said that it is more individual. 1 out of 20 it has a meaning ful context.

1 out of 20 said that it has various in topic and gives the students the
opportunity read various sources. 1 out of 20 stated that it gives world knowledge.
2 out of 20 claimed that it develops IQ. 2 out of 20 supported the idea that it helps
metacognitive abilities develop. 1 out of 20 said that it increases creativity. 2 out of
20 stated that it gives students the opportunity to interact with the the real world
(experience). 1 out of 20 said that it gives examples of figurative use of languagé. 1
out of 20 stated that it creates natural environment in language classrooms. 1 out of
20 said that it develops self awareness. 1 out of 20 said that it is sophisticating, and
1 out of 20 thought that it is important as it is authentic. 1 out of 20 said that it

increases enthusiasm towards learning, and 1 out of 20 said that it gains students

problem solving skill. 1 out of 20 said that it broadens perspective. 1 out of 20

claimed that it ltéaches language by"gi_vix;lg 6ppozfrtuni’cy to the students to make
associations, and 2 out of 20 stated that e‘xcept for deep analysis of language,
literature is unnecessary.

The participants seem to share common ideas about the benefits of using
literature, still, it would be a good idea to put these ideas in hierarchical order. (see
Table 9 in the Appendices).
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4.2 Findings of the Interview with the Students
4.2.1 Question 1

5 out of 49 students indicated that they did not like the course depending
on several reasons. 2 out of 5 said that they found the stor.y boring. Of these 2
students, 1 student agreed that the story was still educational and the other
claimed that although he did not like the story, he stated that he liked the way the
course was done as it was interesting. 1 out of 5 stated that the way the course
done was too novel for her, in other words, she was not used to it. She also stated

that the story was too difficult and long, and that is why she did not like the story.,

Student 3: Daha nce genellikle gramer gordigiimiiz icin, ilk
defa hayatmda Ingilizce olarak yazilmug boyle bir hikayeyi
arlamaya galishm. Belki bu yiizden anlamakta biraz
zorlandun. Ama farkh ve ilgi cekiciydi.
Although 1 out of 5 said that he found the theme of the story interesting, he

indicated that he does not like reading stories in general.

Student 4: Anlatt@ konu olarak giizeldi fakat konuyn anlah§
tarz1 yani hikaye olarak anlatmasi belli bir noktadan sonra
konuyu stkaa hale getirdi. Ama derste yapilar aktiviteler,
sorulan sorular ve cevaplarla ders ilging bir hal ald.

1 out of 5 thought that the course was boring as she had great difficulty in
understanding the story.

1 out of 49 students was impartial when she stated that some parts of the
story were enjoyable while she got bored whilé reading some other parts, adding
that the story was also too long.

1 out of 49 said that she did not want to answer this question.

42 out of 49 students, which makes a vast majority, stated that they liked

the story and the course depending on different reasons.
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10 out of 42 agreed that they liked the théme of the story. (Among these
students, Student 9, 10, 13 expressed two reasons in one question, which is
included below.)

6 out of 42 said that they lked the story as it was dealing with
contemporary issues. (Student 21 stated two more reasons for why she liked the

courses in one question which are included below.)

Student 13: Giizel bir metin bence, etkileyici pek ok anlamda.
Giinlitk hayata dair bir konu olmast gergekligini artuiyor ve
daha ilgi cekici kiliyor. Genel kiiltiir de var yani. Ayrmailik
iyl bir konu...

4 out of 42 agreed that reading a story during the course was novel for
them, and they liked the novelty (unlike student 3 who does not like novelties).

Student 23: Bence giizel, etkileyici ve keyifli bir dersti.
Normalde hep coursebooktan gitmekten sikaliyoruz. Kitab:
isledigimiz siradan Ingilizce dersleri diginda daha farkh ve
renkli.

Student 9: Like A Winding Sheet” adli hikaye ile beraber
igledigimiz ders, diger derslere nazaran daha akial ve akilda
kalict oldu giinkii, farki: bir materyalden iglendii icin ilgimi
cekti. Ve her ne kadar anlamakta zorlansam da konuyu ilging
buldum.

3 out of 42 stated that they like reading stories in general. (unlike student 4
who does not like reading stories) -(Student 29 expressed one more reason which is
included below). o . )

3 out of 42 said that she liked ‘th.e cou;;ées and the story since they‘served as
a interesting meaningful context.

Student 27: “Bir konuyu normal olarak islemekten daha zevkliydi. Ciinki bir hikaye
vardy. Ofrenmemiz gereken konuyu bir hikaye tizerinden 6grenmek daha yararl oldu.
Cok yararlrydi.”

Student 35: Diger derslere oranla derse daha gok katlinda
bulurmak istedim. Hikaye ilgimi ¢ekt. Konusu, igerigi,
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grameri, her geyiyle gercekten okunmas: gereken bir parga
oldugunu diigiiniiyorum. Dersin de bu parga fizerine kurulu
olmasi ve bundan yola gilap bir dili gerek kiiltiirityle gerekse
grameriyle iglemek beni daha ¢ok derse baglad1

Student 28: Cok yararliydr. Bir hikaye tizerinden kelimeler, o
kiiltiirit ve o kiiltiire ait deyimleri $grenmek yararh, faydah ve
daha fazla akilda kaliciyda. Bu hikaye iizerinden 6grendigim
bircok deyim ve o kiiltiir hakkmda bilgiler edinmek benim
icin keyifli ve bgreticiydi. '

1 out of 42 said that he liked the story and the course as the atmosphere in

' the class was good since they all seemed to enjoy the course. He added that he got

more and more interested in the story as the class was participating in classroom
discussions.

4 out of 42 said that they liked the story both because the language of the
writer was interesting and because the story gave information about culture in
which they are generally interested. (Student 32 stated one more reason for why

she liked the courses which is included below).

Student 29: Simdiye kadar gordiigiimiiz Ingilizce derslerinden
farkl: olarak Amerikan aksanin ve diyalektini gordiigiimiiz
bu ders benim gergekten ¢ok ilgimi cekti. Amerikan kiiltird,
aksam, batl inanglan, yazmdaki farklar, tekdtize ve kuralc
goriinen Ingilizcenin aslinda hig Syle olmadigin anlamama
yardima oldu. Gramer kurallanindan farkh olarak bir hikayeyi
islememiz derse farkhlik ve bence eglence getirdi. Eve
gittigimde internetten hikayenin tamaruna biraz goz athm ve
yazar1 dgrendim. Yani o derece ilgimi cekt.

1 out of 42 indicated that they liked the story as she thought that it served

as a material on which she could communicate.

Student -34: Bence iyi bir dersti. Genelde benim Ingilizceyi
anlamam bu pargalarla daha kolay oluyor. Sonucta ortada
belli bir konu varken konugmak daha kolay. Her ne kadar
gramer hatalarim olsa da ben bu parga hakkinda konugmayl
sevdim. Ciinkii hikaye o konu haklanda kafamda diigtinceler
belirmesine yardima oldu. Ve boylece benim igin konugmak
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daha da kolaylasth. Diger tiirhi konugmak istiyorum ama
bazen ne konugsam bilemiyorum.

1 out of 42 said that they liked the story as it was open to discussion,
adding that they always like discussing in the classroom.

2 out of 42 said that they liked the story as it was appealing to their
emotions. |

9 out of 42 found the story motivating and interesting.

Student 11: Dersi begendim ve katlmak istedigim. Inarr
musiuz bilmem, ilk defa bu kadar ilgilenmek istedim dersle
actkcammu isterseniz. Ingilizce ilk defa bu kadar ilgimi cekti,
clinkii hikaye gekiciydi. '

Student 38: Bu dersi sevdim. Ogrencilerin derse olan ilgisini
cekmek, derse olan katilimlan arttirmak igin giizel bir hikaye.
Hikaye ve materyaller ilgi cekince ders de daha cok seviliyor,
insan daha zevkle dinlemek istiyor.

2 out of 42 stated that they liked the story as they found the opportunity to
associate what they were reading with their depaxi*tmental courses and they like
everything that is related to law. 1 out of 42 said that she liked the story as she
could compare and contrast between American culture and Turkish culture. 1 out
of 42 said that she liked the courses and the materials as she enjoyed learning new
words, which was motivating for her. 1 out of 42 said that he liked the story just

because he understood it (see Table 10 in the Appendices).

4.2.2 Question 2
© 36 out of 49 students said that théy felt themselves more relaxed and
motivated depending on different reasons.
10 out of 36 stated that they felt themselves more relaxed and motivated as

they found opportunity to express their own ideas. (Among these, Student 8
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expresses one more reason for why she felt herself relaxed and motivated, which is

included below).

Student 38: Derste bir hikaye ve bunun etrafimda donen
materyaller iglendi, dolayisiyla hikayenin konusu hakkinda
herkesin bir yorum yaparak diigiincelerini o materyaller
sayesinde daha iyi ifade etme firsati oldu.

Student 23: Dersi begendim, bunun en bagtaki sebebi de gu.
Kitaba baghi belli konularda sabit kaldigumz dersler gibi
degildi kendi fikirlerimizi de konugabildigimiz icin daha rahat
hissettim ve derse daha ¢ok motive oldum.

Student 32: Diger derslere gbre daha ¢ok yorum yapma firsati
buldugumuz fizerinde ¢ok konugtufumuz ve fikirlerimizi
ifade edebildigimiz bir konu igledik ve bu bizim daha ¢ok
motive olmamuzi sagladh. Ciinkd boyle ders islemek, ders
kitabini takip etmekten daha keyifli.

1 out of 36 said that he was relaxed and motivated as the story evoked
curiosity. 1 out of 36 stated that the reason for his comfort and motivation was that
he could make associations. 2 out of 36 agreed that it was relaxing and motivating

as she found it interesting to learn about different cultures.

Student 28: Dijer derslere gbre daha kalit ve daha ilgi
cekiciydi. Ders esnasinda Ingilizce dilini dfrenmekten gok
kiiltiir haklanda bilgimiz oldu. Bence bir dili &grenmek
istiyorsan tam ve dofru bir bicimde onun deyimleri, ldiltiirii,
inanclarim vesaire bilmek bir dili dgrenmeyi kolaylagtiriyor ve
daha kahc hale getirip, dogru dfrenmeyi sagliyor. Boyle
diisiindiigiim icin de derse daha motive oldum ve kendimi
daha iyi ifade ettim. '

Student 35: Evet kendimi daha rahat hissettim. Sadece ders
olarak Ingilizce'yi 8grenmek degil, onlann kiiltiirleri hakkmda
da fikir sahibi olmak daha gok hosuma gitt. Kendimi saf
ingilizce kelimelerle temelsiz anlatmaktansa, bir hikayeden
yardim alarak elegtiride bulunmak veya fikir beyan etmek
dogrusu igimi kolaylagtrds, beni mutlu etti. Sadece gramer
kitabina bagli kalarak grameri 6grenmek tabil ki Snemli ama
bunu yazi iizerinde de inceleme olanagt bulmak daha gilizel.
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5 out of 36 said that she was motivated and relaxed since the theme of the
story was contemporary and realistic (Student 41 stated one more reason for why

che was motivated and relaxed which is included below).

Student 11: Bu hikayeyi igledigimiz derslerde daha ok motive
oldugumu  diigiiniiyorum.  ¢linkit  hayatm gergeklerini
irdeleyen bir konuydu. Mr. Brown ve Mrs. Brown gibi hayali
ve sikact degildi.

Student 41: Evet. Bu parga ilgi ¢ekici ve haklanda kendi
fikirlerimizi styleyebiliyoruz. Herglin kargumiza cikabilecek,
gercek - olabilecek bir’ hikaye hakkinda daha rahat fikir
yiiriitilebilir ve kendimizi ifade edebiliriz diye diglinityorum.

1 out of 36 agreed on the idea that the course was relaxing and motivating

since those courses were student-centred.

Student 29: Ben agikcast bu derste bittiin smufin fikirlerini
ifade etmede daha rahat oldufunu digtiniiyorum. Cilinki
diger derslere oranla bu derste hoca yerine dgrenciler daha dn
plana gkt Motive olmamuzin en onemli nedeni bu. Aksi
durumda siirekli 6fretmen &n planda olursa Sgrencilerin
dikkati farkl yerlere gidiyor ve hatta uyuyor bence. ‘

1 out of 36 said that she was relaxed and motivated during the courses only
because she could understand what was going on. 8 out of 36 found that it was
because the theme was interesting. (Among these, Student 26, 28 and 41 expressed
one more reasons for why they were more relaxed and motivated during the
courses, which are included below). 2 out of 36 stated that it was more enjoyable

than practicing grarmmar.

Student 9: Diger derslere kiyasla bu derste kenu ile alakal
fikirlerim olugtu. Ciinkii diger derslerdeki gibi salt bosluk
doldurma ve bilgi kullanmaktan ziyade interakiif bir dersti.
Ama demin de ifade etifim gibi, anhyorum ama ifade de
giichitk gekiyorum.
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Stadent 43: Parca lizerinden gitmek daha eglenceli oldugu
icin insan motive oluyor ve katiluru artiyor. Parga hakkinda
yorum yapmak akidda kaha oldugu igin Ofrendiklerimizi
unutmak daha zor oluyor. Salt gramer iglemek ¢ok sikicr ve
bunaltiyor, bell bir zaman sonra kopuyorum. Derse olan ilgim
azaliyor.

Student 4 Ashna bakilirsa konunun ilging olmasindan dolay:
fikirlerimi ifade etmekte cok da zorlanmadum. Diger derslere
kiyasla daha dikkat cekici dolayisiyla daha gok motive edici
oldugu kamsmdaymm.

1 out of 36 agreed that the courses were relaxing and motivating as it was
easier to express themselves since there was a theme to speak'abdut. 1 out of 36 did
not want to explain why she was motivated. 1 out of 36 said that he was motivated
as he prepared for the courses. 1 out of 36 stated that she was motivated and felt
herself relaxed since the courses were different from the others, and she likes
novelty. 1 out of 36 expressed that she was motivated and relaxed as she thought
that the course gave her the opportunity to be creative.

5 out of 49 stated that they could not feel themselves relaxed in general
although they were given the opportunity to feel themselves so due to their low
level English. However, they were motivated as they liked the courses. 1 out of 49
said that they are relaxed and motivated all the time as a part of their
characteristics.

1 out of 49 said that it is difficult to decide on whether she was relaxed and
motivated or not since she could not attend the courses regularly. 1 out of 49
seemed indecisive about being motivated. 7 out of 49 said that they did not feel
themselves relaxed and motivated dependmg on.differelznf‘reasons. 3 out of 7 said

that it was because they did not like the story and thought that it was boring.

Student 36: Hayir ders beni motive etmedi ve ilging gelmedj,
daha farkli olabilirdi yani. Materyaller hep aymi konu
etrafinda déniip durdu. Sadece bir metne bagh kalind:gindan
ders sabit bir gizgide kaldr.
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Student 1: Diigiincelerimi gok rahat agklayamadim, ¢iinkil
parcay: zevkli bulmadigun igin okumama ragmen anlamadim.
Motive olamadum, baska bir nedeni yok iste, bilemiyorum,
nedeni; stkacydi.

4 out of 49 said that he could not feel herself relaxed and motivated as he
found it difficult to understand the story. He thought that it would be better if he
was allowed to use native language. 1 out of 49 expressed that she feels more
motivated and relaﬁed lin gramxﬁm courses. 1 out of 49 stated that she was not
motivated and could not feel herself relaxed as she did not prepare for the courses
before. 1 out of 49 stated that his being motivated and relaxed totally depends on

his mood (see Table 11 in the Appendices).

4.2.3 Question 3

1 out of 49 did not answer the question.

47 out of 49 students agreed on the idea that it is easier to express their
opinions with the help of materials. They based their point of view on different
reasons.

11 out of 47 said that if they know something about the theme they are
ta&ﬁg about or if they gain sufficient knowledge about the theme, they feel
themselves confident in class discussions. These ideas refer us back to the ‘Schema

Theory’ (Student 44 has one more reason which is included below).

Student 24: Evet bence daha kolay. Ozellikle bunlar bildigimiz
komularta ilgili olursa derse daha ¢ok kathp, kendi
fikirlerimizi daha fazla syleyebiliriz. - :

Student 44: Elbette ‘daha yararli. Cilinkii bize yardima
oluyorlar. Eger eglenceli bir konu ya da bildigim bir konu
oldujunda kendimi ifade etmem daha kolay oluyor.

Student 43: Daha rahat oldugu igin kendimi daha kolay ifade

edebildim. Sonucta bir fikriniz olusuyor ve smufta bu konu
haklkanda konusunca siz de fikirlerinizi séyleyebiliyorsunuz.
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Stadent 8: Evet, ¢iinkii o materyaller bir fikir edinmemizi ve
onun iizerinden farkh yerlere, balkas acllarma yonelmemizi
sagliyor. Verilen materyaller bir yol gbsteriyor. Cesgitli
cagngimlar yapiyor, bu sayede ditgiinditklerimizi toparlayip
bir yere varmarmzda yardima oluyor.

6 out of 47 stated that it is easier to express themselves through the
materials as the materials and activiies make the new learned information

concrete through providing them with a specific topic to talk about.

Student 20: Evet, daha kolay. Ciinkil somut bir sey {izerinden
ders iglememiz daha fazla kendimizi ifade etmemiz de yararh
oluyor.

Student 47: Tabii ki daha kolay, ¢linkil dniiniizde bir parga,
birkac pargayla ilgili materyal, araghnp ©Ftenecek bir
konunuz var. Yani, sanki Ingilizce &grenmiyoruz, amag o
metin ve o sarki. Sadece Ingilizce yazilmuglar, dyle olunca
insan kendini kaptiniveriyor. Konunun etrafinda daha rahat
yogunlagip daha ilgi cekici bir gekilde dersi igliyoruz.

Stadent 46: Konusacak bir konu olmasi iiretkenligi
artiracagindan Stiirii ifade de kolaylagt biraz olsun.

1 out of 47 stated that it is easy to express himself when there is a specific
task. 1 out of 47 stated that she Jikes activities in general. 1 out of 47 stated thatitis .
various types of activities and materials that makes expression easier as they
prevent the course from being a routine, all the time dealing with one specific
material. 1 out of 47 indicated that it is easier to express herself when there are
various options in front of her with respect to materials and activities. She also said
that when there are lots of materials a:nd activities she feels herself creative and her

view is broadened to make her creative enough to express herself.

Student 26: Evet bence daha kolay. Derste herhangi bir konu
islerken sadece kitaba bagh kalip herhangi bir aktivite
yapmadan ya da bir materyalden yararlanmadigiruz zaman o
dersin akilda kahahginun daha az oldufunu diigiiniyorum.
Kitaba bagl kabmarak iglenen derslerde biz &grencilerin de
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dniinde fazla secenek olmadifindan konuya bakimmuz,
konuya bakig alarumz daraliyor. Buna bagh olarak da
kendimizi ifade ederken sectifimiz kelimeler, kullandigimiz
smekler dar bir alanda smurh kahiyor. Oniime bakhgimda
secenegimiz ¢ok olunca kendimizi ifade ederken bana uygun
olam daha rahat segebiliyor ve o yoldan kendimi daha kolay
ifade ediyorum.

1 out of 47 said that it becomes easier to foresee the instructor’s upcoming

questions so that he can prepare himself to express his ideas.

Student 13: Evet daha kolayd: kendimizi ifade etmemiz.
Ciinkii byle oldugunda konu ile ilgili konugurken gelebilecek
sorular hikayede kendini belli ediyor, bu da ifade etmemizi
kolaylaghrip, gliven veriyor.

1 out of 47 indicated that when there are various materials and activities,
the course becomes open to discussion and serves as a platform to express our own

opinions. That is why expression becomes easier.

Student 23: Evet daha kolay. Farkh konularda konusmak sabit
gramer alistirmalan diginda degisik aktivitelerle ders islemek
dersi daha ilgi ¢ekid kalhyor.Yoksa gramer ve sabit kelime
alishrmalan  sikinca  insan  konugacak bir malzeme de
bulamuyor.

1 out of 47 totally misunderstood the question and said that during
presentations she feels herself relaxed if she is allowed to get help from her notes. 2
out of 47 found that the expréssion became easier as they learned many
vocabularies to make use of with the help of materials and activities. They
emphasised on the importance of léérm#g"vocabulaﬁeé' which appeai to their
emotions. Through this way, they find it eaéy to express their emotions by using

these vocabulary items.

Student 11: Daha kolay ¢iinkii hikayelerden bir siirii duygu
ifade eden kelimeler dgrendim. Bu kelimeler, benim duygu
diinyarmida anlatti. Hikayeyi okuduktan sonra hissettiklerimi
bu kelimer vasitasiyla anlatabildim.
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5 of 47 stated that materials and activities make expression easier as it is
easier to concentrate and focus on what to say during discussions when there are

various sources as they supply authentic examples for the topic being discussed.

Student 17: Ders icerisinde konu ile ilgili materyaller’ ve
drnekler gsterilmesi benim agmdan daha akilda kaha oluyor
ve derse olan dikkatim daha ¢ok artiyor.

Student 42: Evet tabii ki bu daha kolay oluyor. Ciinki
tkandigimiz noktada yapilan aktiviteler ve kullamlan
materyallerden rnek gdstererek daha kolay ifade edebildim.

11 out of 47 think that expression gets easier wheri the materials and the
activities are interesting, adding that they found the materials interesting and they

could express themselves more easily thanks to them.

Student 27: Bence daha kolay. Bunun nedeni ise efer ders
icerisinde yapilan aktivite ya da materyal ilgi gekiciyse, ondan
 yararlanarak kendimdi ifade etmem daha kolay oluyor.

Student 32: Daha kolay olup olmamas: iglenen konuya bagl,
efer konu farkh ve eflenceliyse lizerinde konugulacak bir
konu ise kendimizi ifade etmemiz daha kolay oluyor.

Stadent 15: Hayatin icinden konular igledifimizde veya
dikkat cekici hikayeleri igledigimizde daha faydali oldugunu
diigliniiyorum.

6 out of 47 students did not want to give any reasons.
1 out of 49 opposes with the idea that materials make expression easier
when claiming that on-the-spot conversational courses exdﬁding specific materials

and activities are more creative and enjoyable.

Student 36: Haywr, ciinkii belli bir konuya bagh kalmadan
sohbet havasmnda gegen ve konudan konuya atlayan dersler
daha cok ilgimi cekiyor. Bu hikaye sikictydr ve hep bir konu
etrafinda dondiik.
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(see Table 12 in the Appendices).

4.24 Question 4

2 out of 49 students did not want to answer the question.

1 out of 49 indicated that he could not learn anything due to his lack of
English knowledge. 1 out of 49 stated that there is no change in him with respect to
knowledge as he has already known many things related to the course.

45 out of 49 students stated that they learned many things with the help of
materials and activities.

In that groﬁp (45), 2 out of 45 stated that they have already known many
things related to thellcourse before, however, 1 out of 2 stated that the course still
expemdea his knowledge, and the other out of 2 stated that the course helped him

develop new vocabulary items.

Student 36: Aslinda bu konu hakkinda zaten bilgi sahibiydim.
Yani aynmelik zaten gincel bir konu. Amerika’yr da
filmlerden goriiyoruz zaten. Ancak cok degisik Ingilizce
kelimeler 6grendim itiraf edeyim.

Of the 45 students out of 49, 38 students expressed that they learned about
the cultural components in total (the students who learned only about culture and

who learned culture alohg with the others such as dialect, vocabulary, grammar,

etc.) 19 out of 38 stated that they learned only about culture.

Student 27: Bu konu hakkmda bilgi sahibi olmamm saglads.
Amerikan kiiltiirit ile ilgili bilmedigim seyleri de Sgrendim. |
Mesela onlarm batil inanglartyla ilgili cok fazla fikrim oldu ya
da “aristocracy- working class” simiflarmin onlarmn kiiltiiriinde
oldugunu bilmiyordum, fakat okudugumuz hikaye bunu
dgrenmemi sagladi.
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10 out of 38 expressed that they only learned culture and vocabulary.

Student 11: ‘Nigger’ kelimesinin bu kadar agagilayici
oldugunu bilmiyordum. Siyah beyaz ayrmmabf hic kafamu
kurcalamyordu, iilkemizde boyle bir ayrimeilik olmadiZine da
hic diigtinmemigtim.

Student 15: Asagilayict kelimelerin neler oldugunu 6grendim.
Farkinda olmadiguimuz wrkahfin {izerinde diislinmemizi
sagladi bu konu.

4 out of 10 (among those who claimed that they learned vocabulary along
with the culture) gave specific examples of vocabulary items such as ‘rigger’ and
‘punch the time clock’

1 out of 38 said that he only learned culture and grammar. 1 out of 38 stated

that he only learned about culture and dialect.

Student 3: Okudugum hikaye ve bu tema etrafinda toplanan
materyaller bu konu hakkinda bilgi sahibi olmamu saglad.
Amerikan Ingilizcesi, zenci beyaz ayrmu haklanda fikir
edindim. Batil inanglan konusunda da bilgi sahibi oldum. -

1 out of 38 claimed that he learned about culture, dialect and vocabulary. 3

out of 38 learned about culture and psychology.

Student 47: Oldukga yarah oldu ki zaten bu hikaye bircok kigi
tarafindan okunup, iizerine ddevler falan yapilmus bir parca.
Ozellikle aynmalik sz konusu olunca biz  Hukuk
bgrencilerinin  dikkatini cekti. Amerika’'daki siyah beyaz
ayrumiru bilmeme ragmen, siyah bir insarun diglandigl zaman
neler diigiinebilecegini, ig hayahnda,- 6zel hayatinda ve sosyal -
cevresinde ne gibi zorluklarla karsilagabilecegini, bunun onun
i¢c diinyasim nasil olumsuz ve derinden etkileyebilecegini hig
béyle diiglinmemigtim.

3 out of 38 stated that they learned about the culture, grammar, vocabulary,

dialect and idioms.
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Student 32: Evet bilgi sahibi olmaruz1 sagladi. Hikayeyle ilgili
ilging sorulann olmas: sarki bSliimil ya da hikayede gegen
gramer konusuyla ilgili parcaya bagh aktiviteler bu dersin
verimini arthrdi ve daha akilda kalia oldu.

1 out of 45 stated that he learned about men — women relationships.

3 out of 45 stated that they only learned vocabulary.

Student 45: Evet bilgi sahibi olmamu saglad1. Bir cok konuda
bilgi sahibi oldum, ama itiraf etmeliyim ki en cok da kelime
dgrendim. Yani, farkli bilmedifim yabanci kelimeler
dgrendim.

1 out of 45 stated that he only learned about American dialect.

Student 33: Bilgi sahibi olmamizi saglad. Kelime kaliplan,
deyimleri kullanim iginde gordiik ve alalda kaha olur diye
diiglintiyorum. Amerikan  kiiltiiriinde nasi konugulur
bilmiyordum, bunun hakkinda fikir sahibi oldum.

(see Table 13 inthe Appendices).

4.2.5 Question 5

1 out of 49 did not answer the question.

21 out of 49 students indicated that the grammar, vocabulary and the
| language use of the writer were learned easily depsmﬂing on different reasons.

4 out of 21 found it easy to learn the grammar, the writer’s use of language
and vocabulary as they found the ﬁlateriais and activities useful. 1 out of 21 stated
that she could learn grammar, vocabulary and the writer’s use of language as all

three were displayed in an interesting‘ and di;flferent language style.

Student 35: Evet dzellikle “nigger” kelimesi bende biiyiik etki
yarath. Gramer konusunun da akhimda daha kaba yer ettigini
diigiinityorum. Yazarm dil kullanun gekli ise normal gramer
konularmin biraz disinda, farkh ve ilgi ¢ekici geldi. Ve sunu
anladim, ben ne kadar dil &3renmeye kendimi gelistirmeye
calissam da belli kaliplari ancak bu hikayeler yardimiyla
Ogrenebilirim.
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4 out of 21 found it to learn all since the story was interesting. 3 out of 21
stated that they could easily learn them as they generally see the structures and

especially dialect in movies, serials and songs.

Student 11: Evet ciinkii kullamlan dili garlalarda hep
duyuyordum o ylizden dikkatimi gekti.

Student 24: Evet. Clinkil yabana film ve dizilerde kullanian
sohbet diliyle yazilmigh ve bbylece daha akilda kahet oldu, ilgi
cekt.

Student 29: Bence akilda kaha oldu. Giinliik hayatmuzda
ingilizce konugulan bir ortamda bulunimadiinz icin bir tek
altyazili filmlerde bir seyler gbriiyoruz, o da onlarm giinliik
konugma dili ile ilgili, bu da. '

4 out of 21 stated that they learned them easily as they had the opportunity

to see them in a meaningful context.

Student 26: Evet akidda kalhia oldu. Gramer konusunu bir
hikaye iginde gdrmem sayesinde bu konu aklma iyice yerlest.
Yazarm dil kullamrmu agir ve anlagilamayacak gibi degildi.
Bilmedigimiz kelimeleri, deyimleri ve kiiltiirel diger seyleri de
grenip, aligtrma yapinca onlar da akilda kalic oldu. Miizik
esliginde iyice akhimiza yerlesti.

Student 14: Evet. Dersi hikaye tizerinden anlattgmuzda daha
alalda kalia oluyor. Derste sadece gramer konusu iglemek
yerine hikaye okudugumuzda hikaye iizerinden konuyu
anlamamn daha eglenceli ve kolay oldugunu diigiiniiyorum.
Sanki tiim kelimeler ve gramer konusu sizin hikayeyl
anlayabilmeniz igin 6gretiliyor. Hikaye, onlan Sgretmek icin '
degil. ' :

1 out of 21 t"nought that she could learn them as the materials and activities
led her to be creative since.she was given the opportunity to practice them in
creative exercises such as writing imagery and a dialogue between the characters

imitating the dialect.
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Student 32: Bence bu hikayenin bdyle iglenmesi gergekien
giizeldi. Konuyla ilgili sarka ve materyaller, dzellikle bir soru
vardi “imagery” yaphk, sevdigimiz bir yemegi anlattk, onu
betimlemek mesela ¢ok eglenceliydi. Hikayedeki karakterlerin
gelecegini tayin etmek hikayeye kendimizden bir geyler
katmak da yaratab@muzi ve hakkaniyet duygumuzu
geligtirdi.

1 out of 21 stated that she learned them both as native language was
allowed. 3 out of 21 did not express réasons.

Some of the students said that they learned vocabulary and the writer’s use
of language.

5 out of 49 stated that they learned the writer's use of language and

vocabulary because they found the writer’s use of language intéresting, but they

could not learn grammar.

Student 16: Evet oldu. Ciinkii Ingilizceyi gramerden biraz
uzaklagip, sokak diline de deginiyordu. Omegin “nigger”
kelimesini dmrit hayatimda arbk unutmam!

Student 9: Kelimeler ve dil kullanum sekli evet. Ciinkii farkl
bir konu oldugu icin yeni kaliplar ve Amerikan Ingilizcesi
vard1 hikayede. Hikaye icinde oldugundan daha akilda kahc
oldu. Gramer olarak pek bir fark hissedemedim.

