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This investigation into the rclationship between Culture and Language is
based on the premise that all experience is culturally conditioned and that no
two cultures are alike. Although it is acknowledged that the network of cultural
patterns of a social group is indexed in the language which expresses that social
identity, there has been a tendency in the past to neglect the cuitural dimension
in language teaching. Part one is an attempt to give a bricf outline of the earlier
approaches to this interdependent relationshap,

Part two is concerned with the pedagogical implications of cultural mapping.
We place the focus on culture in a teaching context, then focus is placed on lan-
guage.
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LANGUAGE AND CULTURE.

This piece of work runs in two main parts. The first highlights the earlier ap-
proaches to the relationship between language and culture. The secand part
touches upon some cultural- pedagogical implications of cultural mapping with
stress being partially placed on culture m teaching context; then we focus on
language.
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PART ONE

1.0 EARLIER APPROACHES TO THE RELATIONSHIP
BETWEEN LANGUAGE AND CULTURE

1.1 Introduction

The essential relationship between language and culture is perhaps most
strikingly stated in the writings of Benjamin Lee whorf. To him, language is
cardinal to rearing human young. in organising human communication and in
handing down the culture from gencration to generation (de Cecco, 1967: 68-
74).

The Greeks took it for granted that language was a universal uncontaminat-
ed essence of reason, shared by all men, at least by all thinkers. Words, they be-
lieved, were but the medium in which this deeper radiance found expression. It
followed that a linc of thought expresscd in any language could be translated
without loss of meaning into any other language. This view had persisted for
2500 years until flatly challenged by whorl in his second major hypothesis. “A
change in language ™. he says. “can transtorm our appreciation of the Cosmos™.
(Whorf, 1956:). The day- to- day experience of skilled translators at the United
Nations goes a long way to support him in the weaker form of his hypothesis.
The stronger version, holding that the analysis of a language is immediately
refevant to the study and description of the cognitive makeup of its speakers
(Weltanschauung), has not been accepted uncritically by cognitive psycholo-
gists such as Lenneberg, Brown, Vigotsky and Freud (Saporta, 1961). Lenne-
berg. however, gives whorf full credit for stimulating thought in many disci-
phnes. “Few working in this arca today can deny their indebtedness to these
men. Cassirer and Whorf, whether they accept their ideas or not”™. (Saporta,
op. cit..p. 493). 1tis the great merit of Benjamin Lee Whorf that by the enthusi-
asm and persuasiveness with which he presents his point of view he has become
the major factor in arousing a widespread and growing intercst in some of the
most significant problems in the relation between linguistic and non linguistic
phenomena (Greenberg, 1948/1904: 46K).

No one would deny. least of all whorf himself, the influence that sapir, his
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mentor and teacher had over him. Whorf's principle of relativity, the weaker
form of his hypothesis, is parallel to sapir’s line of thought in the relationship
between language and culture; while the stronger form, i.e. “that different lan-
guages direct their speakers towards different modes of thought and that there
are always elements more readily, more easily and more naturally expressed in
one language than another™ (Whorf, 1967: 68- 74) would scem an extension or
exaggeration of the Sapir theory combined with an outright challenge to Greek
philosophy on language. reason and thought up to that time.

1.2 Sapir, Field: Analysis of Texts

Sapir (1921: 207) defines culture as “the socially inherited assemblage of
practices and beliefs that determine the texture of our lives”. He was one of the
earliest American anthropologists to see language as a major means of accultu-
ration inducting the child into ways of his culture and as an indexed network of
the cultura! patterns of a civihization, consequently an essential guide to the
scientific study of a given culture. Sapir asks (1921: 216), “Is it not conceivable
that the particular collective qualities of mind that have fashioned a culture are
not precisely the same as were responsible for the growth of a particular linguis-
tic morphology?” He maintains that every cultural pattern and every single act
of social behaviour involves communication in either an implicit or explicit
sense and sees language as a guide to social reality:

“Human beings do not live in an objective world alone nor alone in the
world of social activity as ordinarily understood but are very much at
the merey of a particular language which has become the medium of
expression for his society. 1t1s quite an illusion to imagine that one ad-
justs to reality essentially without the use of language and that lan-
guage 1s merely an incidental means of solving specific problems of
communication or reflection. The fact of the matter is that this real
world is to a large extent built upon the language habits of the group.
No two languages are ever sufficiently similar to be considered as rep-
resenting the same social reality. The worlds in which different socie-
ties live are distinet worlds. not merely the same world with different
labels attached... We see. hear and otherwise experience very largely
as we do because the language habits of our community predispose cer-
tain choices of interpretation™. (Sapir, 1949: 69).

In similar vein,

“Meanings arc not so much discovered in experience as imposed upon
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it because of the tyrannical hold that lingwstic form has upon our
orientation in the world™. (Sapir, 1931: 578).

Conscious as he is of the constant interplay beiween language and experience
and the overpowering influencc . this verbalism, i.c. language. has on our lives,
at no time does he extend this view to clatm this influence is responsible for
moulding our thoughts or determiming the courses our cognitive processes
take. Sapir does not stipulate any causal relationships between Language and
Culture but he does consider both as developing along parallel lines and claims
that the vocabulary of a language more or less reflects the culture whose pur-
poses It serves:

“Language moves down in time in a current of its own making. It has
drift. Nothing is perfectly static. Every word, every grammatical ele-
ment. every locution, every sound and accent is a slowly changing con-
tiguration moulded by the invisible and impersonal drift that is the life
of language”. (Sapir. 1921: 150- 171).

Thus vocabulary is a very sensitive index of the culture of a peopie and
changes of meaning. loss of old words and borrowing of new ones are all de-
pendent on the history of culture itself. Languages differ widely in the nature of
their vocabularies. Distributions which may seem inevitable to us may be utter-
ly ignored in languages which reflect different types of culture, while these in
turn insist on distinctions which are all but unintelligible to us. These differen-
ces in vocabulary go far beyond name of cultural objects. They apply just as
well to the mental world, enabling the expression of the distinction which we
feel between “to kill” and “to murder™ since linguistic philosophy ., which deter-
mines our use of words, does not seem natural to all societies (Sapir, 1949: 36).
Therefore lunguage is a perfect symbolic system and the content of every cul-
ture 1s expressible m ats language . “New cultural experiences”, Sapir argues.

“Make 1t necessary to enlarge the resources of a language but such en-
largement s never an arbitrary addition to the materials and forms al-
ready present: it is merely a further application of principles already in
use and i many arcas a hitle more than a metaphorical extension of
old terms and meanings™. (op. ait.. p. 6)

" A society that has no knowledge of theosophy need have no name for

it, but should the need anise to vocabulary of the language will adapt to
fulfil that nced™. (Sapir, 1912: 219).
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Sapir envisaged the real world of a community as the total language habits of
the group. perceived and expenienced according to predisposed choices of in-
terpretation inherited by the community.

1.3 Boas. The Unconscious Character of Linguistic Phenomena

In a study of the interrelationship between Language and Culture the argu-
ments of Boas have had a profound influence on Sapir, Whorf, Bloomfield and
others. Bloomfield regards Boas as the pioncer master and teacher of all those
involved in the study of American languages.

