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INTRODUCTION

NUGRAHENNY T. ZACHARIAS
AND CHRISTINE MANARA

The purpose of this edited book is to inform howedties or
approaches in linguistics and literature can besfieial in English-as-a-
Foreign-Language (EFL) contexts. The goal is notptopose “best
method” that would work in every context—rather,iltostrate and share
the different ways in which theories drawn fromglinstics and literature
can enrich English teaching. The book in particytats emphasis on
practical teaching techniques and approaches mgugerary works and
theories in linguistics in the teaching of Englaha foreign language.

This book brings together educators’ work and eepees in the
teaching literature, linguistics, and language anldure into the English
language classroom. These works were presentech dhtarnational
Seminar with the theme “Bringing linguistics andedature into EFL
classrooms” organised by the Faculty of Languagk laterature and the
Language Training Centre of Satya Wacana Chridfiiainersity, Salatiga,
Indonesia, on November 24 — 25, 2010.

The goal of the conference is to gather teacheasher educators, and
learners of language study to share, negotiate,cantbnstruct learning
and teaching experiences. The conference alsoidmsctas a dialogic
learning site for all participants from various oties (Australia, Indonesia,
Nepal, Malaysia, New Zealand, and USA). The aiigleesented at this
conference offer this richness and diversity oftegts and experiences.
This book can be considered as another meeting fmirdiscussion and
learning experiences with a wider audience. Theegfove find it
important to put together these discussions arakid®o this anthology of
articles authored and shared by educators fronowsarcountries. We
believe that presenting this collection of artides way of communicating
ideas and stimulating dialogue with our readergebengaged with their
own teaching context through reflecting, undersitagdand responding to
their own teaching context.



2 Introduction

This collection of articles includes twelve chaptetl selected papers
from the conference and one invited paper. For edsesference, the
collection has been arranged in three main sectidhs first section
consists of articles focusing on the teaching a&adning of, the currently
developing notion in ELT, multiculturalism in Engfli language study.
The second section specifically explores some wafysvorking with
literary works in teaching and learning languagealy, the third section
looks at how applied linguistics can also be usedaa approach in
language teaching and learning.

What sets this book apart from existing booksdseitplicit coverage
of research and practical aspects of teaching. Phigect has been
prompted by the increasing split between the fietdfs linguistics,
literatures and English language teaching. The haibkuniquely address
this gap. Additionally, the book gives practicahgdroom applications on
how to use theories of linguistics and literaryt$ar the classrooms.

The book can be best described as a professiohahecput together
by scholars and classroom teachers that works agell university-level
textbook. The book will be suitable for academiasd gorofessional
audiences. It will provide theoretical and contextikknowledge for
undergraduate or graduate students in TESOL, appirguistics, or
related programs. The book will inform practicingathers who are
interested in using theories of linguistics andréture in their classroom
and teacher educators who are preparing and agsfste-service and in-
service teachers in the area of TESOL, appliedulsigs, or related
programs.
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CHAPTERONE

“I T'S LIKE UM...| CAN’'T EXPLAIN...
WHATEVER”:
MULTICULTURALISM AND MY-CULTURALISM
IN ENGLISH CLASSES

ROBY MARLINA

Introduction

| would like to commence this paper with a shoiitege of a lesson of
my colleague, Leah (pseudonym), ompoliteness in international
communicatiohin her first year undergraduate English as aerhmdtional
Language class, which has 20 students from divdirmgua-cultural
backgrounds. It is this lesson that has motivatedanwrite this paper and
will be used as the basis for the claims | modas@ke in this paper.

“Today’s we're talking about a very interesting imvhich is highly
relevant to you...and what makes it even more istarg is that all of us
can learn about each other’s perception, each’stbeltural values”, Leah
started the class. She briefly summarised the ibeatiscussed in the
prescribed reading and then moved on to an actiSttydents were given a
list of scenarios and asked to explain what theyld/i@o/say in each of
those given scenarios. One of the scenarios wasepfesentative from an
overseas company is visiting your company to insplee products that
you sell. As this is the first encounter with tlepresentative, how would
you start the conversation?’ After students fingladéscussing, Lee asked
them to share it with the whole class.

One Anglo-Australian student, Jim, said, “I wouldst introduce
myself, hello my name is Jim, nice to meet you hnauld expect him to
do the same and then after that I'll talk about praduct and give him a
company tour”. In response to this, a Japaneseestudaka, laughed,
“wow, that's so Australian, Japanese wouldn't dattlwe would say last
name plus ‘san’, Japanese term of address, andsthefit's a pleasure to
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meet you and hope to establish good working reiatipp with you™.
Then a Chinese student, Fei, responded, “I wowd‘walcome’ Mr. or
Ms. Chen (surname), and then I'd ask them aboit flight, their journey,
and say things like ‘you must be tired”. Kim, a #¢an student, added, “I
would look at the person and guess the age ofahsop and then I'll think
about what to say based on their age, but if | dembw, I'll ask the age of
the person”. When Tae, another Korean student,dhtas, he (with a
puzzled frown on his face) said “I wouldn’t ask abthat person’s age”.
Jim agreed “yeah, that would be so impolite, bugdsdd matter though?”
Kim responded ‘Tae, that's very un-Korean, | ddkiow why you said
that! so unbelievable, and, Jim, Koreans have tanwkabout each other’s
age, it's a very important thing in our society’.