Student 12: Ashinda biraz agr geldi ama konu, batillar falan
ilgi gekiciydi, kelimeler de &yle, aligtumalarla, konu iginde de
sik sik kargumuza gkt icin grendik ve akalda kalia oldu.

Student 13: Kelimeler ilgi cekici oldugundan akilda kalmas
kolay oldu. Gramer konusunda ise kelimelere gore daha az
dgrendim, c¢ok istiinde durulmadi. Yazarn dili o kiiltiirit
anlath, bizim daha Onceden ahsik oldugumuz resmi
Ingilizceden daha farkls, sokak diline daha yakm ve dﬁ(kat
cekti bu kullanimlar.

1 out of 49 stated that he learned everything except for grammar without

explaining the reason.
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Student 46: Digerlerini bayag: iyi 6grendik, evet akilda kaha
da oldu. Ama dilbilgisini anlaymadim ben. Neden bilmem,

zor bir konu da dedil aslinda, aginayiz. Kisacasi gramer
konusu diginda alalda kalicryda.

As for dialect or the writer’s use of language, 1 out of 49 stated that she
Jearned dialect as she found it interesting and more flexible, which made her feel

relaxed even if she made mistakes.

Student 19: Ozellikle bu konuyu sevdim giinkii daha evvelden
konusma becerimizi bir . standarda baglanugtik, hata
yapmaktan da korkuyordum ginkii  hep kurallar:
greniyoruz, ancak gimdi farkli bir diyalekt hem de o dilin
anadili oldugu bir Amerikali konusuyor. Mesela “whatsa
matter with ya” bu igimi ¢ekti.

Only 1 out of 49 said that she could learn grammar but not the writer's use
of language and vocabulary without explaining any reason.

8 out of 49 claimed that they could not learn grammar, vocabulary or the
writer’s use of language depending on several reasons. 1 out of 8 said that it was
because they did not like the story. 1 out of 8 said that they could Jearn none of
them as they did not make a preparation. & out of 8 said that none of them was
learned, and it was because the language was difficult to understand.

11 out of 49 students claimed that they only learned vocabulary.

Student 2: Kelimeler konusunda evet bircok kelime dgrendim,
ama grammar konusunda hayir. Ciinkii grammar konulari
fizerinde ofmasi gerekenden daha az - durdugumuzu .
diigtinityorum. ' B

1 out of 11 said that neither grammar nor the writer's use of language was
learned because of his low level English. However, he stated that he could learn
vocabulary without explaining any reason. 10 out of 11 did not mention whether

they could learn grammar and the writer’s use of language or not but stated that
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vocabulary items were far more interesting than both; therefore, it outperformed

the grammar and the language use.

Student 15: Kelimeler akilda kalicr idi ¢linkii dikkat cekici bir
konunun icindeki kelimelerdi.

Student 7: Kelimelerin ¢ofu akilda kalia ciinkii genelde
giinliik dilde kullandigimiz, sokak dilinde ya da aramuzda
siirekli kullandigimuz kelimeler. Bircogu da ilging geldigi ya
da kullanmann hosuma gidecegi kelimeler oldugu igin yer
eti. Parcamin egzersiz 11. Boliiminde kelimelerin
aciklamalanyla verilmesi de aklimda kalmasinu kolaylagtirdi.
Batl inanglann oldugu béliimii de zevkle dinledim. Aldimda
kald. :

{see Table 14 in the Appendices).

4.2.6 Question 6

5 out of 49 did not answer the question.

5 out of 49 said that there was no difference in participation when
compared to previous courses. 27 out of 5 added that they were interested in the
courses as usual.

19 out of 49 stated that they did not. pérticipate the courses for several
reasons.

Neaﬂy half of this group (9 out of 19) stated that they, in fact, Wa.nted to

participate in classroom activities, however, they could not as they felt themselves

unconfident due to their low English level.

Student 30: Uzgiiniim, dersi ¢ok bityiik bir keyifle dinledim, -
en cok katlmak istedigim derlerdi o hikaye giinleri, ancak dil
bilgim bu dersin yaninda gok zayif kaldi. Dolay:siyla en pasif
dgrenci ben oldum sanunm... '

1 out of 19 said that he was late for the course and that was the reason why
he could not participate the class activities. 2 out of 19 said that as they found the

materials and activities difficult, they did not involve in activities. 4 out of 19 found
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the materials and activities boring and since the story was too long, they did not

want to participate the course.

Student 1: Hayir, derse katilmak istemedim, diger derslerde
daha cok isterdim hep. Nedeni, ¢linkil stkaaydz.

Student 36: Hayir, giinkii konu zevkli olmasina ragmen g
hafta iist iiste islenmesi biraz sikt.

Although she claimed that she found the courses interesting, 1 out of 19
said that she is not the type of student who participates classroom activities,
adding that she usually prefers to be silent.

| 1 out of 19 did not give any reason. 1 out of 19 stated that the reason why he
did not participéte the activities was that the class was so crowded and noisy that
he could not concentrate on what was going on in the courses.

20 out of 49 stated that they participated in the classroom activities during
the courses depending on several reasons.

12 out of 20 stated that they participated since the subject being discussed,

" the materials and activities were interesting,

Student 23: Bilmedifim birgok kelime ve kalibin bulunmasi
konunun ve kelimelerin daha iyi akhmda kalmasin: saglad.

Student 32: Evet diisiinityorum, Ciinkii bu konu ilgimi cekti
ve aym bir zen gosterdim. Hazulanan sorular, gramer
konusu, Amerikalilanin kullandiklan dil ve kelimeler- ilgimi
cekti ve dgrenmek istedim.

1 out of 20 claimed thatl she found it interesting to compare the American
and Turkish culture. 1 out of 20 stated that éHe participated in the course and she

was more creative as the materials are various and enabled her to be creative.

Student 26: Eski derslerde de hocarmuz bize derse katilma fildr
{iretmé olanaft veriyordu zaten. Ancak bu derste
kullandigimuz materyallerin katithmahgmizi ve
firetkenlifimizi arthrdigim diigtiniiyorum. Eski derslerde gogu
zaman tek bir kaynaktan yararlanirken, simdi ise gesit goktu.
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Yorumlarken bize yardimi olacak birgok materyal vards, tek
bir seye bagh degildik, bu da benim ufkumu agti, daha genis
dilgiindiim, strurlarim genigledi. Bu nedenle daha farkh, ilging
seyler irettigimi bu sayede de daha katlma oldugumu
diigiintiyorum.

1 out of 20 said that he could participate because the materials created
sufficient background. 3 out of 20 expressed that they participated because the
materials and activities were open to discussion and personal response since the

subject was contemporary.

Student 47: Onceden de sdyledifim gibi, tiim insanhg
ilgilendiren bir konuda kayitsiz katmak imkansiz. Insan ister
istemez kendisini olaymn icinde buluyor. Derse katlp,
diigiincelerini ifade ederken, yeni fikirler de yaratabiliyor. Bu
nedenle ders daha firetken ve katihmi daha yiiksek oluyor.

1 out of 20 said that he participated just because he prepared for the courses
before. 1 out of 20 did not want to give any reason of why she participated (see

Table 15 in the Appendices).

4.2.7 Question 7

1 out 49 did not answer the question.

2 out of 49 said that. they could not decide as they were late for the part of
the course during which the class were listening to the song and discussing onit.1
out of 49 misunderstood the question and said that there was an association
between the song and the story as they both served as a model for spoken
language. _ ) |
3 out of 49 claimed that they could uﬁders’caﬁd the song without reading the story.
2 out of 3 did not express their reasons while the other one (1 out of 3) stated that
there was no need to read the story as it was boring. In other words, it would be

enough to listen to the song and discuss on the issue.
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1 out of 49 seemed indecisive when claiming that “biraz katkida bulundu”
but he did not want to give reason.

41 out of 49 stated that the story contributed to their understanding of the
song for several different reasons.

28 out of 41, which makes a vast majority, stated that it is because the story
prepared them for the upcoming theme and thus, created a ‘schema’ or pre-
information for them. They added that thanks to the story, they were able to
visualise the events in the story while listening to the song, that is, they could make
associations between them. They also expressed that the story was like the
extensive version of the song which enabled them to comprehend much and
evaluate the issue from a holistic perspective as they were thematically supported
each other. In short, they agreed on the idea that with the help of the story, the
song became more concrete and comprehensible. (Students 4, 8, 9, 10 stated two

reasons in one question).

Student 37: Evet sarkida da hikayede de ortak konular
bulundugu icin ikisi, konuyu bir biitiin olarak algilamama
neden oldu ve dogru yorum yapabildim.

Student 3: Hikaye sarkiyi dofru yorumlamamuza katkida
bulundu. Hikayeyi okumadan sarki hakkinda dogru yorum
yapamazdim. Fikayede ayrmmcihifi = somut  olarak
gorebiliyoruz, sarkida soyut boyutta kalird.

Student 10: Evet, hikaye sarkiyr yorumlamada bana yardima:
oldu. Ciinkii hikaye sayesinde garkimn konusu hakkinda
onceden bilgi edindim.

Student 27: Hikayeyi duyiadan garka haklanda ufack bir -
yorum yapabilsem de ‘konusu, anlamu yani, tam
" oturmayabilirdi. Ama hikayeyi temel . alarak sarkida ne
anlatmak istedigini daha rahat bir sekilde anladim.

Student 47: Okumadan yeterli yorumu yapabilecegime
inanmuyorum. Pargay1 okuyup, tartigtiktan sonra konuyu daha
derinlemesine anlayip, sarkiy1r hissetmek daha kolay hale
geldi. Ciinkit hikaye, sarkanuin daha genis kapsaml: hali, sarks
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da hikayeden bir kesit gibi. Geneli kavraymca Srnekler daha
kolay anlagiliyor.

Student 32: Yapamazdim. Ciinkii hikaye hem wkglikla hem
aynmalikla fgili bilgilerimi 36yle bir toparlarken sark: bunu
tyice pekigtirip dziimsememe neden oldu. Yani kafamda yer
ett.

Student 34: Hikayeyi okuwmadan sarki hakkinda dogru yorum
yapamazdim. Bir seyi yorumlamak icin Sncesinde bir birikime
ihtiyag var. Sarkiyr direkt yorumlamaya kalksam, konuyu
belki bagka yerlere ¢ekebilirdim. Bu aqdan hikaye o on
birikimi saglad.

Although 7 ocut of 41 agreed that the story contributed to their
understanding of the song, they did not explain their reasons. 2 out of 41 students
stated that although it could be possible to understand the song without reading

the story, they agreed that it surely saved time for the class.

Student 25: Hikaye olmadan da sarks haklanda kabplardan
yola cikarak en azindan dogru yorumlar yapabilirdik. Fakat
hikaye sarkiy1 daha hizh yorumlamamiza neden oldu.

© 1'out of 41 said that it contributed to understanding of the song but native

use of language, though used rarely; was more efficient in understanding the song.

Student 15: Sarkayi yorumlamamazda hikayenin katlas: oldu.
ikisi de aym konu iistiinde duruyordu Fakat baba sorarsamz
en ¢ok yapilan Tiirkge aciklamalar yardima oldu. Tiirkge daha
iyi anlagihiyor.

5 out of 41 stated that they nugh’c not be able to understand the hidden

meanings that the words, ‘alien’ or ‘Spanish blood” convey without reading and
discussing on the story.
Student 8: Biiyiik katlada bulundu. Ciinkii hikaye de sarki da

ayrimalik iizerine. Hikayeyi okumadan dinlesem sarkiyl,
“alien” sbzcigi tizerinde o kadar da durmayabilirdim. Ancak
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o konuya hikayede cok temas ettifi icin o sbzclik hemen
dikkatimi ¢ekti ve hikayeyle beraber diigiiniince o kelime daha
anlamh geldi. Salt sézciik olarak kalmady, sézciik ciimlelerin
ve fikirlerin igini doldurdu.

Student 24: Yorumlayabilirdik elbette ama zencilere “alien”
denmesinin vurgusu iizerinde bu kadar durmayabilirdik. Yani
ikisi birbirini tamamiad: bir nevi.

2 out of 41 stated that he could not comment on the issue as he did not
understand the story or the song. This, in fact, may serve as an evidence for the
contribution of the story to the song. That is why Student 44 and 46 are considered
to Support the idea that understanding of the story certainly affects the
comprehensibility of the song (see Table 16 in the Appendices).

4.2.8 Question §

5 out of 49 did not want to give answers.

1 out of 40 said that he sometimes found it hard to find something to say
but did not want to express any reason.

1 out of 49 said that as he could not understand the story, he could not find
anything to say, that is he found it hard to express himself, which underlines the

importance of background knowledge.

~ Student 44: Fikir boglufuna diigtiim. Sebebi ise, hikayeyi
bagindan takip edemeyigim. Bazi derslere gec kaldim, bu
arada &ziir dilerim boldiiysem, neyse. O yiizden tarhgmalara
katilamadim.

1 out of 49 said that it is because slhe was late for the discussion part.
(Student 6) 35 out of 49 stated that the materials and the activities were sufficient;

therefore, they found it easy to find something to say during the discussions.

Stadent 26: Evet bazen oldu. Ama bu durum materyallerden
kaynaklanmady. Kelimeleri bilmedigimden, sonra yavag yavag
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oturunca o bogluklar da kapanmug oldu. Ama o bogluklan
doldurmada materyaller katlada bulundu.

However, 14 out of 35 said that due to their low level of English, they could
not sometimes express themselves appropriately although they thought that the

materials and activities were sufficient to create background.

Student 25: Fikir boglugu degil daha tnceden soyledigim gibi,
sorun Ingilizce ifade edememek yoksa materyaller yeterli
altyapiyr konu hakkimda hicbir sey bilmeyenler icin de sagladi
diye diigliniiyorum.

5 out of 49 said that they could not find anything to say and found it hard
to express themselves because of their insufficiency in English. Therefore, it is
interesting to find out that while 14 out of 35 students did not consider their
inability in spoken production as a disability to find something to say .durj:ng
discussions since they thought that the materials and activities gave them opinion
abéut the issue being discussed, 5 out of 49 regarded their lack of English -
knowledge as a disadvantage since they felt that it prevented them from creating
ideas. This, in fact shows the relationship between language and thought.

1 out of 49 claimed that rather than relying on the materials to discuss, f\e
made use of his own world knowledge to find something to séy, which shows the

importance of world knowledge in spoken or written production of the target

language.

Student 49: Fikir bogluguna diigtigiim zamanlarda kendi eski
bilgilerimi de kullanarak bu boslugu yenebildim. Konu zaten .
giincel ve giiniimiizde de ¢ok tarhgilan bir konu. Yani durum
bdyle olunca kendimden katmarnam mitmkiin degil.

(see Table 17 in the Appendices).
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4.3 Findings of the Written Test
4.3.1 Grammar Part

As it is indicated before (see Chapter ITI), the first question, which includes
five activities, is a controlled activity in which the students are expected to
combine the clauses with adverbial clauses so as to form a full sentences which are
to be grammatically correct and meaningful, not only as a separate sentence but
also meaningful according to the story. 15 out of 49 students were successful in the
activities in Question 1 through forming 5 correct sentences, which means there
was no mistake. (5/5)

5 out of 49 students could form 4 grammatically and meaningfully
appropriate sentences with only one mistake. (5/4)

11 out of 49 made two mistakes, which means that they formed 3
grammatically and mearﬁhgfuﬂy correct sentences. (5/3)

12 out of 49 students could form two correct sentences as ﬂ'tey made 3
- mistakes. {5/2)

6 out of 49 students could form only one grammatically and meaningfully
appropriate sentence, and they made 4 mistakes. (5/1)

There was no student who could not answer at all.

Keeping in the mind that there were 5 activities in Question 1, students who
could achieve half of them can be considered to be successful in that part, which
means that students who could complete the activities in the first question with
one or two mistakes can be regarded as successful. 18 out of 49 students failed in
the first question. Therefore, 31 out of 49 students, Which make a vast majority,
showed a good performance for the coritrolled éétivities.‘ |

Question 2 which has 5 acﬁviﬁes, is designed as a semi-controlled activity
in which the students are expected to fill in the blanks to complete the adverbial
clauses appropriately with respeét to grammatical rules. The students are also
expected to form meaningful adverbial sentences according to the context in the

story. As for this question, the situation is different when compared to Question 1.
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Only 3 out of 49 students could form meaningful and grammatically
appropriate sentences without any mistake. (5/5) 3 out of 49 made only one
mistake in creating their own sentences. (5/4) 3 out of 49 students could form 3
correct sentences with 2 mistakes. (5/3) 1 out of 49 students made three mistakes
and could complete two sentences correctly and meaningfully. (5/2) 5 out of 49
students could only form one correct sentence as they made 4 mistakes. (5/1) 34 out
of 49 students could not form any grammatically and meaningfully correct
sentences. (5/0)‘Considering that the students who could form their own sentences
appropriately with one or two mistakes can be regarded as successful in this part,
only 9 out of 49 students were successful in this question. However, a vast
majority, which mak'es 40 out of 49 students, was unsuccessful in Question 2 (see

Table 18 below).

4.3.2 Vocabulary Part

Vocabulary part, which includes 22 fill in the blanks activities, is designed
to support the story thematically. It is in the form of another story dealing with the
same problem in the story the students have read during the courses. The students
were provided with brackets next to each blank in which the phrases with similar
meanings were included. The students were expected to fill in the blanks with the
appropriate word from the box provided for them.

21 out of 49 students, which is nearly half of them, could complete the
sentences with appropriate words without any mistake. (22/22) 2 out of 49 made
only one mistake. (22/21), and 2 out of 49 made only two mistakes i Question 3
which consists of 22 sentences to be cdmpleteci‘ with apPrdpriate vocabulary items.
(22/20) 7 out of 49 students could coﬁ]plete 19 sentences correctly with 3 mistakes
(22/19), and 2 out of 49 made 5 mistakes in total. (22/17) As 1 out of 49 students
made 6 mistakes, they could com?lete 16 correct sentences out of 22. (22/16) 1 out
of 49 students could answer 15 questions correctly (22/15), and 1 out of 49

completed 14 correct sentences. (22/14) 2 out of 49 students gave 13 correct answers
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for Question 3 (22/13), and 2 out of 49 made 10 mistakes as they could complete 12
sentences with appropriate words. (22/12) 2 out of 49 completed 11 sentences with
correct words (22/11), and 3 out of 49 completed 12 sentences with inappropriate
phrases. (22/ 10) 1 out of 49 students could complete appropriate sentences with 9
correct words (22/9), and 1 out of 49 with 8 appropriate words. (22/8) 1 out of 49
could only complete 4 sentences by using correct words. (22/4)

Considering that students who could complete half of 22 sentences, which
makes 11 out of 22, can be considered to be successful in Question 3, only 6 out of
49 students are not regarded as successful in this part, which means that 43 out of
49 students, which makes a vast majority, were successful in vocabulary part (see

Table 18 below).

4.3.3 Culture Part

In Question 4, the studenté were expected to write a paragraph about what
they have learned about the American culture. However, they were not allowed to
answer the question through using their pre-knowledge since they were asked to
answer the question based on the story and the following courses. They were
_informed that the answers which include unnecessary information are not gradéd.
Moreover, the students were limited to four keywords in order to make them
concentrate on specific points. The points on which the students were expected to
answef were defined as ‘dialect’, ‘idioms’, ‘superstiions’ and ’discrimination’.
Since the common North American superstiions which were discussed about
throughout the courses are large in number, the students were asked to write only
* four of them. | .

22 out of 49 students could give some examples from Black American
dialect based on the examples from the storyThrough a quick look at these 22
student’'s answers for Quéstion 4, it can be easily understood that ‘whatsa matter
with ya' takes the first place since 16 out of 22 students remembered it. 8 out of 22

mentioned ‘gin’t’ by giving the example sentence from the story, ‘I ain't letting
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nobody to call me nigger.” 'Oughta’ takes the second place among 22 student’s
favourite as 6 out of 22 mentoned it as an example for American dialect. 5 out of
22 students gave ‘lisser’ as an example. ‘Don’t ya’ shares the same average with
Tissen’ as 5 out of 22 also mentioned it. 4 out of 22 students remembered “babe’,
which is commonly used in the story. ‘The niggers is the worse’ takes the sixth place
among students’ favourite dialect because 3 out of 22 mentioned it. 2 out of 22
remembered ‘doin’ somepin’, and 2 out of 22 gave ‘evenin’’ as an example. Although
it was mentioned only by 1 out of 22, double negation as in ‘I don't know nothing’
can be considered another favourite example for Black English dialect.

As for idioms, only 5 out of 49 students could give examples from the
idioms from the story. Among them, ‘could not bring himself to hit the woman was
mentioned by 4 students, ‘cuss me four ways to Sunday’ by 3 students. While ‘I should
have let her have it’ shares the same place as “cuss me four ways to Sunday’ as it was
mentioned by the same number of students out of 5 (3 students), the expression,
‘what the hell’ was mentioned by only two of them.

24 out of 49 students wrote at least a few things about discrimination which
dominates the theme of the courses. While all of 24 students out of 49 mentioned
racism towards black people in America, only two of them mentioned class
distinction through pointing on that black people in the story belong to working
class, and they work hard even though they are paid less. It is not interesting to
find out that 1 out of 49 mentioned the word, 'nigger” in his writing as it is one of
the most frequent words in the story: |

As for the superstitions, 31 out of 49 students could give examples from
superstiﬁdns. “Walking under a ladder’ was r’nehtioned by 27 students out of 31,
which makes the superstition as the most weﬂ—known one. 23 out of 31 students
mentioned ‘knocking on the wood” and ‘bresking mirror’ 11 out of 31 gave example
from one of the well-known superstitions throughout North America, which says
‘if @ wild bird flies into your house, it brings death or illness to your house.” 8 out of 31

students remembered the belief which says ‘Do not put your shoes on your bed, it
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brings death., and ‘black cat brings bad luck’. ‘13* Friday’ as an unlucky day was
mentioned by 6 out of 31. 5 out.of 31 remembered the old superstition which says
‘Do not give your partner bag or perfume as a gift which means the end of a relationship.”
‘Leqve the door you entered’ was mentioned by 4 out of 31 students as another
symbol of bad luck. 2 out of 31 mentioned the idea of taking ‘25 cent from the ground
means you will never be broke’. 1 out of 31 mentioned 'crossing fingers’ to be protected
from bad luck, and the belief which says that ‘Do ot open your umbrella in a closed
aren’, and the superstition which says “if you spill salt, take a pinch and throw it from
your right shoulder.

10 out of 49 students did not answer Question 4 at all (see Table 18 below).

" Table 18 The students’ resulis in the written test

The Number of the Successful Students
% Controlled 31 out 0f 49
' Semi-controlled 9 put of 49
m

5 ,.
g 43 out of 49
a Idioms ' "5 out of 49
E Discrimination 24 out of 49
é Superstition | . , 31 out of 49
Dialect 22 out 0f 49

4.4 Comparison and Contrast among the Three data

Considering the studehts’ results in the written exam which have been
a:palysea above as the basis of discussion, one can easily see that while there are
some direct correlations between the answers of the teachers in the interviewl and

the students’ test results, and between the answers of the students in the interview
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and their own test results, it is also possible to see a few reverse correlations
between the answers of the teachers in the interview and the students’ test results,
and between the answers of the students in the interview and their own test
results.

For the controlled activity in Grammar Part (Question 1), it has already
been mentioned that 31 out of 49 students were successful in combining sentences
with adverbial clauses to form grammatically and meaningfully appropriate
sentences. On the other. side, 18 out of 49 students were not successful in Question
1.

As for the semi-control activity in Grammar Part (Question 2), the results
are surprising since only 9 out of 49 students could give correct answers, which
means that 40 out of 49 students which makes a vast majority failed in that part.
However, the results are not only interesting because of the reverse correlation
between the results in Question 1 and Question 2. Although both questions were
designed to be thematically supporting the story the students have read during the
courses, and both questions include the same grammar point which is the
adverbial clauses, such a striking difference between the results in Question 1 and
2, in fact, was not expected. Another surprising finding related to Question 1 and
Question 2 is that some of the students who were not successful in Question 1
could achieve a great success in Question 2 which is more difficult than Question 2
singe it is a semi-controlled activity as mentioned before. While Student 4 made
only 2 rhistakes in 5 activities, student 27 could form 5 correct sentencés out of 5
without any mistake. Furthermore, Student 36, although he stated that he did not
like the courses as he found them bor'i'ng,‘ cduia .achiev-e 5 out of 5 in Question 1
and 5 out of 5 in Question 2. Therefore, there is not a direct correlation between his
answer during the interview and his performance during the test. Why it is found
étrikhg js that the answers of the instructors, who claimed that the students can
achieve anything on the condition ’rhey like it, have also shown a reverse

correlation with Student 36's situation. Another striking finding about Question 1
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and Question 2 is that Student 3, who stated that she did not like the courses since
she prefers gramumar courses when she added that she is good at grammar, was
not successful in either Question 1 or Question 2 both of which are in the Grammar
Part of the written test. When considered the instructors’ answers during the
interview, this time, it is possible to focus on the idea that it might be caused by the
fact that when students have negative attitude towards the course, they are less
likely to be successful even though they have sufficient knowledge. Apart from
these, there is a direct correlation between many of the instructors’ answers in the
interview and the students’ results in Question 1. As mentioned before, 15 out of 20
instructors claimed that literary texts are rich sources for teaching grammar as they
present the target grammar subject in a meaningful context through an interesting
plot which also appeals to students’ emotions so as to make the target grammar

subject to be internalised.

Instructor 10: Aym sekilde okudugu geyi severse, gramer de
“jcsellegir. Daha akilda kahicr olur aym sekilde. Mesela “To be
or not to be, That's the question”. Shakespeare’den Sgrendiler,
Ingilizce bilmeyenler bile unutmuyor bunu sdyleyebiliyor,
hem de biliyor anlamum. Mesela, smavda bir &frend
instruction 1 anlamadif igin, ahghrmalan gbzemeyecegini
soyledi, benden yardim istedi. O da bir 8lgme sonugta. Ben de
“that’s the question” dedim. Instruction 1 anlamayan Sgrenci
ona giildii, anlads, tepki verdi. “Ne bu o soru mu, ne dedi
hoca” demiyor mesela. Demek ki ona garpict gelmis. Biz de
Syle degimliyiz? Farkli olana ilgi duyarz. Mesela, Present
Simple Aspect Sgretilecek. Hamlet yazilsa present simple da
ne iyi olur. Birbirinden bagumsiz 100 tane “I go to the cinema”
tgretmekten daha iyl bir yontem, daha akida kaba. Hem
{izerine diigiiniiliir de tartigtlir. Bir de gbre gore Ofrenir ve
biraz duygulara da hitap etmis olur. Mesela bir siirin bir
ciimlesini hayat felsefesi edinen biri, diyelim ki o climlede
“she needs” diyor, onu Ogrenir. Yoksa sen istedigin kadar
anlat, she —s takisi1 alir de, nafile.

However, for Question 2, it is not valid because of the above- mentioned
striking results, This surprising finding reminds us of a few instructors’ answers
about whether it is possible to teach grammar through literature or not. As stated

200



before, 4 out of 20 instructor claimed that other materials are more useful than

literature in teaching grammar as literature scarcely aims at teaching grammar.

Instructor 17: ...Deneyimlerimde gazete ve dergilerin daha
kolay anlagildigin ve benimsendigini gordiim. Secilen
kelimeler ve ciumle yapilan dgrencilere ¢ok zor gelmedigi icin
daha cok ilgi goriiyor.

Instructor 6: Haywr, Ogretmez bence.  Edebiyat egithir
dilbilgisizlik. Tiitkge’yi diigiinelim. Anadilimiz. Bir hikaye
yazarken konugtugumuz gibi yazanz. Dolaysiyla konugma
dilinde dilbilgisi arayamayiz. Edebi eser olurken amag,
kelime bence. Written/spoken dilde nerde olursa olsun. Ama
dilbilgisinde dikkatli olalim. Gramer dgretirken bence, dil
dpretmek icin hazirlanmug kitaplar, materyaller kullamlmali,
Edebiyat gramer dgretme amact degildir ve giitmez de zaten.

In that sense, there is a direct correlation between the answers of the
instructors above with the studenté’ results in Question 2. It will also serve as a
reminder to include the answers of some of the instructors who support the idea
that it is possible to teach grammar through literature since these answers show a
reverse correlation with 4 out of 20 instructors who do not support the idea as

mentioned before.

Instructor 7: Difer yazmsal dokiimanlar sanki iyi gramer
dgretmez. Clinkii bdyle metinlerde sGylenmesi istenen sey
daha énemli- dgrenci nasil sdylendiginden ¢ok ne stylendigi
ile ilgilenir. Edebiyatta daha kompleks ciimleler var. Hem de
nasy soylendigi iizerine dikkat cekiliyor. Siir bazinda
bakarsak, siirlerde devrik yap1 vardir. Bunu bir tip metininde
goremeyiz. Bazilarn . gramer .  Ogretmek amagl
hazirlamyor(makalelerde) - ‘edebiyat amagsiz - kullanyor '
grameri ve o kadar giizél kullaruyor ki bu bdyle sfylenir
diyoruz. Mesela kimse bana vurgu &fretmedi. Ben i do like
kaltbim edebiyattan dgrendim. Merak edip hocaya sordum.
Kural gibi gelirdi bana 6gretilseydi, yani unutmaya meyilli
olurdum. Mesela ana dilimizi kimse kurallan ile 6gretmedi
ama cok kiiciikken de gramer bakunmdan dogru climleler
kullanabiliyorduk. Yani bilingaltindan -6gretiyor sanki agik
secik degil de.
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Instructor 9: Edebiyat, dgrenciyi bagka bir diinyaya geker, o
dilin diinyasina. Dil sadece gramer ya da kelime olmaktan
cikar artik, bilmiyorum. Mesela edbiyatta séylev sanati daha
giilit. Bir geyi binbir structure ile sSylemeyi dgretiyor. 6renci
bir karakteri kendine benzetmigse, ¢ok sevimigse ya da nefret
etmisse onu anlatan kelimeyi, ve o karakterin bagindan gegen
olay orgiisiiniin anlatildig1 structurelart beyninde baZlanti
kurarak akilda kalict hale getirir. Bir de 6grenmek degil sadece
kullanmak da 8nemli, mesela edebiyat iyl writing ve speaking
dersleri gikarr. fjgrenciler belki de dil kaygisi tagmmadan
iiretirler. Yani diigiinsene past simple dgretiyorsun birbirinden
bagumsiz climleler 20 tane, hadi doldur. Ama onu bir hikaye
icinde versen o bogluklar daha diisiiniilerek doldurulur.
Cocuk hikayenin tamamini merak ettigi icin doldurur ashnda.