Research carried out by Boas progresses far beyond discovering the struc-

ture of a language by analysis of texts and this must be regarded as a fortuitous
outcome since he claims,

“Even if we did not know how to derive any further knowledge from
the record of language, we should feel a powerful and distinctive urge
to record all those forms of speech much as archaeologists study an-

cient civilizations or astronomers the distant bodies of the sky”. (Boas,
1939: 105-6).

To Boas. purely linguistic enquiry is part and parcel of a thorough investiga-
tion of the psychology of the peoples of the world. He stresses the definite link
hetween ethnology- the seience dealing with the mental phenomena of the lives
of the peoples of the world- and human language, one of the most important
manifestations of mental life. Although Boas is primarily concerned with the
relationship between language and thought, subsequent research resulted in
his attaching much greater importance to the relationship between the uncon-
scious character of linguistic phenomena and the more conscious ethnological
phenomena since the former proves to be an invaluable guide to latter. Thisim-
portant positive relationship cannot be underrated:

“In all languages. certain classifications of concepts occur. We find ob-
jects classified according to sex or as animate and inanimate or accord-
ing to forms. The behaviour of pnimitive man makes it perfectly clear
that all these concepts. although they are in constant use, have never
risen into consciousness, and that consequently their origins must be
sought. not in rational but in entirely unconscious, we may perhaps say
instinctive processes of the mind. They must be duc to a grouping of
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sense impressions and of concepts which is not, in any sense of the
term. voluntary but which develops from quite different psychological
causes. It would seem that the essential difference between linguistic
phenomena and other ethnological phenomeny is that the linguistic
classification never nise into the consciousness, while in other ethno-
logical phenomena; although the same unconscious origin prevails,
these often rise into consciousness and thus give rise to secondary rea-
soning and reinterpretations”. (Boas, 1911/1964 : 19).

Boas stresses the automatic use of language, in which opportunities for the
fundamental notions to emerge into consciousness never arise. This is borne
out when contrasted with the study of phenomena relating to religion, ethics
and social custom, where the unconscious origin is difficult to define or prove
since these phenomena are the outcome of thought and are subject to secon-
dary explanation It 1s not difficult to illustrate that certain groups of activities,
whatever the history of their early development may have been, develop in
cach individual and in the whole people entirely subconsciously, but neverthe-
less are most potent in the formation of our opinions. Concepts of what is prop-
er or improper is a case in point in relation to “table manners” which is a good
example of secondary explanation: when o new kind of food is presented and
the proper manner of cating is unknown, practically any habit which is not in
absolute conflict with the common habits may readily establish itself.

Therefore the phenomena of lunguage seem to form a subject apart from
other subjects in the field of ethnological science. It would seem that this is lar-
gely due to the fact that the laws of language remain entirely unknown to the
speakers and it is the study of this unconscious patterning which has formed the
hasis of much of Boas's work. The importance of these views is reiterated by
Sapir (1927). Jukobson (1944), Levi- Strauss (1963) and Whorf (1956), among
others. Levi- Strauss claims that in the history of structural thought Boas may
be credited for having introduced the distinction between the conscious charac-
ter of models of empirical reality.

In the relationship between language and thought, Boasis in agreement with
those who claim that the conciseness and clearness of thought of a people de-
pend to a great extent upon their language. He draws an interesting comparison
berween modern European languages- in which wide abstract ideas are ex-
pressed in a single term and wide generalizations are cast into the frame of a
simple sentence thus setting up conditions for the clarity of concepts, logical
force of thought and precision with which we eliminate irrelevant details- and
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Indian languages- which are most concrete in formative expression. However,
he maintains that the device for generalized expression is present in all lan-
guages but the opportunity for its application arises rarely or perhaps never.
The fact that generalized forms are not used does not prove inability to form
them; rather, what it does prove 1s that the mode of life of the people is such
that the forms are not required but should the demand for such forms arise ,
the language would accommodate them into its system. Boas and Sapir main-
tain that the vocabulary of any language will adjust to give expression to new
concepts as they are needed. “Some languages, it is true, may be more fully
adapted to a technologically advanced society but all languages are capable of
bieng modified to such changing conditions™. (Todd, 1974: 1).

Thus it would seem that the obstacles to generalized thought inherent in the
form of language are of minor importance only and that a language alone would
not prevent a people from advancing to more generahized forms of thinking if
the general state of their culure should require expression of such thought; that
15, under such conditions language would “be moulded by the state of the cul-
ture” (Todd, op. cit., p. 19).

While Boas and Sapir stress the interdependence of a language and the cul-
ture of which it is a medium of expression, the Whorfian thesis is an investiga-
tion involving the structure of a language as a symbolic system and the mental
functions and cogmtive structures of its users. Theories concerned with this re-
lationship are known as theornies of hngwistic relativity, which relate two ex-
treme points of view. On the one hand, there 1s the theory that mental opera-
tions are carried out independently of language; in other words, language is
merely a system for voicing ideas. By contrast, there 1s the theory that mental
functions are whollv determined by language, that language is the shaper of
rdeas. This latter point of view is known as the whorfian hypothesis. In a series
of papers published in 1952 regarding the relation of thought and behaviour to
angunage. whorf violently disagrees with the commonly held notion that the
cognitive processes of all human beings possess a common logical structure
which operates prior to and independently of language. Hymes (1964: Intro-
duction. xxvir) draws attention to two terms used by Sapir, “hindrance™ and
“help”. in dealing with this language- culture relationship. “One may look at
language as making thought possible or one may look at it as moulding and
hence restncting thought™,
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1.4 Whorf. Linguistic Relativity

Whorf's principle of linguistic relativity, or more strictly the Sapir- Whorf hy-
pothesis. has attracted a great deal of attention. Whorf expresses the extreme
view that different languages direct their speakers towards different modes of
thought and that there are always elements more readily, more and more natu-
rallv expressed in one language rather than another. The weaker form holds
thut all observers are not led by the same physical evidence to the same picture
of the universe unless their linguistic backgrounds are similar and can in some
wiay be calibrated. Because linguistic patterns vary, world views vary. Linguis-
tic determinism then, very simply, states that language controls thought.

The validity of the linguistic relativity has not been sufficiently demonstrated
nor has it been flatly refused. It seems to be agreed that languages differ in
many strange and striking ways but it is a moot point whether such differences
in language structure are associated with actual differences in ways of perceiv-
ing and concewving the world (Whorf, 1956: 28).

Since the Sapir- Whorf hypothesis is in disagreement with theories of natural
logic. a bricf outline will contribute towards an understanding of the implica-
tions of the dichotomous relationship between language and thought, namely,
does language control thought or does thought control language?