Leah was very fascinated by these different resgoasd probed the
students further, “So, Jim, why would you use yfitst name and expect
the person to do the same; Taka, why last namesalo®; Fei, why would
you ask them about their flight, journey, and sgyu’ must be tired'?; and
Kim, what's with the age?.

All of them answered either it's polite or impolite do/say [...] in
their cultures. Leah was unsatisfied and probeithéunr‘but why is it polite
or impolite to do/say that? Jim said, “well, youokn it's an Australian
thing, | don’t know how to explain it, but it's olmabit”. Kim nodded and
said, “well, it's very Korean, and | don’t know wiTyae said that”. Tae did
not say anything. Leah was a bit disappointed ksranobody had
answered her answer satisfactorily. She then askgdwhat about you?”.
Fei said, “it's like um...so Chinese, you know um..dnd know um...
how to say...l can’t explain...whatever”.

Multiculturalism or cultural diversity is a relagly fashionable term,
though it is not something new, in today's disceurd education. A
number of primary and secondary schools in Austrgdromote the
importance of learning and teaching LOTE (Langua@dker Than
English) and organise multicultural festivals tdowad students to learn,
experience, and appreciate cultural diversity. Mamyiversities in
different parts of the world have also been makiogsiderable efforts to
internationalise their curriculum so that studeamiaduate with the ability
to function effectively in multicultural social anmtofessional contexts. In
English language classes or programs in particutardticulturalism is
often the core teaching focus. Cultural understagndcultural awareness,
cross-cultural comparisons, and multicultural cotepee have been “on
the lips of English teachers” (Tanaka, 2006, p. &%) declared to be an
essential main component in ESOL classrooms (Aeal@008; Harumi,
2002; Stern, 1983; Tanaka, 2006). Both Araluce §08nd Harumi
(2002) further argue that it is often English laage classrooms that
provide students with ample opportunities of rajstultural awareness
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and developing multicultural competence. Thus, théper begins by
addressing possible reasons for this ‘obsessiotfi multiculturalism as a
core focus or element in today’s English languaggrams. As enriching
and inclusive as multiculturalism-oriented Englislinguage classes/
programs/curricula may sound, this paper modedtiyms that knowing

and understanding cultural traits and behaviowsfdifferent countries

tends to be limiting rather than enriching learhekaowledge and

perceptions. The paper will then conclude with sanmlest suggestions
and their limitations which English teachers mayta consider in their
own contexts of teaching.

Why ‘Multiculturalism’ in English Language Teaching
(ELT)?

The forces of globalisation and the current staii€nglish can be
argued as some of the main reasons for the reguaimphasis of the
teaching of multiculturalism in today’s English tarage education. Due to
the rapid forces of globalisation, citizens of therld today are living in a
‘small global village’ or, as Hall (1997) termegostmodern globalisation’
era. An era in which global citizens can witness“porosity of national
boundaries that allow people, goods, and ideadote &asily between
borders” (Canagarajah, 2007, p.231) and the “ingzaa interrelationships
in virtually all spheres of activity such as tradend commerce,
international diplomacy, communications, transpant travel, defence
matters, education, entertainment, and so on” (Hitia2008, p.243). The
advancement of information and communication tetdgyo(internet, on-
line chatting, online networking sites etc) andréased human mobility
around the globe have further allowed citizens fidifferent parts of the
world to be in contact with each other without gieg outside their
national boundary. For example, with the growingnber of students,
travellers, and migrants in Australia, Australiatizens have an abundance
of exposures to diverse cultures and languagesaddition, these
exposures are also a remote-switch away as Austhals a broadcaster
called SBS, Special Broadcasting Service, whichvides the citizens
with news, shows, films, entertainment etc. frormgndifferent countries
and in different languages. Thus, multiculturagritcy and multicultural
competence are essential in thé' Zlentury. Then, what role does the
English language play in today’s context of glokatiion?

Not intending to devalue the importance or sugggdtie unimportance
of learning/teaching other languages in the waotthé, English language
currently enjoys the status of an internationablaage. It is inescapably
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one of the chosen languages in a variety of intemmal economic and
cultural arenas such as the language of interrdtimmganisations, motion
picture industry and popular music, internatiomalel, publications, and
education (Crystal, 1997, Graddol, 1997; McKay, 200McKay &
Bokhorst-Heng, 2008). As a result of this, the wohas witnessed a
dramatic growth in the numbers of speakers of Bhgland nations
bestowing a special role or priority upon Englisither by making it an
official language of the country or by requiring istudy as a foreign
language (Crystal, 1997; McKay, 2002). Additionallnglish is most
likely one of the most frequently used tools of coumication between
people who do not speak each other's mother tonglieerefore, as
Nihalani (2008) puts it, “with the dawn of the Imtet age and the trend
towards globalisation, proficiency in English isracial skill for survival”
(p- 243). What is even more crucial is the ability use English to
communicate with people from diverse lingua-cultln@kgrounds and to
operate effectively in a variety of settings theg multicultural in nature.
Informed by the current situation of the world ahd status of English
discussed above, many English language educateesbe®en encouraged
to integrate multicultural issues into the currigul or learning materials
that aim to develop respect for voices of peoplamfrdifferent race,
colour, and gender; to increase students’ multicaltknowledge within
the framework of universal respect; and to proneafeality of opportunity
and respectful treatment to people from all ethrdckgrounds (Araluce,
2008; Kumaravadivelu, 2008; Sleeter & Grant, 2008stead of only
learning about American or British cultures, multtaralism-oriented
ELT materials/curricula/classrooms would includéaivCortazzi and Jin
(1996) termed, international cultures, which canefsa great variety of
cultures from countries around the world. Not oulges this provide
students with opportunities to expand their knogkedf other cultures
and learn to appreciate other cultures, but thayatso learn to accept that
learning English does not necessarily mean learAimgrican or British
cultures. In addition, multiculturalism-oriented t@dals also need to have
more representations of users of English from défié parts of the world
by using non-Anglo names and non-Caucasian chasa¢&ray, 2002;
Matsuda, 2002, 2005). In fact, a study by Marlima a&iri (2009) has
found that in practice, some material developerd Bnglish language
teachers (including Leah) in Australia, to someeakthave implemented
some of these suggestions in designing, choosing, teaching the