As for Question 3 (Vocabulary Part), it is clearly seen that there is a direct
correlation both between the instructors’ answers in the interview and the
students’ test results and between the students’ answers in the interview and the
students’ test results. (since a vast majority of the students claimed that the course
was useful especially for their vocabulary development rather than grammar and
the writer’s use of language as mentioned previously.) Accordingly, 43 out of 49
students, which means néaﬂy all of them, were successful in that part. Among 6
out of 49 students who were not successful in the written test, Student 1 and 6
already stated that they did not like the courses and found the story boring, which
may be the cause of their low performance. However, student 16 and 44, for
instance, was outperformed many students since they made no mistake in
vocabulary part although they stated that their English level is low. This reminds
us of some of the instructors’ answers in the interview about the mégic of literature

in teaching vocabulary.

Instructor 3: Iyi degil bence en iyi yontem, daha cok ddev
olarak ceviri verdifimiz igin g¢ocuk canla bagla sozliik
cahigmasi yapiyor, hatta giinlerce sbzliikle yabp yine onunla
kalkiyor. Kelimelerin yan anlamlarniu da girmiis oluyor
sozhiikte. Diger tiirlerden farki da daha biiyiik bir ciddiyet ve
hassasiyetle yazilmis olmalar, dzellikle short storylerdeki olay
Brgiisi, climax falan gocuklari cok sariyor ama aym gey gazete
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dergi vs. icin s6z konusu degil. Edebiyatta kullandan kelime
zenginligi diger yazn tiirlerinde bulunmuyor. Vocabulary
{izerine calisirken cocuk edebi metinler vasitasiyla kelimenin
nerde nasy kullarulmas: gerektigini ¢dziiyor...

Instructor 11; Evet. Olay brgiisiiniin, dzellikle dogru secilmis
metinlerdeki kelimeleri aliyor hafiza. Ashinda 6grenci severse,
her sekilde &grenir. Ama edebiyat daha zengin. Mesela
Poe'nun the House of Usher m da, o ev tasvir edilirken birgok
kelime dgrendi égrenciler. Imagery’ler var. Zevkli bir gekle
sokar edebiyat Ofrenme siirecini. Kelimeler o tasvirdle
goziimiizde canlantyor...
However, a reverse correlation attracts our attention between the answers
of the instructors whose thoughts are included above and 4 instructors out of 20
who opposed with the idea of teéchjng vocabulary through literature, though they

are small in number.

Instructor 14: Gazete ve dergiye gore edebiyat iyi bir materyal
olarak goriilmeyebilir. Edebi eserler Szellikle hentiz erigkin
olmayan yabana dil grencileri agisindan sikici bir materyal
olarak goriilmektedir, ya da var olan kelime bilgilerinin edebi
metin icin eksik kalacagi korkusuyla isteksizlik yaratabilir.
Konuyu yeterince kavrayamamalan da buna bir etkendir tabii
ki. Gazete ve dergi yazilan hem kisaltk hem de konuyu
tzetleme bakimindan daha faydahidir diyebilirim.

In Question 4 (Culture Part) which aims at assessing their cultural
knowledge based on the courses, it is easily recognised that 39 out of 49 students,
which makes a vast majority, can be considered to be successful since they were
able to remember some specific cultural points including discrimination against
the black people, superstitions, dialep{ and alsd idioms (though the students who
mentioned idioms are small in number -3 out of 49). It is recognised that
superstitions (direct culture) take the first place, discrimination (direct culture} the
second, dialect (indirectly shows culture) the third, and idiom (indirectly shows
culture) the final place according to the students’ answers in Question 4. It is an

important finding since it shows the direct correlation between the students’
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answers in the interview and their test results. In the interview, 38 out of 49 stated
that they learned many things about the American culture. (first rank) 15 out of 49
| (including Student 36, who said that there is no change with respect to knowledge
as he has already known a lot about it, since he stated that he learned a lot of new
words though.) claimed that they learmed vocabulary (second rank), 5 out 38 said
that they learned about dialect (third rank), and only 3 of 49 stated that they
learned about idioms (final rank). This reminds us of the direct correlation between
the instructors’ answers to the question whether literature creates cultural
awareness or not and the students’ answers both in the interview and in the
written test. As mentioned earlier, 19 out of 20 instructors said that it surely
contributes to cultural knowledge as literature is a part of culture. 1 out of 20
(Instructor 14) stated that both literature and other written types can create cultural
awareness equally, which means that Instructor 14 also agrees with the idea but

from a different perspective.

Instructor 9: Edebiyatta o kiiltiire dair pek ¢ok gey bulmak
miimkiindiir.En uzak bi betimleme paragrafinda bile bir
kiginin kayafetlerinden, bir binarun goriiniisiinden, sokaktaki
insanlara kadar o kiiltiirii o dili yagayan insanlarm evlerinin
icine gireriz, hayatlarina gireriz edebiyatla ama diger
metinlerde bu kadar da miimkiin degildir. Oralardan sadece
yiizeysel bilgiler alabiliriz, ancak bazi ipuglan toplarz. Mesela
okudugum bir romandaki (Mary Barton) betimlemelerden o
kadar cok etkilenmistim ki sanki 18. yiizyilda, oradaki
sokaklarda yiiriiyor gibi hissetmigtim kendimi Yazarn
anlattklanyla bir resim ¢izmistim ve hala gdziimiin Onine
gelir. O zamanki kiiltiiriin resmiydi bu.

Only 10 out of 49 students, which is miﬁofitf, did not answer Quéstion 4 at
all although many of them stated tﬂat they learned many things with respect to
culture during the interview, and although they supported their answer with
concrete examples from the courses, including the story, which is interesting.
Another striking finding is that Instructor 25 did not answer the question at all in

the written test although he stated that there is no change with respect to cultural
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knowledge as he claimed that he has already known a lot of things about American
culture. It is thought that the case of those 10 students may be caused by the fact
that they were asked to write what they know in English in the written test unlike
interview as they were allowed to use their native language, Turkish, in order to
make their expression easier. This situation reminds us of the widely-known fact
that competence is different from performance. Perhaps, this is one of the reasons
of why some of the students during the interview stated that they learned a lot of
things, but they can learn better if the native use of language had been allowed
throughout the courses. This, in fact brings out one of the most controversial
issues, the native language use, in language teaching environments, which is
another subject of study.

Having a quick look at some interesting findings, it is possible to find

answers for the research questions based on the analysis above.

4.5 Sumimary

This chapter can be divided into four main parts. In the first part, the
findings of the structured interview with the teachers were analysed. The analysis
mainly includes descriptive analysis but a quantitative analysis was also included.
Each question is analysed clearly with the relevant quotations attached. In the
second part, the findings of the focused group interview with the students were
analysed in order with some of the striking examples from the students’ answers
included in the relévant category. The third part includes the findings of the
written test applied after the treatment. This part is divided into three sub-parts as
the written test was consisted of threé'paﬁs Wthh are .gr'ammar part, vocabulary
part and culture part. Each of these sub-cate.gories includes the analysis of the test
results which are related to the specific area. Finally, the chapter dealt with some
striking points with respect to fhe differences and similarities among the three

data. In other words, the results of the interview questions with the teachers and
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students were analysed accordingly, based on the students’ test results to see the

relation among, them.

206



CHAPTER V
DISCUSSION

. 5.0 Presentation
This chapter serves as an answer to the research questions posed at the very
beginning of the study. Each research question is dealt with step by step
depending on the findings of the study in the previous chapter. The chapter also
focuses on some important ideas that can be considered to be key concepts for the
discussion of the analysis. The ideas are based both on teachers’ and students’

answers to the interview qutestions. The chapter also includes a summary.

5.1 Finding Answers for the Research Questions

This study aimed at finding answers for the research questions posed at the very

beginning of the paper.

5.1.1 Research Question 1
How do literary texts enhance students’ language awareness?
- on g structural level 7 |
~ on a lexical level 7 |
Although it has been already discussed in detail in Chapter II, it is possible
to find answer to this question &wough-having a 1001( at the students’ and teachers’
answers to interview questions, and also students’ test results.
As for grammatical knowledge, 17 out of ?.b teachers stated that literature
_ contributes to grammar teaching depending on several reasons. The teachers stated
that literature shows the way to say one thing in many different ways which can

also reflect their language production. As many of the teachers agree on the idea
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that the students are generally influent in their spoken productions since they
usually get stuck in what structure to use while speaking. They state the problem
as lack of knowledge in paraphrasing sentences structurally as they are not
familiar with the variety of using structural expressions. Therefore, literature
provides them with the opportunity to see varios ways of saying one thing, and
thus, make them fluent producers of structures, and prevents them from
repetitions hich hinders effective coxfxmurﬁcation; They also agree that it is possible
to see more structure in literature when compared to newspapers or magazine
articles as litearture shows a large variety of structures in a meaningful and
interesting plot or context which makes students familiar with the appropriate use
of grammar since literature also models the most appropriate an elite language use
with respect to grammar. It is also claimed that literature is interested how to say
something rather than what to say. Newspapers and articles generally aim at
processing information, which makes them interested in what to say. Through
familiarising students with interesting and striking models of how to say
something, literature also contributes to language awareness on a structural level.
The teachers also claimed that it gives the opportunity to practice grammar during
the courses since literature requires integrated skills, Thus, the students will find it
more enjoyable to speak or write on a theme or doing exercises in a meaningful
context than dealing with fill in the blanks or isolated grammar activities which
generally are not thematically well-vowen. So as not to forget the importance of
creating a “feeling for language”, it should be kept in mind that literature makes
students internalise and personalise grammar points since literature appeals to

emotons as Instructor 10 said:

Instructor 10: Ay sekilde okudugu geyi severse, gramer de
icsellesir. Daha akilda kalian olur aym gekilde. Mesela “To be
or not to be, That ‘s the question” . Shakespeare’den
bgrendiler, Ingilizce bilmeyenler bile unutmuyor buma
sdyleyebiliyor, hem de biliyor anlamint. Mesela, sinavda bir
dgrenci  instruction 1 anlamadifz  igin, ahghrmalan
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gbzemeyecedini soyledi, benden yardum istedi. O da bir Slgme
sonucta. Ben de “that’s the question” dedim. Instruction 1
anlamayan &grenci ona giildii, anlads, tepki verdi. “Ne bu o
soru mu, ne dedi hoca” demiyor mesela. Demek ki ona carpia
gelmig. Biz de oyle defimliyiz? Farkli olana ilgi duyanz.
Mesela, Present Simple Aspect &fretilecek. Hamlet yazilsa
present simple da ne iyi olur. Birbirinden bagimsiz 100 tane “I
go to the cinema” Gfretmekten daha iyi bir yontem, daha
akilda kalia. Hem iizerine digliniiliir de tartigilir. Bir de gore
gbre dgrenir ve biraz duygulara da hitap etmis olur. Mesela
bir stirin bir ctimlesini hayat felsefesi edinen biri, diyelim ki o
citmlede “she needs” diyor, onu 8Zrenir. Yoksa sen istedigin
kadar anlat, she —s takasi alir de, nafile.

The teachers also expressed that it is more likely to see some specific
grammar points such as inversions in literary texts, and Titerature is perfect in
teaching narrative tenses. | |

However, through a quick look at the students’ answers to the interview
questions, it is interesting to find out that only 4 out of 49 students claimed that
they have learned grammar. Therefore, grammar takes the final place when the
students were asked whether they could learn grammar, vocabulary, culture and
dialect.

The test results of the students in the Gramunar Part shows a reverse
correlation with the answers of the teachers as only 9 out of 49 were succesful in

the semi-controlled activities in the Grammar Paﬁ_ although the questions were
prepared thematiclly relted to the theme dominating throughout the courses.
However, it is worth mentioning that in controlled éctii‘riﬁes, 31 out of 49 students
showed a good performance.

As for vocabulary, the teachers were asked- whether literature outperform
the other materails in teaching vocabulary, only 3 out of 20 opposed with the idea
that literature can teach vocabulary since according to them, the other styles are
better at teaching contemporary words and literature is too rich in vocabulary that

the students may get lost. A vast majority of the teachers stated that it is the best
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way to teach vocabulary as literature makes students internalise and personalise
the new vocabulary items, especially appealing to emotions, creating associations
between their life experiences and the characters’, and through depictions and
imagery in a meaningful context (plot). The teachers also stated that there is no
chance to see such a rich vocabulary in other forms of written texts. Through
seeing them in use, the students will be familarise with rich uses of vocabulary and
understand which word is used in what situations (for instance, expressing moods)
implicitly. Some of them also stated that for conceptual vocabulary items, litearture
is a great source as concepts are generally culture-specific, and litearture is the
product of culture.

The students’ answers to the interview questions and their test results in
Vocabulary Part show that the teachers were right. Considerably many students
stated that they learned vocabulary better than grammar, and 43 out of 49 students
were succesful in Vocabulary Part, which was also designed to thematically

support the materials used throughout the courses.

Student 15: “Kelimeler akilda kahca idi ¢linkii dikkat gekici bir
konunun icindeki kelimelerdi.”

5.1.2 Research Question 2
How do literary texts enhance students’ cultural awareness?

20 out of 20 teachers stated that literature creates cultural awareness.
Among them, 19 out of 20 claimed that literature outperforms other materials in
teaching culture for several reasons. As discussed throughout the paper, foreign
language learners lack the opporturti%y‘ to exf.verience the farget culture. As stated
by Wolfe (2000), experiences are important as the brain tries to connect prior
experiences with the new information so as to make the new-coming data
comprehensible. In fact, that is why Kovalik (1997) stresses the importance of
creating real life settings in classrooms. The teachers stated that literature can
create a natural atmosphere in which they can experience the target culture. The
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other materials such as newspapers and magazines give information about the

culture, do not give opportunity to experience it as Kovalik suggests (1997:39).

BEING THERE EXPERIENCE - CONCEPT ~ LANGUAGE ~ APPLICATION TO REAL
WORLD

Figure 2 Kovalik’s Learning Model
Source: Kovalik, (1997:39)

Instructor 13: Edebiyat killtiirel farkindabg: dogrudan kiiltiirii
yansitarak verir. (Tabil yine dénemsel edebi farklilklan goz
éniinde bulundurmal) Edebi bir metin dogrudan o dilin
kiiltiiriinden gikmugtir. Diger metinler ise tanimlayici olabilir
bu konuda. Ormnegin Piiritanlar hakkmda bir makale bu
toplumun yasayiguu tarif edebilir. “Piiritanlar tutucu bir
toplumdu” diye bir climle ile tanunlar. Ancak bir edebi metin
bunu gdsterir, piiritanlarn yasayisim gozler Sniine serer...

The teachers also claimed that litearture teaches culture in a different way.
They claimed that it touches upon more individual experiences which can Jead
students to the whole knoWledge of cultural expperience in that society. As
literature is more emotional, the students may find it more interesting to learn
about the culture in a meaxﬁngful“ééntext" (i)lot), Wi’liéh means that the plot
provides students with a picture of cultufe, and through this way, it teaches

culture implicitly unlike newspapers and magazines.

Instructor 9: Edebiyatta o kiiltiire dair pek ¢ok sey bulmak
miimkiindiir. En uzak bir betimleme paragrafinda bile bir
kiginin kryafetlerinden, bir binarun goriiniisiinden, sokaktaki
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insanlara kadar o kiiltiirli o dili yagayan insanlann evlerinin
icine gireriz, hayatlarma gireriz edebiyatla ama diger
metinlerde bu kadar da miimkiin degildir. Oralardan sadece
yiizeysel bilgiler alabiliriz, ancak baz1 ipuglan toplariz. Mesela
okudugum bir romandaki (Mary Barton) betimlemelerden o

. kadar ¢ok etkilenmigtim ki, sanki 18inci yiizyilda, oradaki
sokaklarda yiirliyor gibi hissetmigtim kendimi. Yazann
anlattiklanyla bir resim ¢izmigtim ve hala gdziimun Oniine
gelir. O zamanki kitltiiriin resmiydi bu.

Literature is also preferrable in creating cultural awareness, as it has also
other advantages such as presenting culture while displaying the most appropriate
and creative use of language. It is stated that literature does not only pictures
culture, but also creates the opportunity for the students to learn how to behave in
that culture, how and where to use idiomatic, metaphoric and national expressions
which are also products of culture. While the other written materials such as
newspapers also provide it, literature achieves it more effectively because of the
reasons indicated above. Therefore, it creates cultural schema for the students of
- which importance is discussed throughout the paper.

As for the students’ answers to the interview qﬁestions, a vast majority of
the students stated that they learned manythings about the American culture. Tt is
understood from their answers that they learned about it as they were affected by
the psychology of the black people discriminated by the white since it ‘was
presented so emotionally in the story, not as a dull piece of information to be
memorised without touching upon the feelings. They also stated that this cultural
information contributed to their understanding of the song, which means that
reading a short story about cultural iséi;es (iri é memi- and emotional contexﬂ
made them understand the song which is ﬁlemaﬁcaﬂy related to the story and
discussions throughout the courses more easily as both appeal to their emotions
about discrimination. It means that learning about culture through literature, apart
from its other advantages in teaching culture as mentioned above; make them

activate their cultural schema in understanding other materials about it. The vast
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majority of the students (35 out of 49) also stated that the story also contributed to
their communicative skills as they felt themselves more creative and relaxed when
expressing themselves since they are confident in their cultural background with
the help of the story.

As for the test results for the Culture Part, it is seen that only 10 out of 49
students did not mention about culture, which means that 39 out of 49 students
which makes a vast majority have got information about discrimination

dominating in America, superstitions, idioms and American dialect.

5.1.3 Research Question 3
What are the other benefits of using literature in reading classes?

As mentioned in detail throughout the chapter, literature suggests more
than teaching grammar, vocabulary and culture. The teachers stated that apart
from the above-mentioned advantages of using it in language classrooms,
literature as an authentic material which is rich in expression increases motivation
as it is interesting and enjoyable. Accordingly, 42 out of 49 students stated that
they found the story and courses interesting and enjoyable. Although 2 out of 49
stated that they did not like the story, they also found the course interesting, which
means that 44 out of 49 students had positive attitudes towards the course. This
situation is in a direct relationship with the teachers’ opinions during the interview
in which 20 out of 20 teachers stated that they are in favour of using literature for
several reasons but most of them regarded it interesting and enjoyable.

Based on the students’ answers, it is suppq_sed that literature encourages
students for extensive reading, whiéh is si‘ghificant. It creates enthusiasm for
reading and learnin as the students will find that it is all about life and they can
find them inside it as it is individual and emotional.

. Considering the teachers’ answers, literature encourages students for
language production both in spoken and written form as various topics for

discussion can be found in literature, which make students to have cultural and
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content background which leads them to the world knowledge by giving students
the opportunity to interact with the world itself (experience) as it creates a natural
environment for the students who unfortunately lack in foreign language settings.
This, in turn, creates a stress-free atmosphere when producing language. In this
respect, students find themselves more confident when expressing their ideas. 48
out of 49 students, which means neafly all of them indicated that the materials
gave them opportunity to express their own opinions as it is easier to find
something to say when there is a specific theme which allows personal response.
As indicated before, literature deals with individuality, and there are no
predefined wrongs or rights in it. In that sense, it contributes to communicative
skills by decreasing the anxjety of making mistakes. Thus, it increases participation
and personal involvement in language learning process as 43 out of 49 students
indicated that they participated more or wanted to participate more in the courses
when compared to previous ones in which they had been dealing with language
rules embedded in meaningless contexts.

Moreover, literature is rich in context in which they are more likely to find
examples of figurative language more than any other written material.
Furthermore, literature develops students’ metacognitive abilities such as
analysing, syntesising, comparing and conti‘astjng, critical thinking abilities,
creativity. In other words, it develops IQ as literature is a sophisticated written
form of art. Through enabling students to make associations, it makes the new data
concrete. It is also believed that literature creates EQ by developing empathy skills
through presenting a picture of the characters’ feelings and thoughts, and the
situation they are in. In this respect, it dlevélops students’ Problem—solvmg abilities.
It increases tolerance towards the new ideas and life styles, and thus, broadens
their perspectives. Moreover, through seeing manythings not only from the eyes of
the characters but also from the author, it carries students to the platform of self

awareness through making students familiar with many human typologies, which
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is one of the most important missions education should have. In other words,
literature prepares students for the real life outside the classroom environment.
Considering the inevitable relationship between culture and language
discussed thoroughly in the paper, the relationship between language and cultaral
awareness is undeniable also depending on the answers of the teachers to the
interview questions. 18 out of 20 teachers mentioned culture in defining the term,
‘language awareness’, and 20 out of 20 indicated that literature is the reflection of
culture, and thus it certainly contributes to ‘cultural awareness’. Based on the
findings of the study and all of the discussions above, it is clear that literature
creates language awareness and cultural awareness in language classrooms along

with its innumerable contributions to language learning process.

5.2 Discussion of the Findings
1) Language awareness entails all the components of a language including knowledge on
culture. (the relationship was discussed in detail.) As for grammar and vocabulary,
it is not only the knowledge of the formal rules, (language usage) but also the
knowledge of using them appropriately (language use). (Pragmatics and
discourse) |
Grammar is not merely a collechon of forms, “but rather involves the three
dimensions of what linguistics refer to as (morpho) syntax, semantics, and
pragmatics” (Celce-Murcia & Larsen-Freeman, 1999, p. 4). All three dimensions are
equally important. (Schunitt, 2001, p. 23)

1) Morphosyntax / Form 2 } Semantics / Meaning 3 ) Pragmatics / Use
“How is it formed?” “What does it mean?” “When [ Why is it used?”

Figure 3 Interconnected dimensions of grammar
Source: Schmitt (2001:23)
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The situation is the same for vocabulary.

Instructor 2: Dil farkindabg dilsel yetkinlik (competence)
gerekiirir. Bu yetkinlik iki boyutta irdelenebilir; yap: ve iglev,
Yapr dedigimiz kisim dilbilgisel (phonologic, morphologic,
syntactic, semantic} ve sozciiksel, iglev dedigimiz kisum ise
dilin kiiltiirel, soylemsel, edimsel boyutunu kapsar. Aslinda
dil dedigimiz sey buz dagimn yalmizca goriihen kismmadir,
derinde yatan biligsel (cognitive) biitiiniin sadece gozlenebilen
bir uzantisidir. Bu anlamda dil farkindaligs, temelde bu biligsel
biitiine sahip olmaktir ki bu da diinya bilgisi (world
knowledge) gerektirir. Belli bir dilde diisiinmek dedigimiz
sey, dmegin Tiirkce diiglinmek, Ingilizce ditglinmek, o dilin
yapisal, dilbilgisel kurallanindan &te, o dilin iglevsel boyutuna
hakim olmak ve o dilin native speaker'larina biligsel anlamda
yakin olabilmeye cahismakir.

Instructor 5: ..herkes gramer Ogrenir ama neyi nerede
kullanacagu bilmek. Formality informality/ pragmatics falan.
Dilin formal componentlarinin yammda cultural competence
ve inter cultural aspect de girer isin igine. Dil farkindahig:
derken kiiltiir de igin i¢inde yani.

2) Literature is a valuable authentic source which provides students with cultural
background. |

As discussed throughout this paper in detail, there is a dynamic
relationship between culture and the language as language affects the culture, and
culture affects and shapes the language. In order to gain a deeper understanding of
the target language, it is essential that language leamers- be exposed to many
sources of authentic input through which they can analyse and evaluate the
political and historical background of the country in whlch the target language is
spoken. Literature, as a great authentic source, provides students with the
opportunity to access to a wide range of materials which reveals the social
structures in a country. It can also be considered to be a great source enabling
language learners to enhance their background knowledge or prior information
even about the emoﬁonal lives and experiences of the natives living in that

country, as Collie and Slater (1987) also claim: “A reader can discover their
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thoughts, feelings, customs, possessions; what they buy, believe in, fear, enjoy;
how they speak and behave behind closed doors... (Collie & Slater, 1987, p. 4)

Since experience, emotions and appealing to real life content have been of
great importance as it has been mentioned before, literature may serve as guidance
for language learners. Though many people object to the idea as they claim that
literature is a ‘world’ of ficton and fantasy through which even invented or
imaginary characters dominate, it should be kept in mind that it is a ‘work’ of
fiction and fantasy which takes its foundation from the historical, cultural and
political reality. As for the invented characters, all of them together with the
imaginary scenes and events dominating the literary work are inspired from social
backgrounds; therefore, they are the ‘representatives’ of ‘real life’. As Collie and
Slater (1§8ﬂ emphasises, “...this vivid imagined world can quickly give the foreign
reader a feel for the codes and preoccupations that structure a real society...”
{(Collie & Slater, 1987, p. 4)

As a result, literature equips students with new dimensions and perception
about a different culture. Through this way, the culture of which language the
learners are studying becomes familiar to them to a great extent. Once their
enhanced language acquisition flourishes with a deeper and greater understanding
of the culture to which the target language belongs, students begin to ‘familiarise’
the language they intend to study. It will also help students to understand and
appreciate different-originated and unique ideas arising from unfamiliar lands. It
does not mean to impose the values of a foreign culture since mandating a
particular ideology or view will surely lead to a kind of imperialism which is very
dangerous, as Brumfit and Carter (1986} states: | '

...But frequently, the teaching of literature is identified with
the imposition of particular imperialistic values. Chris Searle
has described how in the Caribbean, students of British
Literature had the feeling that ‘they had to pit the world and
the people they knew around them against a barrage of
hostile, alienated knowledge which bore no relationship to the
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reality they saw around them’ (Searle, 1984, p:17). And writing
of literature teaching in Kenyan schools, Ngugi wa Thiong’'o
describes how Kenyan school children are confronted ‘with a
distorted image of themselves and of their history as reflected
in Huropean imperialist literature. (Brumfit and Carter,
1986:225)

The aim should be to develop learners’ awareness by exposing them to a
large variety of authentic source which will enhance their capacity for creative and
critical thinking abilities such as analysing and synthesising with the help of the
strong bridge between the language and the native speakers of that language,
which is essential to deepen their understanding of language. This will surely help
students to raise ‘empathy’ and ‘tolerance’ to different perspectives originated
from different cultural backgrounds, which results in ‘enhanced emotional
intelligence’ of which importance as a lifelong skill has been mentioned.

When considered from another perspective, the familiarity towards the
culture of the target language provides language learners with the ability to
perceive the concept in authentic reading materials since it establishes ‘schemata’ ~
“the abstract cognitive structures which incorporate generalised knowledge about
objects and events” (Lazar, 1993, p- 9), which is survival to grasp the gist of the
passage in reading courses as Steffensen & Joag-Dev (1984), in Cultural Knowledge
and Reading, underline the importance of the relationship between schemata and
understanding and recalling in their study. The study at the university of
Wisconsin shows that even subjecfs with higher level of proficiency in reading but
without sufficient background knowledge about ‘weddings’ in India and America
had difficulty in recalling two parallél pasééges about wedding Wheﬁ they are
asked. The data collected to determine how much the subjects had remembered
and what type of errors they had mad while recalling what they had read was
“analysed. And the result is the inevitable bridge between prior or background

knowledge and the success in reading comprehension.
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...If readers posses the schemata assumed by the writer, they
easily understand what is said in the text and also make the
necessary inferences about what is implicit, rather than
stated...For -example, the schemata concerning a wedding
might indude knowledge about the roles of the bride and
groom and other family members, what clothing is
traditionally worn, who is invited, where the wedding is held,
what rituals form part of the ceremony and so on... (Lazar,
1993:9)

As it can be understood clearly, literature — as it mirrors the culture -
‘enables language learners to understand different cultures, and so protects the
generation from being a so-called civilised and modern man as Chesterton claims:
“Modern man is educated to learn foreign languages and to misunderstand

foreigners.”

Instructor 2: Edebi metinler |kiltiirel farkindahk
kazandirmada etkilidir. Hergeyden once ele aldiklan tema ile
bir kiiliirel farkindalik yaratabilirler, okuyucu daha dnce agina
olmadifz bir kiiltiire tema araclify ile tamuk olabilir. Bunun
yamsira, farkli sosyo-ekonomik ve kiiltiirel altyapilara sahip
farkh karakterlerin dil kullanumnlan veya karakterlerin farkh
baglam ve durumlarda tercih ettikleri dil kullanumlar, dilsel
degiske (language variety) modeli olugturur ve okuyucuya
actual bir iletigim modeli saglar. Bir anlamda actual bir ortam
yarathi: igin yabana dilden gok ikinci dil 8grenimine benzer
bir environment kazandirir. Bu nedenle diger metin
tiirlerinden daha etkili olur. )

Instructor 9: Edebiyatta o kiiltiire dair pek ¢ok sey bulmak
miimkiindiir, En kisa bir betimleme parragrafinda bile bir
kiginin kiyafetlerinden bir binanuin goriinisiinden sokaktaki
insanlara kadar o kiiltiirii o dili yasayan insanlann evlerinin
i¢ine gireriz hayatlarma gireriz edebiyatla kiiltiiriin tam igine
gireriz ama diger metinlerde bu bu kadar da miimkiin
degildir. Oralardan sadece yiizeysel bilgiler alabiliriz. Ancak
bazi ipuglan toplantz, mesela okudugum bir romandaki (Mary
Barton) betimlemelerden o kadar ¢ok etkilenmigtim ki sanki
_ 18, yiizyilda, oradaki sokaklarda yiiriiyor gibi hissetmigtim
kendimi, yazarin anlattiklanyla bir resim cizmigtim ve hala
gziimiin onitne gelir, o zamanki kiiltliriin resmiydi bu.
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Student 27: Bu konu hakkinda bilgi sahibi olmami saglad:.
Amerikan kiiltiirii ile ilgili bilmedigim geyleri de 6grendim.
Mesela onlarin batl inangclariyla ilgili cok fazla fikrirn oldu ya
da “aristocracy- working class” suuflarirun onlarin kiiltiiriinde
oldugunu bilmiyordum, fakat okudugumuz hikaye bunu
Hfrenmemi saglady.

Student 3: “Okudugum hikaye ve bu tema etrafinda toplanan
materyaller bu konu hakkinda bilgi sahibi olmamu saglad:.
Amerikan Ingilizcesi, zenci beyaz aymmu hakkinda fikir
edindim. Batl inan¢lan konusunda da bilgi sahibi oldum.”

3)  Literature is based on experiences and emotions felt for these experiences.

They are critical for human brain to connect the new information with the
old data, (as mentioned in detail within the framework of schema theory) 'namely
‘real and effective learning.” Johnson and Taylor (2006) The difference between
human brain and computers in the way that the brain, which is “a dynamic organ
continuously arranging and rearranging its networks to record the incoming data,
does not store mew information in a static fashion since human beings are
constantly exposed to different kinds of sensory data — sounds, smells, sights,
tastes and tactile sensations” which are the foundations of emotions that make
human beings remember their experiences, which are also “at the core of
consciousness, and consciousness is at the core of cognitive process.” (Johnson &
Taylor, 2006, p. 43) They also state that human brain has a “pattern - seeker organ”
(Johnson & Taylor, 2006, p. 37) which can “drop any data that does not “fit’ into the
existing networks” (Johnson & Taylor, 2006, p. 36) which are built upon emotions
and experiences. Even if there is not any experiéncé that matches to-the prior

experiences, literature provides students to experience many things.