Natural logic claims that different languages are essentially parallel methods
for expressing the one and same rationale of thought and hence differ really in
hut minor ways (Whorf, 1956; 207). Thought in this view does not depend on
grammar but on laws of logic or reason which are supposed to be the same for
all observers of the universe. to represent a rationale in the universe that can be
found independently by all intelligent observers irrespective of the language
they speak. According to natural logic the fact that every person has talked flu-
cntly since infancy makes every man his own authority on the process by which
he formulates (thinksj or communicates He has merely consult a common sub-
stratum of logic or reason which he and everyone else are supposed to possess.
Talking 1s thus merely an incidental process concerned strictly with communi-
cation and not with formulation of ideas. Language is supposed to express only
what 1s already formulated non linguistically via- perception and logic. Formu-
lation1s an independent process called “Thought or Thinking” and is supposed
to be largely indifferent to the nature of particular languages. Languages have
prammars which ire assumed to be merely norms of conventional or social cor-
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rectness. but the use of language s supposed to be guided not so much by them
as by correct rational or intelhigent thinking (Whorf, 1956/ 1973).

Whorf (op. cit. p. 105) claims that natural logic contains two fallacies; (1) it
does not see that the phenomena of language are toitsown speakers largely of a
hackground character and so are outside the critical consciousness of the speak-
er who 1s expounding natural logic. Hence when anyone who is talking about
reason, logic and the laws of correct thinking, he is apt to be simply marching in
step with purely grammatical facts, that have somewhat of a background char-
acter in his own language, but are by no means universal in all languages and in
no sense a common substriatum of reason; (1) natural logic confuses agreement
about subject matter through the use of language with the knowledge of the lin-
guistic process. 1.¢. the grammar by which agreement 1s attained. Two fluent

speakers gquickiy reach a point of assent about the subject matter of their
speech,

When hingusts became able 1o exanune critically and objectively a large
number of languages of widely difterent patterns, their base of reference was
expanded. They experienced an interpretation of phenomena hitherto held
universal. Whorf (1956: 212- 214) interprets the outcome as follows:

“It was found that the background hinguistic system (in other words,
the pramman) of cach Linguage 1s not merely a reproducing instrument
for vorcing deas. the programme and guide for the individual’s mental
activity, for his analvsis of impressions, for his svnthesis of his mental
stock- - trade. Formulation of 1deas is not an independent process,
strictiy ranonal in the old sense, but is a part of a particular grammar,
and differs. from shghtly to greatly between different grammars. We
dissect nature along hines land down by our natve language. The cate-
gories and types that we isolate from the world phenomena we do not
find there because they stare every observer in the face: on the con-
trary . the world 18 presented in a Kaleidoscopic flux of impressions
which has to be orgamsed by our minds. We cut nature up, organise it
mto concepts,and asenibe sigmficances as we do because we arc parties
1o an agreement to orgamse 1t an this way- an agreement that holds
throughout our speech community and is codified in the patterns of our
fanguage The agreementas of course an unstated and imphicit one but
its terms are absolutely obligatory. We cannot talk at all except by sub-
scribing 1o the organisation and classification of data which the agree-
ment decrees.



110

This fact is very significant in modern science for it means that no indi-
vidual is free to describe nature with absolute impartiality but is con-
strained to certain ways of interpretation even while he thinks himself
most free. The person most frec in such respects would be a linguist fa-
miliar with very many different systems™.

1.5 Levi- Strauss. Psychological Universals

Critics of Whorf are numerous and varied, representing the fields of cognitive
psychology and social anthropology. No one is more outright in criticism than
Levi- Strauss, who disagrees with Whor{'s attempt to establish a correlation be-
tween certain hinguistic structures and certain cultural structures. Levi- Strauss
emphasizes the importance of distinguishing the relationship between language
and culture from the relationship between a language and a culture. He accuses
Whorf of having a crude empirical view of a particular culture and of attempt-
ing to correlate phenomena which belong to entirely different levels. In con-
trast the hypothesis which stresses different world views as a result of cultures
finding expression through their own intrinsic symbolic systems, Levi- Strauss
sces Language and Culture as correlates of the human mind. “Since all cultures
are the product of human brains, there be somewhere beneath the surface, fea-
tures that are common to all”. (Leach, 1973: 26). The search for psychological
universals across cultures and the patterning which links together sets of human
behaviours yield information and insights of much greater significance than
study of simple cultural items as isolates.

Levi- Strauss central preoccupation is to explore the unique position of Man,
the product of Nature and Culture, and the relationship between the latter and
language. He asks, “Is it Language which influences Culture or is it Culture
which influences Language since both have taken thousands of years to develop
side by side under the influence of the same human minds?” (Levi- Strauss,
1964). Since Man, the anima! and Homo Sapiens, is related to both Culture and
Nature. the question arises as to where Culture divides off from Nature. Echo-
ing Rousseau (“Qui dit homme. dit langage, et qui dit langage dit Societe”,

quoted in Leach. 1970: 37), he offers the explanation: “It is language which
makes Man different™.

The special marker of symbolic thought is the existence of spoken language,
in which words stand to signify things out there (Leach, 1970: 43). Language
can be said to be a result of Culture but it is one of the many things which make
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up a culture. From a much more theoretical point of view it can be a condition
of culture because the material out of which language is built is the same type as
the material out of which culture is built: logical relations, opposition, and cor-
relation (Levi- Strauss, 1963: 68). Levi-strauss regarded culture as the sum of
all codes, linguistic and paralinguistic.

1.6 Malinowski / Firth. Context of Situation

A new dimension in the relationship between language and culture is intro-
duced by Malinowski and Firth. who represent the British point of view in
which the relationship is seen as one of

“interdependence between different aspects the same event or social
action. Language itself is seen as primarily an activity and its engage-
ment in social context as a necessary part of its description. Its use in
communication tends to be scen primarily in terms of the function of
controlling and influencing action™. (Hymes, 1964: §).

In his study of primitive mentality, culture and language, Malinowsky was
driven into the ficld of semantics when he tried to translate his texts - magical
formulae, items of folklore, narratives. fragments of conversation and infor-
mants’ statements. He was fuced with the fundamental differences in vocabu-
lary and grammar- situations in which the “next best word™ was not the ap-
proach to adopt in scientific translation. Grammatical structure, abstraction,
use of metaphor and generalization- all these features baffle any attempt at sim-
ple and direct translation. The psychological problem of meaning involves con-
veving the deep yet subtle difference of language and of mental attitudes which
lic behind it and is cxpressed through it. Malinowski quotes a translation text
for the purpose of emphasizing how important it is to be informed about the si-
tuation in which words are spoken (Ogden and Richards, 1949). A statement
spoken in real life is never detached from the sitvation in which it has been ut-
tered. Utterance and situation are bound up inextricably with each other and
the “context of situation™ s indispensable for the understanting of the words.
Thus we are introduced to a new focus on language as a mode of action, notasa
countersign of thought. The context of situation must be idealized within the
context of culture since the whole world of things to be expressed changes with
the level of culture. In consequence the meaning of a word must be derived
from the analysis of its functions with reference to a given culture. Malinowski
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(1935: 52) clearly argues the view that pragmatic functions stand very near the
heart of language in use; indeed, it is the pragmatic use of speech within the
context of situation that has shaped its structure.