1 By this, I refer to all users or speakers of Estyliregardless of their ‘nativeness’
status and their country of origin.
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materials. Therefore, there seems to be a bekefttiese materials may be
considered useful as they promote multiculturalamd at the same time
guide students to become competent users of Englisiday’s globalised
world. However, this is still inadequate, espdgiah the light of my
colleague’s classroom which | shared at the begaof this chapter.

Problematising multiculturalism in ELT

Although the concept of multiculturalism promotée tvalues of and
respect for cultural diversity, it seems to ovekdloat this is likely to limit
students’ views of cultural differences, hinder firecess of developing
students to become unique individuals, and theeeftiscourage rather
than promote multiculturalism.

Firstly, learning and teaching cultural differenegthin the framework
of universal respect is undoubtedly essential @ays English language
classrooms. However, cultural difference needs doldarnt and taught
with ‘care’. What the concept of multiculturalisrmda the pedagogical
practices that promote it tend to have overlookettié superficiality of the
way ‘culture’ is viewed or talked about. As Kumaaaivelu (2008)
argues, the concept/ideology of “multiculturalismeats culture as an
immutable given that stays stable across histodaal social contexts...
and engages in a totalising discourse that unhélpéssentialises and
reifies ethnic and cultural differences” (p.108)aksumes that culture is
monolithic and deterministic in its influence andyadifferences in
behaviour, practice, or perception are likely to dmnsidered ‘strange’
and/or ‘problematic’. This superficial and essdigiaview of culture can
be seen in the ways students in Leah’s class comtechem their own and
others’ politeness strategies in conversatitmat's so Australiah ‘it's an
Australian thing, ‘so Chinesg and so unKorean of yduThey talked as
if there were behaviours, practices, mindsets e innately reserved
for Australians, Japanese, Koreans, or Chinesethénstudents’ eyes,
people seem to be viewed as occupants or, worgmnprs of a ‘box’
(refer to the figure below) whose behaviours, matslsand practices are
biologically endowed.
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Thus, it can be argued that, rather than enricliind diversifying
learners’ perceptions of different politeness sgas in English, the
discussions in Leah’s class seem to limit studgr@steptions of differences
in politeness strategies found within the same bosimilarities found
between two different boxes. Treating each cultachmunity as a more
or less homogeneous whole does not provide studétitshe multiplicity
of realities that are out there in the real woddd thus “forbids, rather
than facilitates, the emergence of a multicultyralbnstituted society”
(Kumaravadivelu, 2008, p.108). If not questioneidents may or can
develop ingrained resistance to believe that digensithin their own
country is a myth. This perception is exemplifiadim’s response to Tae
who disagreed with her:1‘don’'t know why you said that! So
unbelievable! which implies her unacceptability of a differguerception
and value held by her fellow countryman. Furthemmorf a
multiculturalism-oriented English curriculum or staaims to promote
inclusiveness in language teaching, the paper wolkddto argue that,
with a superficial view of culture, it can lead poomoting exclusiveness
and the binary opposition of ‘us’ and ‘them’. Thepeessionsit's very
Korear and ‘so unKorean of yduto a large extent, already imply that
there are certain behaviours, practices, or misdseat have to be
displayed in order to stay in the ‘Korean box’ (us)d not in the
‘unKorean box’ (them). Thus, teaching multicultisal, especially
informed by the superficial view of ‘culture’, innglish class may need to
be critically considered as the discourse or peaatif ‘cultural othering or
otherising’ tends to hide behind such cliché tesrimaulticulturalism’ or
‘cultural diversity’.