.....all regions of neo-cortex are enmeshed in networks of other
neurons that secrete emotion chemicals. The cell bodies of
these neurons are located in the most ancient parts of the
brain, the brainstem, but their branches extend up into very
region of neo-cortex. Emotion systems are ancient, but they
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extend their influence throughout our own modem brain.
(Johnson & Taylor, 2006:7)

Emotion is the foundation of learning. The chemicals of
emotion act by modifying the strength and contribution of
each part of the learning cycle. Their impact is directly on the
signaling systems in each affected neuron. For example, in the
auditory cortex experimental manipulation of emotion
chemicals results in extensive remodeling of responsiveness to
high and low pitches. (Johnson & Taylor, 2006:7)

There are two factors - both of which the educator controls —
that have been shown to greatly influence the kind of
connection made in the brain that can lead to future recall and
greater understanding. They are whether or not the
information has the meaning and whether or not it has an
emotional hook. (Johnson & Taylor, 2006, p. 37)

Instructor 4: By means of poetry, drama and novels which
appeal to the souls and spirits of human beings, they can feel
more comfortable and look to the life in a more secure way.

Instructor 7: Insanun duygusal tarafina dokunur. Duygu varsa
ogrenme de vardir. Deneyimler de var. Deneyimlediklerin
deneyimleyemediklerin  hepsini  yasiyorsun. Deneyime
dayamnca 6grenme oluyor.

Student 35: Evet dzellikle “nigger” kelimesi bende biiyiik etki
yarath.

4) Literature provides ss. with a natural enz_?fronmgnt (as in outside the classroom).

No one can deny the fact that ‘dealing with reality’ is of great importance in
language classrooms. It is no easy stuff to carry the real life from outside to inside
of the classroom. However, it should be noted that it is not impossible to create a
second-hand reality or an illusion of reality in the language classrooms. Kovalik
(1997) indicates that one of the most important questions to be answered is how
context is made ‘real’ since she sees meaningful content as the most important
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brain-compatible element. She defines meaningful content in the way that “it is
from real life, the natural world around us, depends heavily upon prior experience

and can be used within the life of the learner” (Kovalik, 1997, p. 36).

The cerebral cortex is a four-million year old structure. It is
programmed to learn from the natural world - to make sense
of it and to act upon it to ensure survival... The brain seems to
have “pay attention” triggers attached to input from the real
world and an innate capacity to process that input and take
meaning from it. (Kovalik, 1997.37)

No doubt will literature achieve it through its abstract ideas on concrete
reality because literature will willingly open her veil of reality to teach human
:nattire and enable Jearners 0 perceive their own inner-self and the meaning of the
life they live from which ‘the reality’ shows his own face. For foreign language
learners who cannot experience the outside world in the classroom, literature can

serve as ‘illusion of reality’ or ‘second hand reality’ in Kovalik’s term.

Instructor 2: ...Bunun yamswa, farkli sosyo-ekonomik ve
kiiltiirel altyapilara sahip farkli karakterlerin dil kullamamlan
veya karakterlerin farkh baglam ve durumlarda tercih ettiklexri
dil kullanimlan, dilsel degiske (language variety) modeli
olusturur ve okuyucuya actual bir iletisim modeli saglar. Bir
anlamda natural bir ortam yarathg icin yabana dilden gok
ikinci dil dgrenimine benzer bir environment kazandmir. Bu
nedenle diger metin tiirlerinden daha etkili olur.

Student 29: “Bence akilda kahiar oldu. Giinlik hayatimizda
ingilizce konugulan bir ortamda bulunmadigauz igin bir tek
altyazih filmlerde bir seyler goriiyoruz... -

Student 13: “Giizel bir metin. Gilinlitk hayata dair bir konu

olmast gergeklifini artimyor ve daha ilgi gekici kiliyor.
Ayrmalik iyi bir konu...”
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- 5) Literature makes ss. personalise and internalise, thus, develops EQ.

The learners are also likely to draw some similarities and differences
between themselves and the characters in any genre of a literary work they have
been working on. This enables leamers also to leamn to put themselves into the
shoes of another person, in other words; improve their emphathy and emotional
intelligence, which are crucial requirements in teaching and learning prc;cess.
Giirbiiz (2004}, in her article The Role of An English Teacher in Enhancing Emotional
Intelligence, claims the importance of EQ in teaching environments to make
teaching and learning processes efficient. Dr. Daniel Goleman (1996) claims that
emotional (social) inte])igence (EQ) matters more than academic intelligence (IQ).
In his book m which he deals with such questions as ‘does IQ guarantee the
success in education and business life?” and ‘if so, why do children with high IQ
degree become less succesful in their lives when compared to the others with an
average IQ) degree?’, he claims that the deprivation of EQ - self-consciousness, the
ability to reduce the effect of emotional explosions and to share another’s feelings -
may result in failure from family to business life and from social relations to
individual health of a person (see Emotional Intelligence by Goleman, 1996).
However, it is thought that EQ is not a genetic gift unlike IQ. Therefore, it is the
duty of the parents and educators to help individuals to improve this priceless
quality. As mentioned before, literature may be considered to be a key for
educators to achieve this goal. Turning back to Giirbiiz's (2004) article, in which
teaching English through stories is claimed to be carrying great significance in
developing ‘emotional qualities’ within the framew;\rqu of the relationship between
human brain and emotions, one can F:bhc:ludé that throﬁgh Hterature, the learners
improve their emotional quality (EQ), learn to listen to the others, respect their
point of views and tolerate cultural differences (as discussed in detail), which are
inevitably among the most significant missions of an educator: To prepare learners

for the real life outside of the classroom and to make them succesful and healthy
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individuals not only in classroom environment, but also in their future life, which

“is ‘real educationy’.

Instructor 5: EQ gelisir. Kendini bagkasmn yerine koyabilme
gelisir. Empati. Igsellegtirmeyi saglar, Bu durumda ben
olsaydim, ne yapardm?

Instructor 7: Gergek hayattaki farkl: insanlara bir ¢esit empati
gelistiriyorsun ¢linkii edebiyat sayesinde bir ¢ok insan
karakter tarayorsun ve onlarmn yerine kendini koyuyorsun.

Instructor 14: Aynca kiiltiirlerin &grenilmesinde empati
kurulmasma da 6zellikle katka sagladiimi da sSyleyebiliriz,
mesela 2. Diinya savag sonrasmda yazilmis bir edebi metnin
derste okutulmasmdna sonraki siirecte Gfrenci o yullan
zorluklan &grenip kendi kiiltiirindeki buna benzer olaylan
gdz Oniine getirerek yabana kiiltiire empati kurabilir.

Instructor 17: EQ'ya ve empatiye katlalan g¢oktur cunku
edebiyat insar ve insan iligkilerini inceler.

Instructor 19: okuyucuyla ortak duygulan paylagmak, yazar
icin ¢ok Onemlidir. ana yada farklh dilde sunulan eserde
diigiince ve duygularmn ortak olmas: empati kurmay: saglayan
noktadur.

Student 47: ...Ozellikle ayrimealik séz konusu olunca biz
Hukuk 6grencilerinin dikkatini ¢ekti. Amerika'daki siyah
beyaz ayrmuni bilmeme ragmen, siyah bir insarun diglandif
zaman neler diigiinebilecegini, is hayatinda, 6zel hayatinda ve
sosyal gevresinde ne gibi zorluklarla karsilagabilecegini,
bunun onun i¢ diinyasim nasil olumsuz ve derinden
etkileyebilecegini hic b&yle diislinmemistim.

Many think that why is understanding’ others so important? Once the
learners happen to personalise a character in'a novel or in a drama, they will surely
make it ‘lively’ and ‘concrete’ , which really matters especially when evaluated
from the brain-based point of view in teaching and learning process as it is
menti_qned above. Perceiving other -perspectlves also reﬂect.s to classroom
environment in which there should always be room for group working. Lazar

states that literature is an “excellent stimulus for group work”.
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Literature is a useful tool for encouraging students to draw on
their own personal experiences, feelings and opinions. It helps
students to become more actively to involved both
intellectually and emotionally in learning English, hence aids
acquisition. Excellent stimulus for group work. (Lazar,
1993:24)

It is not surprising that literature injects the idea of humanism into our
veins since it functions as a social study, which is concerned with any subject
related to humankind from the inner circle to the outer social circle of humanity. In
that sense there is no doubt that literature makes people closer to each other. The
situation is the same for learmers, especiélly for language learners since language,
itself, requires communic&tion. Therefore, it facilitates the social interaction among
learners. Human brain not only works effectively through communication among
its own neurons and lobes especially in language learning as “language learning
engages the whole brain” and “the brain is a bilateral organ that operates inter-
dependently” (Dhority, 1998, p.7), but also through communication among other
brains as Johnson and Taylor (2006) underline:

Western science, philosophy, and education share a
fundamental conception of the thinker as solitary rather than
embedded within a human community. This has led to focus
on technical and abstract exploration of scientific conundra
rather than exploration of lived experiences and human
interactions. For example, neurobiology and neuroscience
have studied the brain through scanmers and on the dissection
table, but until recently they neglected the fact that it
flourishes best within the context of social interaction.
However much one may cherish the notion of individuality .
and the isolated self, humans have evolved as social creatures
and are constantly regulating one another’s internal biological
states, (Johnson & Taylor, 2006:13)

As it can be concluded, it is inevitable that brains interconnect with one
another to be actively involved in the learning process, and literature - with its all

underlying messages concerning ‘humanism’ — gives way to sharing: This act of
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sharing can be with other learners and the teacher, but the learners can also
communicate with the characters in a novel, drama, short story, biography and

with the speaker in a poem or the author of that work.

6) Literature develops metacognitive skills.

There is no doubt that literature enhances high functions of human brain in the
frontal lobe - cognitive abilities of the learner such as creativity, planning, problem
solving, critical thinking, analysing, synthesising and judgement making which the
primitive part of the brain does not include. No one can deny the fact that these
qualities are important in every walk of our lives.

Furthermore, literature provides students with a great capacity for
‘interpretative skills’ which is essential in language learning, especially in reading.
It has been mentioned that many arguinents against literature have agreed on the
point that reading literature does not match with the learners’ further academic
needs. However, it should be kept in mind that no reading, even ESP texts, can
find its meaning without ‘interpretation’ and ‘critical thinking abilities’.

The location of the frontal lobe — its closeness to the language areas in the brain
- may indicate something important that can serve as an answer to Why literature

is to be in language classrooms:
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Instructor 7: Edebiyat yaratica diislinme ve hayal gliclinii
gelistirir.

Instructor 11: Sonra, elegtirel diiglinebilme, problem ¢6zme
becerisi kazandirir. Dilin yanuna bunlar1 da koyunca tabi iyi
olur. Hani bir gey var ya, “if you were ...... , what would you
do?” gibi, herkes cevaplayabilir, Gergek hayattaki
problemlerimizin g¢ogu bu eksiklikten kaynaklanmiyor mu?
Yani dil anlaminda da, diger anlamlarda da misyonu gok.

Instructor 13: Ayrica daha ileri seviyelerde edebi metinler fikir
acismdan ¢ok zengin olduklar: icin hedeflenen yabana dilde
elegtiri yapabilmeyi, elestirel diisiince gibi yiitksek bir beyin
becerisini hedef dilde kullanmalarm saglayacak en uygun
iceriktir bence.

Instructor 16: Tiim bunlara ek.olarak bence biligsel ve
affective olarak daha iist  diizey seviyelere hitap eder.
Ofrenenin assessment 1 geligtitir; analiz edip sentezleyebilir
ve bunlan degerlendirebilir.

Student 32: Bence bu hikayenin bbéyle islenmesi gercekten
giizeldi. Konuyla ilgili sarki ve materyaller, 6zellikle bir soru
vard: “imagery” yaptik, sevdiimiz bir yemegi anlattk, onu
betimlemek mesela gok eglenceliydi. Hikayedeki karakterlerin
gelecegini tayin etmek hikayeye kendimizden bir geyler
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katmak da yarababfwnez: ve hakkaniyet duygumuzu
geligtirdi.

7) Literature serves as a meaningful context.
As literature is based on emotions and experiences, it makes the new leamed
info. concrete and meaningful. As brain is “meaning maker’, it is designed to learn

by constructing meaning.

There are two factors ~ both of which the educator controls —
that have been shown to greatly influence the kind of
connection made in the brain that can lead to future recall and
greater understanding. They are whether or not the
information has the meaning and whether or not it has an
emotional hook. “ (Johnson & Taylor, 2006:37)

Student 14: Evet. Dersi hikaye {izerinden anlathfimuzda daha
akilda kalia oluyor. Derste sadece gramer konusu islemek
yerine hikaye okudugumuzda hikaye {izerinden konuyu
anlamanun daha eglenceli ve kolay oldugunu diigiiniyorum.
Sanki tiim kelimeler ve gramer konusu sizin hikayeyi
anlayabilmeniz igin 6gretiliyor. Hikaye, onlar dgretmek igin
degil.

Instructor 5: ...Onu gore gore ofrenir ve igsellegtirir. Ancak
boyle kullariabilir - 6frendiklerini.  Gramer kitaplan

. unutulabiliv mesela. Bir de gramer kitaplarinda dil kullanim
esneklifi yok. Edebiyatta gramer esnektir. Slang kullanumlar
mesela. Argo da dilin ve kiiltiirlin bir parcas1 sonugta. Dil
Sgrenmek icin biitiinii bibmek lazim. Ingiltere’ye gittin, kavga
ediyorsun, “Behave yourself” deyip olmaz ya;n-i._igte 0 zaman
bu kullanim out of context olur. ‘

Instructor 13: Evet, taraftariyim, edebi metinler dil 6gretirken
yararlandabilecek zengin bir context saglar. Normalde
birbirinden aym, isolated bir sekilde 6grenilen climle yapiss,
kelime bilgisi vs. bunlann birbiriyle iligkili, i¢ ice. gecmis bir
sekilde kullanuminu 6grencilere gostermemizi miimkiin kilar. ..
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8) Literature enhances curiosity, for this reason, it is interesting, motivating.

It should be noted that Hterature is ‘motivating’ in language learning as
human brain is “self congrulator” - it awards itself which facilitates the
motivation. (Kovalik, 1997, p. 51). Once an activity is motivating, it is less likely to
be creating stress that handicaps leamning. “Learners with lower stress can put
together relationships, understand broad underlying theories, and integrate a
wider range of material” (Jensen, 1998, p. 57). |

Turning back to distinctive features in the language system of literary
works, in fact, we use these challenging linguistic features or figurative language
consciously or subconsciously in our daily lives. Thereforé, as it is impossible to
think literature apart from ‘real life’ as discussed before because it deals with
humanly issues. Relatively, it is impossible to think lterary language apart from
daily use. As a result, literature still remains ‘meaningful” and ‘concrete’, and that

is why it is motivating.

Instructor 2: Bence edebi metinler, 6grenilen yabana dile ait
giincel bir dil ortami icerdigi icin difer metin tirlerine gore
hem daha motive edici, hem daha keyifli. Hepsinden &te bir
yazari kendi orijinal dilinde okuma imkan: sagladifn igin
heyecan verici.

Instructor 3: Cocuk bir bagka kiiltiirii 6grenmeye, tammaya
hevesli oldugundan okumaya amade oluyor hatta bildikleri
masallars fikralan bile yabana dilde okumak istiyorlar. Mesela
en son o ¢ok bilindik ¢ocuk masallarini aldim benimkilere
sevingten havalara ugtular, Norveg'te yaygin olan bir masah
okudum onlara piir dikkat dinlediler, Masal ve hikayeye
bayiliyorlar. O masah ingilizce okudum hatta o kadar sevdiler -
ki ekstra internette aragtirouglar bir bagka kiiltiirii tanimak
hoslarma gidiyor. Kiiltiir dmeklerini de dedigim gibi en gok
bu gibi eserde cokca bulabiliyoruz. Metinler ilgilerini cektigi
siirece enteresan geldigi siirece daha bir motive oluyorlar,
daha c¢ok gsey Ogrenmek istiyorlar. Hatta bazen diyalog
hazirlamak istiyorlar, motive artti mz benim de igime geliyor...

Instructor 5: Edebiyat dil kullanmmnu flexible yapar. Yani
textbooklarda her sey ¢ok kat. Hem de bir geyi bin yoldan
ifade edebilirsin ya. Ogrenciyi yapiy: unutunca kal geliyor. Ya
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bagka bir deyisle séyle. Edebiyatta boyle zengin yollar var.
Gore gore fluency si de artar bence konugurken, duraklamasi
azalir. Kendine de giiven gelir, motivasyon dedik ya iste o.

Instructor 12: Other benefits could be as I touched upon
earlier motivating the student, creating ethusiasm, teaching
while entertaining.

Instructor 14: yarath@ icin Ofrencilerin 6Zrenmeye olan
ilgisini arthrarak derse karsi motive eder.

Instructor 18: Uygun seviye ve amacta kullanildiginda; kelime
dgretimine ve motivasyona olumlu etkisi vardir. Farkl bilgiler
almak, farkh kiiltiirel oldufunu gbtrmek ilgii SZrencileri
cezbedebilir. ‘

Student 23: “Kitaba bagh belli konularda sabit kaldifimuz
dersler gibi degildi kendi fikirlerimizi de konugabildiimiz
i¢in daha rahat hissettim ve derse daha ¢ok motive oldum.”

Student 32: Diger derslere gore daha ¢ok yorum yapma firsatt
buldugumuz iizerinde ok konugtuumuz ve fikirlerimizi
ifade edebildigimiz bir konu igledik ve bu bizim daha ¢ok
motive olmamuz: sagladi. Ciinkii boyle ders islemek, ders
kitabini takip etmekten daha keyifli.

Student 28: Diger derslere gore daha kalia ve daha ilgi
gekiciydi. Ders esnasinda Ingilizee dilini 63renmekten cok
kiiltiir hakkinda bilgimiz oldu. Bence bir dili 6Zrenmek
istiyorsan tam ve dogru bir bicimde onun deyimleri, Jdiiltiiri,
inanglarin vesaire bilmek bir dili 6grenmeyi kolaylagtiniyor ve
daha kalici hale getirip, dogru &frenmeyi saghyor. Boyle
diistindtigiim i¢in de derse daha motive oldum ve kendimi
daha iyi ifade ettim.

Student 35: Evet kendimi daha rahat hissettim. Sadece ders
olarak Ingilizce'yi 6grenmek degil, onlarm kiiltiirleri hakkinda
da fikir sahibi olmak daha gok hoguma giti... '

Student 11k “Daha ¢ok motive oldugumu diiglintiyorum
¢linkii hayatin gergeklerini irdeleyen bir konuydu. Mr. Brown
ve Mrs. Brown gibi hayali ve silaa degildi.”
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9) Literature creates a stress-free learning environment.

Learning new things can cause stress. In a similar vein, language learning is
stressful. When it comes to the production part, the amount of stress is more likely
to increase. Based on this widely known fact, the language learners do not feel
enough confidence to speak in the target language in his/her own identity. In order
to facilitate production in the té;rget' language, the teacher may call this student
with a character’s name so as to give the student the feeling as if he/she does not
address to the student directly, but to the student’s imaginary name. Once the
student feels that his identity is not revealed — to some extent —, he may feel more
confident since he knows that if he makes a mistake in using the target language, it

will not be of his anymore because “appealing imagination’ has pedagogical values.

One of the most powerful ways to tap into the resources of
imagination is to involve students in their own fantasy
identity change. This simple device can be very powerful,
encouraging abandonment to a less defensive, more playful
and relaxed atmosphere. Simply greeting a student with their
fantasy name at the beginning of class usually serves to
activate “anchored” positive associations with the identity
change. Continuing to chat with them as if the fiction were
real will most often spark an outpouring of unselfconscious
imaginative sharing... (Dhority, 1998:131)

Moreover, literature helps language learners to engage in what is being
studied “because of the personal involvement it fosters in readers.” (Collie &
Slater, 1987, p.5) Once the learners engage in a work pf literature, their attention
begins to shift from complex linguistié'fea"cureé- to the cbmprehesion of the text; in
other words, to the message the texf aims to convey. The important thing is that
when the main concern becomes ‘meaning’, which is essential in language
learning, they “understand’ the text better as they do not pay too much attention to
the unknown vocabulary or syntactical structures which may result in the state of

being helpless for the learners, and excessive amount of stress that impairs
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learning. It does not mean that the language system of the literary text is not of
concern for the language learners any more. Rather, they become familarised with
some of the distinctive structures subconsciously, which may result in their own

peripheral learning,

Instructor 5: Foreign language anxiety yi du@umr Yine
motivasyon artar stres kalmazsa.

Instructor 11: Motive edici, stres faktdriinii azaltiyor.
Konugurken dgrenci stres altinda zaten, bari olay orgiisiine
kapihip, daha rahat konugur. Herkesin konugacak geyi vardir,
is edebiyat olunca. Deneyimler, duygular, diisiinceler.
Konugacak sey olunca (malzeme), daha katilma ve daha
rahat olur 6grenci. Mesela, okudugun seyi, sabah izledifin
haberlerle bile bagdaghrabilirsin, o kadar hayattan ki. Bir de
ucu agtk edebiyatin. Cok net dogru yanbglan yok. Oyle olunca
da hata yapma kaygis1 azaliyor tabi.

Instructor 13: Daha Once belirttifim gibi bireylerde zaten
karakterler ve olaylar ile ézdegim kurma egilimi vardir. Bu
yolla kendini ifade etmek bir dgrenci igin sinif ortammnda
strese yol agan bir durumken okudugu metindeki karakter
iizerinden kendini ifade edebilir.

Student 19: Ozellikle bu konuyu sevdim ciinkii daha evvelden
konusma Dbecerimizi bir standarda baglamugtk, hata
yapmaktan da korkuyordum ciinkii hep kurallan
Ogreniyoruz, ancak gimdi farkh bir diyalekt hem de o dilin
anadili oldugu bir Amerikal: konuguyor. Mesela “whatsa
matter with ya” bu igimi ¢ekti.

10)  Literature provides opportunity to practice the new learnt information.

As Htérature is rich in content and context, it gives bifth to sensitive topics to
discuss and write. In other words, integrated skills are more likely to be
implemented in the classroom through literature, as it presents all conﬁponents of a
language.

We have mentioried the impact of the use of literature in language

classroom so far, cohsidermg language skills separately. However, language can be
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considered to an engine each of each component is essential for the whole function.
While brainstorming on an idea taken from a poem is a speaking activity and note-
taking ideas is a writing itself, reading a poem is a reading activity for the learner
who reads it loudly and at the same time it is a listening activity for the audience.
As it can be seen clearly, it is really difficult to claim that some of the skills can
outperfbrm the others. Language is a whole system in real life communication and
it has been already mentioned that the terms ‘real life’ and ‘communication "are of
great value when regarded from the ‘brain-based’ learning and teaching
perspective. All these ideas underline the importance of integrated skills clearly,
and literature is a good source to foster opportunities for developing mtegrated
skills, as Celce-Murcia and Olshtain also claim: “In the language classroom it is
important that the teacher create situations and activities that encourage the type
of simultaneous and integrated use of language skills that the learners will be
expected to use for comuunicative purposes outside the classroom.” (Celce -
Murcia & Qlshtain, 2000, p. 180)

In fact, helping learners to enhance their knowledge in grammar, reading -
which will surely lead them to certain writing skills - and vocabulary is not the
only issue achieved by literature, It is already mentioned above that literature
provides language learners with great opportunities to express their own opinions
and feelings so as to involve them actively in the learning process in the classroom

atmosphere.

This active engagement between students and their learning
allows them integrate mentally the various stages in the -
learning process in a holistic way. As a result, learners develop

a metacognitive awareness of the recursive nature of the
learning process, which, in turn, is likely to help them to
evolve into effective lifelong learners. (Richards & Renendya,
2002:226) '
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All in all, literature is certainly a valuable resource, which enhances
-language acquisition, for both language students who is lucky to find the
opportunity to improve not only their linguistic competence but also literary
competence and for language teachers who wants to implement integrated skills

into their classrooms.

Instructor 2: Edebiyat, bilisimsel anlamda belirli bir diinya
bilgisi sagladigi icin elbette dilsel farkindaliy artinir. Dile dair
instruction yoluyla Orenilmis yapilanin  iglevsel olarak
kullanumin gdz Oniine serer. Béylece dgrenmeye/Ggretmeye
cahshifmruz dili aym anda her iki boyutuyla, form and
function (yap: ve islev), ele alma imkammuz olur.

Instructor 11: Cok zengin, bircok kalib: bir metinde gorebilir
dgrenci. Ozellikle de novella, short story lerde. Tekrar tekrar
gorerek Ogreniyorsun, bilingaltina yerlesiyor kullanimlar. Bir
de hoca dogru kullanursa, dili kullanmaya da iter. Diigiince ve
duygu bakimundan zengin olugu igin, writing, discussion gibi
aktiviteleri de tetikler. Pratik olanag saglar bir bakima.

11) Based on the previous idea, literature is a perfect opportunity io improve students
communicative skills.

It is clear that while literature serves as a practise for language learners to
improve their communicative skills through expressing themselves in the
classroom. And literature is full of activiies such as group discussions and pair

works in order to facilitate learners’ certain commumicative skills.

Within the classroom itself, the use of literary texts is often a .
particularly successful way. of pfomoting activities where
students need to share their feelings and opinions, such -as
discussions and group work. This is because literature is very
rich in multiple levels of meaning. Focusing on a task which
demands that students express their own personal responses
to these multiple levels of meaning can only serve to accelerate
the students” acquisition of language. (L.azar, 1993:17)
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SO BV ——

- "Although many scholars, including some participants in the study stated that
literature does not present functional communicative skills, in many short stories
and plays, natural flow of conversation is presented as a model for students
through dialogues among the characters. Moreover, it creates schema fort he

students to discuss on something.

Instructor 11: .. Hdebiyatta gilinliik dil kullanimlan,
karakterler arasi diyaloglarla saglanmus mesela.

Instructor 13: ...Yine edebi metinlerde narration, description
gibi anlatin tekniklerinin etkin kullanimy da giinliik yasamda
olaylar1 anlatirken ya da bir geyleri betimlerken &grencinin
ihtiyac olan bu becerilere yabanct dilden $mek olarak iyi bir
dil 6grenme context olugturur.

Student 24: “Evet bence daha kolay. Ozellikle bunlar
bildigimiz konularla ilgili olursa derse daha ¢ok katthp, kendi
filkirlerimizi daha fazla s&yleyebiliriz.”

Student 44: “Elbette daha yararh. Ciinki bize yarduma
oluyorlar. Eger eglenceli bir konu ya da bildigim bir konu
oldugunda kendimi ifade etmem daha kolay oluyor.”

Student 20; “Evet, daha kolay. Ciinkii somut bir gey izerinden
ders iglememiz daha fazla kendimizi ifade etmemiz de yararh
oluyor”.

Student 34: Bence iyi bir dersti. Genelde benim Ingilizceyi
anlamam bu pargalarla daha kolay oluyor. Sonugta ortada
belli bir konu varken konugmak daha kolay. Her ne kadar
gramer hatalarnm olsa da ben bu parca haklanda konugmayl
sevdim. Ciinkii hikaye o konu hakkinda kafamda diiglinceler
belirmesine yardime: oldu. Ve boylece benim i¢in konusmak
daha da kolaylast.

Student 26: Evet bence daha kolay. Derste herhangi bir konu
isletken sadece kitaba bagh kalip herhangi bir aktivite
yapmadan ya da bir materyalden yararlanmadigimiz zaman o
dersin akilda kabailiginm daha az oldugunu diiglinityorum.
Kitaba bagh kalinarak islenen derslerde biz &grencilerin de
dninde fazla segenek olmadifindan konuya bakigiruz,
konuya bakis alanmmz darabyor. Buna bagh olarak da
kendimizi ifade ederken sectifimiz kelimeler, kullandifimuz
drmekler dar bir alanda smurli kahyor. Oniime baktigimda
segenegimiz cok olunca kendimizi ifade ederken bana uygun
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olaru daha rahat segebilivor ve o yoldan kendimi daha kolay
ifade ediyorum.

12) Literary works may also serve as a great prompt for listening skills.

There are several recorded literary materials available today. While these
materials may serve as effective and enjoyable listening activities - since they are
more likely to enjoy following a text with a well-woven plot rather than listening
passages with specific knowledge - they also equip learners with some specific
listening strategies with its comprehension activities about a meaningful context by

‘equipping students with skills in pronunciation and intonation.

Take, for example, a dramatised play reading with a group of
intermediate leamners. While reading an extract from the play
on their own, they may find themselves unfamiliar with some

- of the vocabulary in the extract. But by listening to the extract
read aloud by the teacher, or better still acted out on cassette,
they may be able to hazard 'a useful guess as to the meaning of
a new word; a guess facilitated by their understanding of the
relationship between the speakers and the intonation they use
to express this. Or, take a group of children who have only an
elementary grasp of English. Asking them to read a simple
poem aloud, possibly accompanied by gestures and mime,
may be an effective way of helping them to internalise
vocabulary, grammar patterns or even intonation. (Lazar,
1993:18)

Instructor 11: Edebiyatta giinliik dil kullarumlarn, karakterler
aras: diyaloglarla saglanmigs mesela. Pronunciation, intonation
1 bile gelistirir. Hoca okur mesela, ek tegkil eder.
Makalelerde pek giinliik dil yok o agidan. '

13) Literature is more functional with respect to its age — appropriateness.

It contains topics and syles both for the young and adult learners.

Instructor 8: Mesela ablamun oglu Teoman, 2 buguk yagmda,
masal kitaplanm ¢ok seviyor, orda ona okunan seyleri hig
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unutmuyor, kitaptaki benzer durumlarda ayru kelimeleri
kullaniyor. Yani evet daha akilda kalia ve etkileyici oldugu
icin kolay unutulmuyor. Ya da ben anaokulunda calisirken
orda cocuklara Ingilizce kitap okurken mesela, degisik
kelimeleri ve hoslarma giden seyleri unutmuyorlardi. Bak
mesela ¢ocuklarda da oyle, niye masal okunur cocuklara.
Onlar icinde bir geyler daha sikmadan daha etkili 6gretilir.
Dolayh yoldan, 6grenci de hi¢ unutmaz.

Instructor 10: Mesela Face2face de “Modern Man” diye bir
bolitm var, Icinde iki zit goriiglii makale var. Biri erkekler 21.
Yy.da modermn olsun, eglerine yardmm etsin fikrini savunuyor,
digeri, erkek iyi para kazamyorsa, kadin evde oturup,
cocuguyla esiyle ilgilensin' diyor.” Aksi halde kadin yorgun
olunca gerekli ilgiyi gosteremez, iletisgim koparmig. Neyse,
mesela ¢ok ilgi ¢ekti. Neden yaglanna da uygun. Hepsi
evlenecekler veya Snlerinde somut 6rnekler var.

Instructor 15: Kiigiik yagtaki 68renciler igin masal ve hikayeler
daha uygundur diye diigiiniiyorum. Ciinkit hem egitici hem
de ogretici yondedir.

