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ABSTRACT

The thesis explores the ways in which a group of iateynal students respond to a critical
discourse analysis approach to teaching language dnaecut reports a qualitative case
study of the implementation of two five-week programsain existing classes in an ELICOS

(English Language Intensive Course for Overseas Stsjdegntre.

In the field of foreign/second language teachingreéhare persuasive arguments for the
introduction of an explicit focus on culture throuiinguage in ways that raise students’
awareness of cultural diversity and trouble the stgpaémdl, normative assumptions that
underpin many cultural representations. Working frorns therspective, | used critical
discourse analysis as the basis of a program designed ttidbotnto the development of a
critical awareness of culture with the aim of encoumggtudents to engage with new, hybrid
and transcultural forms of representation, identity soalal participation.

The data, consisting of recorded classroom interactiomsiviews and reflective student
journals, have been analysed drawing on postcolahédry. In particular, | focus on the
discourses that constitute students’ responses to the geckgatervention and explore the
subject positions they appear to take up. The ressagrits to add to a growing body of work
that explores the links between the deconstructiorcudfural essentialism in texts and
reconstructed understandings of difference and diyerBite present study showed that the
use of the analytical tools of CDA in conjunction hveéthnographic methods was effective in
encouraging students to problematise the circulatidmesarchical categorisations in various
text types and to recognise cultural hybridity andhpkexity. Some students demonstrated
that a deconstruction of textual realities and tbeceptualisation of alternatives led to the
disruption of self/other margins and facilitated stuglenegotiations of difference in the
fluid, hybrid spaces in-between familiar and foreilgical and global discourses, relations and
identities. Responses from a number of students suggesotiat elements of the program
constituted particularly effective components of aiaal discourse analysis approach to
teaching and learning culture and the thesis expleegs in which these elements could be
developed in future programs.

The thesis also incorporates a self-reflexive analysiseofesearch where | question my own

role in introducing a particular way of approachtegts and viewing the world. In particular,



some students perceived this pedagogical interventi@am asposition of my own ideals of
appropriate methods of questioning and ways of defidngd identifying discriminatory
views and practices. This highlights the complexity lmgd in using the authority of
teaching to make available to students a particulatdwiew with which they can resist
authoritative worldviews. The data suggest that catidiscourse analysis approach and its
attendant strategies for problematising and questotiie legitimacy of assumptions and
claims in a text might have created, at least for sondests, the conceptual space to turn a

critical gaze on the pedagogy to which they weigoserd.
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CHAPTER 1

TEACHING LANGUAGE AND CULTURE IN
NEW TIMES

The phrase “New Times” (S. Hall, 1996d, p. 223) attisnip capture the social,
economic, political and cultural changes taking platesocieties, such as the
fragmentation and growing pluralism of societies, thebjamatisation of
normative, stable meanings and the emergence of newtielenHall's use of the
term New Times signals not only changing life condgidout also the changing
individual. The globalisation of social and economicogesses, increasing
migration and revolutions in communications technolodiase linked distinct
localities in such ways that individuals are confrdnigith a proliferation of
difference in their everyday lives. The simultaneitg anterpenetration of the local
and global, in other words, the “glocalization” (Rotson, 1995, p. 25) of life
conditions requires that individuals take up new slalhd practices and new ways

of thinking to be able to successfully engage witrediity and difference.

International students are at the centre of such lgboralitions as their knowledge,
capital and bodies “flow” (Appadurai, 1996, p. 4@&rass national and cultural
boundaries. These students face the complexities ofiatggtdifference in new
cultural spaces, in spaces in-between familiar andgionmeanings, identities and
relations (Bhabha, 1994). Their exposure to ‘otherness’'texts that are often
underpinned by assumptions of a homogenous, stereotypaléil and ‘other’

requires that these students develop a repertoirentenrragating such monolithic
realities and recognising more complex and diverse naltiees (Carr, 1999;
Kramsch, Cain, & Murphy- Ljeune, 1996). The assumpti@rehis that an
awareness of cultural complexity and diversity canlifate effective participation

in a multilingual, transcultural world.

This thesis involves an investigation of the responses®fjtoups of international

students to a pedagogical intervention aimed at d¢uring to the development of



such a repertoire. |1 describe and analyse the impletn@mtof a pedagogical
intervention based on a model of critical discourselyais (Fairclough, 1989)

aimed at raising a critical cultural awareness in stisdey creating spaces for them
to trouble stereotypical, normative constructions dfucal groups that underpin
texts and by encouraging an exploration of the coxyleand multiplicity of

cultural practices. Many argue (see chapter 4) ttnatdevelopment of a critical
cultural awareness in international students is siamfi in that it can make
available to them the discourses and literate practicesccessfully negotiate the
proliferation of different meanings, identities andatens they experience on a
daily basis. In the thesis | examine the assumption titatat discourse analysis
(CDA) can open up spaces for students to engage vettiviersity and hybridity of

the embodiment and practice of cultural repertoiresthat this can facilitate their

navigation between differing local and global kerlds and relations.

The study | describe in the thesis offers novel irtsighto the teaching of language
and culture: First, it puts theory into practice/dstigating the implementation of a
CDA-based teaching program in two existing classroomsikldCOS (English

Language Intensive Course for Overseas Students) c&eitend, it examines the
teaching of the CDA-based program from student persgescti document the
meanings students make of the texts and tasks of the pragrd explore their

perspectives of working with the tools of CDA to imteyate the complexity and

hybridity of ‘self’ and ‘other’ cultural practices.

LINGUISTIC AND STYLISTIC CHOICES

In the thesis | have made particular lexical and siylishoices. Throughout the
thesis | use single quotation marks with the words seiérpus and them, with the
intention of disrupting the natural flow of the r@agland to suggest a questioning
of what these terms signify. This style of punctuatidoved me to problematise the
boundaries that enclose these discursive categoriesoatnduble their taken for
grantedness. The quotation marks suggest that the temdes reconceptualisation

but that an alternative terminology to replace #rentis not yet available.



| recognise that the word culture in its singular fdaits to capture the complexity
and hybridity of social practices that | want to ceypvwith this concept.
Nevertheless, in the thesis | use the term in its sangokm as alternative, more
complex terminology is not available. | also use thedmMenglish in its singular
form with recognition of the diversity of world Engifies.

The students who patrticipated in the present reseagch from diverse linguistic,
cultural and national backgrounds. Although thergsy environment in Australia
is usually referred to as English as a Second Langlgje) (see Appendix A for a
list of acronyms used in the thesis), | have labellezsehstudents learners of
English as a Foreign Language (EFL) on the groundgties had learned English
as a foreign language in their home countries and amgetemporarily residing in

Australia for academic or personal reasons.

AN OUTLINE OF THE THESIS

Chapter 2 of the thesis outlines the theoretical yndeings of the research. |
present a postcolonial perspective on power, redligcourse and identity and
discuss how these understandings provide me with ways mafeptualising the

pedagogy of and research into language and culture.

In chapter 3 | review various conceptualisations efabncept of culture. | discuss
the various ways these conceptualisations were rel@vamthropology, sociology
and education in history and the ways they are takpnin present day
understandings of the concept. The definition ofureld espouse in this chapter is
one of plural and hybrid social practices.

As various conceptions of culture have been takennuihve social sciences and
education, in the language classroom ‘other’ cultpralctices have been taught
using various approaches. In chapter 4 | discuss thegttee and limitations of

these approaches and argue for the need for a kdiscaurse analysis focus.

Chapter 5 is a description and discussion of a quattabse study methodology |

carried out in an English Language Intensive Course Guerseas Students



(ELICOS) centre to investigate the ways students workedugh a critical
discourse analysis approach to teaching and learnigreeul discuss the various
techniques of data collection | employed and outhme research aims and the

questions | ask of the data.

In chapter 6 | provide a discussion of critical disseuanalysis as a possible
pedagogical framework. | focus in particular on theoretical perspectives
underpinning Norman Fairclough’s model of critical diskse analysis and some of
its pedagogical applications, and discuss and critiljeestrengths and weaknesses
of these applications as possible pedagogical toolkiten describe my design of a
critical discourse analysis based teaching program aanheaising critical cultural

awareness.

| analyse the ways one group of international stidemrked through and made
sense of the first module of the CDA-based teachingranogn chapter 7. | explore
the ways the students responded to the tasks set atekthehosen for analysis. |
discuss elements of the program that students appearecctove as effective and
significant in negotiating cultural differences andexamine elements of the
program that | recognised as creating spaces for thelaenent of a critical

awareness of culture.

In chapter 8 | analyse the meanings a second grostpidénts made of module 2 of
the CDA-based teaching program. The second module agiton the same aims
and objectives as module 1 but included differertstand tasks. | examine the
meaning-making spaces module 2 opened to students andstwdgats negotiated
difference in these spaces. In this chapter | examm@akential for raising critical
cultural awareness of a combination of critical dissewanalysis and ethnographic
methods. Here | also investigate students’ creation dirithyspaces in their
negotiations of difference. In both chapter 7 andptér 8 | undertake a self-
reflexive analysis, examining my role as teacher/rebearin making available to

students particular literate practices.



Chapter 9 concludes the thesis with my reflections hen itmplications of the
present research for future implementations of critidecourse analysis in
language teaching. | suggest possible future applicatdthe program and discuss

possible modifications.



CHAPTER 2

THEORETICAL UNDERPINNINGS

INTRODUCTION

In this chapter | explicate the theory that contggumy perspectives on social
reality, research and pedagogy. It is with the dissesiand tools this theory has
made available to me that | make particular assumptiodsaaalyses and put
forward particular arguments. In this thesis | do haiht to present an objective set
of facts or to offer a detached, neutral analysisestarch because | take up the
poststructuralist argument that knowledge is sociallysttanted and is partial and
subjective (Berger & Luckmann, 1966; Haraway, 198&uf, 1993). That is, |
believe | make sense of the world, of text, talk awenés, by drawing on
assumptions and understandings that are discursivelyableatb me. My analyses
and interpretations, then, are implicated in the i@adr discursive realities |
recognise, with which | perceive certain meaningseaoniore or less relevant or

significant than others.

In this thesis | work with postcolonial theory, whialvestigates the history of
colonial politics and practices and seeks to explitaee perpetuation in present
times (Quayson, 2000). As Spivak (1990) describes it,cplustialism is a

deconstructive philosophical position which critiquesy &hegemonic practice.
Postcolonial theory analyses the postcolonial camdlithrough a poststructuralist
lens, arguing for the need to make visible, to troaleé reconceptualise discursive
practices that anchor and stabilise identities, woeldsi and practices, and to
mobilise alternative ones. Many of the assumptions urndgrlipoststructuralist

theory are taken up with an interest in analysingathgs racial, cultural and ethnic
differences are recognised and negotiated, and, negemtly, the various ways

globalisation has become a colonising force.



Shohat (1992) draws attention to the ambiguity of pihefix post- in the term
postcolonial. She argues that it implies a completenedstranscendence in the
process of colonialism, as if acts of oppression and ojosite of the past. In this
sense, the term risks ignoring the many forms in whickeinegy and inequity exist
today (Bhabha, 1994). My conception and use of tredixp post- is with an
awareness that the term is contextualised within neon@loonditions, times and

spaces, with a focus on new modes and forms of old colunaietices.

| found postcolonial theory the most helpful in ar&ting my stance in the world

and the most relevant to the present research for two neasons. First, the
students who took part in the present research — ERlersts from a range of
national, cultural and social backgrounds — constiguteocolonial context. In the
past, colonial empires had gone to natives’ lands tiéhbelief that they were

bringing good and prosperity to them. Today, in timesareasing global contacts
and local diversification, with English having aceardominant global status, EFL
students, physically and/or virtually, “flow” (Appaduy 1996, p. 46) to foreign

English-speaking lands. My conversations with the stgdetio took part in this

research suggested that most expected a tertiary legealattained in an English
speaking country or the improvement of their Englistguistic capabilities can

bring them prestige, status and prosperity when theyrrétome. In this sense, the
students with whom | worked in the present researcllymed and were the
products of globalisation and its neocolonial prastiddere, postcolonial theory
provided me with ways of making sense of the contexsetistudents inhabited.

Second, postcolonial theory is relevant to the purpdsay research. The aim of
the teaching program | designed was to encouragergtitb question and critique
the ways particular bodies and practices are margidahsgexts and in society, and
to focus on cultural diversity and complexity. | sougbtopen up spaces for
students to disrupt the hegemonic presence of monglitbrnogenous assumptions
of cultural groups and practices in texts of everytifey |1 argue that a critical
awareness of cultural heterogeneity and complexitedsired for EFL students’
effective participation in New Times (S. Hall, 1996d) their negotiation of and



navigation between differences. When designing tlogram, | drew on various
postcolonial theorists’ work on problematising raciabl agthnic inequities and
oppression in times of increasing global/local diversityl hybridity (Mohanty,
1996; Spivak, 1990). | supplemented these theoretighments with the text
analysis techniques of CDA with the intention thatAC€an provide students with
the practical tools to disrupt assumptions of cultural aational homogeneity. In
this sense, | have extended the postcolonial conceth disrupting global

normativity to classroom practice.

| have organised this chapter into a discussion of asseficoncepts, which | see as
central to conceptualising, implementing and analydimg present research. |
perceive a postcolonial reading of the concepts poreelity and truth, discourse,
binary logic, identity and pedagogy as important heeathey underpin the
theoretical, pedagogical and analytical frameworkdbpted in the research. To
exemplify, postcolonial theory works with a view of Bbaeality and identity as
discursive constructions operating within networks ofvg@o The concern here is
not necessarily with the raw materiality of power as Imag the workings of power
in representation and language. Fairclough’s (1989%ion of critical discourse
analysis shares a similar interest in the link betweemgulage and power.
Fairclough argues that language creates particulalities, and in doing so
positions readers or listeners to take up some of thakae®as more desirable and
normal than others. Moreover, | use CDA in the teaglprogram to open up to
discussion the East/West binary divide underpinning nbextsg.

The concepts | list above are also central to my aiglyf data. In the present
research, | seek to make sense of students’ meanings amyeeaf texts and of
the program. In my analyses of students’ talk, | workhwhe assumption that
individuals create and live out, or resist and rectrsti multiple realities and
personhoods, and do so within multiple discourses. Therefio my analyses |
investigate the discourses the students appear to béndraw and the identities
they seem to be taking up or resisting. This procesdidve, gives me insights into
the meanings students make.



I now turn to a discussion of each of the conceptstédi above. In my analysis, |
guestion the authority and normalcy of each condegt. not dismiss or displace

them but seek to open up other possible readings.

POWER RELATIONS

Power is a much contested term. It is complex and diffitu conceptualise.
Understandings of power are often entrapped withindigal or economic
associations, where power is identified at a macroklegea superimposing force of
oppression. This view of power is grounded in economidave, as the constraints
and control imposed by the state or a class, made possibdpecific forms of
economic production. Power in this sense is a strengssegsed by particular
groups or individuals to the disadvantage of otheing. 8xercise of power is seen as
linear, with one side of the relation holding ontalaxercising the power and the
other side succumbing to it. In this view, power is @wed as a visible, negative,

repressive force.

This view of power is inadequate in capturing the dexipy with which power
operates. A conception of power as repression failgt¢oumt for the workings of
power outside institutional, hereditary or class stmgg. That is, it fails to
encapsulate “the new methods of power whose operatiootiensured by right but
by technique, not by law but by normalisation, notpoyishment but by control,
methods that are employed on all levels and in formsghdieyond the state and
its apparatus” (Foucault, 1978, p. 89). A law- orrexuics- based view of power
ignores changes in techniques and mechanisms of modeer.pbwssumes that
power relations are definite and stable, emanating foparticular source, and in

this way presents a static view of power.

Foucault’'s (1978) conception of power is differemfuridical or economics-based
views. He describes a strategic view of power and artha power is not a right, a
commodity or a privilege handed down to others, nat the maintenance and
reproduction of economic relations. That is, it istm&i a structure nor an

institution. Rather Foucault asserts power is a complakegical situation; it is “a



10

multiple and mobile field of force relations” (Foucaul978, p. 102). He argues
that power is not localised in particular groups eogde but circulates in a chain-
like manner, being employed and operated in a mdéitef directions. In this view,

then, individuals cannot own power nor can they esgegver; it is not something
that operates over individuals but manifests itself ertaveryday lives (Foucault,

1980b). Foucault (1980d) contends:

It is never localised here or there, never in anylsodhands, never is
appropriated as a commodity or piece of wealth. Pasiemmployed and
exercised through a net-like organisation. And noly ato individuals
circulate between its threads; they are always in puosition of
simultaneously undergoing and exercising power. Theyat only its inert
or consenting target; they are always also the elenoéiits articulation. In
other words, individuals are the vehicles of powerf e points of
application. (p. 98)

For Foucault power is less visible than it is generdbught to be; it is dispersed
and indeterminate. Therefore Foucault's argument a$ thther than search for
where power is located, the search should focus onpwover is exercised. Power
does not exist as an entity, he claims, but is preseptwdrén it is put into action:

Power is action upon action. It is a structuring @& gossible field of actions of
others, including the way it inhibits as well as inse=sthe possibility of other
actions. Hoy (1986) observes that “Foucault tendhitk of the network [of power

relations] as being like a grammar, which conditions twden be uttered in a
language, but does not determine which actual mitesaemerge (and when)” (p.
142).

Foucault asserts that power relations achieve paati@ifects not by the powerful
deploying and imposing of constraints or prohibitionstloe powerless and these
constraints being taken up by the powerless but thrdugimoeuvres, tactics,
techniques, functionings” (Smart, 1985, p. 77). Falitsaargument is that a focus
on analysing how mechanisms and strategies can inhiivitke possible particular
actions is a way of moving away from the notion of povas a grand, all-

encompassing and reifying term.
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Fanon’s (1965) observation of colonial processes aadtipes exemplifies this
conception of power. He claims that imperial colosisliegitimated their presence
in foreign lands through employing techniques of om® control, by presenting
themselves as agents of regulation and stability. Fadde that the exercise of
power here was to a certain extent through violetce, more effectively by
“driv[ing] into the natives’ heads the idea thathétsettlers were to leave, they [the
natives] would at once fall back into barbarism, ddgtian and bestiality” (p. 170).
A focus on the micro-mechanisms of power operating batvwke natives and the
settlers and within these groups can help one grasppoover circulates at an
everyday level, extending into and constituting wdlials’ social, cultural and
political lives. It is only subsequently that powetaken up by the larger structures

of classes, institutions and states.

In a Foucauldian view of power, individuals are agents of power but are its
effects and its articulation. The individual is nees as a “nucleus ... on to which
power comes to fasten or against which it happensike sand in so doing subdues
and crushes” (Foucault, 1980d, p. 98). Rather, paaestitutes individuals’ bodies
and identities, invests the individual and is transmitigdind through them. With
this conception of power as constitutive of individuand society, Foucault
introduces the idea that power is not necessarily omgative or repressive,
constraining and prohibiting, but that it is also pgesitand productive. “It [power]
traverses and produces things, it induces pleasurmsf&nowledge, produces
discourse. It needs to be considered as a productiw@rketvhich runs through the
whole social body” (Foucault, 1980c, p. 119). Theaidhat power relations are
asymmetrical often invokes ideas of constraint andesspon. However, networks
of power relations enable certain bodies, gesturespulises, and desires to be

lived out, contested, replaced and reconceptualised.

Resistance and struggle are always intertwined withep@®oucault, 1978; Said,
1993). In Foucault’'s view, resistance is not a unifyitaalising concept; rather
there is a multiplicity of points of resistance just asr¢his a multiplicity of

relations of power. Moreover, in the same way thatgyooperates at the level of
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local, seemingly insignificant activities, so does rest#ain any social relation the
individual is recognised as one who acts, to whom a evfield of responses,
reactions, results and possible inventions can opeDrgyfus & Rabinow, 1983).
Conceptions of resistance tied to large-scale classatw struggles, upheavals or
revolutions are based on the assumption that the individ born free of power
relations and struggles and that resistance is a totphsiempt to overthrow power
and to establish freedom. However, Foucault’s viewasitidividuals are born into
networks of power relations. Resistance, then, is ibetdtion. Rather, it is what
escapes from relations of power. “What escapes fronrgheh of power — and
something always does escape — does not escape fromdchefgower to a place
outside power, but represents the limit of power;dtgersal or rebound” (Halperin,
1995, cited in St. Pierre, 2000, p. 492). Resistémer is taking up alternative ways

of being and doing to which we are already defimategorised and classified.

What is significant about Foucault’s conception of pows that he claims he is
“nominalistic” (1978, p. 93) in his approach. Thaths, takes power to be a name
for a complex grid or strategical situation, ratheant a substance or a property
(Hoy, 1986). Foucault captures how power permeates cmdstitutes social
relationships by considering power as a network ohgima, relational strategies or
technologies of acting and by analysing how theseesgfie are dispersed in and

through the minute details of everyday life in mubifbrms.

A Foucauldian conception of power is central to theesent research in
investigating how patterns of classroom interaction ewestituted, and how
students’ worldviews and identities are constructed iwithese patterns. It is a
useful way of thinking about how the networks of powelations traditionally

associated with classrooms enable or constrain studentteaciters to take up
particular ways of being a student and teacher, awd $tudents and teachers

(de)construct particular versions of reality and tritinin these relations.
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TRUTH AND REALITY

The teaching and learning of language and cultnvelves analysing the ways
language helps to create a particular version ofwbdd and the ways some
worldviews attain a normative status. Both teachersl@aahers of language and
culture shift between foreign and familiar valuesjdisland lifestyles, building on
and enriching their existing cultural and linguistepertoires or questioning and
challenging what they already know. Conceptionsrofht and reality are hence
relevant to a discussion of the pedagogy of languangk calture to provide a
framework for making sense of individuals’ differingdaor competing norms and

values.

St Pierre (2000) argues that western scholarship has greeccupied since the
Enlightenment era with the pursuit of truth. She tdes three philosophies that
have been influential in this: Descartes’ mind/bodylidoaand the rational human
self, Hegel's philosophy of absolute truths, and Comtejaraent for the discovery
of the essence of phenomena. Though the strategies atheycated for the
discovery of truth and reality varied, the underyimassumption in all three
philosophies is the idea that there is an already pgisteality waiting to be
discovered, and that this reality can be discoveredugh reason, through

detachment from and objectivity about phenomena.

From this perspective reality and truth are seen asisingnd stable, assumed to
be universal and taken to be natural and normal.iStePgoes on to assert that
these philosophies have exerted a powerful hold omeeign the West, equating
truth with science and reason. The production ofhtrig centred on the
hierarchisation of knowledge, with those forms produoeggirticular scientific and
political apparatuses granted the status of normatideuaiversal truth, and other
forms being disregarded as emotional and irrational.this way, particular
knowledges become canonised as truth, as constitutiegisting reality.

This is a view of truth and reality embedded in etlemtiic assumptions, with the

expectation that one worldview, one reality will ttee norm for all humankind.
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There is no questioning of which knowledges becomersaed as truth or whose
claims to reality and truth are privileged over othdt is deemed irrelevant that
particular understandings of reality and their truthlue are significant for
particular social contexts, histories and people. A S&P78) argues, it is
assumptions such as these that have helped to createshe<£backward and
barbaric.

These assumptions of a stable, already existing socidy r&@ being questioned in
attempts to disrupt its taken for grantedness and tanceptualise it. Foucault
(Rabinow, 1984), for instance, describes the wasl@ profusion of tangled events
which cannot be simplified to bring out their esséntiaths, final meanings or
intrinsic values. Rather than seeking to locate inldiais in what he identifies as
false certainties, he argues for an openness to theilitgtand uncertainty of
human life. One way of displacing the search for trattording to Derrida (1981),
IS to conceptualise meanings as always linked in chaimnsfefences, which exist
by way of their references to other meanings. In ihis tf thinking, there is no
essential meaning in things; rather all meanings arerisigtod contextualised. All
knowledge is, hence, assumed to be partial and sivgjeptoduced by particular
groups of people for particular purposes within paféiccontexts.

Truth according to Foucault (1980c) is the ensembtales according to which the
true and the false are separated and specific effeptsa@r are attached to the true.
Every society has its own assembly of truths, its “regimeuth” (Foucault, 1980c,

p. 131), which includes the types of knowledge aratfres which a particular
group accepts and makes function as true and the msetzaand instances which
enable them to distinguish between true and falsens¢atis. Foucault argues that
his concern is not with discovering truth itself, bbbat “the specific effects of

power attached to the true ... about the status oh tamd the economic and
political role it plays” (p. 133). What counts to tree in a society is an effect of
particular relations of power. For Foucault (198pdwer can only be exercised
through a certain economy of truths, which operateugh and on the basis of this

association.
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For Foucault knowledge and power are interrelatiedargues “it is not possible for
power to be exercised without knowledge, it is impdssibr knowledge not to
engender power” (Foucault, 1980b, p. 52). The eésermf power creates and causes
to emerge new objects of knowledge and accumulatesboeives of information.
Conversely, knowledge constantly induces effects ofgpo®aid (1978; 1993) and
Bhabha (1994) draw on Foucault’'s power/knowledgeusex describing how a
body of knowledge of the colonised and marginalises eamnstituted by way of an
ensemble of colonial practices and scientific disciglirfe reality of the colonised
was construed on the basis of racial degeneracy wimdurn, served to justify
colonial occupation. Hence, putting a postcoloniah gm Foucault’'s words, it can
be said that “it was on the basis of power over ... [todonised] that a

physiological, organic knowledge of it became possilfeucault, 1980a, p. 59).

What these arguments suggest is that truth is not nsalvend beyond dispute.
Rather, it is multiple, contextualised and historicizBidraway (1988) argues for
“politics and epistemologies of location, positioningdasituating, where partiality
and not universality is the condition of being hetodmake rational knowledge
claims” (p. 589). She advocates abandoning claims ofksgean behalf of the
universe and of seeking to attain a “view from abdvem nowhere” (p. 589).
Instead, she argues for acknowledging the situatedoésknowledge. The

emergence of knowledge is not necessarily based on ifcierdrification or

rationality, or cause and effect, but is construcéed embodied by particular
groups of people within the play of power relationscudating in their social

practices (Spivak, 1974). Nietzsche (cited in SaA§93) captures the mythical

nature of truth by describing it as illusions whiclople have forgotten about.

Within a view of truth and reality as multiple andsagially situated constructions,
truth and reality cease to be already existing andoab (Berger & Luckmann,

1966). Individuals move in and out of multiple realitin their everyday lives, with
each reality being self-evident and natural to them # the social group they
locate themselves in. What counts as reality and itis status then will be different

for different social groups and can vary betweenwviddials within any social
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group. The conceptual shift here from a totalisingywif reality to a fragmented
one is not rejection or disbelief, but is a shift fronfoaus on essences to an
investigation of the processes of constitution of suchcadled essences
(Sendergaard, 1999). As Butler (1993) claims, redldgs indeed exist, but it only
exists within discourse, within socially accepted asswnptand understandings of

the world. It is to this concept of discourse thabwrturn.

DISCOURSE

A discussion of the concept of discourse is essentiaktprdsent research for two
reasons: First, it provides a framework for theorising ¢oncept of culture, for
understanding how language and other sign systems epertite production of a
social reality within particular relations of powdihe view of culture | espouse in
this thesis is one of meaning-making practices, a viewclwhiests on

understandings of discourse (see chapter 3). Seconddmnstanding of the term
discourse is crucial in providing me with an analyjtitamework with which |

make sense of students’ meanings and readings of the neixigsks of the teaching

program | designed (see chapters 6, 7 and 8).

The conception of discourse referred to in postcolosiadies is attributed to
Foucault. Foucault describes discourses as “practicesyssmatically form the
objects of which they speak” (1969/1972, p. 49); theythe very acts of speaking,
writing or articulating words. Scott (1988) elabest“discourse is not a language
or a text but a historically, socially and institutatly specific structure of
statements, terms, categories and beliefs” (p. 35). DangdHarré (2000) also see
discourse as “an institutionalised use of language argliéme-like sign systems”,
where institutionalisation “can occur at the disciphy, the political, the cultural,
and the small group level” (p. 88). The concept a&fcdurse as described here
encapsulates how language and other sign systems amasechand regulated
according to socially constructed rules and reguéaithat allow certain meanings

to be made while delimiting others.
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Weedon (1987) describes discourses as constituting muchtiaoréhe production
and articulation of knowledge. She refers to discauase

ways of constituting knowledge, together with the alopractices, forms of
subjectivity and power relations which inhere in skdowledges and the
relations between them. Discourses are more than waylirging and
producing meaning. They constitute the ‘nature’ & body, unconscious
and conscious mind and emotional life of the subjediklwthey seek to
govern. Neither the body nor thoughts and feelingse hmeaning outside
their discursive articulation, but the ways in whigkcdurse constitutes the
minds and bodies of individuals is always part of a witkdwork of power
relations, often with institutional bases. (p. 108)

Discourses, then, are the regulated and regulatinglearspcial processes through
which realities and truths are constructed and idestiformed, legitimated and
taken for granted in particular social, politicadanstitutional groups. The human
subject is constituted and reconstituted through maltidcourses. That is to say,
the discourses available to any person provide a ptueand enacted repertoire
through which the individual sees the world from dipalar point and in terms of
iImages, metaphors, concepts and storylines made avail#bie the discourse.
These images, metaphors, concepts and storylines malabbevparticular subject
positions, in which the individual performs, or refusesperform, a particular
reality. In this sense, all realities and truths, us@dedings and assumptions of

oneself and others are discursively produced.

While discourses are regular and systematic and delihat can be said or done,
they are not stable or deterministic of the individizikcourses constitute what is
normal, natural and right through historically passedn assumptions, agreements
and truths, but these truths and assumptions can beswmahterefashioned,
reconceptualised and revised (Davies, 1994). The stesylmetaphors and images
available within a discourse, then, are at the samethmeesources through which
individuals negotiate new worldviews, realities andjsctivities. This is possible
by making visible these truths and their effects, ptaking up other, alternative,
discourses. In this sense, discourse can be said to baworestf, and at the same
time, constituted by individuals.
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Discourses are multiple. The take up of a new discouoss ot involve the
adoption of a singular set of knowledges and pragticher, each discourse comes
as part of a chain of discourses, linked to other disesu In this sense, discourses
do not exist in isolation from one another but are mlltuconstitutive, with
assemblies of assumptions and truths working with othersetAmwthis does not
guarantee that discourses are always compatible. Oneudsscthat contradicts
another does not necessarily undo another. Insteddlisourses exist among and
with the new ones, each overlaying and informingdtieer. Davies (1989; 1996)
argues that forms of knowledge and practices are notnagsg and performed
separately and distinct from each other; rather, #rey“like the palimpsest of
writings on old parchment, where the old was partiallgbed out and the new
overlaid on the old, the old can still be seen arapsh, at least in part, how we see
the new” (Davies, 1996, p. 17). Each discourse, tben,be seen to represent the
shifting, fragmented and contradictory nature of vidtlials’ experiences and how
they are positioned in multiple and often contradicteets of power relations
(Davies & Hunt, 1994).

Discourses incorporate a repertoire of appropriaten&sgossible actions and
expectations. In this way they make available antiteethe individual choices to
take up or resist particular worldviews and subject tipps. These choices,
however, are not free, rational choices, but whati®acalls “forced choices”
(20004, p. 60). They are forced in that the reginfesuth of the discourses that
constitute the subject not only make possible choses I action but also make
them desirable. However, Davies does not see thesedfohmgces as inevitable.
She argues that individuals are agentic subjects trthileg can resist, subvert and
challenge the discourses and subjectivities that catestthem. Davies does not
posit the humanist understanding of agency as freedoqmm fdiscursive
constitution. Rather, she describes agency as the igapac recognise the
discourses through which one is being constituted, @mdte access to alternative

ones.
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Discourses operate as part of a network of power oektiPower structures social
relations within and across discourses, and discoursesbdistrthe effects of

power. Weedon (1987) asserts that in order for a diseoto become common
sense and natural, it needs to be taken up and ¢e&dula established social
institutions and practices. In this way, institution@exct conformity to particular

discourses, meanings and identities. From this perspective discourses can be
thought to exert a hegemonic presence in individuale’s. However, Foucault

(1978) asserts that it is misleading to divide discoursas time categories of

dominant and dominated. He argues that hegemonic ggactire not fixed once
and for all but are contested and reconstructedanatlder network of discourses
and subject positions that become available to indalgdiDiscourses produce and
transmit relations of power, but individuals can take mew strategies and
techniques with alternative discourses and in this way leinder and oppose
strategies of power.

Said (1978) uses the concept of discourse to analysectdain knowledges and
truths about postcolonial subjects and contexts have freeluced and maintained.
He argues that “without examining Orientalism as a dis®one cannot possibly
understand the enormously systematic discipline by whigtopean culture was
able to manage — even produce — the Orient politicabciologically, militarily,
ideologically, scientifically, and imaginatively” (|8). He describes the West as
having constructed a “political version of realityd. (43) which was effectively
used for “dominating, restructuring and having autigoover the Orient” (p. 3).
Said seeks to make visible how discourses and operatiqgpesa have produced
certain knowledges and regimes of truths about thenOnehich have become
natural and taken for granted, and which serve tataai asymmetrical power
relations and the subjugation of marginalised groupskimdathese discourses
visible is the first step in problematising these norneatienstructions, opening
them up to critique and producing alternative knalgks. In the present research
one of the discourses | sought to open up to studenttiquer and
reconceptualisation was that of binary logic, whiclstuss below.
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BINARY LOGIC

In structuralist linguistics language is thought of aglaicle for simply naming and
reflecting phenomena. Meaning, then, is attributed tmncept or phenomenon on
the basis of its difference to other concepts or phenani®cott, 1988). However,
because it is impossible for any language to label esergle phenomenon as
distinct and discrete, in a linguistic category ofoien, meanings which seem to be
similar, yet which may be significantly different, agrouped together in
oppositional categories. In this way differences arésamed under the essence of
a single category ... in an attempt to produce orddmregularity” (St. Pierre, 2000,
p. 480). The present research focuses on a partepaoach to encourage students
to recognise the simplicity of fixing cultural groupsgd such categorisations.

Davies (2000c) points out that the process of categgiwn has become natural in
western societies. Members of society learn that indal&l can be located and
fixed within particular boundaries based on theitgras of talk and their ways of
being. They learn that these boundaries or categorehsde some and exclude
others and that they are attributed particular megnim reference to precisely what
they include and exclude. In this way reality is esaks¢d in terms of a set of
binary oppositions, in terms of positioning oneself atiteis exclusively in some
categories and not in others, such as being male angmale, rational and not
emotional, modern and not primitive, with the belleittthese categories reflect an

intrinsic natural social order.

Davies (2000c) argues that this process of categorisiegetf and others and being
categorised into oppositional positionings needs tquastioned as it is a way “of
controlling, of reducing, of slotting someone intottidoich is already known” (p.
38). It is a way of believing that people and ttaations are definably distinct and
discrete. In fact, binary oppositions conceal theemixto which meanings are
derived from a socially constructed, rather than iehieand obvious, contrast.

Derrida (1967/1974) makes the case that binary lisgiot a natural or neutral way

of categorising people into familiar domains, but cibugts the world into



21

hierarchical ways through its privileging of onenteor category within the binary
and marginalising others. In binary pairs one of #rens is assigned a centre, a
central and authorising presence against which adlrddrms stand in comparison
(Davies, 1994). This term is ascendant and normative,isanthmarked, that is
invisible as a category. The other term is seen as ataevifrom this centre, this
norm. It is marked and visible. Unmarked categories @alyand inhere within the
opposing categories for their identity and supposeérsty. In this way binary
logic organises the world into oppositional and hearal differences and

stabilises meanings and representations.

Derrida (1974) seeks to disrupt the view that binappositions are mutually
exclusive. He extends de Saussure’s argument on theagybiélationship between
a sign and its signified and argues that the meanirsgsidn is never fixed but is
constantly deferred. Any meaning he claims is alreadghited by other meanings;
it always shifts into new meanings in new contexts asdadirses, without erasing
the trace of its previous existing meanings. Derrida tlse concept alifféranceto
capture the differed and different nature of megsjrand asserts that there cannot
be a fixed centre or privileged reference from whither meanings derive their
value. Categories, then, are not fixed or stable an@ithey mutually exclusive, but
refer beyond themselves. That is, borders and bousdadestantly shift when
different discourses and subject positions are drawridence, Derrida introduces

the view that meanings are transient and fleeting.

Hall (1996a) expands on the fluid and fragmentedreabt binary oppositions. He
argues that cultural differences surpass the borderfieotbinary structures of
us/them, East/West, familiar/exotic into which they #&weked. Meanings are
continually repositioned, he argues, in relation iféegent points of reference. He

exemplifies,

vis-a-vis the developed West, we [the colonised] &y ymuch ‘the same’.
We belong to the marginal, the underdeveloped, ¢nipipery, the ‘Other’...
At the same time, we do not stand in the same relatidheofotherness’ to
the metropolitan centres. Each has negotiated its atongolitical and
cultural dependency differently. (1996a, p. 114)



22

This suggests that categories and meanings are not trdastan They are not
fixed or stable. Rather, the boundaries enclosinggoats are fluid and are

continually re-sited along a scale of markedness (Dal/8%; Sgndergaard, 1999).

Sendergaard (1999) argues that boundary work cahdoght to be inevitable. In
the words one uses or in thoughts, one simultaneouslesreaundaries, including
and excluding meanings and people. In this way, ormates “a discursive
essentialism” (p. 4). She adds, however, that insteadaaipting these categories as
fixed truths, one should conceptualise them as congtractd situated statements
undergoing constant change. Working with the assumgkiah binary categories
are not pre-discursive realities but are constructioggesis that they can be also

deconstructed, contested and reconceptualised.

The deconstruction of binary logic

Derrida (1974) proposes a deconstructive practiculbwert binary oppositions, to
move away from hierarchy, inevitable differences dreltaken for grantedness of
one’s locatedness in particular categories. Deconsirueims to “dismantle the
metaphysical and rhetorical structures which are akwuot in order to reject or
discard them, but to reinscribe them in another wagiv&k, 1974, p. xxv). This
attempt implies not only the neutralisation or revecdahe binary oppositions or
their replacement, but a conceptual reconstrucBb@etonstruction “is an attempt to
follow the subtle, powerful effects of differenceseallly at work within the illusion

of a binary opposition” (Johnson, 1980, cited in §cIA288).

Derrida’s conception of deconstruction rests on the assmmghat binary
oppositions are discursive constructions, and that vghabmstructed can also be
deconstructed and contested. Deconstruction invohegréaking of the bonds of
words, images and metaphors that hold individuals insategories. St Pierre
(2000) suggests that rather than seeing the world asw#y it is”, as natural, it
should be seen as “created and maintained everydayedyley (p. 483). An
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examination of the way individuals “word the world. (483), of one’s role in the
construction and maintenance of rigid categories amelsocompliance in the
subjugation of particular categories, is essential f@r teconceptualisation of

binary oppositions.

The dismantling or subverting of a binary logic invedvengagement and dialogue
with the dominant unmarked categories rather thahotiienous opposition to
them. It involves initially putting conceptsous rature(Derrida, 1974) which
Spivak translates as “under erasure” (1974, p. xigt i recognising and making
visible their exclusions and limitations yet holding @tthem as there is no other
concept to capture its reconstructed form and repladeutting concepts under
erasure is a way of challenging the taken for grargssl of discursive practices and

categories and moving beyond the limitations of pdercworldviews.

Postcolonial theorists draw on a Derridean view obdstruction to draw attention
to whose interests the maintenance of oppositionalgoaées serves. Ahmad
(1987), for instance, puts under erasure the catagmmns of first and third worlds.
He argues that the first world is constructed in termsainomic production
whereas the third world is defined in terms of its his&d experience with
subordination, which suggests that this distinction @sithe world into those who
make history and those who are mere objects of it. Thggles and histories of the
so-called third world are in this sense disregardedangees, furthermore, that this
opposition submerges the enormous heterogeneities oivooliths within a singular
experience, masking contradictions and differencesjgmates the fact that within

both worlds one could find matters that pertain toather.

In a similar vein, the categories that set culturfed@nces in opposition, such as
the categories East/West, are under erasure on the thasiglifferences are
constructed as homogenous and coherent entities (Memi®g).1dividuals
associated with particular cultural groups, locatedegther side of the binary
divide, are assigned an essence that makes them the samehasther, though

different to members of other cultural groups. SaidZ89for example, claims that
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differences from western norms and values are drowmedin anonymous
collectivity, with Arabs “shown in large numbers [witmo individuality, no
personal characteristics or experiences” (p. 287).ewige, Mohanty (1996)
critigues western feminism for collapsing third world wenieto a homogenous
group, a unanimous consensus that, she claims, does stotShe argues that such
absolute categories ignore diversity and fail to lecatividuals in a historical and
material context. Members of these categories are dobbeesistance, change and

agency.

It appears, then, that binary logic, as a system olught, “approaches a
heterogenous, dynamic and complex human reality fronmnantically essentialist
standpoint” (Said, 1978, p. 333), ignoring the waynian reality is constantly made
and unmade. One of the goals of the present reseaschelen to make available to
students the tools with which they can question the avbinary divide of the world
essentialises individuals into particular ways of beumglermining the fluidity and

complexity of meanings, practices and identities.

IDENTITY

Another term that is under erasure is the conceptenftity. The present research
focuses on providing students with the analytical téolanalyse constructions of
cultural identities in texts. More specifically, itn@ to equip students with the
means to deconstruct the social positionings made alaitabmainstream and
‘other’ cultural groups in texts and to reconcept@lalternative positions. An
understanding of the concept of identity is also @ mtrmy analyses of data where
| investigate the identities students appear to takeregist and subvert in their
readings of texts and in their interactions with eatier. | trace the complex

shifting identities students experience in the teachiogram.

Davies (1993; 1994), Weedon (1987) and other postatalists, who argue for a
constant questioning and (re)construction of bounslaarel categorisations, have
abandoned the use of the term identity on the guhdt it invokes ideas of a

unitary, singular and consistent self. They claim the toncept of identity
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suggests a rational, conscious individual possessing an esstRt is
uncontaminated by the outside. St Pierre (2000) deescthis view of identity as
the dominant “fiction” (p. 501) of western philosoplyhich needs to be opened up

to reconstruction and reconfiguration.

In attempts to reconceptualise conceptions of identiy,terms subjectivity and
subjectification are taken up, in particular, in famsi poststructuralist work. Davies
(1994) explains that the concept of subjectivity wksifrom the verb to subject,
which, she argues, serves to decentre the consciousatiodal individual of
humanist thought. The term subjectification refers te fmocess of becoming
subordinated by power as well as the process of becoasgpject, that is the
process of being subjected and taking up the terms ¢édidn (Segndergaard,
2002; Wetherell & Potter, 1992). The concept of eatyity captures the idea that
the individual does not exist independent of sodmtlyis produced socially, as the
effect of discourse and discursive practices, and ttwonkes of power through
which they operate (Weedon, 1987).

In this thesis | draw on the theory of subjectivity feamulate a conception of
identity as a discursive construction, as multiple anthptex and always in
process. In my study of two groups of EFL students, lthisd¢erm identity to refer
to one’s conscious and unconscious understandings oflbireselation to the
world. | prefer the term identity to subjectivity mrder to emphasise the ways
individuals make the particular ways of being they swbjected to their own,

investing in these multiple selves.

Identities are constructed, taken up and investeoriare resisted and transgressed,
in the subject positions made available in discoursesti®torg is the discursive
process whereby individuals are located or locate tHeessen situations as
observable and coherent participants (Davies & H&060). Individuals are not
necessarily in control of the positions they take wpesist. Indeed, Davies and
Harré (2000) point out that “one lives one’s life terms of one’s ongoingly

produced self, whoever might be responsible for itsyton” (p. 91).
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Hall (1996a) conceptualises identity as the names iohais give to the different
ways they are positioned and position themselves witlencbntinuous play of
history, culture and power. He argues “we need toerstdnd [identities] as
produced in specific historical and institutional sitgghin specific discursive

formations and practices, by specific enunciative esgias” (S. Hall, 1996e, p. 4).
In this perspective identity is not a fixed essendeeal origin to which individuals

return, but one that is strategic and positional. titles are points of temporary
attachment to subject positions within available diseaergpractices. When a
subject position is taken up, the individual sees thedwthemselves and others in
terms of the concepts, categories and storylines madkalaeawithin discursive

practices.

The individual’s identification with particular sulsfepositions is not a stable and
continuous process. Rather, it is fragmented and ongaimgdividuals move in and
out of different and competing discourses and subjesttipos, foregrounding

particular identities and giving up others. The siaguise of the word identity is, in
fact, misleading as the ways one takes up being in tr&dvare never singular.

They are “multiply constructed across different, ofte@ersecting and antagonistic,
discourses, practices and positions” (S. Hall, 19964).pHence, there is never a
total fit into a single identity; one is constantly ihe process of change and

transformation.

Identities constitute individuals’ minds, bodies and eorsti(Weedon, 1987). They
are sites of consensual regulation as well as struggleamdstation. Individuals
are hailed or interpellated into the social worltgttis, they are positioned to take
up expected ways of being, “along the lines of the ncostmonplace everyday
police (or other) hailing: ‘Hey, you there?™ (Alisser, 1971, cited in Davies,
2000c, p. 47). Nevertheless, this hailing is at the séme always open to
challenge and negotiation and is never final ordixedividuals may fit into and
readily take up the subject positions opened up tm timediscourse, or they may
resist the subject position, set up a counter-discousea@sition themselves within
a powerful rather than marginalised subject position. i$ through
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“disidentification” (Butler, 1993, p. 4, emphasis in onigl) with regulatory norms,
that is not responding to the hail, that individuads take up alternative positions
and can reinterpret and refigure their positions riad@and political structures. In
the present research, for example, | am interesteldeirwtays the students in the
study responded to various texts’ hailings, in the stilgesitions they appeared to
take and those they subverted or resisted.

Identities and social categories are constructed nvigpecific modalities of power
and entail the binding and marking of symbolic bouiesa of differences and
exclusions rather than unities. The unity and inteimainogeneity which one
assumes as foundational in identities is not naturaisat “constructed form of
closure [with] every identity naming ... that whichlacks” (S. Hall, 1996e, p. 5).
Benhabib (2002) describes the search for identity esriation of difference. It is
through “the force of exclusion and abjection, orf@clv produces a constitutive
outside to the subject, an abjected outside, thattitgeis constructed” (Butler,
1993, p. 3). In other words, one’s perceived relatiamnd differences to the other, to

what one is not helps define who or what one is.

‘Othering’

The construction of identity involves excluding peutar characteristics, meanings
and people from a ‘self’ category and assigning therotagr’. The construction of
an ‘other’, then, is simultaneous with the constructiba ‘self’, where the ‘self’ is
defined in terms of the ‘other’. Fanon (1967) dessjldor example, how the gaze
of the ‘other’ fixes him in a racial identity. He debes that he is fixed into an
awareness of the colour of his skin through his ‘othes’n® the owner of the gaze.
Fanon’s example suggests that the ‘other’ is not outsidlealso inside the ‘self.
The construction of identity, then, can be descrigietthe relationship of the other
to oneself. Only when there is an other can you kwbw you are” (S. Hall, 1996b,
p. 345).

In the process of identity construction, the ‘self’ egesras superior to the ‘other’;
the ‘self’ constitutes the norm, the centre, the powerfhereas the ‘other’
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constitutes the periphery, occupies a less powerfulippsind becomes a deviation
from the norm. In this case, the ‘other’ constitutesraahto the unity of the ‘self’
category, a unity which is achieved by repressingsdedcing the ‘other’. Colonial
discourses, for example, construct and define an imfastberness’. Said (1978)
and Mohanty (1996) discuss how the West implicitly camcss for itself an identity
based on what it is not. By assigning particular reptasiens, words, metaphors
and storylines to the ‘other’, the West constructs &efia self-representation”
(Mohanty, 1996, p. 183). These representations inforinshape the ways in which
the distinctions between the East and the West arersindd and established as
truths. Mohanty further adds that it is not the Wds#, ¢entre that determines the
periphery but the periphery in its boundedness thiraénes the centre. Indeed,
she claims that without the discourse of the ‘otherefthwould be no (singular and
privileged) first world” (Mohanty, 1996, p. 192).

Hall (1996a) makes the case that the ways the ‘other‘pmsitioned and subject-ed
in the dominant regimes of representation [are] ffeces of a critical exercise of
cultural power and normalisation” (p. 112). The ‘othes cited, framed, and

illuminated but it is never the agent of its own ar@tion (Bhabha, 1994). Colonial
discourses produce a social reality which is at ondeefbtyet entirely knowable

and visible. The ‘other’ is fixed into an ambivalentdeaf power and knowledge,
into a stereotype, where the identification of théhér’ is already known yet is
anxiously repeated to ensure it is kept in place fBha 1994). For Bhabha the
stereotype is a simplification of the ‘other’ not besmauit presents a false
representation of a given reality. Rather, it is mpdification because it is an
“arrested, fixated form of representation” (p. 75)t tha@nies the play of difference.
Hall (1996b) argues that discovering this self/otledation is central to unlocking
histories of nationalism and racism. Racism, he argues, sisuature of discourse
and representation that tries to expel the other shaoallyg — blot it out, put it over

there in the third world, at the margin” (p. 345).

The representations and myths of the ‘other’ areonbt taken up as true by those

outside the ‘other’ category but also by those indigethose positioned as ‘other’.
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The other’s ‘othering’ becomes internalised and nagedlknowledge; it becomes
inscribed in the ‘other’. Indeed,

. it is one thing to position a subject or sets of pe@s the other of a
dominant discourse. It is quite another thing to subjbeim to that
‘knowledge’, not only as a matter of imposed will almmination, [but also]
by the power of inner compulsion and subjective camétion to the norm.
(S. Hall, 19964, p. 112-113)

The ‘other’ takes up its ‘othering’, its deviation adiference, hence creating a
“self-Orientalism” (lwabuchi, 1994, cited in Kubota929, p. 19). Bhabha (1994)
describes this process of subliminal conformation to oneiestype as returning
the coloniser’s gaze, as the subject turning aroundpivet of the stereotype to

return to a point of total identification” (p. 76).

While Bhabha, Said and the others cited above foausthe power games
underlying the naturalisation of the ‘otherness’ oftipalar races, societies and
cultures, Aitchison (2001) and Kubota (1999; 2002npout that the take up of
exotic and unique self-representations can be seenolégcgb and economic
investments. Aitchison discusses how third world tourismstrtes construct the
West as overfed and bored and represent themselves adimyoexcitement and
fulfilling fantasies. She claims the first world is luredo consuming “third world
places and people as pleasure products” (p. 135).dfortine, Kubota’s argument
is that the ‘other’ adopts cultural unigqueness in itsuggie for power and
recognition in the globalisation of markets. In Jagdan,instance, Kubota claims,
affective and nationalistic values have been prombtedapanese governments
since the 1960s not only against fears of culturalliagdistic imperialism from the
West, but also in order to secure Japan’s participatiorational and international

markets.

National identities

The construction of national identities is an examgléixing a communal ‘self’

against a collective ‘otherness’. Anderson (1991) dessrinations as imagined
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communities, built on an imagined unification with pleopvithin politically
defined boundaries. Nations are not only politicahstoucts but also social

constructions as people participate in the formingnefidea of a nation.

National identities are produced, maintained andsfoamed on the basis of
discourses of homogeneity. The construction of natichedtities builds on the
mobilisation of ideas of a shared ancestry and histtey(jllia, Reisigl, & Wodak,
1999) and a shared language (Blackledge, 2002)vithdils’ recollections of past
events and mutual anticipations of the future are fsogmt in affirming their
connections with each other and securing solidarityhils sense national identities
play a political role in securing a collective ‘selff opposition to and distinct from
‘others’. Politics, mass communications, militarisation, etioa and other social
and political spheres of life disseminate such ideas tbma collectivity. The
linguistic and cultural practices of socially and poélly powerful groups are built
into mainstream institutions and are circulated and migied as representative of
all members of society. These practices are assumed tdieraledifferences and

to be the essence of a national identity.

From the perspective of identity as a discursive construchat is ongoing,
fragmented and contradictory, assumptions of a collecidentity become
problematic. Assumptions of collective identities essaséaldifferences and
diversity and expect consistency and coherence. Awgrgity within the nation,
whether linguistic, racial or ethnic, is considerethgeat to national harmony, a
disruption which needs to be subdued (Gilroy, 2001hil&VHall (1996b) asserts
that all identities are narratives that serve to stbihe status quo, he also adds
that collective identifications do have politicaldasocial significance of a more
oppositional nature (1990/1996a). His argument is lstbrically conceptions of
collective identity have played a crucial role imetemergence of anti-colonial,
feminist and anti-racist movements. An imaginary redisgogerreunification with
a hidden, forgotten or marginalised history can bedg of imposing an imaginary
coherence on the experience of [racial or ethnispatsal and fragmentation” (S.
Hall, 19964, p. 112).
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In a similar vein Fanon (1965) discusses the significate collective
identifications to counteract “the perverted logwith which colonialism “turns to
the past of the oppressed people, and distorts, disfigamd destroys it” (p. 170).
He argues that a valuing of pre-colonial nativealdtgstories and identities requires
identifications at a national level. “A national tuk” he asserts “is not a folklore,
nor an abstract populism that believes it can discdwempeople’s true nature. ...
[It] is the whole body of efforts made by a people’ (88). Fanon associates
struggles for constructing national identificationsl amifications as essential in the
struggle for freedom from colonialism. While Said (1998yees with this, he is
also quick to warn that “western imperialism and Thirdrl/ nationalism feed off
each other” (p. xxvii) in that “defensive”, “reaativand “paranoid nationalism” (p.

xxix) venerates the uniqueness of a national ‘us’ agamational ‘them’.

Davies’ (2000b) use of (be)longing is relevant to thscussion of national
identities here. Davies brackets the ‘be’ to emphasigdesiduals’ desires for
recognition and affiliation, a longing for belonginThe ‘be’ written in this way
also captures the illusion of individuals as existinguraly, as ‘being’ themselves,
in a mythical pre-discursive manner. In this sensetiama (be)longing signifies a
form of solidarity and security, albeit an imagined &agmented one.