Secondly, another very important aspect that thecept of
multiculturalism and the pedagogical practices tpabmote it have
overlooked is the recognition of individual uniqess, individual life
values, and individual life choices. The rich dsigy of worldviews,
cultural capital, and personal knowledge that leesrgained from their
experiences often do not receive much attention ace ignored
(Kumaravadivelu, 2008, p.109). Though it is impottao know one’s
uniqueness and how one can be different from tHose the same
country or different country, what has not evenrberich emphasised is
the ability to talk about or communicate that umigess and those
differences in life values, life choices, and weitlvs to one’s
interlocutors. In other words, it is not enoughdoly know that m
unigue and therefore different from everyone 'elsat also to have the
skills to talk aboutin what waysand why am | unique and differ&hirhis
can be related again to the way students in Leglhss responded to her
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guestion about the reasons behind their choicgsolifeness strategies.
The students clearly knew that their choices oftpoéss strategies were
different from their classmates, but they wereatule to provide clear and
adequate explanations of those differences to lamath perhaps other
classmates who were eager and curious to knowesard.l Instead, those
students resorted to stereotyping Korean thing or ‘our habif) or to
‘whatevel As Tanaka (2006) very sharply claims, “we use tterm
‘differences’ and yet we are unable to explain differences” (p.26). In
fact, if one aims to genuinely promote multicullism through English,
then one also needs to be able to talk about ologngmmunicative
strategies in English to explahmw andwhy one is different from their
interlocutors, be they from the same or differenftural contexts. Only
stating 1 am different because I'm frofthis country can be argued as a
statement to promote monoculturalism as opposed genuine
multiculturalism and to avoid, as Kachru and Sn{2608) and Kubota
(2001) emphasise, the nature of successful inteadinltural communication
as a result of cooperation and shared communicegiqgonsibility of both
interactants.

Practical implications

In light of the above discussions, the paper wdikd to make a
couple of modest suggestions that multiculturaleiented English
language educators may need to consider when tepéhiglish and/or
designing curricula and learning materials for k#éag English in their
own contexts.

First, it is necessary for educators to criticablyassess and re-reflect
on the common usage of the unpacked notion ofuceiltto explain the
behaviours, mindsets, values, or practices of aguewho comes from a
different country. Holliday (2009) suggests thattune should not be
simply perceived as “behavioural traits which coafipeople as though
they are occupants, but as any complex societ@ialscand personal
forces that influence (not colonise) people” (pJ148 think, act, and
perceive the world in a certain way. Therefore,reifeEnglish educators
teach in a classroom consisting of students who apggar to come from
the same linguistic and national entity, the clagsr is still not a
“monocultural cocoon but rather is multicultural sacs” (Kumaravadivelu,
2008, p.114). Students then need to be made awateébeing born in a
different nation does not necessarily account fiffierdnces in values,
practices, behaviours, and mindsets. These perteiifierences can also
be observed within their own countries, communjtetbnic/social groups,
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classrooms, or even among individuals within ttogin family. Students
can be guided to see that they themselves are ralljtcomplex
individuals whose practices, behaviours, values] aworldviews are
influenced by a wide range of different agents ofialisation such as
family, peers, work, religious group, ethnic groufessure groups and so
on, which are probably the ‘cultural groups’ to wliithey have frequent
exposures. The global circumstances and the trbosmiuflows which
students can access from the mass media and #raehtre also likely to
play a powerful role in shaping their own individlyzractices, beliefs,
values, and mindsets. Thus, it is important forlshganguage educators
to transcend superficial national culture differemiavhen teaching about
cultural diversity and multiculturalism in their ovelassrooms.

In practice, language educators can bring socioistigs into the
classrooms, curricula, or teaching materials. Sitedean be introduced to
a sociolinguistic concept of ‘language variety’ aamtouraged to explore
how and why language vary at national, regionatisdpand individual
level. Specifically, language educators can famdetheir students with
concepts such as dialects, sociolects, genderlethsolects, and most
importantly idiolects of English and of their ownother tongue. As a
classroom exercise or task, students can be aekepply these concepts
to English and their own language and compare thwir idiolects with
people from the same and different countries, coniti@s, or even
families. Some of these concepts, however, alsd neee taught with
care and from a critical lens as they can leaduttuial stereotypes and
otherisation (e.g. dnly men use non-standard language to display
masculinity whereas women use standard languagépeople from the
South speak slower and more nasal than those ilNtTé"). Language
educators may need to remind students and perhapssélves not to use
these concepts to compartmentalise people andldmgiuage according to
the social variables, but to understand the conitglegf all social
variables in influencing the way a person usesiglage.

Second, as previously discussed, to professioniaielop students to
become multiculturally competent users of Engligid @0 genuinely
promote multiculturalism, not only is it sufficieand important to know
that one is unique and different, but also to bk @b talk about and
communicate their uniqueness and differences inli§ngro implement
this, Kumaravadivelu (2008) advises that languadigcators can design
tasks or projects based on familiar or popular d®pand themes that
require students to use their own thoughts, speedtwperiences, and
knowledge. Relating to the theme of this edited Kyopopular local
literature written in English is something with whistudents are familiar
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and is likely to have topics/themes that studeats relate to their own
cultural capital and experiences. In addition, Iditarature especially the
ones written in English, may provide students wieful examples of
ways to communicate local cultural practices, vslueehaviours, and
worldviews in English. Although the stories, themes contexts in the
literary works may not necessarily be relevanthose of students, they
can still be a stepping stone to teach students teosommunicate the
uniqueness of their own ‘cultures’ to the worldgnglish.