14) Literature shows the direct relationship between language and meaning.

It presents meaning both at a literal level and at figurative level. The advantage
of literature is that while it is possible to provide students with literal mea:zﬁng
with any type of written source, it is more likely to provide them with figurative
and éonceptual meahing through literature since no source can be richer in
fignartive expressioné such as metaphors, similes, metonymies and so on.

As it is mentioned at the very beginning, literature has its own style with its
different structures, unique linguistic fea’cure;s, that is why it is called a rich
artitecture. Literature conveys its méésage ”b}} paymg c'onsiderable attention to
language which is rich and mulﬁ-—layered.” ‘(Lazar,_ 1993, p.5) Linguists claim t'hat
there are many distinctive features in the works -of literature such as metaphors,
similes, assonance (repetition of vowel  sounds), alliteration (repetition of

consonants), repetition of words and phrases to strengthen the meaning, unusual
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syntactic patterns such as reversing the order of subject and verb, double or

multiple meanings of a word, poetic lexis, mixing of styles or registers, and so on.

Literary language is not always that of daily. communication,
as we have mentioned, but it is special in its way, It is
heightened: sometimes elaborate, sometimes marvellously
simple yet, somehow, absolutely ‘right’. The compressed
quality of much literary  language produces unexpected
density of meaning. Figurative language yokes levels of
experience that were previously distinct, casting new light on
familiar sensations and opening up new dimensions of
perception in a way that can be exhilarating but also startling
and even unsettling. For these features of literary language to
be appreciated, a considerable effort is required on the part of
the reader who is tackling the text in a foreign language. But
well-chosen works, the investment of effort can be immensely
rewarding, the resulting sense of achievement highly
satisfying. At a productive level, students of literature will, we
hope, becomes more creative and adventurous as they begin
to appreciate the richness and variety of the language they are
trying to master and begin to use some of that potential
themselves. (Collie & Slater, 1987:5)

Instractor 12: Edebiyat insam dil tizerine diislinmeye, dilin
varolug tizerindeki etkilerini sorgulamaya, dilin kéklerini
aragtirmaya yoneltebilir. Dil anlam iligkisini sorgularken ister
istemez bir dil farkindahin s6z konusudusr.

15) Literature encourages students fof' extensive reading.

According to Krashen (1999), as literature — based instruction encourages
more independent reading, learners .ére mére likely to have positivev attitudes
towards reading, which certainly encourages them for extensive reading, and

assists in developing their reading skills. (Teele, 2004, p. 56).

Instructor 3: Cocuktaki kitap okuma istegini perginleyecektir.
Cocuk bir bagka kiiltiiri 6frenmeye, tanimaya hevesli
oldugundan okumaya amade oluyor hatta bildikleri masallan
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fikralar bile yabana dilde okumak istiyorlar. Mesela en son o
gok bilindik cocuk masallanm aldim benimkilere sevingten
havalara ugtular...

Instructor 5: Textbooklar motive etmez sikicidir. Extensive
okumayi tegvik eder. Okuma aligkanhigy, sevgisi kazandinr.

Instructor 7: Simuf disi okumay: tesvik eder, yorumu tegvik
eder elestiri giiciinii gelistirir. Insanin duygusal tarafina
dokunur.

Instructor 10: Mesela diisiin, Romeo ve Juliet in bir bolimiinii
ver, sonu olmasin, merak eder gider okur. Smuf sonugta surly
bir ortamdir, her geyi veremezsin. Amag¢ Ogrencinin
arasthrmast. Buna tesvik etmis oluruz yani. Ders digt okuma
aligkanh@ kazandinr. Okudukca da giizel dil omeklerine
rastlar, rastiadikca grenir ve kullanar.

Student 29: .. Eve gittifimde internetten hikayenin tamamuna
biraz gbz attun ve yazari dgrendim. Yani o derece ilgimi
cekh...

16) Literature does not only provide students with formal and cultural schema, but also

with world knowledge essential in comprehension by broadening perspectives.

Instructor 6: Edebiyat bilim olan her seydir. Cografya, felsefe,
psikoloji, antropoloji, tarih, hukuk. Charles Dickens da siyaset
var. Canterburry Tales de ortagag hukuku. Bir uzman geldi
buraya. Ne dedi. Dilbilimciler eki koke ayirr, Eliciler bunu
dgretmek icin  yontermn gelistirir. Edebityatglar  dilin
antropologu gibi. Bir de kelime bilgileri zengin. Kelimeler de
kiiltiir alt yapisindan bagimsiz gelismemis zaten. Bagka.
Diinya goriisii dedik mesela, Soyledigim gibi efitimin
misyonu bu olmal. o :

Instructor 10: Ders kitaplarimn eksigi bu belki. Edebiyatia bir
cok amag gergeklesiyor, kisa slirede. Egitimde amag da bu ya.
Mesela Shakespeare i bilmeden {iniversiteye gelen &grenciler
var. Present Simple 1 ondan 6gret, Shakespeare i aragtirmaya
tegvik edersin. Diinya goriigii, genel kiiltiir sonucta. ..
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Instructor 2: Bu anlamda dil farkindah, temelde bu biligsel
biitiine sahip olmakbtr ki bu da diinya bilgisi (world
knowledge) gerektirir. ...Jste yabana dil 6grenimindeki temel
sorun da ashinda bence budur.

17) Literature is an ideal source in teaching vocabulary.

Literature is rich in vocabulary and it teaches vocab. Within a meaningful
context through depictions, plot and imagery. It makes learners to make
associations between the voc. and events in a story through appealing to their
emotions. Although some participants stated that it cannot teach contemporary
vocab., it is useful for concept formation and abstraction of which importance are
explained before. Moreover, it is possible to see the synonyms and antonyms in
literature which develops students’ strategic competence. It teaches vocab.

Implicitly in a meaningful context.

Instructor 2: Edebi metinler kelime 6gretmek icin faydah bir
materyal ciinkil her seyden &nce belirli bir baglam (context)
saghyor. Tauma-dayal: (definition based) sdzciik 6gretiminde
hem hedeflenebilecek sézciik sayis: baglama dayah sézeiik
dfretimine gére daha az, hem de Sgrenim kahct degil, yani
ezbere dayandifi icin daha ¢abuk unutulabiliyor. Baglam hem
stzeliklerin kullaruldigy dilsel ve iglevsel ortam (inguistic and
functional/communicative environment) sagladig: igin daha
etkili, hem de sdzcligiin anlam bir takumn bilissel stratejilerle
gkanmsandiz (inference) igin daha kahc. Edebi metinler
diger metin tiirlerine ‘gére daha etkili ciinkii sozciiklerin
anlamlarni {i¢ yOnlii icerir: referential mening (primary
meaning), affective meaning (connotations, secondary and
figurative meanings), pragmatic meaning (in a particular
situation). Aynca sbzciikleri © anlambilimsel  iligkileri
dogrultusunda dgrenme imkaru da saglar (lexical semantic
relations such as synonymy, antonymy, hyponymy, etc.

- Instructor 7: Aym degil kelime &grenmesi literaturede mesela.
Hukuk ile ilgili yaz1 sadece hukuk kelimeleri icerir. Edebiyatta
kelime yelpazesi genig. Her tir alan kelimesi olabilir. Yogun
yani. Kelime agismdan sifer yazin tiirleri zengin olsa da
arada bir fark var. Nedeni edebi metinler kelimeleri resmeder.
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Beyinde anlamli gelmiyor su gudur, bu budur diyince ama
resmedilince anlamh baglantlar olusturusuluyor. olay Grgiisii
iginde veriliyor. Diyelim li bir hikaye ya da bir siir okudugun
zaman kelimeler aklinda kalir. Cilinkii birini unutsan sanki
siirin ya da hikayenin o béliumii eksik kalir. Digerlerinde o
oriintii ok iyi olmadigs igin unutsan da farkina varamiyorsun
eksildigin. Edebi metinler kelimelerin mecaz yan anlam
sembol agsindan da bilgi saglar, kac tane normal metinde
sembolik bir gey giiriiriiz ki mesela? Kelimeyi dogru yerde
kullanma, tercih yapma yani soylev 6zellikleri. Ama tabi diger
yazinsal {iriinlerle de desteklenebilir.

Instructor 11: Evet. Olay Orgiisiintin, ézellikle dogru secilmig
- metinlerdeki kelimeleri aliyor hafiza. Aslinda 6grenci severse,
her sekilde &Zrenir. Ama edebiyat daha zengin. Mesela
Poe'nun the House of Usher mn da, o ev tasvir edilirken bircok
kelime Ofrendi dgrenciler. Imagery’ler var. Zevkli bir gekle
sokar edebiyat Ogrenme siirecini. Kelimeler o tasvirle
goziimiizde canlamyor. Metinden bagimsiz 6grenmek sikact
ama edebiyat farkinda olmadan 6gretiyor. Implied 6gretiyor.
Ana dil gibi degil belki ama dolayli 6grettigi kesin.

Instructor 13: Omegin ben kendi ofrencilifimde “feeling
blue” ifadesinin ve bununla iligkili olarak “blues” miizik
tiriiniin ~ batt  kiiltiirlinde mavi rengin  hiiziin ile
bagdastnlmasimndan geldigini Tennessee Williams'mn A Street
Car Named Desire oyunundan 6grendim. Bu text bu ifade icin
bir baglam olugturdugundan da bir daha hi¢ unutmadmm. Bu
tir ifadeler ozellikle kelimeleri ezbere 6grenmekte zorlanan
insanlar icin bir sdzliige bakmakla ya da her hangi bir giinlitk
metinde kargilagmalda akilda kalmasi ¢ok zor — belld de
imkansiz iken- edebi bir metnin olay &rgiisii ve anlatimi iginde
beyinde 6grenmenin kalim olmasmi saglayan kopriilerin,
baglanhlarn kalica olmasin, 6grenilenlerin daha “andamh” bir
gsekilde beyinde kodlanmasint saglamakta.

Instructor 16: “Kesinlikle en iyi~ araclardan birisi ctinkil
context icerisinde anlarm hissettirilen bir kelime dgretilmekten
ziyade edindirilmis olur. Kurgusal da olsa bir olay &rgiisii;
kelime anlamim 6grenende peldstirir”

Instructor 17: Kesinlikle dyle. “guess from the context”
kelime 0&gretime yoénteminin en iyi uygulanabilecegi
alanlardan biri, ki bu da &grenen kelimelerin uzun siire
unutulmamasm: saglhyor.
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Instructor 8: Mesela ablamm oglu Teoman, 2 bucuk yaginda,
masal kitaplarima ¢ok seviyor, orda ona okunan geyleri hig
unutmuyor, kitaptaki benzer durumlarda aymi kelimeleri

. kullarayor. Yani evet daha akilda kaha ve etkileyici oldugu
icin kolay unutulmuyor. Ya da ben anaokulunda caligirken
orda cocuklara Ingilizce kitap okurken mesela, degisik
kelimeleri ve hoglarina giden seyleri unutmuyorlardi. Bak
mesela cocuklarda da Oyle, niye masal okunur cocuklara.
Onlar iginde bir seyler daha sikmadan daha etkili dgretilir.
Dolayh yoldan, 6grenci de hi¢ unutmaz.

Student 9: Kelimeler ve dil kullarum sekli evet. Ciinkii farkh
bir konu oldugu icin yeni kaliplar ve Amerikan Ingilizcesi
vard1 hikayede. Hikaye i¢cinde oldugundan daha akilda kaha
oldu.

Student 12: ... batllar falan ilgi cekiciydi, kelimeler de Oyle,
aligtirmalarla, konu iginde de sik stk kargimuza giktign icin
dgrendik ve akilda kalict oldu.

Student 13: Kelimeler ilgi ¢ekici oldugundan akida kalmas:
kolay oldu. ...Yazarm dili o kiiltiirii anlath, bizim daha
Oonceden ahgik oldufumuz resmi ingilizceden daha farkd,
sokak diline daha yakin ve dikkat ¢ekti bu kullamimlar.

Student 15: Kelimeler akilda kahc idi glinkii dikkat gekici bir
i _ _ konunun igindeki kelimelerdi.

Student 7: Kelimelerin ¢ogu akilda kabia ¢iinkii genelde
giinlitk dilde kullandigomyz, sokak dilinde ya da ararmuzda
siirekli kullandifumz kelimeler. Bircogu. da ilging geldigi va
da kullanmann hoguma gidecegi kelimeler oldugu igin yer
etti. Parcanin egzersiz 11, Boliimiinde kelimelerin
agiklamalartyla verilmesi de aklimda kalmasm kolaylagtirdi

" Batil inanglann oldugu bélimii de zevkle dinledim. Aklimda
kalds.

In fact, there are tWo main appfoach;es about developing reading skills of
the language learners..“The systematic phonics approach”, which mainly focuses
on decoding the relationship between sound patterns in the spoken language
(phonemes) and alphabetical patterns in the written language that are the concrete

symbols of abstract sounds (graphemes), helps learners understand the whole
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language system, encouraging them to develop their vocabulary knowledge in
order to facilitate reading and understanding more words in printed materials. The
goal of phonics instruction is not to involve learners in activities that develop their
knowledge about spelling — sound correspondences or phonics rules, but to raise
learners’ awareness about the system which may assist in enhancing their reading
process. The approach claims that the whole skills in language learning should be
encouraged first. Then it is inevitable that progress to meaning in reading will
occur. (Teele, 2004, p. 52 - 59). However, “the literature — based, whole ~ language -
approach” is mainly centred on the idela that learners should be involved in
reading stories first, which results in vocabulary and linguistic development later.
In order to achieve this, the materials should be rich literature extracts rather than

a teacher’s manual or student workbooks. (Teele, 2004, p. 55)

Phonics ~ Baged Instruction Literature — Based Instruction
» Teach skills to meaning ¢ Teach meaning to skills
s Teach words to stories s Teach stories to words
« Emphasis is on decoding skills e Emphasis is on meaning in
s Teacher — centred instruction with literature
direct instruction e Student — centred instruction with
emphasis on natural
- developmental learning
+ Standardised testing | e Informal classroom assessment

Figure 5 Teele’s Reading Instruction Model
Source: Teele (2004:55)

According to Thompson and Nicholson (1999), learners who had explicit
phonics instruction were generally less fluent at reading and slower at

comprehending reading texts which may caused by their inability to recognise low
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— frequency words which become an obstacle for them to recode the phonological
system. However, learners with literature —~ based instruction developed
- phonological procedures more slowly than the other group, but were able to
maintain understanding of the text. According to Krashen (1999), as literature —
based insi;r'uction encourages more independent reading, learners are more likely
to have positive attitudes towards reading, which certainly assists in developing
their reading skills. (Teele, 2004, p. 56).

Since two groups of learners have different skills each of which facilitates
improving reading skills, we can conclude that none of the approaches mentioned
above has a certain advantage over the other, as Teele says: “There is no single
pathway for all students to learn to read.” (Teele, 2004, p. 57) considering that
learning types vary from one person to another. What we should do is both to raise
learners’ phonics consciousness as one cannot ignore the relationship among
writing, speaking and reading, and to expose them to literature where meaning
lies.

In that sense, literature helps language learners to enhance their reading skills
through both developing readers’ ‘phonemic awareness’ and making them
understand ‘the meaning’, both of which are essential in developing reading skills.

"Once the learners improve their reading skills through the above mentioned
approaches, they will feel themselves more confident in understanding and
analysing literary texts, which achieves the learners” personal involvement in the

language learning process:

Engaging imaginatively with literature. enables learners to
shift the focus of their attention beyond the more mechanical
aspects of the foreign language system. When a novel, play or
short story is explored over a period of time, the result is that
the reader begins to ‘inhabit’ thee text. He or she is drawn into
the book. Pinpointing what individual words or phrases may
mean becomes less important than pursuing the development
of the story. The reader is easier to find out what happens as
events unfold; he or she feels close to certain characters and
shares their emotional responses. The language becomes
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‘“transparent” — the fiction summons the whole person into its
own world. {Collie & Slater, 1987:6)

This eagerness in reading and discovering new worlds that literature opens
will certainly invites language learners to ‘extensive reading’, which stimulates
language acquisition as it enhances vocabulary knowledge which is considered to
have an important role within the morphological system of the language as it does
not only assist in receptive skills of a language such as listening and reading, but
also in productive skills including speaking and writing. Moreover, extensive
reading ~ if chosen carefully according to the levels of the learners — is of great
importance because there are some limitations of learning vocabulary through
explicit information as it may be only applicable with high - frequency words,
which can be considered to be the main goal of learners.

It should be noted that vocabulary learning needs to be more broadly based
than this. There are many other high-frequency, and low-frequency words that
cannot be mastered in a limited period of time, as deliberate learning may not have
enough time for “the knowledge of grammar, collocation, association reference
and constraints on use that may be best learned through meeting items in context”
(Schmitt, 2001, p. 42). At that stage, incidental vocabulary learning becomes
effective, which is to learn from meaningful reading. Reading literature is no

doubt, an effective way to achieve it.

...any extensive reading we encourage them to do outside the
classroom would probably need to be of graded material, such '
as graded readers. But at higher levels, students may be
absorbed in the plot and characters of an authentic novel or a
short story, that they acquire a great deal of new language
almost in passing. The reading of literature then becomes an
important way of supplementing the inevitably restricted
input of the classroom. (Lazar, 1993:17)
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18) Literature is an ideal source to teach grammar.

As literature is rich in forms, it is possible to find different ways to say one
thing. (rich in paraphrasing models). Literature is interested in how to say
something unlike other written sources, therefore, the language of literature is
more elite. Literature is a useful source for teaching some grammar points such as
narratives and inversions. It teaches grammar implicitly through a meaningful
plot: Although some of the participants stated that it is structurally complex (as
discussed in ‘Opposing Views’), it is clear that literature serves more than ‘form-

oriented textbooks’.

Instructor 4: Yine aynt gekilde kisa ifadeleri kullanma ustahig
edebiyattaki gramer kullanumlarin bilmekten geciyor. Normal
sekilde uzun uzun yazma egilimi edebiyat efitimiyle ortadan
kalkiyor. Bu aym zamanda giindelik kullarimda biiyiik
avantajlar saghyor. Mesela” Potholing was hard to
experience” ifadesi yerine uzun olarak “ people found
potholing hard to do ya da “people tried hard to do
potholing” gibi dogru ancak daha zor kullanumlan tercih
edebilirdik. Bir bagka &rnek olarak, inversion yapisinin
kullanumuyla edebiyat yaymnlarinda cok kez kargilagmugtik.
Inversion ne demektir, bunu hepimiz biliriz ancak normal
metinlerde pek nadir kargimiza ¢ikan bu yapryl romanlarda
bulmak miimkiin. Mesela “nothing was known about “the
Great Fire in London” yerine “Little did we know about The
Great Fire of London” kelimesini edebi yayinlar sayesinde gok
sik kullanabilmekteyiz.

Instructor 5: Natural language, modifiye edilmemis. Dilin en
yaraticr hali. Ofrencinin gramer oyunlarm yani bir citmlede
birden fazla karmagik yapiyr gorebilecegi yer. Cesit fazla,
zengin. Bu zenginlik icinde dgrenir. Mesela “grammar in use” -
gibi bir textbook contextten armoug ciimleler var. Ama
edebiyat o context i gramer de de verir. Onu gdre gbre 6grenir
ve icsellestiric. Ancak boyle kullanabilir dgrendiklerini.
Gramer kitaplari unutulabilir mesela. Bir de gramer
kitaplarinda dil kullanim esnekligi yok. Edebiyatta gramer
esnektir. Slang kullammlar mesela, Argo da dilin ve kiiltiirin
bir pargas: sonugta. Dil 6grenmek igin biitiinii bilmek lazim.
Ingiltere’ye gittin, kavga ediyorsun, “Behave yourself” deyip
olmaz yani. Iste o zaman bu kullanim out of context olur.
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Instructor 7: Diger yazimsal dokiimanlar sanki iyl gramer
bgretmez. Ciinkil boyle metinlerde sdylenmesi istenen sey
daha Snemli- 6grenci nasil sdylendiginden ¢ok ne s6ylendigi
ile ilgilenir. Edebiyatta daha kompleks ciimleler var. Hem de
nasil sbylendigi tizerine dikkat cekiliyor. Siir bazinda
bakarsak, siirlerde devrik yapi vardir. Bunn bir tip metininde
giremeyiz. Bazilart gramer Ogretmek amach
hazirlaruyor(inakalelerde) —edebiyat amagsiz  kullanuyor
grameri' ve o kadar giizel kullamyor ki bu bdyle sSylenir
diyoruz. Mesela kimse bana vurgu &gretmedi. Ben “I do like”
kalibini edebiyattan &Zrendim. Merak edip hocaya sordum.
Kural gibi gelirdi bana 6gretilseydi, yani unutmaya megilli
olurdum. Mesela ana dilimizi kimse kurallan ile &gretmedi
ama ¢ok kiiciikken de gramer balurmindan dogru ciimleler
kullanabiliyorduk. Yani biling altmdan &gretiyor sanki agk
secik degil de.

Instructor 9: Mesela edebiyatta séylev sanati daha giichii. Bir
seyi binbir structure ile stylemeyl Ogretiyor. dfrenci bir
karakteri kendine benzetmigse, cok sevmigse ya da nefret
etmisse onu anlatan kelimeyi, ve o karakterin bagindan gegen
olay orgiisiiniin anlatddifi structurelari beyninde baglant
kurarak akilda kalict hale getirir. Bir de 6grenmek degil sadece
kullanmak da énemli, mesela edebiyat iyi writing ve speaking
dersleri akanir. Ogrenciler belki de dil kaygs: tagimadan
firetirler. Yani diigiinsene past simple 6§retiyorsun birbirinden
bagimsiz ciimleler 20 tane, hadi doldur. Ama onu bir hikaye
icinde versen o bogluklar daha diigliniilerek doldurulur.
Cocuk hikayenin tamamun merak ettigi igin doldurur ashnda
ne dersin kahlryor musun?

Instructor 11: Cok zengin, birgok kalibi bir metinde gorebilir
dgrenci. Ozellilde de novella, short story lerde. Tekrar tekrar
gbrerek dgreniyorsun, bilingaltina yerlesiyor kullanimlar. Bix
de hoca dogru kullarursa, dili kullanmaya da iter. Diiglince ve

duygu bakimundan zengin olugu igin, writing, discussion gibi -

- aktiviteleri de tetikler. Pratik olanag saglar bir balama,

Student 35: Gramer konusunun da aklimda daha kalict yer
ettigini disiiniiyorum. Yazarm dil kullamim sekli ise normal
gramer konularrn biraz disinda, farkh ve ilgi gekici geldi. Ve
- gunu  anladim, ben ne kadar dil O6gremmeye kendimi
geligtirmeye cabigsamn da belli kaliplani ancak bu hikayeler
yardumiyla 6grenebilirim.
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Student 26: Evet akidda kaha oldu. Gramer konusunu bir
hikaye icinde gtrmem sayesinde bu konu aklima iyice yerlegti.

Reading literature in language classrooms saves grammar from being
exclusively at a sentence-level. Over the history, a whole range of theories to
grammar teaching were centred mainly on whether the focus should be on form or
meaning since grammar is considered to be an important component of a
language, which is true. However, it would be a wrong idea to consider it to be an
abstract set of rules, which has nothing to do with meaning. Therefore, grammar
teaching should not merely concern the forms themselves in the sense that it
cannot be considered to be isolated from the whole language system. Due to the
multi-faceted nature of grammar, it cannot be minimised to syntax and
morphology. Celce-Murcia and Larsen-Freeman (1999) also give strong support to
the view that grammar teaching should not only deal with form and function but
with meaning as well. They claim that grammar is not merely a collection of forms,
“but rather involves the three dimensions of what linguistics refer to as (morpho)
syntax, semantics, and pragmatics.” {Celce-Murcia & Larsen-Freeman, 1999, p. 4)
They illustrate the importance of all three dimensions by means of a pie chart
divided into equal parts labelled ‘Form’, “Meaning’ and "Use’” as mentioned before
(Schmitt, 2001, p. 23). {see Figure 3 Interconnected dimensions of grammar)

Literature can serve as a powerful source through which language learners
have the opportunity to improve their implicit knowledge of the target language,
which means not only focusing on the forms but’ also finding answers to the
questions like “What does it mean?” and “When / Why is it used?” as it is
illustrated in the chart above. It is believed that implicit knowledge matters more
than explicit knowledge in the sense that explicit knowledge cannot be converted
into implicit knowledge, which enables learners to experience\ the meaning in
communicative tasks. Through this way language learners become more aware of

the associations between linguistic features and meaning in a text. They also
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become conscious and familiarised with the shifts in meaning through the hidden
intonation and emphasis in meaning. Many ‘form-oriented’ grammar books
explain that the separable phrasal verbs have the same meaning whether they are
separated or not. The approach may be correct when considered the issue
according to the abstract system of grammar which deals with the form’ itself.
However, as the dimensional structure of the language is mentioned above,
language requires more than that. As an illustration, Celce-Murcia and Olshtain

(2000) give an example:

In a sentence-level approach to grammar we learn that there are
often two equivalent ways of expressing (in active voice) a
proposition with a verb of transfer like give that takes three
underlying arguments or participants (an agent, a recipient,
and what is being transferred):

(1) Sid gave the car to Jim.
(2) Sid gave Jim the car.

In a pragmatic or discourse sensitive approach fo grammar
examples (1) and (2) are viewed as non-equivalent because they
occur in different discourse contexts. In other words, if Glayds
(Sid’s wife and Jim’s mother) comes home and says, “Where is
Jim?” Sid can answer, “I gave him the car (and he is gone for
today).” But not “I gave the car to Jim.” However, if Glayds
comes home and says to Sid, “I do not see the car. Where is
it?” Sid can respond, “I gave the carfit to Jim.” But he is
unlikely to say, “I gave Jim the car” unless he gives extra
phonological prominence to “Jim” rather than “the car” when
he says the latter senténqé; ‘.thus using prosody to override
syntax in ways that we discussed in Chapter 3. These

- preferences in word order shows us that discourse is sensitive
to the ordering of old and new information, and that new
information generally occurs closer to the end of the clause.
(Celce ~ Murcia & Olshtain, 2000:56)
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As it is seen clearly, reading authentic materials, especially literature, could
lead learners from grammar to “grammaring”, which means that the practice must
be meaningful (see Teaching Language: From Grammar to Grammaring by Larsen —
Freeman, D. (2001) Boston, MA: Heinle & Heinle).

It is widely believed that the more authentic materials the language learners
are exposed to, the more familiar they become with the native structures used in
the target language. Literature provides language learners with original resources
in Which they can concentrate both on the structural and the socio-semantic aspect
of the authentic language. Joanne Collie and Stephen Slater (1987) claims that
literature can be considered to a valuable complement to such materials as travel
timetables, city plans, forms, pamphlets, questionaires, cartoons, advertisements,
newspapers and magazine articles which are among the authentic samples of
language that have been incorporated in recent course materials.

In fact, the works of literature do not have a specific purpose of teaching a
language. However, it does not meén that literary works cannot serve as effective
authentic materials when teaching a language. To make this point clear, if not

direct, literature has an implicit impact on language teaching.

One of the main reasons might be that literature offers a
bountiful and extremely varied body of written material
which is ‘important’ in the sense that it says something about
fundamental human issues, and which is enduring rather than
ephemeral.. Literature is a valuable complement to such
materials, especially once the initial ‘surviving’ level has been
passed. In reading literary texts, students have also to cope
with language intended for r;atiire speakers and thus they gain =~
additional familarity with many different linguistic uses,
forms and conventions of the written mode: with irony,
exposition, argument, narration, and so on. (Collie & Slater,
1987:4) '

Instructor 8: ..mesela Ogrencilik yillarunda tarz olarak
sevdigim ve etkilendigim yazarlar gibi yazmaya cahgtiimm
farketmigimdir. Ya da okudugum romanlar, giirler ve tiyatro
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oyunlarindan aklunda kalan geyleri hala derslerimde Srnek
olarak kullamrim. Bu gibi carpia climleler benim aklunda
kaldig: gibi 6rencilerimin de aklinda kalir ve onlar da bu tip
yapilar: ezberlemeden, kendi dogalligs icinde zlimsemis
olurlar.

Instructer 10: ... Mesela, Present Simple Aspect Ogretilecek.
Hamlet yazisa present simple da ne iyi olur. Birbirinden
bagimsiz 100 tane “I go to the cinema” 6Zretmekten daha iyi
bir yéntem, daha akilda kalia. Hem {izerine diigliniiliir de
tartigilir. Bir de gbre gbre Sgrenir ve biraz duygulara da hitap
etmis olur. Mesela bir giirin bir climlesini hayat felsefesi
edinen biri, diyelim ki o ciimlede “she needs” diyor, onu
dgrenir. Yoksa sen istedifin kadar anlat, she -s takis: ahir de,
nafile.

As it can be understood clearly, while literature has pragmatic values in
terms of language education by providing language learners with certain linguistic
benefits, it has, at the same time, higher educational values including “educating

the whole person” (Lazar, 1993, p. 19)..

5.3 Summary

This chapter dealt with trying to find answers to the research questions
posed at the very beginning of the paper. It is believed that each research question
found its answer within the framework of the findings of the study which have
been deait with in the previous chapter. In the discussion part, some important key
concepts depending on the analysis were discussed and evaluated. Both the
teachers’ and the students’ results for the interview questions were considered as

for the ideas in the discussion part.
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CHAPTER VI
CONCLUSION

6.0 Presentation

This chapter includes three parts, In the first part, the mmain discussion of
the study is put based on the ideas discussed throughout the paper. Moreover, this
part includes the contribution of the study to the field. In the second part,

limitations of the study are discussed. The final part presents further suggestions.

6.1 The Summary of the Findings

As discussed in detail in the previous chapter, literature can be considered
to be a valuable authentic source through which the students become familiar with
the appropriate use of structures in the target language. The students do not only
find the model for language use but also the opportunity to practice it in a
meaningful context as literature requires integrated skills. Therefore, their
familiarity with structures and different models of conveying messages can make
them more fluent language producers. Moreover, literature is brain-compatible, as
mentioned before, which makes new-learnt information become concrete through
appealing to emotions and experiénces. In the study, it was found that the
participants became familiar with the creative and appropriate use of adverbial
clauses and showed afe remarkable performance during the courses. As for the
grammar part in the written | tést,_ however, they performed no better than
vocabulary and culture part. Neverf.héless, it should be noted that their use of
grammar improved when éompared to the ?revious courses. Moreover, it is worth
considering the students claimed that they are no good at grammar, but still they
found the way they were taught g:fammar more interesting when compared to the
previous courses. Considering their background and their not being used to such

activities with respect to grammar, what only a short story achieved is still worth
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mentioning. From that point, it is believed that their grammatical knowledge will
improve through applying more treatments including literature.