The concept context of situation is a technique also adopted by Firth but he
chooses to expand and develop it as he considers it excessively realist in ap-
proach and too concrete in application. To Malinowski, context of situationis a
part of the social process in which the speech event is central- a concrete situa-
tion in which the utterance is directly embedded. By contrast, Firth’s “context
of culture” is used as a suitable schematic construct to apply to language events
and a group of related categories at a diffcrent level from grammatical catego-
ries but rather of the same abstract nature.

A context of situation for lingustic analysis brings into relation the following
categories:

(A) The relevant features of participants: persons and personalities.
(i) the verbal action of the participants.
(i1) the nonverbal action of the participants.

(B) The relevant objects.

(C) The effect of the verbal actions.

Contexts of situation and types of lunguage function can then be grouped and
classified. It is a convenient abstraction at the social level of analysis and forms
the basis of the hierarchy of techniques for the statement of meanings. The
statement of meaning cannot be achieved by one analysis, at one swoop. Hav-
ing made the first abstraction and having treated the social process of speaking
by applying the above mentioned set of categories grouped in the context of si-
tuation, descriptive linguistics treats language as a process.

“What we may call the systematics of phonetics and phonology, of
grammatical categories and semantics are ordered schematic con-
structs, frames of reference, a sort of scaffolding for the handling of
events”, (Firth, 1957/1973: 15).

Firth does not, however, develop Malinowski's “context of culture” since he
prefers to study the generalized patterns of actual behaviour which constitute
the “system”, that is, a set of options that is specified within a given environ-
ment. His central concept of the whole of semantics is considered in his context



113

of situation - in that context are the human participant or participants, what
they say and what is going on. “And if you want to bring in the cuitural back-
ground, you have the contexts of expericnce of the participants. Every man car-
ries his culture and much of his social reality about with him wherever he goes”.
(Firth, 1957/1964: 66).

“Everyone of us starts lifc with two simple roles of sleeping and feed-
ing, but from the time we begin to be socially active, at about two
months old, we gradually accumulate social roles. Throughout the pe-
riod of growth we are progressively incorporated into our social orgni-
sation and the chief condition and means of that incorporatien is learn-
ing to say what the other fellow expects us to say under the given cir-
cumstances.... Conversation s much of a roughly prescribed ritual
than most people think. Once someone speaks to you, you are in 2 rel-
atively determined context and you are not free just to say what you
pleasc.... Every social person is a bundle of roles or personae™.

In the accumulation of social roles,

*... the grown man has to play many parts and unless he knows his lines
as well as his role he is no use in the play. If you do not know your part
and your lines there are no cues for the other fellow and thereiore no
place or excuse for his lines cither™. (Firth, op. cit., p. 67).

“Language is fundamentaily a way of behaving and making others behave™.
(Firth, 1957). Speech is very largely vocal action in control of things and pecple
inciuding oneself, action in relation to adjustment to surroundings and situa-
tion. We establish ourselves on speaking terms with our environment, and our
words serve our familiarity of it. We are born into a vast potential cultural herit-
age, but we can only hope to succeed to a very small part of the total heritage
and then only in stages (Firth, 1957/ 1964: 66).

1.7 Halliday. The Functional Approach

Malinowsky’s context of situation, made explicit and modified by Firth to
represent a generalized situation type or social context, and his context of cul-
ture influenced Halliday, Who adopts a functional approach to language. Halli-

day defines the functional approach as an investigation into the ways in which
language is used,
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“... trying to, most of all, find out what are the purposes that language
serves for us, and how we are able to achieve those purposes through
speaking and listening, reading and writing. It means seeking to ex-
plain the nature of language in functional terms: seeing whether lan-
guage itself has been shaped by use, and if so, in what ways, how the
form of language has been detcrmined by the functions it has evolved
to serve™. (Halliday, 1973: 7).

To Halliday,

*... learning one’s mother tongue is learning the uses of language, and
the meanings, or rather the meaning potential associated with them.
The structures, the words, and the sounds are the realisation of this

meaning potential. Learning a language is 'learning how to mean’™.
(Halliday, 1973: 24).

He stresses the process of acculturation that accompanies language learning
and regards the latter as the primary means of transmission of culture from one
generation to the next:

“By taking a functional viewpoint we can gain some idea how it is that
the ordinary language in its everyday uses can so effectively transmit to
the child the deepest patterns of the culture”. (Halliday, op. cit., p. 8).

“The learning of language and the learning of culture are obviously
two different things. At the same time they are closely interdependent.
The linguistic system is part of the social system, neither can be learnt
without the other”. (Halliday, 1975: 120).

Halliday adopts the view of

*... the social system as a semiotic, a system of meanings that is realised
through (inter alia) the linguistic system™ ... in the process of building
up the social semiotic- the nctwork of meanings that constitutes the
culture- the child is becoming a member of the species ‘social man’. So-
cial man is, cffectively, 'sociosemiotic man’, man as a repository of so-
cial meanings”. (Halhday. op. cit., p. 121).

“Language from this point of view is a range of possibilities, an ope-
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nended set of options in behaviour that are available to the individual
in his existence as social man. The context of the culture is the environ-
ment of the total set of options, while the context of the situation is the
environment for any particular sclection that is made from within
them™. (Halliday, 1973: 49).

It is the social context that defines the limits of the options available, the be-
havioural alternatives are to this extent context specific.

Alternatively. language may be regarded as meaning potential where the
context of the culture represents the potential of the whole semantic system of
language and the context of situation represents meaning potential in the form
of a set of options that are specific to a given situation type.

Halliday cites a typical actual situation to illustrate how language is em-
bedded in culture:

“If a child learns the culture from ordinary everyday linguistic interac-
tion, as he certainly does. we must suppose not only that he decodes
what he hears correctly in a way that is specifically relevant to the con-
text of situation but also that he interprets it correctly in the way it is
generally relevant to the context of his culture. In other words, if his
mother tells him off he knows he is being told off, but he also learns
something in the process about the value system of the culture he is
participating in. This presupposes that the linguistic system must be co-
herent not only within itseif but also with the culture”. (Halliday, 1975:
129).

The social system is therefore not so much an externai condition for the
learning of meanings as a generator of the meanings that are learnt.

Broughton (1977) argues yct another cultural dimenison to language func-
tion in the area of lexis. “Cultural and conceptual norms reflect the social patt-
erns in which language is used- the way which British vocabulary reflects a basic
Christian industrialized democratic sophisticated though insular society. Liv-
ing in a temperate climate gocs a considerable distance towards sapir's claim
that the worlds in which different societies live are distinct worlds. Many cultur-
tal features encapsulated in British English like our close ties with the sea (tak-
ing the wind out of somebody's sails), or industry (at the coal face),or sport
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(knocking somebody for six)., or turning the blind eye (association with Nelson)
reveal arcas of idiom and metaphor which are more transparent to foreign
learners than to native speakers™. Hornby (1972) agrees: “Culture goes deep-
cven those not interested know what is implied by batting on a sticky wicket™.