An example to illustrate this suggestion is an isfglesson shared by
a colleague of mine from Thailand. He used an aagvhphical novel
entitted My Boyhood in Siahwritten by Kumut Chandruang (1970) in
his English classes at a university in ThailandsTiterary novel is about,
as the title already suggests, the author’s boyhtzgd and experiences in
Thailand and his impressions of the United Statbgrwhe visited the
country at the end of the novel. In the novel, Ghaang (1970) wrote
about his family, some areas he visited in Thailamil some festivals and
occasions such as funeral, wedding, New Year cafielor, big Buddha's
fair, and harvest time that were very specificaogording to the author,
his ‘native’ Thai cultural context. There are alsomerous examples of
speech acts which reflect the uniqueness of thieodstculture, such as
the expressionMay you live until your old age, and may you have a
youthful complexion, happiness, and good héaf®handruang, 1970,
p.110) he used to wish people he met in the New.Yea

As a classroom assignment, students of my Thagaglle were asked
to identify any aspects described in the novel tleeyd similar/different
or relevant/irrelevant to their own current culfwantexts. In other words,
students are asked to explore to what extent thbogs thoughts,
worldviews, values, and practices are similar fiédent from their own.
Under the teacher’s guidance, students were gumledplore further the
underlying reasons for those similarities and ddfees. Based on the
analyses of the differences and similarities, sttslevere given a four-
month writing project in which they were required gelect some of the
chapters from the book and then write their ownsier — ‘My
Boy/Girlhood in Bangkok/Krabi/Hatyai/Phuketind even My Boy/Girlhood
in Penang and BangkoRR in Leicester and BangkbHkor Thai students
who have lived in other countries. According to aofleague, this project
provides his students with an actual opportunity léarn how to
communicate their own individual speech, culturagtces, values, and
worldviews in English and to equip them with theligbto deal with any
intercultural misunderstanding they may encounteany intra/intercultural
communicative situations in future. | would alskelito further add that
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not only do the students learn ways to promote ioultralism, but they
also have the opportunity to develop their ownlisti¢ idiosyncrasies’ or
idiolectal variety of English, which enriches tHféavour’ of the English
language and therefore resonates with the paradfgeaching English as
an International Language in today’s globalisingldi¢McKay, 2002).
However, there are a number of limitations of thewe suggestions
that this paper would like to point out. Firstlyjs not always easy to find
available local literature written in English. Obusly it is because local
literature is mostly written in the local languayed sounds more original
and better in the local language than in Englislowever, language
educators and scholars still can take the iniatio collaborate and
produce local literary works in English. Secondigjng able to talk about
one’s own ‘cultural’ uniqgueness and differencessdoet sound like an
easy task. My colleagues and | have been tryirdptthis for a number of
years and never have we ever stopped encountdtidgrés sayit's like
um...I can't explain...whatever’l do wonder if this difficulty in
communicating their own cultural uniqueness andetihces can be
attributed to inadequate linguistic knowledge, igmze, lack of
motivation, lack of practices, or poor teacher'sdgace. Though it is
beyond the scope of this paper to discuss thesesdled’ of learning how
to communicate one’s own cultural uniqueness affdrdinces in English
may need to be planted in the students, perhaparbt stages of learning
(of course as long as the educators feel that ste@dready have adequate
proficiency in English). Thirdly, wanting student® break their
stereotypical mindsets and to be aware of the aspl® implications of
their superficial discourse of ‘cultural differendés a challenge. In order
for students to break the mindset, it is the edwusdfirst who have to be
fully conscious of their own discourses of peoplanf different cultures,
social groups, communities, countries etc in thigaching and the
curricula. As Kumaravadivelu (2008) claims, someazdors know about
the danger of stereotyping, yet they still persidye(or unconsciously)
practise it. Thus, continuous efforts in the teaadducation programs may
also need to be made in professionally developingtical
multiculturalism-oriented English language teachers
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CHAPTERTWO

NARRATIVES:
A DIALOGUE WITH THE INTERCULTURAL-SELF

CHRISTINE MANARA

Orang mengatakan berkat kesadaran ilmiah manusha thumi kita ini
bola, maka sudah tidak ada lagi Timur atau BaraDrang berkata, tidak
ada, selama bumi berputar pada porosnya. Itu katang. Tetapi kita para
antropolog berkata, memang Barat-Timur tidak adgi,ldetapi toh tetap
ada. Timur sudah dan semakin menjadi Barat. Namabalknya sudah
ada tanda-tanda sedikit: Barat menjadi Timur. Térlsedikit memang
tetapi cukup signifikan. Hanya sayang perkembanganndan
konvergensinya masih terlalu asimetris

[People say that because of scientific knowledge,world is round. The
so-called “East” or “West” no longer exists, anaple say it will not exist
as long as the world rotates on its axis. That'atwhost people say. But
for us anthropologists, even though East-West imgdo exists, it is still
there. Today East is increasingly becoming Weshve@rsely, there are
also signs that West is becoming East — just ke, lithdeed, yet it's still
quite significant. Unfortunately, however, the depment and
convergence is still too asymmetrical.]