Hall (1996b) elaborates on the fractures in imagiretibnal communities in New
Times. He argues that the homogeneity and distinctivesfess’ and ‘them’ at a

global level is being challenged at local levels. &epecifically, his point is that
“at one and the same time people feel part of thédwaord part of their ... face-to-
face communities” (p. 343). He stresses that global ewalogind economic

interdependency as well as local struggles for relggiand cultural autonomy
undermine assertions of nation-states for stability anmty.un the present research
| designed tasks which | believed could encourage stade interrogate the textual
mobilisation of national and cultural stereotypes awbgnise the complexity and

variability of alternatives to these.
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Hybrid identities

Homi Bhabha’'s (1994) conception of hybridity allowse timegotiation of the
multiplicity and fluidity of identities. Working witla Derridean perspective of the
différanceof meanings, he seeks to trouble the binary logib witich individuals
are located into originary and initial subjectivitiewhere ‘us’ is pitched against
‘them’. Bhabha posits that meanings and identities amadd in the spaces “in-
between” (p. 1), in the interstices of the categooiedifference and identity, the
past and present, inside and outside, inclusion andigenl It is in these in-
between spaces, these spaces which are “in excess sbrthef the ‘parts’ of
difference” (p. 2) that subjects are formed. His arguni® that emphasising “the
interstitial passages between fixed identifications epep the possibility of a
cultural hybridity that entertains difference withoan assumed or imposed
hierarchy” (p. 4). These hybrid spaces make possible ethergence of an
“interstitial agency” (Bhabha, 1996, p. 58) thatussfs binary representations or

cultural supremacy.

Bhabha (1994) draws attention to how an ethnicadigresed, homogenous national
identity is possible only through the death of peopistories and cultures. He
argues that there is overwhelming evidence of a moamsmational and
transcultural sense of the hybridity of imagined commmesi Instead of assuming
that differences are superficial and need to be subsumdel similarities, Bhabha
suggests being open to differences. The exchange oéssrand meanings, he
argues, may not always be collaborative and dialogica society. Indeed, they
may be “profoundly antagonistic, conflictual and imouensurable” (1994, p. 2).
This may be so not only between groups of people avdest individuals within
the same social group, but between the values andtigsoany individual holds
themselves. In this sense, the spaces in-between may les pfacontradictions
(Soja, 1996), challenges to what one believes coteditine norm as well as what

one believes constitutes the self.

Bhabha's theoretical orientation to culture and fidgnhas been taken up in
education. Kramsch (1993; 1995; Kramsch et al., 1986)xample, incorporates
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Bhabha's concept of hybrid spaces into language peggadgdhe discusses the
creation of third spaces and hybrid identities as passibhen one takes an insider’s
view into other cultures and an outsider’s view of'smmavn cultural categories. In
the interstices between the old and the new, the ifamaind the foreign, one
negotiates new meanings, identities and worldviews. ilt these spaces that EFL
students are required to participate in New Timesrrieg a foreign or second
language entails navigating between foreign and familmes and spaces, and
negotiating differences in-between global and ldicaks and spaces. In the study
that | conducted, | sought to investigate the waydestts created hybrid spaces and
moved in and out of familiar and foreign meanings. Mscdssions of hybridity
(see chapter 8) will hopefully add to the growinglpof work on the negotiation of
hybrid identities in language learning (e.g., ByramF&ming, 1998; Lo Bianco,
Liddicoat, & Crozet, 1999).

PEDAGOGY

Education is a political act in that it involves tpeesentation and negotiation of
worldviews (Pennycook, 1994, 2000; 2001). The classrizoa site where different
visions of the world, different linguistic codes andatiurses come into contact, are
challenged and/or negotiated. Indeed, as Canagai@j@®9) points out, the
classroom does not merely reflect or reproduce the swordd, but is itself a social
and political domain, constituting a place in whicltiabrelations are constituted
and played out within networks of power relationstHa present research | focus
on two classroom contexts where | investigate thecatii web of meanings and
relationships the students and | constructed and thieugardentities we each

played out.

From the perspective that schools exist in a complex|smuibpolitical relationship
to the world outside, classrooms can become sites wherquah global and
societal power relations are manifested and confirnredhere they are challenged
(Luke & Elkins, 2002). The discourses and practicestdathers make available to
students, then, can be effective in equipping studevita the tools and

understandings to challenge the inequities that résait imbalances of power
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relations. An explicit focus on the ways texts positieaders to take for granted
particular realities, for instance, can encourageestisdto oppose being caught up

in such hegemonic discourses and can help them appeopoiatter-discourses.

According to Pennycook (1994), the take up of ceudiscourses is possible by
encouraging students to develop a voice. Voice hees dot refer to merely non-
silence, a mouthing of words. Rather, it refers toesttgl awareness of language as
social practice, a consciousness of the socioculturapalitical contexts in which
language functions. Pennycook’s notion of voice heranalogous to Bhabha’s
concept of hybrid spaces in that Pennycook describeg \as “a contested space”
(1994, p. 310), and as “a place of struggle in ffece between language, discourse
and subjectivity” (p. 311). These voices provide leasrwith the means to trouble
the binaries, the categories and representations thatiss their identities and
understandings. In my discussion of the outcomes of my sitidche ELICOS
centre, | argue that the addition of an ethnog@plement to the analytical tools of
critical discourse analysis appeared to be effectivgiving several students a
voice, in Pennycook’s sense of the term. These studenisial entries suggested
that they were questioning and challenging their @ssumptions of normativity
and were seeking ways to go beyond the self/othedali | recognised this as
significant in suggesting that the teaching progranad bmployed had equipped

some students with the means to access complex, diversesilisaealities.

CONCLUSION

| have devoted this chapter to theory in order toenakible the assumptions and
understandings which underpin my views of the socialdvén the next chapter |

trace the various ways the concept of culture has beeceptualised by different
people at different times and places. | outline hosvabncept moves in and out of

various discursive themes and frames.
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CONCEPTUALISING CULTURE

INTRODUCTION

This chapter deals with the contentious concept afuil There is no single,
authoritative definition of the concept; rathergotime it has been conceptualised
in a number of different ways. Geertz (1973) deserihe term as having acquired
“a certain aura of ill-repute” (p. 89) because bé thistorical multiplicity and
complexity of what it signifies and Raymond Williams 7869 claims that culture

“is one of the two or three most complicated words énEhglish language” (p. 76).

Appadurai (1996) expresses his discomfort in using tme tefiture as a noun and
claims that he is attached to its adjectival form caltiHe argues that this is due to
the evocations of the term culture as a kind of subetaabject or possession,
whether physical or metaphysical. The term culturalydver, he claims, “moves
one into a realm of differences, contrasts, and compexisa in relation to
something local, embodied, and significant” (p. 12)olighout this thesis | use the
term culture with similar concerns. | do not use thentey suggest that culture is a
property. Rather, | emphasise culture as a discursinstremtion, as the everyday
social practices available to groups of individuals Bretognise these practices as

multiple and hybrid.

In this chapter | put the concept of culture undasere. | examine a number of
ways the concept has been theorised and studied andgligeir limitations and
strengths. | end the chapter with my reinscriptionthef concept from a discourse

perspective.

CULTURE AS INTELLECTUAL REFINEMENT

During the Enlightenment era, commencing towards thé ef the sixteenth

century in western Europe, culture was equated wwéhaty and artistic work, and
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the elitism thought to derive from such intellectuald acreative endeavours.
Enlightenment thinkers, such as Kant and Descartes, asispbahe advancement
of reason and advocated an intellectual and moraileraent through engaging in
literature and art. In this tradition, culture waedhsed as a process of intellectual,
spiritual and aesthetic development that could berexpsed only by a privileged
minority. In particular, the literate societies of tWwerld, which at the time were
western European societies, and the elite literatsetain these societies, perceived

themselves to have the rational capabilities to engatheculture.

In the post-Enlightenment era, the idea of cultureaaprocess of intellectual

refinement was transferred to the artistic achievemehis society, such as its
music, theatre, art and especially its literature, twhiere thought to sustain and
represent culture. Mathew Arnold (1869/1960), fastance, continued with a view
of culture as intellectual refinement, defining ctdtas the perfection exhibited in a
canon of classical literary work. Arnold regarded litexary and artistic capabilities
of ordinary people, of the masses, as unworthy of stahsidering them anarchic
and vulgar, and the result of delusion and supelfinigrests. Although Arnold

espoused the view that culture could be transmittedigiir education and, thereby,
become shared by more than an elite social group,reultas still separate to the

everyday activities of the general population.

Within this view of culture, particular literary gess and authors are hierarchically
organised. At the lower end of the hierarchy areupapliterary culture and other
forms and practices that have as their base the eveeygagriences of ordinary
people. Popular culture is excluded from the canod &n dissociated from
intellectual and moral refinement. Surber (1998) assbdt Enlightenment thinking
and its attendant distinction of the cultivated amel popular can no longer enjoy
the general acceptance it once had. The establishmoenie Centre for
Contemporary Cultural Studies, for example, began waithnterrogation of high
and low cultural categories and the intention to dawattse the culture and society
divide (S. Hall, 1996c). However, conceptions ofhhigulture are still prevalent

today. Many English departments in universities, forains¢, are divided over
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whether to teach only a classical canon, hence follpwm the footsteps of Arnold,

or to incorporate elements of popular culture.

THE WAY OF LIFE OF THE ‘OTHER’

In the late 1800s, anthropologists’ interests in deswil@nd understanding the
lifestyles of colonised peoples suggested a broader pwadisation of culture.

Conceptions of society and culture were brought tegewith a focus on what
ordinary people do, their communal way of life, bebax, beliefs, customs and
assumptions. The focus of anthropology was on the shacea fabric that makes

up a society. However, until the mid-twentieth ceptuhe gaze of anthropology
was directed solely on those that were ‘othered’ derdifit, as quaint and exotic.

Evolutionary explanations of the ‘other’

The earliest definition of culture as a way of ligeaittributed to Tylor (1871/1958),
who claims that

Culture or Civilisation, taken in its wide ethnograpkense, is that complex
whole which includes knowledge, belief, art, mor#sy, custom, and any
other capabilities and habits acquired by man as a meshbeciety. (p. 1)

In this definition Tylor introduced a non-discriminag perspective on culture as
practices and views that can be acquired by aklnahkind. Tylor accepted the
cultural diversity of people on a global scale bi¢rapted to fit this diversity into

an evolutionary theory about the origin of histagge and civilisations.

Tylor theorised differences in lifestyles as the proddctational thought processes.
Along with other anthropologists like Morgan (1877789 he advocated the
existence of a uniform mental faculty in humankind asidhwing on Darwin’s

theory of human evolution, maintained that diffeesén the application of this
faculty to everyday practices placed societies inedkfit grades of civilisation.
Based on this argument he theorised that the investigafi reason in the ways

groups of people conduct their everyday lives couldvide evidence of their
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evolutionary development. With a strong convictiomttthe lifestyle of British
society in particular, and western European societiegeneral, were inherently
rational, he interpreted non-western societies’ prastaccording to western norms
and conventions. When these foreign lifestyles seemedtelligible, Tylor
concluded that they were irrational and unstablé, lzad resulted from ignorance
and error. For him, and other like-minded anthropegksg this had once again
proven the supremacy of western European societieshandways of life over

‘others’.

Tylor’'s theory of culture was significant in suggestangiove away from culture as
literary and artistic artefacts to the thoughts amknts of ordinary people.
However, it was equally significant in establishingaamative view of the social
and intellectual superiority of western societies. Hwky therefore, retained the
Enlightenment eurocentric view of valuing the ways ba&ing of some, while
despising others.

Cultural relativity

Boas (1911/1965; 1940/1966) was also interested irsiigpating and explaining
the lifestyles of ‘other’ peoples. However, he emphasteeduniqueness of each
cultural group and rejected Tylor’s views of a homagenhumanity. He argued for
an understanding of colonised people and their lifestyas relative to their
historical and situational contexts, rather than asadés of industrial societies.
Boas described culture as a system of habitual procesdgwantices, suggesting
their taken-for-granted subconscious nature. He déuringued that these habits are
acquired through socialisation so that the behaviowt beliefs of individuals

reflect the traditions in which they are raised rathan their native intelligence.

Boas’ theories of culture and society have been sggmifinot only in raising anti-
evolutionary ideas of culture at the time, but als@resent day uses of the term.
Kuper (1999), for example, notes that the differainta between the use of the
terms a culture and cultures, as opposed to culturg,imiated by Boas and his
students. Boas also initiated a move towards incorpgratibjective interpretations
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in descriptions of cultural practices. Boas himself wéshaadvocate of providing
transcriptions of natives’ recollections and thoughtshair own cultural practices.
In this way he believed he could enable readers tienstand cultural phenomena
by gaining an insider's perspective, as well as avoidosing his own western-
based views or standards. This was a radical move forogpaiogy in that the ideas
and experiences of people that had been labelledndgy as primitive and

uncivilised were for the first time being given cratifi{p and voice.

For Benedict (1934/1959), the term culture refert@dcan emotional consistency
which underlies differences in collective ways of lgeiBenedict’s intention was to
move beyond ethnocentric assumptions of the absurdityiramatherence of the
‘other’ by recognising the unique temperaments of eadtural group. Benedict
located the general tendencies, as she assumed therpaxicalar cultural group
on a continuum of emotional dichotomies, a method of riesg cultural
differences recognised today (E. T. Hall, 1981; Hals{e1994). While such
analyses focus on exploring both the ‘self’ and thteg, the normativity of the
‘self’, in most cases the West, in describing and definatigers’ is maintained.
Moreover, the employment of binary opposites reduces civaplexity and
diversity within any cultural group to a fixable ppon a continuum. The processes

and practices familiar to groups of people are essesatibhs stable entities.

A focus on meaning-making

By the mid-twentieth century, it was getting increggmmore difficult for

anthropologists to discover and document tribal comnmasmitintouched by
colonisation. Hence, their interest shifted to anatysime peoples of the third world
and of postcolonial contexts, continuing to satisfyirtieariosity in the ‘other’. In

this context Levi-Strauss’ work in discovering a unsaé grammar of culture was
significant in that Levi-Strauss had gone beyond thmasBan aspiration of
describing and saving exotic societies, to demonstrétetghere is no fundamental

difference between cultural groups.
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Levi-Strauss theorised that all humans possess an idestdiogletence to perceive,
organise, and represent the world. He assumed tha¢ saine way that speakers of
a language are unaware of the structures behind dgegdangue, which
Ferdinand de Saussure had claimed determine languageansks), members of a
culture are no more aware of the underlying strustg®@verning their actions. He
defined culture as sign systems that express the uncossébundations of
meaning- making and sought to demonstrate the existéraceimversal grammar
of culture rooted in the subconscious properties of thean mind. From this
perspective, cultural differences could be explaingsl variations in the
performance, the implementation, of this competence. dBmonstrate his
argument, Levi-Strauss studied the myths, kinship theamne exchange systems of
preliterate societies claiming that the same basic stalgbatterns governed both

so-called primitive thought and modern scientific thaug

Levi-Strauss’ work is widely acknowledged as contribgtio understandings of the
concept of culture, which developed either as arerestbn of his ideas or in
reaction to it. Poststructuralist theories, for examgdseloped primarily as a set of
critical responses to the universalism and structuralismraémit in his approach to
the individual and society. Poststructuralists percethedidea that meanings are
derived from a universal, innate mental structure gomgrhuman action to be
problematic. Instead, they argued for a focus on mgaras produced in dialectical
relationship between action and structure, and cdibeda focus on meaning-
making as an ongoing process of signification.

Whereas Levi-Strauss reassigned culture to a mental Gedetz (1973) focused on
observable cultural patterns, with the belief that mreg itself is public. Geertz
describes culture as a “historically transmitted pattdrmeanings embodied in
symbolic forms by means of which mesid communicate, perpetuate, and develop
their knowledge about and attitudes towards life” 89). For Geertz, these
symbolic forms were human behaviour and actions. Geejezted the idea that
cultures determine meaning; rather, he asserted thdtiiaeccreates the context, the
social model, which renders human behaviour meaningfubbther words, for

Geertz, human behaviour signifies meaning not becausecafture, but within a



41

culture. This new discourse insisted that cultural memnere accessible within

context.

Geertz sustained attempts to understand and explawaheéview of the ‘other’.
He explains the purpose of anthropology as “gainimgssto the conceptual world
in which our [anthropologists’] subjects live so thatea® ... converse with them”
(1973, p. 24). To this end, Geertz advocated arrpregve approach to cultural
analyses, what he calls a thick description of cultutde argues that a thick
description of a culture would entail describing amptex set of conceptual
structures in terms of which a particular act is produperceived and interpreted.
In this sense, he compares cultural analysis to readingtan text, the difference
being that rather than conventionalised graphs ohdouhis text constitutes
momentary examples of behaviour. What is significant aBmertz’s interpretive
approach was that it suggested that understanding @ihiaral groups in the frame
of their own particularities can expose their norrgaliv the western world.
However, what Geertz failed to take into accounts what ethnographies are
cultural constructs themselves, are texts that arecktbd with the discursive
practices and meanings familiar to the anthropoldgmtherself, rather than being
straightforward objective accounts. Moreover, from astgolonial perspective,
thick descriptions today would need to take into aot@ globalised context where
meanings and identities are in a flux, are partial aontradictory (Appadurai,
1996).

Culture as property of the ‘other’

Postcolonial theorists have drawn attention to thedrabetween anthropology and
colonialism, and have put under scrutiny the largeblemeurocentric view of
cultural studies that have dominated the social scge(Bkabha 1994; Goldberg,
2000; Pels, 1997). They criticise anthropologists famting to have taken on the
white man’s burden to speak on behalf of the oppreasddo be the voice of the
muted. Holliday (1999) claims this presumptuous attituae fesulted in what is
perceived to be foreign being reduced to “a simpligasily digestible, exotic or
degrading stereotype” (p. 245). Said (1993) also @uestthe ways in which
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practices associated with the ‘other’ become fixed predefined traits and are

used as excuses for colonisation (Fanon, 1967).

A history of anthropological interests in the rituatsl difestyles of ‘other’ peoples,
a continual fascination with describing and understapndvhat makes ‘them’
different have led to assumptions that ‘they’ haveaucaland ‘we’ do not. Today
the term culture is used to explain what makes non-meamstgroups different to
the norm or what makes it difficult for them to integranto mainstream life,
thereby further marginalising already marginalisedugso Issues of cultural
differences are dealt with through tokenistic progravhgch focus on the quaint
and colourful aspects of ‘others’ as representatiwehaf they are and what they do.
Mainstream social groups, on the other hand, remaisili& as a cultural category
(Kincheloe & Steinberg, 1997; Singh, 2000). They assua transcendental

normativity and regularity.

HEGEMONY AND POWER IN CULTURE

The conceptualisation of culture as a site of struggleveen competing interests
can be traced to the Marxist grounding of persoifalith political and economic
contexts. Marx and Engels (1846/1965) conceived @@ in the form of the
values, beliefs, behaviour and institutions of socib&t are shaped by and are the
reflection of a particular mode of economic produttidhey were interested in
making visible the politics and ideologies of the domtr@dasses which function to
naturalise and legitimise their interests and make thgmaapcongruent with the
interests of all members of society. Gramsci (1971) supplie theorising of the
nature and functioning of ideological forces withe thoncept of hegemony to
describe the domination of the state or ruling class thesindividual through the

consent of individuals.

Similar to Foucault's (1978) power/resistance nexus,nSca proposed that
dominance is not totalitarian but will be met with ntar-hegemonic movements
that will resist assimilation into the hegemonic cultdrke “lived dominance and

subordination of particular classes” (Williams, 19771p0) saturate identities and
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relationships, the processes of the everyday livinthefindividuals. This relation
of dominance and subordination is never exclusivetat but can be challenged by
alternative views of reality. This implies the possipiliof a shifting set of
allegiances among both dominant and marginalised soc@pg and their
practices. Fanon (1965), for example, asserts that #11ggd resistance against
domination contribute to the formation of social greupather than folksongs,
traditions and artefacts. Fiske (1989) too capturissview of culture as contested

knowledge in his definition:

Culture is not a relatively harmonious and stable pbaignifications, but a
confrontation between groups occupying different, fomes opposing
positions in the map of social relations, and the m®od making meanings
(which is, after all, the process of culture) is a dostiuggle, as different
groups struggle to establish meanings that serve therests. (p. 58)

From this perspective, definitions of culture that asshomogeneity and internal
coherence are problematic. Boas, Geertz and Lewir&yafor example, were
interested in discovering meanings and the processestardures that govern
meaning-making but they ignored the struggles involwedhe production and
maintenance of particular meanings and relations, lenditencing of others. Their
accounts of culture were disengaged from moral and Isooialicts between

individuals, genders, classes and races.

Bourdieu’s (1977; 1990) conceptualisation of cultasehabitus is also problematic
in that with the concept of habitus he seeks to expla consistency underlying

groups of individuals’ everyday practices. Bourdiesales habitus as

systems of durable, transposable dispositions, ... principhésh generate
and organize practices and representations that cabjéetively adapted to
their outcomes without presupposing a conscious aimingnds or an
express mastery of the operations necessary to attain ({t@®0, p. 53)

Bourdieu assumes a common unity of dispositions particolaa social class,
suggesting a conceptualisation of social groups andraujtractices as harmonious

and coherent and as homogenous, unified entities. §k&gident in his claim that
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“the objective homogenising of group or clagabitus that results from
homogeneity of conditions of existence is what enablastipes to be objectively
harmonised” (Bourdieu, 1990, p. 58, emphasis in oriyjintdére the concept of
habitus fails to account for issues of race or gendar ¢an hinder individuals’
access to the dispositions deemed significant within ialsgroup.

Cowen (1990) argues that such assumptions of homogensiggderate the
impression of internal coherence within a society”1(p). and hide the struggles and
conflicts involved in maintaining the dominance oftadar cultural norms and
practices over others. Remaining unrecognised, maamstogltural norms are often
privileged as representative of the whole culturedug, leaving invisible and
marginal all other cultural representations. It seeman,ththat to be able to
encapsulate how individuals work with multiple andeaoftcontradictory sets of
assumptions and practices, and the ways individuals tpkeesist and subvert
familiar and foreign meanings, identities and worldweeBourdieu’s habitus will

have to be reconceptualised as a more fluid anddradestruction.

A DISCOURSE VIEW OF CULTURE

Gee (1990; 1992) captures the idea of multiple, sigiftiabitus with his use of the
term discourse which is also useful in the navigatiorthef term ‘discourse’.

According to Gee, discourses are “a socially accepedcstion among ways of
using language, of thinking, feeling, valuing, anfdacting that can be used to
identify oneself as a member of a socially meaningfulgiq1990, p. 143). It is

through these networks of constructing meaning thatamulife is organised into a
shape and form which can be recognised and undersjomdlividuals themselves
and others. Gee asserts that one is socialised into raulifpén contradictory sets
of discourses. While discourses can regulate and delih@t can be said or done,

they provide the spaces for making new statements vétiyrdiscourse.

Gee’s theory of discourse draws on Foucault's concegatian of the term
(1969/1972) (see chapter 2). Discourses are far fromgbstatic, conceptual

repertoires; they are multifaceted public processesugiwrovhich meanings are
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progressively and dynamically achieved (Davies & HaR@00). A point that
Foucault stresses is that, as opposed to the common use t&friin discourse to
simply refer to speech and writing, as Bourdieu fomegla used it, discourses are
not necessarily linguistic. It is precisely this poititat discourses involve much
more than language, that Gee seeks to emphasise byhsimgrh with a capital D.
In this thesis | do not adopt this capitalisation of téren in the way Gee does, yet

the view | espouse for conceptualising culture isafrdiscourse.

A view of culture as discourse refers to the regulaad regulating meaning
making processes and practices particular to groupsdofiduals, which enable

and constrain particular forms of knowledge and soeilaltions. With a discourse
view of culture | assume social practices to be hyhmii\aried and operating in a
network of power relations. In the research | conellict aimed to problematise the
ways meanings, identities and practices are essentiatisexkts, constructed as
fixed, neutral and apolitical. | intended to emphasisikural groups as dynamic
organisms that exist in discursive fields, that is to diio® a view of culture as a
verb (Street, 1993).

A discourse view of culture encapsulates the notiocutitire as “competing ways
of framing the world” (Pennycook, 2000, p. 96). lloas me to emphasise that the
meanings one makes and the identities one takes up ereeghlt of ongoing
struggles and contestation over the legitimacy of @agr versions of reality and
relationships. With this view, in my research | soughindermine constructions of
mainstream social norms and practices as representataleroémbers of society

and intended to draw attention to the practicesoofmainstream groups.

Gutierrez (2002; Gutierrez & Rogoff, 2003) also kg the notion of culture as
discourse in her conceptualisation of the term as sdoiglistic and historical

repertoires for participating in social practices. i&uéz argues that repertoires of
meaning-making are never shared by all members of a gnotipmstead are shaped
by hegemonic social forces. Moreover, she contendstitt repertoires are “both

patterned and dramatically varied” (2002, p. 314ptaring the idea that meaning-
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making processes and practices are meaningful withirogpgare dynamic and
variable.

The view | take up in this research for conceptuaistulture is one which
centrally includes the concept of discourse, of reress of meaning-making
practices. | work with the assumption that the conadptulture refers to the
complex practices of creating and contesting meanindsregpresentations, which
are inherently political and conflictual, involvinge production, reproduction and
contestation of relations of power (Benhabib, 2002ecognise cultural practices
as dynamic and changeable, and as sites of social ssuggle

In this thesis | make references to national, ethnic raggébnal groups, such as
Asian, Australian, western, with the recognition teath labelling is static and
limiting. | recognise the categorisation of peopleoistich groups as discursive
constructions, as imagined collective identifications] aeek to problematise the
boundaries enclosed around such constructions and toasie@lalternative ways
these categories can be constructed. However, | use teems as alternatives are

not linguistically available.

In the following chapter | discuss the ways the varitheories of the concept of
culture | outlined in this chapter are taken up anduage teaching. | describe
approaches to the teaching of culture in languagssomboms that are based on a
high culture view of culture or homogenous views ofidogroups and argue that
there are a number of language teachers and resesaat$® proposing pedagogical
approaches for the teaching of a dynamic, processual vof culture.



CHAPTER 4

PEDAGOGY OF LANGUAGE AND CULTURE

INTRODUCTION

Sapir (1924/1970; 1929/1970) and Whorf’s (1940/19&juments that linguistic

structures determine social practices and Hymes’ (196d)€ that language use is
an outcome of social practices have been influentiabringing language and
culture closer together. The idea that language ismportant medium in reflecting

and constructing culture, whether conceptualised gis ¢ulture or social practice,
has been significant in convincing language teaclwetsach not just language and
culture but language in and as culture. With variooisceptualisations of culture
being taken up in the field of language teachind Brarning, ways of teaching
culture and the competencies learners are expectil/édop have also differed. In
this chapter | discuss five pedagogical approachesetéetaching of language and
culture. Here | acknowledge the work of Crozet aittlicoat (1999) in informing

my conceptualisation and discussion of these approaches.

A HIGH CULTURE APPROACH

Until the nineteenth century the Enlightenment wadi of high culture was
predominant in language teaching. Latin and Greete wearned in order to gain
access to the canon of literary works, the study othwlii was believed would
refine and civilise man. Culture was thought to be mtedi primarily through
written language and cultural competence was defasdknowledge of literary
works. As Latin declined from being a lingua francd amdern languages entered
the curriculum, a high culture view continued todmeninant. As with the study of
classical languages, the goal of modern language stadytlhe intellectual and
mental development that was thought to result from ngadiliterary canon in its
original language. Moreover, modern languages werghtan the same way as the

classical languages with the Grammar Translation Methowining the principle
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teaching methodology. In this way modern languages akgeed with the high
status classics and, hence, validated as worthy of sHalydtt, 1984; Richards &
Rodgers, 1986). Today, although there has been aahify from approaching
literature as evidence of high cultural products (MauCarroli, & Hillman, 2000),

some language programs continue to incorporate a hiéenayry study load.

AN AREA STUDIES APPROACH

During World War II, the Army Specialised Trainingogram (ASTP) was initiated
in the USA in response to the military’s need to masterforeign languages with
which they were coming in contact. While the conagptulture was shifting to a
view that included history, geography and institusi@s well as the literature of the
target language community, the influence of struttlirguistics and the new
technology of the language laboratory overshadowsdnaajor focus on the social
context of language teaching. Teaching culture asd#tailed study of a nation-
state or geographical area was regarded as a complemlanguage and literary
study and served to fulfil the need to gain logistasal historical information about
countries. This view of culture is known as Area Stsidie Background Studies in
the US and BritainLandeskunden Germany and Civilisation in France (Stern,
1983, 1992).

A ‘CULTURE AS PRACTICE’ APPROACH

In the 1960s approaches to teaching culture moved teaching high culture
and/or Area Studies to teaching culture as sociatipe Influenced by the ideas of
Sapir (1929/1970) and Whorf (1940/1956) on the iasaplity of language and
culture, and Boas’ (1940/1966) claims that all calkgroups are worthy of study
on their own terms and not as deviants of European t@s;iescholars such as
Brooks (1964), Seelye (1974) and Chastain (1976gddtr a view of culture as

the everyday practices of a community to be incorpdratto language curricula.

These scholars were also proponents of the Audiolinjlethod, the language
teaching methodology adopted in the Army SpecialiBedning Program (Stern,
1983). In the Audiolingual Method, although theara&fly there was
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acknowledgment of the inseparability of language amiture, in practice culture
was not integrated into language teaching. Cultigathing was treated implicitly
with the assumption that cultural insights and appreciabf difference would

naturally follow linguistic mastery (Chastain, 1976).

An implicit approach to teaching social practices mbpgmatic in that it risks either
ignoring cultural issues altogether, or leaving so@ctices as “input which
recharges the content with new energy when everia@gs have been worn out”
(Murphy, 1988, p.149) with a focus only on what idocoful and enjoyable.
Brooks (1964) criticises this foregrounding of the iobg, colourful and
inoffensive aspects of culture and proposes an alteen&dicus on the everyday
lives of members of the cultural community, on how powetations operate in
social practices and on ways this is present in the &geysuch as in the selection
of pronouns and verbs to reflect age and status. Henvevhile proposing a
different focus Brooks does not see the need to makeetiehing of culture
explicit. He describes a structural syllabus with @tovious place for cultural
teaching other than five-minute warm up activitiessapplementary activities.
Failing to provide an explicit focus on culture iretclassroom, Brooks risks doing
the very thing he critiques: reducing culture to bfend, quaint and colourful. This
problematic stereotyping of ‘other’ cultures is stillthvius. Kalantzis, Cope and
Slade encapsulate this approach as the “spaghettiodikal’ piew of culture (1989,
p. 15) in reference to the conceptualisation of roulturalism in contemporary
Australia.

The implicit approach to the teaching of culture asiadogpractice continued as
language teaching shifted from structuralist to fumalist views of language and
the approach referred to as the Communicative Apprbagan to emerge. The
Communicative Approach is, in fact, seen as having motengal than other

language teaching approaches to integrating culiuesmguage teaching (Savignon,
1991) due to the fact that for the development ahmaoinicative competence,
learners need to become aware not only of linguistic also of pragmatic and
sociocultural rules and behaviour governing commuminatHowever, in practice

the cultural implications of the communicative functare frequently overlooked
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(Liddicoat, 1997). For example, Chen (1995) repdr&t although communicative
approaches have been adopted in the teaching of Asignages and cultures in
Australia, cultural learning has been restricted to-lguistic characteristics of
countries and people, with no foregrounding of timk between language and

culture.

The spaghetti and polka view of culture mentionedvabman also be observed in
many communicative textbooks and materials. For exampeteiktbook excerpts
that Valdes (1990) provides as exemplary cultural iegchmaterial present
stereotypical bland representations of mainstream foreudpare. Culture here is

reduced to the observable, colourful aspects ofxbaa'other’.

In much language teaching today, then, either itsguaed that cultural learning
will be the automatic result of language learninggwture is taught as a fifth skill.
The problem with the former is that culture is left limipin the language program,
textbook or methodology and is too easily ignoredthim latter case, the focus of
teaching culture is on stereotypical aspects. Culinfafmation is often regarded
as a pastime activity for capturing students’ attentiofor giving light relief to the

task of linguistic training. Hence, the outcome of sedoreign language teaching
is “no more than an acquisition of separate and ladetpntextualised information
which does not amount to an understanding or an insightanother people’s way

of living and thinking” (Byram, Esarte-Sarries, & Tagl 1990, p. 380).

In the past decade, proposals for a different apprdasie begun to emerge
(Coleman, 1998; J. K. Hall & Ramirez, 1993; Tustingashaw, & Callen, 2002).
Hall and Ramirez, for example, argue that culturariang requires conscious
effort on the part of the learner and that, forrges in cultural perceptions to
occur, students need to become aware of their ownitidsrand those of others as
individual and cultural beings. Moreover, studies afdshts’ residences abroad
have suggested that students’ physical location witienféreign cultural context
does not necessarily lead to intercultural understgsdi€oleman argues that

residence abroad can even confirm and strengthen ssudegative stereotypes
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and, therefore, he stresses the need to change exiatiggage pedagogies to

accommodate an explicit focus on both foreign and fanmgultural practices.

AN INTERCULTURAL APPROACH

An intercultural approach, as it is proposed by a nurobscholars (Byram, 1990,
1997; Byram & Esarte-Sarries, 1991; Crozet & Liddicd#97, 1999; Kramsch,

1993; Murphy, 1988), is claimed to provide an explapproach to language and
culture integrated into the language program. Itsremt the assumption that
language and culture learning can foster a betteéenstanding of oneself and
others, and develop tolerance and improved -crossralltattitudes. Hence,

language teaching is seen as a means of expandingrédmmgzons and preparing
them to participate in a multilingual and multicultungorld. As Buttjes (1990) puts

it, language teaching can help to “enhance tolerafi@mbiguity and empathy with
others ... at a time of increasing international depeogleand imminent global

threats” (p. 9). The concern here is to find wayshgérioving students’ attitudes to
learning a foreign language and discouraging ethrtdsen (Byram & Cain, 1998;

Murphy, 1988; Permenter & Tomita, 2001), or faciligtthe integration of second
language learners into the host community (Barraja-aRpli997; FitzGerald,

1999; Mangubhai, 1997; Parsons & Junge, 2001).

Michael Byram and his colleagues propose an intemalltapproach for the
development of foreign language learners’ intercaltaompetence (Buttjes, 1990;
Buttjes & Byram, 1990; Byram, 1997; Byram & Esarte-&str 1991; Byram,

Esarte-Sarries, & Taylor, 1990; Byram & Fleming, 19®jram, Nichols, &

Stevens, 2001). They argue that learners’ existingneonicative competence or
cultural competence needs to be developed into amcuitural competence to
equip them with an awareness of the relationship betweegjuage and context in
order to manage interaction across cultural boundaBgsam (1997), in fact,
distinguishes between intercultural competence andcudtaral communicative
competence. He describes the former as the abilitydcaict in one’s own language
with people from different cultures, whereas the tatigolves being able to carry

out the same interaction in a foreign language. Hewewn more recent
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publications Byram uses intercultural competence whih $ame associations as
intercultural communicative competence (Byram & Guithe, 2000; Byram et al.,
2001). Henceforth, | follow Byram in using the terntemcultural competence to

refer to both of the situations Byram distinguishes above

Byram provides a comprehensive definition of intercalt@gompetence in terms of

linguistic and culturasavoirs(knowings):

Attitudes: Curiosity and openness, readiness to susperglidisibout other
cultures and belief about one’s own.

Knowledge: of social groups and their products andtjmes in one’s own
and in one’s interlocutor’'s country, and of the gaherocesses of societal
and individual interaction.

Skills of interpreting and relating: Ability to ietpret a document or event
from another culture, to explain it and relate itltwuments from one’s own.

Skills of discovery and interaction: Ability to acgeinew knowledge of a
culture and cultural practices and the ability t@mape knowledge, attitudes
and skills under the constraints of real-time communioadiod interaction.

Critical cultural awareness/ political education: Ability to evaluate
critically and on the basis of explicit criteria pe¥spves, practices and
products in one’s own and other cultures and coun{fidsgam, 1997, p. 50-
54)

Byram’s division of intercultural competence into a n@mbf savoirsis unique in
that it provides language practitioners with a franwwimr conceptualising an
abstract competence in terms of a set of attainablkecigs, each of which can

contribute to the development of intercultural cotepee.

Intercultural competence, then, is the acquisitiorthef “abilities to understand
different modes of thinking and living, as they are edcied in the language to be
learnt, and to reconcile or mediate between diffeneodes present in any specific
interaction” (Byram & Fleming, 1998, p. 12). The deysnent of intercultural

competence involves taking an insider's view of theeifpr culture and an

outsider's view of one’s source culture. Byram et al descthis “tertiary
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socialisation” (Byram, Esarte-Sarries, Taylor, & AllaB90, p. 104) as the shift
from an ethnocentric perception of cultural phenomienan awareness that such
phenomena can be seen from a different perspectives itlea of tertiary
socialisation is further developed by Kramsch (1993) quddhabha’'s (1994)
concept of the third space as a metaphor for the mahty emerging in the
interstices of the familiar and foreign cultures. Acling to Kramsch, the third
space entails developing the ability to be flexilbhel adapt to the interlocutor’'s
cultural style, to reassess the interaction and tacg@yotiate an acceptable mode of
communication, shifting from a monocultural view of thwerld to accepting a

multicultural one.

According to Crozet, Liddicoat and Lo Bianco (198®)jving for the development
of a third space should be the aim of foreign languagehing. They argue for a
move away from the aims of tolerance and empathy to & gp facilitating
“participation in ‘otherness™ (1999, p. 1). Their @pach is based on three
fundamental aspects: the teaching of a culture embeddddnguage use, a
comparison between learners’ home cultures and theigfor culture, and
intercultural exploration. They claim that the creatof the third space requires
establishing a dialectical relation with both hometwals and foreign cultures,
which they believe will help learners recognise thgiteary nature of their own

ethnicity and learn to reconstruct and appreciatehem world view.

Both Kramsch (1993) and Crozet and Liddicoat (199&)ceive the potential to
transcend one’s cultural boundaries to find a thirccepas being at the core of
intercultural competence. In this sense, intercultacehpetence does not involve
replicating native speaker norms or assimilating intotdnget community. Rather,
it involves taking on the identity of an “interculéi speaker” (Byram, 1997, p. 32;
Kramsch, 1998, p. 17), an intercultural communicatoo wan adopt a position in
which s/he is comfortable in relating to and mediatiifference while achieving

personal and communicative goals. An intercultural spreaknot located within

one side of a binary divide, in a stable self-con@inaltural unit (Guilherme,

2002) but moves in and out of hybrid identities andcepaln this sense, an

intercultural speaker is always in the process of toansdtion and change. This is a
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significant shift in language teaching from construgtine learner as an imperfect
or deficient native speaker to a social actor equipwéh the competencies to

engage successfully with other social actors.

The practice of facilitating intercultural competence

Byram and others propose an ethnographic approachmasias of developing the
intercultural competence of language learners (ByranCan, 1998; Byram &
Esarte-Sarries, 1991; Byram & Fleming, 1998; Roberts3J19hey reason that an
ethnographic approach will provide learners witlpagunities and with tools for
acquiring knowledge of the foreign culture as seewmmfra foreign culture
perspective, which could eventually denaturalise nie own values and
assumptions and aid the development of interculturalpedence. The observation
and elicitation techniques of ethnography are constti¢o be possible tools for
investigating and analysing cultural aspects embedddtie spoken and written

texts of the foreign culture.

Byram’s argument for the adoption of ethnographicganlintercultural language
teaching seems particularly promising for exploring fireign culture in its local
context (Parsons & Junge, 2001; Woodin, 2001) or icarsalysis of home cultures
as a preliminary step in understanding the foreignuwilt(Barro, Jordan, &
Roberts, 1998; Duffy & Mayes, 2001; Georgieva, 2001MGrgan, 2001). In other
words, it is appropriate in situations where there isadicontact with the culture
studied. Such an approach seems to be relevant in uhepdan context, for
instance, where increasing concerns are voiced ovandiag the encouragement
of developing a European identity and embracing pema integration, and
preserving a national or local identity (Byram & Riegdl999). However, it seems
the ethnographic approach would fail to address gthighere students cannot or
do not wish to experience the foreign culture firaih for political, economic or
logistic reasons, and where the means of exposure awge mia of authentic and
non-authentic spoken, written or visual texts such asetliound in textbooks, the
media, the internet, popular culture and other ssurce
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Various foreign language practitioners have proposetysing the cultural content
of everyday spoken and written texts as a means oitfici the development of
intercultural competencéiddicoat (1997) and Crozet (1996), for instance gest)
that micro-level analyses of verbal interaction have potential to reflect the
cultural conventions of the foreign culture. Gend2801) reports on a cross-
cultural analysis of the visual codes and modes of pras@mt particular to
Bulgarian and British news broadcasts, and Martinez@il{1998) exemplifies the
use of a television commercial for foreign cultural dgtu Others propose
investigating the cultural aspects embedded in writeetts such as cartoons
(Crozet, 1995), short stories (Burwitz-Melzer, 200&ahd letters (Kirkpatrick,
1992). While these proposals offer valuable theoretiogights and possible
practical approaches to analysing how cultural prestiare enacted in language,
there are problems with the ways the texts are studsedwitz-Melzer and
Martinez-Gibson, for instance, fail to interrogaterateypical constructions taken
up in the texts they analyse, and in Crozet andpgirkck’'s analyses, there is no
questioning of the political decisions underpinning goduction of texts, such as
text producers’ choices to present particular reptatiens of cultures while
ignoring others. The texts are assumed to be neutralegers of the foreign
culture, as if they are providing a window on regali¥loreover, there seems to be
an assumption that only texts chosen from contexts outhigleclassroom can
contain cultural information. The cultural assumpti@= values underpinning

texts contrived for pedagogical purposes are ignored.

Although the intercultural approach to languagethesy has reconceptualised the
teaching of culture as social practice and its relaiolanguage, several issues have
been overlooked. Advocates of intercultural appreackeem to expect that all
learners will put into actual use their knowledge ‘ather’ social practices in
intercultural contacts. In Steele’s (2000) argumentain intercultural approach to
language teaching, for instance, globalisation is s&®ran all-encompassing,
naturally occurring phenomenon, and, hence, intenall competence is believed
to be valid for everyone everywhere. It is not obgtieved that language learners
will have the means to engage in intercultural entsmgnbut that they will be

willing to do so. Learners who resist or are unwillingearn about otherness, and
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those who do not have the means to interact acrossalulbundaries are not taken

into account.

Roberts, Davies and Jupp (1992) have reservationghbagoals of intercultural
language teaching could be too idealistic. They eipbahe difficulty for most
people of seeing difference as something positive nitbeaargued, therefore, that it
is rather naive to believe that learning a languageundergoing a particular
teaching methodology can change learners’ attitudesartls the ‘other’.
Furthermore, Osler and Starkey (2000) argue thatcuiteral understandings are
not sufficient for engaging with cultural diversitReferring in particular to the
teaching of language and culture in a Europeanezonthey call for language
programs that address racism and xenophobia and that fotuhe relations
between minority and majority social groups within stege They perceive an
explicit focus on social justice issues as essential foromaj democratic

participation.

Furthermore, an intercultural approach to languagkaulture teaching presents a
conception of culture as neutral, non-political gdary social practices. As Buttjes
(1990) and Chen (1995) maintain, intercultural etlonais dissociated from its
wider social and political context in that the soeat political aspects of linguistic
and social practices are ignored. Languages and aludfroups tend to be explored
as monolithic, homogenous constructs, treated as if manstrand non-
mainstream groups share access to the same forms of locglotad power and
capital. Political issues such as the dominance of pétidcanguages and social
groups over others are often disregarded. In an idtaral language teaching

perspective, then, a discourse view of culture is nahtaiaed.

CRITICAL APPROACHES IN TESOL

Whereas the debate about an intercultural appraadies on how the teaching and
learning of foreign languages and cultures shoulshtvreduced or changed in order
to promote the goals of intercultural tolerance aadriony, a number of TESOL

practitioners are arguing that the teaching andniegrof English as a second/
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foreign language has wider social and political ingglans than the teaching of
languages other than English. Some (Edge, 2003; Peokyt994; Pennycook &
Coutand-Marin, 2003; Phillipson, 1992), for instanckaim that English language
teaching is used as a vehicle for cultural and linguistperialism by propagating
not only the spread of English but also particulam®of knowledge and practice.
They make a much more explicit and critically theorismmhnection between

language and cultural practice.

In EFL circles many do not question the neo-imperia@minotations of teaching
English, regarding English and ELT to be non-problémnai fact of life (de Bot,
2000; Permenter & Tomita, 2001; Schaub, 2000; Seai®97). For others,
however, a major concern is the possibly negative enfte of Anglo-American
cultures on learners’ national identities. Adaskoutt&ni and Fahsi (1990), for
example, claim that western cultures are presentechguéage teaching material as
providing more material advantages, economic opportsniand freedom of
behaviour. Therefore, it is feared that learnersssfoultural comparisons can cause
them to feel discontent with their home cultures and teieaten their national
identity (Alptekin, 1993; Alptekin & Alptekin, 19847aid, 1999). Zaid warns that
teaching material imported from Anglo-Christian congesdn force learners to deal
with issues that may be sacrilegious for them by preseiistgnces of social
behaviour unacceptable or embarrassing to learnerse hauttures. Proposals to
resist such forms of cultural imperialism include localisihg cultural content in
teaching material (Adaskou et al., 1990; Alptekin &t&kin, 1984), or using local
varieties of English (Prodromou, 1988, 1992).

In former colonial countries, discussions centre on xteng to which teaching the
language and culture of the colonial masters perg=udieir dominance in
postcolonial times. For some the postcolonial existeh&nglish is seen as natural
and beneficial. Bisong (1995) and Boyle (1997) cldivat English is learned for
pragmatic purposes rather than because of its colaoé and Bloor and Tamrat
(1996) argue that English can be adopted as a @tlytineutral intranational link
language, causing the least fear of tribal dominat@hers, however, question the

benefits of English education. The official and sopiastige of English is claimed
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to have displaced indigenous languages (Phillipsof2)18nd to have led to the
rise of a new English-educated elite (Mathew, 199illiPson, 1992, 1996;

Tickoo, 1996; Tully, 1997). To resist the neo-colbriraplications of English,

Ngugi (1986) argues for the complete rejection of liShg Others, however,
suggest balancing the social and economic status of lameglages with that of
English by making English education accessible to akdph & Ramani, 1998;
Tully, 1997) or promoting bi/multilingualism in schodathew, 1997; Phillipson,

1996).

In response to the resistance strategies outlined abopestcolonial and EFL

contexts, Pennycook (1994) and Canagarajah (19¢@gahat creating culturally

comfortable teaching methods, materials or policies camea effective in resisting

the hegemonic connotations of TESOL without the suppbra pedagogical

framework. They advocate that a critical pedagogy waveil the cultural and

political nature of TESOL and serve toetonstituteit in more ethical, inclusive,

and democratic terms” (Canagarajah, 1999, p.2, stahcoriginal). Adopting a

critical pedagogical framework to language and caltteaching, then, would

involve interrogating and challenging the cultuaall ideological assumptions that
underpin TESOL methods and materials.

Pennycook and Canagarajah both advocate a crajgafoach based on textual
analysis. Canagarajah suggests problematising the culesdages embedded in
the dialogues, situations, grammatical rules and commioncaasks in the
textbooks available to students, and Pennycook promogesding this analysis to
non-pedagogical texts. Although their proposals amuaial step in introducing
analytical frameworks to language pedagogy, pracscagestions on the tools
learners will require to deconstruct texts are noviged. The work of Fairclough
(1989; 1992b) holds promise here in that his critigetalurse analysis framework

specifies ways of interrogating and confronting texts.
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USING CRITICAL DISCOURSE ANALYSIS IN THE
TEACHING OF LANGUAGE AND CULTURE

Critical discourse analysis (CDA) attempts to foregrotinel ways language is
implicated in sustaining and reproducing inequitabdevgr relations in society.
CDA works with the assumption that language construciddwiews and social
relations and that an analysis of the linguistic, stigiand discursive choices of the
text producer can serve to denaturalise these viadseations. For this purpose,
Fairclough provides an analytical linguistic toolkd, series of questions and
concepts based on systemic functional linguistics (sedideigl 1978, 1994).
Fairclough advocates a CDA approach in first langieyecation to raise learners’
awareness of issues in social justice and equity. | odriteat a CDA framework
also has relevance in second and foreign languageatisiucin troubling

essentialised constructions of cultures and raising aessesf cultural diversity.

Hyde (1994) advocates adopting a CDA approach i8QE based on the
conviction that the analytical tools CDA provides euip learners with “a mental
construct ... to respond adequately and confidentipeopressures of the external
cultures and its language” (p. 302). CDA, then, aacoarage learners to question
representations of cultures in texts and the effeetsetlare intended to have on the
reader. Hyde argues that it is this awareness thatreadieelearners to resist being

positioned to accept particular worldviews as the norm.

In the context of foreign language teaching, Kram@®&95; Kramsch et al., 1996;
Kramsch & Nolden, 1994) and Carr (1994; 1998; 199@ue that CDA can

challenge and denaturalise learners’ ethnocentritdwiews. Their argument rests
on the assumption that an awareness of how language ¥eoposition readers can
lead to a self-reflexive analysis of the discursive existin which learners’ create
particular realities and produce texts. AccordingCrr (1999) CDA provides a
framework for productive dialogue between existing aew understandings, and
provides learners with the skills and practices to tmecoterculturally competent

players and analysts of difference. In this way, learaee equipped with the tools
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for participating in new transcultural forms of sogalticipation and in operating

with hybrid identities, within hybrid spaces.

It appears, then, that proposals to introduce CDA timoteaching of language and
culture are made with different aims in differentdaage learning contexts. In
critical TESOL perspectives, the argument is that GfaA provide a conceptual
and analytical framework for resisting neo-colonialismd gor explicating the
language and culture relationship. In the teachifgreign languages, on the other
hand, the same framework is seen as facilitating thelol@wment of intercultural
communication skills and understandings and a criticallyars of meaning making
systems and processes in New Times (S. Hall, 1996d). these arguments as a
stimulus for proposing that CDA has the potential totrdouate to the development
of learners’ critical cultural awareness, one of fawoirs of Byram’s model of
intercultural competence. Byram defines this awarenegbheasbility to see the
relativity of one’s own and others’ meanings, values babaviours (Byram &
Guilherme, 2000). | propose to extend this definittoninclude the ability to
problematise static, essentialising constructions of @llgnoups and practices in
texts, and to question how these constructions normatigeydar realities and
subject positions. My contention is that a deconswuactif the normativity of the
ways cultures are represented in texts can open upssfmce focus on alternative
realities and relations. | argue that critical cudtiawareness can facilitate language
learners’ negotiation of and participation in newbitid forms of spaces, meanings
and identities. A CDA approach to language and oelin this way can include a
view of culture as the practice of creating and estihg meanings and

representations.

While there is considerable discussion and advocacypdf i@ the literature, there
is little research into its actual implementation. Oxaneple is from Tarasheva and
Davcheva (2001), who do not explicitly claim to being CDA but, in fact,
incorporate in their language programs a focus onysing the conditions of text
production and interpretation, which are the thecaé underpinnings of CDA.
Their aim is to raise a group of Bulgarian EFL leashawareness of how cultural

images deeply engrained in mainstream Bulgarian cslanme used in texts in order
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to have particular effects on readers. Although Taeshand Davcheva's
conceptualisation of national identity and nationdture as homogenous entities is
problematic, their work is unique in that it offers arsight into the possible

application of the tenets of CDA.

There have been other applications of CDA as a pejlzajoframework in the
language classroom (see Benesch, 2001; Clark, 199&, JE809; Wallace, 1992).
Some of these draw on the tenets of CDA to help stadeanticipate in cultural
practices more competently and critically, yet nohéhese approaches provide an
explicit account of using CDA as a pedagogical frantévior developing learners’
intercultural competence. Moreover, these researchave provided their own
perspectives into the implications of the programs threpose buthere is little
into the ways the learners perceive and work thraaudPDA teaching approach,

into the ways the learners take up, resist and sutheetobols of CDA.

The present study represents an investigation intperspectives of two groups of
EFL learners on learning language and culture irD&-®Gased teaching program.
The aim of the program is to raise learners’ criticdtucal awareness by providing
them with the opportunities to challenge normativestmetions of cultural groups
in texts and encourage a focus on alternative waysmiodying and practising
cultural views and understandings. In this program, aemoficritical discourse

analysis was employed as a pedagogical framework tddgrdearners with the

analytical tools to interrogate and deconstruct texts.

In the next chapter | describe the research metbggidl employed to investigate
the application of the CDA-based teaching approdwt t designed. Then, in
chapter 6, | describe this approach, detailing thjeatibes, tasks and pedagogical

procedures of the program.
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THE RESEARCH PLAN

INTRODUCTION

In the present chapter | discuss the research designlbysdpto investigate the
adoption of the tools of CDA in the teaching ararteng of language and culture. |
describe my use of a qualitative case study methodaoglythe data collection
techniques | employed to gain in-depth insights ineoapplication of the proposed
intervention in a specific site, into the experienaesvo groups of EFL students.

RESEARCH AIMS

My purpose in this thesis is to gain insights into a C2&dua approach to teaching
and learning a discourse view of culture from the patspes of two groups of EFL

students. The questions that capture what | seek tetigaee are:

* How do two groups of EFL students in an ELICOS cemtaie sense of a

CDA- based approach to learning a discourse viewltdie?

More specifically:

* How do they make sense of the tasks and concepts offfetieel program?

* How do they make sense of the purposes and assumptidresgbgram?