In similar vein but at a deeper level, Lyons (1977) speaks of cultural salience.
Every

“language is integrated with the culture in which it operates, and its
lexical structure (as well as part of its grammatical structure) reflects
those distinctions which are (or have been) important in the culture.
The parenthetical (or have been) is included to cover the possibility
that languages may preserve, and perhaps for a considerable time, lex-
ical and grammatical distinctions which no longer correlate with cultu-
ral distinctions, although they once did. By being brought up in a cer-
tain culture and as part of the process of acculturation, the child be-
comes aware of the culturally salient feature of his environment™. (p.
24R). :

This interdependence of language and culture in the ficld of language learn-
ing is summarized by Criper and Widdowson (1975):

“If one is to learn language behaviour one has to learn cultural behav-
our and to see the world in a ditferent light™. (p. 177).

1.8 Summary

An attempt has been made here to outline the relationship between language
and culture as discussed by the American. French and British tradition of lingu-
istic anthropology.

Boas regarded linguistic enquiry as part and parcel of a thorough investiga-
tion of the psychology of the peoples of the world and although primarily con-
cerned with the relation between kinguage and thought he later attached much
greater importance 10 the unconscious character of linguistic phenomena
whaose origing must be sought i the instinctive processes of the mind.

Sapir’s views on the tyrannical hold that linguistic form has upon our orienta-
tion of the world influenced Whorf, whose principle of linguistic relativity ex-
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presses the extreme view language moulds thought and shapes ideas rather
than is shaped by them.

Levi- Strauss’s quest is for psychological universals rather than a study of sin-
gle cultures as isolates. To him the relationship between language and culture is
one of congruence between two- paralle] systems since both are products of the
human mind. Language is seen primarily as a shared social inherited system the
use of which in communication tends to be seen primarily in terms of the cogni-

tive function of distinguishing or expressing meanings. The underlying factor is
the mind.

The British viewpoint presents an interesting contrast. For Firth and Mali-
nowski emphasis s on the relationship between meaning and form, focusing on
language as a mode of action. not a countersign of thought. [ts use in commauni-
cation tends to be seen primarily in terms of controlling and influencing action.
The underlying factor in this relationship is the event.

The relationship between meaning and form influenced Halliday, whose
functional approach is an investigation into the ways in which language is used.
L.carning a language is Learning How to Mean, the semantic system represents
the total meaning potential of the context of the culture.

The cultural dimension in language learning is reflected in the lexis. Lyons
adopts the term “salience™ when referring to the way in which culture and con-
ceptual norms reflect the social patterns in which language is used.



PART TWO

2.0 CULTURAL- PEDAGOGICAL IMPLICATIONS.

2.1. Introduction

We have seen that Language and Culture are indissoluble and interdepend-
ent. Therefore the culture dimension is one which the language teacher and
learner cannot avord. Broughton (1977) points out that the language teaching
situation is one in which little more than a surface scratiching of the cultural di-
mension has been achieved. This applics in a groator dogree in situations in
which the target languace and culture have very little in common with the moth-
er tongue of the lcarner. English and japanese are typical examples. Lado
(1957: 110) maintains.

“We are rathor helpless to interpret ourselves accurately and to de-
seribe what we do because we have grown up doing it and much of what
we do we do through habit, almost unnoticed from our elders and our
cultural environment. Qur inability to.describe our cultural ways is pa-
rallel 1o our inability to describe our language unless we have made a
special study of it".

Further. in the previous part. it was implied that in teaching any particular
variety of English. whether we like it or not, we are teaching a particular world
view influenced by the culture of that vanety. Culture being such a wide and
varied phenomenon, it is arguable that in the sphere of language teaching both
teachers and learners can aim to do little more than scratch the surface of the
culture of the target language.

NOTE:

Itis of great importance to mention here that the main example being quoted
and employed in this context is about “animalness”. However, it is an attempt
to highlight the sifgnificance of “animalness™ in British culture by drawing ten-
tative comparisons with concepts ot amimalness in other cultures, the fact which
becomes more apparent is the one made by lado (1957) that meanings in which
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we classify our experience are culturally determined or modified and they vary
considerably from culture to culture. (Sce Mostafa, 1980); (See also appendix I
and II).

2.2 Teaching Implications : Focus on Culiure

The relevance of an article of this nature is to increase an awareness in
teachers and learners, of the increasing importance of the cultural dimension in
teaching English as a foreign language. This part relates to the various ways in
which this dimension may be woven into actual learning contexts. It has
touched upon two main arcas In the first the emphasis is on the cultural teach-
ing implications and in the second. the pedagogical teaching implications.

2.2.1. Cultural Teaching Implications

In a vague sort of way most people learning a foreign language believe that
cultural insight should contribute to language mastery. Lado warns of the

“dangers of misinterpretation which are the outcome of ignoring cultural differ-

ences-errors of misjudgement and ascribing meanings which were never in-
tended. Considered as a fubric, the warp strands of human culture tend to be
the same the world over. 1t is the crossing threads of the woof that give colour,
variety, and difference (Brooks, 1969). The lucky learners are those who have
opportunity to live and participate in the actual context of situation where actu-
al achievement is not so much the availability of extensive and varied practice
as the tremendous motivation created by the necessity 1o communicate with
people. Nida (1954), an experienced linguist in the missionary field, quotes an
Indian who had been trying very hard to teach someonce his language with limit-
¢d success: 1 do not know what to do,” the Indian declared,

“I have heen teaching this missionary for a long time but she just sits
and studics and scems to learn nothing. Why, a Spanish girl married
onc of the Indians in our village and now in one year's time she talks
very well. Why is the missionary so ignorant?™,

Nida diagnoses the problem: itis not that the missionary is ignorant but rath-
cr that she has isolated hersell from the culture and by so doing has failed to ex-
pose herself to situations in which the language is spoken and heard. In similar
vein Fries emphasises the learners need to experience the situations that give
language its meanings. Every linguage is inextricably bound up with the whole
life expericnce of the native users of that language (Frics. 1945: 57). That is why
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understanding the cultural contexts should be the language learner’s goal.

2.2.2 Word Mcanings und Functions.

We are of the opinion that denotative meanings of words do not provide in-
sights into culture. Lado points out the significant differences in connotative
meaning in the case of such words like “cruelty” and “animal” in English and in
Spanish. But there are many simpler words which are equally commplex:
bread, home, father, brother and family convey contrastingly different mean-
ings and relationships in Indian, French. African and Western cultures. Thus
cultural problems in language teaching somcetimes arise because of this infras-
tructure of preconceived and hidebound notions.

Yet another arca of difficulty arises when “what we describe as a grammati-
cal function of a sentence is not necessarily the same as its utterance function”
(Wilkins. 1972: 147). The imperative form fulfills other functions apart from
giving orders and it would be overambitious to assume that a learner who has
mastered the form grammatically would be able to use it in the variety of other
communicative situations in which it is manifested, that is, to suggest, to threat-
en. to give instructions, to warn and to invite. Conversely, the native speaker
may use a variety of utterances which have the effect of imposing the will of the
speaker on the hearer and none of them need conform to the pattern of the
grammatical imperative form, ¢. g. " You're not planning to borrow my car, are
you? “or” If you don’t write that letter. you'll be in trouble™. One can imagine
difficulties expericnced by the advanced learncr who wishes to be able to select
the utterance that best suits what he wants to convey in a particular communica-
tive context. Widdowson envisages the cultural difficulties which parallel the
linguistic difficultics by pointing out that

“communicative acts may not be universal even within one speech
community and certainly it scems that people in different communities
will have different notions to express, that a promise or advice or re-
commendation in our culture may have no exact analogue in another”
(Widdowson, 1973).