—Y.B. Mangunwijaya, Burung-burung RantauThe Traveller Birds]
(1992, p. 283)

Introduction

This excerpt was taken from an influential literamprk by Y.B.
Mangunwijaya, an Indonesian educator, architeatpgbpher, writer, and
Catholic religious leader. The novel puts togettier multi-faceted and
complex inter-relational elements in the life ofntans as social beings. It
tells the story of a family and its members livimgthe present day of
globalization and how globalization affects thegtationships and points
of view. Most of all, it is a story of how each cheter in the story makes
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meaning of his experiences subjectively in thig tdsmnging world. The
novel highlights issues such as generation-gagssinationality, identity
struggle, cultural values and world view clash amegotiation, and
“hybridized” sense of self. In the same sense, #tile also tells the
story of issues which learners with various soaititzal backgrounds
face in an English-speaking Western context (Hailid2005).

Stories or narratives have long been used to cobetigfs, values,
history, lessons, and worldviews. In my culturegeleds and myths are
used to tell the history of various places in Inelsin. Stories are used for
moral and ethical educational purposes from onemggion to the next.
Narrative is certainly not something new in ouebyv It is a media which
conveys messages and encourages dialogues. Itele@sused to teach
etiquette to children, to maintain positive socralues and tradition, to
teach religious and spiritual beliefs, and to perand to realize ‘goodness’
in life.

A more personal value of narrative that, | thinknast everyone
experiences, is that story binds people togethiehas a more intimate
value in which people exchange stories for esthiplgs relationships or
sharing experiences with others. There is alwagsetkpectation for the
audience to learn something from what has beeregdhly others. As
Riessman (2008) says, “Storytelling engages areaadiin the experience
of the narrator. Narratives invite us, as listeneeaders, and viewers, to
enter the perspective of the narrator” (p. 9). Mogbortantly, narrative
moves people and encourages change and actiors(fias2008).

Yet it is quite ironic to see that personal namaijRiessman, 2008) or
contemporary discourse, as opposeduthoritative discours€Bakhtin,
1981) — in this case, formal academic writings sashacademic articles,
textbooks, lecture notes, and other teaching nedseri are rarely present
in the classroom. This is probably due to the paroa of the classroom
as a formal academic learning setting which reguspecific scholarly
forms of writing, reading, and classroom interattigith use of academic
jargon. These forms of authoritative discourse haften been positioned
as the authority of knowledge in the classroom Wwhénds to neglect our
voices, the students’ and the teachers’. | feardbatinuing to live within
this common perspective and routine may draw ukduarfrom the voices
that reflect who we are, what we know, what we waritnow, and what
we look forward to — i.e. our narrative of learnidgis not my intention,
however, to suggest a dichotomous view of authoréadiscourse versus
contemporary discourse (such as learners’ persoaalative) in the
classroom setting. Rather, it is a modest attemptegotiate a place for
personal narrative in the teaching-learning adgéisiin the classroom. The
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aim of this paper is to share teaching and learmirgeriences while
encouraging and working with the learners’ persoraatatives. It is also
important to acknowledge that the teaching andclagrstrategies used in
this classroom were the result of team-teachingudsions with other
lecturers of the course.

Narrative-based inquiry

Research studies that use narrative have also Wesaoribed in
language such as narrative study, narrative amsalysirrative approach,
narrative inquiry, self-study, and also case-stwthich often make strong
use of narrative in some forms. One set of inflisworks in narrative
inquiry that are often cited in research using atare inquiry are those of
Clandinin and Connelly (e.g. 1986, 1995, 1998, 20Qing Dewey’s
concept of experience for their theoretical framayaClandinin and
Connelly (2000, p. 20) state that “narrative ingusra way of understanding
experience.” This idea implies the process of egpion and transformation
through the act of narrating. They argue a caseefmaging with and
understanding experience by studying it narrativeGlandinin and
Connelly see narrative as “both the phenomenonthadnethod of the
social sciences” (p. 18). They further explain teeérything in the world
is a phenomenon retold through stories, and thataaative is the
phenomenon. Narrative is seen as the method ofirindpecause “the
inquiry is itself a narrative process” (in Clandiré Xu, 2009, p. 222).

The use of narrative possesses positive qualitiésiman development.
One of these qualities is the use of narrative mking meaning. As
Lieblich, et.al. (1998) states, a human is a “megigienerating organism.”
It is in his nature to elicit and produce meaninghis interaction in the
world. One way to do this is through narrative. sk (2006) views
narrative as a way of making sense and producingning from what
individuals experience everyday. When individuah their experiences
to others, they are involved in the act of reintetipg, re-evaluating and
reconstructing their experiences for themselves/i@ttos, 2009, p. 31).

Narrative is also closely related to the formatioh identity. In
narrating their lives, individuals are constructimgd reconstructing
something about themselves too: what they know,twhey think, who
they are, who they were, how they have changedhandthey want to be
perceived by others. The formation of identity sablished through the
interaction between the self and the environmewtj@ & Estola, 1999).
This narrative of identity (Bakhtin, 1973) is whatakes an individual
unique. In Bakhtin’s (1973) viewpoint, in interagi with others, we use
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language to reveal some parts of ourselves. Lamgsig in the socio-
cultural and historical context in which individagbarticipate. Therefore,
in narrating something, individuals use and devetbp pre-existing
languages and genres in their cultural context.r@thee, to Bakhtin,
language, as well as identity, is dialogic in natur

Keeping the dialogic nature of language in mind, anieg is
continuously being constructed and re-construdtieshce, learning is also
a continuous process. Individuals learn and real&aowledge, concepts,
ideology, or meaning in their interaction with ath@nd their environment.
Indeed, dialogue is highly important in the teaghitearning context
where learners are presented with academic disesuiEhe classroom
should be a place where interaction of knowledge n@raning is
encouraged and maintained, and one way to doghiséugh encouraging
the use of learners’ narrative.