In the tradition of naturalistic, interpretive resda | do not seek to provide
evidence to either confirm or refute these questionste&d, | perceive these
guestions as guiding my explorations and analyses. My aient® inquire into the
students’ readings of particular situations, concepts mmaanings and to explore
“what actions mean to people who engage in them” (MalDgh & McDonough,

1997, p. 52). For this purpose, a qualitative casgystuethodology, which focuses
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on analysing meaning in context (Merriam, 2001), mfesi the most relevant

framework for addressing these interests and questions.

McLaren (1995) describes the research site as a fieddropeting discourses that
help structure a system of socially constituted humatioalships. The purpose of
my inquiry in this research, then, is to gain insights the discourses and theories
the students mobilised in classroom interactions and im@bentries as well as to
reflect on the discourses and assumptions that | wasifging the classroom. In
this sense | do not aim to discover a truth about teeareh or the students, but
rather to investigate what constitutes truth for défe students and for myself in
relation to the intervention, how and what the @feof this are (Denzin & Lincoln,
1998; Guba & Lincoln, 1981).

THE RESEARCH SITE

| conducted the research at a centre for Englishgliage Intensive Courses for
Overseas Students (ELICOS) in an Australian univeraitygre | was employed as
a casual instructor. The ELICOS centre was relatigahall in terms of student
numbers, with approximately 40 students enrolled duttiegtime of the research.
The centre provided both general and academic Englistrses to EFL
international students, with each class in the cemmnsisting of a mix of students
with a general interest in English as well those intemtb undertake tertiary study.
Most of the students enrolled in the centre were éetwhe ages of 20 to 35 and
came predominantly from East and Southeast Asia, witkrlmumbers from other
parts of the world.

For the present research | worked with two uppesrinediate groups, both of
which reflected a mix of nationalities and interestsEmglish. At the centre an
academic year is divided into nine terms, with eaam teonsisting of a five-week
period. | chose to conduct the research in term 1ltemmad 3, as a part of a regular
two-hour class every Monday. Initially, 1 had intedde carry out one five-week
program with two different groups of students. | had m&slithat a break between

terms 1 and 3 would give me the time to reflect ontakks and texts | had selected
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and make changes if necessary before re-applying thgrgon in another class.
However, in term 3, | had four students who continaedrom term 1. Therefore,
to avoid the intervention being a repetitive exgece for them, | devised a second
five-week intervention, working with the same CDA iosaale but including
different materials and revising some of the tasks. | imaveed the two programs |
designed for terms 1 and 3 module 1 and module 2, resggctand henceforth, |
use these terms. | discuss the theoretical tenets of @iy as a pedagogical
framework in chapter 6, and analyse the outcomes dkttie and tasks of module
1 in chapter 7 and of module 2 in chapter 8.

QUALITATIVE CASE STUDY RESEARCH

In the present research | work with the assumption rsality is multiply and

socially constructed (Guba & Lincoln, 1998; Merriarf02). | refute the humanist
notion of research as providing a window onto thesintharacteristics of people
and phenomena, as discovering and establishing a tmtithe grounds that all
research and all knowledge are historically and dgcs&uated (Haraway, 1988;
Lincoln & Guba, 1985). | take up Denzin and Lincglrf1998) argument that any
research inquiry and analysis is an interactive pradés®d through the gendered,
classed, racialised understandings available to thearnsds®, as a gendered,

classed, multiculturally situated person (Maud, 1998).

| employed a case study methodology to gain an inhkdaptlerstanding of the
multiple meanings and readings students made. Case studiedepa focus on
processes (Faltis, 1997; Lincoln & Guba, 1985; Merria®)1) and it was in
particular the students’ meaning-making processes andiiqga® that | was
interested in exploring. | recognise that the insigiai®ied through case studies are
specific to the particular historical and local timesl @laces of the research. With
this understanding | do not generalise the meaningpaheular students in the
research made to all EFL students, nor do | make preascabout the engagement
of these students with similar programs. Rather, | comsine understandings |
have gained in this research as tentative hypotheseéscdma contribute to a
knowledge base for future research (Guba & Lincb@81; Stake, 1998).
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Qualitative researchers argue for the recognitibrthe value- and theory-laden
nature of inquiry. Guba and Lincoln (1998), for ewde, argue for an

acknowledgement that all research is interpretivedeglby a set of beliefs about
the world and how it should be understood and studetf-reflexivity in research

is posited as a method that qualitative researchersandnshould, use to question
and explore research practices and representatibow(P2003; Weis, 1995). Weis,
for example, calls for maintaining a focus on “ourseliresearchers] as we ravel
and unravel the lives and practices of others” (p) 208 Ropers-Huilman (1999)
argues for an explication of the researcher’s regwhésith and theoretical stances.
Ropers-Huilman advocates that it is crucial that mebesis turn a conscious
direction of gaze onto their embodiment of theory distourse as all inquiries,
interpretations and propositions are meaningful and vahly within particular

theories and discursive contexts, within particulamneg of truth. She claims

We [researchers] are fabricating worlds, not becausarefalsifying data or
lying about what we have learned, but because we arerecinsf truth
within a shifting, but always limited discourse. Ourne$sed accounts, then,
are valuable only in certain contexts to certainvigials who believe in the
value of our stories. (p. 24, emphasis in original)

Throughout this thesis | have attempted to maintain lareftexive focus. |

recognise that the meanings and readings | make ofebwarch process and
pedagogy emerge from and are framed by my undersiodithe world and social
relations. In chapters 7 and 8 | take up Fine’s (1@98uments for a focus on the
‘self’ and ‘other’ relationship in the research, o ttelations and meanings the

students and | co-constructed and negotiated.

Validity is a key topic in debates on the legitimaayd credibility of qualitative
research. Existing categories of validity are undemihby positivist assumptions
that assume a linear relationship between researcmd@®dind a single, tangible
truth. Positivist research paradigms assert that théil@lrathat is the stability and
generalisability of methods and findings, is an indicaib the truthfulness and
accuracy of the research findings. As Altheide arfthdon (1998) argue, because

positivism and the use of quantitative research methede been assigned a
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normative status in research for most of the twentetitury, the same principles
are expected to apply to qualitative research. Althe@nd Johnson’s point is not
that qualitative researchers are not concerned wifilaility or accuracy, but rather
that the purpose of doing qualitative research asdagsumptions of truth are
different and, hence, so are its procedures for attairalidity (Maxwell, 1992).

As a qualitative researcher, | work with the assumpti@t all facts are theory-
laden and all propositions are context dependenthib respect, | do not seek
external criteria to turn to for justification of nrgsearch conclusions. As Lincoln
and Guba succinctly put it, “it is precisely the mataf ... reality that is at issue; if
one already ‘knew’ it there would be no need to ni@minquiry to determine it”
(Lincoln & Guba, 1985, p. 295). It is the naturetloé realities the students and |
created in the classroom that | investigate in the ptessearch. | seek credibility
in my analyses by recognising that as a researchenbtatep outside the research
context and provide a neutral account. Instead,kh@eledge the theory- and

discursive-boundedness of my readings and interpresaf®eheurich, 1997).

Participant observation/observation of participation

In the present research | was a visible participathénclassroom, engaged in the
teaching and learning of content, as well as beisgraeyor of students’ responses,
equipped with various tools of surveillance. Guba kimdoln (1981) describe the
method of participant observation as involving simultarse participation and

observation. They argue that participant observasion

. a form of inquiry in which the inquirer — the obgar — is playing two
roles. First of all, of course, he [or she] is an obseras such, he [or she] is
responsible to persons outside the milieu being obseBrgdche [or she] is
also a genuine participant; that is he [or she] is mibee of the group, and
he [or she] has a stake in the group’s activity andaieomes of that
activity. (p. 189-190)

Indeed, as Atkinson and Hammersley (1998) argue, alresenvolves a form of

observation and participation as one cannot studwdhnkel without being part of it.
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Tedlock (2000) extends these views, claiming that olserv of and participation
in a research site involves a close interaction batweesearchers and the
researched. She proposes a shift towards an undergtasidthe observation of
participation, that is the recognition that the vacy of observation itself is a form
of participation that can have various effects onrdsearch. This, Tedlock argues,
entails self-reflexivity in research and a move awaynfrconceptualising research
as ‘“objectifying methodology” to an understanding ofésearch as “an
intersubjective methodology” (p. 471). Tedlock’s claitve/e encouraged me to
recognise the interactive and situated nature oareseone in which the researcher
engages in the complex mutual shaping of understandbed®fs, values and
worldviews (Lincoln & Guba, 1985).

METHODS OF DATA COLLECTION

| adopted various means of collecting data with therapian that

human beings are complex and their lives are evengithg;, the more
methods we [researchers] use to study them, the bettethances to gain
some understanding of how they construct their livestla@dtories they tell
us about them. (Fontana & Frey, 2000, p. 668)

A variety of data collection methods, then, do nohdtéo prove validity or to
guarantee objectivity. Rather, they serve to previtsights into the intricate webs
of meanings the students made. The data elicitatiomitpods | outline below
include my records of classroom observations, my intewvief students, and

student journals.

Classroom transcripts

| audio-recorded all classroom events as a means ofricapépisodes of classroom
life for later examination. Much of classroom activétygd discussion can be taken
for granted and goes unnoticed or forgotten byithe tt is analysed. In this sense,
recording the lessons prevented a time delay betweschitg/observing and

analysis. It became obvious to me while transcribingréiterdings that there was

much | had not noticed or did not remember of what hadn said in class.



68

Recording students’ group work allowed me to listetoittheir group discussions

and provided a wider context in which to situatertieanings they made.

| transcribed recordings of over 200 hours of classrtadknusing an adapted form
of Eggin’s (2000) transcription conventions. | noteterruptions, overlaps and
pauses in students’ interactions but ignored most featiredo with speed,

breathing and the length of pauses. Appendix B detiad transcription conventions

| employed.

Research journal

With the assumption that journals provide a forum fdlection (McDonough &
McDonough, 1997), during the research | kept a rebe@urnal in which | made
notes of observations that | suspected the audio-regsdivould not have
captured. In this journal | included a register ofdstut attendance each week and
made notes of some of the events that had happenddsms that | thought were
significant. | conceptualise significance here astingtthat | had not anticipated,
such as alternative worldviews put forward by studestsignificant in the sense
that | believed | had or had not achieved unitasktobjectives. | also reflected on
whether tasks or units encouraged students to respond/iaatdchanges | could
make to the task or unit to involve more students’ @a@dtion. The research
journal, in short, constituted my initial analyses adta. That is, the audio-
recordings provided the raw data, the students’ respansthe literal sense, and
the research journal provided subjective accounthede responses, based on my
assumptions and expectations of the type of talk tleeviemtion could generate. |
had initially intended to use the research journal apace for self-reflection on my
role as researcher/teacher. However, caught ugendiynamics of teaching, |
focused almost exclusively in the journal on studentssrioom interactions and on

my perceptions of the outcomes of tasks and units.

| anticipated that these two forms of data collectioight not be sufficient in
providing insights into the students’ understandings hef tasks, concepts and
material they worked with in the intervention. THere, | also collected data
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through interviews, student journals and feedback fomth, the expectation that

they could give me further insights into students’ megsin

Interviews

Interviewing is one of the most common data collecteehhiques in qualitative
research (Fontana & Frey, 2000; Measor, 1985; Rubf97). | conducted

interviews before the intervention as well as during after the intervention.

Before the intervention | conducted short semi-strectumterviews with the
purpose of obtaining background information about shedents, of becoming
acquainted with them. In module 1 | interviewed fetudents as only four students
were enrolled in the upper-intermediate level coumsthe ELICOS centre at the
beginning of the module (see Appendix C for a readrdtudent attendance in the
five units of modules 1 and 2). | met each of theseestisdthe day before our first
lesson and asked them questions about their lengthgbiskrstudy, their reasons
for choosing to study in Australia, their future plamsAustralia and in their home
countries and what they already knew about Austeadth Australians prior to their
arrival here. The responses these four students gavesvegwwere short and
lacking detail. All four of the students repeated piease “I don’t know” in their
interviews in response to questions where | asked thestalbmrate on reasons or
asked for their comments on issues. The students’ responggsstaaythat they
were uneasy in the interviews and were not willmgliscuss at length the questions

| posed.

The artificial nature of the interview context whemterviewees are covertly
coerced to respond instantly to a series of questionfopuard by a stranger might
have contributed to students’ unwillingness to paréitgp Also, asking students to
formulate immediate responses in a foreign language rhmle been difficult. In
fact, in one of the units of module 1, a student cometern the linguistic
difficulties she had experienced in the interview: Wlanted to talk about
discrimination when you interviewed me but at that tindidn’t remember the

word discrimination and didn’t explain it well” (Pop@urnal entry, module 1).
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This students’ response suggests that not having adedoeefdr linguistic
preparation in an interview might have inhibited frem producing her intended

meanings.

In the first two units of module 1 | observed that toatext of the classroom and
the support of peers in co-constructing responses hetpéld rapport and

confidence between the students and me, which appaaesttourage students to
discuss some of the questions | had raised about theirnpérand academic

backgrounds in the interview. For this reason, | raiseche of the questions |
would have asked in an interview as a follow upléssroom tasks for students to
respond to in groups or in conversations | had withesttedduring lesson breaks or

after lessons.

In both modules 1 and 2 | used the short, ad hocvietes | conducted with
students during breaks and after lessons to gain infarmatbout students’
personal and academic backgrounds as well as to gatherfumsights into
responses students gave in class, such as to ask forcataifi or further
explanation for issues they had brought up in classs& hi#erviews were not pre-
planned, and therefore, not audio-recorded. Theseviaws did not consist of a
guestion and answer sequence; rather they were infameatonversation-like. In
these casual conversations the students appeared tntident and relaxed and
often responded to my questions in detail. | belibese casual interviews allowed
both the students and me to step outside the contéixé sésearch, the classroom,
even the ELICOS centre, to leave behind the famdidiject positions of teacher

and student, and to take up the position of refleaivalysts.

Student journals

| encouraged the students to keep a journal witlptinpose of “getting ‘under the
skin’ of the psychological, social and affective tastinvolved in teaching or ...
[learning] in ways that cannot readily be reached rfmgetings or tests”
(McDonough & McDonough, 1997, p. 135) or observationhoped that the non-
threatening, private space that a journal can peowduld encourage students to
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reflect on the tasks, materials and concepts they edgale in the intervention

and provide me with insights into their perceptions exypkriences.

With the concern that the journal task might be seeburdensome by some of the
students | sought ways to entice students to take upasiie For example, |
provided them with hardbound notebooks of variouswsland sizes, which | told
them they would keep after the program. | told thelestts that these journals were
non-compulsory, and that they could write as many ofeas entries as they
wanted. The reason for this was that | believed it wamately their responsibility
to decide when and what to write. | wanted the sitgl® have the chance to write
whenever they thought was the right time, and didwenit to force them to write
or limit them to a specific time frame. When students subthitentries, |
photocopied and returned them with appreciative rksnand, if necessary,
questions for clarification or discussion in the nextryenl usually returned the
journals a day after they had been handed in.

| set the topic of discussion in the journals tentffite anything students thought
was interesting or relevant to the lessons or to thass lin Australia. All but one
student in the program provided reflective commentsopits$ discussed in class,
expressed disagreements with comments other students hadirmeldss, and
discussed their views of particular experiences of divim Australia. | present the
number of entries each student submitted in module hapter 7 and in module 2

in chapter 8.

There was a relatively high response to the joulsk tn both modules with most
students writing at least one entry and with only stiedents not submitting any
entries. Most entries varied from 100 to 500 words dindexe written in a casual,
unpolished form. Most students commented favourably onaimmal task. One
student in module 2 of the program, for example, sugde4téhink it was a good
idea to write in the journals. This is where we wdke do express our personal
feelings” (Lilu, feedback form, module 2). There wasaxplicitly stated negative

feedback about the journal task.
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The students were aware that | read every journay ¢éim¢y submitted, copied it,
and could use it as part of the research data. Tmegbmight not be such a private
space, then, when one knows others will read and comorerwhat one has
written. However, in light of some of the issues stusleligcussed in their journals,
| perceive these journals as having created to somatartanate spaces between
the students and myself. There seemed to be confidenciust as students wrote
about personal experiences of distress and verbal almssms that were not
discussed either in classroom group discussions or in myersations with
students during or after class.

The students’ journals also provided me with the oppdstio conduct member
checks (Denzin & Lincoln, 1998; Lincoln & Guba, 1986n my readings of
students’ comments in class. In the journals | asked faficéion, examples and
comments on my understanding of students’ understanditgs. of the students
responded to these questions.

Feedback forms

At the end of both modules | asked students to writertstesponses to the

following questions:

1. What lesson do you remember distinctly? Why do ymersber that one in
particular?

2. Which text did you enjoy reading and analysirgyritost? Why?

3. Which text did you enjoy reading and analysirgl#ast? Why?

4. What do you think you have learned by parti¢igain this program?

My purpose in eliciting such feedback from students wagain an understanding
of what students perceived as significant about theniention. | discuss the
number of feedback forms | received in each module stndents’ responses in

chapters 7 and 8.
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ANALYSING THE DATA

In line with a naturalistic, interpretive researchdition, my analysis of data in this
thesis is heuristic and theory-driven (Seliger & Shophat889). | take the view that
language and discourses construct, regulate and cdaimledge and social
relations and that nothing exists prior to or outsidgsomanifestation in discourse.
| work with the assumption that words and utterancesi@ocarry meaning in
themselves. Rather, it is through the metaphors, imagkstanylines associated
with words and utterances, and the discourses of whiese metaphors, images
and storylines are traced, that words come to mearcydartthings. | conduct a
critical linguistic analysis of the data and invesigé#te discourses and subject
positions that students’ responses suggest are availatblento In this way, | seek

to make sense of how a student views the world, of leredif and others.

| asked the following questions of the data:

What discourses might students draw on in their concigdtians of

culture?

How do students read constructions of cultures in texts?

How do students read potentially racist/sexist/colo@asumptions in

texts?

What discourses and subject positions might students takim dipeir

understandings of what the program seeks to achieve?

With these questions | explore the particular readétigdents made of the program,
its texts and tasks, and examine whether the progrartedrspaces for students to
guestion essentialised versions of cultures constructe@xits and whether it
encouraged students to explore the complexity anddiiyeof cultural practices. |
recognise that my reading of the meanings students nidgtle program draws on
the history of available discursive practices and suilgesitions that | bring to the

analysis. In this sense, my analyses cannot provide jantiok, factual recount of
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what happened in the intervention, but rather tteepnstruct events, relations and

views.

ETHICAL ISSUES IN RESEARCH

In accordance with the university’s ethical practicebtained students’ consent to
participate in the research and informed them ohtitere of the research and that
they could withdraw from participation at any timethe research, or that they
could choose to not participate at all. In orderetsure the anonymity of the
participants | have used pseudonyms for student namex,vallich were selected

by the students themselves. To conceal the locatidmeafesearch site, | have used
the pseudonym Sunny Hill and have deleted the ofligiame from any text and

magazine that | have referenced as well as from trasonhere students have

identified the location.

| told the students that | would implement the programad designed as part of a
regular afternoon ELICOS class, which meant thatasaisqh ELICOS regulations, |
would have to keep a record of attendance. Thainig,student who was absent in
any unit of a module would be considered absent froem EhICOS centre.
However, to avoid giving the students the impression tinay were obliged to
participate in the research, | informed them thatstogent who did not want to be
involved in the research could choose to withdrawnfadass and engage in private
self-study during the two hour period of any uniteTBLICOS centre encouraged
self-study hours on particular days of the week whergesits worked individually
on a topic of their choice. In module 1 one studedicated that she was willing to
join classes but did not want to be part of the reteahe requested that her voice
not be recorded, transcribed or analysed. In Unididd Inot transcribe her speech.
However, in Unit 2, she appeared to have changediet, informing me that she
consented that | use her responses and discussions. &ieezgkfd me that she had
anticipated that the program would have a strongsfamu grammatical accuracy
and was intimidated by the thought of being recordad analysed and of her
grammatical errors being made public. She indicatedstitehad changed her mind

after the first unit as she realised the focus of tlognam was not on grammatical
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accuracy. This student’s initial concerns are significan raising possible
difficulties of doing research with foreign langudgarners when they do not feel

ready to participate using the foreign language.

Other ethical concerns in research pertain to wheefiisnfrom the research.
Although much research is claimed to be carried odiadralf of or for the benefit
of the researched, it accumulates “research capitatik€] 1999, p. 113) for the
researcher. Fine (1998) and Denzin (1998) discuss dlys mesearch has become a
tool of domination, reproducing the colonising dissauof the ‘other’, despite its
claims to voice participants’ perspectives, desires,amsc In the present research,
for example, my aim is to investigate the effectivendsa teaching program in
making available to students the tools to help themgadé®iin New Times.
However, at the same time, | recognise that | use dfsideoices to present a
particular argument, to investigate a particular ighae is of interest to me. The
research | conduct is based on my beliefs and pgoospof what will be of benefit

to students, what will facilitate their negotiatioridddferent meanings.

In this sense, all research is political in that theae$eer is “bound within a net of
epistemological and ontological premises” (Bateson, 1¥n2d in Denzin &
Lincoln, 1998, p. 26; Maud, 1998) which constituegimes of truth. With this
present research | am making public the responsesafrwups of EFL students to
analysing the ways cultural groups and practices amstaucted in various texts. |
am making public the ways these students use the toolsD# @ their
deconstruction and reconstruction of realities. Myeetation is that the research
will contribute to the development of a growing body material on the
implementation of CDA in teaching culture. Such athate would clearly become
a valuable resource for the growing number of reseascith an interest in the
field.



CHAPTER 6

USING CDA AS A PEDAGOGICAL TOOLKIT

INTRODUCTION

In this chapter | examine the particular insights &oati discourse analysis (CDA)
framework can bring to the teaching and learningaofjuage and culture. | base
my discussions on Norman Fairclough’s model of CDA artipular, and on others
who have drawn on and developed his model. In thipteha initially focus on the

theoretical tenets of the version of CDA | use in risgearch and exemplify three
pedagogical applications. | then describe my desigra €€DA-based teaching

program aimed at raising critical cultural awareness.

CRITICAL DISCOURSE ANALYSIS

The term critical discourse analysis (CDA) gained rettamynas a paradigm of
language study in the early 1990s, in particular i work of van Dijk (1984;
1985), Fairclough (1989), Kress (1990) and Wodak 919%an Dijk describes
CDA as “a critical perspective on doing scholarshi@Q2, p. 96)The term covers
a repertoire of political stances and literacy pragiavailable for the analysis of
the ways language, discourse, text and image are sigdicin sustaining and

changing social and economic conditions (van Dijk,3E99

It would be misleading to collapse the available mod&IEDA into a formalised
corpus in that critical discourse analysts adopt differsmethodological and
theoretical approaches and employ a range of linguistls for the analysis of
discourse (Luke, 2002). For example, van Dijk (198&)es on sociocognitive
theory and analyses media discourses and issues of racisi@), (18%reas
Fairclough (1995a), van Leeuwen (1996) and Wodadisi§ & Wodak, 2001)
draw on linguistic theories to focus respectively ore tmedia, televisual
productions and political discourses. Rather than dhairy particular theory or

method, critical discourse analysts are bound togetletheir interest in the
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relation between language and power and their commitn@ transforming

inequitable social and economic conditions.

Critical discourse analysts define and defend a peaticsociopolitical position.
Drawing on Freirean, neo-Marxist, and more recerfyninist and postcolonial
perspectives, critical discourse analysts “play an aateog role for groups who
suffer from social discrimination” (Meyer, 2001, p. Es)d economic and political
marginalisation. They work with a shared interest intemstof class, race and
gender inequalities, concerned in particular wita tharginalised in society, and
draw on Habermas’ views of language as a medium of dommatairclough
(Chouliaraki & Fairclough, 2001; 1995a; Gee, 1990}, instance, presupposes a
sociocultural view of language implicatedproducing and reproducing inequitable
forms of knowledge and social relations. His argumertias as language socially
and historically constructs knowledges and relatiorgsitigiue of language and the
promotion of different textual practices can serve ctintest, transform and
reconstruct social, political and economic inequdaliti€l989; 1992a). Such
inequalities, it is assumed, can be changed whenlgewsp made aware of the
workings of language and power and the ways in wthely marginalise others or
are marginalised. Janks (1993) argues that if CDA ‘iesapeople to use their
awareness to contest the practices which disempower #retp use language so
as not to disempower others, then it can contributéhéostruggle for human
emancipation” (1993, p. iii). It is believed that CD#an provide the tools and
practices to question and challenge the legitimacy @mdmon sense nature of
language and other social practices that createlratéss, gender inequalities.
Language, then, is a starting point for such transftomaaction (van Dijk, 1996;
Wodak, 2001).

Fairclough’s model of CDA

Most notably, the work of Fairclough (Chouliaraki Rairclough, 2001; 1989;
1992a; 1995a; Fairclough & Wodak, 1997) has beenfgignt in expounding the
tenets and practical applications of CDA. Fairclohge moved away from Freirean

models of empowering and emancipating socially or fgoiidadvantaged groups.
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Instead, he argues for the need to introduce a arifi@nguage focus into
mainstream, first language education to make all sanihlcultural groups aware of
the workings of power, language and inequality. Heents that developing an
awareness of the links between language use and pelagoms is a prerequisite
for democratic citizenship.

Fairclough works with a view of discourse as regulateghnings and meaning
making practices that constitute “the whole process dfiakointeraction”
(Fairclough, 1989, p. 24; 1992a). Fairclough sitsd@mguage and social structures
as central to his understanding of discourse. Languagyesocial and embodied
practice, is a product and a constituting elementthef social structures and
processes within which individuals or groups create nmganin their interactions.
These meanings, he claims, are in a dialectical rekdtipnwith society and its
social structures and institutions. That is to say, lagpgusse is determined by
sociocultural and sociohistorical conditions and atdhme time has effects upon
these conditions (Fairclough & Wodak, 1997). In usihg term dialectical
relationship, Fairclough suggests that social structurepeskliscourses and are
dependent on gaining legitimacy through discourses. t\Waaclough seeks to
capture in his discussion of discourse is the dynamicioe$dtip between the
micropolitics of everyday practices and the macropmalitiandscape of material,

historical and social conditions.

Fairclough adopts a Hallidayan (1978) notion of tagtmeaningful and coherent
instances of spoken or written language use. Moreisglge texts include
lexicogrammatical techniques as well as bodily, visual aral semiotics that
define social and natural worlds and position listenesislers/viewers in particular
relationships to these worlds and to the text itselb(@laraki & Fairclough, 2001).
Texts, in this sense, do not merely reflect an alrexdasting reality, but enable and
constrain meanings and social relations between praglaoer consumers of texts.
Individuals represent and understand their worldsudinf who they are and how
they relate to others through somatic and semiotic forhexts also seek to
establish ideal reader positions (Fairclough, 198@atTs, the ways events are

represented in texts and the types of knowledgesealations which are included
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and excluded interpellate readers to take up pdaticsubject positions, situating

them in particular relations of power and agencyelation to texts (Luke, 1998a).

Within this view of language, discourse and text, ¢fairgh advocates analyses of
texts as a starting point for understanding how languagrks and how social
relations and practices are organised and become fakegranted. For this
purpose, Fairclough (1989) advocates a sociolingusstatysis of discourse based
on systemic functional linguistics (Halliday, 1978; 4R9An analysis of discourse,
he argues, involves a linguistic analysis of texts as agedif the processes by which
the text is produced and received, and the sociglaat@onditions that govern and

enable these processes. He claims

text analysis is correspondingly only a part of discoarsaysis, which also
includes analysis of productive and interpretive psees ... and the way in
which they are socially determined ... The formal propsrof a text can be
regarded from the perspective of discourse analysisenarie hand asaces
of the productive process, and on the other hancuasin the process of
interpretation. (1989, p. 24, emphasis in original)

Fairclough conceives of text analysis as essential egfounding the relationship
between the linguistic, stylistic microstructures of lagage and the macrostructures
of society, and thereby emphasises that there is molisdoudse analysis than the

linguistic deconstruction of texts.

According to Fairclough, a linguistic analysis doess®twe to extract meanings, as
if they are fixed into texts. Indeed, Fairclough ¢Qharaki & Fairclough, 2001,
1989) recognises Derrida’s (1974) argument that meardagnot be encapsulated
into categories or texts. He acknowledges that textsotithave inherent meanings
and that meanings are transient and fleeting. In thiseséexts can only ever create
a “temporary retrospective fixing” of meaning (Weedd887, p. 25) and CDA can
provide the tools to investigate how particular megsiare achieved provisionally
from a number of competing meanings and signifying presti CDA, then, can

open up these multiple meanings to investigation.
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Power, resistance and ideology in CDA

While all critical discourse analysts desire to createemequitable social and
economic power relations, some question their own assumpéibempowerment
and emancipation. Janks (2000), for instance, refl@ctand questions the idealism
in her earlier work (e.g., Janks & Ivanic, 1992),iehhhad the aim of empowering
socially and racially marginalised students to make gbsuin their lives. Wallace
(1999) draws attention to the deficit assumptions ymdeing notions of
empowering low socio-economic, racially or ethnicaitgrked groups of learners.
She describes this as a blame the victim model of ednca&tsing on the idea that
if only marginalised groups were aware of their maafisation, they could put an
end to it. Within this model, Wallace argues, domirgmoups are relieved of their

roles and responsibilities in perpetuating social inkiips

Lankshear (1997) questions the vagueness of what iidersis are empowered to
do or become, and from what they are supposed to becgrated. Indeed, students
may already be aware of social inequalities and empaver ways the teacher
cannot recognise or their awareness may not necessauytd empowerment. The
present research suggests, for example, that the stwdemtwere marginalised in
texts and perceived themselves to be marked in socwety td their racial
differences were already aware of their positionirsy ‘@her’ in mainstream
Australian society. Their awareness, however, did ppear to give them the
agency to change any of these situations. Furthermoh® decides what
constitutes empowerment is a highly problematic queston.instance, not all
students in the present research appeared to shareemy of empowerment and
not all perceived empowerment to be relevant to tbemncerns. They, therefore,
might not have wanted to appropriate my practicespwkedge and beliefs. Janks
(1999; 2002) claims that identification and desire fapass reason in that students
can engage in a critical deconstruction of texts auithany changes to their own

practices or aspirations.

In chapter 2 | argued that the conception of empomeet is problematic in that it

assumes power to be a substance that can be handeahdveeutralised, thereby
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creating a power-free world. Fairclough’s versionGiDA works with a similar
oppositional model of power conceptualised in termsoofidation and oppression.
Fairclough (1989) describes power relations as “alwalaions of struggle” (p.
34) but tends to see this struggle as unilateral, asugg#tr between those who
dominate and enforce power, and those who are dordiaie endure power. In
this way power becomes the possession of some groups anothess. Text
producers, for example, are assumed to possess the powgrosition
readers/listeners/viewers in particular ways, and foeeixthese positions to be
taken up unproblematically. Within this simplistic vies power relations, what
CDA analysts appear to be doing by interrogatingstéxtattempting to transfer

power from the text producer to the consumer.

With Pennycook (2001) | argue for the inclusion dbraader and more complex
conceptualisation of power in CDA. A Foucauldian erstianding of power as grid-
like and as operating through everyday relations,irfistance, can move CDA
beyond a focus on the ways texts constrain and dictet@nings and relations
towards how these meanings and relations might be tgkesubverted and how
alternatives might be produced. My argument here isandény or ignore relations
of dominance and subordination, but rather to brinfpais on the relational

character of power relationships with the assumption “thibere there is power,

there is resistance, and yet, or rather consequehiby,resistance is never in a

position of exteriority in relation to power” (Foudg 1978, p. 95).

Indeed, within a repressive view of power in CDA, whamains largely
unexplored is the notion of resistance. Van Dijk (3993r example, admits that
he tends to be preoccupied with top-down analysgsowker relations rather than
complicity in or opposition to these relations. Faiuglb is not very illuminating
either in exploring how the consumers of texts resptmdhe positions and
worldviews made available in texts and the ways th&g up or resist ideal reader
positions. Resistance to particular subject positionsgoken texts has been
conceptualised along the lines of “the right to spg&ldrton Pierce, 1995, p. 18),
in the literal sense of expressing verbal disagreememekier, this is a rather

limited view and CDA needs to address other forms of eggist such as the ways
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students’ silences (Price, 1996), art work (McKay & W,00996) and humour (Lin,
2001) can act as disagreement to taking up partiqdaitions, or a focus on
“idiosyncratic local uptakes” (Luke, 2002, p. 107texts where centrally broadcast
texts or discourses are reinterpreted and recycledte &mcal political and social

interests.

Closely linked to Fairclough’s understanding of povwgethe concept of ideology.

Fairclough conceptualises the exercise of power thraogmsent, which he claims
is manufactured through ideology, through impliciketa for granted assumptions
and worldviews (1989; 1995b). According to FairdbuCDA involves explicating

the ideological bases of texts which serve to sustaiquatgower relations. The
concept of ideology, of cracking the code of textd axplicating what is hidden,
implies that texts present a false view of the world that CDA can provide access
to the understanding of the constructedness of ‘tro#yond that. CDA, then,

appears to take on the role of remedying a false caunswess, of correcting the
distortions that lead people to misunderstand theirdituation (Pennycook, 2001;
Robinson, 1995). More recently, Chouliaraki and ¢airgh (2001) deny the neo-
Marxist evocations of their use of the term ideolodginging that they work with

an understanding of ideologies as discursive constrigctidowever, it appears that
they are still preoccupied with revealing repressigems of power and focus

strongly on inequalities of power relations.

Luke (2002) argues that it is time for CDA to

move beyond a focus on ideology critique and to doatrim¢her’ forms of
text and discourse — subaltern, diasporic, emancipdtmgl, minority, call
them what we may — that may mark the productive us@wtpin the face
of economic and cultural globalisation. (p. 98)

Luke’s argument is that CDA must meet the challenges @f Nienes (S. Hall,

1996d). It must work towards deconstructing positiveé productive configurations
of power and knowledge, documenting how students aswithrough the new
spatial and temporal relations generated by flows dfdso capital, knowledge and

discourses (Appadurai, 1996) and the emerging hybrid§mf representations and
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identities they experience (Luke, 1998b; Luke & B&i2002). Luke argues that
this requires a shift from focusing on the workings ofglaage, discourse and
power as the products of mainstream groups to an exploraf discourse and

language as “blended, multiglossic and transcultytalke, 2002, p. 108). With a
shift in perspective, CDA has the potential to inseeaunderstandings that
“diversity, hybridity, and heterogeneity of cultuidentity, and literate practice are
the norm and not the exception” (Luke & Elkins, 2002672). In this way, CDA is

neither revolutionary nor utopian, but entails “tpeovision of a pedagogy
conducive to the critique of fixed meanings, andgeeeration of new and different
kinds of texts, identities, and voices” (Luke, 1997147).

Luke’s arguments are particularly relevant to the EDECstudents in the present
research in that the very flow of their bodies, a@nd knowledges both produces
and is the product of cultural and economic globatisatThese students already
live and face the complexities of New Times and operateontexts where they
have to engage with a destabilisation of familiar megs)itimes and spaces and a
proliferation of difference in their everyday livdsrom this perspective CDA can
contribute to the development of a critical awarenais$éanguage and culture,
should they choose to take this up, as a possible aaaitiramework for dealing
with new forms of social participation, for negotigtimnd participating in the
emerging hybrid spaces between familiar and foreigoalland global ways of
performing the ‘self’ and viewing the world. A refaghing of language and culture
pedagogy in this way will not build bridges and resotultural differences but it
can problematise what constitutes normal and naturalcandprovide spaces for
students to transgress stabilised conceptual boundarids namigate their

understandings of difference in transnational conastio

PUTTING CDA INTO CLASSROOM PRACTICE

A number of researchers have proposed pedagogical snol€IDA. A group of
researchers working with Fairclough have adopted |#oel critical language
awareness (Clark, 1992; Janks & Ivanic, 1992; Wallaé82) while in Australia
the term critical literacy has been taken up (ComB861; Comber & O'Brien,
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1993; Kamler, 1997; Lankshear, 1994; Luke, Comber, 'Bri@n, 1996; Luke &

Freebody, 1997; W. Morgan, 199Advocates of both critical literacy and critical
language awareness are concerned with providing stideith the tools and

practices to question and analyse relations, knowladgedentities constructed in
texts. The work on critical literacy/critical langy@ awareness has provided
insights into the practice of CDA in classrooms. Furtiwe, Janks (1993) and
Mellor and Patterson (1996) have produced workbooksefaichers and students in

which they provide sample CDA- based lessons.

The range of work on putting CDA into practice lassrooms provided me with
ways of conceptualising the adoption and implementaifan CDA-based teaching
approach. In particular, | found the work of Faigyjh (1989), Wallace (1992) and
Luke, Comber and O’Brien (1996) relevant in provglme with a practical toolkit,
a set of analytical questions and classroom practices Ithgerceived could
constitute the basis of a teaching program aimed atngaisritical cultural

awareness.

Fairclough’s analytical toolkit

Although Fairclough uses CDA as an analytical tootl as not particularly
concerned with its pedagogical applications, thekibdle proposes is useful to
draw on in pedagogical contexts. The analyticalkibélairclough (1989) advocates
involves a list of questions and linguistic categoriesctvhFairclough uses to
investigate the ways linguistic structures create @adr relations of power and
knowledge. Fairclough works with Halliday’s (1978%tifiction of the experiential,
interpersonal and textual metafunctions of language baiilds his analysis of texts
around investigating the ways the lexical, grammateal organisational features
of texts encode and organise these metafunctions.

Although Fairclough adopts Halliday's perspectives o functions of language,
he does not adhere to Halliday’'s terminology. For msta Fairclough adopts
Halliday's term experiential, but prefers to use teems relational instead of
interpersonal, and connective rather than textuaikclugh also emphasises the
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expressive function of language, which he describesetsring to the text
producer’s evaluation of the reality constructedchim text, which Halliday collapses
under the interpersonal metafunctionhe questions and concepts Fairclough

proposes for text analysis are:

A. Vocabulary
1. Whatexperientialvalues do words have?
What classification schemes are drawn upon?
Are there words which are ideologically contested?
Is there rewording or overwording?
What ideologically significant meaning relatiorsyiionymyhyponymy
antonymy are there between words?
2. Whatrelational values do words have?
Are there euphemistic expressions?
Are there markedly formal or informal words?
3. Whatexpressivevalues do words have?
4. What metaphors are used?

B. Grammar
5. What experiential values do grammatical featureshav
What types of process and participant predominate?
Is agency unclear?
Are processes what they seem?
Are nominalizations used?
Are sentences active or passive?
Are sentences positive or negative?
6. What relational values do grammatical features have
What modes (declarative, grammatical question, impejaiecused?
Are there important features @lational modality?
Are the pronounge andyouused, and if so, how?
7. What expressive values do grammatical features have?
Are there important features expressive modali®y
8. How are (simple) sentences linked together?
What logical connectors are used?
Are complex sentences characterisea¢d@yrdinationor subordinatior?
What means are used for referring inside and outsidexit®

C. Textual Structures
9. What interactional conventions are used?
Are there ways in which one participant corgttble turns of others?
10. What large-scale structures does the text have®9,(I$p. 110-111,
emphasis in original)
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With these questions Fairclough investigates, for instatihe ways lexical choices
construct particular realities, the use of pronominatisato position readers in
particular relations and how agency and action aregfounded or backgrounded
through grammatical choices. Fairclough draws on thaestipns and concepts to
make claims about the production of a text and to daecwon its possible
interpretations. His argument is that textual analysimlined with a focus on the
processes and conditions of text production and irdg&fon can provide

understandings of the discourses that are mobilisedeixt.a

What is significant about Fairclough’s toolkit is tlatonstitutes a practical model
that integrates an analysis of the specific linguistiecti®ns of the text producer,
their juxtapositioning, sequencing and layout, witloeus on the broader historical
and sociocultural conditions that have made thesetggliegpossible. Fairclough
provides various examples of the application of hiskib@lL989; 1995a; 2000a;
2000b; Fairclough, Jessop, & Sayer, 2001), analysiogergment policies,
advertisements and newspaper articles. In these analysetougdh seeks to
explicate and document unequal social and economiatioes of power,
deconstructing hegemonic discourses and relations. VWiratdugh fails to capture
in his toolkit, however, is a focus on alternative way constructing these relations

and realities.

Wallace’s framework for critical reading

Wallace (1992; 1999; 2001) builds on Fairclough’slgieal model and focuses on
its adoption in EFL contexts. She argues that in #aehing of EFL, reading
material is often conceived of as a vehicle for lisgaistructure and as general
interest material of a neutral, inoffensive naturee Skeks to problematise this
conception and proposes a critical approach to mgadWallace’s critical reading
approach entails conceptualising texts as discursiveractiens of realities and
deconstructing these realities drawing on Fairclougimialytical toolkit. Critical
reading, Wallace argues, can encourage EFL leatnechallenge the taken for
grantedness of particular discourses in particular egento construct multiple
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readings and “feel they [EFL students] have optiornthénway they choose to read
texts” (1992, p. 80).

Wallace (1992) describes a critical reading progndrich she designed and applied
in several adult EFL classrooms. In the program, shedutes an initial non-
technical analysis of the conditions of text productamnd interpretation, prior to
linguistic analysis. She works with a conventional \whéle/post-reading procedure
with an embedded critical element. The critical eletnsime explains, involves not
only interrogating the text as a product but als@stigating the practice of reading.
For this purpose, she suggests an initial focus ondieeof reading in students’
lives by encouraging students to explore and refledheir familial and historical

experiences of literacy practices.

Wallace’s exploration of reading practices is followegy a closer examination of
the production and interpretation of various magazné newspaper articles and
advertisements that the students and Wallace herseldiacted. The pre-reading
guestions Wallace poses intend to problematise the tékergrantedness of

particular discourses. For this analysis Wallace drawth@rthree questions Kress

(1985) argues can be asked of any text:

1. Why is the topic being written about?

2. How is the topic being written about?

3. What other ways of writing about the topic areré? (Kress, 1985, p. 7)
To these, Wallace adds two more:

4. Who is writing to whom?
5. What is the topic? (Wallace, 1992, p. 71)

Wallace points out that in EFL classrooms reading materiaften shorn of date
and source, presented as authorless, as a generic adrasiilyg artefact. Her pre-
reading questions are intended to situate texts inparaicular time and space,
emphasising the constructed nature of texts, the idsatélts are produced by
particular groups of people for particular purposesawithg on particular

discourses.
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Wallace’s while-reading questions draw closely on Fairgh's analytical toolkit.
She focuses on the experiential and interpersonattituns of the texts by
investigating the ways the particular linguistic angllisic choices of a text
producer serve to construct particular worldviews position readers in particular
ways. This involves exploring who or what takes subjpositions, what
characteristics and qualities are attributed to ppeits, the kinds of processes
and modalities that are assigned to various charactmsglegs or positions within
the text and the implications of these choices in termgdual authority and

power relations.

Wallace’s final analysis of texts echoes her pre-repdjuestions. She asks the

questions:

1. To whom is the text addressed?
2. In what other ways could the text have been evritt(p. 74)

Wallace claims that having reflected initially on thays the text producer could
have addressed the topic, students can be made moe afwahnich options were
taken up and which were not. With this particulaogedure of analysing texts
Wallace seeks to trouble the idea that literacy mestmerely entail encoding and

decoding.

Wallace’'s work on the pedagogical practice of CDAratevant to the present
research in that she provides insights into the waysowsriEFL students
appropriated the tools of CDA. Although she does mhaba@ate on the students’
perceptions of the program, she does give examples osttltents’ linguistic

analyses of the texts and the ways they identifie¢ipdinguistic features as

significant in creating a particular reality and pasiing them as readers in a
particular relation to the text. Furthermore, Wadlagives examples of several
students who were able to extend their critical mggbiractices to texts other than

those studied in the classroom, identifying the mobibsatbf eurocentric and

' Wallace uses participant here as it is used itesyis functional grammar to refer to a person, @lac
or object (Butt, Fahey, Feez, Spinks, & Yallop, @D0
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politically-oriented discourses in the media as wellim®ther students’ spoken

texts.

Luke, Comber and O'Brien’s focus on reconstruction

The focal concern in Luke, Comber and O’Brien’s (1)98&search is to provide
pre/early primary school students with the analytreaburces for problematising
the ways texts construct social power and knowledug caltural, gender and class
identities. While they acknowledge that a linguisti@alysis of texts, such as that
proposed by Fairclough, can provide understandingdexfual techniques of
representation and relations, they argue that Igtiguideconstruction used
exclusively “cannot provide a cultural and politieadalysis of the text” (p. 35). In
this sense, they welcome Wallace’s addition of cordealysis prior to linguistic
analysis, stressing the importance of viewing a text asirfstitutionally located
and motivated social stratedyst, rather than as an array of linguistic featurgs”
37, emphasis in original). Wallace’s pre- and post-repduestions are particularly
relevant to the students they are working with as thesstions do not require the

skills of encoding and decoding linguistic structures.

Luke et al. identify a list of questions, some of whaie in fact the questions
Wallace poses, for teachers to focus on foregroundiegsocial and institutional

conditions of the production and interpretationexdts. These questions are:

1. What is the topic?

2. How is it being presented? Whose themes and discouesksiag used?
3. Who is writing to whom? Whose voices and positioms being
expressed?

4. Whose voices and positions aren’t being expressed?

5. What is the text trying to do to you?

6. What other ways are there of writing about thpd®

7. What wasn’t said about the topic? Why? (p. 37)

With question 4 in the list above Luke et al. introglan explicit focus on what is
not present in a text. Derrida (1981) posits the Vieat nothing is ever simply
either present or absent, but rather what is absentrase of other meanings, other
texts and other realities that could have been talgeibut were not. With these
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assumptions, Luke et al. argue that what is absentdrtastas significant as what
is present, and in their toolkit include a specifiterrogation of absences and
silences. Fairclough too discusses the implications of ishatluded and excluded

in texts, but this does not constitute a central fatuss toolkit.

Luke et al. report on the way O’Brien drew on thss bf questions as a basis for
analysing mothers’ day catalogues with a group of pgireehool children. O’Brien

claims that the children were able to recognise tlath@n were being framed into a
particular identity and reality in these texts andadées the analysis as having
been successful in foregrounding to the childrengdges between their versions of

the world and that created by the texts.

Luke et al. also emphasise that a deconstruction aditieersive realities produced
in texts should be followed with strategic and tadtection with and/or against the
text. Their argument is that reconstructive practmald bring a stronger focus on
the multiplicity of ways a particular reality or sodcralation can be conceptualised
and constructed. This can entail, for example, recactstg the text for a different
audience or rewriting it from an alternative perspectO’Brien’s students, for
instance, complemented their analysis of mothers’ daglagates by developing
and administering a written survey on the attitudes @mederences of their own
mothers and caregivers. O'Brien reports that the diyexsi the responses the
students collated opened up explorations of the diyen$ithe discursive category

of mother.

DESIGNING A CDA-BASED TEACHING PROGRAM FOR
ANALYSING CONSTRUCTIONS OF CULTURES

The three toolkits discussed above all contribute to unglerstanding of the
application of CDA in teaching a discourse view dtune. Fairclough’s work is of
central importance in that he provides a linguistently and a set of practical tools
for text and discourse analysis. Wallace draws on Baigti's work to focus on the
deconstruction of the conditions of text productiowl &nterpretation, and extends
the scope of his toolkit to include non-linguistic lsas. Luke et al. take up

Fairclough’s arguments for problematising the normgtivof the worlds
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constructed in texts but also emphasise the content-lmesednguistic analyses

that Wallace introduces. In addition, they introduaa explicit focus on
reconceptualising texts, concepts and understandingsTalnle 1 below, |

summarise the focus and application of each of theskitsol

Table 1: The focus of the CDA toolkits of FaircloughWallace and Luke,
Comber and O’Brien

Researcher| Application | Focus of text analysis Texts analysed
Fairclough | Research | Linguistic deconstructive analysis ¢imedia articles,
(1989) contexts conditions of text production and | advertisements|,

interpretation government

documents

Wallace EFL Exploration of students’ literacy media articles,
(1992) practices prior to their engagement advertisements

with texts;

Pre-reading: non-linguistic analysis

of conditions of text production and

interpretation;

While-reading: Linguistic analysis,

as proposed by Fairclough;

Post-reading: reconceptualisation pf

topic
Luke, Pre/early Non-linguistic analysis of conditionjstexts of
Comber primary of text production and interpretationeveryday life,
and school drawing on Wallace; e.g., junk mail
O’Brien
(1996) Reconstruction of texts &

reconceptualisation of topics

The program | designed consisted of two consecutive legdwith five units in
each module. In both modules, the first unit servednasteoductory unit and the
succeeding four units were based on analysing variots. e my design of the
modules, | synthesised what | perceived to be the sherf each of the toolkits
summarised in Table 1 in terms of their possible applicato problematising
essentialised productions of cultural groups and opeomgalternative, plural

constructions. In particular, | used Wallace’s toolista pedagogical template for
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the program and worked with her pre/while/post-texlgsis procedure. | adopted
Wallace’s proposal for an initial exploration of gtiaes and understandings already
available to students and designed an entire introductnit for each module to
encourage such exploration. For text analysis, likéatk, | drew on Fairclough’s
list of questions and linguistic categories, as well asane of the questions Luke
et al. introduce in their toolkit. My program diffefrom Wallace’s in terms of the
post-text analysis tasks. Here | introduced an expéaitphasis on alternative
constructions of topics and texts, for which | drewLoke et al.’s work. In Table 2

| summarise the format that framed this program. In tHlewog sections |
describe the sequence of the program, my objectivestentsks | included in

more detail.

Table 2: The format of a CDA-based approach to analing constructions of
culture

Number of modules| Two

Number of units Five in each module:
Unit 1: An introductory unit to each module

Units 2-5: Based on text analysis tasks

Focus of units Unit 1: Exploring students’ conceptions of culture and
stereotyping

Units 2-5:
Pre-text analysis: Exploring students’ understandings of
topic, the discursive constructions already
available to them

While-text analysis: Linguistic and non-linguistic
deconstructive analysis of the
conditions of production and
interpretation of texts

Post-text analysis: Reconceptualising topic, producing
alternative constructions

Text selection Stereotyping and stereotypical constructions
criteria
Classroom Task- based learning.

methodology
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Aims of the program

The aim of the program was to encourage students tgmese essentialised and
static constructions of the cultural embodiment andtipes of both ‘us’ and the

‘other’, and to question the mobilisation of eurocentrracist and sexist
assumptions underpinning these constructions. | workddthé assumption that a
focus on texts as institutional and social productmmgd provide students with the
means and tools to problematise the neutrality and alagss of stereotypical
constructions and could open up spaces for an exmorafi the complexity and

multiplicity of cultural meanings, identities and piaes. In this way, the program
could contribute to the development of a criticaltumal awareness, with which
students can transgress essentialised conceptions anteopignan the fluidity and

hybridity of bodies, meanings and identities.

Introductory unit to modules: Unit 1

The first unit of each module was aimed at providingcepdor students to explore
their conceptions and assumptions of the concepts efrewdnd stereotyping. Here
| extended Wallace’s interest in investigating studelitistacy practices prior to

text analysis to investigating students’ meanings, expeggeand observations.

| organised Unit 1 around three tasks aimed at probisimgthe familiar and taken
for granted and exploring the foreign (see TableTB)k first task entailed small
group discussions of students’ perceptions of cultural aimds and differences.
Students were encouraged to take an insider’s viewfareign cultural practices
and an outsider's view on their own, and to expldre spaces in-between. |
incorporated Weaver'’s iceberg diagram of culture §1@&ed in C. Morgan, 1998)
(see Appendix D for the diagram) in order to intragluc visual focus on the
complexity and multiplicity of conceptualisations oktleoncept of culture. This
task involved students’ discussions of their views on thestituents of cultures,
focusing on visible and less visible aspects. | also assuhgedask could lead
students to make links between visible aspects of celtame stereotypes, and in
this way lead into the third task of the unit. Therdhtask was based on

problematising students’ taken for granted assumptions erdeptions of
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on recognising the ways cultural groupsotmec locked into

essentialised, static images and representations througbtgpes.

Table 3: Objectives and key questions of Unit 1

Objectives: To explore

Tasks

- what is familiar and taken
for granted

- the concept of culture
- the cultural situatedness of
one’s practices and

worldviews

- visible and less visible
cultural attributes

- uses and abuses of
stereotypes

1. Discussion of similarities and differences
between cultural groups.

2. Discussion of Weaver's iceberg model of
culture. In particular:
a. What is the significance of an iceberg imag
b. What aspects of cultures are visible and w
are less visible?

3. Discussion of cultural stereotypes:
a. What does stereotyping mean? Can you g
examples?
b. Does it provide a useful way of thinking

about people and places?

Analysis of texts: Units 2-5

e?

ve

The four units in each module were based on analysdieg production and

interpretation of texts and followed a pre/while/ptastt analysis procedure. |

summarise the sequence of Units 2-5 in Table 4.

Table 4: An overview of the sequence of Units 2-5

Sequence of tasks

Focus of tasks

Source

Pre- text analysis

Problematising
understandings of the topic

Wallace

While- text analysis

Deconstructing essentialisgdrairclough; Wallace;
constructions

Luke, Comber & O'Brien

Post- text analysis

Conceptualising alternative
constructions

Luke, Comber & O'Brien
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Pre-text analysis

The pre-text analysis questions were aimed at questidhingaken for granted
ways topics are conceptualised and constructed in textsed titles of texts and
visuals and lexical items from texts to focus on thed@@ns of text production

and to generate discussions of students’ predictionseqgfdlticular discourses that
they associated with the topic of the text (see Tabler a list of the questions |
used to generate such discussions). My assumption in plapnéatext analysis

questions was that a focus on the constructed natuiextsf could challenge the

naturalness of conceptualising particular topics itiqdar ways.

Table 5: Pre-text analysis questions and intended outoees

Objectives Questions Source
- to explore what one 1. What is the source of this text? Wallace
already knows about a
topic 2. What is the topic?
- to question taken for 3. What would you expect to see or read
granted ways of about this topic?
conceptualising events and
topics 4. What could be the purpose of this
text?
- to recognise the
constructed nature of texis5. Who might be the producer of the
text? How do you know?
- to recognise the
multiplicity of addressing | 6. Who might read this text? Would yqu
topics find it interesting?