2.2.3 The Role of Literature

There are many arguments in fiuvour of including literature as an essential
component of an E.F.L. course. English literature is informative about the
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English way of life by way of revealing social conventions, manners, modes of
communication. implicit attitudes, assumptions,in addition to the strengths
and weaknesses of the British character, all expressed in the complexity of hu-
man expericnce which is essentially British. While it is possible to analyse syn-
tactic and lexical usage , as well as such features as idiom, colloguialism and dia-
lect without using literary texts,

“The study of linguistic clements can be made livelier and more mean-
ingful when they are seen to be incorporated in the texture of a work of
literary value- in the texture, particularly, of a representation of hu-
man life”. (Hawcs, 1977).

However, the degree to which understanding a language contributes towards
the understanding of national characteristics and values is open to question. A
student unfamiliar with the cultural context can misread an entire passage of
prose even though he “knows™ virtually all the grammar and vocabulary in-
volved. Allen (1969) cites a typical situation in which a class of advanced for-
eign students lcarning English completely missed the point made by the author
in the following extract:

“I was born... into the trying position of being the eldest of the family,
s0 that the full foree of my mother’s theories about education were
brought to bear upon me: and it fell to me to blaze a path to freedom
for my juniors, through the forest of her good intentions™.

The gencral consensus of the students was that the author considered herself
tfortunate indecd to be blessed with a mother who was not only well intentioned
but well educated. It was obvious that these students were reasoning within the
content of their own cultural premises: mothers are good, education is good,
good intentions are good. Naturally, then. anyone who receives the full force of
goodness must feel fortunate:

“In order to recognise irony in a target language one needs to know a
good deal about the life and thought of the cultural group for whom the
author is writing™. (Allen, op. cit.).

Literaturc. then. while demonstrating language in action. widening vocabu-
lary and idiom, increasing points of syntax and style and developing oral skills,
has a more himited function in presenting and elucidating English cultural
values. Itis essential to bear in mind Fries's emphasis on the learner’s needs to
“experience the situations™ that give a language its meanings.
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2.2.4 Paralinguistic Communication

The unconscious differences are ones which interfere most in communica-
tion and they happen to be the ones which are the most difficult to perceive, an-
alyse, teach and learn. Native speakers, in detecting phonological irregulatities
in the speech of foreign learners, will expect them to be accompanied by irregu-
larities in grammar and the semantic system. The forcign verbal elements
which are most likely to raise the hackles of the native listener are those with
cultural ties such as the use of the famiiiar second person pronoun form or first
name address by a stranger speaking French, German, Italian or Spanish. Use
of non verbal paticrns which are incompatibie with the culture concerned
causes uncasiness in the native listener and interfere with successful interac-
tion. The misunderstanding of paralinguistic signals ranging from proximity
and kissing to the more remote gestures and hand signalling can generate feel-
ings of unfriendliness, mistrust and rebuke. Even smiles are culturally patt-
erned and thereby subject to misinterpretation by members of other cultures.
The contrasts between grectings become even more marked when comparisons
are drawn between Arabic, African and Western cultures than between two
different types within Western culture, say the Latin and Anglosaxon contrast.
Communication, then is to a large extent a cultural ritual of which the verbal
element is only a part. Birdwhistell (1970} emphasises the importance of var-
ious non verbal channels and goes as far as predicting that probably no more
than 30 - 35 % of the social meaning of a conversation is carried by words.

2.2.5 The Role of The Teacher

In so many learning situations the teacher is the learner’s main personal con-
tact with the culture of the target language. Therefore the role of the teacher in
all aspects of the learning process, ranging from good tcacher- student relation-
ship, relaxed classroom atmosphere, sclection and presentation of materials
and the techniques of teaching involved, cannot be underestimated. Learners
can benefit enormously from a model through whom they can identify them-
selves with the target culture ways of thinking, feeling, speaking and conveying
information paralinguistically. Cooke (1973) draws attention to the fact that
while teachers are in control of the atmosphere within their own classrooms and
how language is studicd there they have absolutely no control over the areas
where ethnic attitudes develop, thatis, the home, the peer group, and society.
Learners may have their own highly subjective motives and personally defined
goals but they are most likely determined by the culture that has shaped them
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prior to their study of any foreign language. Many foreign learners have diffi-
culty in breaking the ethnocentric veneer which is the result of the all embrac-
ing cffect of culture and they develop what Gladstone (1969) calls cultural and
linguistic blindspot. The task of the language teacher is not that of developing
attitudes but of changing them in the long term. The degree and rate of attitude
change which accompanies socond language acquisition will be determined by
the manner in which teacher and students relate and the atmosphere of the
learning situation. Cooke advocates the avoidance of an authoritarian ap-
proach during any stage in language learning since, once established, it is diffi-
cult to change to a more relaxed atmosphere during those periods when cultural
and attitudinal activities become part of the learning process. A consistently
permissive atmosphere in which discussion should be non directive, with many
topics and idcas coming from the learner will be productive in bridging cultural
differences.

Lado maintains that the key to case or difficulty in foreign language learning
lies in the teacher’s ability to draw linguistic comparisons between the target
language and the native language of the students. Such knowledge will provide
linguistic insights into the problems and will equip the teacher to deal with
them. However, knowledge of the forms and meanings and their distribution
across cultures is essential since

“individuals tend to transfer the forms and meanings and the distribu-
tion of forms and, meanings of their native language and culture to the
foreign language and culture - both productively when attempting to
speak and act in the culture and receptively when attempting to grasp
the language and the culture as practiced by natives™. (Lado, 1957: 2).

The teacher’s knowledge of evaluation, selection, preparation and supple-
mentation of language teaching materials is of paramount importance. The
ability to compare the two languages linguistically will enable him to assess
books and materials on the basis of how they present the language and cultural
patterns that form the system to be studied and how they give due emphasis to
those patterns that are difficult because they are different from the native lan-
guage.

The ways in which the native culture value system may conflict or conform
with the target culture must be given careful consideration. Both hostility and
misunderstanding may be engendered by ill- considered choice of cross cultural
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material, therefore it is important to bear in mind that if the sympathy and
goodwill of the students are to be maintained their point of view must be taken
into account in introducing them to the new cultural framework.

Thus it would scem that the greater contrast between the lcarners own cul-
ture and the culture of the target language. the greater emphasis must be laid on
content and presentation of materials and on the motivation techniques which
should cater for the interim as well as terminal goais in learning. Interim goals
are essential to appeal to the students need of achievement and to promote a
sense of constant progress towards the final purpose. Progress, in this sensc,
refers to the ability to use the language they know in a communicative context.