The teaching-learning context

The context of the teaching-learning activity wasmailti-cultural
undergraduate classroom. The learners were enrallethe first year
course under the program of English as an InteynatiLanguage. The
content of the course introduces the learnersaatinrent phenomenon of
Englishes in the world. In this course, the tradhitil discourses of the so
called “Standard English” and other related isqees. Native speakerism,
monoculturalism, monolingualism, etc.) were chajkshand problematized.
The goal of the course was to raise learners’ aves®of the development
of English as an International Language and itateel issues, namely,
critical multiculturalism, the hybridization of Elgh; and speakers’
language, culture and identity negotiation in Estglicommunication.
Therefore, the teaching-learning activity mostlydlved interactive
learning activities which encouraged learners teehgroup discussion. |
believed that learning would be more meaningful mwitewas related to
the learners’ life and environment. | was very dodte that the team-
teaching members shared similar beliefs on learnifigerefore, we
encouraged learners to reflect upon their persdirguistics and
intercultural experiences and exchange their stariegroup discussions,
journals, and academic essays. The following sestipresent my
observation of learners’ narratives as they engagéti theoretical
concepts introduced in the classroom through acederadings.
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Learners’ personal narrative as narrative of identty

Gathering learners’ personal narratives in thesctasm, | could not
help but notice that most of their accounts refeatomplex interaction
between the issues introduced in the classroom thed personal
intercultural and inter-linguistic experiences. Thaarratives also
encourage learners to be more observant and teéleabout their past
learning experiences and understanding of self.i§he of identity seems
to hold most of their attention, often related iscdission in response to
course reading materials.

One issue that has held learners’ attention igefationship between
identity and accent. In one of the meetings, thEctof the week was
Accent Debate. | presented several opening questmnhe learners: “Is
there anyone in the world who speaks without ar@t®cDoes having an
accent mean being a less competent speaker? Desddrsgp English mean
speaking without an accent?” A wide range of respernwas generated
from the discussion. | found some students’ nareatireflect the tension
of keeping their identity and the situational fuaotof conforming to the
speech norm of their immediate surrounding.

| would like to draw our attention to one sample student narrative
by Aniee (pseudonym). Aniee was raised in Australizce her parents
migrated to Australia when she was very young. Bae a Malaysian
Chinese background and is currently pursuing aegegr Economics in
the university while working as a part-time empleyia an Australian
company.

| think it depends. | change my accent when I'mvairk because
sometimes there’s a kind of discrimination wheroh'tl sound like them.
So, | changed my accent to fit-in at my work pldget, of course, | speak
differently at home. | would use Cantonese with parents. (Aniee,
12/05/09)

Aniee shared quite a sensitive issue of identity speech norm from her
working experience. Honey (1998) states that acasatplays a function
of register (p. 73). Due to her status and relatiqm (as a newcomer) with
the members of the community where she worked, é\fedt that it was
necessary for her to adjust her accent to be abléunction in the
community and to be accepted as a member of thetmtmity. Her
decision to switch from one speech norm to anathemws the complexity
and conflicting side of identity and language ags@m in an individual's
multiple roles within certain social expectatiomglgolitical power. As a
newcomer to the workplace, she was expected tndas herself within
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the cultural (and speech) practice of the comp&iyce most people in
the company use only one speech norm, Aniee’s Bpeecm was

positioned as insignificant and unacceptable it #wcial and power-
relational dimension. Her survival instinct suggesthat Aniee suppress
her English accent which reflects her Malaysiann€ké identity and
adopt the workplace speech norm (Australian Enplish be able to

function and be accepted in that context. In thase¢ Aniee chose to
perform a certain act of identity (Le Page & Talsitieller, 1985) by

suppressing or silencing her speech norm and pmeirigr the desired
speech norm of this particular speech community.

The issue of difference in terms of linguistic giee was also pointed
out by another student, Min, as she responded dotdpic of speech
variation. In her journal, Min tells her story ofarning English. Her
narrative reflects the process of understandingotst linguistic practice
using her present understanding of the issue:

When | first came to Australia, | was very frustichithat | could not catch
up with their speaking. | knew they are speakingdish.” However, it
just sounds different as what | have been learimingaiwan, since our
education system has adopted American Englisheagetiching model. |
still remember that when | had my first languagesslin my high school’s
language centre [in Australia], my teacher cormatey pronunciation,
just because | pronounced “I can’t” in American whly teacher told me
that here is Australia and that is why | have tp ts& word “can’t” in /a:/
sound. | do not agree with her in this point, beealnglish has become
Englishes, it got heaps of varieties in the worliol are used by a lot of
people. Therefore, why can’t | speak my own way?ldkgy as you can
communicate with each other, | do not think it é&ywimportant. Besides,
Australian English is one of the varieties of Eslgli(Min, 15/06/10)