While-text analysis

The while-text analysis tasks entailed tracing the icapilbns of text producers’
choices. | drew on Fairclough’'s list of analytical giens to focus on the
implications of text producers’ lexicogrammatical chsieed use of visual images
to construct a particular knowledge and represematidhe world and to position
readers of the text in a relation to that world @aadhe text. In particular, the
students focused on the use of pronominalisation, modagerty in grammatical
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structures and the types of processes and participants Lsmitline the key

guestions | used in analysing texts and my objectiveddimg so in Table 6.

In linguistic analyses of texts | built on students’séixig linguistic knowledge and
capabilities. As in most EFL classrooms, the students &@Eth@OS centre were
already familiar with analysing linguistic structuregpast of grammar practice and
accuracy exercises. They had an already developedlamgtage built on
traditional grammatical terms. Therefore, rather thaimoduce students to the
categories and concepts of systemic functional gramwmiaich Fairclough and
Wallace adopt in their toolkits, | used the linguistiategories of traditional

grammar to investigate the ideational, interpersonditextual functions of texts.

Drawing on Luke et al.’s analytical toolkit, | algacluded an explicit focus on the
exclusions in the texts with the assumption that whabispresent in a text is as
significant in constructing particular meanings as whairesent (see questions 3
and 4 in Table 6). Questioning the exclusion of bedmridviews and practices in
texts, | anticipated, could highlight the narrow asiglgular versions of the worlds
constructed in texts. It could problematise the wayssti@@am cultural practices
and views are “assembled, presented and taught as lteetland encourage
students to question the way “a selective traditioouttire is naturalised” (Luke et
al., 1996, p. 34). This practice of deconstructingatvis excluded is crucial in
investigating the regimes of truth taken up and leg#ed in texts and the ways
other truths are deemed irrelevant, exotic or deyviamd left invisible. | expected
that questions 5 and 6 in Table 6 could also congiltatemphasising that the

version of reality constructed in the text is only aneong many.
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Table 6: While-text analysis questions and intended ocbmes

Objectives Questions Source
- to recognise the | 1. How are people/events talked about in the| Fairclough;
ways linguistic and  text? Make a list of the verbs/ nouns/ Wallace
visual features of adjectives that are used in reference to
texts create people/events.
particular realities,
relations 2. According to your lists, who initiates actior|?
Who remains passive? What does this
- to question the suggest about people/events?
essentialised 3. Whose pictures/voices are included in the| Luke,
versions of text? Whose are excluded? Comber
cultures and

constructed in texts4. Do you think these have an effect on the | O'Brien
ways you think about particular people/

- to question the places/ events?
generalisation of
mainstream 5. In what ways does the text reflect your
cultural practices experiences or observations about Australja/
as relevant to all Australian men/women?

6. If your only experiences of Australia were
through this text, what would be your
Impressions?

Post-text analysis

Deconstructive linguistic analysis of texts was followayl an investigation of
alternative ways of constructing these texts. The tdskeconstructing topics,
perspectives and representations was aimed at openitige ygurality of cultural

practices, identities and relations. To pursue thesectigs, | adopted the
strategies Luke et al. suggest, such as rewriting oncepbualising the topic from
a different perspective or for a different ideal i@ande (see Table 7). | also
incorporated an ethnographic element in the progmdumawing on the work of

Michael Byram and his colleagues, which | discussethapter 4.

In chapter 4 | acknowledged the significance of egjnaphic techniques, such as
observation and interviewing, in encouraging forésgoond language learners to

explore less familiar terrains and gain insights into ‘tteer’. However, | had
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argued that ethnography in itself cannot provide esttel with the analytical tools
and practices to question the constructedness of the ttesy engage with or to
deconstruct the ways texts invite particular readirflg®m this perspective, |
included the techniques of interviewing and obsémain the program after
students had worked with the tools of CDA to decouwstiite realities constructed
in texts. Using ethnographic tools after textual dstoction, | believed, could
give students access to alternative perspectives andngsahhypothesised that an
ethnographic focus embedded into CDA in this way aoallow students to
explore, engage with and interrogate diverse way®oteptualising events, people

and relations.

Table 7: Post- text analysis questions and intended owimes

Objectives Questions Sources

- to explore alternative 1. What other ways are there of writing | Luke,
ways of addressing about the topic? Comber
topics and

2. Interview a homestay family member/ | O’'Brien

- to recognise the teacher to find out their views on the
plurality of cultural topic of the text. Byram (see
practices, identities, chapter 4)
relations 3. Observe/collect information on an aspect

of the topic excluded in the text.

4. Reconstruct the text/picture to capture
your family life.

Selection of texts

| chose written, spoken and digital texts of a randegenres, such as
advertisements, textbook units, magazine articles angagels, which | recognised
as stereotypical and stereotyping. That is, | reacetheeds as constructing cultural
groups and their practices as a singular, monolithiegoay and as situating the
discursive categories of ‘self and ‘other’ in a hietacal, oppositional binary
order. Only one of the texts | selected producedtwhgerceived to be a
multicultural construction of Australia. This was in Udi of module 1, which |

analyse in chapter 7.
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In Table 8 and Table 9 | give an overview of thetsd selected in module 1 and

module 2, respectively.

Table 8: An overview of the texts selected for anadys in module 1

Unit | Title of the | Genre | My reading of the text
text
1 Australians | Media & Two sets of visual texts used: Stereotypical
digital constructions of Australia and other countries; |a
multicultural construction of Australia.
2 Bloke Pop/ A humorous yet derogatory narrative of an
rock Australian man and his relationship with his
(see song partner and his friends. The text produces a
appendix E) stereotypical gendered and sexist construction of
Australians.
3 Sheila Web The article is about beer in the lives of Australian
page women. Several pictures of women drinking beer
(Www.austr are featured. A phallocentric construction is
alianbeers.c produced: Women are constructed as envious |of
om/culture male freedom, as lacking agency and are assigned
(see a subordinate, subservient position in society.
appendix F)
4 Welcome to| Article in | The article describes Sunny Hill, the city in which
paradisé local the students are located. The city is constructed as
travel | robust and lively with theatres, galleries,
magazine myseums. Local residents are constructed as elite,
intellectual, middle class.
5 Its asmall | ELT Pictures of people having meals, shopping,
world textbook | spending time outdoors. The pictures maintain|a
eurocentric divide, associating laughter and
(see entertainment with the West, and seriousness and
appendix G) formality with the non-West.

Table 9: An overview of the texts selected for anatys in module 2

% To ensure the anonymity of the location of theaesh site and cohort, the name of this article has
been altered. Due to the nature of the informaitiathe article, | have not included it as an append
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Unit | Title of the | Genre My reading of the text
text
2 Greetings | ELT The text is aimed at introducing greetings to
textbook | low-intermediate EFL learners. The text
(see maintains an East/West binary divide: A
Appendix stereotypical construction of westerners
H) shaking hands and Asians bowing is producgd.
3 Crocodile | Movie Australian masculinity is constructed as fit,
Dundee tough, primitive. An outback Australian life
provides the context for the film.
4 Fathers’ day Junk mail | Australian men are constructed in these
catalogues catalogues as white, middle class, able-bodied,
healthy, family men. Mainstreabodies,
values and interests are generalised as
representative of all Australian men.
5 Interview Students’ | Each student interviewed a university student
texts interviews | outside the ELICOS centre. The students
brought the interview data to class and
analysed the various constructions of
Australians their interviewees had produced

A task-based learning methodology

In the design of each unit | adopted a task-basedifepmethodology, as proposed
by Willis (1996). | worked with the assumption thatrl@ag occurs in contexts of
interaction where learners negotiate their existingdeustandings and form
hypotheses about new meanings (Nunan, 1989). Fromelspgrtive, | organised
each unit around series of tasks, in which the studests given opportunities to

experiment with available and new meanings.

Willis (1996) proposes a task-planning-report sequenith,a consistent focus on
interaction and communication. She suggests that studemis towards task
outcomes initially in small groups, drawing on linguisesources already available
to them. A focus on accuracy and teacher feedbaahktneduced in the planning
stage, when students prepare to report their discussmmhtask outcomes to the
whole class. Finally the students move into the mordigpabntext to present their
reports to the class verbally or in written mode.
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In my design of the tasks, | did not adhere to atstagk-planning-report sequence.
| did tell the students to initially discuss their resggs to each of the tasks in
groups, then to work on reporting their group disaussito the whole class. In this
way, | anticipated that all the students in class wdalde the chance to access the
diversity of meanings and readings produced in anypgrblowever, due to such
small numbers of students present in the program, studeul afben overhear
each other’s discussions during group work (see Appdtdor a record of student
attendance in each unit of modules 1 and 2). At timeesiudents even responded
to questions raised in other groups or joined in ofgreups’ discussions. | also
noticed in the research that when students could araeaup with a response to a
task, they abandoned group work and sought responseshasdeaclass. | explicitly
asked students to prepare and present a report téa®eanly when | was aware
that they had not overheard each other’s discussiondi@n students worked on a

task alone.

Parallel to Willis’ explicit focus on language formrdkngh awareness raising
activities (Ellis, 1994), | adopted an explicit focos culture through raising
awareness of the ways cultural groups and their peactiare discursively
constructed. That is, the aim of the units was notdohteulture as such, but rather
to raise awareness of the complexity, diversity andifligirof cultural groups. In
this sense, | extended Willis’ goal of developing TES€idents’” communicative
competence to raising a critical cultural awarenessiah students. | sought to raise
such awareness by presenting data in the form of varealdife texts. The tasks
set were intended to lead students to analyse theseudtimsts, negotiate their
existing understandings with those in the text, expariméth new and familiar
conceptualisations and arrive at their own understandf culture and learning

culture.

In the following two chapters | explore the variousanings students made of the
texts, tasks and concepts | introduced in the two nesdofl the program, the ways
they negotiated new and existing understandings asdingptions and their

perceptions of cultural groups and practices. | dematesthe ways the insights

different students gained varied, not necessarily majcie outcomes | expected.



CHAPTER 7

MODULE 1: STUDENTS MAKING SENSE OF
TEXT , DISCOURSE AND CULTURE

INTRODUCTION

In this chapter as well as the following, | investeg#ite classroom application of
the CDA-based teaching program | described in chdptkr this chapter | focus on
module 1, on the meanings and readings students made taflsits and texts in the
five units of the module, and in the following chagtanalyse data from module 2.
In each of these two chapters | trace students’ mesammgarious tasks and units,
discuss the outcomes of tasks and examine the implicatiothe ddsks and units
for future programs aimed at raising critical cultusalareness. In my analyses |
intend to gain further understandings into the compésxand possible strengths of
adopting the tenets of CDA in teaching and learainliscourse view of culture.

CRITERIA FOR DATA ANALYSIS

In my analysis of data | investigate the claim | maddiegzathat CDA can

contribute to the development of a critical cultuaslareness. | examine whether
the texts and tasks | selected in the program openeconpeptual spaces for
students to question essentialised constructions of dugitoaps and to recognise
cultural diversity and fluidity. In my analyses, kasv on students’ in-class
interactions, journal entries and their comments onbiaeld forms with the aim of

gaining insights into their perspectives of the sigaifice and relevance of the

program in teaching and learning culture.

In my analyses | take up the assumption that languagstroots realities,
knowledge and relations. Hence, | conduct a linguistalysis of spoken and
written data to gain insights into the realities aelhtions the students construct. |
do not assume that one’s words and actions are antiodicd what one thinks or

believes. Rather, | investigate the words, phrases ataphws the students use as
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clues to the discourses they might be drawing on andedig the possible
meanings these discourses might make available. For iestananalyse the
students’ use of pronominalisation to speculate on theudiive categories they
create and | investigate their lexical choices tau$oon what they include and
exclude in these categories. In this way, | predietnieanings and worldviews they
appear to be taking up, resisting or subverting addaw on these meanings to

discuss the pedagogical outcomes of the tasks and units.

In analysing students’ meanings | also work with the patsge that individuals’
conceptual and perceptual processes are not simphctiefis of stable inner
dispositions but are constituted in the discourses anj@cupositions available to
them. These discourses and subject positions are multiiplerse and not
necessarily compatible (Davies, 1994; Weedon, 198hisrsense, | do not expect
students’ meaning making practices to follow a ratiohakar line of argument.
Instead, | acknowledge that the students can shiftdegtwarious competing sets of
meanings, identities and practices, and in my analysay kot capture the

complexity and variability of students’ meaning makprgctices.

| summarise the key questions | ask of the data in tlaigtehin Table 10. With this
list of questions, | do not seek to demonstrate thatve hehanged students’
perceptions and worldviews. Instead, | investigateyjes of discussions the tasks
encouraged. For instance, | analyse group or paik aad journal entries in which

| recognise students questioning the realities antioetaconstructed in the texts. |
present instances of students’ discussions which suggeshitamodpy students of
cultural hybridity, fluidity and complexity, as wedls instances where students do
not suggest such recognition. | examine students’ neigoisaof meanings and
discourses and reflect on what this suggests for futupdicapons of CDA in

teaching language and culture.
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Table 10: Key questions for data analysis

| ask the following questions of the data:
Do the tasks encourage students to question the versfonaltores

presented in texts?

» Do the tasks encourage students to explore the cortypéerd diversity of
cultural practices, meanings and representations?
In order to analyse the interrogative and exploratoryspaces the program

might create for students, more specifically | ask:
*  What discourses might students draw on in their conckgdtian of

culture?
« How do students read constructions of cultures in texts?
* How do students read potentially sexist/racist/colostiassumptions?

* What discourses and subject positions might students takie tipeir

understandings of what the program seeks to achieve?

STUDENT PROFILE AND PARTICIPATION

The number of students who participated in modulenyed from five to seven
throughout the five units of the module. The studergrevaged between 20 and 35
and were of a mix of nationalities. They were attegdin ELICOS centre to fulfil a
variety of academic, leisure and profession-relategqaas. In Table 11 | provide
background information on the students, which | olgdithrough a survey that |

administered on each student’s first day in the program.

| provide information on students’ national backgmdsingender and motivations in
attending ELICOS in order to familiarise the readdmhis thesis with the students.
| do not use these characteristics as variables to mak®arisons between
students’ meaning making practices. The differences imlests’ responses
throughout the two modules may result from differencesultural or gendered

backgrounds but speculating on this is not one of thectives of the research.
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Rather, | analyse students’ responses as resulting froematiffes in the discursive
practices available to them, of which gender, radassc¢ ethnicity and other

variables may or may not be significant.

Table 11: Background information on students in modus 1

Name | Gender | Country of | Reasons for studying English
origin
Jeon M South Gain entry to postgraduate program
Korea
Lilu F Russia Gain entry to undergraduate progran
Chika | F Japan Gain entry to undergraduate program
Asami | F Japan Gain entry to postgraduate program
Popo F Japan Improve fluency in English
Yui F Japan Family — married to an Australian
Thomas| M Germany | Travel
Eric M Germany Travel

Four of the students in module 1 — Popo, Asami, JeonCénikh — were already

acquainted from the previous ELICOS term, but theakghe class came together
as strangers. To all the students except for Popo, awasnger, an outsider. Popo
and | lived in the same university residential collagd, therefore, were acquainted
with each other before the study. She is the onlyestud am aware of who

recognised me as a teacher at the ELICOS centretpribe research. It is possible
that the other students could have seen me teachimgher classes or in the
ELICOS centre but | was not familiar with them. Iroduced myself to the students
as an ELICOS staff member, situating myself within thmiffar context of the

ELICOS centre, and as a researcher, as an outsigeested in their actions and

meanings.

In Table 12 below | provide a record of the studeat$¢ndance in each unit of
module 1, the number of journals they handed in andthen they returned the

feedback forms which | distributed at the end of thelm® | use this information
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to demonstrate the various ways the students contriliatéide research. | have
included in the table a record of students’ attendaoncdisplay the complexity of
working with variable student numbers. | do not iptet their attendance as an
indication of students’ interest in the program in that program constituted part of
a regular ELICOS term, and, according to ELICOSulatipns, students were

expected to attend these classes.

Table 12: Students’ participation in module 1

Name Sessions attended Number Feedback
Unit1 | Unit2 | Unit 3 | Unit4 | Unit5 g‘;{‘r)ig;”a' I‘;{ummed
Popo v v 4 4 v 11 4
Asami |V v 4 4 v 15 v
Jeon v v v v v 2 x
Chika |3 v Absent | v/ v 1 x
Thomas| v v v v v 2 v
Eric * 4 v v v 0 x
Yui v v 0 x
Lilu v v 0 x

* A shaded box indicates the student was not enrotlgtksaELICOS centre at the
time.

Of the eight students in module 1, Popo, Asami, JeahTdtomas provided the
most data as they attended all five units of the moduak® submitted the most
journal entries. During class hours, these students alssd apkestions of and
commented on the tasks, texts and the program. The fmherstudents in the
module provided me with less data to analyse eithenisecthey were enrolled for
a limited time period at the ELICOS centre, were ab&anclasses or contributed

little to group and class discussions.

% In Unit 1 Chika had requested not to be audio nee.
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Participation in the journal task appeared to be esgfal only with the four
students who were enrolled for the whole five unitsmaidule 1. However, even
then, only two of these students — Popo and Asami — $igloimiegular weekly
entries. Of these two students | have not been aldeate on Asami’s journal, as
all of her entries were personal, describing dailynevavithout any reference to the
texts or tasks of module 1. In this sense, while she mdguianded in journal
entries, they were the least helpful in giving medfeek on the program. The low
number of journal entries and, in Asami’'s case, the seelaakgof clarity of the
purpose of these journals, suggested that | could has: gnore guidance to
students in what | expected of their entries. The sskion of feedback forms was
also substantially low with only three students retugrimese forms. | had asked
the students to complete and return the feedback fdvenséek after module 1 had
ended, which might have contributed to students’dtingg to return the forms or

perhaps not perceiving it necessary as the module luzdien

EXAMINING TASK AND UNIT OUTCOMES

Each unit in module 1 was organised around a serieasti,t most of which

involved small group discussions. The ELICOS centre dichave a fixed seating
arrangement, which allowed different student groupitagbe formed in each unit. |
organised the groups mainly by asking students sittiogectogether to form a
group. | also made sure that each group was closeet@bthe three microphones
placed around the classroom. This allowed me to listestuients’ private group

discussions. In some cases, such as when only a few ofitlentst could produce a
response to the task, or when one of them spoke lougybrio be heard by all the

others, students extended their pair or group woekdiass discussion.

In my analyses below | demonstrate the sequencingkd ta each of the five units
in module 1. | trace the ways the students made seitise tz{sks and texts and how
they proceeded from one task to the next. In eadhl amalyse the implications of
the tasks and the unit for learning a discourse viegulbure. | end the chapter with
a discussion of the practices and meanings the modularapp® make available
to the students and investigate whether the unitsashkd 1 designed created spaces
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for the students to possibly develop critical cult@akreness. In giving a detailed
analysis of students’ meanings and readings | hope thd¢n® of the thesis might
be able to envisage the classroom dynamics and interab@b the students and |

experienced.

Unit 1: Exploring conceptions of culture

Five students were present in the first unit of modul€hree female students from
Japan — Asami, Chika and Popo — and two male studértemas from Germany
and Jeon from South Korea. | do not analyse Chikagameses to the tasks of this

unit as | did not have her consent to do so.

Asami, Popo, Jeon and Thomas were sitting with peerseaf dwn gender at the
beginning of the lesson and when asked to find partieework with in the tasks,
they paired up with those sitting near them. In Tdl3delow, | list the tasks in the
order | followed in class, the objectives | aimed ifoithese tasks and the groups

students formed. | distributed written copies of eask ta each student.

Table 13: Student groupings, objectives and tasks of liril, module 1

Student groupings - Popo, Asami
- Thomas, Jeon

Objectives:to explore: | 1. What are some of the similarities and differences
between the ways you do things at home in your
- what is familiar countries and the ways you do things in Australial?

(‘us’) and taken for
granted and what | 2. a. Look at this model. Weaver (1986) has tried to

remains foreign explain the concept of culture by using an iceberg
(‘other) image. What is the significance of an iceberg
image?

- visible and less b. Which aspects of societies are visible and whigh
visible cultural are less visible? Write them down on the iceberg
aspects, cultural model
stereotypes c. These are Weaver’s responses. Do you agree?

3. Look at these pictures. Who are the Australians?

- cultural plurality in
P y How do you know? What are the clues?

Australia
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| perceived the introductory unit to be successfulaghieving the purpose of
providing spaces for students to examine their exisisBgumptions of the concept
of culture. The aim of this unit was not to determin@aaticular definition of
culture and expect this definition to be taken uystdad, | wanted to encourage
students to explore their conceptions of culture lgusing on the spaces they
create between familiar and foreign practices as agetb examine the complexity
and variability of these practices. Below | analyselshts’ responses to each of the

three tasks of this unit.

1. What are some of the similarities and differences betwéhe ways you do
things at home in your countries and the ways you dogs in Australia?

The first task was aimed at initiating explorations le# tis/them divide, of what
constitutes the familiar and the foreign. My expeotatiere was that discussions of
familiar and foreign practices can draw attentiontite complexity within such
categories and encourage students to explore thessipaloetween a binary view of
difference.

For Asami and Popo, the task appeared to have sucteéedencouraging an
exploration of their understandings of differencetha extract below, for instance,
these two students construct shifting and complex setssifiemn categories,
investigating each from the inside as members, and fromutside as observers.
After reading the task, Popo initiates the discussiose (Bppendix B for the

transcription conventions used in the thesis):

Popo: | think the Japanese don't like to show skiaey ttover
more. Here they show skin all the time, also in Japan
sharing house is very rare

Asami:  Yeah

Popo: Also we use sharp pencil and erasure but hereltimet
use erasure.

Asami: | thought Japanese not use body language.

Popo: Also, sound is different. English is more rhythmitad
surprised because Australian people tkeyeah.

O©oo N OO0l A WNPE

10 Asami: | don’t think a lot of them take shoe offiave never seen.
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11 Popo: | think western people wear shoes

12 Asami:  Japanese doesn't touch each other. When we reeet w
13 don’t shake hands, but instead we give a bow.
(classroom transcript, Unit 1, module 1)

Popo and Asami’s use of the first person plural pronoggests the construction
of a self-inclusive Japanese category (line 5: “we usdine 12: “when we meet
we...”; line 13: “we give...”). At other times in the eatt, however, they distance
themselves from this category through the use of thesplithe Japanese” (lines 1,
7, 12) and the pronoun “they” (line 1), in the samaywthat they exclude
themselves from an Australian category (“they”, line§;2them” lines 10). Hence,
they seem to be exploring both a ‘self’ category at asthe ‘other’, where the
‘other’ is both narrowed down to local Australiansgfa they”, lines 2, 5) as well
as generalised to “western people” (line 11). These consgiggest that these
students are investigating familiar and foreign prastioy shifting between old and
new discursive spaces, which | recognise as exemplifyiagconstant navigation
language learners engage in across familiar and fospgnes. In this sense, the
task was successful in generating discussions that eaddd de-naturalising what
is familiar and to de-exoticising what is foreign arasgbly strange, which could

suggest critical cultural competence.

Jeon and Thomas engaged in the same task with a differers. Jeon responded
to the task by describing South Korean social andtuisinal practices. Thomas
did not respond to the task at all but instead exprdsisedterest in Jeon’s talk by
asking him questions, seeking clarification and nodtisdiead. The task appeared
to provide the space for Jeon to explore what is fantib him and allowed Thomas
to investigate ‘other’ sets of practices — in this cdsen’s construction of South
Korean practices. However, | do not recognise insgaitcéhese two students’ talk
where they explore their experiences and perceptibtise us/them binary divide.
In this sense, the task did not seem to encourage thestudents to question their
assumptions of the naturalness and normativity of practeeiliar to them, nor

did it appear to introduce an examination of assumgtidrustralians.
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The possible lack of shared cultural knowledge betwlssm and Thomas might
have contributed to the task not providing them wiploratory spaces to question
normativity. In the discussion of Asami and Popo, botlwbbdbm are of Japanese
background, they appeared to recognise and buithediscursive repertoires they
were drawing on in their discussions, which appeardddititate their examination

of the self/other divide. However, the lack of sudiaboration between Jeon and
Thomas might have made it difficult for them to creatmifiar spaces in which

they could comfortably initiate an examination of rtiselves as both ‘us’ and
‘them’.

2. a. Look at this mod&l Weaver (1986, cited in C. Morgan, 1998) has tried to
explain the concept of culture by using an iceberg igga What is the significance
of an iceberg image?

All four students remained silent upon receiving thiktd homas was the first and
only student to speak up and share his response witihriéw other students. His
response below suggests recognition of the view thatctimeept of culture is

complex and multifaceted:

Because at first you see only little and most thingaiader the water if you
see iceberg. Sometimes if you see somebody from anotheirggou see
only some things small. You think, oh, ok he’s like thilse this, you put
him in like a case but if you know him more and more god can
understand why is he doing that way. (Thomas, classraomadript, Unit 1,
module 1)

In this comment, Thomas appears to question the way judderaee made based
on visible, obvious cultural features and the waysviddals are expected to fit into
particular pre-defined categories. This is the typeuwéstioning | had hoped the
imagery of an iceberg would suggest, one which engesratudents to recognise
the complexity of the concept of culture. The ottlgee students in class did not
provide a verbal response to the task but indicateid #greement with Thomas by

nodding and providing confirmation checks.

“| distributed a copy of Weaver’s diagram of cudtigsee Appendix D) with Weaver’'s headings and
comments removed.
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b. Which aspects of societies are visible and which ass hsible? Write them
down on the iceberg model.

With this task | intended to encourage students tadoon the practices that
constitute cultural groups, the practices that makegooep different to another. |
wanted to emphasise that while some of these practicegisaiply available to
outsiders, others are not. | asked the students to laimswvhat they thought
constituted the concept of culture and then to geahese on the iceberg diagram

according to whether they perceived these to be wrdess visible.

The students worked in pairs on this task. Asami and Rapte their responses
together on one of the blank iceberg diagrams. Orfdbte parts of this diagram
they had written “dress”, “language”, “religion” arfidehaviour” as elements that
constitute cultural groups, with dress as the most visibtebehaviour as the least
visible. Asami and Popo’s voices were too soft to beordmx on the tape.

Therefore, | can only comment on their finished produchis task.

The other pair initially appeared to agree on “gaweent”, “belief” and “language”

as constituting cultural groups but disagreed on wisithe most visible:

Jeon: Beliefs ..ipaudiblg ... visible.
Thomas: Belief? | don't think so because if you meet saaight
first you don’t know what he believes, [maybe
Jeon: [but you can guess from behaviour very easy.cdau
understand from the language
Thomas: Yes, but language isn’t behaviour. It's comnatioic.
(classroom transcript, Unit 1, module 1)

OOk WNPEF

In the above extract, Jeon argues that beliefs easidzernable through behaviour
and language. Thomas, however, does not appear totshaame assumption. The
extract continues with Jeon and Thomas’ disagreemehteach other’s proposals.

Then, they each wrote down their responses on sepesbtrg diagrams.

c. These are Weaver’s responses. Do you agree?

| had initially feared that distributing Weaver’'s siem of the model could have

encouraged students to assume this version as more titherand hence more
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legitimate than their own versions. In fact, at thd efithe previous task, | noticed
that Thomas’ version of the iceberg was identical &b pinoposed by Weaver. | was
concerned that this might further reinforce the impoess¢hat versions alternative

to Weaver’s, and hence Thomas’, are invalid.

Popo was the first to respond to the task. She spaokkdnough to be heard by the
other pair in class, which turned the task into a aéssussion. She suggested that
she disagreed with Weaver’s placement of behaviouherdiagram: “I think it's
better to put behaviour at the bottom because | thetlaviour makes the different
value and thought patterns and also behaviour inslbdéef and language” (Popo,

classroom transcript, Unit 1, module 1).

Jeon too suggested a different interpretation oficeberg diagram proposed by
Weaver. Jeon used Weaver's model to reinforce the tiewad proposed in the
previous task, where he had suggested that languaggniicsint in giving clues
about one’s beliefs. Jeon argued, “You can understaside of the culture only
with the language, so | put first, as top one, likeaws” (Jeon, classroom
transcript, Unit 1, module 1). Jeon seems to have g the diagram in a way
that fitted in with his own conception of culture. this way, both Popo and Jeon
proposed different readings of Weaver’'s diagram andeardor the legitimacy of

their own interpretations.

Thomas did not respond to this task. He did not commettierimilarity between
the version of the iceberg he had produced in teeigus task and Weaver's. He
did not make this similarity available to the otheree students. Asami too did not

respond to this task.

Drawing on the talk generated in both groups of sitgjd interpret this task of
Unit 1 as having achieved its purpose of encouragindests to negotiate their
understandings of the concept of culture. The purpofséhe task was not
necessarily to encourage students to reach a unanimoiggodelnstead, | wanted
the task to provide a context for students to explomeé communicate their
conceptions of cultural groups and practices, arskdins, this is what the task did.
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3. Look at these pictures. Who are the Australians? Howyda know? What are
the clues?

The aim of the final task of the introductory uniasvto problematise the ways
particular assumptions are made about cultural idelpgéised on visible bodily and
social practices. In particular, | aimed to encoursiyelents to question their own
assumptions abouhustralian bodies and practices. For this task, | asked t
students to analyse a number of photographs of famgrested in a newspaper
article, all of whom identified themselves as Australidthese photographs
included families of varying sizes and age groups, dnéimous social, ethnic and
racial backgrounds. | had hoped students’ discussiotfseahational, cultural and
ethnic identities of these families in their construtsi®f ‘Australianness’ could

introduce a focus on cultural diversity and hybridityAustralia.

When responding to this task all four students gatharedind the newspaper
clippings, which | had spread across an empty desk.iddi@ed the discussion by

identifying who he perceived to be Australian:

1 Jeon: All of them.

2 Thomas: ... picking up different photographknglish ... Italian ...
3 American ... actually none of them are Australian. They
4 can be from other countries

5 Jeon: [Yes, another countries

6 Popo: [Yes

(classroom transcript, Unit 1, module 1)

It appears that Jeon (line 1) initially recognisest ttlee variety of physical
characteristics displayed in the clippings could possibly categorised as
Australian. He suggests recognition of the multipli@fythe category Australian.
However, Jeon later (line 5) seems to abandon thisaflfeaThomas suggests that
these families might belong to social groups other thastralian (lines 2-4). After
this extract, when | asked the students to point telippings they thought featured
Australians, Jeon responded “none of them are Austtat@amvhich the other three

students in class nodded, suggesting agreement.
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Thomas’ reading of the photographs seems to have bdeentiél in the meanings
Jeon and the other students’ made and, thereby, im twomstructions of
Australians. Thomas’ reading, it seems, might have beecenmd by the other
students as perhaps appropriate and correct. Indeegaiinand group work,
students construct new knowledges by appropriatingrtéanings other students
make available. | see this as part of the process ofitearHowever, | was
concerned with the reading Thomas had made availabtbis task because it
constructed the embodiment of ‘Australianness’ as oneigmores diversity, a
construction which | was aiming to problematise with pnogram. | was concerned
that students’ take up of Thomas’ reading might helpattoiralise this construction

as unproblematic.

In order to challenge students’ assumptions of Australiasisnounced that all the
families, in fact, had identified themselves in this ipatar newspaper article as

Australian:
1 Mehtap: But actually they'rgpinting to the clippingsall Australian.
2 Popo: Ahh
3 Thomas: ... Yes, butthey are rigpical Australians.
4  Mehtap: What do you mean?
5 Jeon: But typical Australian is quite difficult besguso many
6 people was from many countries, Asian, multicultural
7 Asami:  Especially Europe
8 Mehtap: [to Jeon and Asamifo then why didn’t you choose this
9 picture picture of family of East Asian appearahes
10 Australian then?
11 Thomas: [responding to my question in line Because if you read
12 something about Australia, they say they like beerar
13 country and white people and something.

(classroom transcript, Unit 1, module 1)

Thomas initially challenges my identification of thanfilies in the clippings as
Australian. It seems that he expects Australians to empadigular characteristics
(“typical”, line 3), and fails to recognise as Austalithose who do not. This
suggests that according to Thomas there is a certainofvdyeing Australian.

However, later in the extract (lines 11-13), this asdionpappears to be

underpinned by Thomas’ recognition of the ways theianddaw on stereotypical
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constructions of cultural groups. That is, Thomas appeanave failed to define

any of the families in the photographs as Australiamvihg on his awareness that
stereotypical constructions of Australians are mobilisethe media. | recognise
this as significant in introducing the idea that thellaéend to be selective in their

construction of Australian bodies.

My announcement about the photographs in the abavacexlso seems to have
encouraged Jeon to reassume his initial recogniticdivesity. Jeon (lines 5, 6),
questions Thomas’ assumptions of “typical” (line 3) andwdrattention to the
multicultural and multi-ethnic nature of Australia. kleallenges the naturalness of
stereotyping as he suggests that a “typical” (line Bpstraction is “quite difficult”
(lines 4, 5), suggesting recognition of the complegitgonstructing a generalised
Australian identity. | also recognise Asami’s inclusioh“Burope” (line 7) to
Jeon’s list of examples (“many countries, Asian, multicalty line 6) as
supportive of Jeon’s construction of a multi-ethnic Aalsd. In this sense, Jeon
emphasised the view that stereotypes are static, linttmustructions, and

introduced a focus on the cultural variability amanplexity present in Australia.

My overall perception of Unit 1 was that it had astdd the purpose of introducing
key conceptions to students. The tasks appeared talprawiontext for students to
examine differences, to reflect on the complexityashiliar and foreign practices
and to analyse constructions of Australians. A claswyefdiudents was not perhaps
ideal for group or class discussions which could provtiedents with the
opportunities to access multiple perspectives on a téjmic.example, in task 2a,
only Thomas voiced his understanding of the relatietwben an iceberg and the
concept of culture. With a larger group of student@der variety of responses and
perceptions could have been explored. Neverthelegsgpbnise some instances in
this group of students’ talk where they do produce erplore a variety of
perceptions, where they counter-argue and provigenattive proposals. Although
the students did not respond to all the tasks in the ianiny reading at least some
of the tasks encouraged exploration of the compleaftycultural groups and

practices.
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The tasks of Unit 1 appeared to be relevant in vagryirays to several of the
students. For example, while Jeon did not appear toteeested in examining
foreign spaces in task 1, he initiated discussions of coltitiralism in task 3 and in
this way explored the multiplicity of the ‘other’. Asa and Popo, on the other
hand, suggested an interest in examining the famihar the foreign from an
insider and outsider position in task 1, but did nattgcbute much to Thomas and
Jeon’s discussion on multicultural Australia in the fitedk. Thomas appeared to
be interested in examining conceptions of culture (@&sland constructions of
Australians (task 3) but did not engage in an exptomadf the ‘self’. All four of the
students appeared to take up particular meaningskamdlan others based on what
they perceived to be of relevance and interest &mthA similar shifting of

positions was also frequently repeated in other units.

Units 2: Investigating constructions of Australian men

In Unit 2, two more students joined the class: Yui, padase female student who
was married to an Australian and was temporarily in Aliatvisiting in-laws, and
Eric, a German student planning to travel around Aliatrenrolled at the ELICOS
centre. Also, Chika announced that she was willingawee her responses to tasks
recorded and analysed. This brought participant nwsroeseven (see Appendix C
for a record of student attendance).

The text | chose for analysis in this unit was a popstang which | read as
constructing Australian masculinity as dominant, lazy disdespectful of females
(See Appendix E for the tapescript of the song). tHs&s | designed in this unit,
then, were intended to encourage students to questiennarrowness and
stereotypical nature of this construction and to ergpliternative constructions of

men in Australia.

In Table 14 | list the objectives of the unit, theks and the groups students formed
when responding to the tasks. Similar to Unit 1, sttedéarmed groups with those
sitting next to them. Also, | distributed to each stotda written copy of the three

sets of tasks. | asked students to respond to each seksefitagroups and then to
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be prepared to give a short summary of their in-grasudsions to the other group
in class. In this way, | wanted to ensure that the nganproduced in one group
were available to students in the other group. Inccedere | do not have access to
students’ in-group discussions, for example due to faksrdings, | draw on

students’ group summaries.

Pre-listening tasks

My intention with the first task was to ensure that silidents recognised the
meaning of the title of the song. | perceived it intaot to overcome any possible
linguistic difficulties that might impede students’ ungtanding of the song. As |
had expected, several of the students appeared tafdrmiliar with the meaning of
the word bloke. Jeon volunteered to look the wapdiruthe class dictionary and

explained it as “guy, man” to the class.

Table 14: Student groupings, objectives and tasks of ir2, module 1

Student - Asami, Popo, Thomas
groupings - Eric, Chika, Jeon, Yui
Objectives | - to examine the ways language constructs a particeadity of

Australian men
- to explore alternative constructions of Australiamme

Pre-listening tasks
1. The title of this song is Bloke. What does bloke m?ea
2. Can you predict what the song is about? What doeiMritten about a bloke?

While-listening tasks

3. Who is speaking in this song? Who is being spokelit in the text tells us
this?

4. How are these people talked about? Make a liall tiie things the speakers do.
(Look for the verbs that are used with each of tipesgple.)

5. According to your lists, who initiates action? Wimains passive? What does
this list suggest about the relationship between thplpéo the song?

6. Whose voices are included and excluded in the séfig? What effect does
this have on you?

Post-listening task
7. What other ways are there of writing about Augtraimen?
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The purpose of the second pre-listening task was taiesge students to propose a
variety of ways Australian men might be constructedeits, to suggest various
storylines. My intention here was to encourage studentxplore the variety of
constructions of Australian men available to them, amehtto contrast this
variability with the restricted version produced e song.

In one group, Asami, Popo and Thomas made various poedic

Thomas: [story about some Australian young man
Popo: Who drink a lot.

1 Thomas: About men

2  Popo: Men

3 Thomas: Yeah, about men. What do you thit&Asamj

4  Asami:  Australian guy... How do you [he] think. What ylmu [he]
5 think.

6 Thomas: Maybe about, between strange men. ...

7 Popo: Story of Australian young [man

8

9

(classroom transcript, Unit 2, module 1)

Initially the students appear to repeat the topidhaf song in their predictions
(“men” lines 1, 2, 3, “Australian guy” line 4). Latehough, they make more
specific predictions — “strange men” (line 6) and “yguman who drink a lot”

(lines 7-9). Popo seems to predict that the text wdbaiate Australian youth, beer

and masculinity, suggesting the availability to hestefeotypical constructions.

Stereotypical constructions of Australians also appeéetavailable to students in
the other group:

1 Jeon: It's about aussie guys. Probably behaviour okriren

2 Australia. | think there is some special characteristics

3 because almost all Australian guys like beer and smoke.
4 Specially in Australia you can think beer, lots oébe

5 Yui Australian men is the biggest drinker in the ior

6 Eric: No, German.

7  Yui German?

8  FEric: Irish too.

9 Yui Typical Australian. Typical young Australian ma

10 Jeon: They usually drink beer instead of breakfast

(classroom transcript, Unit 2, module 1)
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In this group, Jeon predicts “behaviour of mens in Alistt (lines 1, 2) as a
possible topic of the song. He then goes on to explt@nmeanings he associates
with this topic. He appears to expect a stereotypiedtralian masculinity to be
constructed, generalising Australians to fit into atipalar category (“almost all
Australian guys like beer ...”, “you can think beerslof beer”). Appearing to
draw on this stereotype, Jeon also makes generalisabons the dietary practices
of Australian men (“they usually drink beer instead bwéakfast”). A similar
understanding of Australian masculinity seems to be dlail@® Yui (lines 5, 9).
Eric contributes to the group’s discussion on beer drgk(lines 6, 8), a

contribution that is, in fact, off topic, and doeg respond to the task itself.

The pre-listening task, it seems, helped to arouse sgidenticipation of the
content of the song. It appeared to encourage stutemxplore what they already
knew about Australian men, most of which, however, amzk to rest on
stereotypes. In this sense the task did not achieve ulmoge of encouraging
students to reflect on the variety of male bodies atetests in Australia. For this
task | had assumed that the students would have anyabteadloped repertoire of
observations of local Australian men to draw on. Howewaly stereotypical

constructions appeared to be readily available to stadents.

While-listening tasks

The while-listening tasks were aimed at analysing thgswext producers create
particular knowledge and relations through their o$dexicogrammatical and
visual means. | had expected these tasks to provide sfudgth the tools to
question the implications of these constructions in terithe ways particular
assumptions of Australia and Australians become naturallsatho hoped that
students would recognise and problematise the waysatieegositioned, as readers

of these texts, to take for granted these realitiegelatons.

The students listened to the song twice. | asked therssitb respond to the tasks
individually after their first listening and then afttheir second listening to discuss

their responses as a group. | also asked students tdin@deo lexical items in the
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text that they were unfamiliar with while they wéisgening, to check the meanings
of these words in their dictionaries, and after thag stened to the song twice, to
share these meanings with members of their group. | thothghh this might

contribute to students’ comprehension of the text.

3. Who is speaking in this song? Who is being spokenWi?at in the text tells us
this?

In Chika, Eric, Jeon and Yui's group, the artist saggthe song — a male — is
identified as the speaker in the song (lines 1, 2).oter proposals are made as

Chika quickly moves on to the second part of the task:

1 Jeon: feads the tagkWho is speaking in the text. Singer. The
2 singer

3  Chika: Feads the tagiWVho is being spoken to. Men?

4  Jeon: Men and women

5 Chika: New age guy? What in the text tells us?irsads task

6 Jeon: | think he want to tell us what is Australiary,geal

7 Australian guy

8 Yui His way of living.

(classroom transcript, Unit 2, module 1)

As to who is being addressed in the song, several prispagamade: “men” (line
3), “men and women” (line 4) and “new age guy” (IB)e The third question in this
task (“what in the text tells us this”) was aimed at emaging students to identify
the clues that helped them make these predictions. Hwwéon and Yui appear to
misunderstand it as requiring them to speculate on \keateit is telling readers,
that is on the purpose of the song (lines 6, 7, 8veMNkeless, | recognise the three
students in this group as reflecting on and explorhry roles and relationships
constructed in the song, which they would furthemexa in following tasks. Eric
did not contribute to the discussion.

Asami, Popo and Thomas’ group discussion was not audibkrefore, | cannot

analyse their in-group explorations. However, wheeytwere reporting their in-
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group discussions to the other group, they suggestedhityatrecognised a male

speaker addressing a female.

After each group had presented their discussions tccltdss, Jeon proposed a
different reading of the song. He disagreed withtéx¢ being based on any kind of
gender relationship:

1 Mehtap: So, you'rergferring to Thomas, Popo and Asésaying

2 that the song is about a relationship between a maa and
3 woman, and the other=

4  Jeon: =it can be parents

5 Thomas: ... Parents?

6 Jeon: Between a man and parents

7 Mehtap: So you mean the speaker lied to his parentg gbing to

8 the pub. What do=

9 Jeon: =yes

10 Mehtap: ... Why would he lie to his family? | dootderstand.

11 Jeon: | don’t think about Australian guys. That's npynoon.

12 Sometimes the guys get the money from parents or family.
13 In my opinion a man lies to family, not to wife orlgiend
14 or something.

(classroom transcript, Unit 2, module 1)

Jeon appears to be drawing on practices and assummiohenesty, gender
relationships and family that were unavailable to nfes Was a reading that | had
not anticipated, one that | was not familiar with.theory | advocated multiple
readings of a text but in practice | had neitheugha of alternative readings nor
was | prepared to deal with such differences. Theeefbunintentionally closed
Jeon’s reading and brought it back to one that icfeinfortable with:

15 Mehtap: Ok. But then how do you interpret knockéfétose
16 knockers is he talking about then?
17 Jeon: ... oh, ah, lover. It can be lover, yes,flove

Jeon’s reading is, in fact, significant in that hengs a different perspective to the
meanings the students and | were making of the textvibgaon Jeon’s reading, |
could have explored in class the assumptions underpirthengelationships men
and women are expected to take up and multiple alieas to this. This could
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have been an ideal context in which to questiont#éken for grantedness and

dominance of particular readings.

Indeed, Jeon’s response exemplifies the Derridaean anguaken up in CDA that
meanings are not fixed within texts but are construti@sed on the discursive
practices available to the meaning maker. In the akat@ct, Jeon appears to be
extending the meaning of the text beyond the lingusttucture of the text, of what
is physically written in the text. In line 11, Jedaims that he is not focusing on
only “Australian guys” but appears to broaden his m@do possibly men in
general, or at least to those he is familiar with.his sense, Jeon exemplifies that
any text is open to multiple, conflicting meanings. loer, it seems that in this
task | was focused on a particular reading, one tipardeived to be necessary to
take students to the desired outcomes of the unit, reardfore, dismissed Jeon’s

reading.

4. How are these people talked about? Make a listlbfree things the speakers
do. (Look for the verbs that are used with each of thpseple.)

Thomas, Asami and Popo initially worked alone and ttenpared their responses:

1 Thomas: Ok. Iwill read my answers?

2 Asami:  Yes ... what is mean shirk? ... This one.

3 Thomas: Oh ...maybe like shit? ... | don’t know. I'll cheoly

4 dictionary

5 Popo: Shit?

6 Asami: Ididn’t find in Japanese dictionary

7 Thomas: Ah, Eric is using my dictionary. Ok, | will check é&at ...

8 [reads taskMake a list of all the things the speakers do ...
9 Ok. I wrote, | have written, for the husband, ‘I ééte new
10 age guys’, ‘I live on beer and pies’, ‘I lied’, ‘I weout

11 drinking’, ‘I told you’, ‘just feed me more VB’, ‘jugbour
12 my beer’

13 Popo: .... Yes, and also, ‘| really love your knosker...

14 [Thomas writes it dowrDid you write answers for his

15 girlfriend?

16 Thomas: Ah, I justfound ‘you look’, ‘you look at me'think that’s
17 all. She does nothindgughg.

18 Popo Yes, yes. ‘Look at me’ ... This ongoihts to page
(classroom transcript, Unit 2, module 1)
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In the above extract, as Thomas reads his list (lin&8) Ropo confirms what he
says by nodding, suggesting she has completed the taskidh the same way.
Asami remains quiet. However, she has underlined someeogprtbtesses in the
text, suggesting that she too has been able to contpket&ask. Meanwhile, the
other group of students present in class, comprisedoof, Ighika, Yui and Eric,
respond to the question individually. All four of theappear to read the question
silently, scan the text, underlining and circling sarhéhe processes. In their report
to the other group, they appear to have responddtetdask in a similar way,
identifying similar words and phrases. | recognise lgotiups of students as having
successfully analysed particular linguistic structuresl uiseéhe text's construction

of reality.

The students at the ELICOS centre were often requoeanalyse the linguistic
features of texts as part of regular grammar lessons. fohereé had anticipated
that the students would have little difficulty resdomg to the linguistic analysis
tasks | set. Based on the pace with which studentsrrdefddo these tasks and their
familiarity with what was required of them, the task eftracting particular
linguistic features from texts did not appear to béailt for them. In fact, at the
end of module 1, Chika and Popo even commented tagtthlought the linguistic
analysis tasks were repetitive and the “most boring”K&Heedback form, module
1).

5. According to your lists, who initiates action? Who rams passive? What does
this list suggest about the relationship between thegean the song?

When reporting in-group discussions to the other grdtyemas had listed on the
board in two columns the processes associated with theamaltemale characters
of the text. | used this list to lead in to task 5, ednat focusing on the way the text
producer’s linguistic choices help to create a padicteality about Australians. In

this task, | initiated a whole class discussion:

Mehtap: Ok, let’'s compare these two lists now. Who iseraotive?
Thomas: The man
Popo: [the man
Thomas: [He says | live on beer and pies. That's shdkeers maybe

A OWNBE
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5 more action

6 Mehtap: Yes, so who initiates action? | mean who makegsh

7 happen?

8 Chika: The man.

9 Mehtap: That's right.

10 Jeon: We first think “hate new age guysrgads from the tekt
11 so the speaker is old age guy. He speaks to his wife.

(classroom transcript, Unit 2, module 1)

Thomas’ visual display of the text producer’s choicefcesses appears to have
been successful in drawing some students’ attentionetgainticular relationship
constructed in the text. In the extract above, Thofimass 2, 4, 5), Popo (line 3),
and Chika (line 8) seem to recognise that the malecjpamt is constructed as
initiating action, as more active than the femaleth#& end of the extract it seems
that Jeon attempts to give an example of an action iassdcwith the male
character (“I hate new age guys”, line 10), and drgven this example appears to
continue to explore the identity of the speakehs<ong and who is spoken to (line
11). | recognise Jeon’s latter exploration as irreléva the present task, and with
the intention to bring the discussion back to the tasé&stion, to investigating
students’ understandings of the implications of thatgeahd relations constructed

in the song, | ask:

12 Mehtap: Yes, ok, think about, what kind of relatiapsthoes this

13 list [pointing to the boar{ this difference suggest. Is it an
14 eqgual relationship or an unequal one?

15 Popo: Unequal

16 Chika: Unequal

17 Mehtap: Why?

18 Asami:  Because he asking too much

19 Yui: And because he doesn’t treat the woman like rien.

20 example, he order the woman. He doesn’t do anything.
21 Mehtap: That's right. And what does he say he likesitbis wife
22 or girlfriend?

23  Yui: ... knockerslpughteq

24 Mehtap: Do you think this is true for all Australian mand

25 women?

(classroom transcript, Unit 2, module 1)

Popo (line 15), Chika (line 16) and Yui (line 19paar to recognise that an
“unequal” gender order is being constructed in the #nd, furthermore, Asami



126

(line 18) and Yui (line 20) draw attention to theyva dominant masculinity is
constructed. In particular, Asami’s use of the phrase fitaich” (line 18) and Yui's
use of “order” (line 20) suggest that they find thésder construction problematic.
The other students in class, the three males — Jeon, ThamdaEric — do not
contribute to the discussion. Although in the preseséarch | am not interested in
examining gender differences in responding to taskssiteece of the three male
students might suggest that it was perhaps easier foretheld students to
recognise and question the take up of sexist discourghe song. The task might
have created the space for the female students to tlwée critique of gender
inequalities. In this sense, | perceive the outcomethieftask as successful, to
some extent, in reaching task objectives in that sontbeoktudents appeared to
recognise and question the ways the use of partitintistic categories produces
a particular version of the world — a sexist readihghe world in this particular

text.

The students did not respond to my final question altiwes 24, 25), where |
asked them to compare the text's construction of genetkgrons with their existing
knowledge of gender relations in Australia. It seetted with this question | was
expecting students to draw on their knowledge ofdtieer’, expecting students to
be able to compare the particular gender relatipngtoduced by the text with their

own experiences and observations, which they mightbaos.

6. Whose voices are included and excluded in the sow/? What effect does
this have on you?

A focus on exclusions in the text was also intended rewdattention to the
particular constructions of masculinity and femininity the text. In the extract

below, Popo suggests that the text solely includes noides:

Popo: Just the singer’s voice.
Mehtap: Yes, who else?
Jeon: ... the mates.

Mehtap: That's right. These are male voices arenittizo you
hear the woman'’s voice?

Popo: [No.

Jeon: [No.

~NoO o~ WNBE
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8 Mehtap: No. Why not? Why doesn’t he include hace?

9 Popo: He doesn’t allow

10 Thomas: It's not important

11 Mehtap: Is this important. Does this affect how youktabout men

12 in general or women in general or in Australia?
(classroom transcript, Unit 2, module 1)

Popo and Thomas suggest that femininity is being consttuas passive (“he
doesn't allow”, line 3) and trivial (“it's not impond’, line 4). | read their
responses as recognition of the mobilisation of sexssbdises in texts. In lines 11
and 12 in the extract above, | intended to draw esitgl attention to the
implications of the take up of this discourse for Ausraidentities and relations. |
wanted to problematise the way this construction is ywed as natural and as
integral to identifying as Australian. However, tteidents did not respond to this

question.

| perceive the while-listening questions as having eraged students to take up
deconstructive practices, to recognise as problematigdstricted version of the
world constructed in the text. | recognise severalesitgichallenging the way the
female character in the text is assigned a passive, subenisée and questioning
the particular gender relationship being construcktmlvever, what the tasks did
not appear to encourage in this unit was an exptoratf the real-life implications
of the knowledge and relations produced in the texyther words, several students
recognised the sexist reading of the text, but nodebkean able to relate to the real
life implications of this particular construction. Thewas no discussion of the
effects a text might have on one’s assumptions and &tjpets of Australian men,
of gender relationships in Australia. It seemed thangulistic analysis had helped
students recognise the unequal gender divide that @ag breated in the text, but
that this awareness did not necessarily lead them éstign the ways the text

circulates and naturalises a particular version of raliah men.
Post-listening task: 7. What other ways are there of wigtiabout Australian
men?

The rationale behind including post-listening tasks teagncourage students to

explore alternatives to the discursive reality createthe texts. | had hoped that
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this exploration could draw students’ attention to pharality and complexity of

meanings, identities and realities.

After | had distributed to the students a copy ofphbst-listening task, Jeon raised
the question of to what extent the version of Ausiralinasculinity constructed in

the text constitutes a truth:

1 Jeon: Is this true about the Australian guy?

2 Mehtap: Well=

3 Thomas: =It’'s true abotypical Australian man.

4  Mehtap: Typical. So how would you describe the tgpfustralian
5 man?

6 Asami:  Who likes beer, who likes watching footy on=TV

7 Jeon: Who likes going out drinking

8 Mehtap: So do you think it's true about the men yaiiseSunny
9 Hill?

10 Jeon: | don’t know, maybe yetaulghg

(classroom transcript, Unit 2, module 1)

Jeon’s initial comment (line 1) was the type of questibad hoped the tasks would
encourage. That is, | had hoped that the studentsdwdistuss and question
whether the texts under analysis are able to captteryany life and everyday
Australians. | recognise Jeon here as seeking furthewlkdge of Australian

identities, as interested in exploring foreign bodied practices. In line 3 Thomas
introduces the idea that the version of Australian prexluced in the text is only
one particular construction (“typical”), and Asami aiebn, appearing to draw on
some of the stereotypical features produced in the googide further insights into

this particular version of Australian men. It appedrsat ta “typical” version of

Australians is readily available to students, but, ag’ddmmal comment suggests

(line 10), alternatives are not.