As for vocabulary, the situation is the same. It is more likely to find richness
in vocabulary in literature more than any other written source as literature is more
creative’ in vocabulary use (imagery, depiction and so on) and more prone to
figurative language use which can make students familiar with different layers of
meaning. Moreover, literature makes students internalise and personalise the
vocabulary items through using them in a meaningful and emotional contexts.
Literature also gives students the opportunity to practice the new words in rich
and interesting activities which can be born out of any literary text. It was
recognised that the participants in the study did not only learn a lot of vocabulary
by reading a story but also learned how to use them in meaningful context.
Moreover, they became familiar with the synonyms of the target vocabulary, and
they showed a great performance in vocabulary part in the written test.

It has already been mentioned that it is impossible to think language
independent from culture. It is claimed that teaching culture results in teaching
language, and in a similar vein, teaching language should include teaching culture.
There are many approaches in culture teaching throughout the history as
mentioned in the previous chapters. However, teaching culture through literature
suggests many advantages and solutions to the possible problems that a teacher
can face while teaching culture directly. Moreover, it is more interesting for the
students to learn about the target culture implicitly, in meaningful and emotional
contexts that give them the opportunity to experience the target culture. No one
denies that literature is full of cqlﬁifral eic'ain;lnles, frofn cultural cbhcepts to
everyday life of people liw}mg in that culture. Considering the benefits of using
literature not only for language purposes but also for educational purposes,
teaching culture through literamr.e can be considered to be a reliable way with
respect to brain-based principles. In the study, it was found that the participants

became familiar with many aspects of American culture, including superstitions,
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dialect, idioms and their everyday life by reading only one short story in a short

period of cultural orientation. .

+6.2 Conclusion
Under the light of brain-based teaching and schema theory, it can be easily
seen that there is a direct relationship between comprehension and schema, which
means that when there are two familiar portions in a reading passage, the students
are more likely to understand these portions when compared to unfamiliar ones,
and thus in turn, it also affects recalling. (see Aron’s study in Chapter II) Having
mentioned about familiarity, it is also found that formal schema which includes the
knowledge in syntax, lexical and rhetoric s’cyies, though it is also important, is less
likely to be a challenge for non-native readers when compared to content schema,
which is also shaped by cultural knowledge. In that sense, linguists have made
great contributions to language teaching when they claimed that learning language
is not only learning the formal aspects of language but also cultural setting in
which the target language is spoken. It does not only enable students to
communicate in written and spoken form but also to provide students with a
capacity to understand the writer's messages in a reading text, which can also be
regarded as communication. The problem is why students who can activate their
formal schema fail in understanding passages. Here comes the question that what
the role of a language teacher is. McLeod (1976) states that “by teaching a
language... one is inevitably already teaching culture implicitly” (1976 212).
Considering this fact, it is possible that teaching culture can lead students to
‘language awareness’ by creating ‘cqlfi;rai aWaieﬁess’ ﬁﬁ}:bugh acﬁvating ‘content
schema’. As Politzer (1959) says teaching laﬁguage without culture leads students
to think that the symbols that are being learned are meaningless, or makes them
attach them with the wrong meaning (1959: 100 - 101). As the relationship between
culture and language is inevitable, it is time for teachers to be anthropologists. As

for formal schema, it is also important but it is a widely known fact that even
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formal schema is shaped by culture. Kévecses (2006) claims that it is possibly to see
this situation in culturally-affected, noun classifying languages. For instance, while
the English word, key, has feminine associations as “golden, little, lovely”, it is
masculine in German since it is described as “hard, heavy, metal”, which means
that even the choice of adjectives is shaped by culture (2006: 85). Although there
are challenges m culture teaching, such as ethnocentrism and prejudgmental
attitudes, these challenges, in turn, can be overcome by culture teaching as
Trifonovitch (1980) claims that such challenges can be defeated by limited contact
with other cultural groups. Therefore, by creating an atmosphere which gives
students the opportunity to experience this contact in language classrooms, these
~ challenges can be overcome. It should also be noted that the advantages of
knowing about culture outperform the disadvantages of it, if any.

As Saville — Troike {1973) claims, it is time to frown at the idea that reading
is a “passive skill” which a reader works on his/her own unlike spoken
communication, which is a social activity. Therefore, it should not be ignored that
reading is not a non-social activity as it can be regarded as the communication
between the reader and the writer. (1973: 395 - 396}

Kévesces (2006) also claims that there are cultural frames in very language,
and each component of a language including words are categorised according to
these cultural frames. Cognitive linguists claim that these cultural categories are
generated in mind, which creates associations in order to receive the meaning of a
word. For instance, as K&vecses (2006) claims, ‘knuckle’, as a part of finger, has
many associations such as hand, arm and body_.. For this reason, it is stated that itis
difficult to define a word for anyongli(\rhb does not have the category in his/her
mind the word, ‘knuckle’ .associates to define this word. Itr reminds us of the
‘schema theory’ as it is widely known that the brain is constantly searching for its
networks which are, in fact, fra:me& by these categories. (2006: 64)

Like words, concepts in a language are products of that culture. Especially,

in advanced reading, the problem is the i;nabiiity to “develop conceptual basis for
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abstraction in English” (Morris, 1968: 163). In other words, at higher levels, it is
expected that the students grasp the concepts, feelings and opinions put by the
writer (Morris, 1968: 162). Therefore, in order to understand the word meaning, the
learner has to have concrete experiences in order to base them on his/her concepts,
and if he/she creates as many associations as he/she can with the concept, learning
and recalling becomes easier. Since each concept is represented by a symbol, which
is a word, the word then becomes meaningful in mind as Morris (1968) also states.
Why the concepfs are so important is that they are also shaped by cultural frames,
and as no concept is independent from its culture, no language can be considered \
as separate from thought. In short, the brain categorises the concepts in its network
to recall, and if they do not exist in mind, learning cannot be occurred. That is why
“concept formation” carries great significance for creating schema (1968: 161 - 162).

Based on this fact,. figurative language use such as metaphors and
metonymies are also shaped by the concepts which have thejr own category and
sub-category in the brain. That is the reason for why conceptual metaphors define
cultural models (Kévecses, 2006). Although some metaphors are generic
{universal) such as BODY IS A CONTAINER, what features transferred to this
metaphorical expression are culture - bounded (Kévecses, 2006: 123). For instance,
while western cultures see human body as an open container, it is closed in eastern
cultures as in the Turkish proverb, ‘Keskin sirke kiipiine zarar verir’. Knowledge in
figurative language, thus, culture leads learners to internalise some phrases in
daily use of language which  takes its roots from conceptual metaphor. For
example, from LIFE IS A PLAY METAPHQR, which Shakespeare also used
frequently in his plays, one can easily‘éi'_eate sssociations with the usages such as ‘It
is curtains for him', ‘she is my leading lady’, “she always wants to be in the spotlight’ and
so on. (Kovecses, 2006: 145) Casson (1981) also stresses the importance of cultural
concept formation as metaphors are the best examples which reveal the

inseparability of language and culture. (1981: 263)
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As for metonymy, the situation is the same. As Hymmns claims, metonymy
has placed one of its legs on culture. Therefore, it is no longer a linguistic term, but
- a cultural component. Agreeing on the idea that cultural frames shape our thought,
emotions and even human behaviour, it is not surprising to find out that each
culture has “prototype — eliciting emotions” dominating the narrative style in that
culture. Therefore, in order to understand the characters’ feelings, actions and
thoughts in a narrative style, it is essential to know about conceptual frameworks
which are shaped by culture as Hogan (2003) suggests by rooting his idea to CMT.

Within that framework, it is inevitable that culture teaching contributes to
the language learners’ ability to read ‘the mind’ of the natives by decoding written
messages at figurative level as well. Therefore, culture teaching carries classroom
environment to a multi-cultural level. For this reason, the new era ignores the
ideology of teaching language skills disregarding its culture. As Trifonovitch
(1980) also claims, it is essential to prepare “cosmopolitan nationals” (1980; 558) as
we are now aware of the need for cross-cultural perspective in teaching and
learning a language.

As for reading skill which was discussed in detailed before, apart from
cultural perspective, there is also a syntactic approach, which is called “structural
paraphrase” by Berman (1975: 243). It supports that it is the formal schema which
is the key for success in decoding the written messages m unadapted written texts.
As Blau’s study (1982) shows the effect of syntax on reading, no one denies the role
of syntactic knowledge in comprehension of a reading passage since it has its oWn
coniributions to decode the written messages. Eor instance, the play, The Zoo Story,
begins with a present perfect simplé' sente'née “T have been to the 200", which
underlines that the cha:rac:fer, Jerry, who saﬁriﬁces_ himself for Peter, an ignorant
man, through intruding not only his bank but also his soul, is an ‘experienced man’.

For the question posed by Eskey (1970) “why can’t many of our advanced
foreign students understand university level readings in English” (1970: 316), he

suggests that it may be caused by the lack of syntactic knowledge (for deep
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analysis of passages), which is namely linguistic awareness rather than lack of
vocabulary knowledge since most of the readers are word-by-word readers. He
states that good comprehension entails reading by structures.

Keeping in mind that formal schema, including structural information as
syntax, is also significant in understanding and recalling, here comes another
question, “why do our advanced level learners fail to comprehend the written
messages though they have sufficient knowledge of syntax?’ Johnson’s study
(1981) can serve as an answer for it. The study in which Iranian subjects whose
English level is advanced, and native speakers in America were given two folk
tales one of which has Iranian cultural background and the other of which has
American, shows that even Americans failed to understand the Iranian folk story
since they lack ‘abstraction’ and ‘cultural frameworks’ in Iranian culture. Lezberg
and Hilferty's (1978) quotation below serve as an answer for the question of why
successful learners with a strong control of grammar and syntax still experience
difficulties. They state that this is because learners “limit themselves to literal
decoding and encoding of language according to structure. Yetno level of ESL can
a student rely on syntax and vocabulary alone” (1978: 47).

Within the CMT suggested by Kovecses, Casson (1981) states that
transformational linguistic theory fails to explain how humanbeingé produce and
understand figurative speech. He gives an example from Apache language,
“hadaditl ‘e’ iskiin ‘at’ ee” (1981: 258) adding that the sentence (Lightening is a boy)
has its both syntactic and semantic component, which means that the hidden
meaning of the sentence requires conceptual/metaphoric explanation to be
understood completely though it is_‘?pssiblé _io have the equivalent translation
structurally. Then he asks, “How would our.grammar respond? How would it tell
us? It would respond by assigning the sentence a literal meaning. .. This is all our
grammar would accomplish. A ﬁguraﬁve reading of the sentence would be out of

question. Why?” (1981: 259)
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Howell and Vetter (1976) approach the issue in a holistic manner, when
they claim that even the structures of a language are shaped by culture. As for
illustration, while Americans prefer present progressive when they see a bus
coming (the bus is coming), the Japanese uses the present perfect simple (the bus has
come). This example carries us to a deeper understanding of ‘grammar of culture’.
(1976: 374) |

Ying (1996) also holds a holistic perspective as Howell and Vetter (1976),
when he states:

Thus violations, if they do arise, do not appear to be repaired
by grammar alone. Although these findings do not fully
" support the repair model, they do, in fact, converge with
Fodor's (Fedor, Ni, Crain, & Shankweiler, 1996) recent work,
which shows that both types of information, pragmatic and
syntactic, are available simultaneously during sentence
processing. The evidence that ESL learners pay attention to
multiple cues rather than merely attend to syntax or prosody
has important consequences for studies on language
processing by 1.2 learners. Although it is important not to
overlook the role of syntax in L2 processing, it is equally
important to recognise the role of lexical, prosodic, and
contextual information. The reverse is true, too. A single
constraint probably would not account for the dynamics
involved in language processing, including processing of
ambiguous constructions. These present findings thus appear
to support Sedivy and Spivey-Knowlton’s (1994) and Spivey-
Knowlton and Sevidy’s (1995) argument that no single
account can fully resolve attachment ambiguities, resolution
lying in the effect of multiple constraints. (Ying, 1996: 701}

As mentioned earlier, it is not a wrong approach to look at the problem
from a mono—perspective, which supPorts only formal schema or only cultural
schema as it is clear that both carry students té)l ‘language aﬁareness’.

In the studies mentioned below, although the language settings in which
students find the opportunity to communicate and interact with the target culture,
for EFL students, the situation is more complicated as they have not got even the
s]ightéét chance to interact with the culture in which the target language is spoken.
This situation gives birth to the controversial issue, which is using literature in
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language classrooms in order to create at least ‘second hand reality’ of which
importance Kovalik (1997) underlines. As Littlewood (2000) also states that “a
major problem of language teaching in the classroom is the creation of authentic
situation for language” (2000: 179)

Based on what has been mentioned above, it is time for the language
classrooms to become ‘cultural island’ in Kramsch's terms (1993) in order to
prevent language settings from being “isolated from the context of events and
situations which produce natural language” (Littlewood, 2000: 179).

Although there are lots of opposing views to literature as discussed in
detail in Chapter III, still, the solution seems to be lying in literature for several
reasons. As mentioned before, literature cannot be regarded as separate from
culture, which means that it is our hope to create a natural environment which
foreign language learners unfortunately lack. It gives the students the sense of
‘being there’ experience as Kovalik (1997) suggests, which is the opportunity to
interact with the native culture. Apart from its creating cultural awareness by
activating the cultural schema, which is essential for language learning as
discussed in detail throughout Chapter III, it also creates a linguistic awareness
since literary products are also rich in structures, which leads students to a

platform of “language awareness’ as Povey (1967) also supports:

The linguists have established a very successful basis for the
teaching of language at the elementary levels. Perhaps, we can
be equally successful at this more advanced level of language
study in bringing to the foreign student the beginning steps in
his acquaintance with our extensive range of literature...
(Povey, 1967: 46) - -

Literature also provides language students with a rich context which
models language use. In that sense; it serves as an authentic source in which the
students are provided not only with cultural perspective of the target language but
also the authentic value of the structural and lexical use of it through showing how

grammar or vocabulary is formed, what it means and why/when it is used as
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Schmitt (2001) categorises as “form”, “meaning” and “pragmatics (use) (2001 23).
Kasher (1991) also supports the idea that literature integrates both form and

function.

In this sense, L2 parsing involves the intexface of syntactic and
pragmatic information that produces “the integrated
understanding of what has been said in a given context of
utterance”. (Kasher, 1991:125)

In other words, as meaning canmot be perceived only through grammatical
knowledge as mentioned before, the importance of pragmatic knowledge becomes
clearer when Ying (1996) asks “how active is grammar when an interactive

processor uses pragmatic information?” (1996: 703)

In recent years language teachers have shown an increasing
awareness about teaching language as a ‘meaning system’
related to various societal functions. The dichotomy between
form and function is less emphasized in the curriculum and
classroom teaching. A welcome outcome of this awareness has
been growing body of theoretical and methedological research
relevant to the classroom in the areas of, for example,
ethnography of communication, language pragmatics, and the
sociology of language. It seems to me that a natural
consequence of such a changed attitude is to reconsider the
role of literature in the language classroom. A discussion of
this topic, therefore, is both timely and of significance to
language teachers. (Kachru, 2000: 140)

Moreover, literature serves as a valuable source to display language variety

as Widdowson (1975) agrees:

Literary texts often contain within them a number of different
varieties of English. They can thus be extremely useful in
sensitizing more advanced learners of English to linguistic
variation and the values associated with different varieties.
(see Widdowson, 1975) (cited in Short & Candlin, 2000: 91 ~
92)
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Although there are some opposing views to the fact that literature also
helps students develop communicative skills in the belief that it does not display
the dialect or spoken language, it does not only serve as language variety with
respect to structures but also for varieties in spoken productions as Littlewood

(2000) also agrees.

Literature now becomes a vehicle for the leamning of
differences between language varieties. According to the text
and purpose, this may mean the introduction to the formal
written register as such, or to a range of styles which the work
exploits as it alternates between, say, a conversational style for
dialogue, an informative style for narrative, and a poetic style
for heightened effects. At a still more advanced level, the work
of a regional writer may provide access to a local dialect, or
classical works may be studied for the light they throw on an
earlier state of linguistic development. (Littlewood, 2000; 179)

It is understood that literature does not only contribute to speaking skills
because it presents communicative varieties but also because it requires reflection
on a wide range of topics, which means it creates a meaningful context on which
the students base their discussion. The situation is the same for writing skill since it
gives birth to various essay topics. Apart from supplying context for ertmg
essays, literature also serves as a model for culture specific text organisation which
is important for organising ideas in writing.

It has already been mentioned how literature contributes to reading skill in
detail in Chapter Il. However, it is worth mentioning that as reading is an
integratéd skill in itself, limiting teaching reading only through reading activities
fails to lead learners to ‘language awag‘réness’ as Brumfl‘c tZCOO) underlines.

The development of literary abilities in the way outlined here
presupposes a fairly fluent capacity to read English...If
reading is to be viewed as an integrated process, the teaching
of reading must do more than simply exercise reading in the
target language. Literary texts, if used in relation to a serious
view of extending literary competence, will provide a
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particularly suitable base from which motivated language
activity can develop. (Bramfit, 2000: 190)

In order to foster integrated language skills, a special source is urgently
needed in language classrooms which gives birth to various types of activities.

Literature is believed to meet this urgent need as Long (2000) states.

Thus, literature is by definition authentic text, and both verbal
response and activity response are genuine language activities,
not ones contrived around a fabricated text. Moreover, current

- methodology ~ for ‘communicative’ language teaching -
favours group activities and learner-learner interaction.
Prediction, creating a scenario, debating topics on or around a
text all seen to develop naturally out of literary text, while
they are either difficult or impossible with the type of text
favoured by ‘English for Specific Purposes’. Note that
literature is not classified under that heading, though it is
otherwise considered too specific for general study.
Meanwhile, linguistic investigation is ever bit as practicable

" with literary text as any other, though generally more
interesting, or at least having a wider general appeal than any
other type of text. From this it would seem to follow that a
literature course which incorporates activities is of value in a
language-learning course. (Long, 2000: 58)

Cook (2000) shares the same perspective as Long, when he states that it

literature is rich in creating activities.

Extracts from works of prose literature are frequently used in
the teaching of English as a Foreign Language at intermediate
and advanced levels:  as reading and listening
comprehensions, passages for translation, and starting points
for general discussion. (Cook, 2000:150)
As for vocabulary, literature is also rich in lexical items. However, there is a
disagreement on the idea that it can teach vocabulary effectively as literature

includes low frequenby words which may not be useful for language learners in

their academic studies. Nevertheless, the important effect of literature in teaching
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vocabulary suggests more than expected. It enables learners to develop vocabulary

learning strategies such as guessing from the context as Long (2000) claims.

The latter point could dlearly be argued from several angles
(for example, vocabulary acquisition), and though probably
accepted in a general way would fail to convince opponents of
the teaching of literature, who I can foresee might object to the
arbitrariness of such learning, or the incidence of low-
frequency items of vocabulary. Literature does, however,
allow the developments of techmiques for finding meaning
from the context, for distinguishing between the important
and the unimportant (which the native speaker is able to do
without trouble), and for discovery of those items of lexis
which one expecis to be known but which are not. (Long, 2000:
58 — 59)

Literature is also distinctive as it is brain-compatible in many ways. It can
be considered as an opportunity to provide students with a social environment in
which students can interact with one another and with the teacher. As mentioned
before, the brain is social, which means that it does not only work effectively
through communication among its neurons and lobes but also through interaction
with other brains. That is why pair works and group projects have a significant
role in-language teaching. It has been already mentioned that literature is open to
discussion, for this reason, it prepares the ground for group discussions.

In a similar vein, it is possible to implement Gardner’s theory, ML to
language classrooms through literature. During discussions, while it appeals to the
interpersonal intelligences of the learners, it also encourages intrapersonal
intelligence of the students When they are asked to write'a personal response paper
on the topic discussed. As literature is rich in theme as indicated before, it is more
likely to be supported by visual and audial mateﬁals such as films, songs and
videos than any other material. Putting a piece of drama on a stage activates the
students’ bodily kinesthetic intelligence, which is also important since body and

brain are in harmony in the learning process as mentioned in detail before.
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As for ‘being there’ experience suggested by Kovalik (1997), literature
becomes an experience for learners in the target language and society while
touching to the emotions. According to the brain-based principle, which has taken
its roots from schema theory, the brain ié built to drop any information that is less
likely to fit into the existing networks built upon individual emotions and
experiences as Johnson and Taylor (2006) also states. Only through this way, are
students provided with meaningful context since the brain is a “pattern-seeker
organ” (2006: 37).

It is widely known that literature is motivating for these reasons as
“personal involvement” fosters motivation as Collie and Slater (1987: 5) suggests.
This, in turn, creates a stress-free learning environment which enables the students
to “put together relationships, understand broad underlying theories, and
integrate a wider range of material” as Jensen (1998) claims (1998: 57). Literature
also preventé students from being stressed during their spoken productions as it
enables them to wear different linguistic roles when they are speaking in English.
It is widely known that calling students with the name of one of the characters ina
short story may decrease their anxiety in making mistakes since they feel that it is
that character which makes mistake. Therefore, wearing a different ﬁnguiétic
identity, they can aiso be motivated to produce spoken language.

Literature is not only a platform which provides students with enjoy in
their learning p¥ocess but also which provides language teachers with great aid in
their teaching process as Short and Candlin (2000) point out when they claim
“many students enjoy reading literature. As enjoyment plays an important factor
in any learning process, literature 15 ‘a po’&éﬁﬁéﬂy uéeful aid to me‘lmguage

' ‘téac:her” (Short & Candlin, 2000: 91). | '

Except for all of these mentioned above, what literature serves is much
more than expected. It is belie\fed to develop EQ through giving students the
opp;)rtunity‘ to ‘compélre. and -éoni‘:rast the target culture with their own,

understanding the writer's mood and putting themselves in the shoes of the
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characters in a story or novel as Povey (1967) also stresses when he states that “the
characters are all foreign as we are, and so we see ourselves through the story”
(1967: 45), which means that “it creates a feeling for language” as Long (2000: 59)
~ states,

" Through this way, they will certainly practice expanding their limits of
tolerance, which in turn reflects to both classroom environment and real life
seftings. Furthermore, literature increases creativity, problem solving and
interpretative skills, imagination, analysing and synthesising, critical thinking
abilities and other meta-cognitive skills each of which is a human requirement
since they all prepare the students for the real life through supplying students with
a broadened perspective that can only be constructed by world knowledge as -
Duranti (1997) underlines when he states that a “modern world perspective” is
essential (1997: 23). Literature, as a form of art, is also thought to create human
insight aé it deals with human issues as stated by Povey (1967) who says “we must
acknowledge the indefinable, though all important, concept that literature gives
one awareness and human. insight. In this respect great literature can be justified as
one could assert the value of listening to a major symphony” (Povey, 1967: 42}.

All of these ideas show that “even to pose the question in purpose may
cause shocked responses, for is not thé value of Literature so self evident as to be
beyond discussion?” (Povey, 1967: 40) Therefore, “literature and language teaching
should be linked and made mutually reinforeing” as Short and Candlin indicate
(2000: 91) since all of the above-mentioried “considerations will force us to consider
literature not as an isolated activity but as one to be viewed in relation to the
general cognitive development of the 'éﬁldént” (.Brumﬁt,AZOOD: 186).

| All in all, literature, itself, is the form of language although many people
have argued that literature and language is quite different from each other. In
other words, as Short and Candlin (2000) states, “although language and literature

may appear to be distinct from the poim of view of the teacher, they do not,
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necessarily, appear so to the learner, for whom literature is also language” (Short &
Candlin, 2000: 91).

Tt is believed that the thesis will make contributions to language teaching
since the jssues were discussed in support with linguistics and literature. In other
words, while educational and linguistic theories framed the topic, literature was
used as an inspiring source or remedy for the remaining problems in language
teaching. Moreover, the thesis did not only focus on the neurologic aspect of
learning when basing its claims on schema theory but also did regard the
emotional aspect of learning as it was discussed within the framework of brain-
based learning and teaching principle. In a similar vein, the model lesson plan was
designed to reflect this holistic perspective since the activities were based on a
literary text while the lesson planning procedures were based on the principles of
English Language Teaching, and underlying theories for each activity in the lesson
plan were inspired from linguistics. Such a holistic view is thought to prevent
mono-perspective ideologies on language teaching, and encourage educators to
consider it from a different, multi-layered and interdisciplinary stage, of which
significance Long (2000) underlines:

Teachers of literature were, of course, at a vast remove from
the greater part of what language teaching had become;
teaching language was like asking the great exponent of
Chopin to practice scales in the concert hall. But the gulf had
become even wider: literature for the humanist, language for
the scientist — the two cultures — which, to say at least, was an
unfortunate split when they could have been helping one
another. (Long, 2000: 43) ‘

6.3 Limitations of the Study:

One of the limitations of the study is the time -factor. As it can be
understood clearly, awareness is a term that cannot be achieved immediately.
When it comes to language and cultural awareness in language learning, it is less

likely to be achieved within a limited period of time. Turning back to the students
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test results, it is clear that while some of the students seem to achieve it, some of
them do not. It is not a good idea to blame literature for its insufficiency in creating
language and cultural awareness. Apart from the restricted time, it should be kept
in mind that it would be nonsense to expect all of the students to be successful
equally as it is a mystery what background they have brought to their classroom
environment. Another cause may be the fact that awareness and performance are
different terms, which means that it is not always possible to assess a students’
awareness through looking at their performance as it would be a strict
behaviouristic approach. In a similar vein, it was recognised that the answers of the
students to the interview questions showed some digressions in the written test,
which means that receiving and producing is also different. That is, in fact, why
the idea that we .camiot expect fluent readers to be fluent writers or speakers as
discussed in Chapter II. Although many of the students were eager throughout the
courses as far as observed, and although they stated that they h‘ke the courses and
learned a lot of things in the interview, they could not reach a complete success.
They also stated that they could not feel themselves confident in speaking even
though they found the materials sufficient, which again, underlines the difference
between receiving and producing. |
Furthermore, based upon the observations, it was found out that many of
the students are not upper-intermediate English students although they are expect
to be. This may be caused by the system of proficiency exam which did not aim at
assessing their speaking, and listening and writing skills. The exam, which the
registered students were expected to enter to continue their departments, had been
‘prepared to assess the students’ g_rami:&;aﬁcal’ 'khowledgé. Tt even assessed reading
skills to some extent since paragraph readir;g and comprehension questions were
short in number. Another cause may be the multiple choice question type in the
proficiency exam in which chance may play a great part. However, considering

them as upper-intermediate learners of English, the researcher gave an upper-
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intermediate level short story, which might demotivate some of the students who
could not reach to that level.

Another limitation is that the students were informed that the test results
will not be included in their average grades at the end of the term. Therefore, this
information might be discouraging for the students, especially who are studying at

the Faculty of Law, not at an English department.

6.4 Further Suggestions

Within the framework of the limitations mentioned above, for the
researchers who want to apply the lesson plan and written test to their classes, it
would be a great idea to include other written materials that are thematically in
relation with the topic since it is not possible to appeal each student in the
classroom only through literature. Another suggestion is thé trial of using native
language in classroom. The idea is worth considering as this controversial issue
was mentioned by some of the students during the interview. It is worth doing
research on whether their participation or motivation can be increased by the
allowance of native language use in the classroom. Such an approach can also
carry the researchers who want to study on the same topic to a more reliable and
valid assessment especially of cultural awareness, on which the stadents may find
it hard to express their opinions. |

For many scholars who are against the idea of invélving literature in
language curriculum, the reason lies in the impracticality of literature in teaching
language skills. This is because it is rather difficult to find an appropriate story,
novel, drama or poem which aims _at'. teadﬁng specifiﬁ grammar or vécabulary
points. Although it is claimed that the magic of literature is its ability to teach them
all implicitly just as the natives learned, it may not be possible for every student at
every level. For instance for university students who want direct explanations and
instructions, it may sometimes get difficult to try to teach language skills implicitly
unlike young learners. Even though it is the thing that is wanted to be achieved by
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every language teacher, it is widely known that acquiring a language and learning
it is quite different as teaching adults and young adults require different styles. It is
already known that there are some skill books in which there are specific activities
with a special focus on grammar or vocabulary points, though small in number. If
everyone accepts the idea that language is a whole with its grammar, vocabulary,
reading, listening, writing and speaking, why can’t we achieve it in our main
course books through which we are constantly teaching grammar only through the
texts in expository styles? Why can’t we put the “feeling for language” in Long's
term (2000) in course books and why do we have to classify our courses as main
course or skill courses? For that reason, I think there is an urgent need for the
world wide course book companies to develop main course packs for every level
(elementary, pre-intermediate, intermediate, upper intermediate and advanced)
which includes at least one literary passage in each m;:)dule to create more
meaningful context with its specific grammar, vocabulary, reading and writing
point, along with cultural messages and their implementation in daily life

commumnication. If could be adapted, literary texts, then, can appeal to all.
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APPENDIX R

INTERVIEW QUESTIONS FOR STUDENTS

1. “Like A Winding Sheet” adhi hikayeyi igledigimiz dersi nasil buldunuz?
Nedenlerivie belirtiniz.

. Bu ders esnasinda, daha dnceki derslere kiyasla, kendinizi fikirlerinizi ifade etmede
daha mu rahat hissettiniz? Nedenleriyle belirtiniz. Daha ¢ok motive oldugunuzu
diigiintiyor musunuz? Nedenleriyie belirtiniz.

3. Ders igerisindeki aktivitelerden ya da materyallerden yararlanarak bir konu
tizerinde kendinizi ifade etmek daha mi kolay? Neden? (evetse, hayirsa)

4. Okudugumuz hikaye ve bu tema etrafinda kulianilan materyaller bu konu
hakkinda bilgi sahibi olmanizi saglad: mi? Neler &grendiginizi agiklayabilir .
misiniz?

5. Derste iglenen kelimeler, gramer konusu ve yazar: dil kullanum gekli akilda kahes
oldu mu? Neden? (evetse, hayirsa)

6. Eski derslere kiyasla bu derste daha kahilima ve tiretken oldugunuzu diisiiniiyor
musunuz? Neden? (evetse, hayirsa)

7. Hikaye, sarkiy1 dogru yorumlamaruzda katkida bulundu mu, yoksa hikayeyi
okumadan da garki hakkinda dogru yorumu yapabilir miydiniz? Neden? (evetse,
hayzirsa) l

8. Smuf tart1§mélarz esnasinda konu hakkinda fikir bogluguna diistigiiniiz,
soyleyecek bir sey bulamadigimz oldu mu? Yoksa materyaller konu hakkinda

yeterli altyapiy: olusturdu mu? Agiklayinz.

9. Deginmek istediginiz bagka bir sey var m1? Varsa ekleyiniz.
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APPENDIX R1

INTERVIEW QUESTIONS FOR STUDENTS

1. Did you like the courses in which you studied the story, Like A Winding Sheet?
Please explain your reasons.

2. During these courses, did you feel yourself more relaxed when compared to
previous courses? Please explain your reasons. Do you think that you felt yourseif
more motivated? Explain your reasons in a few sentences.