Min’s (a pseudonym) account shows several phasésaafing. The first
phase shows how Min, during her past English learmixperience, was
conditioned with one model of English, that is Aman English. The
second phase is when Min arrived in Australia \igh variety of acquired
English (American English), and she experiencedfingtr encounter with
another variety of English (Australian English). rvifelt the tension
between her believed acquired-norm of English (Acagr English) with
another new norm (Australian English) in her newiemment in
Australia. Min’s understanding of ‘the’ English (this case, American
English) was challenged by another experience idifeerent speech
community that she entered. Near the end of hevuatc as her response
towards topics and discussions that the courseduted, it shows that
Min has taken ownership of her own variety of Eslgland reflectively
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guestioned the acculturation model of learning #ieg experienced in the
past. As she was telling this story, three pastiitgnt incidents were

interacting concurrently: her past language leaynim Taiwan, her past
learning experience in Australia, and her recefithyarned” concept of

Englishes and mutual intelligibility in intercultalr communication. Min

revisits the past experiences and processes thdiplauloices or

discourses using the newly acquired knowledge.

Aniee’s and Min’s narratives depict, in sociolingfic terms, the
assimilationist discursive practice that existthieir immediate environment.
Cultural assimilation, as explained by Kumaravaldivé2008), is a
condition in which an individual would be expectéd “adopt the
behaviors, values, beliefs, and lifestyles of themuhant -cultural
community and become absorbed in it, losing [oneh in the process”
(p- 4). Hence, both Aniee and Min have to adopt iamderse themselves
into the dominant cultural community, in this ca8eiee’s workplace and
Min’s school in Australia, in order to survive ingse contexts. During this
process, Aniee and Min consciously or subconscjoustre driven to
silence their linguistic and cultural identities.

Narrative as an inquiry-mode of learning

Narrative has often been used as an inquiry-modeleafning
(Clandinin & Connelly, 2000; Richardson, 2000; Cuimgn2007) about
oneself. Lieblich, et.al. (1998) assert that nareais a media to learn
about an individual's inner world. Narrative, indtsense, can be seen as a
dialogue with one ‘self.’ It tells the story of whane knows, thinks,
imagines, or wonders. In learners’ journals, | fduthat narrative serves
this purpose for them while interacting with th@its discussed during
the lesson. Learners who did not have the chancentévact in the
classroom used their journals as an extension af gelf-inquiry. The
following extract was written as a response to stulsion on language
and identity:

It is not always easy for a co-ordinate bilingualbe sure of their own
identity. Being born and raised in Australia my \ehtife, my vernacular
is Australian English. My parents are from Malayaia speak Cantonese
to me so | am also fluent in Cantonese. All mytreés live overseas or
outer state and | went to schools where there wgesenall number of
students who spoke any languages other than Englshthat reason |
rarely communicate in Cantonese; predominantly amith my parents.
Moreover, | cannot write or read Chinese and myydadtivities mostly
reflect Australian culture (watching Western teston, surfing Western
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websites, etc). However, a lot of traditions andtems remain inside our
home and | also watch some Hong Kong televisiohssii cannot be sure
of my answer to the question, “Are you the langsati@t you speak?”
(Tony, 15/06/10)

The excerpt above shows the dialogic nature ofiipgliony (pseudonym)
gathers all his knowledge about his backgroundyda make sense the
inter-relationship of language and identity and itailtilayered-ness.
Tony’s narrative account problematizes the mostrmom perception of
direct link and affiliation of language and identitvhich suggest that
identity is fixed and static. By presenting varidirguistic and cultural
backgrounds, social groups, contexts, and hisioelah each situation,
Tony actually displays the dynamic and multifacetature of identity and
language. There is a sense of evaluating the gumesare you the
languages that you speak?” in relation to the plgltiealities that he lives
in. Tony's description echoes Tabouret-Keller's 48P view of identity
which is “endlessly created a new, according toyvearious social
constraints (historical, institutional, economid¢c.g social interactions,
encounters, and wishes that may happen to be ubjgctive and unique”
(p. 215). At the moment of speaking, Tony may ththiat he had no
answer to the question “are you the languages ybatspeak?” On the
contrary, Tony has presented some information twbhplicates and
transforms such a simple question to another leffebmprehension that
needs further exploration — an inconclusive preéghields, 2007). It is at
this stage that Tony’s narrative displays quiteirtense engagement of
dialogue with his multiple sets of self at the grstime.

Learners also use narrative in reflecting on tbkeissroom presentation
activity. Each student was asked to do a groupeptason on one topic
during each meeting. After the presentation, eaelmber of the group
reported on the presentation from an individualnpaf view in short
journal format. In the report journal, each wrote hmpression of his
presentation individually, preparation activitiegvaluation of the
presentation and other related matters. In nagaimir reflections on
their learning, the learners became critical obseref their own thoughts
and practices. The report journal also works asragss of personal
knowledge making that they drew from authoritativeowledge (the
teaching-learning materials) and their presentadictivity. | would like to
use in particular one student’s reflective writing classroom practice
related to language and identity, as follows:

Firstly, to illustrate personal identity, we usée broad examples from the
readings — names, systems of address and prondimes.section on
‘names’ seemed to be most effective and engagirg.cidose to ask the