In Unit 2, most of the students appeared to be abtetdify the sexist construction
of Australian men and women in the song, and recogresed questioned the
mobilisation of sexist discourses. What | had intendealjgh, was that the students
compare the construction in the text with their ovinseyvations and experiences
and conclude that there are other versions of thigyreldowever, the tasks in this

unit did not appear to provide contexts for studemtctess alternative versions.
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To create further opportunities for students to expltine plurality of ways
Australian men can be constructed, | asked Yui to shareobservations of
Australian men. | was aware that Yui was married to astrlian and, although
they had been living in Japan for the duration hadirt marriage, | assumed she
might be able to compare the construction in the wettt the characteristics she
had observed of her husband or other Australian merenWhasked her to

comment on whether she thought her husband is similaetméan in the song, she

responded:
1 Yui Actually, | sometimes see some men drinking in thé/ear
2 morning in pub, but my husband or his father or bngthe
3 they don’t do that=
4  Thomas: =Can your husband identify with this?
5 Yui Nooo
6 Asami:  But my hostfather is like this.
7 Thomas: Really?
8 Asami: Yeah ............
9 Thomas: Yes, but maybe a lot of men, they can identity this.
10 Maybe not all but some of its behaviour, they can do
11 sometimes.

(classroom transcript, Unit 2, module 1)

A focus on Yui's personal experiences appears to achigvysirpose in that Yui
(lines 2, 3) emphasises the idea that the constructiomaeculinity in the song is
not the only version available. She suggests that igeversion may capture the
way masculinity is practised by some men in Australia (ljeit is not
generalisable to all men, such as those around her ghdgb“father”, “brother”
line 2). Asami, on the other hand, cites an example fitein with the song’s
construction (line 6), but this is challenged by Thortie®es 9, 10, 11). Thomas
appears to reiterate Yui's point that while some men nantify with the
particular construction in the song, this should notgssgthat it is relevant and
generalisable to all Australian men. Although all stadents did not verbally
participate in this discussion, | recognise it as sigaift in creating the opportunity
for all students to gain access to and explore the phaity of Australian

masculinities, Australian identities.
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| perceived Yui's contributions as significant in suggshot only that there are
alternatives to the way Australian men can be repreddmtt also in introducing
the notion of cultural hybridity. To the extractaale Yui also added that “Haer
husbandl is Australian but actually now he is more Japanese th@’ (classroom
transcript, Unit 2, module 1). With this comment sheouiticed a focus on the way
one is not necessarily locked into the cultural categae is born into but can take
up various cultural identities and practices as ap@atgprWhile her comments did
not generate class discussions of cultural hybridity Wtu@l identity, she did
introduce an example of a construction of Australiam wiger than that produced
in the song. Yui's comments and claims were valuable imgeof initiating

discussions of alternative realities.

Unit 3: Investigating constructions of Australian women

The text | selected for analysis in Unit 3 was aboustfalian women. | chose this
text for analysis for two reasons. First, the texteditSheila, was part of a website
promoting Australian beers (www.australianbeers.com/@iittomen) (see
Appendix F) and appeared to be circulating theestgpe of Australians as heavy
consumers of beer. The inclusion of the words cultucevaomen alongside beer
suggested to me that the text was helping to constragten as fitting into this
stereotype. | assumed that by using this text | couldwage students to question
the limitedness of national stereotypes.

Second, | read this particular text as producing eogiory construction of
Australian women, constructing Australian women aslledtially and socially
inferior to Australian men. In the text | recognises&alian men being constructed
as benevolent and understanding, encouraging womenial smed economic
development whereas Australian women are presastgdeedy and unappreciative
of the rights and opportunities they possess today. 3hargtion underpinning the
text appears to be that women should accept theirionfplace in Australian
society and should not disrupt the male-superior/ fein&eior gender divide by
trying to attain male-specific subject positions. Mygmse, then, was to encourage

students to recognise and question the sexist construttidustralian women in
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the text and to examine alternative constructions. félsks | designed to reach

these objectives are listed in Table 15.

Pre-reading tasks

| distributed the three pre-reading tasks in turnofeihg the sequence | present in
Table 15. With task 1 | wanted to encourage studemtexplore their existing
assumptions and observations of Australian women, to reftemultiple ways that
‘other’ bodies, practices and meanings might be cortstlud=or this purpose |
distributed pictures from the website, all of whicklutded women drinking beer.
However, the task encouraged little exploration.tAd students recognised that the
text would be about women but none of them appetoechake more specific

predictions.

Table 15: Student groupings, objectives and tasks of itr8, module 1

Student - Asami, Eric, Jeon Absent Chika
groupings - Popo, Thomas, Yui
Objectives | - to examine the ways language constructs a particeadity of

Australian women
- to explore alternative constructions of Australiaonven

Pre-listening tasks

1. Here are some pictures from the text we will anal@se you predict what the
text is about? What could be written about this tepic

2. This text is fromwww.australianbeers.com.au/cultdré/hat would you expect
to find on this webpage?

3. The title of this page is “your guide to Australlaer, pubs and culture”. Whyj
has the writer used the word culture together vindwtords beer and pubs?

While-listening tasks

4. Read the first page of this text. What is the adxtut?

5. Now read the rest of the text. Make a list oftthiegs the writer says men do
and a list of the things women do?

6. According to these lists, what kind of relationsthgpAustralian men and
women have?

7. What have you learned about Australian women andfroen the text?

Post-listening task
8. Interview a home-stay family member/teacher to fimdhow they would
define or describe ‘Australian’ and ‘Australian women’.
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The second and third tasks were aimed at encouragimgndtu to examine

stereotypical knowledge already available to thenuaBaistralians and Australian
social practices. These two tasks generated more respbosesthe students

compared to the first task. Although | had dividedgh&lents into two groups, they
carried out both tasks as a whole class discussion.

In response to task 2, (what would you expect to indhis webpage?), Asami,
Jeon and Thomas jointly proposed a fairly extensiveofigtustralian beer brands
they expected to find on the website. They appetrddcus exclusively on beer
and made no reference to how or why the word culvas also included in this
website address. The third task (why has the writer teed/ord together with beer
and pubs?) appeared to encourage this particular asenociln response to this
task, Thomas and Popo suggested an awareness of theypieat@ssociation of
Australian culture and beer (lines 1-3):

Thomas: ([eads task 3 out lodd.. because, he wants to show how
beer is culture of the country

Popo: Stereotype of the Australian is beer.

Thomas: Yes. Beer is very popular on German webpagenies.
The same pictures. Like they are talking about Germans.
Ok, a lot of people drink beer but it's not the otiing.
The same case here when people talk about Australians.
Only beer. Maybe a lot of people like beer butihkh
every country has people who drink beer

Jeon: | heard that German has got a lot of beer, gbinkelike
that.

P POO0O~NO O, WNE

= O

| can’t understand. | think beer is most important in
German, most famous in the world. In Korea, we don'’t
think about the Australian about beer. | haven’trtiga
before.

el el e e
M WN

(classroom transcript, Unit 3, module 1)

In this extract Thomas (lines 4-9) elaborates on Popetognition of the
stereotypical association of Australians and beer 8)néle appears to question the
ways Germans and Australians are categorised into a aingtéreotypical way of
living. In his response, Thomas also draws attention ¢olithitedness of such

categorisations, of the ways this categorisation exslutie diversity of social
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practices that members of cultural and national groumgmge in (“ok, a lot of

people drink beer but it's not the only thing”, li6g Jeon, on the other hand, does
not seem to share Thomas’ concern albioeitgeneralisation of beer consumption to
a national group. Rather, he appears to be prop@souarection to the stereotype
of the beer-drinking Australian (lines 12-15) by anguthat beer is not a stereotype

of Australians but of Germans.

It seemed that pre-reading task 3, in particular, ératburaged some students to
explore the stereotypes of Australians already avaitabthem, which is what | had
intended to do. It appeared that the task had deatntext for at least some of
these students — Thomas and Popo for instance in tfeteabove — to voice their
critiqgue of the circulation of national stereotyp@&@bomas’ responses in particular
were significant in introducing the idea to the cldsat stereotypes simplify and
restrict cultural complexity and multiplicity. Howevesimilar to the outcome of
Unit 2, the pre-reading tasks of this unit did not amage in students an
exploration of available knowledge of possible muétipivays of being an
Australian woman, which | could use to contrast with tlarrow, singular version

produced in the text.

When designing the pre-listening/reading tasks of motiulehad worked with the
assumption that the students would have observed anchdree with local
inhabitants, would have participated in foreign waf/being and doing, and in this
way, would have built a repertoire of observationthef‘other’. | had expected that
the pre-listening/reading tasks | designed could ergrustudents to draw on this
repertoire to recognise that there is a multitude aysathe topic of a text can be
constructed and that the particular construction tefkais only one among many. |
had hoped that this recognition would lead to thewrawess that texts are not
neutral or natural constructions but offer an intestiew of the world. Here |
followed Wallace’s (1992) suggestion of introducinfpeus on text production, on
the ways a topic can, in fact, be produced in a todi#i of ways but that text
producers’ choose to produce it in a particular vilaygddition to conventional pre-
reading/listening tasks, which tend to be aimed at mengloducing the topic of
the text.
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Students’ responses to the pre-listening/reading tadisibf and Unit 3 suggested
the difficulty of expecting students to draw on exigtknowledge and experience
of Australians. In neither of these units did the stislappear to be able to draw on
observations of the various possible ways of being arr&lisst man or woman. As
Coleman (1998) and Tusting, Crawshaw and Callen (2€0@#), residence abroad
does not necessarily lead to an awareness of the cotgpéed diversity of the
‘other’. The fact that these students had been liinngustralia for some time did
not appear to have led them to automatically devéhepskills to observe and
reflect, or the opportunities and confidence to gega interactions with the local
residents of Sunny Hill. In this sense, the pre-listengagling tasks of Units 2 and
3 seemed to achieve the conventional purpose of faisifig students with the
topic of the text before they read or listened tdiit did not appear to give the
“critical element” (p. 71) that Wallace (1992) sugge3that is, with these tasks the
students did not seem to vocalise the range of knowlagligilable to them about a
particular topic, which | could then draw on todground the gap between the
possible range of ways a topic might be constructedtlaadstereotypical views
produced in the text.

While-reading tasks

The while-reading tasks in Unit 3, it seemed, werdehst successful in module 1
in encouraging students to recognise and question tbéugtion of limited,
stereotypical views in texts. | had intended the wiekeding tasks in this unit to
encourage students to examine the construction of Aastraentities, in ways
similar to what they had done in Unit 2. The studeasponded as a whole class to
these tasks as well.

4. Read the first page of this text. What is the tekbat?

With this task | expected students to gain a genermnstanding of the text and
possibly to notice the take up of sexist discoursesdrtakt. The students read the

text in various ways:

1 Asami: feads tasklt introduces Australia, especially beer I think
2 Thomas: | think to talk about or make fun of theesigy/pe.
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Asami:  Pointing to one of the pictures in the {estshe naked?
Thomas: Looks like, butgughg no. Also drinking beer. So, that's a
typical Australian woman?
Popo: | think on this page everything is relatedderband pubs.
If the owner of this website just want to introducdture,
then he don’t need to put beer or pubs. But | thieakvants
to attract more tourists to Australia. So if you putroend
pubs, it will be more interesting. For example, if | Shat
beer or pub, | am interested in that cultuaaifhg.
(classroom transcript, Unit 3, module 1)

P PO0O~NO Ol W
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In the above extract, Asami (line 1) appears to benaisguthat beer constitutes
Australian cultures and reads the text non-problenitiaa an “introduc[tion]” to
Australia and beer. On the other hand, Thomas (jree@ms to recognise that the
text rests on stereotypical assumptions, and appears tectexp satirical
interpretation of stereotypes (line 2). | recognisenas’ expectation of humour in
the text as suggesting that he does not take for grahte version of reality
produced in stereotypes but questions the truth emthMoreover, the question
Thomas asks of one of the pictures in the text (“so,sthattypical Australian
woman?”, lines 4, 5) is significant in suggesting thatoribs questions the
particular reality captured by this picture andigugs the text producer’s purpose

in including this particular visual representation.

In the extract above, Popo proposes an alternativigheonas’ reading of the text
(lines 6-11). She appears to respond to Asami’s respoaséhthtext “introduces
Australia” (line 1) by drawing attention to the fir@al interests underpinning the
production of texts. She suggests that by constructimiidg and nightlife as the
lifestyle of a country, text producers might be aldentake financial gains. She
admits that as a reader of this text, she would findagsmciation of alcohol and
culture attractive. Here, Popo appears to be awfatteeovays texts are not neutral
but produce particular realities to achieve paréicuéffects on readers. Both
Thomas and Popo’s critical inquiry into textual readitis important in that it might
also encourage other students’ reflection on the codatplend multiplicity of

meanings, identities and practices, and could possipgn up spaces for the

development of critical cultural awareness.
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In order to explore other students’ readings of &x¢ and whether any of them will
recognise the sexist discourses underpinning the tedistributed task 5 to the

students.

5. Now read the rest of the text. Make a list of théntls the writer says men do
and a list of the things women do?

The students initially responded to this task also as@enclass. After they had
read the text, several of them started to produce me@aeings, although not the

readings | was encouraging. Asami was the first to rekpon

1 Asami: |think women like beer

2 Yui And women like parties

3 Thomas: Maybe

4  Jeon: And women can also enjoy same as men. During she 60
5 women can just choose four choices, very limitated jobs,
6 but now they can do anything.

(classroom transcript, Unit 3, module 1)

In this extract, these four students appear to be gtiquengly taking up the text's
stereotypical construction of women. Their responses stggeproduction of the
text’'s dominant reading. Asami and Yui do not suggesbgmition of the way
Australian womanhood is produced using the same sterealygonstruction of
Australian men, and Jeon appears to read assumptionsidérgequality into the

text.

Although these students were in fact making varioustiphelreadings of the text, |
perceived these readings as unacceptable in thatlvagie readings and meanings
the students were reproducing and helping to naser#iie circulation of sexist and
stereotypical discourses in relation to Australian wonTdwir readings | believed
could not create opportunities for them to examingucal multiplicity and
complexity or to question static, essentialised constmstiln other words, in order
to reach my aim otreating opportunities for students to develop ctitazdtural
awareness, | sought for ways of making sexism in the tsikiie’ to students, ways

of guiding students to recognise the reading that vimgoos to me. With this



137

intention, | asked the students to do a linguisticysmlof the text, of the processes

and noun groups attributed to men and women in theitetheir respective groups.

In one group, Asami, Eric and Jeon did not respontitotask. All three of them
appeared to be reading the text, but they did natestheir responses. In fact, they
did not talk at all. In the other group Yui remaingtent but Popo and Thomas
identified several words and phrases that | hopeddcmdke explicit the text’s
sexist construction of women. As Popo and Thomas were sdiscu their
responses, their voices were loud enough to be heatftebgthers in class. At this
point, the students in the other group stopped reatmgext and turned to listen to

Popo and Thomas’ discussion.

1 Popo: Bpeaking loud enough to be heard by students in beg ot
2 group It says social invasion? ...

3 Mehtap ... Yes Popo, for who? For men or women?

4  Popo: For women.

5 Thomas: Yeah, they are changing the society.

6 Mehtap: ... Yesthat's right. So do you agree with si@stence?

7 [turning to the clagsDo you think that Australian women
8 are invading society?

9 Thomas: ... ldon’tthink. I think they mean women ers@tiety

10 because there are many women in society.

(classroom transcript, Unit 3, module 1)

Popo identifies a phrase (line 2) which | had recegphias sexist and derogatory.
She recognises that the phrase is used in refereveenten (line 4), but does not
expand upon her response. The tone of her voice hadway she seeks
confirmation for her response (line 2) suggest that slghtmmiot be very confident
with this response. In fact, both Popo and Thomas apgetr be somewhat
hesitant in their responses. For instance, Thomas doesspaind to Popo’s query
(line 2), and hence | raise a question (line 3), andkes Thomas some time to
respond to my second question (lines 7, 8). These hesgauggest to me that the
task could have been challenging and/or the text trfiglve been linguistically

difficult for some of these students.

Thomas’ response in line 5 seems to be an attempt to alabon Popo’s

identification of “social invasion” (line 2). Howevete does not appear to share my
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recognition of the sexism in the phrase (lines 9, T@pmas appears to make a
more neutral reading of the phrase, one in whichutigerlying assumption seems

to be of gender equality, of women becoming more \asibkociety.

| continue to ask students to analyse the text's us@aofs and phrases:

Mehtap: Any other words you would like to suggest? #buoen or
women?....
Popo: ... nagging, nagging ... also about women.

Mehtap: That's right. So women nag, women invade=

Thomas: =They say women is only subculture, for menishat
culture, so real culture is men, men’s behaviour.
Interesting.

~No o~ WNBE

(classroom transcript, Unit 3, module 1)

It seems that whereas Popo can identify the derogatorgs used to construct
women (line 3), whereas she can complete more or lesssstudbe a linguistic

analysis of parts of the text, she does not voice hi@iarpon the type of reality
that these words help to create about Australian worflirs suggests that a
linguistic analysis of a text on its own does not necédgdalp students recognise

the discourses at play in the text.

In the above extract, Thomas, suggests recognitionsekiast gender divide (lines
5-7), the first student to do so in this unit. Here rs@ding he appears to make of
the text is that male behaviour is superior to and raatkentic than women'’s. His
comment (“interesting”, line 7) at the end of his rewm suggests to me that he
questions this assumption. He does not appear to tategtdnted. The linguistic
analysis task, then, appears to be somewhat successfudaaraging Thomas, at
least, to recognise and question the reality producetie text. Also, Thomas’
response might have been significant in drawing thesthttention to the sexism in
the text.

6. According to these lists, what kind of relationship Australian men and
women have?

| decided to omit this task for two reasons: First, thelesits had not completed a

thorough linguistic analysis of the text in the presdask, which they could use to
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respond to this task. Second, in the last task, Popd lamahas provided most of the
responses, becoming the centre of interaction andtiatiem class. The other
students had become less vocal and less visible in the odassnteraction.

Therefore, to move away from linguistic analysis andindude more student
participation, | asked students to respond to task 7.

7. What have you learned about Australian women andmfimm the text?

The students responded to this task in their groupspédaohat this task could
invite students to reflect on the meanings the text naagglable about being
Australian and to examine the particular realitiest the text helped to naturalise.
Similar to responses to the previous tasks, neither oftwbegroups suggested
recognition of the text’s sexist construction or theliogtions of this. In one group,
Eric, Jeon and Asami responded:

1 Asami: Australian like beer.

2  Eric: Not different from the men

3 Jeon: | got like now women can do anything like niixe,

4 smoke or they can have a beer, ... but before 1960s just
5 four choices. What's your idea@dks Asani

6 Asami: | have no idedqughg. You said all.

7  Eric: ... Women not different from men. They want to xop

8 men, want to be the same and want to have the sante righ
9 to do what they want.

10 Jeon: Before the 1960s, around that period, thegbanse just
11 four jobs...

(classroom transcript, Unit 3, module 1)

Asami’s response (line 1) suggests that the text confirmstdraotype available to
her — that “Australian like beer”. This constructigrpaars to continue to be natural
to her as | did not recognise any instance in thée where Asami questioned the
static reality produced by this stereotype. Eric agah, on the other hand, appear
to read the text as being about gender equalitggl#y 7) and freedom of choice for
women (lines 2, 3-5), and they seem to take for gdatitat women should want
what men have. Both Eric and Jeon appear to be asstimaingen set the norm in
society and that it is, therefore, natural for wonefotlow, to “want to copy men”
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(line 7) and moreover, that women should be gratefulwhat they have today
(lines 4, 5, 10, 11).

Meanwhile, in the other group, the students suggestaiasiassumptions of
gender equality (lines 1, 4, 5 below) and the plealhric assumption that it is
natural for women to desire to be like men (lines hekbw). Thomas did not
suggest an awareness of the implications of the sexistudsgsoin the text, which

he had appeared to recognegehe end of task 5:

1 Popo: So women also important.

2 Yu Important like men. | think Australian women’s belour
3 change more like men

4  Popo: More similar to men

5 Thomas: Yeah, more similar to men.

(classroom transcript, Unit 3, module 1)

It seemed that the while-reading tasks did not engeusmy of the students to
recognise and question the text’'s take up of a despgabnstruction of Australian
women. | recognise Thomas as the only student in class webalised his
recognition of the text as producing such a constmdiut he appeared to abandon
this reading in this task. Even if other students haehtiied sexism and
stereotyping in the text, they did not articulateithviews. Instead, most of them
appeared to recognise the text as constructing arsexist reality. The text’s
stereotypical and sexist production of Australian wormgpeared to be invisible to

the students.

Post-reading task

As a way of opening up alternative understandings wstrialian women and of
possibly focusing on a range of discursive categorisatdriustralian identities, |
asked the students to interview a local resident tbdut their perspectives on the
categories Australian and Australian women. The studesrs to do the interviews
in their own time and report the responses they hadivedt to the class the
following lesson. However, none of the students comgl#tes task. Some students
claimed that they hafibrgotten to do the interview while others complairtieat it

had been difficult to find someone to interview.
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| perceived the tasks in Unit 3 as the least successfaiadule 1 in terms of
reaching task outcomes. The text was one | had resedjras quite explicitly
making sexist and stereotypical assumptions and, therdfadeexpected students
to make the same reading. However, all three sets of tappeared to be
unsuccessful in providing a context for students to emamand discuss cultural

essentialism and cultural plurality.

Students’ silences in responditg these tasks might appear to support Roberts’
(1993) scepticism about using CDA techniques in secomiigfo language
classrooms. Roberts argues that textual deconstructiorodsetiannot be effective

in developing second/foreign language learners’ eodeural competence because,
she claims, the discourses underpinning texts can bernisedgonly if the reader is
familiar with these discourses, an awareness, she arguesadfeceign language

learners will not necessarily have.

Indeed, in Unit 3, almost all of the students in clasded to suggest any
recognition of the sexist discourses underpinning thestcoction of Australian
women. However, | argue that students’ lack of redogmimight not be because
such discourses were not available to the students.elrpriévious unit, several
students had suggested recognition of an unequal gdivitke being created in the
text. | perceived this as a sign that sexist assumptiome aailable to them.
Therefore, rather than assume that particular discowdkesot be available to
students, rather than focus on what second/foreigruéayegglearners might lack,
which is what Roberts appears to be doing, | argua ftifferent conceptualisation

of students’ non-patrticipation in the tasks of Unit 3.

| argue that the text of Unit 3 might have been uistically challenging for
students. Most of the students asked me to clarify theingeahmore words in this
text than they did in previous units. Also, it mightvlabeen linguistically
challenging for some to articulate their views andrtreading of these texts. Popo,
for example, appeared in several instances in thetwmécognise sexism, but did
not seem to be able to develop her argument. Poptewroa journal entry she

submitted the week following the completion of Unithat “the text [of Unit 3] is
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filled with critical words about women ...1 felt poasrfthe writer. If the writer were
strong and had confidence, he wouldn’'t need to wihgetext, | thought” (Popo,
journal entry, module 1). In her journal entry it msethat Popo can, in fact,
recognise and question the derogatory constructidwstralian women in the text.
In fact, in the feedback she gave at the end ofrtbdule, she identified this text as
the one that she had enjoyed analysing the most. Popwaiments in her journal
entry suggest that if the students were perhaps givere mime outside the
classroom to analyse the text, to reflect on theiraesgs and the way they would
word their responses, more might have contributedsjporeding to the tasks. More
students might have then been able to explore the datjghs of sexist

constructions in their understandings of Australianucait and gender relations.

It appears to me that EFL students’ abilities to ciigcangage with texts are
underestimated. For instance, in this unit Jeon haduggested recognition of the
ways the text was positioning readers to accept asahatynarticular reality. At the
end of the unit, however, he appeared to questiewthy he waseing positioned

by the program. He asked:

Jeon: Why we do men woman all the time? | think veerle
culture, but this isn’t culture.
Mehtap: What did you want to do Jeon?
Jeon: | thought food and music and ... this is cultNog.men,
woman all, | think not
(classroom transcript, Unit 3, module 1)

O wWN B

| recognise Jeon as disrupting the way | was positgohim as a learner who had to
go though a program | had designed. He appears tamuést way | expected him
to participate in a program in the development ofclwhine had little sapnd to
explore concepts that | believed were important ariS@ant. For Jeon, the text and
indeed the three weeks of the program appeared ® heen of little relevance. In
the extract above Jeon appears to be referringstexiectation of the tourist model
of culture that is often practised in language classs For the three units of the
module, Jeon participated in the deconstruction wifstand discussed the ways
people or events are defined in texts, but he did apgear to see texts as

constructing a particular version of Australian cuwdyr nor did he appear to
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perceive gender as part of culture. Perhaps if Idesh clearer about my own view
of the concept of culture at the beginning of thedole, Jeon might have been able
to recognise my intention in designing these pauicabsks. However, | had
intentionally avoided giving such information to stads as | did not want them to
assume that their goal was to reach my meanings and.vieather, | wanted
students to experiment and examine their own assumptiornhbisl sense, what |
recognise as significant in Jeon’s questioning abovehas he appears to be
exploring and questioning assumptions of culture anchiteg and learning culture
available to him. Indeed, it seems to me that Jeon isnd&aicting my teaching
method and program. He is problematising the way he s#tigoed by a text
producer and the version of reality this text produsemaking available to him
through the program. In fact, | recognise Jeon asgdGiDA in real life, as putting
the tenets of CDA into practice. | can, thereforepdnr that Jeon might be able to

extend such questioning practices to other areas ofingearaking.

Unit 4: Examining productions of local people, locakites

The text | selected for analysis in this unit was a page article on Sunny Hill
(Edwards, 1999) published in a free local travel magazine. | assumedthis text
might have more relevance to the students than théopeetexts, as this particular
text included names of local attractions with whiclvds aware students were
familiar. These were names of places that the studeets @terred to in our daily

conversations.

The purpose of Unit 4 was to encourage students tgmnemthe high culture view
of Sunny Hill being taken up in the text and to sfue the exclusion of everyday,
mundane activities. With the intention of encouragstgdents’ reflection on their
everyday observations and experiences of Sunny Hikslgned the tasks in Table

16. In this unit there was some variation in studemnlarent at the ELICOS centre:

® To ensure the anonymity of the location of theaesh and the students, the name of the article has
been altered and the name of the location in tleedf the magazine has been omitted. | have not
included the article in the Appendix as | belielre tontent of the text had clues that could retreal
research location.
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Yui completed her two-week enrolment and left thetreeand a Russian female

student, Lilu, joined the class.

Pre-reading tasks

Unlike the previous two units, the pre-reading taskdrot 4 appeared to encourage
students to explore a range of versions of Sunny kit tould be produced by a
text. It seemed that a variety of local attractiond #gatures of Sunny Hill were
already available to most of the students, and witketlt@o pre-reading tasks, the
students appeared to be able to make explicit thistoagse

Table 16: Student groupings, objectives and tasks of i}, module 1

Student - Chika, Lilu, Jeon, Thomas
groupings | - Asami, Eric, Popo

Obijectives | - to recognise and question the ways texts construiitylar
realities

- to recognise the plurality of cultural practicegamings and
identities

Pre-listening tasks

1. Make a list of all the things you would expecsée about Sunny Hill in a trav
magazine. Why would you expect to see these things?

2. What are some things you wouldn’t expect to seetabaony Hill in a travel
magazine? Why wouldn’t you expect to see these things?

D

While-listening tasks
3. Make a list of:
a. the superlatives used in the text
b. the noun groups used in the text (for example tlgdmeezes’ (adj. +
noun))
4. What effect could these words and phrases haveadensof this text? What
effect do they have on you?
5. What is not mentioned in the text? Why?

Post-listening task

6. Think about an aspect of Sunny Hill that has befrout ofthe text. Find out
as much as you can about this aspect (i.e. visit the,pi& to people) and
report your findings to the class next week.
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1. Make a list of all the things you would expectdee about Sunny Hill in a
travel magazine. Why would you expect to see theseggdiin

The students in both groups responded without any hLesitto this task. For

instance, one group’s immediate response was to prodeiéellbwing list:

1 Eric: Shopping=

2 Popo: =Beach, pub, markets, tropical fruit=
3 Asami:  =Ocean, birds, kangaroo and koala
4  Popo: Fishing

5  Eric: History maybe.

(classroom transcript, Unit 4, module 1)

As Eric, Popo and Asami list their observations of SuHilly | briefly interrupt
their conversation and ask them to also predict tesible reasons for the inclusion

of these in a magazine. The students respond to my siaggesithe following

way:
1  Eric: Ahh, ok. ... because Sunny Hill is mostly tr@pic
2 Popo: And because beach is famous in Sunny Hill. Agtua
3 Japanese guide book | read Mt. Fort and beach inySun
4 Hill.
5 Asami: | said kangaroo and koala and birds becauseSurigy
6 Hill has all Australian animals.
7  Eric: Yeah, to make touristsly stay here
8 Popo: Yeah.

(classroom transcript, Unit 4, module 1)

In the above extract all three students, it seems, dratheir personal experiences
of Sunny Hill. Moreover, Eric (lines 7) suggests redtign of the way particular
realities are included in texts in order to have diqdar effect on a particular

group of people.

The other group of students also appeared to drawrange of experiences and

observations of Sunny Hill:

Jeon: Museum, festivals=
Thomas: =go to beach
Jeon: Beautiful women and good looking men on tlaehe

shopping centre
Thomas: Interesting places, night clubs, nightlife

abhwnNPE



146

6 Jeon: Nightlife?laughgd Really? Jaughg
7  Chika: Hotels.
8 Thomas: You can fish or you can see fish. But not gdatcan do
9 here.
10 Jeon: You have to move to somewhere.
11 Thomas: Yeah, one weekend enough in Sunny Hill
12 Chika: Why do you think?
13 Thomas: You can go to the beach one day. You carveegl@ng.
14 One day is enough.
(classroom transcript, Unit 4, module 1)

In the extract above, Jeon and Thomas initially redpo the task (lines 1-5) by
listing a range of attractive, colourful and enteiteg aspects of Sunny Hill, similar
to what the other group had done. Then, howevey, dppear to shift their focus to
what they perceive to be the less interesting andadipgefeatures of Sunny Hill.
Jeon (line 6), for instance, appears to question arke fud of Thomas’ suggestion
of “nightlife” as a feature of Sunny Hill. Both apgreto agree on the limitedness of
the range of activities one can do in Sunny Hillof‘a lot you do here” lines 8, 9;

“one weekend enough” line 11; “one day enough” lidg.

The task appeared to be successful, then, in encogragth groups of students to
explore their existing perceptions of local placescpces and people. All the
students, expect for Lilu, who had been living in Suiill for only a couple of
days, appeared to reflect on either what they edjaléng or seeing in Sunny Hill,
or, as in the example of Thomas and Jeon above, wiatliti not appreciate about
living in Sunny Hill. In either case, the studentspegred to be focusing on
everyday, mundane practices, which | expected coukkntaeasier for them to
recognise and question the text's exclusion of sudhvites$ in its production of

Sunny Hill.

2. What are some things you wouldn’t expect to see al8unny Hill in a travel
magazine? Why wouldn’t you expect to see these things?

| recognise the second task as successful in introduifgcus on the ways
particular realities are excluded in texts to achipagicular purposes. Again the

students responded with little hesitation to the task.
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In their respective groups, Asami and Popo, and JeonhT&omas, proposed
transportation as a topic that would not be menti@iedit Sunny Hill. Both groups
of students discussed the difficulties they experiencemidving between suburbs
in Sunny Hill. They suggested that the transportagigstem would not be included
in a travel magazine because “tourists won’'t come” (Jelassroom transcript, unit
4, module 1) and “Sunny Hill cannot get money fromriga” (Popo, classroom
transcript, Unit 4, module 1). These students’ resposisggest recognition of the
material interests text producers’ intend to achievprbgucing a particular version

of reality.

While-reading tasks

| recognised the while-reading tasks of this unit asbst successful in module 1
in creating opportunities for students to explore egftect on the production of
limited versions of the world and its implications. Insthunit, several students
suggested recognition of the ways the text produdiegsiistic choices helped to

create a partial view of Sunny Hill.

3. Make a list of: a. the superlatives used in the tdxtthe noun groups used in
the text

With the intention of providing students with the tinb@ thoroughly analyse
particular linguistic structures in the text, | dividéhe two parts of task 3 (part a
and part b) between the two groups of students in dassked Asami, Eric and
Popo to make a list of the superlative structures usélde text, and Chika, Lilu,
Jeon and Thomas to identify the noun phrases useded sk students to discuss
their responses initially within their groups, andnthe write down their answers on

the board for the other group to see and comment on.

All the students in both groups appeared to readtgke and make lists of the
particular linguistic structure they were analysingohe group Popo was assigned
by the group members to write the groups’ responseseohdard, and in the other
group Thomas volunteered to do so. Some of the resptmsesudents wrote on
the board were: “world’s most exciting, largest veraegest aquarium” (Popo) and
“welcome to paradise, hospitable atmosphere, modern daiightful tropical
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climate” (Thomas). | asked the two groups of studentBsttuss the following task

by referring to both of the lists on the board.
4. What effect could these words and phrases have on msaofethis text? What
effect do they have on you?

The lists the students made, it appears, helped to diighhie particular reality that

was being constructed in the text. In one group &mit Popo responded:

1 Eric: These texts use words which only show the bethay,

2 importance of, to show the positive, all positive

3 Popo: Yes, and | think the writer give the readergjer

4 impression.

5 Eric: To emphasise the beauty and the importanceedditi,

6 and perhaps to get the reader more interested intyherc
7 area

8 Popo: Also, | think, writer know about the effectsé writer

9 know about that, the writer uses these wordschegkghe
10 dictionary]... deliberate?

11 Eric: Yes, yes, | understand.

(classroom transcript, Unit 4, module 1)

| read Popo and Eric’s contributions as indicativéheir awareness that the text is
produced with the intention of circulating a collmlirand attractive view of Sunny
Hill (“the beauty” lines 1, 5; “positive” line 2) tachieve a particular purpose (“to
get the reader more interested” line 6). MoreovepoPappears to recognise that
the linguistic choices the text producer has made dekberate” (line 10), that the

producer is aware of the effects these structures awk lon readers (line 8).

Several students, in the other group, also suggestadlarsawareness of the ways
an appealing image of Sunny Hill (lines 1-3 below)bmsing constructed for
financial gains (line 6 below):

Jeon: Probably these words describe most exciting
Thomas: It's like a competition with other cities, likeshow this is
the best one.
Jeon: Can be
Chika: So to introduce Sunny Hill?
Thomas: |think maybe to get tourists
(classroom transcript, Unit 4, module 1)

OOk WNPEF
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In this group, Jeon too suggests that the text progulbeguistic choices are not
random but intentional: “... they [text producers] damse the same word again.
They thought about the words very carefully” (clasardeanscript, Unit 4, module
1).

This particular task appears to have created spacestudents to reflect on the

everyday implications of the realities constructed bexd. Most of the students in

class appeared to be aware of the way the text wambeb create a particular

view of the world and the way the text produags expecting readers to take it for
granted. When | asked the students whether the texmaeffect on their views of

Sunny Hill, Popo responded:

Popo: It has not effect because | know the text és#sything
exaggeratedly. | know Sunny Hill because I live here
Jeon: This is just the beautiful=

Thomas: =But maybe if you were just in Japan or Gernoany
somewhere, you can think that oh this is a wonderadep|
but it isn’t actually we knowl@qughter from clags

(classroom transcript, Unit 4, module 1)

OOk WNPEF

All three of the students here suggest that they asreawf the gap between the
version of Sunny Hill created by the text and tlwim versions. Their responses
further suggest that as readers of this text they ar@aking up the text’s version as

natural or neutral.

5. What is not mentioned in the text? Why?

The final while-reading task was intended to encoairsiyidents to focus on the
implications of the exclusion of particular realitiestéxts. The students responded
to this task as a whole group, with different studentsishg out answers:

Jeon: No food is mentioned
Thomas: What's Australian food? What can you write?
Jeon: Every food is Australian food because Australia

multicultural country so that means every food can be
Australian food

Thomas: | think seafood is Australian because sea is very ctose t
here.

~No oabh~hWNPE
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8 Mehtap: Ok, so food is not in the text. What else?
9 Asami:  Map of Sunny Hill
10 Jeon: And barbeque

11 Eric: Cane toad also. When | walk at night | §tep
12 Asami:  [Oh, stopsghriek$
13 Eric: [the toadlaughter from clags

(classroom transcript, Unit 4, module 1)

As the students list excluded items one after the othterlittle hesitation (“food”

line 1; “map” line 8; “barbeque” line 10; “cane tddohe 11), it seemed again that
most of them had an available store of knowledge apdreences of Sunny Hill to
draw on. In the following extract, the students alppemr to be examining the

reasons for these exclusions:

1 Thomas: Butyou cannot put cane toads. It isn’t goodofarism

2 [laughter from clags They can’t mention it because tourist
3 will think ah | can’t go to this place.

4  Popo: Also, jelly fish you cannot mention.

5 Jeon: Sharks also not mention.

6 Mehtap: Why not?

7  Jeon: Just one page. Not enough space to expkiytiemg.

(classroom transcript, Unit 4, module 1)

Here Thomas (lines 1-3) suggests it is in the materialasit of the text producer
to ignore particular unpleasant, unattractive aspefctee topic. Jeon (lines 7), on
the other hand, appears to provide a more practeabn why toads, jelly fish and
sharks are excluded. He suggests that it is impossibleptare everything on one
page. Here Jeon might be attempting to protect tttepteducer, relieving the text
producer of the responsibility of not including thdsems in the text and the
possible effects of this. Nevertheless, even if this is#se, | perceive the task as
having provided the space for Jeon and other studenéxamine texts as non-

neutral productions, as produced to achieve partiefiacts.

The while-reading tasks appeared to me to be successkeching the aims | had
set. | recognise several students moving in and ouisotiive spaces created by
the text and social spaces available to them when rdsmprto the tasks.

Moreover, | recognise the students as resisting beinggguesi by the text to take
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up particular discursive realities as natural. They eappto recognise the

multiplicity and complexity of a particular reality.

The students appeared to perceive the text as relevémir lives and experiences
and, hence, this might have been effective in engmgathem to take part in
discussions in which they question the construction dtstaeanings and realities.
Eric, for example, who had contributed little to dissions in previous units,
appeared to be more motivated and interested. Erith@nother students seemed to
be able to relate the discursive reality in the texthe realities they experienced,
and this might have been significant in encouraging eaamination of the
implications of the text. Lilu was the only student dgfass who was silent
throughout most of the unit. Unfamiliarity with therdymics of the class as well as

a lack of acquaintance with Sunny Hill might hawe tie her limited participation.

6. Post-reading task: Think about an aspect of SunnylHfilat has been left out
of the text. Find out as much as you can about this aggee. visit the place, talk
to people) and report your findings to the class next wee

My intention with the post-reading task was to encgerrther exploration of the
multiplicity of realities of Sunny Hill, of the comptgy and variety of everyday
practices] aimed to encourage students to identify a partioetatusion in the text
and to reconstruct a version of Sunny Hill differémtthat in the text. For this
purpose, | asked students to conduct short ethnograpkervations. | asked the
students to decide which exclusion they wanted tonstoact and told them that
they could work in pairs or groups if they wanted The students proposed
entertainment, family picnics, hotels and universitg ks topics that they could

further explore.

Eric, Thomas, Popo and Chika carried out the ethpbizaresearch and reported
their findings in the following lesson. Popo, for insta, reported that none of her
friends in the university residence hall where she wagrgl had been to the local
theatre or to any of the local aquariums that weretioreed in the text. Instead, she

claimed, they preferred cheaper means of entertainfRepb’s report appeared to
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highlight that Sunny Hill can be multiply experiedcen ways other than that

produced in the text.

Thomas cited entrance fees of museums and theatres in Silhngrawing the
conclusion that these were rather expensive forms tdrtamment for most
university students and that the cinema was, thergfoeésrred. Chika commented
on her observations of families having picnics in pasksthe weekends. She
discussed her surprise at seeing sausages, fish and fropserbemg cooked on
barbeques in addition to meat. Lilu, who had beemtstlee week before, reported
on the price range of hotels in Sunny Hill.

The verbal reports these students gave might have gieer students the
opportunity to expand their local knowledge and oletéons, but more
significantly, it appeared to introduce a focus twe tomplexity of everyday,
seemingly insignificant local activities and sites. Igegred this reconstructive task
as successful in providing students with the opportunitereflect on alternative
realities of Sunny Hill. | was content that Unit 4general had opened up spaces

for students to explore cultural complexity and valtigb

Unit 5: Exploring the East/West divide

The purpose of Unit 5 was to introduce a focus onietand racial stereotypes. In
particular, |1 designed tasks in this unit with the miign of encouraging an
examination of the ways particular social practiceslatthviours are circulated by
texts as representative of particular ethnic andaragbups. In Table 17 | list the

objectives and tasks of this unit as well as the groupsich students worked.

The text | had selected for students’ analysis was fropneantermediate ELT

textbook (Leo, 1997). | assumed that the students megitignise themselves as
possible readers of such texts and that this might engeuhem to have more
investment in participating in the tasks. The text awmtd four pictures (see
Appendix G). Picture 1 includes a family who | readhaving East Asian facial
characteristics. Picture 2 is of an African couple],an picture 3, | recognise the
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woman wearing a black hijitas fitting in with the stereotype of Muslim woman
and Muslim head cover. Finally, the fourth pictureliles a couple with fair hair

and skin, appearing to be of Anglo-Saxon backgrouneid the first three pictures
as suggesting formality and seriousness — taking plaa@rnmaf occasions, such as
meals, or including serious facial expressions. | resaghihe fourth picture, on the

other hand, as displaying pleasure and enjoyment lgeiingd from the activity.

Table 17: Student groupings, objectives and tasks of litrb, module 1

Student - Jeon, Lilu, Thomas
groupings - Asami, Chika, Eric, Popo
Objectives | - to question the ways particular constructions ardywed as

representative of cultural groups
- to examine alternative ways of constructing cultgralups

Pre-text analysis task

Think about the ways you have seen your country seited in various texts,
such as in movies, films, textbooks. What aspects are bedas characteristic ¢
your country and its people?

—

While- text analysis tasks

1. Where was this page taken from? How do you know?

2. Which countries might these pictures represent? ¢toyou know?

3. Describe each picture in terms of the people’s ffagiressions and what they,
are doing in the picture.

4. Do you think these pictures reinforce culturalesteypes? Do they have an
effect on the way we think about people from paticaountries?

Post- text analysis task

If a textbook producer asked you to take a pictdingour family or friends that
could represent your home country, what kind of pectuould it be? Describe it
to your group.

| perceived the version of reality that these piguneere helping to produce as
problematic in that they appeared to me to be helfpngjrculate and naturalise a
stereotypical East/West divide. | read the pictures asstoucting whiteness as
carefree and fun-loving (picture 4) and ‘other’ @acas serious and unexciting
(pictures 1, 2 and 3). My intention in this unit was éncourage students to
recognise and question the text's take up of a eunocdninary divide and to

® Hijab is a traditional scarf covering the head;kpend throat that some Muslim women wear.
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explore alternatives to this static, essentialised tyeali sought to encourage

students to explore the multiplicity and complexitys#lf’ and ‘other’.

Students’ responses to the tasks in Unit 5 are, indaet,of the most interesting in
the module in terms of the different readings the stisd@md | made of the pictures.
Whereas | had read the text as constructing an Edst@st-fun loving binary

divide, two of the students in class — Popo and Chiketh of whom are of East

Asian backgrounds, did not appear to agree with éading.

This unit is also one where | had the most difficulignscribing audio recorded
data. In this unit, the class had been moved by ELIG@S8inistration to a larger
classroom, in which | later realised, the microphones i@t been able to record
students’ responses to all tasks in the same quality asviops units. Therefore, |
have not been able to transcribe some students’ respansemé of the tasks. In
such cases, | have drawn on notes | took during clasdichte where | have drawn

on classroom notes in my analyses below.

Pre-text analysis task: Think about the ways you havensgeur country
represented in various texts, such as in movies, films, textbo@/hat aspects are
described as characteristic of your country and its people?

The pre-text analysis tasks appeared to achieve tip@g®iof inviting students to
explore the various ways a national ‘self’ is constdcSeveral students suggested
an awareness of national and cultural stereotypingdasdribed a range of ways
the cultural groups they associated themselves with coked into particular
representations. Lilu, for example, appeared to questie way snow and fur hats
are generalised as “typical Russian” (Lilu, classroom sjotaodule 1). She
suggested that the summer season in Russia is often exatudgatesentations of
Russia. Popo too questioned the way a Japanese feraatityigs often thought to
be “like a geisha” (classroom transcript, module 1), askked the class “I am a
Japanese woman, but do | look like geisha?”. ThomasEaicdalso appeared to

guestion stereotypical constructions of a national Gerself’:
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Thomas: When people think about Germany, they thiakwle
always drink beer=

Eric: And leather trousers, wearing leather traaise

Thomas: Ah, yes, but | don’t understand why people think kikat.
| don’t have friends that wear leather pants, maylee be
yes, but not all my friends
(classroom transcript, Unit 5, module 1)

Ok W NP

These students suggested to me that they did not taketasalnesentialised
versions of national ‘selves’. | recognised these stisdlerplorations as significant
in encouraging the other students in class to reflacthe simplicity and over-

generalised nature of stereotyping.

Chika, Asami and Jeon did not contribute to any ef discussions. In a journal
entry handed in the following week Jeon wrote thatwas not aware of the ways
South Koreans are constructed in texts, of ‘self’ abi@ristics that are
foregrounded. This lack of existing knowledge to d@wmight have contributed

to his silence during the task.

While-analysis tasks

My intention with the first two while-analysis tasks wfas students to recognise
and question the text's take up of binary logic. ti@pated that with task 3 in
particular the students could explore the ways tmaryilogic helps to circulate the
idea that the West and their associated ways of be@gexciting and desirable,

while the East then becomes ordinary and unwanted.

1. Where was this page taken from? How do you know?

Several of the students suggested recognition thap#ge | had selected for
analysis was from an ELT textbook unit. As | had assuntle€ir previous
experiences with ELT material appeared to have helpet identify the source of
the text. They claimed that the layout of the pabe, types of questions that
followed the pictures and the title of the page &dlfhem make this prediction.
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2. Which countries might these pictures represent? How do koow?

The purpose of this task was for students to examine rexisttional stereotypes.
The students appeared to initially predict the varioationalities they believed the
pictures captured. In groups, they appeared to atpate picture 1 included a
Japanese family and picture 3 an Afghani couple. gicture 2 they could not
specify the nationality but suggested it was Africand &or picture 4 there was
agreement that the couple might be Australian. Asthdents were reporting their
responses to each other, several students questioneateégercsation they had just

done:

1 Jeon: [Jeon has just finished reporting to the class that as a

2 group they think picture 4 captures images of Austra)ians
3 Thomas: ... Butthese are just snapshots. They are, thegtdam

4 [inaudible speedh

5 Popo: And also, there is not enough information abountries

6 to guess. Actually we cannot guess.

7  Eric: We are just guessing but we cannot know.

8 Jeon: Yes, and for example, for picture 1 we sa#d fiapanese

9 but we cannot say this is Japanese because maybe

10 something not Japanese. Could be Korean, | don’t know.

(classroom transcript, Unit 5, module 1)

It appears that the task had raised a focus on the ewitypbf cultural practices
and identities, as here the students appear to berdyattention to the difficulty of
categorising nationalities by merely drawing on ipatar appearances. They appear
to be cautious abouhaking cultural over-generalisations and question thg &
particular practice or appearance can be expeotée representative of a cultural

group.

3. Describe each picture in terms of the people’s fa@gpressions and what they
are doing in the picture.

| assumed that this task could help students recogniskirtaey assumptions on
which the text rests. The students appeared to recogamimels cultural or regional
categories being constructed by the pictures, sucAgar”, “African”, “Muslim”

and “western” (classroom notes, Unit 4, module 1). Harewome did not

recognise a binary divide being drawn between thasegories. That is, some of
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these students did not appear to share my readingthbatast was being
constructed as less attractive than the West. For Papb&hika, for example, all

four pictures appeared to be constructing various whiaving fun:

1 Popo: feferring to Picture 1Japanese family ... look like new
year celebration

2  Chika: Maybe new year dinner.

3 Popo: Like family party ha?

4  Chika: Yes. Picture 2? African couple are shoppirig@?e
shopping.

5 Popo: Yes, me todqughg

6 Popo: feferring to Picture Beating....maybe eating dinner in
7 restaurant.

8  Chika: Maybe they are married and they are cefigigranarriage.
9 Popo: Marriage anniversary?

10 Chika: Aah, yes yedajughg

11 Popo: feferring to Pictured] Western teenagers ... young

12 people. They are...

13 Chika: They are spending time on street. Like theyptaging a
14 game.

15 Popo: Maybe game.
(classroom transcript, Unit 5, module 1)

Chika and Popo suggest an alternative to my readitigeopictures, appearing to
recognise elements of entertainment and amusement iouwillof the pictures.
Drawing on their responses above, it seems that for tisestudents, the text’s
take up of an East/West divide is not underpinnedurgaentric assumptions but
appears to be an attempt to capture diverse formateftainment. In fact, taking
up Popo and Chika'’s reading, the pictures can betsgeouble the way the East is
often constructed as in opposition to the West, asrgokhat the West possesses.
These two students’ responses highlighted that | had tteadpictures from a
particular discursive understanding of the concepentdrtainment and enjoyment,
and that other possible conceptualisations had notdesglable to me.

After Popo and Chika had finished discussing their nesp® to the task, | asked
them to explain why they had thought Picture 1 dbedria celebration. Popo and
Chika responded:
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Popo: Because they are all smiling. They look happyd.they
have clothes likeyses a Japanese word/phrasespecial
clothes for celebrations

Chika: And also maybe they are eatingds a Japanese
word/phrasé¢... it's for special days.

(classroom transcript, Unit 5, module 1)

GO wWN -

I had not read picture 1 as constructing such a yedlitese students appeared to be
drawing on meanings and practices that were unavaitabhe. It seems that in my
reading of the pictures, | was drawing on essentialisadions of the East and
West, expecting the East to be stereotypically cocstduas in opposition to the
West. | recognise Popo and Chika's reading of theupms as significant in
exemplifying the ways meanings cannot be fixed witkxts, but are produced in

multiple ways as readers bring different assumptions apelcgations to a text.

Meanwhile, in the other group, Jeon, Lilu and Thomescribed the emotions and
actions they perceived the pictures as capturing. ©ua failure in the audio
recording, | do not have recorded data to analyge.Drawing on notes | took
during class, it appears that these three studentsybdisttussed the actions and
events that they thought the first three picturesweagd{ and appeared to focus
more on the emotions captured in Picture 4. Using nmasscbom notes, |

reconstruct the dialogue between Jeon, Lilu and Tkdrebow:

1 Jeon: feferring to Picture 4 They are modern.

2 Lilu: Yes, and they are having fun. They are Wesperople,

3 and they are having fun..dfta missing.. Asians are

4 usually shy and polite. They wouldn’t do things likatt
5 Thomas: Shy? Asians are shy? Look at Jeon. He’s Asiahgbut
6 isn’t shy.

7 Jeon: And | am not very politealighg

8  Lilu: But generally they are.

9

Thomas: But Jeon isn't.
(classroom notes, Unit 5, module 1)

In this extract, both Jeon and Lilu appear to takeaubinary logic of ethnic
categorisation: Jeon appears to attribute modernityitibe races, implying that
‘other’ races are not modern, while Lilu assumes thas matural that fun and

entertainment is associated with the West and politeresetved manners for the
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East (“Asians are usually shy and polite. They wouldo’things like that” lines 3,
4). These are precisely the readings | had intendgadolematise. However, to
Lilu it appears to be a normal and natural way ofving the world. There is no

indication that she perceives this assumption to be gmuidic.

In the extract above, Lilu appears to be making gdisations by drawing on an
essentialist binary logic. Thomas, on the other happlears to aim to disrupt such
generalisations. He attempts to trouble Lilu’s gensa#ibn by drawing attention to
the way Jeon transgresses the boundaries and expestdines 5-9) that Lilu is

drawing. | recognise Thomas’ response to Lilu as sigmifidn suggesting his
awareness of the complexity and multiplicity within th@undaries of cultural and
national categories, and as an attempt to problemassentalised versions of
cultural groups. This is a view of the world that ddhhoped the tasks would
encourage students to take up, and one that suggéstd cultural awareness.

4. Do you think these pictures reinforce cultural stereody® Do they have an
effect on the way we think about people from partiautountries?

In one group, none of the four students — Asami, Clitkig, and Popo — responded
to the task. Instead, they discussed an off-task topiatthg what to do after class.
Two of the students in this group — Chika and Popad-rtot appeared to recognise
any cultural stereotypes being circulated by thdupés in the previous task.

Therefore, speculating on the negative implicationthefversions of reality created
by the pictures, which is what the task required, migive been irrelevant to their
understanding of the pictures. Moreover, they might meve seen the point of

deconstructing a text which they did not find prohdgic (Janks, 2005).

The other group responded in the following way tttsk:

1 Thomas: f[eads the tagkres, maybe some are stereotypes. Maybe
2 some are wrong.
3  Lilu: No. The pictures aren’t wrong. There is nothimgng
4 with the pictures. They afast pictures
(classroom transcript, Unit 5, module 1)
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Thomas initially appears to suggest that it is problesrthat the text is helping to
circulate stereotypical versions of reality (lines ), Rowever, his suggestion is
disputed by Lilu, who appears to recognise the proalucif the pictures as natural
and normal (“they are just pictures”, line 4), as hdawshould be. After this

response, neither Thomas nor Jeon responded. Neithieerofquestioned the way
Lilu had naturalised the text's maintenance of a stgpéwal binary divide. Lilu’'s

confident manner, fluent English and being relativedyv in class might have been

factors in Thomas and Jeon’s silence.