3. Ts it easier to express yourself with the help of the activities and materials during
the courses? Why?

4. Did the story you read and the other materials based on the content of the story
contribute to your knowledge about this topic? Why?

5. Do you think that the target vocabulary, grammar points and the dialect that the
writer used was easier to remember? Why?

6. Do you think that you were more involved and productive during the courses
when compared to the previous ones? Why?

7. Do you think that the story contributed to your understanding of the song you
listened during the course, or do you think that you can already understand the
lyrics of the song and comment on it without the help of the story? Why?

8. During the class discussions, did you find it hard to express yourself as you felt

that you have no idea about the subject, or were the materials sufficient to provide
you with background? Please explain.

9. Do you want to mention anything else? Please write what you want to add.
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APPENDIX R2

INTERVIEW QUESTIONS FOR TEACHERS

1. Dil farkindah$y nedir? Bu terimi tanimiarken ne gibi temel unsurlardan séz
edilebilir?

2. a) Dil &gretiminde, bzellikle okuma derslerinde kisa hikaye, siir gibi edebi
materyaller kullanima taraftars misinmiz? Nedenlerini agklaymiz.
b) Buniarnin diginda bagka yazili materyaller kullanir misiruz? Neleri kullanursimz?

Nedenleriyle agiklayiniz.

Ekstra 1: Dil 8fretiminde edebi materyallerin rolil ile diger yazili metinlerin voli
arasmdaki fark nedir?

3. Edebiyat, dil farkindalifma katkida bulunur mu? Nasil?
4. Edebiyatm kelime bilgisi gelisimine nasil katkis: bulunur?

Ekstra 2: Kelime G@renirken edebi materyallerin rolii ile difer yazili metinlerin rolil
arasmdaki fark nedir?

5. Edebiyatin dilbilgisi 6grenimine nasil katkis1 bulunur?

Ekstra 3: Dilbilgisi §grenirken edebi materyallerin rolii ile diger yazli metinlerin volil
arasndaki fark nedir?

6. Kiiltiirel farkindalik nedir? Yabanci bir dil 6grenirken rolii ve dnemi nedir?

7. Kiiltirel farkmdabk dil farkindabigia katkida bulunur mu? Bulunursa, ne
agidan?

8. Edebiyat kiiltiirel farkindalif gelistirmede rol oynar mu?

Ekstra 4: Amag kiiltiirii 8grenirken edebi materyallerin rolii ile difer yazili metinlerin volii
arasmdaki fark nedir? ‘ R :

9.Cevabmiz evetse, edebiyatin kiiltiirel farkindalifm gelisiminde nasil rol
oynadigin aciklar musiruz?

10. Tiim bunlarin disinda, edebiyatin dil 6grenirken bagka ne tiirlli fayda ve
avantajian olabilir?
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APPENDIX R3

INTERVIEW QUESTIONS FOR TEACHERS

1.

10.

What is language awareness? What components can you mention when describing
language awareness?

a) Are you in favour of using literary texts (poems, short stories, etc.) in reading
classes? Please explain your reasons.

b) Do you prefer other types of written materials? Please specify what other
kinds of texts you use. Please explain your reasons.

Probe 1: What is the difference between literary texts and other written materials such as
magazines, newspaper articles, efc. in language teaching?

Does literature contribute to language awareness? In what ways?
How does literature contribute to vocabulary development (at a lexical level)?

Probe 2: What is the difference between the role of literary texts and other written materials
such as magazines, newspaper articles, etc. in learning vocabulary?

How does literature contribute to our grammatical competence?

Probe 3: What is the difference between the role of literary texts and other written materials
such as magazines, newspaper articles, etc. in learning grammar?

What is cultural awareness? In what way it is significant in learning a foreign
language?

Does cultural awareness contribute to language awareness? If so, in what way?
Does literature contribute to developing cultural awareness?

Probe 4: What is the difference between the role of literary texts and other writien materials
such as magazines, newspaper articles, etc. in learning the target culture?

If yes, please specify how can Hiterature develop cultural awareness?

Apart from a1l of these, what could be some other advantages of using literature in
language learning settings?
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APPENDIX S

CONSENT FORM

Bu caligma daha énce de belirtildigi gibi ODTU Yabana Diller Egitimi B8l
dretim tiyelerinden Yrd. Dog. Dr. Nurdan Giirbiiz yliriitiicliliiglinde ve Tugge Cankaya
Tiimer tarafindan yiiriitiilen bir tez ¢alismasidir. Cahsmanin amacs, kisa hikayeler, siirler
gibi edebi metinlerin kullaruminin 6grencilerde dil ve kiiltiir bilincine yol agip agmadiinu
tespit etmektir. Bu amacla bu ¢ahgmaya katilan 6grenciler ve Sgretim elemanlar: réportaj
sorulanim cevaplandiracaklardir ve katilima dgrenciler, ek ders uygulamasina katilip
uygulama sonunda model dersin igerifine gore hazilannus test sorulammi da

cevaplandiracaklardir.

Calismaya katihm tamamuyla gonillilik temelinde olmahdir. Cahsma boyunca,
sizden kimlik belirleyici hicbir bilgi isternmemektedir. Roportajlarda yapilan yorumlar
sadece aragtrmacilar tarafindan degerlendirilecektir; eide edilecek bilgiler bilimsel
yayimnlarda kullarulacaktir. ‘

Katilim sirasimnda herhangi bir nedenden 6tlirti kendinizi rahatsiz hissederseniz
cahismayr vanda birakmakta serbestsiniz. Boyle bixr durumda cahsmay: gerceklegtiren
kisiye ¢aligmay: tamamlayamayacaginz sGylemeniz yeterli olacaktir. Caligma sonunda, bu
caligmayla ilgili sorularmuz cevaplanacaktir. Bu cahgmaya katldifimz icin gimdiden
tesekkiir ederiz. Calisma hakkinda daha fazla bilgi almak igin Yabanci Diller Egitimi
Boliimii &gretim dyelerinden Yrd. Dog. Dr. Nurdan Giirbitz (Tel: 2104187, E-posta:
nurdano@metu.edu.tr) ya da Ufuk Universitesi yabana dil 8gretim elemanlarindan Tugge
Carkaya Timer (Tel: 284 77 84/119; E-posta: tugcecankaya@gmail.com) ile iletigim

kurabilirsiniz.

Bu calismaya tamamen goniillii olarak ka‘t:ﬁyomm ve iétedigim zaman yarida
kesip cikabilecegimi biliyorum. Verdigim bilgilerin bilimsel amach yayumlarda
kullamlmasim kabul ediyorum. (Formu doldurup imzaladiktan sonra uygulayiciya geri

veriniz).
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APPENDIXT
LESSON PLAN

Identification of the Course: ENG-101 Language Skills in English
Duration: 2 weeks (3 hour per week)
Target Skills: Reading, Speaking, Listening, Writing.

Objectives: At the end of this six-hour programme, the students will be able to reflect upon
their reading and upon the other materials being used, be able to discuss on the content of
the reading material and the related materials, be able to write a two-paragraph essay on
the content, be able to make use of the target vocabulary and target grammar points
creatively in the activities. They will also be familiar with the cultural aspect that the
materials are dealing with, and the dialect which is unique to American working class
people, which is another cultural aspect as well as being a formal aspect.

The Style of the Course: The course is designed as brain-compatible, integrated and
thematic. '

LESSON PLAN

The First Week:

Lesson 1: (50 minutes)
WARM - UF: (15 minutes)

After greeting the students warmly and having talked about their daily mood in
general, the students are asked to perform “Lazy 8s” activity, which is a “brain gym” (in
Paul and Gail Dennison’s term) activity believed to be useful for improving reading skills.
(see Brain Gym: Teacher’s Edition Revised by Paul E. Dennison and Gail E. Dennison).
First, the teacher performs the activity to serve as a model for the students while giving the
instructions as follows:

Make your body straight with a point at eye level, and this will be the midpoint of the 8.
Choose a comfortable position to draw the 8.
You can use your left hand to activate the right hemisphere.

Now, start on the midline and move counter clock-wise ﬁrst:'up, over and around. Then from your
waist, move clockwise: up, over, around, and back to the beginning midpoint

Be careful about the head should be moved slightly and the neck should be relaxed.

(Dennison & Dennison, 1994, p. 5)

Underlying Theory
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“Lazy 8s activates the brain for crossing the visual midline for increased hemispheric
integration” (Dennison & Dennison, 1994, p. 5). It enhances “binocular and peripheral
vision, improves eye ~ muscle coordination” (Dennison & Dennison, 1994, p. 5). It is also
used for such academic skills as “the mechanics of reading (left to right eye movement),
symbol recognition for decoding the written language, reading comprehension (long term
associative memory)” (Dennison & Dennison, 1994, p. 5).

Then the students are told that after their body activation, now it is time for them to
activate their brain through a brain-storming activity. The teacher writes “AMERICA” in -
the middle of the white board, and asks the students to brainstorm about the association
that the word, America, has created in their minds.

s This activity is essential since it provides them with the opportunity to hear about
other students” point of view or ideas about Armerica, and also it can be considered
as a way to see what they know about the country. In that way, it will also give the
teacher the opportunity to check their background knowledge about America by
looking at the associations the students can create about America.

Underlying Theory:

Brainstorming is an important activity in many ways. Some are as follows: It is practical in
the sense that it is possible to come up with a series of ideas in a short period of time. These
ideas can make students to come up with a sufficient “content background’ required for the
course. Moreover, it is of great pedagogical value since it shows that each idea is tolerated
and respected in the classroom not only by the classmates but also by the teacher.

PRE-READING: (15 mimuztes)

The students are given a short story Like A Winding Sheet by Ann Petry (1908 - 1997)
(see Appendix T1), which tells the story of a poor black couple living in a ghetto, and the
frustration and anger they feel against the racist attitudes in America prevailing during the
early 20th century, and are asked to look at the title of the story and asked whether they
know the meaning of ‘winding sheet’ or not. After listening to their guesses on the meaning
of the word, they are explained that it is a piece of white cloth with which the dead body is
covered, if any explanation is needed. After a quick analysis of the title of the story, they
are asked to make guesses about what kind of story it is, what is happening in the story,
who are the characters in the story, ‘or if the story is a happy-ending story or not. The
teacher, then, writes ‘social change’ and ‘injustice’ on the board, and wants students to
identify the possible relationship or association among the words, 'America’, ‘social change
and injustice” and the name of the story, Like A Winding Sheet. After giving their comments,
the students are now expected to rethink about their former guesses about the story.

« It is important that the teacher should pay attention to every unique guess arising
from the class and appreciate them since such an attitude will be motivating for
them not only because they will like to read the story, but also they will like to
participate in the classroom activities. '

The teacher may give the students brief information about Arm Petry (1908 - 1997),
who wag “born into an African-American family” (Marcus, 2006, p. 229). The students may
be informed about that although her “family was middle-class and reasonably well off,
Petry was exposed to racism from an early age...” and then she moved to “a large African-
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American neighbourhood in New York City”, where she had the opportunity to learn “at
close hand about the struggle for survival of urban blacks” (Marcus, 2006, p. 229).

e Providing students with brief information about the author is motivating since it
can create background knowledge to be associated with the new knowledge while
reading the story.

WHILE-READING: (20 minutes)

a) First Reading:

The students are asked to read the story silently.
Underlying Theory:

It is believed that while the student is reading the text, too much concentration on
pronunciation, intonation and tone of voice can cause stress and may hinder the
comprehensibility of the text not only for the sake of the student who is reading but also
the others who are listening.. In such situations, the student(s) is less likely to enjoy
studying a text, and as constructing positive attitude towards the lesson and the material
being studied is of great value, the importance of the first meeting with the text should not
be ignored.

» They are asked not to pay much attention to the unknown words as it is believed
that too much focus on the unfamiliar vocabulary items may hinder their capacity
to make guesses about the meanings of the words within the context.

The end of the first course, break time for 10 minutes.

Lesson 2: (50 minutes)
WARM-UP: (2 minutes)

The teacher greets the students warmily.
WHILE - READINC: (8 minutes)

The students are asked if they have finished reading the story or not. If necessary,
the students are given an extra period of time fo finish their reading.

Underlying Theory:

Underlying the importance of adequate time, Kovalik (1994) states that lack of adequate
time impairs comprehension, and may cause “anxiety and frustration” (Kovalik, 1994, p.
69). She also states that “adequate time is needed to get the job of learning well, to
accomplish mastery (the ability to use the concept/skill in real life settings), to fully
understand the connections among prior learnings and learnings yet to come” (Kovalik,
1994, p. 69).

AFTER READING (15 minutes)

After being asked if they like the story or not, the teacher asks them some questions
(as given below) to check their understanding of the story (if they have understood the

324



main gist or not), or if empathy can be created towards the characters in the story,
especially the main character, Mr. Johnson.

Exercise 1

10.

11,

12.

Could you feel the rage that was building up in Mr. Johnson, and were you able to
sympathize with kim at the end? Did you predict that the story would end so
badly? What made you think that?

What kind of relationship do Mae and her husband have af the start of the story?
Dustrate your answer with concrete examples.

What does Mr. Johnson look like when he is lying in bed? Explain the comparison.
How does M. Johnson feel about working the night shift?

What was offensive about the forewoman's behavior to Mr. Johnson? Give
examples.

Why didn't Mr. Johnson hit the forewoman as he desperately wanted fo do?
What aspects of Mr. Johnson's job increase his stress? List as many as possible.

What part of Mr. Johnson's body continually suggests the suppressed rage he
feels?

Why does Mr. Johnson delay going home?
Where do he and Mae Hive?

Why doesn't the girl serve coffee to Mr. Johnson? What does he think the reason
is? '

What is the final act of the day that causes Mr. Johnson to snap and beat up Mae?

{(Marcus, 2606, p. 238)

» Even if they have some problems with the comprehension of the story, these
questions are believed to make them familiar with the story, through listening to
other students’ answers to the questions, or at least, through a realisation of the
main content with the help of the questioris. l

GRAMMAR FOCUS I: (25 minutes)

The teacher writes subordinating conjunctions such as ‘wher, ‘after’, ‘because’, ‘in
order that’, ‘if’, ‘although’ etc. on the board and asks students to give example sentences by
using each. All sentences are written on the board even if they are not used appropriately.
Then the students are asked to form groups to analyse the sentences and make corrections
if necessary.
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o Writing all the sentences of the students shows that all sentences are given
importance. It will motivate them and decrease the stress about making mistakes. If
there are some grammatically inappropriate uses, the correction will not be made
by the teacher. It is also important that the students or other classmates try to
correct their mistakes.

Underlying Theory:

It is widely known that collaboration is important in learning settings as it can be
considered one of the most important brain-compatible elements since such a situation in
which “students teaching each other” provides “a sounding board for.each other”
{Kovalik, 1994, p. 88). Moreover, it has “cognitive and intellectual goals, social, goals” and
it solves “common classroom problems” (Kovalik, 1994, p. 88). Peer-correction can also be
considered as a group or pair work. It has another pedagogical value of decreasing possible
stress and de-motivation that may be caused by the teacher correction.

The teacher explains that “an adverbial clause is a subordinate, or dependent clause
introduced by a subordinating conjunction such as when, after, because, in order that, if, or
although” (Marcus, 2006, p. 242). The students are told that as these structures serve as
dependent clause, “they cannot be stand alone in a sentence but must be accompanied by
an independent (main) clause, and like all clauses, it has its own subject and verb” and are
told that they “may be grouped into categories of time, reasom, result, condition, and
concession” (Marcus, 2006, p. 242). Then the teacher writes ‘adverbial clause of time’, “adverbial
clause of reason’, ‘adverbial clause of result’, ‘adverbial clause of condition” and ‘adverbial clause of
concession’ on the board and asks students to decide which conjunction falls into which
category, and if there are other options they know that can be added to the list. After
completing the list, now students are asked to underline these conjunctions in the story and
to pay attention to the function and meaning. Then they are given a piece of paper in which
they support their hypothesis by giving specific example sentences from the story by
writing the sentences in the correct category. Then they are expected to write their own
sentences for each category. They are asked to form groups of four (5 groups in total} and
exchange papers with their group members so that they can discuss on the meaning and
uses together.

» Group work is optional as mentioned earlier. It can be replaced by pair work, if
necessary because it is usual that some students may not like working in groups.

Underlying Theory:

It has been already mentioned in the previous chapter that learning is a social activity.
When it comes to learning a language, the class should serve a kind of society. The brain
neurons are connected with each other, in other words, while learning they “fire together,
wire together” (Wolfe, 2006, p.36). In 2 similar way, there is a connection with other brains
where learning occurs. For a lesson to be brain-compatible, the lesson plan should be brain-
based, and the brain is social (see Neuroscienice of Adult Learning by Johnson & Taylor,
2006). As for the group-work or pair work, they are important not only because they are
ways to create socialized classrooms but also because it is believed to lessen the stress of
learning environment with the help of familiar faces, in other words, friends.

They are asked to keep the papers until they are collected by the teacher.
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The teacher writes the following sentences on the board, and asks them to
underline the adverbial clause and decide whether they express time, reason, resulf,
condition or concession.

Exercise 2

1. And he was late for work again because they spent fifteen minutes arguing....
2. If he had done that, his hands would have félt good now ~ relaxed, rested.

3. What he wanted to do was hit her so hard that the scarlet lipstick on her mouth would
swear and spread over her nose.

4. “Hello, babe"”, she called out as soon as he opened the door.

5. Although Mae was exhausted at the end of the day, she always folded her clothes neatly over
the chair. :

(Marcus, 2006, p. 243 —244)

e The teacher can, of course, make use of different sentences but taking the example
sentences from the story or giving sentences on the content of the story will make
them sensitive about the story they read and remind them of the points they didn’t
pay attention to while reading.

The end of the second course, break time for 10 minutes.
Lesson 3: (50 minutes)
WARM-UT (2 minutes)

The teacher greets the students warmly again.
GRAMMAR FOCUSII: (20 minutes)

The students are asked to pay attention to the other possibilities of the conjunction
placements.

e They are informed that these pun‘ctuation-rﬁles are not generally implemented by
the writer of the story since writers sometimes bend punctuation rules to fit their
individual writing style. However, they are informed that it will be a good practice
for them to implerent these rules in their own writing,

The students are given the set of sentences in Exercise 2, and the teacher rewrites the
sentences by changing the place of adverbial clauses or main clauses, if necessary, without
any meaning loss.

Exercise 3
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1. And he was late for work again because they spent fifteen minutes arguing....
Because they spent fifteen minutes arguing, he was late for work again.
2. If he had done that, kis hands would have felt good now ~ relaxed, rested.
His hands would have felt good now — relaxed, rested if he had done that.

3. What he wanted to do was to hit her so hard that the scarlet lipstick on her mouth would
smeqr and spread over her nose.

(Not possible)
4, “Hello, babe”, she called out as svon as he cpened the door.
As soon as he opened the door, Hello, babe”, she called out.

5. Although Mae was exhausted at the end of the day, she always folded her clothes neatly over
the chair.

She always folded her clothes neatly over the chair although Mae was exhausted
at the end of the day.

This time, the students are asked to pay attention to the punctuation. Then they are
asked to rewrite the sentences in the same way which they found from the story in the
previous course on a piece of paper. . It is essential that the students work in pairs or
groups again as they can discuss on the use of punctuation. The papers are coliected by the
teacher who will give them feedback in the next week’s course.

The Second Week
Lesson 1: (50 minutes)
WARM - UP: (5 minutes)

The students are greeted warmly, and given their papers back from the previous
study. Each paper includes feedback for their study.

VOCABULARY FOCUS: (15 minutes)

The students are asked to find the vocabﬁlary jitemns listed below in the story and to
guess their meanings from the context. They are also expected to pay attention to their use
as well as their meanings and to which part of speech each item belongs to. Then they are
asked to complete the gaps in Exercise 4 in their correct form.

limp, punch the clock, nigger, cuss me four ways to Sunday (slang), slip out, clench, fatigue, nibble,
droop, snarl, scowled, fool around, appalled, dangle, swaying, bawled out, complacenily, winced,
picking on me, throbbing with, coax, grope for, enmeshed, what the hell (slang exclamation)
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Exercise 4

Never call black people as .....nigger.....
The litile baby’s head ....drooped.... as soon as she fell a sleep
He felt ,...fatigue.... that day as she had been working all day.

Susan was ....appalled.... by the strange behaviour of her boy friend and the smiling
expression on her face ....winced....

FEveryone hates being ....bawled out.... in front of people.

I'm not the guilty one, why are you ....picking on.... me. You're always ....cussing me
four ways to Sunday....!

He was so angry that he ....clenched.... his fists until his muscles went ....limp.....

A: What! What did you say?

B: Nothing. That dirty word just ....slipped out.....

8.

A: ... What the hell.... are you doing?

B: Nothing. I was just fooling around.....

10.

11

12,

13

14

15,

16.

17.

The boss ....snarled.... at him to show his anger, but the worker was able to ....coax.... the
boss to pay him wmore, which wmade him walk alomg the factory corridors
....complacently.... B

She had nothing to say to him. She ....groped for.... the right word.

With the great feeling of bitlerness in his heart, John was not hungry any more. Finally he
began to ....nibble.... the biscuits in his plate.

The toy bear was ....dangling.... from the ceiling and it was ...swaying.... by the shut of
the door.

The south countries were worried about becoming ....enmeshed..., in a civil war.

Good news!, I get a new job, and Iuckily I don’t have to ....punck the clock.... as I did
before. :

Mum ....scowled. .., at him and reﬁsed to say anything.

My legs were so tired that every muscle in them was ....throbbing with.... pain.

It is important that the students are not directly given the meaning of the
vocabulary. After finishing with completing the gaps, the students are given the
correct answers with their meaning.
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The students are asked to find synonyms for the words in italics. They are expected
to find the synonym of the italics words from the vocabulary items in the box given
below!

Optional Activity: Complete each of the following sentences with a suitable synonym
from the list below. Both the italicized word and its synomym appear in the story. You
may need to change the tense or form of the word.

sag, snarl, rock, froth, knot

i. He stood swaying and ...rocking... in the subway train as it rushed
towards Harlem.

2. He was so tired after a hard day’s work that her shoulders drogped and
...sagged.... as she collapsed into the chair.

3. 'The workers in the factory would snap and ...snarl...... at each other
towards the end of the day.

4. He saw the people in the restaurant standing in groups or ...knotted...
as they waited for the coffee to be poured.

5. The coffee look so inviting with its steaming bubbles and ...froth... .

STYLE FOCUS: (20 minutes)
a) Dialect

The students are told that each written text has its own stylistic value which can be
seen more frequently in literary text. The choice of styles is not coincidence as every writer
has a specific purpose in using these. For instance, in Like A Winding Sheet, Petry aims to
visualize “liberal use of New York working class dialect, in which words are often
changed, left out” (Marcus, 2006, p. 239) or joined. Using the language in such a way, Petry
wants to protect the authenticity of her characters and aims at making readers visualize the
characters’ social class. For instance, sore ubout.something can be written as angry about
something in formal and Standard English. The author wants to convey the varieties in
society (Marcus, 2006, p. 239).

The stadents are asked to rewrite the following expressions from the text in more
formal English, correcting the grammatical errors.
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Exercise 5

1. “After two years you oughta be used to it”, Mae said.
2. “Ishouldn’t go outa the house.”
3. “Every guy come in here late always has an excuse,”
4. “And the niggers is the worse.”

5. You got the right to cuss me four ways to Sunday but I ain't letting nobody call me a
nigger.”

6. “Aw, forget it”, she said. “I didn’t mean nothing by it.”

(Marcus, 2006, p.240)
b) Imagery

The students are told that imagery is a special use of language that can make us
visualize the situation. In other words, it can serve as a “verbal picture” (Marcus, 2006, p.
240). Imageries appeal to our senses as taste, touch, sight, hearing and smell. After this
short expianation, the students are asked to find sentences from the story in which imagery
is used. Then the teacher writes a sentence taken from the story on the board and asks
students what senses this sentence appeals to.

He watched them walk to the porcelain-topped tables carrying steaming cups of coffee...

After listening to the students’ explanation, the teacher explains that “in this one
sentence, Petry conveys the image of the man taking in the cool shining table tops while
feeling the heat from the steaming cups that people were carrying, as if he were already
carrying one himself, and then, in his imagination, gratefully tasting the hot liquid”
(Marcus, 2006, p. 240).

Exercise 6

Imagine that you are extremely hungry and for some reason you cannot satisfy your craving fo eat.
Write a paragraph in which you either see or imagine the food you desperntely want. Use the story’s
restaurant scene, with ifs evocative imagery,' as a model to convey your situation, as well as your
feelings at the time. Make clear in your writing why you are unable to eat immediately.

(Marcus, 2006, p.245)

« Itis widely believed that appealing to emotions and senses are important as it gives
the opportunity to the students to internalize and remermber what is being studied
(see Neuroscience of Adult Learning by Johnson & Taylor, 2006).
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WHILE READING (10 minutes)
b) Second Reading:

The students are asked to reread the story again now that they have been familiar with
the adverbial clauses and the unknown vocabulary items. The teacher can also read the
story loudly to the class so as to create awareness of intonation and pronunciation. In other
words, the teacher can serve as a model,

The end of the course, break time for 10 minutes,
Lesson 2: (50 minutes)

AFTER READING: (20 minutes)

After reading the story for the second time, they are now asked to answer a series
of questions as given below:

Exercise 7

1. What is the significance of the title to the central theme of the story?
2. How does the story serve as a critigue of factory working conditions?

‘3. Examine closely what links the three women in the story. What is the importance of these
connections?

4. Is Mr. Johnson naturally violent? Explain your answer.

5. Explain how the reference to Mr. Johnson's anger being “like a poison” contributes to our
understanding of his actions. '

6. Why do you think Mr. Johnson hit his wife instead of one of the other two women?

7. Do you blame Mr. Johnson for finally boiling over? Should he have exercise more self-control?
What other options were open to him to release his anger? What would you do if you were Mr.
Johnson? :

8. What kinds of racial insults do you imagine Mr. Johnson encountered daily?
9. Do you suppose that My, Johnson is likely to be violent again?

10. In your view, can Mae ever forgive her husband? ‘

(Marcus, 2006, p. 239 and p. 241)

Having discussed on the questions, the students are supposed to write a dialogue
between Mae and her husband four or five hours after the beating takes place.

Exercise 8 .
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Write a dialogue between Mae and M. Johnson a few days after the event of beating. Have them
speak frankly to each other about what happened and the reasons for it. According to the dialogue
constructed, convey whether their relationship can be saved or not.

{Marcus, 2006, p. 245)

e The activity is'important not only because it makes students put themselves on the
shoes of the characters, but also because the activity serves as a ground in which
they can make use of what they have learned about the ‘dialect’ before.

Then the students are asked to act their dialogue in pairs as a role-play activity.

e The activity is of importance as it displays the conversational tone of English. In
that sense, it has practical aims.

Underlying Theory

It has been already mentioned that the body and brain are in harmony in learning process.
Role-play activities can be considered to serve as a movement and novelty each of which
carries a great significance. Moreover, role-plays make student wear different linguistic
personalities and in that way lessen the stress that can be caused by the fear of making
mistakes. These linguistic roles also make students feel empathy towards the characters in
the story as mentioned in the previous chapter in detail.

FPRE - LISTENING: (2 minute)
The students are informed that they are going to listen to a song.
WHILE LISTENING: (8 minutes)

After their role-play, the students are given a piece of paper on which the lyrics of a
piece of music are written. Their task is to listen to the song, Trailways Bus by Paul Simon
(see Appendix T6), and complete the missing parts of the lyrics.

e The activity is important since the role of music in language classrooms has widely
known. Moreover, the song, which tells about the discrimination that the Spanish
gang boy is faced with in the border line while travelling to the West, is of great
value as it serves as a thematic complement to the story as it can be understood
from the lyrics of the song. -

Exercise 9

Complete the song.

Trailway Bus

LAZARUS

A passenger traveling quietly conceals himself
With a magazine and a slegpless ....pillow.......
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Qvuer the crest of the mountain the moon begins its climb
And he wakes to find he's in rolling farmland

The farmer sleeps against his wife

He wonders what ...their life.... must be
A Trailways bus is heading South

Into Washington, D.C.

A mother and child, the baby maybe two months old
Prepare themselves for sleep and ...... feeding..........

The shadow of the Capitol dome slides across his face

And his heart is racing with the urge to......freedom......
The father motionless as stone,

A shepherd resting with his flock,

The Trailways bus ...turning ,....west

Dallas via Little Rock.

WAHZINAK

O my darling, darling Sal

The deseri moon is my ....witness.....
I've ...t #no money..... to come East,
But I know you'll soon be here

LAZARUS

We pull into downtown Dallas by the side of the Grassy Knoll
Where the leader fell and a town was ...broken......

. Away.... from the feel and flow of life for so many years
He hears.. music playing... and Spanish spoken

The border patrol outside of Tucson boarded the bus

BORDER PATROLMAN

Any aliens here? You better check with us,
How about you son?

You look like you got Spanish ....blood......
Do you "Habla Ingles,” am I understood?

SAL ‘
Yes, Tam an ..., alien..... from Mar's.“
1 comne to earth from ....outer.... space.
And if I traveled my whole life

You guys would still be on my case -
You guys would still be on my case

LAZARUS
But he can’t legve his .....fears behind.....
He recalls each fatal thrust

The screams ...carried... by the wind,
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Phantom figures in the dust
Phantom figures in the dust
Phantom figures in the dust

AFTER LISTENING: (10 minutes)

After having listened to the song and filled the missing parts, the students are
supposed to read the lyrics one more time to understand it. Then the teacher talks about
the story The Capeman, from which Paul Simon has inspired and created this rock musical,
s0 as to create sufficient background for the students to understand the song better. Now
that the class can discuss on the associations between the song and the story they read.
They are asked to make an association by paying attention to the lines below:

BORDER PATROLMAN

Any aliens here? You better check with us,
How about you son? _
You look like you got Spanish ....blood......
Do you "Habla Ingles,” am I understood?

SAL

Yes, Iaman ...... alien..... from Mars.
I come to earth from ....outer.... space.
And if I traveled my whole life

You guys would still be on my case
You guys would still be on my case

DISCUSSION: (10 minutes)

The students are asked to discuss on the questions given below:

Exercise 10

1. Is there a fendency in your country to solve disputes by violence?
2. What is the attitude towards working-class people in America?

3. What about Turkey? What are factorj/ conditions like where you live? Is there an attempt to
humanize life for workers?

{(Marcus, 2006, p. 241)
Lesson 3: (50 minuies)
WARM - UP: {2 mimutes)
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The teacher greets the students again.
PRE-WRITING: {3 mimaztes)

The students are informed that they are expected to write a two paragraph-essay
about the _social causes of alienation, the state of being outcast and discrimination.

Exercise 11

Which groups of people are discriminated against in your society? What is the discrimination based
on — gender, race, caste, religion, or other categories?

{Marcus, 2006, p. 241)
WHILE - WRITING: (15 minutes)

The students are given a graphic organiser (see Appendix T2} in which they are
supposed to make drafts for the categories of the reasons of discrimination.