2.2.6 Culture and Motivation

Lambert et al. (1963) have drawn attention 10 the major importance of what
they cal! integrative motivation to the lcarning of foreign languages. They sug-
gest there are two types of motivation. the instrumental and the integrative and
that the presence of the integrative motivation is necessary to successful mas-
tery of the higher levels of proficiency signalied by the development of native-
like accent and the ability to think like a native speaker. Reasons are consi-
dered instrumental if they suggest the language is being used for such purposes
as to fulfil an educational requirement, to get a better position, to read material

-in-the language . and are considered integrative when they suggest the desire to
communicate with, (o interact with, or to become a part of the language com-
munity speaking the language. In a real life situation an indiyidual is a member
of the group speaking his native language but when he is placed in a second lan-
guage learning situation he may choose speakers of his own language or the
speakers of the second laguage as kis reference group. Integrative motivation is
related 1o a choice of the second language group. Spolsky relates his examples
to a study of English - speaking Montreal high school students and their learn-
ing of French.

Gardner and Smythe, who were members of the research team on the Mont-
real project. assessed the effects of incentive programmes designed to affect
changes in the integrative motive. French Days, bicultural excursions and bilin-
gual immersion experiences and the like were devised to make the language
come alive and make the course something more than just another school sub-
jeet. A bicultural excursion involved i four- day stay in Quebec City, wherestu-
dents stayed together in one hotel and visited various sites in groups. This rath-
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er minimal bicultural experience exhibited significantly more favourable atti-
tudes towards French Canadians and a significantly greater interest in learning
French for integrative reasons. Other situations can have an equal if not greater
motivating effect than the Montreal situation. If everyone in a cultural com-
munity learns a sccond language, as in Malaysia, and if it is expected that every-
one should be bilingual. there cxists a strong motivating pressure on individuals
to learn. This situation takes second place to the one referred to earlier in this
part in which sheer necessity to communicate within a foreign context moti-
vates interaction. However, the vast majority of learnging situations are within
the classroom. where the integrative motive must be contrived to promotes se-
cond language proficiency. The integrative motive, therefore, is a complex in-
terplay of attitudinal and motivational variables and determines not only how
well the student accomplishes interim goals in learning but also his terminal be-
haviour which hopefully would involve a desire to further his contacts with the
language and the culture.

Catford (1969) emphasises a third type of motivation, that which arises from
an interest in language both in the language being learned and the language in
general. “It is an important fact,” he states, “that whereas the student of most
subjects is interested in the subject itself, the student of a language is not at all
interested in the subject which is language™. He maintains that conscious atten-
tion to linguistic relativity. while imposing some difficulties, could also be a
source of interest to the learner. To learn the grammar of French or Finnish is
to learn to conceptualise grammatically like a Frenchman or a Finn. This re-
flects the thinking of Gardiner and Smythe, who affirm that the vocabulary,
grammar and pronunciation have a meaning over and above. that which the
teacher is trying to present - they are representations of another cultural group
and the students” attitudes toward that group will affect the extent to which they
can incorporate the behaviour patterns of that culture group.

2.3 Teaching Implications: Focus on Languge

Broughton (1978), in postulating that it is neither possible nor desirable for
the majority of foreign learners to acquire total N.S.1., further argues that by
establishing norms of N.S.1. and working towards a definition of N.S.T 1. it
would be possible to clarify problems of linguistic selection and sequencing, re-
fine teaching materials and techniques. identify potential problem areas and
eventually propose a theory of language teaching.
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2.3.1 The Cultural Map: Selection and Grading

When we learn our first language we automatically make our own selection.
We learn words as we need them and the more we need them, the more we use
them. This so called principle of “natural selection” has been applied to the
teaching of second languages. Although it is possible for a teacher to attempt to
apply to the second language the same principles used to learn the first, it is not
possible for a method to do so in so far as it must present its material in some
form to the learner in textbooks, films, recordings, etc. (Mackay, 1965). This
consideration of method leads to the cardinal issue that teaching material must
be constructed round an inventory of teaching items and that preparation in-
volves delimitation and arranging content in appropriate sequence.

However the criterion of frequency hased on availability not only helps to de-
cide whether a particular item 1s selected for inclusion at all, but it also helps to

decide the sequence in which content items are taught. (Mostafa, 1980).

2.3.2 The Cultural Map: Vocabulary Learning

It is axiomatic that items to be taught are more easily learned if grouped with
other items which are naturally associated with them. Thus association of
words is justified on both linguistic and pedagogical grounds since the more
links there are between words, the more can be said with them. For example
ten words from the same context give more possibilities than one word from
cach of ten different contexts. It follows then that animal names presented in
lexical and semantic categories can be more casily learned than if mixed up with
other items. Native speakers possess an intuitive “feel™ or awareness of the
animals which form the nucleus of ¢ach particular category. For example,
*dog” and “cow™ are most likely to be nuclei of the pet und domestic categories,
respectively. Therefore by sequencing the teaching of the items in relation to
their location in different areas of the cuiwiral map, foreign learners be encour-
aged to acquire the cultural “feel” of the nucleus item of each category, and
consequently, the other items in relation to the nucieus item. In Keeping with
the line of argument precedence should v wiven to those animals with whom
the native speakers share closest relationship since are likely to be those with
whom foreign learners are most likely to estabish contact in a British cultural
cnvironment. (Sce Mostafa, 198()

This would suggest teaching the smaller and, as it happens, most important
categories, thatis, "furm and f.. 1d" categorics, in their entirety and reduced
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sets of the larger categories. An obvious starting point is the British “home”
context featuring dog, cat,rabbit and possibly hamster, to represont adult and
children's pets. This concept of context of situation is significant if our aim is to
achieve native speaker's type of accociations in the minds of non native speak-
ers by implanting the type of categorical associations native speakers have re-
vealed in their binary and selectional features. Additionally, it is extremely un-
likely that foreign learners would establish contact with these native creatures
in real life, with the exception of fox, feer or stag in a hunting context. After the
initial presentation of the animals as members of their semantico- cultural cate-
gories in thier corresponding contexts they could be sequenced to reappear as
members of different semantic sets in other contexts in follow- up lessons, for
example, the domestic house pet “cat” could reappear ten lessons later as a
member of a much larger exotic “cat™ category which inclucdes the carnivores
lion, tiger, leopard, puma and cheetah. Similarly, horse could be regrouped
with a cross cultural set of “rideable” animals: camel, ox, buffalo and yak. Oth-
€r various semantic groupings across cultures are possible, for example, food-
providing animals: whale, tuitlc, goat, horse and cow in a food context; natural
resource providing animals: camel, sheep, leopard in a clothing context; and
fox, hare, shrow and badger could be encountered in text to illustrte cultural at-
titudes revcaled in figurative use of language. The purpose of cross cultural and
semantic sequencing is twofold in that it increases the range of words taught
while keeping the lcarning load light. Aware of the fact that semantic sequenc-
ing is not translatable from one language to another due to the pragmatic use of
language, this approach could, at a later stage, be a means of introducing overt
discussion in which comparisin of contexts of situation could attempt to bridge
the cultural gap between the source and target languages. “Camel” to an Egyp-
tian, “dog” to a Malay and “buffalo™ to a Thai are entirely different concepts
from their counterparts in British culture. It follows that when teaching “dog”
to Malay or Chinese students, “pig” to an Egyptian, “horse™ to the French and
“cow” to the Indian Hindu, the desired aim is to encourage those foreign
learners to reorganise their categories in their own cultural maps and adapt to
the categories of the target language map. To adopt this pedagogical cultural
approach to language study would encourage “a deeper understanding of
another culture and a wider tolerance of different ideas :nd patterns of behav-
iour”, (Rivers, 1968: 26).