Post-analysis task: If a textbook producer asked you tcetakpicture of your
family or friends that could represent your home countryhat kind of picture
would it be? Describe it to your group.

The purpose of the post- analysis task was to providerstsidvith the opportunity
to explore alternative constructions of ‘self’. | egpm# that a focus on students’
everyday local life could encourage reflection ba intricateness of their everyday
relations, practices and identities, as opposed to timelittac realities produced by

stereotypes.

In one group, Popo suggested that she would inclucterps of herself and her
mother dressed in kimono. Chika appeared to agreehwithWhat | perceive to be
interesting here is that earlier in the unit Popo V@ded her concern over the way
Japanese women are generalised into a particularocgtésgpe pre-analysis task of
Unit 5). | had read her earlier response as suggesengliscomfort with the
mobilisation of such stereotypes. However, in this tagjoRappears to be drawing
on another stereotype — that of the Japanese kimamder construction of ‘self’.
It seems that stereotypical assumptions are more readillalale for one to draw
on rather than complex alternatives. Asami and Ericndidrespond to the task.
They continued to be silent as they had done for nfakeaunit.

In the other group, Thomas claimed “I cannot answes, thicannot think of
examples” (classroom notes, Unit 5, module 1), to whi¢hh &nswered “me too”

(classroom notes, Unit 5, module 1). They did not appeaxamine a complex
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‘self’ either. For these students, the task did not semrmitiate reflection on

alternative conceptualisations and productions of’:self

Jeon is the only student who | recognise as exploriegnaplex construction of
‘self’. Jeon explained that the picture he wouldetaould be of his family having
dinner. He described in detail the food they miglit e furniture in the room, the
location of the television set, the programs they migdtth and other details of the
setting. Jeon told the class that at this particulanati scene his father would be
watching television with “a serious face”, while Jemmd his brothers would be
joking and laughing. Jeon described this as a “happyny family dinner”
(classroom notes, Unit 5, module 1). | recognise Jeosjsorese to the task as an
exploration and exemplification of the complexityasf everyday family dinner in
South Korea. In this sense, Jeon made available tothi®r students in class an
alternative to stereotypical Asian constructions, der@tive that | recognise as

troubling fixed ethnic categories like the one Lilad drawn up earlier.

TRACING SIGNS OF CRITICAL CULTURAL AWARENESS

At the beginning of this chapter | described the malijective of this study as
creating spaces for students to develop critical @llawareness, to question fixed,
static meanings and recognise the complexity and diyes$itultural practices,

relations and identities. | had anticipated that waraness of the multiplicity and
heterogeneity of cultural groups and practices ceglaip students with additional
tools to participate in the hybrid spaces of languksgening and to negotiate
diversity and difference. Having analysed the meanstgdents made in the five
units of module 1, | perceive the module as havingeaghi this purpose in some
instances for some students. However, | also recognisdothather students the
tasks and the texts did not seem to be of much relevansgnificance. In the

remainder of this chapter | examine to what extentibdule created opportunities

for students to develop critical cultural awareness.

In my attempt to trace signs of students’ critical wnat awareness, | work with the

assumption that the development of critical culturah@ness does not necessarily
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follow a linear line of progression, moving from nonaaeness to expertisé.
believe critical cultural awareness is not stable, emknowledge that one either
possesses or lacks. Rather, in my analyses | conceptuabsea repertoire of
understandings, meanings and practices that studentsr appe@ drawing on in
their negotiation of difference and diversity.

In my search for signs of critical cultural awarenesstudents’ responses, | reflect
on students’ take up of two practices that | percéivenake up critical cultural
awareness, namely, disruption of cultural essentialismrecmgnition of cultural
multiplicity. When | take these two practices as thiéega for my analyses, it
seems that only two students in the module — Popo anohd$he suggested signs

of a critical cultural awareness.

Questioning cultural essentialism, recognising culturatomplexity

In module 1 | recognise Popo and Thomas as havingestegl recognition of
cultural complexity and as having questioned the nediibn of essentialised
versions of cultural groups. When analysing texts botldestts appeared to
problematise sexist and stereotypical realities that Wwengg constructed by some
of the texts and in response to several of the tasksdugigested recognition that
stereotypes produce limited versions of the world. Rstance, in Unit 4 Popo
criticised the way Japanese women are stereotyped stsagewhich | recognised
as an attempt to disrupt assumptions of a stereotypigahahtself’. Moreover, in
her journal submitted the week following Unit 4 P@so appeared to question her
own attempt to fit Australian women into a single catggShe wrote “| try to put
people into one box named typical though | knowalbAustralian women are like
that” (Popo, journal entry, module 1). Popo appearnset aware of the differences
within national categories and in her journal seemsbéoreflecting on and

guestioning essentialising assumptions of ‘other’ availabheer.

Popo’s response in the feedback form | distributed @ostbdents at the end of the
module also signals a critical awareness of culturakwdiffces. In the feedback

form one of the questions | asked was what students thdbgk learned by
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participating in the module (see chapter 5 for teedf questions on the feedback
form). My purpose here was to gain insights into studesmsvs about the possible
practices — existing and new — that they believesl whits had helped them
examine, develop or question. In her feedback Popgested that the module
raised her awareness not only of differences betwekuralugroups, but also of
possible underlying similarities. She wrote: “There amme different points
between the cultures but also there are some similatsp&iar example, men and
women. So | think the important thing is to know amdlerstand the differences”.
(Popo, feedback form, module 1). | recognise Popo’s carhnteere as
exemplifying her negotiation of difference. It suggest me that Popo is aware of
the need to reflect on and attempt to understand ‘beth and ‘other’ meanings,
rather than merely regard the ‘other’ as deviamecbgnise this again as a sign that

she is examining assumptions of difference availablerto he

Thomas’ feedback also suggested the possible developmentiutical cultural
awareness. Thomas wrote “I've learned a lot of slangisvand that not all people
belong to stereotypes but that you can find this bebavby some people”
(Thomas, feedback form, module 1). | read this responsegagsting that Thomas
problematises the assumption of expecting individualsittanfo essentialised
constructions, and that Thomas is aware of the complexity multiplicity of
cultural groups, which stereotypes fail to captureonis’ response is, in fact, not
surprising as his in-class participation also suggested Esmaareness. In several
of the texts we analysed (as in Unit 2 and Unit 3pras appeared to compare the
ways Australians were being constructed in the text taedways Germans are
stereotyped and questioned the limitedness of such gfgiedtconstructions. He
appeared to shift positions between viewing the texa @roduction of the media
(as in Unit 1 and Unit 4), where he expected the enédlicirculate stereotypical

representations, and being a critical reader, questdhis take up.

Neither Popo nor Thomas, however, was consistent irr tip@estioning of
essentialised constructions or their recognition otucaltmultiplicity. In Unit 5, for
example, Popo appeared to draw on stereotypes ofelpammen and kimonos in

her construction of a Japanese identity. | recognisisdconstruction as failing to
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exemplify the complexity of a Japanese category. AlsdJnit 1 Thomas did not
appear to recognise the newspaper clippings of fanafigarious ethnic and racial
backgrounds as representative of Australians. In otbedsyin this particular task
he did not suggest recognition of a multiracial, netitinic Australia. Nevertheless,
most of the responses Popo and Thomas gave to tasks as wedir comments in
journals and the feedback form suggest to me that theyaware of the ways
cultural groups and their practices are varied andtiphel and the ways this

complexity is often not produced in texts.

| recognise that the module alone might not have itared to the development of
such awareness in Popo and Thomas. | am aware that thetyaiteady have been
aware of cultural complexity in their navigations veeén familiar and foreign
spaces before they participated in the module. Howexam if this is the case,
what | am content with is that the module appears W@ Ipaovided them with the
opportunity to examine and voice their opinions ord dheir experiences of

difference and diversity, ‘self’ and ‘other’.

When | base my analyses of critical cultural awarer@ssny recognition of
students’ disruption of essentialised versions of cultwebups and their
recognition of more complex, multiple alternativesseems that the other students
in the module did not meet the criteria. Jeon, fetance, appeared to be interested
in exploring constructions of ‘self’ (as in Unit 1 abdit 5), in examining meanings
available and familiar to him. He appeared to be awhaat the ‘self’ is complex
and multiple. However, Jeon appeared to focus almostusxely on the
complexity of ‘self’ and not of that of ‘other’. Heddnot appear to recognise the
way the ‘other’ was being restricted into a particalategory by the texts, or of the
complexity of ‘other’ meanings, practices and iderditie several instances of the
data, Jeon made references to a multicultural, mutie#hustralia. However, at the
same time, in his responses, stereotypical assumptions of lkunstrprevailed. |
did not recognise the module as having made availabledn the practices and
understandings that could facilitate his navigatiotwben familiar and foreign
spaces. The foreign appeared to remain exotic to hiite wie familiar continued

to be natural and normal.
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Similar to Jeon, Lilu suggested that she is aware ofdheplexity of ‘self’. In Unit

5, for example, she questioned the ways Russians aretgpeand the way these
stereotypes fail to reproduce the complexity of thdf ‘shat she experiences.
However, later in the same unit, she appeared to sgpeedeon, expecting him to
fit into a limited, restricted view of Asians. In th®o units in which Lilu
participated it seems that the ‘other’ remained dffier exotic and different to
‘self’. Also, she appeared to read texts as natural raadral, rather than as
productions intended to achieve effects. | recogtatl have limited data on Lilu,
as she participated in only Units 4 and 5, in which responses do not suggest
recognition of the implications of ‘othering’ or agmlematisation of textual

realities.

Asami, on the other hand, did not suggest an awarendiss ofultiplicity of either

the ‘self or the ‘other’. In the feedback form, stesponded: “Aussie loves beer!!
This is what | learned in your class” (Asami, feedbamknf module 1). It seems
that a focus on stereotypes actually helped to raiafstereotypical assumptions
available to her. Even though the tasks were interideencourage students to
disrupt stereotypical constructions and to explorerateses, the main focus of the
texts and tasks were indeed on stereotypes and to As@nsdbms to have
confirmed the validity of stereotypes. | have no daimn Asami to suggest that she

perceived stereotypes to be problematic in any way.

Yui was present in the ELICOS centre for only Uniard Unit 3, and, therefore,
also provided me with limited data to analyse. In hesponses to Unit 2 she
suggested that she recognised the sexist constructionnoinntiee text. Moreover,
at the end of the unit Yui appeared to introducb@is on the complexity of
‘other’, of the way not all Australian men fit intbd stereotype reproduced in the
text we analysed. Her responses in this unit suggeste that in her navigation
between familiar and foreign spaces, she might be dgawim assumptions and
expectations of cultural plurality and complexity, ighh is what | intended the
module to achieve. In Unit 3, however, Yui was rasilent and did not respond to
most of the tasks. Moreover, she did not submit journiadesn nor did she return

the feedback form | gave her. If she had participatethe module for a longer
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period of time, she might have responded in ways thggesied critical cultural
awareness. However, | do not believe | have enoughaaYui to speculate on the

development of her critical cultural awareness.

As my data comprises spoken and written talk, in myyaga of critical cultural
awareness in students, | have drawn only on the laegtiag students have
produced in the module. In this sense, there is litdlanl discuss about the critical
cultural awareness of the students who remained silghkitasks, journal entries
and feedback forms. Chika and Eric, for example, ditdverbally participate in
most of the units and, therefore, did not provide nté wiuch data to analyse and
speculate on. Chika submitted one journal entry, whiahalyse below, and told
me at the end of the module that she had preferredntain silent in most tasks
because she did not feel confident with her levémgglish. Eric, on the other hand,
was quite fluent in English, but his behaviour inselasuggested that he was not

interested in the discussions taking place, in most digles and texts.

| realise that Eric and Chika’s lack of participationthe module is not necessarily
a sign that they are not critically culturally awahe fact, these students might be
skilled negotiators of difference and diversity, butymat have explicitly displayed

this to me. They might not have performed in ways sugigested to me that they
are critically aware of cultural complexity. Howeyevhile | may assume so in

theory, in my analyses | could not make such predistiwithout the support of

data.

An analysis of critical cultural awareness based on estisd textual
de/reconstruction, on their abilities to disrupt textealities and recognise cultural
plurality, has suggested that only two students devdlepeh awareness. However,
in other instances of the data, in other studentshpglugntries or responses to tasks
| recognise signs that might indicate that students aestpning a version of the
world, though not necessarily related to the texdemranalysis, and that they are
examining plurality, though not in ways that | exgectBelow | analyse students’
recognitions of the multiplicity of meanings othernhtaose produced by texts and
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their problematisation of the ways they are essentihlése‘other’ and the ways

they create ‘other’ positions.

| do not necessarily recognise all of these explanatas suggesting critical cultural
awareness however, as these meanings and practices digenotto contribute to
these students’ negotiations of difference and diversitgwever, what these
explorations suggest is that if the module had been medezant to students’
explorations of ‘other’ practices, if it had incorpted, for instance, an explicit
analysis of multiple readings of texts as well as discowsescism, it might have
encouraged more opportunities for more students to gismas of critical cultural

awareness.

EXPLORING ALTERNATIVES: CONSTRUCTING MULTIPLE
READINGS OF TEXTS

As | discussed earlier in my review of the tenets of CiDAchapter 6, in the
classroom application of CDA, students are encouragedate multiple readings
of texts based on the Derridaean assumption that measiagsot fixed in or by
texts but are constructed. It is assumed that as eactr nididdraw on a different
set of discursive meanings to make sense of a text, ittigahahat different
readings be made.

In module 1, Jeon appeared to exemplify this transiesmo@ multiplicity of
meanings. In Unit 2, for instance, he proposed a mgaal the text under analysis
that was alternative to one that | had recognisedstitggested that a different
reality and a different set of relationships were ge&onstructed in the text. Indeed,
Jeon’s response can be read as exemplifying the wayimysacannot be fixed
within the linguistic borders of texts and as disruptimg expectation that only one
reading can be made of a text. Jeon exemplifies thiability of the possible
meanings one can make. Moreover, at the end of Uwh8n Jeon questioned the
reasons underlying the module’s focus on gender ragtmd not on “food and

music” (classroom transcript, Unit 3, module 1), | recegrleon as also making a
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multiple reading. Here he appears to be proposingl@nnative reading of the

concept of culture, one where culture is concepadlas exotic and observable.

The dilemma | faced when confronted with the altemeateadings Jeon proposed

was that | was advocating the idea that any readangbe made of a text when at

the same time | was teaching students to recognise gigdi€ra particular reading.

I had, in fact, announced to the students that tbeldgproduce alternative readings

of any text. However, | now recognise thatxpected these alternative readings to
match the particular reading of the text which logrased and intended to critique,

and when they did not, as in Jeon’s readings abaegarded them as insignificant.

Mellor and Patterson (1994a; 1994b; 2001) raise padicular dilemma that
practising CDA teachers might face in advocating mldtreadings of texts while
at the same time guiding students to recognise particeddings, such as those that
are socially and politically desired by teachers. btedind Patterson’s point is that
CDA somehow expects teachers to “teach andngéteach: the imperative that
students be allowed to produce their ‘own readingsher than such readings being
imposed or taught” (1994a, p. 45, emphasis in origifdey question whether the
concept of multiple readings is, in fact, misguiding teachers as it gives the
impression of conscious learner autonomy, where studentsean to “adjust their
readings in favour of a required reading apparetithpugh their own free ...
choice” (2001, p. 123). As data from this module sugge#ite students were not
free to explore the texts on their own, or to makge mr@aning of it they chose.
Through the feedback | gave students on the readimgs had made, such as
approving of it or expressing my disagreement, | wasliggiand restricting the

meanings students could make of texts. | was, in facistuwg their readings.

My rationale behind trying to adjust students’ reading texts was that | believed
that for students to trouble essentialised constructibnsultures and recognise
alternative, complex constructions, it was necessanthlegtrecognised the sexist,
stereotyping take up of a text; that is, | perceietesirable that they read the text
in a particular way, and not just any way. Also, kwt willing to be content with

the conceptualisation of a polka dot culture adirdit believe that this could lead
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to students’ reflections on the complexity of culturéstake up Mellor and

Patterson’s (1994a; 2001) argument for the need togrese CDA pedagogy as
normative and regulatory. They claim that it is timedotical discourse analysts to
acknowledge that some readings are preferred andredgover others. Indeed, in
this study my aim was to guide students to put undetisgra version of the world

created by the mobilisation of stereotypical constomsti of cultural groups, to
recognise the complexity of cultural categories, andtis | desired and required
that students make particular sense of texts and retdftern particular reading

positions.

Threadgold (1997) does not appear to share MelloPattbrson’s (1994a; 1994b)
view of CDA as normative practice. She argues thatlycing multiple readings
does not necessarily imply complete freedom or compegalation of students’
deconstructive and reconstructive practices. She cliaidoes not involve insisting
on or adjusting particular readings. Her suggestiohasthe classroom application

of CDA should be conceptualised as being

. not just about producing subjects who can make femamiginti-racist
readings, not just about producing subjects who cdiqgwei earlier forms of
reading regime, but actually about producing subjegt® know the
differences and the implications, the functions andsequences of doing
one or many of these things, and who have a ranggaiégies for doing it
with. (p. 377)

| agree with Threadgold that negotiating multipladi@g positions should be seen
as involving more than the particular text to be rdaapree that it should involve
understanding how readership is enabled and constraindidcursive and textual
realities. In this module | did not expect studentsnierely recognise the use of
stereotypes in a text, but also to reflect on thelfealmplications of the use of
these stereotypes, to examine the consequences of singplifyitural complexity.
However, what | perceive to be problematic in Thogdd's argument is how
students can be expected to recognise the differemcesrglications of various
reading positions when they cannot recognise a phaticeading position. As data

from module 1 suggests, when students did not recognise ttet is operating
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with sexist discourses or stereotypes, as in Unit 3 &iante, they did not appear
to be able to recognise the implications of the teteti®e up of these discourses.
They did not appear to examine the implications of itiabilisation of these

discourses. In such cases, | believe teacher regula@mbenecessary.

Drawing on insights gained from module 1, | argue @R2A pedagogy should not
only involve a problematisation of sexist/racist anceotieadings that restrict one’s
ways of being and doing, but should also include apli@x analysis of the
multiplicity of meanings that can be made of a texthis research | acknowledge
that in order to raise students’ critical cultural esveess, | preferred some readings
over others. | chose to emphasise the readings students thretdmatched my
objectives. However, what | overlooked was that tlmnmativity of reading
positions should not mean simply dismissing a students’ reasidgleeming non-
desirable alternatives as unacceptable and wronghwiwhat | did with Jeon’s
proposals. Instead, | believe the readings students ggommn be seen as evidence
of the cultural repertoires students bring to class, résources available and
meaningful to them, and can be used to draw atteribothe multiplicity and
complexity of meaning-making practices.

In other words, | could have used Jeon’s readingsdblight cultural complexity
and plurality. 1 could have drawn students’ attenttonthe way Jeon was not
limiting himself to take up a meaning that was being enavchilable to him by the
teacher or others in class. Instead, Jeon appearedisb being positioned by a text
— the teacher’s reading of a concept, the desigheofrtodule, the reading of a text
— and was taking up different reading positions. Hes vexemplifying the
complexity of drawing on one’s cultural meaning-makiegertoire and on the
ways these repertoires are multiple and variable wlhith across cultural groups.
Moreover, although | do not recognise instances indéta where Jeon navigates
between a complex ‘self and a complex, multiple ‘othen inclusion and
acceptance of his meanings in analyses of texts could éagouraged him to
extend the practice of making multiple readings oftseand concepts to other

contexts. In other words, it is possible that had Inakeifferent approach to Jeon’s
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responses, | could have created more chances for tledodment ofhis critical

cultural awareness.

NEGOTIATING DIFFERENCE: ‘'OTHERING’ AND BEING
‘OTHERED’

A discourse | had not included for analysis in modweas$ racism. | had not made
an association between learning culture and racismtlagpears that for some
students racist discourses were relevant to theirifeam the module as well as to
their participation in Australian society. Popo, Kzhand Jeon appeared to draw on
racist discourses in their explorations of ‘other’ subpesitions. These issues were
only discussed in the journals they submitted and wetebraught up in the
classroom context. The journal appeared to constitgfgaae for these students to

share their assumptions of racism, of ‘othering’.

In an early journal entry, Popo wrote about hemgieon “discrimination against
Aboriginal people” (journal entry, module 1). Inghentry Popo appears to examine

her own ‘othering’ of Australian aboriginals:

| saw some Aboriginal people whose attitudes were rliley spoke very
loudly in the bus or said to us some dirty words andtedch the money.
Before | met these kinds of situations ... | had beerffaréint to them but
now | admit | have negative images to all Aboriginabple though | know
not all Aboriginal people are rude. It might be ajpdice.

Popo appears to be reflecting on the way she is posif Australian Aboriginal
people as ‘other’, as different and deviant (“I haregative images”). It appears to
me that Popo is uncomfortable with the way she is dgjidustralian Aboriginals,
situating them into an unwanted, undesirable cate@g.appears to be aware that
her understandings of Australian Aboriginals stem frompeejudice” that she
holds, which she appears to be putting under exarmmater examination of her
own act of ‘othering’ is significant in that Popo seetsbe aware that her
generalisation of Australian Aboriginal people into itnwanted, deviant category

is simplistic (“though | know not all Aboriginal peoplare rude”) as not all
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Australian Aboriginals fit into this description. Thssiggests that Popo is aware of

the variability of Australian Aboriginals.

Chika also appears to examine her positioning of ratifidrences as well as her
perceptions of the way she is ‘othered’ in mainstrearstratian society. In the first
and only journal entry Chika handed in, she descrifiedexperiences of verbal

abuse:

One day my friends and | were walking down the roa&uddenly a young
boy riding in a car yelled at us. We couldn’t undenst what he said but we
just understood that he mimicked Asian people’s langudgejust made
sounds whatever he recognised sound of an Asian langAagéher day,
my friends and | were also walking down the street ..yoling man, he
looked us and immediately he yelled “Fxxx you”. Notlyohim but also
another man shouted same word. Sometimes they didn’t sabtitey make
shape with their hand, which mean “Fxxx”. (Chika,rjmal entry, module 1)

Here Chika appears to be questioning the way Asiansasigoned as different, the
way they are ridiculed and made deviant in mainstreastrAlian society. In her
attempt to understand the rationale behind this posiiip she appears to draw on

racist discourses. She continues:

You know this behaviour made us angry. They obviousbkéd down on
us. It seems white supremacy. But nowadays, we don’tateret abuse on
us because we can think they are just stupid.

Chika suggests that her experiences of being ‘otherdae to the dominance and
arrogance of white races (“they obviously looked dowwn us. It seems white
supremacy”). She appears to be drawing on an East/\Wéstt@imy, recognising
the East being constructed as inferior to the West. asya of dealing with this
dichotomy and its accompanying positions, she ‘othessé¢hvho she appears to
perceive are situating her into a deviant categbme (can think they are just
stupid”). In the remainder of the entry, she shifts froeing the victim of racial

abuse to a victimiser.
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| can understand their feelings a little because whewet to people who
have a dark skin, | remember | felt a sense of incotygta them. | still
don’t know why | felt like that. | had an image abalem, which is like a
villain although actually they didn’t do anything.

Here Chika appears to question her own ethnocentrismgvn racist assumptions
of people with dark skin. Similar to Popo, she apptabe questioning the way she
is overgeneralising a group of people based on agicgjand appears to be aware
that this is limiting her understanding of them. Althbughika had not contributed
to class discussions, had not suggested recognition birtibed view of the world
constructed in texts or alternative complex constrastian this entry | recognise
her as reflecting on and questioning the restrictedagssview of the world in
which she is ‘other’ and in which others maintain thetherness’ for her. Chika
had claimed that she had lacked the confidence fticipate in class and group
discussions and that this was a reason for her silenceewdowdrawing on the
length of this journal entry, its personalised naturd the amount of detail she
included, another reason for her silence might haes leat she might not have
perceived the units, the tasks and texts to be reldwaher learning needs and
interests. In other words, the module might not havehmeinvestment in learning

about and navigating between ‘others’ and ‘self’.

Jeon also drew on racist discourses when questioningvélye he was being
positioned as different in mainstream Australian society journal entry he wrote
about his experiences of an Australian shipping comgailing to deliver his

books from South Korea to Sunny Hill on time. Follogvthis account, he wrote:

| should mention that thistHe shipping company experiefcs my
experience. So | cannot say this is all of Australidvsless they the
shipping comparjyare lazy, they could look down foreigners, espécial
Asians. | and many Asians had experiences, that whenvaille or ride
bicycle on the road, some natives who drove in calsusaswear. If you
want to ascertain you can ask any Asian nearby ydwave heard this
country is multicultural, but it wasn’t at least to n@urnal entry, module
1)
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Jeon provides two explanations for the shipping compalaye delivery of his
goods: either “they are lazy” or they despise foraigrfthey look down on us”),
and he appears to focus more on the latter explamaimilar to Chika’s journal
entry, Jeon also appears to be questioning the wagntieother members of an
Asian ethnic category are assigned an inferior, dév@ace in mainstream
Australian society. By defining Australians as lazy attthocentric, Jeon subverts
the dominance of those who have singled him out asr'ptiepositioning them as
different to what he perceives to be normal. He suggestognition that his
categorisation of Australians as lazy and ethnoceistmot all-inclusive (“I cannot
say this is all of Australians”), appearing to recoguie this is only one view of

the world (“this is my experience”).

In the same entry, Jeon also raises the question of & extent the module was
relevant to the understandings of ‘other’ that Jeamted to explore. When Jeon
handed in this journal entry he had participatedour units but from his entry it
does not seem that the tasks or texts had encouraged leRamine an ‘other’

category:

| have not met very polite Australians yet. | hopenteet that kind of people.
They are likely to live somewhere in this country &ieduld be able to meet
them one day as | hope. Can you encourage me?

This comment suggests to me that Jeon had had very mimomdhct with

Australians. The only experiences he had it seems wese tinat he perceived to
be negative, which might have been the reason umadgrieon’s scepticism and
unwillingness to learn about ‘other’ practices. Theksaand texts on their own did
not appear to achieve the purpose of encouraging d@a possibly other students,
to continue to learn about ‘self’ and ‘other’. Aetlend of four units of the module,

Australians appear to remain to Jeon as foreign asatbeybefore the module.

Jeon and Chika’s journal entries on their perceptmisacial abuse in Australia
were significant for two reasons. First, they suggestatdthe module might have

encouraged them to voice their perceptions of Auatmali to question their
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dissatisfaction with being positioned as different. jdwnal in particular seems to
have encouraged them to reflect on and question éxsting assumptions and
prejudices about Australians. It seems to have providen tith a relatively safe
place, away from the gaze of other students, to tefiacsuch personal matters.
However, at the same time, the entries suggest thatrtiggam did not seem to
have broadened their existing understandingandfassumptions about Australians.
The module did not appear to have met these studengsisnand interests in
exploring the ‘other’. Drawing on these students’ iestrwhat appears to be lacking
in module 1 is the opportunity for students to conlacal Australians, to meet and
discuss issues with them. In other words, the ‘other’ as huasapart of real-life,

was missing, an element | decided to include in module 2

EFL STUDENTS DOING CDA

Some CDA educators raise concern in reference todesarof Asian cultural
backgrounds doing CDA. Warren (1996), for examplegues that the
predominance of rote learning and memorisation in theaion systems of the
countries in these regions results in their studentseainglable to engage critically
with texts. She claims that bringing an alternativadneg to a text other than the
one expected by the text producer is “terrifyinguyrd’ for these students “because
they have to think for themselves and sustain an indigperresponse” (p. 10).
Another argument made in reference to Asian backgrdearners is that respect
towards authority is highly valued in these societa®] that encouraging these
students to question the authority of texts may be m@llyuinappropriate and may
cause discomfort for them (D. Atkinson, 1997; Fox, 1994)

However, drawing on the responses of Jeon, Popo, AGami and Chika, all of
whom had identified themselves as of East Asian origingrad them appeared to
lack the ability to “think for themselves” (Warrer996, p.10) nor did they seem
terrified to voice their opinions. In fact, as | haaleeady discussed, several of these
students appeared to question the authority of thie eéxmainstream Australian
society and of the teacher in positioning them irtipalar ways. Several of these
students displayed confidence in proposing readingsnashings alternative to



176

those already produced, not hesitating to introdueav nconcepts and

understandings.

As suggested by other research (Kumaravadivelu, 2008ewdod, 2000), in
module 1 there was, in fact, little difference in di@ssroom interaction behaviour
of the students from Asian countries and those from Eurbpr instance, both
Asami (Japanese) and Eric (German) appeared to belyequadt at times and
equally disengaged with tasks, and both Popo (JapaaedeYhomas (German)
were equally vocal in their discussions, proposing wariaesponses and
disagreeing with others. Based on the data | colle¢t@d not believe it is possible
to draw a clear divide between the meanings made bigmstsi of Asian origin and

those of European backgrounds.

In module 1, one of the tasks that the students app¢arssspond to the least
involved their examination of the implications of thmealities and relations
produced in texts. In fact, except for Unit 4, thedents did not seem to reflect on
the possible effects that the text's version of the advaright have on readers. If |
were to follow Warren’s (1996) line of argumentiimerpreting students’ silences
in this particular task, | could suggest that this grad EFL students, most of
whom were from East Asian backgrounds, lacked thetwliti question and
critiqgue the ways they were being positioned in r@tato the worlds created in
texts. Students’ silences might suggest that the task rstisefy and emotionally
beyond this group of EFL learners. However, with smiEsuppositions | would be
assuming that Asian students have a deficiency, thatl#o&ycomplex cognitive
skills. However, as | discussed earlier in my analysedrof 2 and 3, with this
particular task | was expecting students to make exMmowledge that did not
appear to be available to them.

| would argue that the expectation that students asfiqular ethnic and racial
origins lack certain intellectual and social skills sesh colonialist and eurocentric
assumptions, which stigmatise students of ‘other’ backgeouamsl backward,
uncreative and unable to make complex meanings (PB4, Singh, 2002). Such

arguments serve to maintain constructions of a monolitiier’ who is at once
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different yet obvious and knowable. | do not beligkiat making generalisations
aboutthe cultural upbringing, lifestyles and norms of Ass&ndents to account for
their silence is helpful in understanding the depthhefrepertoires these students
draw on to navigate though the spaces of New Timed &sumptions do not help
CDA practitioners find ways to extend and enrich thes®urces to aid students’
negotiations of different meanings and identities. &fuge, instead of taking up a
simplistic and ethnocentric understandings of students'pasticipation in module
1, I argue that the reasons why students did not redpoagarticular set of tasks
are varied and complex. A reconceptualisation of Efudents’ silences is,

therefore, necessary in CDA literature.

| recognise that the medium through which students wxgoected to make explicit
their understandings and perceptions was English, aidgegthat most were still
trying to improve. | acknowledge that performing ifoeeign language might have
been challenging for some of the students and tiaigit have contributed to their
silence at some times. For example, several students totbamnthey thought the
text of Unit 3 was linguistically challenging for tine As students’ journal entries
suggested, however, when given time to reflect on they could articulate their

views and understandings, students appeared to beoabsetiss a range of issues.

Moreover, identifying as a member of the ideal auckeof a text appeared to be
significant in encouraging students to respond to tabksunits 2 and 3, for
instance, it appeared that the students did not fgeh#@mselves as part of the ideal
audience of the texts, and it was particularly ins¢héwvo units that the students
showed the least interest in discussing the effects ofettteon their worldviews
and assumptions. However, in Unit 4, where students lggksted that they might
read travel magazines such as the one under analysisglstudents resisted being
positioned as naive consumers of travel and questitreetiuth and neutrality of
the text.

In this particular classroom, as in other CDA classroomssethstudents were
expected to make their opinions and views publiclyilake to the teacher and to

other students. In this sense, the students themselves @ndopimions were
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available for (in)direct control and surveillancenelgaze of classroom members
and the teacher could have, for example, persuadedtdeabandon his reading of
the text in Unit 2 and to adopt the reading adopbgdthe rest of the class.
Moreover, in this module, the students were told béfond that their views would
be tape recorded, transcribed and analysed. In otloeds, their words and
worldviews would be solidified in print, availablerfexamination and control by
the researcher/teacher, and possibly unknown dth&iteough | did not notice the
presence of microphones in the classroom hindering smallarge group
discussions, it is likely that it might have put off sostadents from revealing

explicitly to others what they believed or thought.

IMPLICATIONS FOR DESIGNING MODULE 2

Each student’s experience of module 1 was undoubteudpe, with each student
taking away different meanings and practices. Althotinghmodule did not appear
to make available to some of the students the skillspasactices which | believed
could facilitate negotiation of difference and rgation between the familiar and
foreign, | was content that it had provided a confex most students to explore
new meanings, to reflect on their existing assumptiors wrderstandings. For
most of the students it had introduced a focus on #mee tidlat texts are produced to
achieve particular effects, even though the studentlsl mot always recognise what
these effects might be. It had encouraged most of tluersis to reflect on the
complexity of ‘self’ practices and meanings, and hdéagt opened up spaces for a
focus on ‘other’ practices and bodies. | believed ti#t some changes in module
2 to the types of texts | used, such as those that studbeight have more
investment in reading, and some changes to the task sypeas,as incorporating
more direct contact with the ‘other’, being more @itplbout my expectations of
students’ responses to tasks and readings of texts, | desigh module 2 to better
facilitate the development of critical cultural aemess. | discuss the details of

module 2 and my perceptions of its outcomes in the atlg chapter

"I had told the students prior to the study thdy emy supervisor and | would have access to the
recordings in full and that in manuscript and psitdid versions of the study only parts of the data
would be publicly available. In either case | infaad them that their identities would remain
concealed.
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MODULE 2: HYBRID SPACES,
ETHNOGRAPHY AND NEW TIMES

INTRODUCTION

I had initially intended to use module 1 as a pilaigoram where | could put into
practice the tasks and practices | had developeécteafh their outcomes, and then
make changes in module 2 if necessary. However, at rideoé module 1 |
discovered that four of the students from this moduleldvbe continuing on to
participate in module 2. For this reason | needehémge the texts that | had used
in module 1. In module 2 | used different texts but simsdlets of tasks, replacing
the tasks in module 1 that | did not recognise as eagg an exploration of

cultural diversity and complexity with new ones.

In this chapter | investigate the pedagogical outconfethe tasks and units of
module 2 and examine which elements of the module agbearcreate spaces for
students to take up meanings and practices that suggestl cultural awareness.
Here | continue to trace students’ interactions asdudisions with each other and
the ways they made sense of the texts, tasks and con¢eptedole 2 with the
recognition that the readings | make of students’ megnamne filtered through the
knowledge and practices that are historically anlitipally available to me. The
questions | ask of the data in this chapter are the smmhose of chapter 7,

reproduced in Table 18 below.

In my analysis of module 1 | have attempted to givaleea glimpses into the
dynamics of the research and classroom context. | htera@ed to exemplify the
complexity and variability of students’ meanings anceriattions as well as the
difficulties and dilemmas | experienced as a teaclsmareher espousing the tenets
of CDA to make available to students a discourse viewutifire. In this chapter

my aim continues to be to re-produce the teachindearding that the students and
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| experienced in this module. One addition | make yoamalyses of the program in

this chapter is that here | speculate on the possittegpaces the module appeared
to encourage students to create in their navigatieteden different times and

spaces. That is, in this chapter | analyse more clo$elyspaces the students
navigated between in their negotiations of diffeeeland | examine in which of

these spaces | recognise difference and multiplicitpygoentertained (Bhabha,

1994).

Table 18: Key questions for data analysis

In relation to the objectives of the study:
. Do the tasks encourage students to question the versfonaltores

presented in texts?

. Do the tasks encourage students to explore the cortypéed diversity of

cultural practices, meanings and representations?

In order to analyse the interrogative and exploratoryspaces the program
might create for students, more specifically | ask:
. What discourses might students draw on in their conckgatian of

culture?
. How do students read constructions of cultures in texts?
. How do students read potentially sexist/racist/colostiassumptions?

«  What discourses and subject positions might students takie tipeir

understandings of what the program seeks to achieve?

STUDENT PROFILE AND PARTICIPATION

Nine students participated in module 2 (see Table A®)r of these students —
Popo, Chika, Jeon and Lilu — had also participateshodule 1 and, | assume, were
already somewhat familiar with the program. Tolib, adonesian student, and
Tuahu, a student from Tabhiti, enrolled at the ELICs@8tre at the start of module 2

(see Appendix C for a record of student attendancenadule 2). All the other
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students were already acquainted with each other tiherfive-week ELICOS term

between modules 1 and 2.

The students who participated in module 2 were agedeea 20 and 30, with most
of them planning to pursue an academic degree in @&isstiThis group of students
seemed to express more interest in me as a researcher #nedrasearch itself,

compared to module 1. Tolib and Adhin, for exampée] heen admitted to doctoral
programs in Australia and frequently asked me questiomst aby doctoral studies

and my purpose in conducting this particular progr@athy too appeared to be
interested in the research. She offered to give f&dbn drafts of my thesis, and,
in her journal entries, often discussed her experieatéging part of a study on

cross-cultural communication in France.

Table 19: Background information on students in modus 2

Name | Gender quntry of | Reasons for studying English

origin
Popo* | F Japan Improve fluency in English
Chika* | F Japan Gain entry to undergraduate program
Jeon* M South Korea Gain entry to postgraduate @mogr
Lilu* F Russia Gain entry to undergraduate program
Cathy | F France Travel
Tolib M Indonesia Gain entry to postgraduate program
Adhin | M Indonesia Gain entry to postgraduate program
Tuahu | M Tabhiti Gain entry to undergraduate program
Jae-ko | M Japan Gain entry to undergraduate progrgm

* students who continued on from module 1.

In module 2 | perceive the journal task as having bessponded to more
favourably than in module 1 (see Table 20). While tlumber of journal entries
Popo submitted is considerably less than that of moduleliask appears to have
encouraged at least one entry from all the other stadéll of these entries
included students’ comments on and discussions of issues iraigeds as well as
their observations and experiences of living in Australhat is, each of these
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entries was relevant to class discussions and tasks. In iisis, ske task seemed to
achieve the purpose of providing for students the espic reflection and
exploration of the familiar and strange concepts andnmngs the tasks and texts
made available. All of the students in module 2 also ¢etegp and returned
feedback forms. In this module | distributed the feekldamms at the beginning of
Unit 5 and asked students to return them before thefthe unit. The fact that the
forms were completed during class time might have con&tibto a higher return
rate.

Table 20: Students’ participation in module 2

Name Sessions attended Number | Feedback
Unit1 | Unit2 | Unit 3 | Unit4 | Unit5 g‘;{‘r)ig;”a' o
Popo v v v v v 4 v
Chika | absent | v/ v absent | v/ 2 v
Jeon v v v v v 4 v
Lilu v v v v v 4 v
Cathy |V v Absent | v/ v 4 v
Adhin | v v v v v 3 v
Tolib * 4 4 v v 3 v
Tuahu v v absent | v/ 1 v
Jae-ko | absent | v/ Absent | v/ v 2 v

*A shaded box indicates the student was not enrollgteadELICOS centre at the
time.

EXAMINING TASK AND UNIT OUTCOMES

Similar to the procedure | followed in module 1, mstmodule | distributed written
copies of each task or sets of tasks to each studerass. ¢lasked the students to
initially discuss their responses to the tasks in theiugs and then to give a brief
summary of their discussions to the class. This not onlg ¢ja& students in class
access to the meanings made in other groups but alsay alibh the audio
recordings, enabled me to triangulate my interpmtatif students’ responses. In
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situations where | do not have access to recordings-@foup discussions, | draw
on the notes | made of these group summaries. Again sitoilarodule 1, the
students formed groups with those sitting next to thiemming pairs or small

groups of three or four students. A microphone was glacé&ont of each group.

Unit 1: Exploring conceptions of culture

As in module 1, the first unit of module 2 also servedasntroduction to the
module, aiming at encouraging students to examine ctcapd ideas that
underpin the module. The unit consisted of three detasés. One of these tasks
involved an analysis of Weaver’s iceberg model of calta task | had used in the
first unit of module 1. | decided to include this partar task in module 2 as |
believed it had been successful in module 1 in creaimgntext for students to
examine the complexity of the concept of cultureadilition to this task | designed
two new tasks. In Table 21 | list the tasks | desigried,objectives | set out to
achieve and student groupings. Five students pargdpatthis unit, with two of
these, Jeon and Popo, having already participatediinl of module 1.

Task 1: 1. Make a list of things that make cultural grpsa different to one
another. 2. Make a list of things that are common to tuhl groups.

With this task | aimed to draw students’ attention tdtucal similarities and
differences. A focus on cultural differences | bel@w®uld encourage students to
examine the normative practices available to them ghaduce the ‘other’, and a
focus on cultural similarities, | assumed, could helpreswdstudents’ attention that
what sets the norms for ‘us’ can also be the norm foiother’. | hoped that such a
focus could encourage students to recognise that théedbetween ‘self’ and
‘other’ categories cannot be clearly defined, thas blurry and overlapping. With
this task | wanted to emphasise that in times when badidsknowledges are in
constant flow across cultural and national borders, limmand foreign cultural
spaces are complex and hybrid. | hoped that a focudifterences as well as
similarities across cultural groups could help to denadise the ‘self and de-

exoticise the ‘other’.
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Table 21: Objectives and tasks of Unit 1, module 2

Student - Adhin, Cathy, Jeon Absent Chika, Jae-ko
groupings |- Lilu, Popo

Obijectives | to explore:

- the complexity of cultural differences and similast

- visible and less visible cultural aspects,

- existing assumptions of ‘self’ and ‘other’ and stereesyp

Task 1
1. Make a list of things that makes cultural grouptediint to one another.
2. Make a list of things that are common to culturalgs.

Task 2
3. Weaver (1986) has tried to explain the conceputitire by using an iceberg
image.

a. What is the significance of an iceberg image?

b. Which aspects of societies are visible and whicleasevisible? Write
them down on the iceberg model

c. These are Weaver’s responses. Do you agree?

Task 3
4. | will read out the names of several countries. &akist of the things you
think about when you hear these countries.

5. Discuss:
a. Why did you come up with these ideas? How did gomn them?
b. Are any of these ideas stereotypical? If so, whitdsd
C. What does stereotypical mean? Does it provide alusafuof

thinking about people and places?

Both groups of students responded to this task by progldists of what they
perceived to make cultural groups different and simWdhen discussing cultural

differences, one group responded with the followisg |

Cathy: Language... climate....environment
Adhin:  Kingdom or republic, how do we call itthlecks
dictionary] ... government.
Cathy: Lifestyle
Adhin: [reads from dictionartraits.
(classroom transcript, Unit 1, module 2)

O wWNPEF

The other group of students produced a slightly diffefist. Popo summarised her
group’s list as: “food, language, country, governnsstem, climate, environment,

religion, education, appearance” (classroom transcdpit 1, module 2). Both
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groups of students appeared to produce a range oftiteydelieved distinguished
cultural groups, which | recognise as exemplifyinguwagability of conceptualising
cultural differences. However, students’ responses diichppear to go beyond the
production of lists of differences. After students hachsiarised their responses to
each other, | asked the groups to discuss the reasonsgpinndgy their choices.

However, this was not responded to.

Students’ discussions of cultural similarities initiallyrstd in students’ respective
groups, but gradually the task turned into a wholesslactivity as students
overheard and commented on each other’s responsesingotiups. For example,
while Lilu and Popo were discussing whether cultunaugs have a particular
“appearance” (Popo) in common, Cathy, who at the twas participating in
another group, expressed her disagreement:

Popo: Appearance | think is similar
Lilu: Maybe... because many people confuse me with
Norwayan. They think I'm from Norway. [Swiss
Cathy: [loverhears the conversatiphut African people are
different. My appearance is not like African people.
Lilu: Yes, but black people are all black, are same.
(classroom transcript, Unit 1, module 2)

OOk WNEF

Here Lilu appears to be constructing a self-inclusigghern European category
(lines 2, 3) to exemplify the way this category shargsadicular racial and/or
physical appearance. Cathy appears to refute Liluisstoaction of a universal
homogenous appearance by suggesting that her radiak goiysical appearance is
distinct from an African’s (lines 4, 5). Cathy’s refudst appears to be based on
assumptions of an oppositional Black/White binary divaich Lilu appears to
take over to reinforce her argument of racial homedggr{“but black people are all
black” line 6). | recognise both students’ readings ratial categories as
problematic, as readings | intended to disrupt, as bpfiear to be essentialising

racial and cultural groups.

In the other group, the students responded to thebtyaskscussing whether they
believed the same “food” (Cathy) is consumed by diffecettural groups:
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1 Cathy: Food is common.

2  Adhin: No | don't think

3 Cathy: [no becausgou [pointing to Adhitheat rice,you [pointing
4 to Jeor) eat rice| eat rice

5 Jeon: But only rice is not our food

6 Adhin:  Yeah, but you eat=

7  Jeon: =we eat rice but we cook differently

(classroom transcript, Unit 1, module 2)

In this extract, Cathy appears to produce a differeatling of racial groups. She
appears to recognise a universal commonality betweenintargtiggesting that in
the consumption of rice, there is no divide betwedfemint racial and cultural
groups (lines 3, 4). Her response is significant in sstygg that the self/other
border is not intact, that the ‘self’ and the ‘othep-occupy particular spaces. | read
Cathy’s response as disrupting the assumption that ther*athdifferent to the
‘self’. This is a reading | had hoped the task wouldoemage. Jeon appears to
disagree with Cathy’'s reading and suggests that therevarations in the
consumption of rice in different cultural groups (lide | recognise his reading as
also significant in that he appears to be drawinghtitte to the complexity and

variability within categories of cultural groups.

The extract continues with Lilu joining the discussion

1 Lilu: Ok, you cannot generalise about food becaus®an,

2 Asian people, they eat almost same food. They eat rice
3 [and European people

4  Jeon: [AImost the same? Only rice? We cook diffenents

5 Adhin: We cook in different way

6 Lilu: Yeah, | mean you use rice a lot and we use méai.do

7 not really eat a lot of meat. You [eat sea food

8 Jeon: [we eat meat also. But in different way

9 Lilu: Yeah | know, but you don’'t use meat as much asiseit.
10 | mean we can eat it even for breakfast or lunchirored.
11 Jeon: What I'm saying is that’s different food. Thedds made
12 different.

13  Lilu: What's the main food in Korea?

14  Jeon: Rice

15 Lilu: So, Japanese, they also eat rice. See?

16 Adhin:  Also, in my country we eat rice.
17 Jeon: But, also | mean we eat in different waysekample,
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18 I'm living with Jae-ko h Japanese studgnt can't eat his
19 food, he can’t eat mine because we have differerggast
(classroom transcript, Unit 1, module 2)

Lilu responds by attempting to problematise transculggeaeralisations about food
(“you cannot generalise” line 1). However, throughdlbe extract she makes
generalisations about the dietary practices of Asianpg, defining ‘Asianness’ as
a homogenous category (line 2). She appears to bendran a mutually exclusive
self/other binary divide, producing an ‘other’ caigg(“Asian people line 2; “you”
lines 6, 7, 9) as distinct and different from a norweatself’ (“European people”
line 3; “we” lines 6, 9, 10). Furthermore, her protime of factual statements (“they
eat almost ...” line 2; “you do not really eat ...You eat lines 6, 7) suggests that
she is confident and assertive in her construction sihgular, monolithic Asian
category. She appears to assume that she has expereégewvih this matter and
has the authority to make judgements about the ‘othéw’.appears to take up the
colonialist assumption that the ‘other’ is obvious, wmgjtito be defined and
categorised (Said, 1978), appearing to assume thatrgiveskAsians better than
they know themselves.

Jeon, however, resists being defined and classified Litis construction of a
monolithic collective Asian identity. He does not ampéo respond to Lilu's
“hailing” (Davies, 2000c, p. 47), to the subject positshe opens up for him by
drawing attention to the variations and complexityhwi Asian dietary practices
(lines 4, 11) and by exemplifying the distinctivenessJapanese and Korean
practices (lines 17-19). In this way Jeon appearsrgaeafor recognition of the
complexity within an Asian category and appears tasefto take up Lilu’s
objectification of him as ‘other’ (Fanon, 1967). Jsaresistance to being fixed into
a stereotypical rice-eating Asian category could ens#s a possible sign of a
critical cultural awareness in that he questions thengafisation of Asians and
argues for recognition of the cultural complexity adigtersity within multiple
Asian categories. This type of awareness is similar td Whad observed in Jeon’s

responses to units in module 1.
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Task 2: Weaver (1986) has tried to explain the conagptulture by using an
iceberg image ...

This is the same task that | used in the introductoiy afnmodule 1, a task in
which Jeon and Popo had already participateddIttoése two students that | could
give them a different task to discuss or that theyacobbose to take a break while
their classmates were working on the task. Howeveh &ppeared to be willing to
do the task a second time. Popo said that she didenmtmber doing the task

earlier in module 1 and Jeon said that he did not il it again.

Similar to the outcomes | observed in module 1, thedpgpleared to achieve in this
module the purpose of encouraging students to expgieredonceptions of culture.
The task succeeded in introducing a focus on cultcoahplexity, on cultural

aspects that are displayed explicitly and those tleahatrexternally observable.

Most of the students in class appeared to recognise cdtgerg diagram as
suggesting that not all aspects of cultural groups d@&oos, observable to
outsiders, a reading | had also made. Adhin, howevepoged a different reading.

He suggested:

because the first time culture is all the same but thenkroken, just like
ice. For example English. It is the same first, but whieey came to
Australia they develop their own English. In Indi@yhhave own English.
(classroom transcript, Unit 1, module 2)

| read Adhin’s response as suggesting that he is awatectiftural groups and
practices are fragmented and varied. It seems thathoAkle image of an iceberg
exemplifies cultural diversity. Popo also producedfgedint reading of the iceberg
imagery, appearing to recognise the model as illusgratittural change. This is a

reading different to what she had proposed in module 1

Lilu: Over the top is small part of the iceberg andemthe
water is large part
Popo: And this top one you can change shape. Cu#t@aiso like
this part, can be changed little bit.
(classroom transcript, Unit 1, module 2)

A OWNBEF
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The task appears to have encouraged Popo to recdbaiseultural groups and
practices are not stable and static, but undergo elsazgd variation, in the same
way that icebergs do. Both Popo and Adhin’s readingsevalternatives to the
reading | had made and expected students to recogiosesver, unlike the way |
had handled alternative readings in module 1, heeedgnised both as significant
and relevant readings because | believed that ba&Ww dttention to the type of

awareness | wanted to raise in students, that of cuttivexsity and variability.

In this unit | wanted to include an explicit focus students’ existing

conceptualisations of the concept of culture andretbee, after Popo’s response
above, | asked the class to think about what they m®atite term culture. This

appears to have created a context for several dgBidEn examine their

understandings of the term:

1 Mehtap: So, when you say culture, what do you m&gh&t does
2 the word culture mean to you? Think about it. Lilu

3 raises hanflYes Lilu?

4  Lilu: Ah, for me it's general. | mean like society. | ameit’s big,
5 something really big, and all these small pieqssrts to
6 the four parts of iceberg diagrgrare parts of culture.

7  Cathy: For me it's the same in French.

8 Mehtap: So what do you mean when you say culture in French?
9 Cathy: Like way of thinking, like in the mind of pele living in
10 the culture.

11 Adhin: For me culture is behaviour accepted as satheMl it's
12 the rules accepted by society in my country. You todo’
13 something because of culture.

(classroom transcript, Unit 1, module 2)

These students appear to conceptualise culture inuganiays. To Lilu (lines 4, 6),
for example, culture appears to be an all-encompassmg & generalisation of
social practices. Adhin (lines 11-13) too links thecapt of culture to society. He
suggests that the concept refers to social rules whigk g8 govern and limit what
individuals can and cannot do. In a journal entrynsitted in the following unit,

Adhin continued to explore his understanding of tbacept. In his journal he
wrote: “Culture is like the cloth. Every country htdseir own culture” (journal

entry, module 2). Both Adhin and Lilu’'s responses appeabe based on the

assumption that cultures are collective and sharedalésencompassing. Cathy
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(lines 9, 10) makes a different reading of the condeing it to mental processes.

She appears to perceive the concept as includingto@gpractices and processes.

Jeon also proposed his view of the concept, linking the iceberg diagram he had
analysed in class: “We have different beliefs in eamimtry. That's culture. In this
case, it's unconscious, internal culture. | think wehaking internal culture is
same as culture” (classroom transcript, Unit 1, modulér2pd Jeon’s response as
suggesting that he recognises only invisible aspectslofralugroups, like beliefs,
as constituting the concept of culture. Although dognised Jeon and the other
students’ readings of the concept of culture as prolileyres underpinned with
homogenous assumptions, or conceptualised as inner, mdighgjvioural
dispositions, | perceived this task as successful. | bellevéask opened up spaces
for students to reflect on and examine the ways tlegt dimd others conceptualised
the concept of culture, which might later lead thstselents to take up alternative
readings of the term. Also, in both Jeon and Cathgparses above, they used the
word culture itself in their explanation of the temvhich suggests that culture is, in
fact, a difficult concept to discuss and explain. Nthadess, | would argue that
these students made a successful attempt at explicatingseemptions, at making

their understandings available for scrutiny.

Task 3: 4. | will read out the names of several countribtake a list of the things
you think about when you hear these countries.

| read out the names of nine different countrieh#®students and asked students to
write down three things that came to their mind ay tieard each country. The
countries | read out were: the USA, Russia, Southe&oAustralia, Italy, Japan,
France, Indonesia, England. The purpose of this tasktevancourage students to
examine and question the stereotypical assumptions tHdyohearious national
groups and to reflect on the ways such assumptions uagengltural diversity and
variation. | had included students’ home countrieshm list above so as to give
students the opportunity to examine both ‘self’ natiostareotypes as well as

‘other’.
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The students appeared to enjoy doing this activitheg laughed and joked while
producing their lists. After they had made individlisis, | asked students to share
these lists with members of their group and then to digbes®llowing questions.