AFTER —~ WRITING: (5 minutes)

The papers are collected by the teacher for the feedback which will be given at the
beginning of the next week’s course.

DISCUSSION: (15 mimutes)

The students are asked what they know about superstitions. The teacher writes the
well-kriown ones on the board and asks students if they have any beliefs like these, and if it
is reasonable to be superstitious. Then they are asked to find a specific example from the

story.

Exercise 12

1. Is Mae superstitious? (Marcus, 2006, p. 238)
2. If so, what do you think she believes?

3. Ave you superstitious? If so, what superstitions do you have?

After students have come up with the idea of 13" Friday from the story, the
students are given other common American superstitions as follows and are asked to form
a small group to discuss on them.

Never put your shoes on the bed, that means a death in your family

If a wild bird flies into your house that means a sign of death
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When a hearse passes by, you are to raise your feet and hold your breath and close your eyes. That
will keep death away from your door

Do not give your partners the following items as gifts:

Shoes - Encourages them to walk out of the relationship

Perfumes - Attracts a third party that can break up the relationship
Bags - Encourages them to pack and leave the relationship

When visiting someone at home, always leave the same door you entered through.

Driving in a car and a black cat crosses the voad in front of you, take your finger and put a x on the
windshield to stop the bad luck.

Never walk under a latter.

If you spill salt take a pinch of the spilled salt and through it over your left shoulder.

If you see a penny and pick it up and put it in your pocket, you will always have extra change in
your pocket! This works with a nickel, a lucky dime, (25 cent, or a quarter). A dime is always lucky
to find!

Brealing window brings seven years of bad luck

Knocking on the wood

After their group discussion, the students are asked to make similarities and
differences between American culture and their own with respect to superstitions so that
the activity twms into a class discussion.

CLOSING: (10 minutes)

Considering that the students have become familiar with American culture to some
extent, the teacher again writes "AMERICA’ in the middle of the board and asks students to
brainstorm on the word ‘AMERICA’ again. The students are expected to cover what they
have learned about it, and make comparisons between the concepts they used in the
previous week’s brainstorming and the concepts they have come up with in the brainstorm
exercise they have just done. It will also serve as a way for them to question the association
among ‘America’, ‘social change and injustice’ and “winding sheet’. '

The end of the course.
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APPENDIX T1

LIKE A WINDING SHEET
The accumulated stress of living in a racist society takes a terrible toll on a factory worker.

HE had planned to get up before Mae did and surprise her by fixing breakfast. Instead he
went back to sleep and she got out of bed so quietly he didn't know she wasn't there

beside him until he woke up and heard the queer soft gurgle of water running out of the

sink in the bathroom.

He knew he ought to get up but instead he put his arms across his forehead to shut the

afternoon sunlight out of his eyes, pulled his legs up close to his body, testing them to see if

the ache was still in them.,

Mae had finished in the bathroom. He could tell because she never closed the door when she

was in there and now the sweet smell of talcum powder was drifting down the hall and into

the bedroom. Then he heard her coming down the hail.

"Hi, babe," she said affectionately.

"Hum," he grunted, and moved his arms away from his head, opened one eye.

"It's a nice morning.”

"Yeah." He rolled over and the sheet twisted around him, outlining his thighs, his chest.

"You mean afternoon, don't ya?”

Mae looked at the twisted sheet and giggled. "Looks like a winding sheet,” she said. "A

shroud —" Laughter tangled with her words and she had to pause for a moment before she

could continue. "You look like a huckleberry--in a winding sheet—"

"That's no way to talk. Early in the day like this,” he protested.

He looked at his arms sithouetted against the white of the sheets. They were inky biack by

contrast and he had to smile in spite of himself and he lay there smiling and savoring the

sweet sound of Mae's giggling.

"Early?" She pointed a finger at the alarm clock on the table near the bed and giggied again,

"It's almost four o'clock. And if you ciont spring up out of there, you're going to be late

agam

"What do you mean 'again'?"

"Twice last week. Three times the week before. And once the week before and "

"I can’t get used to sleeping in the daytime," he said fretfully. He pushed his legs out from

under the covers experimentally. Some of the ache had gone out of them but they weren't

really rested yet. "It's too light for good sleeping. And all that standing beats the hell out of my

legs." After two years you oughta be used to it," Mae said. He watched her as she fixed her

hair, powdered her face, slipped into a pmr of blue denim overalls. She moved quickly and

yet she didn't seern to hurry.

You look like you'd had plenty of sleep," he said Eazﬂy He had to get up but he kept putting

the moment off, not wanting to move, yet he didn't dare let his legs go completely limp

because if he did he'd go back to sleep. It was getting later and later but the thought of

putting his weight on his legs kept him lying there.

When he finally got up he had to hurry, and he gulped his breakfast so fast that he

wondered if his stomach could possibly use food thrown at it at such a rate of speed. He was

still wondering about it as he and Mae were putting their coats on in the hall.

Mae paused to look at the calendar. "It's the thirteenth," she said. Then & faint excitement in

her voice, "Why, it's Friday the thirteenth." She had one arm in her coat sleeve and she held
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it there while she stared at the calendar. "I oughta stay home," she said. "I shouldr't go outa
the house.”

"Aw, don't be a fool,” he said. "Today's payday. And payday is a good luck day everywhere,
any way you look at it." And as she stood hesitating he said, "Aw, come on.”

And he was late for work again because they spent fifteen minutes arguing before he could
convince her she ought to go to work just the same. He had to talk persuasively, urging her
gently, and it took time. But he couldn't bring himself to talk to her roughly or threaten to
strike so her like a lot of men might have done. He wasn't made that way..

So when he reached the plant he was late and he had to wait to punch the time clock because
the day-shift workers were streaming out in long lines, in groups and bunches that impeded
his progress.

Even now just starting his workday his legs ached. He had to force himself to struggle past
the outgoing workers, punch the time clock, and get the little cart he pushed around all
night, because he kept toying with10 the idea of going home and getting back in bed.

He pushed the cart out on the concrete floor, thinking that if this was his plant he'd make a
Jot of changes in it. There were too many standing- up jobs for one thing. He'd figure out
some way most of 'em could be done sitting down and he'd put a lot more benches around.
And this job he had—this job that forced him to walk ten hours a night, pushing this little
cart, well, he'd turn it into a sitting-down job. One of those little trucks they used around
railroad stations would be good for a job like this. Guys sat on a seat and the thing moved
easily, taking up little room and turning in hardly any space at all, like on a dime.

He pushed the cart near the foreman. He never could remember to refer to her as the
forelady even in his mind. It was funny to have a white woman for a boss in a plant like this
one.

She was sore about something. He could tell by the way her face was red and her eyes were
half-shut until they were slits. Probably been out late and didn't get enough sleep. He
avoided looking at her and hurried a little, head down, as he passed her though he couldn't
resist stealing a glance at her out of the corner of his eye. He saw the edge of as the
light-colored slacks she wore and the tip end of a big tan shoe.
"Hey, Johnson!" the woman said.

The machines had started full blast. The whirr and the grinding made the building shake,
made it impossible to hear conversations. The men and women at the machines talked to
each other but looking at them from just a little distance away, they appeared to be simply
moving their lips because you couldn't hear what they were saying. Yet the woman's voice
cut across the machine sounds—harsh, angry.

He turned his head slowly. "Good eve‘nin", Mrs. Scott,” he said, and waited.

"You're late again.”

"That's right. My legs were bothering me."

The woman's face grew redder, angrier 100kihg..f‘i—1aif this shift comes in late," she said.
"And you're the worst one of all. You're always late. Whatsa matter with ya?"

"It's my legs,” he said. "Somehow they don't ever get rested. I don't seem to get used to
sleeping days. And I just can't get started.” ‘

"Excuses. You guys always got excuses,” her anger grew and spread. "Every guy comes in
here late always has an excuse. His wife's sick or his grandmother died or somebody in the
family had to go to the hospital,” 105 she paused, drew a deep breath. "And the niggers16 is
the worse. | don't care what's wrong with your legs. You get in here on time. I'm sick of you
niggers-" ' '

"You got the right to get mad,” he interrupted softly. "You got the right to cuss me four ways
to Sunday but I ain't letting nobody call me no a nigger."

=
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He stepped closer to her. His fists were doubled. His lips were drawn back in a thin narrow
line. A vein in his forehead stood out swollen, thick.

And the woman backed away from him, not hurriedly but slowly— two, three steps back,
"Aw, forget it,” she said. "I didn't mean nothing by it. It slipped out. It was an accident.” The
red of her face deepened until the small blood vessels in her cheeks were purple. "Go on and
get to work," she urged. And she took three more slow backward steps. :

He stood motionless for a moment and then turned away from the sight of the red lipstick
on her mouth that made him remember that the foreman was a woman. And he couldn't
bring himself to hit a woman. He felt a curious tingling in his fingers and he looked down at
his hands. They were clenched tight, hard, ready to smash some of those small purple veins
in her face.

He pushed the cart ahead of him, walking slowly. When he turned his head, she was staring
in his direction, mopping her forehead with a dark blue handkerchief. Their eyes met and
then they both looked away.

He didn't glance in her direction again but moved past the long work benches, carefully
collecting the finished parts, going slowly and steadily up and down, and back and forth the
length of the building, and as he walked he forced himself to swallow his anger, get rid of it.
And he succeeded so that he was able to think about what had happened without getting
upset about it. An hour went by but the tension stayed in his hands. They were clenched
and knotted on the handles of the cart as though ready to aim a blow.

And he thought he should have hit her anyway, smacked her hard in the face, felt the soft
flesh of her face give under the hardness of his hands. He tried to make his hands relax by
offering them a description of what it would have been like to strike her because he had the
queer feeling that his hands were not exactly a part of him anymore—they had developed a
separate life of their own over which he had no control. So he dwelt on the pleasure his
hands would have felt—both of them cracking at her, first one and then the other. If he had
done that his hands would have felt good now ~-relaxed, rested.

And he decided that even if he'd lost his job for it, he should have let her have it and it
would have been a long time, maybe the rest of her life, before she called anybody else a
nigger.

The only trouble was he couldn't hit a woman. A woman couldn't hit back the same way a
man did. But it would have been a deeply satisfying thing to have cracked her narrow lips
wide open with just one blow, beautifully timed and with ali his weight in back of it. That
way he would have gotten rid of all the energy and tension his anger had created in him. He
kept remembering how his heart had started pumping blood so fast he had felt it tingle even
in the tips of his fingers. With the approach of night, fatigue nibbled at him. The corners of
his mouth drooped, the frown between his eyes deepened, his shoulders sagged; but his
hands stayed tight and tense. As the hours dragged by he noticed that the women workers
had started to snap and snarl at each other. He couldr't hear what they said because of the
sound of machines but he could see the quick lip movements that sent words tumbling from
the sides of their mouths. They gestured irritably with their hands and scowled as their
mouths moved.

Their violent jerky motions told him that it was getting close on to quitting time but
somehow he felt that the night still stretched ahead of him, composed of endless hours of
steady walking on his aching legs. When the whistle finally blew he went on pushing the
cart, unable to believe that it had sounded. The whirring of the machines died away to a
murmur and he knew then that he'd really heard the whistle. He stood still for a moment,
filled with a relief that made him sigh. '

Then he moved briskly, putting the cart in the storeroom, hurrying to take his place in the
line forming before the paymaster. That was another thing he'd change, he thought. He'd
have the pay envelopes handed to the people right at their benches so there wouldn't be ten
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or fifteen minutes lost waiting for the pay. He always got home about fifteen minutes late on
payday. They did it better in the plant where Mae worked, brought the money right to them
at their benches.

He stuck his pay envelope in his pants’ pocket and followed the line of workers heading for
the subway in a slow-moving stream. He glanced up at the sky. It was a nice night, the sky
looked packed full to rurming over with stars. And he thought if he and Mae would go right
to bed when they got home from work they'd catch a few houxs of darkness for sleeping. But
they never did. They fooled around—cooking and eating and listening to the radio and he
always stayed in a big chair in the living room and went almost but not quite to sleep and
when they finally got to bed it was five or six in the moming and daylight was already
seeping around the edges of the sky. He walked slowly, putting off the moment when he
would have to plunge into the crowd hurrying toward the subway. It was a long ride to
Harlem and tonight the thought of it appalled him. He paused outside an all-night
restaurant to kill time, so that some of the first rush of workers would be gone when he
reached the subway. _

The lights in the restaurant were brilliant, enticing, There was life and motion inside. And as
he looked through the window he thought that everything within range of his eyes
gleamed —the long imitation marble counter, the tall stools, the white porcelain-topped
tables and especially the big metal coffee urn right near the window. Steam issued from its
top and a gas flame flickered under it—a lively, dancing, blue flame. A lot of the workers
from his shift—men and women—were lining up near the coffee wrn. He watched them
walk to the porcelain-topped

tables carrying steaming cups of coffee and he saw that just the smell of the coffee lessened
the fatigue lines in their faces. After the first sip their faces softened, they smiled, they began
to talk and laugh. On a sudden impulse he shoved the door open and joined the line in front
of the coffee urn. The line moved slowly. And as he stood there the smell of the coffee, the
sound of the laughter and of the voices, helped dull the sharp ache in his legs.

He didn't pay any attention to the white girl who was serving the coffee at the urn. He kept
looking at the cups in the hands of the men who had been ahead of him. Each time a man
stepped out of the line with one of the thick white cups, the fragrant steam got in his
nostrils. He saw that they walked carefully so as not to spill a single drop. There was a froth
of bubbles at the top of each cup and he thought about how he would let the bubbles break
against his lips before he actually took a big deep swallow.

Then it was his turn. "A cup of coffee,” he said, just as he had heard the others say.

The white girl looked past him, put her hands up to her head and gently lifted her hair away
from the back of her neck, tossing her head back a little.

"No more coffee for a while," she said.

He wasn't certain he'd heard her correctly and he said "What?" blankly.

"No more coffee for a while," she repeated. There was silence behind him and then uneasy
movement. He thought someone would say sbme_tiiing, ask why or protest, but there was

- only silence and then a faint shuffling sound as though the men standing behind him had

simultaneously shifted their weight from one foot to the other.

He looked at the girl without saying anything. He felt his hands begin to tingle and the
tingling went all the way down to his finger tips so that he glanced down at them. They
were clenched tight, hard, into fists. Then he looked at the girl again. What he wanted to do
was to hit her so hard that the scarlet lipstick on her mouth would smear and spread over
her nose, her chin, out toward her cheeks, so hard that she would never toss her head again
and refuse a man a cup of coffee because he was black.

He estimated the distance across the counter and reached forward, balancing his weight on
the balls of his feet, ready to let the blow go. And ther his hands fell back down to his sides
because he forced himself to lower them, to unclench them and make them dangle loose.
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The effort took his breath away because his hands fought against him. But he couldn't hit
her. He couldn't even now bring himself to hit a woman, not even this one, who had refused
him a cup of coffee with a toss of her head. He kept seeing the gesture with which she had
lifted the length of her blond hair from the back of her neck as expressive of her contempt
for him.
When he went out the door he didn't look back. If he had he would have seen the flickering
blue flame under the shiny coffee urn being extinguished. The line of men who had
stood behind him lingered a moment to watch the people drinking coffee at the
tables and then they left just as he had without having had the coffee they wanted so
" badly. The girl behind the counter poured water in the urn and swabbed it out and as she
waited for the water to run out, she lifted her hair gently from the back of her neck and
tossed her head before she began making a fresh lot of coffee.

But he had walked away without a backward look, his head down, his hands in his pockets,

raging at himself and whatever it was inside of him that had forced him to stand quiet and

still when he wanted to strike out.

The subway was crowded and he had to stand. He tried grasping an overhead strap and his

hands were too tense to grip it. So he moved near the train door and stood there swaying

back and forth with the rocking of the train. The roar of the train beat inside his head,
making it ache and throb, and the pain in his legs clawed up into his groin so that he seemed
to be bursting with pain and he told himself that it was due to all that anger-born energy

that had piled up in him and not been used and so it had spread through him like a

poison—from his feet and legs all the way up to his head.

Mae was in the house before he was. He knew she was home before he put the key in the

door of the apartment. The radio was going. She had it turned up loud and she was singing

along with it.
. "Hello, babe," she called out, as soon as he opened the door.

He tried to say "hello" and it came out half grunt and half sigh.

"You sure sound cheerful," she said. :

She was in the bedroom and he went and leaned against the doorjamb. The denim overalls

she wore to work were carefully draped over the back of a chair by the bed. She was

standing in front of the dresser, tying the sash of a yellow housecoat around her waist and
chewing gum vigorously as she admired her reflection in the mirror over the dresser.

“Whatsa matter?” she said. "You get bawled out41 by the boss or somep'n?”

“Just tired,” he said slowly. "For God's sake, do you have to crack that gum like that?"

"You don't have o lissen to me,” she said complacently. She patted a curl in place near the

side of her head and then lifted her hair away from the back of her neck, ducking her head

forward and then back. '

He winced away from the gesture. "What you got to be always fooling with your hair for?"

he protested. o ‘

"Say, what's the matter with you anyway?" She turnied away from the mirror to face him,
- put her hands on her hips. "You ain't been in the house two minutes and you're picking on
me." He didn't answer her because her eyes were angry and he didn't want to quarrel with
her. They'd been married too long and got along too well and so he walked all the way into
the room and sat down in the chair by the bed and stretched his legs out in front of him,
putting his weight on the heels of his shoes, leaning way back in the chair, not saying
anything. :

"Lissen,” she said sharply. "I've got to wear those overalls again tomorrow. You're going to
get them all wrinkled up leariing against them like that.”

He didn't move. He was too tired and his legs were throbbing now that he had sat down.
Besides the overalls were already wrinkled and dirty, he thought. They couldn't help but be
for she'd worn them all week. He leaned farther back in the chair.
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"Come on, get up,” she ordered.

"Oh, what the hell,"” he said wearily, and got up from the chair. "T'd just as soon live in a
subway. There'd be just as much place to sit down.”

He saw that her sense of humor was struggling with her anger. But her sense of humor won
because she giggled.

"Aw, come on and eat," she said. There was a coaxing note in her voice. "You re niothing but
an old hungry nigger trying to act tough and—" she paused to giggle and then continued,

"You—"

He had always found her giggling pleasant and deliberately said things that might amuse
her and then waited, listening for the delicate sound to emerge from her throat. This time he
didn't even hear the giggle. He didn't let her finish what she was saying. She was standing
close to him and that funny tingling started in his finger tips, went fast up his arms and sent
his fist shooting straight for her face.

There was the smacking sound of soft flesh being struck by a hard object and it wasn ‘t until
she screamned that he realized he had hit her in the mouth— so hard that the dark red lipstick
had blurred and spread over her full lips, reaching up toward the tip of her nose, down
toward her chin, out toward her cheeks.

The knowledge that he had struck her seeped through him slowly and he was appalled but
he couldn't drag his hands away from her face. He kept striking her and he thought with
horror that something inside him was holding him, binding him to this act, wrapping and
twisting about him so that he had to continue it. e had lost all control over his hands. And
he groped for a phrase, a word, something to describe what this thing was like that was
happening to him and he thought it was like being enmeshed in a winding sheet—that was
it--like a winding sheet. And even as the thought formed in his mind, his hands reached for
her face again and yet again.
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APPENDIX T2

PATTERN SPIDER PRE-WRITE

Name:
Title:
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APPENDIX T3

QUIZ

Like A Winding Sheet by Ann Petry

A) Below are two sets of uncompleted sentences. Part 1 includes adverbial clauses

Part 1.

while Part 2 includes main clauses. Your task is to combine each adverbial in Part 1
with a main clause in Part 2 so as to create meaningful and grammatically correct
sentences. The capital letters do show that you have to begin with that part. You
should pay attention to the punctuation rules or else you will lose points. Finally
decide what type of adverbial clause is used in each sentence after writing
sentences in full form.

When Mz. Johnson woke up

If he could have brought himself o beat the forewoman up
Although he felt the poisonous anger wrapping him

Mr. Johnson got so angry that

because nobody has the right to hurt somebody no matter what happens

Mae will not forgive her husband

Mae had already got up and was fixing the breakfast
he would not have hit his wife

his fingers were tingling

he tried his best o control himself so as not to hit the woman

Adverbial Clause of ............
Adverbial Clauseof ............
Adverbial Clauseof ............

Adverbial Clauseof ............
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Adverbial Clause of ............

B) The following sentences are all related to the plot of Like A Winding Sheet. Complete
them with adverbial clauses that would be appropriate to the story. Use a different
kind of adverbial clause in each sentence.

s WU PSPPSR P PPN , he was unable
to hit the two women.

2. He managed to conirol his explosive anger.......ccovveerniia s

K TS U U PPN , he would reform many of the working
conditions in the factory,

4, He felt so insulted by the women ............ooeeiniiinnan, and e .

5. Mae was annoyed with him ..o )

C) Complete the gaps with the words given in italics.

bawl ... out, throbbing with, picking on, clenched, scowled, slipped out, appalled, fatigue, SWAYing,
winced, complacently, nibble, punch the clock, groped for, fooling around, coaxed, enmeshed, limp,
dangled, nigger, snarled, drooped

Bob had not been satisfied either with the salary or with the working hours in his previous
job. He had felt ....cvivveeiiiinnnnnns (great tiredness) because he had been working a lot. Bob
was glad to have a job where he did nothave to ..cceeneiciniiinninnnn (record time for the
start and finish by putting a card into a machine) He was Just ...
(killing time) while he was waiting for the boss to come. When he saw that the boss was a
WOmarn Ne Was .eecorerssesimisisninnn (surprised) as he was not used to meeting such a
beautiful woman in the workplace. And his smiling face suddenly ...cococcniininnieinninnan
(suddenly change in the face) One day he was late for work and he was afraid the boss
WOoUld .ieverrirnreneirnn [ ¢57s S (criticise sb. seriously) for being late in front of
everyone. Fortunately, she was not at the factory that day. But he had been unjucky since
birth. One day he lost his balance and broke the pot'iﬁ which there were flowers that were
the boss’ favourite. She got angry and said “you, ...covvrvirimmencanncnnns ¥(an offensive word
used for black people . He got very angry and stood in his chair to hit the woman. Some
other black men said, “easy boy”, they behaved as if they got used to her insults and as if

that bloody word just .....ccconnreivnnnean (the person didn't mean to say it). He sat down on
his chair again and begarn t0 . {eat food in small amounts)his food. The
woman, for revenge, gave him an extra work. As the flowers in the garden of the factory
had began to ....eeeevremiviinanns , (hang down) he had to water them. He was about to refuse
at first and wondered why she wWas ...iceiereerimiinicniinninen. him, (behaving unfair to
sb.) but one of his friend ..coveceeiiiiiniinincn (patiently persuaded) him to do so. When
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he obeyed her order, the boss walked aWay w.ccoeeenrrisriininine (as if someone
win a victory) One day, the woman recognised that Bob did not do his job appropriately.
Because he had an accident the day before, his foot was .....cccoriniiniiincennn pain (feeling a
regular pain) The boss ..o (frowned at) and told him to get out. The man got
angry and stood up violently. His muscles IvOlUNEarily .eveereerereeernsinenii, , (held
tightly) then went .oocccoviiniieennen (weak) but he was able to hit her in the face. She became
shocked. Her glasses dropped. She ...cccciiiiiiccnivieneenn her glasses on the floor.
(searched for stg. with the help of hands} But the man did not stop. “Keep your dirty
hands off me”, she .., (made an irritating sound to show anger)
Everyone was shocked. A light bulb was......ccocvveiinnnn (hanging or swinging loosely)
from a wire in the ceiling. The trees were.........ccoooeeiiiiininiinennnn (moving back and
forth)in the wind outside the factory. The police arrived and said,” You, nigger!” He
thought that he was so unlucky that he Was .ocveinvanieannee. (involved in a bad situation)
again. '

D) Write a paragraph on what have you learned about American culture (from Like A
Winding Sheet). You can classify them by making use of these cues:
*discrimination, superstitions (4), dialect, idioms

Good luck ©
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APPENDIX T4

QUIZ
ANSWER KEY

Like A Winding Sheet by Ann Petry

A) Below are two sets of uncompleted sentences. Part 1 includes adverbial clauses

Part 1.

while Part 2 includes main clauses. Your task is to combine each adverbial in Part 1
with a main clause in Part 2 so as to create meaningful and grammatically correct
sentences. The capital letters do show that you have to begin with that part. You
should pay attention to the punctuation rules or else you will lose points. Finally
decide what type of adverbial clause is used in each sentence after writing
sentences in full form.

When Mr. Johnson woke up

If he could have brought himself to beat the forewoman up
although he felt the poisonous anger wrapping him

Mr. Johnson got so angry that

because nobody has the right to hurt somebody no matter what happens

Mae will not forgive her husband

Mae had already got up and was fixing the breakfast
he would not have hit his wife

his fingers were tingling

He tried his best to control himself so as not to hit the woman

When Mr. Johnson woke up, Mae had already got up and was fixing the breakfast.
Adverbial Clause of time

If he could have brought himself to beat the forewoman up, he would not have hit
his wife. Adv. Clause of condition

He tried his best to control himself so as not to hit the woman although he felt the
poisonous anger wrapping him. Adv. CL of concession
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e M. Johnson got so angry that his fingers were tingling. Adv. Cl. of result

s Mae will not forgive her husband because nobody has the right to hurt somebody
no matter what happens. Adv. (1. of reason

B) The following sentences are ali related to the plot of Like A Winding Sheet. Complete
them with adverbial clauses that would be approprlate to the story. Use a different
kind of adverbial clause in each sentence.

Although he was angry, he was unable to hit the two women.

He managed to control his explosive anger because he didn’t want to argue with
his wife.

If he were the factory manager, he would reform many of the working conditions
in the factory.

He felt so insulted by the women that he wanted to hit the forewoman and his
wife.

Mae was annoyed with him when she was beaten by her husband.

C) Complete the gaps with the words given in italics.

bawl ... out, throbbing with, picking on, clenched, scowled, slipped out, appalled, fatigue, swaying,
winced, complacently, nibble, punch the clock, groped for, fooling around, coaxed, enmeshed, limp,
dangled, nigger, snarled, drooped

Bob had not been satisfied either with the salary or with the working hours in his previous
job. He had felt fatigue (great tiredness) because he had been working a lot. Bob was glad
to have a job where he did not have to punch the clock. (record time for the start and finish
by putting a card into a machine) He was just fooling around (killing time) while he was
waiting for the boss to come. When he saw that the boss was a woman he was appalled
(surprised) as he was not used to meeting such a beautiful woman in the workplace. And
his smiling face suddenly winced. (suddenly changed in the face) One day he was late for
work and he was afraid the boss would bawl him out (criticise sb. seriously) for being late
in frort of everyone. Fortunately, she was not at the factory that day. But he had been
unlucky since birth. One day he lost his balance and broke the pot in which there were
flowers that were the boss’ favourite. She got angry and said “you, nigget!”(an offensive
word used for black people . He got very angry and stood in his chair to hit the woman.
Some other black men said, “easy boy”, they behaved as if they got used to her insults and
as if that bloody word just slipped out. (the person didn't mean to say it). He sat down on
his chair again and began to nibble (eat food in small amounts) his food. The woman, for
revenge, gave him an extra work. As the flowers in the garden of the factory had began to
droop, (hang down) he had to water thern. He was about to refuse at first and thought that
why was she picking on him, (behaving unfair to sb.) but one of his friend coaxed
(patiently persuaded) him to do so. When he obeyed her order, the boss walked away
complacently. (as if someone win a victory) One day, the woman recognized that Bob did
not do his job appropriately. Because he had an accident the day before, His foot was
throbbing with pain (feeling a regular pain) The boss scowled (frowned at) and told him to
get out. The man got angry and stood up violently. His muscles involuntarily clenched,
(held tightly) then went limp (weak) but he was able to hit her in the face. She became
shocked. Her glasses dropped. She groped for her glasses on the floor. (searched for stg.
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with the help of hands)But the man did not stop. “Keep your dirty hands off me”, she
snarled. (made an irritating sound to show anger) Everyone was shocked. A light bulb was
dangling (hanging or swinging loosely) from a wire in the ceiling. The trees were swaying
(moving back and forth) in the wind outside the factory. The police arrived and said,” You,
nigger!” He thought that he was so unlucky that he was enmeshed (involved in a bad
situation) again.

D) Write a paragraph on what have you learned about American culture (from Like A
Winding Sheet). You can classify them by making use of these cues:
*discrimination, superstitions (4), dialect, idioms '

Discrimination: black X white, aristocracy X working class, Superstitions: 4 superstitions,

Dialect: oughta, outa, ain't, the use of double negation, Idioms: cuss sb. four ways to
Sunday, couldn’t bring sb. to do stg, (OR ANYTHING REASONABLE)
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APPENDIX T5

SELF EVALUATION

1) DidIachieve to get students “ready” for the lesson? @

2} Did Isupport “movement” in the classroom? @

3) Could I choose an appropriate “Brain Gym” activity? (Did it serve a specific
purpose?} ®

4} Did I achieve “collaboration” in the classroom? @

5) Could I pay enough attention to “flexible student grouping”? @

6) Did I support “individual working” as well? @

7) Did I achieve to provide the students with a range of "strategies” related to their

tasks? ® '

8) Did Iallow them to “choose” or “develop their own strategies”? @ :

9) Did I achieve to help students practise the target structure and vocabulary in a
“meaningful context”? @

10) Could I achieve to support the students’ “mastery” in the target structure through
both controlled and semi-controlled activities? @

11) Did I use “metaphors” to accelerate meaningful learning? ®

12) Are the metaphors still meaningless (abstract) to the students, or did I achieve to
help them understand through creating an association between these metaphors
and “the real life” things? @

13) Did I achieve to choose discussion topics that they could relate the meaning
through their “prior experiences” and “emotions”? ®

14) Could I create a kind of “experience” for those who have not experienced the
things mentioned in discussion questions? ©

15} Could I give students the opportunity to do “role-play”, and “raise their EQ”
towards the possible situations and create their own solutions to the possible
problems? &

16) Did I give students a good example of how an imagery can be written, or could 1
combine “the form and the content” in relevance to the writing task, also providing
them with examples for how imagery is used in writing? @

17) Was the homework assignment at the end of the lesson purposeful, or with this
assignment did I get the chance to help them “create solutions” to the existing
problem to achieve “mentor-student relationship”? @

18) Did I support “peer-correction” and “self correction”? @

19) Could the students also take “feedback” from me? &

20) Did I monitor the whole activities in the classroom? @ -

21) Did I consider the students’ “personal best” while assessing their works? ®

22y Did I “appreciate each student’s effort” by charging the work group to post each
paper on the bulletin? @

23) Could I support “classroom enrichment” through music, colourful posters,
movement, challenge, and feedback? @

24) Did I bring “real life issues” into the classroom? @

25) Could I support the idea that “need” accelerates learning? ®

26y Could I confirm to the idea of “age-appropriateness”? @

27) Could I give “adequate time” for each activity? ©®
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