An intuitive impression that some words are more closely related to others is
compelling. Miller and Johnson- Laird (1976: 247) postulate that the rclative
frequency with which a particular word is given in response to a particular sti-

e



128

mulus is regarded as a measure, or at least a strength of association between
these words and a reasonable prediction of the rates of learning: verbal mate-
rials have been based on the hypothosis that the frequency of spontaneous asso-
ciation can be used to estimate the degree of transfer from previous learning ex-
perience to a present learning task. Miller (1968) refers to two interrelated con-
cepts, lexical and conceptual field, the former being an outward manifestation
of the latter. Psychologically, the association of words helps us remember
them. But these associations are not the same for all languages and for all per-
sons speaking the same language.

“Yet the majority of persons speaking one language may have one pre-
dominant set of associations, for example. in English, more than half
of the speakers of the language associate the word “chair”™ with table,
seat. furniture or sit”. (Mackay, 1965: 209).

Associations. being many and varied, are revealed in collocation, connota-
tion. predication, coordination, contrastive sets, selectional restrictions and fi-
gurative language. It will be apparent that those animals with very stable and
tightly knit associations, ¢.g. panda, lion, Fox and beaver will be less produc-
tive lexically in “exercise™ terms than animals like dog, cat. cow and horse,
which have revealed unstable and vanable associations due to their roles in var-
ied contexts in British culture.

These cultural demands that are being made on English language teaching
procedures are not always of primary consideration and must be viewed as one
of the threads of the general fabric of English language teaching. The cultural
dimension is one of many which includes the lexical, phonological, grammati-
cal and semantic dimensions 1n course book and syllabus design and as such will
he compounded with these other enteria. The practical examples which follow
are essentially structural, notional or communicative. The ideal course book
and syllabus will be one which is based on language use and as such will com-
hine functional clements, that 1s. the communicative and notional, within a
progressive structural framework.

2.3.3 Practical Examples

The present argument involves the desirability of weaving the lexico- cultural
component into a suitably structured teaching point.
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Example 1

Practice with the simple present could be combined with the edibility or ri-
deability concept. ‘

In Britain they eat beef but they do not eat horse.
pork dog.
lamb goat.
Example 2
Practice with the passive.
Are horses riddenin Thailand?  No, Thais ride buffalo.

buffalo Tibet? No, Tibetans ride yak.

donkeys Britain” Yes. as a matter of fact They are and they
ride ponies and horses too.

OR

A natural resource concept may be combined with “is used to™ in a clothing
context.

In Britain wool from sheepis used to make clothing.

pelts mink arc¢ furcoats.

leather  cowsis shoes and bags.

horns dcer are trophies.
Example 3

Selectional restrictions. It is essential to reveal the semantic relationship be-
tween verbs and nouns and nouns and adjectives. Certain verbs denote certain
situations and restrict the range of subject and objects in that particular situa-
tion. For example

Dogsbark. . . The barking of the dogs.
Horsesneigh . . . The neighing of the horses.
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and similarly nouns with adjectives

Gentle placid cows grazed in the mcadows.

The sly cunning fox escaped the huntsmen.

The faithful friendly dog accompanies his master on walks.
Stupid silly sheep strayed across the road.

Example 4
Practice in the Simple Future Tense in a situational context.

In Britain, you'll see sheepin fields, on hillsides and mountains.
horses in fields, paddocks and on race- courses.
decrin parks, woodland and higlands.
cows in ficlds, mcadows and farmyards.

Example 5

The lexico cultural component may also be woven into a communicative or
notional approach. For example: a dialogue between a parent and a child could
be based on “suasion” in a situation in which the child is requesting a pet for a
birthday present.

The child's requests may take the following forms:

i.  Mummy, why can't | have a pet monkey for my birthday?

ii.  Mummy, do you think we could get a pet rabbit?

iii.  Mummy, wouldn’tit be a good idea for me to have a pony?

iv.  Mummy. how about getting a Persian kitten?
Mother’s replies may be as follows:

i.  Monkeys could be dangerous when chained up. Don't you think they sho-
uld be free to come and go as they please?

ii.  Poniesare very expensive 10 buy und to keep and you would have to exer-
cise him every day.

iit.  Our garden is not large enough for a rabbit run.

iv.  Rover would be jealous if we brought a kitten into the house.

Example 6

The communicative approach could be based on dialogue too. For example:
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A : Can you imagine anyone eating a tortoise”?

B : Heavens, No! Wherever do they do that?

A : Don’t you know tortoises are a delicacy in Chma"
As a matter of fact they eat dogs too.

B : As an Englishman, the very idea horrifies me. These creatures are pets
and the thought of killing them is unthinkable, never mind eating them.

OR
In a discussion on the use of natural fibres as opposed to synthetic materials:

A . The latest fashion in Britain is to wear synthetic furs rather than the real
thing.
B : Why. can't fashionable women afford the genuine article?

A : Yes, of course they can, but modern opinion states firmly that leopard
skins look better on leopards and seal skin on seals.
B : Ican see your point - why should animals have to die to provide wealthy

women with furs.

5.2.4 Conclusions

From these exercises it is clear that the theortical implications of cultural
mapping are of utmost importance to the practical teacher.
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APPENDIX 1
CULTURE MAP - REFERENCE
1 Animal
2 Tame
3 Wild
4 Domestic
5  Field
6 Wild / Native
7 Wild / Exotic
8 House
9 Farm
10 Hunted
11 Not Hunted
12 Exotic / Safe
13 Exotic / Dangerous
14 Pest
15 food

16 Totally Protected
17 Tolerated



ANIMAL

PEST FOOD TOTALLY TOLERATED
Fox Deer PROTECTEL - Ferret

Mule Hare Badger Hedgehog
Mouse Rabbut Otter Shrew

Rat . Seal Vole

Squirrel ;

Weasel

Stoat

SAFE

Antelope
Armadillo
Anteater
Bush Baby
Beaver
Camel
Chinchilla
Elephant
Elk
Guraffe
Kangaroo
Koala Bear
Liama
Lemming
Moosn

Monkey

APPENDIX 2

EXOTIC

Ape Jaguar

Mongowse  Alligator Lion

Okapt

Platypus
Panda
Racoon
Reindeer
Skunk

Opossura

Buffalo Lynx

Polar Bear Levpard
Purcapine  Hrown Bear Munk
Bison Ocelot
Cheetah - Puma
Civet Cat Rhinoceros
Crocodile Tiger
Hyena Woll

Tapir
Walrus
Warthog
Yak
Zebra

Hippopetamus Whale




(4)
(5)
(6)
(7)
(8)

(9)

(10)

(11)

(12)
(13)

(14)
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