5a. Why did you come up with these ideas? How did fgsm them? 5b. Are any
of these ideas stereotypical? If so, which ones?

The students in both groups appeared to recognisemibsit of their responses to

the task were stereotypical. Lilu, for example, appean recognise that

kimchi is stereotype for Korea. And even with thingswbRussia, that it's
really cold. But it's not really cold everywherésltrery cold in the northern
part and very hot in the southern part. But we neligik about southern
part, even | never think about it.(classroom transctpit 1, module 2)

Lilu appears to question the way particular aspectsooieties are generalised as
representative of and common to all members of the o8&t appears to be also
questioning her own take up of a stereotypical ‘g&#fven | never think about it”).
Other students suggested “hamburgers” (Popo, classroomripandait 1, module
2) as a stereotype of the USA and “pizza” (Cathysstiaom transcript, Unit 1,
module 2) for Italy. As to the sources of these stepastyone group identified
“education and pictures and travel” (Cathy, classré@mscript, Unit 1, module 2)
and the other group suggested “media, movies, magazimmésram personal
contacts with people” (Lilu, classroom transcript, Uhitmodule 2). These are the
types of responses | had sought. | read these responseggastsigy that these
students appear to be aware that the images of cauaimealated around the world
are not reflections of a truth about these countriest are stereotypical

constructions.

5c. What does stereotyping mean? Does it provide a usedyl of thinking about
people and places?

In this unit | decided to introduce an explicit exaation of the concept of
stereotyping. | perceived this to be important as thelev module is based on
analysing and disrupting stereotypes. Therefore, | @datd encourage students to

reflect on their understanding of the concept. B® purpose | asked both groups
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to define the concept of stereotyping. Cathy summahsedyroup’s discussion as
“stereotype is common idea almost all people have aboumtg” (classroom
transcript, Unit 1, module 2), suggesting recognittaat stereotypes are widespread
and readily available to large groups of peopleu kiiggested that as a group they
decided that the concept refers to “phrases or sewerals which can help us
distinguish the difference between something. And adwagnnected to feelings”
(classroom transcript, Unit 1, module 2). She appeardrawy attention to the
emotional basis of stereotypes, to the ways stereotypewabased on facts but on

one’s responses to difference.

The students in both groups appeared to focus moreeobenefits of stereotyping
rather than problems it causes. Adhin, for example, stigdethat stereotyping
might “have benefits for tourism” (classroom transcriptjtin module 2) while
Popo claimed stereotypes “can help to understand th#neancountry’s culture”
(classroom transcript, Unit 1, module 2). These studepfeaa to recognise
stereotypes as valuable in giving glimpses into diffezeras quick and simple

references to ‘other’ cultures.

Lilu appeared to be the only student who suggestddsti®aperceived stereotyping
to be problematic. After Popo and Adhin had listed gossible advantages of
stereotypes, she responded: “but | think thegrpotypescan also like lock, they
can close the few on the other things, so just likegarusee all the things you've
learned before and not other things” (classroom trgstsddnit 1, module 2). Lilu
appears to recognise that stereotypes produce fixatil; sbnstructions and shift
one’s focus away from the diversity and variabilityhint cultural groups. With the
intention of making this reading available to theeotstudents in class, | asked Lilu

to give an example:

Like you learn that Australia is a very hot countndgeople are very lazy
and lots of kangaroos. And when you come here in sumtiseret and
humidity here, and you think oh, you're disappointddd you don’t see
kangaroos running around your house, so you're alsodisappointed. And
you find people working hard and you're like oh hndhought they were
lazy, so that's what | mean.(classroom transcript, Unmhodule 2)
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Lilu appears to recognise stereotypes as producingamdyversion of the world
and as reducing cultural diversity. What is significabbut Lilu’s response is that
earlier in the unit she had made generalisations aksah dietary practices. | had
read her responses as locking Asians into a particagrofvbeing, as stereotyping.
It seems that in theory she is aware of the limiting neatf stereotypes but in
practice when negotiating with difference she seendsaw on stereotypes. Indeed,
Lilu's shifting position suggests that assumptions of thef ‘sad norm and the
‘other’ as deviant, with understandings of the ‘otlggbunded in stereotypes, are so
ingrained in everyday life that they are readilyaitable in attempts to cope with
difference (Asher, 2005). It appears that in thid wiiereas Lilu was stereotyping
in her navigation between familiar and foreign spashs, suggests recognition of
the essentialising nature of stereotypes, and to somet,esamines and questions
the use of them. | hoped that Lilu might extend suchveareness to her own use of

stereotypes in other extracts in the module.

Unit 2: Analysing the construction of greetings

In Unit 2 | aimed to draw students’ attention to tremplexity and diversity
underpinning everyday cultural practices. The texthbse for analysis was a
learning/teaching unit introducing greetings in ae-ptermediate level ELT
textbook (see Appendix H). | recognised this unit asstocting a static,
stereotypical version of greetings, producing this ylay practice as being
context-free and non-problematic. | read the textrasing on an East/ West divide
and as stabilising particular patterns of interactiothiw these categories. |
perceived it problematic that a text produced foil Ekarners, who are required to
participate in times of increasing global and locaidn, increasing temporal and
spatial flexibility, would underplay the complexityn diversity of the discourses
these students are expected to master. To foregroursintpdarity of the version
of greetings produced in the text and to problemdtisesimplistic binary logic

underpinning this construction, | designed the tasKsalvle 22.
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Table 22: Objectives and tasks of Unit 2, module 2

Objectives | - to recognise the multiplicity and complexity of giegs as a
social practice

- to question the essentialised version of greetings rumbest in
the text

- to recognise alternative constructions

Pre-text analysis
1. Make a list of all the things you can gaygreet someone in English.
2. Are these expressions formal or informal? Try to lpeitrt on this continuum:

< >
Formal Informal
3. Think of situations where you would use these exessi
4. In each of these situations, how would you use pody? Think about posture,
eye contact, space, kissing etc.

5. Now answer questions 1-4 for greetings in your fnsguage.

While-text analysis

6. Who produces ELT textbooks?

7. Who are they produced for? For you?

8. What are these pictures aimed at teaching?

9. Do these pictures reflect the diversity of greetitigat you have just been
discussing?

10. Why has the textbook producer included theseings?

Post-text analysis
Scan through these textbooks. Do any of them cagtardiversity of greetings?

In this unit, the students formed various groupings wisponding to the tasks. In
particular, in the pre-text analysis tasks, the studitially worked with those
close by, then rearranged into groups based on isitdnguages, and then came
together to form larger groups. To clarify which stnots worked together, | present
student groupings in separate tables at the begirofiegich section. In this unit,

Tolib and Tuahu joined the class.

Pre-text analysis

With the pre-text analysis tasks | aimed to encouragdests to reflect on the
multiplicity and complexity of the everyday practiocegreetings that are available
to them. | asked students to carry out the tasks boEngilish and in their first

languages, hence expecting an examination of ‘salf*@tmer’ ways of greeting.
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| distributed the pre-text analysis tasks to each othlee groups in class. | asked
the students to write down their responses to the taskshegts of paper which |
had also distributed. | had divided the sheets into é@umns, with the headings
verbal greeting, level of formality, example situatiand accompanying body
language, with each heading intended to match thetésks | had set. | expected
that a visual display of students’ responses could hetpatw their attention to the

diversity of ways they each practised greetings.

Greetings in English

Table 23: Student groupings for the pre-text analysitask completed in English

Student groupings

Jeon, Lilu, Popo| Cathy, Adhin, Tuahy  Chika, Tollba-ko

When analysing greetings in English, the students forgnedps with those sitting
close by (see Table 23). They appeared to respondlitti¢hhesitation, which |

recognise as suggestive of the availability of thetmaof greeting. In one group,
for example, Tuahu, Cathy and Adhin engaged in thlewing discussion upon

receiving the tasks:

1 Tuahu: Hi

2 Cathy: OK. Hi. Informal or formal?

3  Tuahu: Formal

4 Adhin: Formal?

5 Cathy: Informal.

6 Tuahu: Really?

7  Cathy: | know. [pughg Ok. Hi [writes down the woild

8  Adhin: Hello.

9 Cathy: Hello, hello, good morning. How are you gpmate? ...
10 Between friends.

11 Adhin: How's life.
12 Tuahu: How’s life? Do you say that?
13 Adhin:  Of course.
(classroom transcript, Unit 2, module 2)

This is the type of discussion | had hoped the tasksdventourage, one in which

students exemplify (lines 1, 8, 9, 11) and contextudlises 2-5, 10) various forms
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of greetings available to them. The two other grouesent in class also engaged

in similar discussions. For instance, Jeon summarised hip’grdigscussion as:

We divided two situations. For meeting people whom hae¢ before and
another one not met before. First, hi, hello, goodmngy, afternoon, good
evening, hi, how are you going mate. And the behaimwave hand, wink,
kiss, hug, shake hand and whatever you want. And sesiaration. Hello

sir, hello madam, hello miss, nice to meet you. And behavs shake hand,
nod. Must be formal because we haven’'t met. (classrooraciiat, Unit 2,

module 2)

Here | read Jeon as exemplifying the variability céegings in English. In fact, |
recognise all nine of the students present in class agigpny extensive lists of
possible ways of greeting in English, exploring thegeanf ways they practised

greetings in Australia.

Greetings in home languages/dialects

The students then carried out the same set of taskgimhibme languages. This
time the students had the choice of completing this dastheir own or in a self-
selected group with those whom they shared a first lEggul avoided putting
students from the same country into a group myselfcasltl not be sure that these
students spoke the same language or dialect. | was afwan@stance, that the
students from Indonesia spoke different local languagexidition to the official
language of Indonesia. Therefore, | did not wantigk forcing these students to
work on a language or dialect that they might percéd be irrelevant to their
everyday life in Indonesia. | was also aware that Wo#thy and Tuahu spoke
French, but that Tuahu came from Tahiti and also spdikeal Tahitian language.
However, | could not presume which of these Tuahugieed as his first language,
and, therefore, asked him to choose which he wouddttikwork on. The groups the

students eventually formed are listed in Table 24.



197

Table 24: Student groupings for the pre-text analysisask completed in
students’ first languages (L1)

Student groupings Language analysed

Chika, Jae-ko, Popo | Japanese

Cathy, Tuahu French

Adhin, Tolib Indonesian and local languages
Lilu Russian

Jeon Korean

The students again responded to these tasks with kieation, using both English
and the languages listed in Table 24 in their grogpudsions. Each group then
reported their discussions to the class, role-playingicpdéar greeting scenarios
with translations in English. The students seemed toblee ta generate lists of
examples of greetings they observed or practised astihgliished in which

contexts each greeting might be appropriate.

| recognised this task as successful in creating opptdsifior students to develop
critical cultural awareness in that each student’$yaisaof ‘self’ greeting practices
allowed other students in class access to alternatisoner of greetings, to the
diversity of ‘other’ greetings. As students were demaitisty and explaining ways
of greetings familiar to them, other students in classdasgkeestions, pointed out
similarities and differences between the greetings igexttin different languages
and by different cultural groups. In this way, most stid’ bodily and verbal
behaviour indicated interest in alternative forms refegings. In one instance of the
data, however, | recognise one student failing tmawledge an ‘other’ greeting as
legitimate and valid. This is during Lilu’'s summary of theys greetings are

practised in Russia:

1 Lilu: Sometimes girls, we shake hands with my friends,
2 sometimes we kiss=
3 Cathy: =Where kisses?
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4  Lilu: Girls boys, boys girls, sometimes girls to girls ang$to
5 boys.

6 Cathy: You kiss where?

7 Lilu: Where? On the cheek.

8 Cathy: Cheek? Really?

9  Lilu: Yeah.

10 Cathy: | thought it was on the lips.

11 Lilu: Nooo.

12 Cathy: | saw that on the gym, when the Russian ggtmana

13  Lilu: Was it her coach?

14 Cathy: Yeah.

15 Lilu: Oh, that's ok. [aughter from clagsThat’s weird for me
16 but that's ok.

17 Cathy: | don’t know.

18 Lilu: They're like family because she spends most of inee t
19 with him. Just because she express her feelings doesn’t
20 mean she loves him.

21 Cathy: Do you kiss your father on the lips?

22 Lilu: No.

(classroom transcript, Unit 2, module 2)

Here | read Cathy as ‘othering’ a Russian greetingtjpey as defining Russians as
odd and unusual, as deviant to the norms availalllertoln Cathy’s negotiation of
difference here, the us/them divide appears to remadisturbed, with ‘self’
constituting what is normal and natural. | recognisk I this data extract as
refusing to take up the position of deviant ‘otheréated for her by Cathy. |
recognise Lilu as doing so by disidentifying with thraqtice (“that’'s weird for me”
line 15), but also by struggling to make what is famitiad normal to her, familiar
to Cathy as well (lines 18-20). Lilu appears to beggiing to create a space in
which Cathy can arrive at a meaningful synthesis @iemince (Asher, 2005). |
recognise this space that Cathy and Lilu try to craaten example of third space, a
place in-between fixed categories, identificatiormstructs. As | argue at the end
of the chapter, these third spaces are not necessanilfortable to negotiate in nor
are they trouble-free and uncomplicated. Instead habiBa (1994) puts it, they can

be “antagonistic, conflictual and even incommensuraffe?2).

| perceived the pre-text analysis tasks of this unit asessful in creating spaces
for students to examine the diversity of both familiaxd aforeign greetings.
Moreover, the tasks appeared to introduce a focusi@mramplexity of practising

greetings in New Times, in contexts where the locdl the global merge. Tuahu,
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for instance, drew attention to the way he practibeth mainstream French
greetings and traditional Tahitian greetings, andsAay has taken up new forms of
verbal greetings in Australia, in particular, he saioljoquial expressions such as
“G'day mate” (classroom transcript, Unit 2, module 2)rekognise Tuahu’'s

comments as significant in drawing attention to the tvays required to navigate

between familiar and foreign practices.

Adhin too drew attention to his participation inargecting local/global spaces. In
the data excerpt | presented earlier, Adhin suggestshi uses the expression
“How's life?” (line 11) as a form of greeting in Audiea He later explained that
this is, in fact, a translation of a common expressiondss in Indonesia. Here |
recognise Adhin’s response as exemplifying a transferocél | knowledge to

foreign spaces, exemplifying the transcultural natfreanguage and discourse in
New Times (Luke, 2002). Adhin, Tuahu and other stuslamtsponses suggested
that this set of tasks had encouraged them to explergatability of practising

greetings in local/global contexts.

While Jae-ko, Chika and Popo were listing possibeEetgngs in Japanese, Popo
drew attention to the ways Japanese greetings ame ofintextualised as occurring
only in formal situations. She suggested that she hadepred a textbook written
for learners of Japanese and recognised that a stérstbn of Japanese greetings
was being constructed: “I read a Japanese textboskvdry strange for me.
Japanese greeting was very polite, always very vditepo the book” (classroom
transcript, Unit 2, module 2). Popo seems to be alraadye of the failure of texts

in capturing the diversity of greetings.

While-text analysis

My expectation with the while-text analysis tasks wa the students would draw
on their earlier discussions of greetings to critiqueedbnstruction produced in the
text | had selected for analysis. | had assumed that taske could encourage
students to question the ways stereotypical represergatiocultural practices are
taken up in the text and the ways this helps sterestigpeome taken for granted

and natural.
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Table 25: Student groupings for while-text analysis tsks

Student groupings

Jae-ko, Popo, ChikpAdhin, Cathy, Tuahu| Jeon, Lilu, Tolib

6. Who produces ELT textbooks? 7. Who are they produoed For you? 8.
What are these pictures aimed at teaching?

The first three while-text analysis tasks were intenidedmphasise that texts are
produced by particular groups of people to achiemtiqular effects, the view that
texts are not natural or neutral. The students apgdarbe familiar with producers
of ELT textbooks, suggesting “Cambridge” (Adhin, classnowanscript, Unit 2,
module 2) and “Oxford” (Jae-ko, classroom transcriptit 3 module 2) as
possible publishers. | had anticipated such familiardtyeld on the assumption that
these students had been learning English for a numbyetaoé in EFL contexts and
had probably already been exposed to various ELTboeks. The students also
recognised that as EFL learners they might constitetedttal audience of this unit:

1 Mehtap: Who are these texts produced for?

2 Popo: Students.

3 Adhin: Students.

4  Mehtap: What kind of students?

5 Cathy: International students.

6 Mehtap: Yeah, maybe. So would you be the readdieet texts?
7 Lilu: Yeah | would.

8

Adhin:  Yes, we are international students.
(classroom transcript, Unit 2, module 2)

Unlike some of the texts of module 1, this particulat sppeared to be identified
by the students as relevant to their learning, whigjgssts that students might have

more investment in participating in its analysis.

The students identified the title of the text (“whee say hello”) as well as the
images of people shaking hands and bowing as clues tbtimdextbook unit is

aiming to teach. Cathy suggested recognition of thésuaim as teaching “the
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different ways to say greeting somebody around thediv@classroom transcript,

Unit 2, module 2). Other students suggested a similagngoon:

Popo: To teach the difference between=
Chika: All culture different
Popo: Culture

Jae-ko:  How different
Chika: Different greeting?
Jae-ko:  Greeting?
Chika: | think.
Jae-ko:  Greeting in the world.
(classroom transcript, Unit 2, module 2)

O~NOOTA~ WN P

9. Do these pictures reflect the diversity of greetingstiy@au have just been
discussing?

| was particularly interested in students’ responsehkisotask as it was here that |
intended to contrast the narrowness of the versiogreétings produced in the
textbook with the variety and complexity of greesngtudents had suggested

earlier.

Most of the students in class responded to this task yis What suggested that they
recognised that the text did not capture the diwerditgreetings. In one group, for
instance, Popo, Chika and Jae-ko suggested that #tews producing a
stereotypical (lines 2-5) and limited view of greesirftines 8-10):

1 Jae-ko: 1feads the task out lojid

2 Popo: ... Just only typical scenes.

3  Chika: Exactly what she¢ferring to Popd said. Stereotype. ....
4 Yeah, just stereotype in their life, what they do.

5 Popo: Yeah just typical things.

6 Chika: We can always add European situation kissing and

7 hugging.

8 Popo: ... I's not all.

9 Chika: Just it's not enough

10 Jae-ko:  Not enough.

11 Popo: ... and ... also for Japanese we said we sometimes shake
12 hands.

(classroom transcript, Unit 2, module 2)

The students here appear to recognise that the telxides particular constructions
of realities: Chika suggests broadening the text’'s disimof European (lines 6, 7)
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and Popo appears to extend the practice of shakmdshzeyond the text's German
category (lines 11, 12). | recognise these responsedessptd to include more
variability in the text’'s construction, which is preely what | had hoped for. Also,
Popo’s use of “we said” (line 11) suggests to me thatsteawing on earlier class

discussions.

Jae-ko contributes little to the discussion above, aplgearing to agree that the
text's construction of greetings is problematic (ling. However, in a journal entry
submitted the following week, Jae-ko presented aeragittensive reading of the
text. He too appeared to recognise the failureh tonstruction to capture the
diversity of greetings and appeared to argue for a&momplex conceptualisation

of Asian and western greetings:

Someone said about those pictures like this “a bove®i is the Asia area
and a handshake is the west area”. | don’t think $o.disagree because
probably that person don’t know all of Asians grediimgd also the west
too. ... | can’t agree with it. It was a shallow thoughnyway those pictures
were not enough information. (journal entry, modyle 2

In another group, | recognised Cathy and Adhin as@ugstioning the construction

of greetings in mutually exclusive categories:

Cathy: Feads out loud the sentence ‘In Germany we shake hands’
in the text We can’t identify the country because there are
many countries that shake hands

Adhin:  Yes, these two pictures are different. One istera one’s
Japan. For this onedferring to the handshakéthink not
only western people but also Asian do this.

(classroom transcript, Unit 2, module 2)

OOk WNPE

Both Cathy and Adhin appear to problematise the weytéxt has confined a
particular greeting practice within particular bersl Their responses suggest that
they recognise the fluidity and complexity of thegdice of greeting. In this group

Tuahu did not participate in the discussion.

The group in which the least discussion occurred was, Jéla and Tolib’s group.

Jeon appeared to focus exclusively on the construaifoa stereotypical Asian
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category. In his response in the excerpt below, he seemst under scrutiny the

homogeneity assumed in this construction:

Jeon: | want to say | don’t know this picture Koreean't say
this is Korea because thagferring to thepicturein the
texq keep their hands on their sides but whenever we bow
we have hands on our stomach

Lilu: But it says Japanese here anyway.

Popo: pverhears this conversatipNo, but ... sometimes we
bow this like, but sometimes ... we bow with our hands in
front of body.

~NoO o~ WNBE

(classroom transcript, Unit 2, module 2)

Jeon appears to be trying to disrupt the stereotypieedion of Asian greetings
produced in the text. He constructs Korean greetmagtiges as distinct to Asian
practices, which | recognise as an attempt to drawmtaiteto the complexity and
diversity within Asian practices. Lilu, on the othemld, points out to Jeon that it is
not Koreans who are implicated in this constructiore 8bes not seem to share
Jeon’s concern with the static representation of Asiteanwhile, Popo, who at
the time was engaged in a discussion in her own grougsheard this exchange. |
read Popo’s response to Lilu here as another attengptetstion the narrow version
of bowing constructed in the text. The discussion is troup did not continue

after Popo’s comment.

In Lilu’s response above | do not recognise an attemptll for a broader, more

complex construction of greetings. However, for asie@me of the other students,
| perceive this particular task as having created eptual spaces to explore and
question the ways cultural groups and their practicesstabilised in opposing

categories, underplaying the complexity of culturagagtices. | recognise this

awareness as valuable in participating in times of teahpod spatial variability.

10. Why has the textbook producer included these pict@re

With this task | wanted to focus explicitly on thetteook producer’s intentions in
choosing to include this particular construction. p@&sted students to examine the

discourses that might have been available to the tektbmducer.
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In order to provide students with the time to refleattheir responses and to work
on any linguistic difficulties they might have whenrfwlating these responses, |
set this task as homework to be completed in their jtairRéve students submitted
journals with their responses recorded in them, whigerémaining four students

claimed they had forgotten to do it.

In the journal entries submitted, Popo and Jeon apgéarattribute the inclusion of
a simplistic construction in this textbook to the ladktlee textbook producer’s
knowledge and expertise. In their journal extract®wge both students identify
western societies as the text's producers and appeaguetstion the eurocentric
assumptions of the west in assuming the authority to peodua circulate

representations of others:

Maybe the textbooks are made by western people apdhtnee an image
but it is just an image. The greeting ways are chadgpeénding on person
or generations. (Popo, journal entry, module 2)

This textbook could be made by English people ... Howethés textbook
might give the students wrong information. Actually yth@textbook
producer$ don’t know what the exact character is about tleepte of
another country. (Jeon, journal entry, module 2)

What is also significant in these two students’ responsttmisas | argued in my
analysis of module 1, they contest the misconceptioffiopwird in CDA literature
by Fox, (1994), Warren (1996) and others that Asiadesits are obedient to all
forms of authority. Jeon and Popo’s responses suggestttmatrtbey do not take as
natural the truth produced in a text. These studemtsotl seem to be at a cultural
disadvantage that could prevent them from engagirg entical dialogue with a
text. To the contrary, here | recognise these studgenthallenging the knowledge
produced in a text and the authority of its prodsiderdo so. | recognise them as
resisting taking up a submissive reader position (Kumdreek, 2003), as

possibly drawing on a critical cultural awareness.
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Tolib had remained silent throughout class discussions.eMenythe journal task

appears to have provided him with the space to reflethe text's construction:

| think they just take a simple way to show the diwgrsihey suppose by
two different pictures that represent two differendtures are enough to
explain us the culture diversity. It was possible théhans expect our
creativeness to look for and discuss other culturesngbentry, module 2)

Here it seems that Tolib questions the simplificationdofersity in the text.
However, rather than attribute this to the textbpoéducers’ lack of knowledge
and presumptuous attitude, as Popo and Jeon appea®dTiolib suggests it is the
readers’ responsibility to complement any possible gapsudis in the text. In this
way, he appears to partially relieve text producdreesponsibility in mobilising

particular discourses and circulating particular waguas.

Tuahu had also not participated in class discussionsttent@ed to respond to the
task in his journal. Here he appears to draw atteribcthe differences in the ages

between the pairs practising greetings in the textwkite:

The paperreferring to the text analysg¢dghows just two ways of greeting.
. For the picture of westerners these two persons arenvbkreas the
Asians are young. | don’t know what it means but theketvery bad
examples. In fact, if you want to show different waysyeeting, first the
same age for all people is more appropriate. In alhtms the ways of
greeting change compared with the age of peopletr(@ entry, module 2)

Tuahu appears to suggest that differences in greptexgices are not necessarily
due to cultural differences but might also be becatisifferences in age. His use

of “just two ways” and “"they take very bad examplesggests that he perceives
the text’s construction of greetings as problematichieutioes not appear to be able

to explain his argument (“I don’t know what it means”).

Drawing on students’ responses to the tasks and jourt@snt seems that for
most students the while-text analysis tasks in this unibigaged an examination

of the ways societies are locked into particular walygperforming. The tasks
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appeared to highlight the contrast between statistoactions of cultural practices
and the ways students’ relations and experiences areasingly becoming more
blended and complex. Most students also seemed to reco@isea binary
construction of difference fails to capture the fityaf ‘self’ and ‘other’ practices.

The only student who did not appear to find the’'sesttnstruction problematic was

Lilu. Her response to the final while-text analysisktavas:

| think he fextbook producgrhas put them there because he might has
divided the world into two parts: European greetiagd Asian greetings. He
has done a lot of studies about that subject and jokeg up the most
common things on the greetings. | cannot agree witplpewho say that the
author did not know enough about what he was vgrieibout. (journal entry,
module 2)

Lilu's entry suggests that she perceives a binary divissbrthe world into
“European” and “Asian” as natural and unproblematibe $loes not appear to
perceive any reason to doubt the text producer’s ledye or intentions,
suggesting that she might assume text producers as ungabii@uthorities in
producing unquestionable truths. Lilu appears to bengaense of the text and the
world it is producing by taking up a binary logtbe very discourse | had intended

the unit to challenge.

Post-text analysis: Scan through these textbooks. Do aithem capture the
diversity of greetings?

This task was responded to in a subsequent lesson, affentstthad had time to
respond to the final while-analysis task in their j@lsn The purpose of the post-
text analysis task was to provide students with the spma@&xamine alternative
constructions to that produced in the texts analysedtlaose available to them. |
worked with the assumption that it is necessary to moyergedeconstruction of
realities, beyond identifying gaps and faults, to expl productive uses of power
(Luke, 2002; Luke et al., 1996). That is, | wanteceimphasise that more equitable

and complex constructions of realities and relationsbesproduced in textbooks.
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For these purposes | distributed various ELT textbookssfudents to analyse in
groups and asked them to discuss whether they belieyeof ghe pictures in these
texts captured cultural diversity. My expectationehers not for students to reach a
consensus about either of the textbooks analysed bet tatexplore the possibility
that other versions of greetings can be constructed, sémdich might include
more diversity and variability than others. The stislerontinued to work in the

same groups as in the while-text analysis tasks (see Table 2

After students scanned through these textbooks, sewtrtlem identified the
textbook Handshake(Viney & Viney, 1996) as one that attempted to captur
diversity. Adhin suggested that “we have discussediatl bf greeting here just
like these pictures” (classroom transcript, Unit 2, nled). Tolib added “because
all are here. Different kinds of greeting, shake hakds, bow, nod head”
(classroom transcript, Unit 2, module 2). Cathy too apgek to agree: “yep. We
said number 4rgferring to the textbookdandshakg because it has just all we
discussed, kissing, shaking hands, hugging, everythit@sgi@om transcript, Unit
2, module 2). It seems that for these studetaisdshakencorporated the range of
greeting practices they illustrated earlier in ting&.ueon, however, appeared to be
ambivalent with this selection. He shrugged his shouldersf to suggest he was
not content with the choice, but did not suggestlemrative text. Lilu and Tuahu

remained silent too.

In module 1 | had asked students to complete the pastedysis tasks of most of
the units as homework, which had resulted in most apye&oi forget to do it.
Completing the post-text analysis tasks during class hasrd,did in this unit,
appeared to be more successful in providing students agitless to alternative
constructions of the topic. This task was designed Wwithekpectation that students
would recognise the text they had analysed with thdewext analysis tasks as
failing to capture diversity and hybridity and, tefre, that they would be
interested in seeking alternative constructions. Theseffor students like Lilu,
who did not read the text's construction as problematic like Tuahu, who
responded to few of the tasks in the unit, seekingraltizes to the text might not

have been relevant.
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| have limited data on the meanings Tuahu made of éig tasks and his
classmates’ readings in this unit as he voiced his o@roaty in a journal entry. At
the end of module 2 in the feedback form | distributemivever, Tuahu expressed
his view about the unit. He wrote: “The topaf Unit 2] was original and how other
people are greeting interested me very much. | hadrreesked me how the other
person’s greeted” (feedback form, module 2). | read tomment as suggesting
that this unit had encouraged Tuahu to reflect eneixisting assumptions of an
everyday cultural practice. It appears to have ralssdinterest in exploring an
everyday practice like greetings, which might alscsgaan awareness of the
hybridity, complexity and heterogeneity of familiamdaforeign, local and global
cultural practices. What is significant about Tuahwsment is that | had made
sense of his silence in group and class discussions as & sign-participation, as
suggesting lack of interest. Without the feedback fommight have continued to

construct him as an indifferent learner.

Unit 2 was one of the units in the program that | gegbteaching the most. |
perceive this unit as having achieved most of the aimasl Iset. For instance, in this
unit | believe that the pre-while-post text analyseqjuence achieved for most
students the intended shift from exploring the compjexind variability of
practices that one experiences, to contrasting thib witstereotypical version
constructed in a text, and finally to exploring ai&ives to this construction. What
might have contributed to the success of the unitccbalthe relevance of the topic
to students’ everyday experiences and their familiavith the type of text | had
selected. In this unit | recognise some students queggidhen essentialisation of
greetings and arguing for diversity and complexitythlis sense, | would argue that
the unit had the potential to open up spaces fodévelopment of critical cultural

awareness for many of the students.

Unit 3: Analysing the construction of ‘Australianness’ h Crocodile Dundee

In Unit 3 | chose for analysis the construction of Aalsin men in the film
Crocodile Dundee. In module 1 | had designed Unigm@ 3 with the intention of

encouraging students to examine the ways Australians b&ing defined in two
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different texts. However, as | claimed in my analysethese units, it seemed that
the students did not recognise the stereotypic undengs of these texts. As |

argued then, one possible reason for students’ faikuredognise the narrow and
static construction of Australian men and women in W texts might have been
that these two texts were produced for the consumpfi@m Australian audience.
In other words, these students did not constitute tbal ickadership of the texts
and, hence, the texts and the realities they produugtit have been of little

relevance and interest to students.

This unit of module 2 is another attempt to encouraggesits to analyse versions
of Australians produced in texts. | recognised CroeoDilindee as a film produced
for an international audience, and assumed that tlierssi might be members of
this global entertainment market. | hoped that with tasks | had selected (see
Table 26 below) students would be able to recognideqaestion the way the film
circulated and reinforced ‘Australianness’ as rough tmgjh and as existing in

outback Australia.

Pre-text analysis

| was aware that some of the students might have alkgattyed this film whereas
others might not have even heard its name. Therefane|uded this task with the
intention of encouraging those familiar with the filareflect on what they already
know about it, and for those who had not watchdeiore, to familiarise them with
the theme of the film. | asked the students to respottidddask as a whole class to
avoid those not familiar with the film being in the sagneup and not being able to
respond to the task.

Chika, Popo and Tolib suggested that they were famaith the name of the film
but had not watched it (“I don’t know. | just heatttk film”, Tolib, classroom
transcript, Unit 3, module 2). In an attempt to pdevinformation about the film
Lilu suggested “it's like Indiana Jones” (classroom trapscinit 3, module 2),
suggesting possible recognition of the way both Indidoaes and Crocodile
Dundee equate masculinity with physical strength, gri@nd adventure. Tuahu

proposed another reading of the film, suggesting trettain character in the film



210

“is like Don Juan” (classroom transcript, Unit 3, mod@le Tuahu’s response

suggests that he recognises a flirtatious, sexually desivstralian masculinity

being produced in the film Crocodile Dundee. The estisi, however, did not

appear to recognise the analogy Tuahu was makingtaSkeappeared to succeed in

providing introductory information about the film smme students, and for other

students seemed to initiate reflection of they alrdambyv about it.

Table 26: Student groupings, objectives and tasks of itr8, module 2

Student groupings | -

Adhin, Tolib, Tuahu Absent
Chika, Popo Cathy
Jeon, Lilu Jae-ko

Objectives -

to question the mass circulation of a particular
construction of Australian men,

to recognise alternative constructions of Australian
men.

Pre-text analysis

1. What do you know about Crocodile Dundee?

While-text analysis

2. As you watch the episode from Crocodile Dundee radlgt of Mick
Dundee’s characteristics under these headings:
- Appearance - Behaviour - LanguageHobbies/Pastime
3. Does Mick Dundee reflect your observations of Alisinamen in Sunny Hill?
Is so, in what ways? If not, what information has beextueled?
Why did the film producers choose to use this pdaidgmage in the film?
Think about a viewer of Crocodile Dundee who meger been to Australia or
met an Australian. What effect could the film haveloviewer?

o s

Post-text analysis

6. Imagine that the Ministry of Tourism in your homeictry has asked you to
produce a brochure to introduce Australia.
a. Would you include images of Crocodile Dundee? \Winy not?
b. What kind of pictures and information would youlude about Australia
and Australians in the brochure?

While-text analysis

In the recording of the while-text analysis tasks,abf@m appears to have occurred

with the microphone recording Popo and Chika’s respongke data | have of

Popo consist of classroom notes | took during the unwell as Popo’s responses

which were picked up by the other two microphonesgqidaaround the classroom.
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Even though these are limited data, it has given me swights into the meanings
Popo made of the unit, the text and the tasks. WitkaCmowever, | do not have
records of any of her responses to the tasks. | do eot &2 have recorded any of
her responses in my classroom notes, nor have her resp@eesedoorded by
another microphone. Chika often spoke with a very goite, which means that

neither the electronic equipment in class nor | wete 8 hear her responses.

2. As you watch the episode from Crocodile Dundee makist of Mick Dundee’s
characteristics under these headings: - Appearance - Bebavt Language -
Hobbies/ Pastime

The students watched a 20 minute episode of Crocoditel&. | asked them to
take notes under the four categories | listed indkk &s they watched the film and
then to share their responses with group members. Alktindents appeared to
respond to the task, with some taking notes as they aditttie film and others

completing the task after viewing the film.

In one group, Adhin, Tolib and Tuahu responded &otésk in the following way:

1 Adhin:  Appearance?

2  Tuahu: Blonde, white, blonde hair.

3 Adhin:  And strong, big

4  Tolib: Yes, he is strongirls his arm and points to his bicéps
5  Adhin: Behaviour? | didn’t write this one.

6 Tolib: What does it mean, behaviour?

7  Adhin: Maybe | thought like lazy, he is lazy. Irdoknow...

8 Tolib: Language | think is slang, Australian slang.

(classroom transcript, Unit 3, module 2)

These three students appear to recognise that a “whggbng” version of
Australian men is produced in the film. In another grd@opo and Chika suggest a
similar recognition, identifying Mick Dundee as a “téii (Popo) “strong” (Chika)
man who “drinks beer” (Chika). These are the responsegpécted, responses
which suggest recognition of whiteness and physical giindpeing associated with
Australian men. | hoped that in later tasks this redamgnicould lead to students’
awareness that the text's construction of Australian rmemot the only version
available.
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Although | had observed both Lilu and Jeon takingesan response to this task,

they did not discuss their responses:

1 Lilu: What do you think Jeon?

2 Jeon: No idea.

3 Lilu: No idea? ... $peaks into the microphdnide says no idea.
4  Jeon: | don’t know Crocodile Dundee. Who is he?

(classroom transcript, Unit 3, module 2)

Jeon (line 4) seems to be claiming that he is not familith Crocodile Dundee,
although to me he had appeared to watch 20 minutdsaofd had written down
what | perceived to be responses to the task. Jeonsn®sinere can be read in a
number of ways. It can suggest that Jeon might not lz@eathat the task he is
asked to respond to is based on his viewing of the @mwith this response Jeon
might be suggesting that he has not gained enough igsigh this film to be able
to produce a response about it. Or, in fact, Jeon tnfiglsarcastic here, implying
that he has no interest in responding to the task. &vaathe reason is, Jeon does

not respond to the task and neither does Lilu.

3. Does Mick Dundee reflect your observations of Australimen in Sunny Hill?
Is so, in what ways? If not, what information has beexckided?

In this task | expected students to recognise that dhiety of Australian men in
Sunny Hill is not captured by the character Mick Be®. For this purpose | asked
the students to compare their recognition of the versicAustralian men produced
in the film with their observations of Australian menSanny Hill. | realised that
students might not have observations or experiencesaw ain to respond to this
task, which is what | had observed in module 1. In modul had asked students to
make similar comparisons before they analysed the teResefore, in this unit, |
asked students to make comparisons after they viewedrthehbping that seeing
and hearing versions of Australia and Australians énfilm might help them notice
familiar aspects as well as the differences between litred realities of Australia
and that constructed in the film.

In Popo and Chika’'s group, Popo responded: MK Dundeg likes look bloke”

(classroom notes, Unit 3, module 2). Popo appears todwardg) on the analysis of
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Australian men the students had carried out in Unif thodule 1, where some
students had suggested recognition that Australian mes leng constructed as
dominant over women, as lazy and interested only iohalcand sports. Her
response here in this particular task of module 2 suggiestsshe recognises a
similar construction of Australian men being producedocodile Dundee. She
appears to recognise that a similar stereotype undenhie construction of

Australia and Australians in the film.

In another group, Adhin, Tolib and Tuahu appeacethake comparisons between
what they observed in the film and their observatidreveryday life in Sunny Hill

and suggested several differences and similarities:

Adhin:  And young?

Tuahu:  Not young. He’s not younigiighg

10 Tolib: And the language is same, always slang. AESsidish.

11 Adhin: Having fun. Friendly

12 Tolib: But he Mick Dundeég is not friendly.

13 Adhin: Maybe fishing. Does he like fishing? | dokriow.
(classroom transcript, Unit 3, module 2)

1 Adhin: Beer foot is excluded I think

2 Tuahu: Beer foot? What is that?

3  Adhin: [after askingme for linguistic helpBare foot. Bare foot.
4  Tuahu:  Ahh, ok.

5 Tolib: In Sunny Hill always men wear slipper or sdada

6 Adhin:  Sandals yes. Not slipper, it's different.

7  Tolib: Also white. In the film Crocodile Dundeesalis white.
8

9

| read these students’ list of observations as suggestogniion that while the
film captures some of their observations of Australian me8unny Hill, such as
whiteness (line 7) and language (line 10), it failantdude other characteristics
these students seem to have observed, such as style afgclfihes 3, 6) and
personality (line 12). | read these students’ responsegasicant in suggesting
their awareness that Crocodile Dundee is not the modgible version of Australian

men and that there are alternative ways of beingustralian man.

Jeon and Lilu responded to the task by suggesting aasioliservation of men

walking bare feet in Sunny Hill:
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1  Lilu: Australian men like walking with bare feettbu

2 Jeon: Bare feet? What does that mean?

3  Lilu: Ahh bare, it means without shoes on your feet

4  Jeon: Ahh, yes, you're right. Like naked. ... also Aalgn men
5 wear short pants and short shirt.

6 Lilu: Yeah, many people wear shorts because it's so hot

7  Jeon: And long, long

8  Lilu: Tall, you mean tall?

9 Jeon: Tall and wide body.

(classroom transcript, Unit 3, module 2)

These students continue the discussion in the extragedhyolisting more of their
observations of Australian male bodies. While the tagleaged to encourage Jeon
and Lilu to reflect on their existing assumptions ansleobations of Australians, it
does not seem to have created a context for them toacentpese observations
with the versions of Australians produced in the filrheif discussion appeared to
focus solely on their perceptions of the appearand&usfralian men without any
explicit comparisons made with Crocodile Dundee. Inpghevious task Jeon had
suggested unfamiliarity with Crocodile Dundee (“I dokhow Crocodile Dundee.
Who is he?”), which might help explain why this grodipes not appear to make

references to the film in their responses.

4. Why did the film producers choose to use this particutaage in the film?

With this task | intended to introduce a focus on ihierests underlying text
production. | wanted students to examine the motivedenponning the film
producers’ choice in including this particular couostion of Australia and

Australian men.

In one group, the students appeared to perceiverthdation of a white, primitive,

outback Australia as neutral and beneficial:

Adhin: Because this stereotype is general, | mearptrabn, the
Australian stereotype in general ...

Tuahu Maybe to make advise for Australian

Adhin:  To show the world .... Because in general Australike
that

Tuahu:  To represent

Adhin: To represent the stereotype... to show theédwo

Tuahu:  The whole world will know the Australiantcue

O~NOOTh~ WN B
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9 Adhin:  Yeah. They try to imitate the person, thesihalian.
(classroom transcript, Unit 3, module 2)

Here Adhin (lines 2, 4, 5) appears to recognise stgmaat constructions as
representative of Australians, as reflecting a trudbua Australians while Tuahu
(line 8) seems to assume that the film will quite inndgeintroduce and provide
neutral information about Australia and Australianse3e two students appear to
be aware that the text is drawing on stereotypes tatriot recognise any of their
responses as suggesting that they perceive this takepupbdsmatic. Tolib did not

respond to this task.

In Jeon and Lilu’s group, Jeon was called out of ¢lessroom by an ELICOS
administrative staff member before he could respondeaatsk. | told Lilu that she
could join another group for this task but she prefiio wait for Jeon to return.
Jeon returned towards the end of the task when thders were reporting
summaries of their answers to each other. Although Liéd mot had the
opportunity to discuss her response to the task wibranin class, she reported to
the class that she believed that the film producers’ sa@Fest in choosing to
include this particular construction of Australian nvess: “I just thought of it that
main idea was money, could be. Th&gxf producergdidn’t think about anything
else”. Lilu did not provide further explanation foer response but it seems that she
recognises the material interests underlying text ptamucin Unit 2 of this
module Lilu had suggested an awareness that texts avealnand neutral
productions whereas in this unit she appears to beeatvat texts are produced to
achieve particular purposes. In the module she appeashift between various
meaning-making positions, from taking up the positionaofaive consumer of
texts, as in Unit 2, to interrogating text producergénts, as in this unit. With
different texts, different discourses appear to belavaito her.

In Chika and Popo’s group, Popo proposed her readinthe text producers’
intentions as: “l thought the film Crocodile Dundeeoks like cowboys. ...
American cowboy films are famous, so Australian cowboy lcarfamous too”
(classroom notes, Unit 3, module 2). Similar to my megaf Lilu's response, here

| recognise Popo as aware that the film's productioMwdtralian men as tough
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country men is intentionally done for financial gaiRe®po appears to suggest that
the text producers wanted to capitalise on the Amerizastern film industry,
which had already been established and proved suckeSkti implies that the
producers of Crocodile Dundee imitated north Ameridams with the assumption
that it will be to their financial benefit. Popo’'®aognition exemplifies Hall’'s
(1997) description of “the new kind of globalizatian [being] American” (p. 178),

a globalisation dominated by visual and graphic imadesodh America. Popo
appears to be already participating in such a glodatext.

5. Think about a viewer of Crocodile Dundee who hasreebeen to Australia or
met an Australian. What effect could the film have dine viewer?

The purpose of this task was to draw students’ attetdidhne way the film helped
to circulate and naturalise assumptions of Australian asermwhite, tough and
adventurous. | was aware that discussing the implicabbiexts’ productions of
reality was responded to the least in module 1 andeftive, asked the class to
respond to this task as a whole class. | assumed that dissussiald die out in
groups where none of the students can respond to artdskherefore, to encourage
more students to participate, | asked the class to resgitmyther. However, again
the task of discussing the real life implications oftsegenerated few responses

from students, with only two students responding todkk.t

Tolib was the first student to speculate on the effdu$ the text's version of
reality might have on viewers. He suggested awarenesghinaext produces a

limited view of Australia and Australians:

Tolib: Maybe the person who never came here to Austhal
thinks Australians is like Crocodile Dundee. They never
assume that an Australian is have rich continent and enayb
they don’t think in Australia have aborigine so tloeyy
think Australians is like not far from America maybe.
Lilu: Actually, the first time | seen it | knew only a ldtbit
about Australia. But when | saw this movie | wanted to
watch it again because it doesn’t show big cities kmau
they are so similar. And because it shows the outbaek, th
10 nature.

OCoO~NOUIDWNE

12 and because it shows aboriginals and what they eat and
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13 how white people, European people, how do they\eeha
14 when they put in that conditions, like how does tin the
15 journalist from New Yoikbehave when she is put in that
16 condition. She is afraid of everything. So | watciteaer
17 and over again because | liked to see how the pethjele,
18 are both white people and from outback.

(classroom transcript, Unit 3, module 2)

These two students produce different readings of tissilple real-life effects of
Crocodile Dundee on viewers. Tolib appears to recegthat the text fails to
capture the diversity of Australians (line 4), whidndead viewers to assume a
homogenous Australian population. He appears to reseghat viewers of the film
would be misled with the reality produced in the f(lmes 3, 5). This is a reading |
perceived to be desirable in that it suggests recognifhat the circulation of

essentialised realities can help to naturalise them.

Lilu, on the other hand, appears to draw on her experiences of being a viewer
of the film and the effects it had on her assumption8usftralia and Australians.
Lilu's response suggests that she recognises the film agporating the diversity
of urban and rural life in Australia by avoidingyciscenes and focusing on the
Australian outback (lines 8-10). She appears to rasegthe racial diversity of
Australians being captured in the film (lines 17, M)th this response Lilu does
not appear to have taken up assumptions of Australiathdifanin Australia as
homogenous, as rough and primitive as a result of wagdhia film, which is the
effect | had assumed the film could have on first tinesvers. Instead, she appears
to have been attracted to the complexity and vditatlaf life in Australia, which

she argues, is produced by the film. This is a readnagl Inot anticipated.

Earlier in a journal entry, Lilu had written abdwr perceptions of Australians and
English speaking people. She wrote that the reason skieydecided to study
English in Australia is because

| just like very much, no would even say, | love Ilistg) to people speaking
English. ... All these things create the magnetic woflErgglish. ... | know
the reason why | like so much to listen to the pedpéeause | admire them
and | hope | will be able to speak English one dapat way. (journal entry,
module 2)
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It appears that Lilu’s fascination with and admiratwinlife in Australia, or any

other English speaking country, might have contributed her gaining an

understanding of the diversity and complexity of lifeAustralia upon viewing the
film. In other words, the film might have reinforcedr ls@preciation of Australia
and Australians, reiterating her bias in favour of Aal&ins. What is significant in

Lilu’s response to this task is that she exemplifies thahé same way that the
meanings made of any text cannot be homogenous, naithehe effects of texts
on viewers. This is, however, an awareness | gainedadtdy analysing the data.

Jeon brought a different focus to the task. Bothbrafid Lilu mentioned Australian
Aboriginals in their responses to the task. Jeon apptarpick up on their
comments and adds his view on the status of Australianigibals in mainstream
Australian society:

Jeon: | don’t think Aboriginals are Australian.

Lilu: They are, they arefher students repeat “they arp”
Jeon: | know they are but=

Adhin: =Maybe Indonesia and Australian one land beayt

separateAdhin explains how a group of people in
Indonesia look alike Australian Aborigindls
Jeon: | know, but | thought most white Australians, IEsig
Australians. They say original people. Original Ausrad
they mention. They don’t say actually Aborigine
0 Australians, they say just Aborigine people.
(classroom transcript, Unit 3, module 2)

POooO~NOOOTA~,WNPE

Although this is not a response to the task, | recogres&’s comments above as
significant in that here Jeon appears to be examihi@gmplications of the choice
of a particular phrase (“Aborigine people”, line 1i@) reference to a group of
people (“Aborigine Australians”, lines 9, 10). He apps to be aware that the
exclusion of the word “Australians” when referringAuastralian Aboriginals serves
to marginalise this group of people as ‘other’ to Adstraand helps to naturalise
assumptions that Australians are exclusively white (linel fecognise Jeon as
aware that the choice to include a particular war@dnage in a text has real effects
on real people. This is the type of awareness | haddithe task would encourage,
and although Jeon does not respond directly to tkl, threcognise him as

suggesting such an awareness. Jeon’s comment here iscaignifi that it is the
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first instance in the data | have analysed so far ofuleotl and module 2 where |

recognise Jeon as questioning the essentialisation‘ofreanr’ cultural group.

Post-text analysis: Imagine that the Ministry of Tourism your home country
has asked you to produce a brochure to introduce Australia

The post-text analysis task was aimed at providing stadefth a context to

reconstruct Australian realities, to produce an adtieva version of ‘Australianness’

to that in the film. | asked the students to initialgcuss their responses in groups,
to decide if they could jointly produce such a brrehand then to commence
designing their posters. | distributed sheets of colopegebr to each student for the
brochures. The task, however, did not appear to eelitee purpose | had aimed
for. In fact, other than Jeon’s one line responsdgotask below (line 1), the task

was not responded to.

After giving the task instructions to the students, Je@s the first student to
respond. It appears that this is the only task in thiewmch Jeon responded to. In
his response below he appears to construct Australianazgsahd inactive, a

categorisation Lilu does not appear to agree with.

1 Jeon: Australian is lying on bedlging on chair otlie on beach
2 Lilu: Jeon, they workometimes

3  Jeon: | know but=

4 Lilu: =like every night.

5 Jeon: But they don’t keep the promise.

6  Lilu Really.

7  Jeon; If | made a promise to do something for 3 o’cltioky do
8 it normally half past three. They don’t keep theirdvo

9 Lilu: But just becaussomepeople

10 Jeon: Almost all do like this.

(classroom transcript, Unit 3, module 2)

In this extract, Jeon appears to be producing an t$sed, monolithic
construction of Australians, one which | recognise asethaon stereotypical
assumptions. He appears to be defining Australians as (&zy 1) and
untrustworthy (lines 5, 8), and appears to recogniseanation from this definition
(line 10). I read Lilu as attempting to draw to Jeoattention that his construction

might be only one of several versions of Australiamse(8).
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Adhin appears to support Lilu’s argument by adding theybe some Australians
like that, like lazy or something, but not all Austmas lazy. This is only my
opinion. | don’t want people to generalise” (classrdcanscript, Unit 3, module 2).
Adhin too appears to recognise that the category wdtralians is multiple and
complex, and that it is not fair to generalise intcodective mass. However, Jeon

resumes his initial construction of Australians as lazyagdes:

1 Jeon: | have bad experiences about the Aussie guy.

2 Lilu: Really? | like them. | do not agree that treg lazy. They
3 just know how to relax.

4 So | don't think they are lazy. Just a stereotype.

5 Jeon: Just the stereotype? It's lazy, Australiantaaye

6 Lilu: No. it's just because you come here and youaered

7 that they are all lazy, that they don’t do anythisg you go
8 on the streets=

9 Jeon: =lazy not mean that they do not anything. S mat lazy.
10 Work=

11 Lilu: =so what?

12 Jeon: Work here is from 9 o’clock to 2 o’clock. Trepended
13 almost 6 hours. They work for 6 hours, after that gtep
14 it. They don't care.

15 That's my belief about Aussie guy, very slow compaced t
16 another country, very slow. If you were in Korealaipn’t
17 know, any place, you can buy something any time, 24
18 hours.

(classroom transcript, Unit 3, module 2)

Lilu appears to recognise that Jeon is making a gésegrah based on a stereotype
available to him (lines 6-8). She attempts to poirttounim that this is a stereotype
and not a fact (line 4). However, Jeon appears tonssdbat his construction of
Australians, his experiences and observations, are noanesh reflection of a truth
(line 5). Here it seems that ‘self’ practices and assumgtabout work and leisure
familiar to Jeon set the norm (lines 16-18), marking ‘tiker’ as defective and
abnormal. The awareness Jeon suggested of the ‘ghefiAustralian Aboriginals

in the previous task does not appear to be availakledn in this task. So far in this
module, Jeon suggested awareness of the complexity e@cith of ‘self’ and of

Australian Aboriginals, a minority like himself in Audiea However, mainstream
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Australians appear to remain different and deviattitm | do not so far recognise

a critical cultural awareness being available to Jeon

Unit 4: Analysing constructions of men in fathers’ daycatalogues

The text type | chose for analysis in Unit 4 wasdashday junk mail catalogues. In
these catalogues | recognised Australia being constrastea homogenous, white,
middle class society, giving the impression that non-m&astrbodies, practices
and interests are non-existent. | perceive these texte tproblematic in that the
complexity of the make-up of Australian society — théural and ethnic hybridity

and diversity experienced due to migration, social ecwhomic globalisation — is
ignored. With the list of tasks in Table 27, | aimedeiecourage students to
recognise this construction as representing a particgletion of society and to
guestion the messages the text produces about whattgt@msstiormal and natural

in Australia.

Table 27: Student groupings, objectives and tasks of itr4, module 2

Student groupings | - Jeon, Lilu, Popo Absent Tuahu, Chika
- Cathy, Jae-ko, Adhin, Tolib

Objectives - to question a homogenous, Anglo-ethnic construction
of Australia,

- to recognise the plurality of cultural practices,
identities, relations that make up Australia.

Pre-text analysis
1. What is a fathers’ day catalogue?
2. What would you expect to see in these catalogues?

While-text analysis

3. Look at these catalogues. What do these men lkek Describe them in terms
of:
-Appearance -Age -Skin colour -Interests

4. Describe the men who are not included in thesdazates. Why are they not
included?

5. If you had seen Australian men only through thetsdagues, what would be
your impression of them?

U7

Post-text analysis
| have arranged for you to interview a person td it their views on
Australians. Brainstorm the questions you would likesta a
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Pre-text analysis

| had anticipated that the distribution of junk mailrelation to fathers’ day might
not be a familiar practice to all the students, andl &ssumed that, in such cases,
the pre-text analysis tasks could familiarise students tlvéke texts. The first task
appeared to achieve the purpose of encouraging stuttemeflect on what they
already know about the type of text to be analyse@ppeared that the phrase
“fathers’ day catalogue” (task 1) was not availablany of the students in class.
However, upon browsing through the cover pages of ssygfl such catalogues,
several students recognised these texts as “advertisingatiat@opo, classroom
transcript, Unit 4, module 2), suggesting “you can $@sd when it is mothers’
day” (Cathy, classroom transcript, Unit 4, module 2)e Rvailability of mothers’
day practices, it appeared, was significant in helgimge students make sense of

fathers’ day and related printed texts.

The second task also appeared to encourage explocdtite meanings students
made of fathers’ day and fathers’ day catalogues. éngooup, Jeon, Lilu and Popo
focused on both mothers’ and fathers’ day practices alhthree appeared to
associate gift giving with these occasions. Popo ang Edr example, suggested
that they might buy “flowers” (Popo, Lilu, classroomartscript, Unit 4, module 2)
and “cards” (Lilu, classroom transcript, Unit 4, modR)eas gifts for their parents
on mothers’/fathers’ day. Jeon also suggested possibte hgftmight give to his
parents, but gave examples of possible non-commercialigifmight make or buy:
“I make food, massage and theatre tickets for my pargnla8sroom transcript,
Unit 4, module 2). He also added “but these gifts tleapnot sell in these
catalogue”, suggesting recognition that fathers’/mathatay catalogues are
produced for the financial gains of text produced? Lilu and Jeon’s responses
suggested that these students were exploring andtieflen the range of possible
meanings and practices available to them in relatiaimaéaopic. Dialogue of this

sort is what | expected the task to encourage.

The same task appeared to also encourage studentsathénegroup to examine
the readings they made of fathers’ day practices. Hewavstead of listing a range
of possible gifts they might find in the catalogues, emnJ Lilu and Popo did, the
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students in this group appeared to question the takef the practice of fathers’

day and the relevance of analysing fathers’ day:

1 Jae-ko: 1feads task 2 out lojgd don't care about fathers’ day.
2  Cathy: What is it for? Just for presents? [Just ongEag thank
3 you papa. ...
4  Adhin:  [... just for business.
(classroom transcript, Unit 4, module 2)

In this extract Jae-ko suggests that he is not inter@stdoe study of fathers’ day
practices and Cathy seems to question the finanderkests underlying the take up
of fathers’ day (“what is it for?, line 2). She suggeawareness of the consumerist
discourses underpinning fathers’ day practices (“justpfesents?, line 2), which
Adhin too appears to recognise (“just for businessg 4ih | read their responses as
disrupting the naturalness of the capitalist consumegstraptions circulated
around fathers’ day. Perhaps due to these studeritsofanterest in the topic, they
did not further respond to this task. Tolib did napend to the task.

In a journal entry submitted the following lesson, Adldrew attention to the
regional and familial variation in the practice aftfers’ day in Indonesia, claiming
that “not everyone knows it. For example, in Indonedepends on region, maybe
the families” (journal entry, module 2). He exemplifigdis variability by
suggesting that while fathers’ day was a practice familo him, it was not
practised by Tolib, who was also from Indonesia. | réathin's response as

guestioning assumptions of homogeneity in the practi¢atioérs’ day.

What | recognise as significant in Adhin, Cathy ane-ka's responses to this task
is that they situated the practice of fathers’ dag gocial and economic context and
questioned the various discourses at play in its ciionlat read their responses as
suggesting that they do not take as natural or netiggdractice of fathers’ day. On
the contrary, it appears that the practice was ahtarme. | recognise now that
when designing the tasks of this unit, | had assumedtibahcreasing take up of
fathers’ day practices around the world, a practiodetpinned with western
consumerist norms and expectations, was non-problemdiad hssumed that the
practice of fathers’ day or mothers’ day was commonrardal to all. | aimed to
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disrupt the circulation of mainstream bodies and vallesugh this particular

practice, but did not aim to question the practiselit Adhin, Cathy and Jae-ko,
however, appear to be more aware than | was obl@abimass consumerist culture
(S. Hall, 1997). | recognise them as questioning thgswhe practice of fathers’
day is becoming normative in the world and resistingwags the practice and

associated texts position them as willing and naive conrsume

While-text analysis

Students analysed four different fathers’ day cataeghe tasks were designed
with the intention of encouraging students to recegnihe texts’ normative
construction of Australians as an ethnically and socaemically homogenous

group and to question the implications of the mass aiticui of this construction.

1. Look at these catalogues. What do these men |da?liDescribe them in terms
of: Appearance, Age, Skin colour, Interests

For both groups of students, the task appeared to msikdevthe construction of
Australian men as Anglo-ethnic, able-bodied, physjcatitive and healthy. Upon

receiving the task, one group responded:

Cathy: Appearance?

Jae-ko:  They are tall, skinny, powerful

Cathy: Good looking

Jae-ko:  Mostly young

Cathy: Yeah, normal

Adhin General appearance, normal, normal man.

Cathy: They are pretty good looking.

Tolib: Well groomed, slender

Cathy; What about age?

10 Tolib: 20 to 60.

11 Cathy: | think younger, maybe 25-3akes notds Ok. And skin
12 colour?

13 Jae-ko:  White, American.

14 Cathy: Interests?

15 Jae-ko:  Sport, work, fishing, camping.

(classroom transcript, Unit 4, module 2)

O©CooO~NOOUITh~WDNPE

These students’ responses suggest that they were abtierbfyi the way a

particular image of Australian men was being createdhbytext. In this extract,
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Cathy, Jae-ko and Tolib appear to recognise théstemnstruction of masculinity
as fit (lines 2, 15), physically attractive (lines 3, Young (line 4) and white (line
13), a construction | had hoped students would resegdieon, Lilu and Popo in
the other group also suggested a similar recognitidgheomen as “white, clean and
healthy” (Lilu, classroom transcript, Unit 4, module ahd “young” (Jeon,

classroom transcript, Unit 4, module 2).

What remained vague in the extract above was CatthyAdhin’'s use of the word
“normal” (lines 5, 6). When asked to clarify what thexeant by the use of this
word, Cathy remained silent while Adhin repeatedrtmal”. He appeared to be
unable to supply a synonym or an equivalent expregsianhcould express his
understanding of the word. | read students’ use sfwlrd as suggesting that they
might take for granted that able-bodied, fit, whiteen constitute the norm in
Australia, an assumption | intended to investigate alsdugt by asking these
students’ to reflect on their use of this word. Theathility to clarify their use of
the word, however, can also suggest that linguistiticdifies may have impeded
their explication of this word. They might be awafehe variability of male bodies
in Australia but may not have been able to linguifificaerform this awareness.
This draws attention to the difficulty of conductingsearch in foreign language
contexts, where participants are expected to sponiahewverbalise their thoughts
and feelings in a foreign language.

2. Describe the men who are not included in these tjaes. Why are they not
included?

The purpose of this task was to draw students’ attemdidhe invisibility of non-
mainstream social groups in the text and the way thisibNty can serve to
marginalise them further. | also anticipated that #s& tould encourage students to

reflect on whose interests these exclusions might serve.

In one group, Popo and Jeon identified the Aboalgpopulation of Australia as

absent in the text:

1 Jeon: feads the task out lolid.. Which men are not included?
2 Popo: ... Aboriginal.
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3 Jeon: No, | saw one.

4  Popo: No, that one is not Aboriginal.

5 Jeon: fleads the task out lolidVhy are they not included?
6 Popo: Discrimination

7 Jeon: Yeah, | think this kind of thing.

(classroom transcript, Unit 4, module 2)

Popo and Jeon seem to be aware of the circulatiosct discourses in relation to
indigenous affairs in Australia. Popo’s identificatioh“discrimination” (line 6) as
a possible reason for the exclusion of indigenous pesyggests she is drawing on
assumptions that it is a racist trajectory that has camsettuan imagined white

Australian community.

In the other group, Cathy appeared to recognise“thsdbled people” (classroom
transcript, Unit 4, module 2) were absent in the steX@he also added that
“Australian man has beer belly and | didn't see bigsgtgre with beer belly”
(classroom transcript, Unit 4, module 2). Adhin too ssggd “the big fat Aussie
not here” (classroom transcript, Unit 4, module 2)bdth groups, several students
appeared to recognise that particular sections of Aligtrsociety, those that they
appear to have observed in Sunny Hill, are not aeduin these advertisements.
This is the type of reflection | had hoped the taskild@ncourage.

With the intention of introducing other absencesimtexts | asked the class:

Mehtap: What about Indonesian Australians, Asian AuatraP
Chinese migrants? Are they included?

Adhin: No.

Mehtap: Why not?

Adhin: Maybe the number of consumers heeddrring to Sunny
Hill] determined by Anglo-Saxon. Asian people not so
much here maybe.

Mehtap: Maybe... What about ... older fathers then?

Jeon: They only neagbodlooking guys and they neadoney!

(classroom transcript, Unit 4, module 2)

O©CooO~NOOUITh~WDNPE

Adhin (lines 5-7) appears to be aware that texts im@used for the consumption of
an ideal audience, and appears to account for thsibility of particular social
groups in the text by suggesting that these groupstmamake up the readership

of these texts. Jeon’s description of the selection of iméhe text as “good looking
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guys” (line 9) suggests that he recognises that adiggtitexts work with the
assumption that beauty fades with age, and therefaleidie younger age groups.
Both students seem to recognise the marketing discoursespumung the text and
the text producer’s desire to gain material profih€$t need money”, line 9). Tolib
had remained silent during most of this task. Howeverfrémguently nodded his

head, suggesting agreement with and approval of 3dwat and Adhin said.

Drawing on students’ responses to this task, it seems thatak might have
encouraged recognition that the text producer cdwdde produced alternative
constructions of Australian men, and this recognition hinigave encouraged
students to reflect on the multiple ways of being Alisina opening up spaces for
the development of critical cultural awareness for setudents. Popo, Adhin and
Jeon’s responses also suggest that they associated thationcaf white Australia

politics with discourses of advertising.

It appears, then, that Lilu was the only student foonv the task did not encourage
reflection of the diversity of Australian bodies tlats not captured in the text. Lilu
was in the same group with Jeon and Popo but did adicipate in their
discussions. Instead, she responded to this task on theofivelgte-text analysis
tasks | had distributed. The response she had writteyn deas “they are all
included” (classroom notes, Unit 4, module 2), which sgtgto me that those

invisible in the text also remained invisible to her.

4. If you had seen Australian men only through theseaagues what would be
your impression of them?

The task was based on the assumption that texts send powed$sages about
what constitutes normal and natural. It was aimed abwaging students to
question the particular meanings and identities tkienteght make available about
Australian men and Australian society, such as naturgltbi@ view that Australian
men are white, middle class, able-bodied, healthy atidea

Two students initially responded to this task. In oneugrJeon suggested “I

imagine good, kind father for their family” (classrooranscript, Unit 4, module 2)
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and in the other group, Cathy responded “I wouldikhthey enjoy and they are
white” (classroom transcript, Unit 4, module 2). Bothdstuts appear to recognise
the text’s construction of fatherhood as loving aadng. Moreover, Cathy appears
to recognise that a monoracial reality of AustraBabeing produced (“they are
white”). No other student responded to the task or camedeon Jeon or Cathy’s

responses.

In an attempt to explore other students’ responses, Hableen to compare their
observations of men in Sunny Hill with the men theyld®ee in the texts. Some of
the students had earlier identified people of pddicuaces, weights and
appearances as invisible in the text. Therefore, myngsson here was that
students’ recognition of exclusions in the text migsbéhelp them recognise the
ways these groups of people were being left out of the's definition of

Australian.
1 Mehtap: Do these men look like the people you s&ummy Hill?
2  Cathy: No. No beer bellydughg
3 Tolib: No
4  Mehtap: Why not? What does this mean?
5 Jeon: Because we don’'t know these guys are Australian
6 Mehtap: ... I mean if you had learned about Austral@ryg
7 through these catalogues what would you think?
8 Tolib: We think they look like relaxed, their skswwhite
9 Jeon: | don’t agree because this is commercial. Thegean
10 hire people from another country.
11 Popo: Also in Japan we use western people in these
12 advertisements.

(classroom transcript, Unit 4, module 2)

Cathy (line 2) and Tolib (line 3) respond in waysaldhexpected, suggesting the
invisibility of their observations of Australian menthre texts. Jeon (line 5) appears
to attempt to explain the reason underlying the alesefisuch bodies, but, similar
to the way | treated Jeon’s alternative readingserfstin module 1, | ignore his
response as irrelevant (line 6). At the time of thisaett | recognised Tolib (line 8)
as producing a response that | desired, as suggestingaaenass of the way
fathers’ day texts send a particular message about Aastal pay attention to the

reading Jeon and Popo make of the production ofetktdater when Jeon disagrees
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with Tolib’s response (“I don’t agree”, line 9) andp@o(lines 11, 12) refers to

advertising texts in Japan as supportive of what Jeggested.

Jeon and Popo appear to be drawing on discourse®lodligation, situating the
production and consumption of advertisements withirobajlcontext. It seems that
while | had assumed fathers’ day catalogues as a sti@ghtd local production,
Jeon and Popo were already operating with an awssemf the increasing
transnational/transcultural flows of images and bodiescagnise that while | was
assuming that the production of a text should be stehlilvithin particular national
borders, these two students’ responses suggest that they bhering the
boundaries | was enclosing around meanings, identitidstexts. | read their
responses as drawing attention to the hybridity and oty of producing texts in
New Times. To gain further insights into their readighe text, | asked:

1 Mehtap: Why s that so? Why would they use westeoplp@
2 Popo: ... Because Japanese people they envy that westeple
3 or society maybe
(classroom transcript, Unit 4, module 2)

Popo’s explanation suggests that she recognises a euiotemary divide of the

world where the West not only assumes its superiorityvnetre the ‘other’ take up
the colonialist assumption of accepting that they angamt and different (Fanon,
1967) and assume that it will be to their benefitoitofv the norms set by the West
(“they envy that western people” line 2). What seembé available to Popo is an
understanding of globalised capitalism where the Wesissumed to embody

privilege and status.

Popo and Jeon’s understanding of fathers’ day catatoga grounded in views of
globalisation is significant in pointing out that statsecome to classrooms having
already participated in what Robertson (1995) terrosajlspaces, times and texts.
In fact, most students come to class already equipped umderstandings and
experiences of hybrid forms of reality and identitjhieth are more alien to teachers
than to students (Luke, 1998b). In this sense, theaiadkhe unit failed to provide
more spaces for these students to critique or questicerteilvg texts as global

commodities, or to disrupt the mobilisation of white lesdin advertisements.
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Nevertheless, | am content that the unit providedrdest for students to examine
and question essentialised constructions of Australianamérsociety and to reflect

on the role of texts in their mobilisation and natisation.

Popo’s and Jeon’s reading of the text as a globalustah did not appear to be
shared by Tolib. It seemed that he was not contemt tvé shift in focus to issues

of global advertising and attempted to bring theuwlson back to the task:

But the question is, if the person who came from Asia oicAfcame here,
Australia, for one year, this could make the persomktiustralian are just
stereotype, just white or something. (classroom transtiipt,4, module 2)

Tolib seems to recognise texts as playing a powerful mlehaping public
perceptions and worldviews. He reiterates his awarengssthe ways
‘Australianness’ and whiteness are constructed as mut@atistitutive in the text
and questions the way an Anglo-ethnic, stereotypi@alsttuction is gaining
material reality by being produced and circulatedttog particular text. This is a
reading | had made and, hence, immediately recognsseglevant and legitimate.

Post-text analysis

| have arranged for you to interview a person to find dbeir views on
Australians. Brainstorm the questions you would like to ask.

The purpose of the post-text analysis tasks of both medubes to encourage
students to explore alternatives to the realities cocted in the texts, to reflect on
the diversity within cultural groups, and the multigy and complexity of cultural
practices and identities. However, in both modulésd observed that the post-text
analysis tasks, except for that of Unit 2 of module/Bere students had analysed to
what extent various ELT textbooks succeeded in caiguhe diversity of greeting
practices), produced the least participation andudson in class. For some
students it had appeared that observations and expesiealevant to completing
the tasks were unavailable. Moreover, when assignedoagework, several
students complained about not having the linguisticuress, confidence or time to

complete the tasks. Therefore, in this unit, | intentihedpost-text analysis task to
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act as a brainstorming and reflection session, as ptepafar Unit 5. | wanted this
task to provide students with the chance to preparth&interviews | arranged for
them to conduct in Unit 5, and to help them buildfence and raise their interest
in exploring the ‘other’. That is, with this task In@d to encourage students to
reflect on what they would like to learn, on whiagy are interested in exploring

about ‘other’ practices.

The task appeared to be successful in encouragingbanof students to reflect on
the issues they would like to investigate regarding raliah societies and

practices. In one group, Jeon, Lilu and Popo, fatance, suggested various
questions they hoped to raise in the interviews. Thosigdid not respond to the

task individually but appeared to prefer to brainstguestions together:

1 Popo: feads task out loydvlaybe what do you think about

2 Australian stereotype.

3 Jeon: Yeah, about Aussie guy. Are you Aussie glayjhg

4 Lilu: Maybe, it's a girl.

5 Jeon: Ohh!

6 Popo: Yes, and | want to know what do, what Australithink

7 about Australian stereotype and what is woman stereotype
8 in Australia.

9 Jeon:  ...... Also why do you, why do you hate aborigieeple.

10 | think this is the most important question.

(classroom transcript, Unit 4, module 2)

| recognise some of the topics Popo and Jeon raigesiextract as those that had
been brought up in class. Stereotypical construciwdmsustralians (line 2, 7), for
instance, were analysed in this module as well as in radduh which both Popo
and Jeon had participated. The Australian femaleeatygpe (line 6) was also
examined in Unit 3 of module 1 and was a topic thgioPload suggested in her
journal as one that she was interested in analysingeder, in module 1, both
students had drawn on racist discourses in making serike ofays they believe
they were positioned as ‘other’ in Australian mainstresciety, and it appears that
Jeon is interested in further exploring the take upoist discourses (lines 9, 10).
From these responses it seems that the task encouragedribpeon to examine
iIssues and assumptions that they believed were relevérgitgarticipation in the
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local and global communities of language learnindu did not give any indication

of the topics she wanted to investigate.

The other group of students in class responded to shdotamaking individual lists
of possible questions they could ask. Tolib listed sistjoes:

1. Are you Australian?
2. What do you think about Australian culture?
3. Is Australian culture different with Europe cuéwor
Asian countries?
4. What do you think about Australian stereotype?
5. Do you think that stereotypes are created by Aliestra
character or nature character?
6. Are you proud with the stereotype?
(classroom notes, Unit 4, module 2)

With this list of questions, Tolib too suggests an irgeren investigating
conceptions of Australian societies and stereotypes. éWhiblib focused
exclusively on the ‘other’ in his list of questions, Bas list of questions below
suggested her interest in investigating both the ‘gglilestion 2) as well as the

‘other’ (question 3):

1. What do you think about what did the Frend¢éva
years ago with atomic test in the sea?
2. What is the basic French?
3. Do you know crocodile Dundee?
(classroom notes, Unit 4, module 2)

| do not have data on Adhin and Jae-ko’s respond@ddask as | did not have the
opportunity to review the questions they had brainséar.

| believe that this post-text analysis task was successfuihat it appeared to
achieve the purpose of providing students with the it space to reflect on what
they wanted to investigate about Australians and Alistrahe task also appeared
to give students the opportunity to predict the pdssibguistic structures that they
might use in the interviews and to receive feedbacknfme on the accuracy of

these structures, hence, aiding some students in buildgugstic confidence.
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Unit 5: Analysing interviews

The final unit of module 2 was devoted to students gotig and analysing
interviews. The students conducted these interviews vithdilly with
undergraduate and postgraduate students, several ofm whdad randomly
approached on the university campus and several witmwihwas acquainted. |
had told the interviewees that they would be inesed by an international student
on topics related to Australia and Australians. | hadially intended the
interviewee group to comprise of various ethnic anguistic backgrounds, which |
believed could reinforce the idea that Australiattucas are hybrid and plural.
However, later | decided that | should not make @@l choices about who to
include in the interviewee cohort and who to exeludnd, therefore, selected the
interviewees on the basis of whether they expressatenest in being interviewed
and whether they identified themselves as Australiare Tterviewee group
consisted of eight white males and females, with agegnmauirom the early 20s to
the early 40s.

Each student in the study interviewed one of thesenimwees without my
supervision in the first half hour of class time eithmethie interviewee’s office or in
the campus cafeteria. | told the students to takesraftéhe interview and to bring
the data collected to class for analysis. In thesevietes | expected various
constructions of Australian bodies, practices and normiset@roduced, which |
thought | could use to draw attention to the multipigys one can conceptualise

and perform ‘Australianness’.

After students had conducted the interviews and metlto the classroom, | asked
them to analyse the data they had collected in sm@lipgrusing the questions | list
in Table 28.
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Table 28: Student groupings, objectives and tasks of litrb, module 2

Student groupings - Jeon, Lilu, Popo
- Chika, Jae-ko, Tolib
- Adhin, Cathy, Tuahu

Objectives - to explore and examine the multiple ways
‘Australianness’ can be constructed and performed

Tasks

1. Who did you interview? Give brief information.

2. Did your interviewee respond to all of your qumst?

3. What was the most interesting response you received?

4. Look at your notes. Which words or phrases didrttezviewee use to

describe Australians?

The first two questions were intended to familiarisaeugromembers with the people
they had each interviewed. Most of the students sugbdsae their interviewees
had answered almost all of the questions they had pbtest. appeared to have

added questions to those they had brainstormed at dhef éme previous unit.

With the third task my interest was in investigatingatvetudents perceived to be
significant regarding conceptions of Australians, arydam in including the fourth
task was to encourage students to do linguistic analysékem interviewee’s
constructions of ‘Australianness’, to examine the waysrtezviewees’ choices of
particular words and phrases helped to create paaticukanings about being
Australian. Such deconstructive practice | assumed dvdod familiar to the
students as in the previous units of the module | had lzsking them to
deconstruct texts | had selected for analysis. This tinwad asking them to put
under scrutiny texts they brought to class. Below heéra responses to these two
tasks, investigating the meanings students made of theiviewees’ constructions
of Australia and Australians.

3. What was the most interesting response you received?

In Adhin, Cathy and Tuahu’s group, Cathy and Tuahd hot done the interviews
as they were late for class that morning. Both studeirted the class as the other
students were returning from their interviews, whickegane the impression that

they too had done interviews. For this reason | parmntkogether in a group. When |
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realised that they had not completed the interviesk gand that only Adhin had data
to analyse in the group, the other groups had alrstatyed their discussions. To
avoid moving students around and breaking up growpaations, | told this group

to respond to the tasks using Adhin’s data.

What Adhin appeared to perceive as the most signifiahout his data was the
overlap between classroom texts and concepts and higiémtee’s responses. He
suggested that it was surprising that his intervieweerhade references to the
stereotype of Australian men and beer and to Crocdliledee, and questioned
whether | had informed the interviewees of the questithe students would ask.

Adhin’s concern was overheard by others in class winegbthe discussion:

Adhin: But | think they already knew what we weEng to ask.

Popo: Yes, it's interesting because | didn’t mentioncGdile
Dundee but at first she said Crocodile Dundee is \xedie
typical Australian man.

Lilu: No, but | didn’'t ask her about that. | did®ven mention
Crocodile Dundee. | asked her about stereotypes of
Australian men and she said generally Crocodile Dundee

Tolib: Yes, just like that in my interview too.

(classroom transcript, Unit 5, module 2)

O~NOOThA WN P

Popo appears to share Adhin’s uncertainty about ttieeaticity of the interviews.
Lilu and Tolib, on the other hand, seem to disagred smggest that their
interviewees brought up topics that they had not roeed. After this extract |
explained to the students that | had informed thevigeees that the topic of the
interviews would be about Australia and that therinésvees had not had access to
any of the tasks or texts we analysed in class. | tbld students that the

interviewees were not aware of any of the detaith®fresearch | was conducting.

After the extract above, Adhin, Cathy and Tuahu wad respond further to this
question or the following, and instead, appearedafepto listen to other groups’
discussions. In a journal entry Cathy submitted a fevs tkter, she wrote about an

interview she conducted with her cousins living in Aaisa. She wrote:

| didn’t do the interview on Friday but | asked somestions about the
Australian stereotype to my cousins. For her it isgarban who drinks too
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much beer, is really lazy, however is really welcomiagd curious.
Crocodile Dundee is a good example but we can’t niettkind of people
everywhere in Australia. (journal entry, module 2)

It seems that Cathy conducted the interview after Beided. In other words, even
though the module had ended and she was not requairtdfit any obligations

related to the module any more, she was willing andvaigti to complete the task
in her own time. The meaning | make of Cathy’'s en¢ryhat she appears to be
aware that all men in Australia do not fit into therebtype, suggesting recognition

of the diversity of Australians.

A similar awareness is suggested by Tolib in his groupysisabf the data he

collected. In Tolib, Jae-ko and Chika’s group, alitjo all three students had data to
analyse, Jae-ko and Chika did not draw on theierudwees’ responses to
complete the task. Instead, the focus of this group’sussson appeared to be on

Tolib’s interview, analysing his interviewee’s views Australian stereotypes:

1 Tolib: What was the most interesting?

2 Jae-ko:  Ahh, | can’t answer it. How about you?

3 Tolib: | think most interesting I find out that Austieal stereotype
4 is not all Australian. Especially for the interviewbe, said
5 he has activity that many Australians do, like relaxog

6 to beach, taking some beer, and also other things. How
7 about you?

8 Chika: Me? | asked why stereotypical type of Aussie médrthey
9 didn’t know.

10 Tolib: My interviewee said about the stereotype,esigipe is

11 male but culture is general. Not all Aussie men have the
12 stereotype.

13 Chika: Yes, some, they live in very busy city, of gauthey are
14 different.

(classroom transcript, Unit 5, module 2)

The interview appears to be significant in raisingjol's awareness that Australians
cannot be generalised to fit into a stereotype gliBe 4, 11, 12) and that even
though the stereotype captures some of the practicesnd Australian men, ways
of performing ‘Australianness’ are more varied than wthat stereotype includes
(lines 5, 6). Chika (lines 13, 14) appears to exemfiy diversity of ways of being

Australian by drawing attention to geographical a@ons in the practices and
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norms Australians take up. Her response suggests recogtitain different
lifestyles resulting from living in different geographl areas can lead to different
practices being taken up, all of which will not nexarily be captured by national
stereotypes.

In another group, drawing on his interviewee’s respgndeon also appeared to

guestion stereotypes as all-encompassing, monolithic cetagons:

1 Popo: So what do you think was the most interestingtabe

2 interview?

3 Jeon: Most interesting? It was she’s got a differerd atgout the
4 kind of =

5 Lilu: = so she doesn't agree with=

6 Jeon: No, no. Another idea. She has another ideazdn’'t heard
7 that idea before from another person.

8 Popo: What's the idea?

9  Lilu: What's the idea?

10 Jeon: She mentioned that individual. So we cannotissis,

11 this is Australian. We cannot say like Jeon is only

12 Australian, something like that. She said depend asoper

(classroom transcript, Unit 5, module 2)

The interview appears to have made available to deeew understanding about
Australians (“I haven't heard that idea before” linés 7). Drawing on his
interviewee’s responses Jeon suggests the impossibilityodiugng a singular
definition of Australians (“we cannot say this is Auk&a’ lines 10, 11), of
enclosing borders around being Australian. He appwarscognise that ways of
being Australian are multiple and varied. This typawhreness is significant as it
is the first time in the program where | recognise Jeohbeing open to taking up a
broader, more fluid definition of Australians.

Later in this group’s discussion Jeon also suggested thames of increasing
global interaction the self/other divide cannotdiearly separated (lines 1-4), that

the ‘other’ can take up the same practices as the &wlfvice versa:

Jeon: We are living in the same situation in evegnghn the
world. You use TV. | use TV. We have same thing
everywhere. Everywhere the same. You can even drink
beer in Korea

A OWDNPRF
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5 Jeon: So | changed my ideas about the Australian.
6 Popo: So she said there is no stereotype all ovevadhd.
7  Jeon: Actually, yes.

(classroom transcript, Unit 5, module 2)

Here | read Jeon as de-exoticising the ‘other’, aggmising that in New Times it is
not possible to enclose clear cut boundaries aroutfd asel ‘other’ practices. His
recognition of the fluidity of the self/other bordgppears to have been significant
in encouraging him to take up an alternative congdgation of Australians to the
ones available to him (“I changed my ideas about the&tralian” line 5). Jeon does

not tell his group members what his newly defined cotuzdigation is.

Lilu did not participate in Popo and Jeon’s discussatove. However, she

analysed some of her interviewee’s responses in hergbi8he wrote:

The interviewee had their own opinion about typidaissie man and
woman. | think it is common for every country. We havesome kind of
stereotype. It is something with what everyone caneafpe some extent.
But at the same time everyone has something to add toctiamacter.
(journal entry, module 2)

The message Lilu appears to have drawn from her intengi¢hat stereotypes are
not all-encompassing categories, and that individuasrare complex and varied
than that captured by a stereotype. Popo too didanatyse her interviewee’s
responses in class but in her journal entry suggested karsm@tognition of the

ways stereotypes produce a limited view of the worlde @rote: “I thought a

stereotype came from natural way but it's not trueredtgpes are made by people”
(ournal entry, module 2), suggesting an awareness sieseéotypes are social

constructions.

It appears that the interview was significant in emaging students to recognise
that stereotyping underplays diversity and complexitye interview appears to
have succeeded in broadening students’ repertoires noferstandings of
Australians, in making available to students the vieat tAustralianness’ can be
performed in a multitude of ways. Moreover, as Jeon’sorespabove suggests, the

interviews appeared to encourage some students to quetter existing
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assumptions of Australians and to take up alternativeerstahdings. The
recognition that stereotypes produce only one versiothe world and fail to
include diversity and complexity is what | had aimedheanit of module 2 to
encourage. However, it seems that the interview was i@ reffective way of

raising this awareness.

4. Look at your notes. Which words or phrases did the ing@mee use to describe
Australians?

In Jeon and Popo’s extract above, the other grauptass had stopped discussing
and turned to listen to these two students. Therefuitd, this task, the students
continued to respond as a whole class. Three studentsdespto this task:

Adhin: He said they have no colour. It depends orp#reon.
How we see the person. Do we think that aboriginal is
Australian? So we can’t say Australian is blonde because
there is other colour. Also there is immigrants. So wetca
say Australians blonde hair or white because some of the
black skin.

Cathy: You can’t generalise

Jae-ko: My interview never said about Aborigine. figtlengs
about white people. This meaning was Aboriginal peaple

10 not Australian. | think this is strange because whitepfee

11 was invaded however Aboriginal is the original. Wiey h

12 didn’t think about Aborigine?

(classroom transcript, Unit 5, module 2)

OCoOoO~NOUIDWNEF

By focusing on the way the linguistic selections ofititerviewees help to create a
particular view of the world, Adhin and Jae-ko exdéfygwo different definitions
of Australians being produced by their intervieweeslhiA appears to draw
attention to the multiplicity and variability of Auatian bodies by suggesting that
‘Australianness’ is not a racially defined categorythdoo appears to agree that it
is not possible to generalise Australians into a pdatiovay of being. In the texts
the students had analysed in the first four units of neodusome of the students
had recognised a white Australia being constructedieker, | did not recognise
them explicitly problematising this construction in thay that these two students
do here.
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Jae-ko appears to recognise the absence of referamogstralian Aboriginal
groups in his interviewee’s responses. He appears to & dlat the implication
of this absence in constructing Australians is that ‘iAdwal people is not
Australian” (lines 9, 10). In both module 1 and mod2ldiscussing the real life
implications of the realities produced in texts prot@tbe one of the most difficult
tasks for most of the students. However, here Jae-k@epfmerecognise the effects
of exclusions on creating a particular view of theldiguite easily. Analysing texts
that one has selected, that one is familiar with, mighte contributed to such

recognition.

| recognise the interview as a significant contribmitio the program. Most of the
students in module 2 commented favourably on this tabkkrei their journals or
in the feedback forms. Most appeared to recognise & st®p towards learning

more about the ‘other’. Tolib, for instance, wrote:

By this interview and some lessons from you I've got soeregectives and
pictures of Australian culture. | am conscious thatm aot know all
Australian culture yet. However, this step has engmrdane to know more
about Australia.(journal entry, module 2)

Tolib appears to recognise the complexity of Austrataitures and appears to
have gained an interest in extending his repertdibservations and experiences
of life in Australia. In the feedback form, he expkiwhy he perceives this to be

important:

| feel it [the intervie} challenged me to find out something that | do not
know before. I'll study here in Australia so | thinki$ important to know
about Australia.(feedback form, module 2)

Tolib was planning to pursue a postgraduate couré@stralia and it seems that he
recognises that broadening his understandings of tlegargt Australian can aid

him in his negotiations with Australians and his navag&iinto ‘other’ territories.
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Adhin too suggested in a journal entry that intergwgave him a wider

perspective on Australians:

Interviewing an Australian gave a better idea abduwstralian culture and
Australian stereotype. Because before | had no ideat australia. (journal
entry, module 2)

Here | read Adhin as suggesting that the four unit®@dule 2 he had participated
in had not helped to raise his awareness of Australidustralians. He seems to
recognise the interview, in particular, as being $iggmt in giving him insights into

an ‘other’ category. The purpose of the interviewsfahe program in general was
not for students to develop a fondness for Australiaathdr, it was to encourage
them to recognise the diversity and multiplicity of wanf being Australian, and it

seems that for Adhin and Tolib this is what the intemaehieved.

In a journal entry Jae-ko also suggested that theviete had encouraged him to
explore further conceptions of Australians. He appearscognise that Australians

can be constructed and conceptualised in multiple ways:

| just asked one person. | couldn’t decide about Alistrastereotypes and
culture just one person. | ought to ask more peopleausec opinion is
different from each other. (journal entry, module 2)

Jae-ko appears to be willing to pursue his exploratminAustralians in his own

time.

For some students it appears that the interview wasrdteopportunity they had
had of interacting with a local Australian. At thedeof Unit 5, as students were
leaving the class, Tolib told me: “Thank you for thimnce. This was the first time
| interviewed a native speaker” (classroom notes, Bninodule 2). For Jeon too
the interview appeared to have provided a contaxinteraction with Australians, a
purpose in exploring the ‘other’. Jeon commented a® ith the feedback form:
“Interview was great. We could talk about some thiagurally” (feedback form,

module 2).
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One possible reason why the interview and the meanirgsnterviewees made
were perceived to be so significant by several okthdents might have been that it
had provided students with the opportunity to inteveith a local ‘other’. That is,
it had provided students with a relatively safe spacafe in that students had
linguistically and conceptually prepared for thesenviews — in which to explore

the ‘other’ as human, rather than as a characteinh@rvisual text.

TRACING SIGNS OF CRITICAL CULTURAL AWARENESS

In my search for signs of critical cultural awaren@ssstudents’ responses in
module 2, | work with the same view of critical cuililawareness | described
earlier in the thesis. In chapter 7 | defined critmatural awareness as involving a
disruption of any subject position or discourse thatilsseb one into a fixed

category, that restricts what a person can say, di,tfd@el, value and act. Drawing
on Soja’s (1996) description of third space, | ardw tritical cultural awareness
involves moving “beyond the established limits of ouremsthnding of the world”

(p. 126), involving a continuous deconstruction adrarchical categories and their

reconstitution.

| believe the units of module 2 created more spacesrtiatule 1 for students to
develop a critical cultural awareness. | argue thattéxts | selected in this module
and the tasks | designed encouraged several studentgobderpatise the
mobilisation of essentialised versions of various soc@lgs and practices in texts
and to argue for the complexity and fluidity withecross and in-between binary
categories. As | argued in my analysis of module licafitultural awareness is not
an end point which | expected students to reach. dRaih is a repertoire of
discourses, assumptions, subject positions which | recogsosee students

appearing to draw on at various times in the module.

The student who | believe provided me with the mostredting and significant
data in both module 1 and module 2 is Jeon. In moduledh had proposed
alternative readings of texts and had questioneavéhyel was positioning him as a
learner who had to work with concepts that | peregito be important. In this way
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| recognised him as challenging the subject positionad making available to
students. Jeon also had suggested recognition of thplexity of ‘self’ practices,
all of which can suggest the availability of a caticultural awareness. However, |
had argued, there was no instant in the data wheseopnised Jeon as suggesting
an awareness of the complexity, diversity and varigbibf the ‘other’, of
Australians, and for this reason | did not believe las drawing on critical cultural

awareness.

In this module, | read Jeon as troubling various esdsetiacategories. First, |
recognise him as reconstituting both sides of the bmarieEast/West, self/other.
For instance, in Unit 1 in his discussion with Lilu abésian dietary practices, and
in Unit 2 in his analyses of the way an ELT textbaumnstructs greetings, Jeon
argues for recognition of the complexity within an asicategory. | read Jeon in
these instances as disidentifying with the stereotygimastructions set up for him
by Lilu in Unit 1 — the assumption that all Asians ee¢ — and the textbook in Unit
2 — the expectation that Asians only and always bdvenwgreeting — and as
reconstituting the categories of East or Asia as multyalged and hybrid.

This type of awareness is not, in fact, surprising beca&se had suggested similar
recognition of the complexity of ‘self’ categorisais in module 1. However, in
module 2 | recognise Jeon as also recognising the coityptéxthe other side of
the binary divide, of the ‘other’ category. In UditJeon appears to recognise that
the absence of Australian Aboriginals in fathers’ datalogues and in the everyday
speech of people he appears to have observed sermerdmalise these groups
further, stabilising them as deviant and differentm@nstream Australian society.
This suggests to me that Jeon is reconstructing the *athiEgory to include both
mainstream and non-mainstream social groups, appearingedognise its

complexity.

More significantly, in Unit 5, while students wereadysing their interviewee’s
responses to the questions they had prepared, Jeon dldirdeanged my ideas

about the Australian” (classroom transcript, Unit 5, med) but had not told his
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group members what this change was. In a journal eatny Submitted a few days

after Unit 5, Jeon wrote about this new conceptuaisa

Before, as you know, | had only had points of Austradi according to my
experiences here, but after the interviewing | lladhtange my mind. They
were also human same as me, and they could want tp thejo life same as
me. (journal entry, module 2)

| recognise this entry as suggesting that Jeon de-esastibustralians, that he blurs
the boundary that locates Australians as ‘other to Himse different. Jeon
appears to be disordering a binary view of diffeegricansforming the self/other
boundaries. | recognise Jeon as exemplifying an “inten@l speaker” (Byram,
1997, p. 32; Kramsch, 1998, p. 17), as communicatiniginvthe spaces he creates
in the interstices of ‘self’ and ‘other’, a hybrid sgan which both ‘self’ and ‘other’
appear to conceptually and discursively fit. Jeonspoase in the journal entry is
significant in that it suggests that for Jeon the moghad achieved the purpose of
raising a critical cultural awareness, in encourading to take up discourses with
which he recognises the complexity and hybridity ofamings, practices and

identities.

| acknowledge that | cannot be certain that Jeccoreeptualises Australians. |
recognise that Jeon might simply be “giv[ing] the leetwhat he or she wants and
expects” (Harrison, 2004, p. 376). Harrison argues tiatgroup of indigenous
Australian students he observed became skilled in mamgtavhat their lecturer
expected of them and in constituting themselves as gedllearner that met the
lecturer’s qualifications. In the same way, this intéomal student might have
already deciphered the type of awareness | wantadise in the students and

responded accordingly.

| also recognise that Jeon’s construction of a complestralian category in which
both ‘us’ and ‘them’ are merged does not necessarily stiggénal stage in Jeon’s
understandings of Australians. Earlier in module 2, mt3 in a discussion with
Lilu, Jeon had generalised Australians as lazy andisimtorthy. He had appeared
to be stereotyping Australians, producing a limiting amonolithic construction of
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Australians. In this discussion Jeon did not appear tmpkea to reconsider the way
he was defining Australians. Instead, he appeared doavéng on assumptions that
the norms available to him are natural and normalaarything that does not fit in
with these norms is unacceptable. Jeon’s constructiusifalians here in contrast
to his conceptualisation in Unit 5 exemplifies the viytakes up competing and
contrasting sets of discourses, and that he might takiheugame stereotypical
assumptions about Australians again later. Neverthelesss kcontent that at least
in one instant of module 2, | could read Jeon as disglaan awareness of the

diversity of both ‘self’ and ‘other’ groups and priaes.

Other signs | recognise of Jeon drawing on criticdlucal awareness is that he
troubles the binary hierarchy of teacher/studentUmt 3, for instance, when
analysing the way Australians are constructed in tlme @€rocodile Dundee, he
avoids answering all of the tasks | had set. He prodacase sentence response to
only the post text-analysis task and then proceedstnish non-task related issues.
In this unit Jeon subverts the purpose of the tasksitowith what he perceives to
be interesting and significant, such as the marginaisati Australian Aboriginals
in mainstream Australian society. Jeon appears to refutské up the position of
the good student (Davies, 1994) complying with themsoiset by the teacher.
Instead, he appears to take up an alternative stadbjct position — alternative to
that traditionally associated with classrooms, teachaistudent relations — and re-
shifts the focus of the tasks. He does not appear itthil@ted by the authority of a
teacher to invest in particular meanings and respoms&® | recognise Jeon as
exemplifying Foucault’s claims that power can be posjtihat it not only inhibits
but also produces pleasure, knowledge and discoursee Bton appears to be
taking up subject positions that enable him to live paiticular meanings and

worldviews and contest and replace others.

In Unit 4 Jeon also questions my take up of a locav@l divide in my reading of
fathers’ day catalogues, suggesting recognition thakew Times advertising texts
are grounded in discourses of globalisation in whigh mot possible to expect local
contexts to be detached from global markets and gftbve$ of bodies and capital.

Jeon’s recognition of hierarchical categories as cerphis awareness of the
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spaces in-between such categories and his take upeoiaive ways of being to
that made available to him by classmates or by me, suthgesit times in module

2 he might have been drawing on a critical cultav@reness.

In the meanings Popo made of the texts and tasks in m@dulalso recognise
signs of a critical cultural awareness. Like Jeon, Ropcappeared to be aware of
the spaces in-between a local/global divide, suggetitatgsuch a categorisation of
the world simplifies the complexity and hybridity ingtluals live out. Moreover,
Popo appeared to recognise the diversity within ammsiategory (Unit 2) and
questioned the marginalisation of Australian Aboriggnas ‘other’ to mainstream
Australians (Unit 4). She also appeared to be awarestbreotypes of Australians
fail to capture the diversity and complexity of Austma bodies and practices (Unit
5), all of which | recognise as signs that a criticgh@eness of cultural complexity

and diversity is available to her.

Furthermore, Popo appeared to question the way | esisgning students to arrive
at meanings that | deemed desirable. In a conversatamad at the end of Unit 5,
she said: “You said to us that we can give any answewvavé. But actually you
waited for us to give answers that you wanted. Yaepied only answers that you
wanted” (classroom notes, Unit 5, module 2). | read Ruwe as questioning the
way | celebrated the production of certain meanitigsse that were in line with the
assumptions available to me, and inhibited the produafmthers. Her comment
suggests a disruption of the authority of the teaahassign to students a place in
which their knowledge is not as legitimate and valeadd the teacher’s. Popo’s
resistance to take up subject positions and discourse$ waicnit what one can

say and do also signal critical cultural awareness.

At various times in the module Cathy too suggested arrem@ss of cultural
diversity and complexity. For instance, in Unit 2 ¢ognised her as problematising
the textbook’s construction of Asian and western gngstias stereotyping and
limited, and in Unit 4 as questioning the ways fathelsy catalogues help to
naturalise assumptions of a racially homogenous, whitralia. Also in Unit 5

she suggested recognition that stereotypes of Auspabiduce only one, rather
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limited version of Australians. Similar to the other si$ in the study, Cathy too
at times shifted to taking up stereotypical views olfiéos’, such as in Unit 1 when
she exoticised and ‘othered’ a particular Russian igigedtiowever, | believe Cathy
provided me with enough data to find signs of a @itaultural awareness.

| recognised Cathy as one of the most motivated studentisei module. As |
discussed at the beginning of this chapter, Cathy aft&ad me questions about the
research | was doing, about my postgraduate studiesfeardtalked about a study
on cross-cultural communication she had taken parthenwn France. In fact, at
the end of the module, on the feedback form she wtbtée to talk about your
course with my Australian family... | regret that we itdmave a course like yours

next term” (feedback form, module 2).

Tolib and Adhin too suggested some signs of criticalucaltawareness. Either
during discussions of their responses to tasks in class threin journals they
appeared to question the limiting nature of stereatygmel suggested recognition of

the diversity of bodies and practices that make up Aligtrs.

One of the reasons why | am able to perceive a drdidtural awareness in Popo’s,
Cathy’s, Adhin’s or Tolib’s responses might be that | hladady constructed these
students as motivated and willing to participate ingtugly. Therefore, | might be
interpreting their responses in ways that fit in withaivl hoped to find. Another

reason might be their desire to please the teachgmotiuce meanings that they
believed | would sanction and praise. They too migitehlearned to predict and
produce the meanings | was searching for. | recognatettis might be possible
but cannot be certain if it is. Nevertheless, whatdaher reasons are for these
students’ responses, | argue that these students produesihgsethat | read as
suggesting a problematisation of essentialised categonésaarecognition of

cultural hybridity and complexity, and in my search signs of critical cultural

awareness | can only draw on the meanings students maikabéa/to me.

Lilu appeared to shift between taking up positions shiggested that she is drawing

on critical cultural awareness and positions that dgatsed as assuming as natural
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a stereotypical and binary divide of the world. Esample, in Unit 1, | recognised
her as locking Asians into a stereotypical category,appearing to recognise the
diversity of an Asian category. However, in the sami¢ she also questioned the
circulation of stereotypes in texts, and in Unit 5 atsiggested recognition that
stereotypes restrict the diversity of meanings and igestiOn the other hand, in
Unit 2 she did not seem to question the textbook’s cactsdn of greetings as

drawing on a binary divide of the world, not appegrto recognise it as

problematic that stereotypical versions of greetingsewssing reproduced in the
textbook. Likewise, in Unit 4 she did not appeardoognise that Australian bodies
include more diversity than that captured by fathdes/ catalogues. However, in
Unit 3 she had suggested recognition that definingtilianness’ is complex, and
that it is made up of diverse practices and bodies. §tifing of positions from

stereotyping the ‘other’ to recognising its diversikemplifies the way individuals

move in and out of multiple, competing and contradictaliscourses. She
exemplifies the way there can never be a total fa one identity, into an essence.
Rather, Lilu appears to take up different subject tmys depending on the

discourses the texts, tasks and members of the class madélavail

With Lilu it seems that her questioning of a self/ottieide and her recognition of
the complexity of the ‘other’ depends on who constguthe ‘other’ category. It
seems that if the ‘other’ refers to Asians, then theddiappears to remain intact,
with the ‘other’ assumed to be deviant and exotic. @ies not appear to allow any
variation or diversity within an Asian category. lfpwever, the ‘other’ refers to
Australians, then Lilu appears to recognise the contglesf this category,
guestioning the take up of stereotypes to make sen&astfalians. This dual line
of thinking suggests that in her negotiations of défee Lilu maintains an

East/West divide with the West assuming superiority dweEast.

Chika had participated in both module 1 and moduln@ had remained silent
throughout most of the units. In neither of the moddidsshe appear to have much
investment in responding to the tasks or engaging ssaé#cussions. In the final

journal entry she submitted she questioned what theoperpf the program is:
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I’'m not sure what is the aim of this class. Yes, we couldvk Australian
stereotype but how can we use that knowledge? Anythay,classes were
fun for me but to be honest sometimes | feel bored.r{gdwentry, module 2)

Moreover, in the feedback form Chika wrote thatphepose of the program is “we
should learn and respect each country’s stereotypetlifieck form, module 2). It
seems that the units of the program did not encouragdéohrecognise the ways
stereotypes lock individuals and groups into particways of being and doing.
Rather than encourage her to question texts’ takef \gbereotypical realities, the

tasks and texts appear to have reinforced the natssabnd validity of stereotypes.

Both Jae-ko and Tuahu suggested some disruption obsteireg and essentialising
discourses and appeared to be aware in some instanche cbrmplexity and

hybridity of cultural groups and practices. HoweMaoth of these students were
silent in many of the tasks, and, therefore, | dob®sdieve | have enough data to

make claims about critical cultural awareness.

It seems that in module 2 several students displayed sigmwsitical cultural
awareness whereas in module 1 only a few had. | dobal¢ve that it is
coincidence that more students suggested such an awanmeoneds; | believe that
these students produced these meanings intentionallydsetizey were aware that
these were the meanings | sought. Instead, | would atwteit is partially the
changes | made to the tasks and texts of module 2, myawi the insights | had
gained from the classroom application of module 1, kbdtto these results. In
module 2 | chose texts of which | expected students tntughreaders, with which
they might be familiar, such as ELT textbooks (Unitr@pvies (Unit 3) and junk
mail (Unit 4). This could have facilitated studentgagnition and problematisation

of the discourses underpinning these texts.

Moreover, the changes | made in module 2 to the iéewost sequence | had
adopted in module 1 seemed to contribute to creatpmprtunities for raising
students’ awareness of cultural diversity and complekitgome units of module 2
| used the pre-text analysis tasks to simply provide stadeith background

information on the text to be analysed, and | usedpibst-text analysis tasks to
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prepare students for a following unit. | also askedstheents to complete most of
the tasks within class hours, such as the interview ih &Jrvhich appears to have

encouraged more student participation.

| believe that these changes might have helped me achireg my program
objectives to some extent, but | would argue that,itn particular, the addition of
an ethnographic element to the tools of CDA thapé@lto create spaces for
students to develop critical cultural awareness in neo#éul perceive my adoption
of the tools of CDA as aiding students in their decawcsion of the realities
produced in texts and in facilitating students’ redbbgn of more complex
alternative realities. However, it seemed that th¢éhe€o, the stereotypical
construction, the Australian in these texts remaindubfial to students. That is, the
tools of CDA did not seem to help students form bridgéwden the realities and
identities constructed in the texts and local peapie lived local realities. Here |
believe the interview helped students make this lifie ihterview, | would argue,
provided a context for students to meet and interatt Wocal Australians. It
included Australians as living, as real into the paogr It allowed students to
investigate issues that they perceived to be relevantearesting about Australians

and life in Australia.

| advocate the use of ethnography in conjunctiom wie tools of CDA. One of my
concerns with using solely ethnographic means to tisgents’ critical cultural

awareness would be that students might assume that winahtberiewees say are
facts. That is, without tools of deconstruction avddato students, they might
assume that the world their interviewees create is tiy ane possible. In this
study, however, the students had had practice usingateof CDA to interrogate

the ways texts produce realities and most suggestednigoagthat texts are not
natural or neutral but are produced by people augs of people to achieve
particular effects. In fact, most of the students apgzbéo want to compare the
realities of Australians produced by the texts witraliarnative view, that of their
interviewees. Most of them appeared to want to furithezstigate the stereotypical

constructions of Australians produced in texts. | beliévis the combination of
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CDA with ethnography that helped create spaces ferdévelopment of critical

cultural awareness.

TRACING SIGNS OF HYBRID SPACES

Developing a critical cultural awareness entails angaspaces in-between fixed
identities, meanings and discourses, opening up thilwesphat allow one to move
beyond hierarchical, essentialising categorisationga(SIP96). The term third
space is in fact misleading as it is not necessarily d tentity or meaning that
one takes up, but could be fourth, fifth or sixthnoultiple spaces in which one
makes meanings. The term hybrid space | believe betteturea the in-

betweenness that the concept refers to.

In tracing signs of the hybrid spaces students crearalyse the ways students
handle difference, the ways they negotiate diffeesssumptions and expectations. |
theorise three ways that students create these spacss.hifbrid spaces can be
thought of as comfortable positions that one createseeet newly available and
existing views. | use the word comfortable to emphasiatthis is a place free of
conflicts and disputes, a place where interlocutogoti@e an acceptable mode of
communication (Crozet et al., 1999; Kramsch, 1993).etognise Jeon as
exemplifying the creation of such a space in his floatnal entry when he claims
that he has reconstituted his understanding of Austslihat he has gained the
awareness that “they were also human same as me, anithdéigatould want to
enjoy their life same as me” (journal entry, module i2¢re | recognise Jeon as
suggesting that he is making sense of Australians beyond/them binary divide,
from a space in which the ‘other’ is no longer unusual bizarre. He appears to
have taken up a space in-between his normative assuspinal his understandings
of the ‘other’ as exotic. | recognise this space as cdatite in that Jeon does not
appear to be in conflict with his existing assumptionswith someone else.
Moreover, | believe this type of hybrid space canilifate Jeon’s movement

between foreign and familiar territories.
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Another example of students’ creations of comfortaldemionious hybrid spaces is
that of students’ recognition of the blurring of bdanes that divide local and
global contexts. In module 2 Adhin, Jeon and Popaweme of the students who
suggested an awareness that in times of increasing gletvabrking, texts cannot
be assumed to be produced as relevant only to loctxdenas if free of traces of
globalisation (see, for example, Unit 4 of module 2)eSe students appeared to be
making sense of text, discourse and difference in spalcese they recognise that
global markets infiltrate local contexts and wherealguractices and expectations
underpin global commerce. Some of these students appdaree already
participating in in-between spaces. Making sense ofnid within such glocal
spaces can aid these students in their navigations betheeaew worldviews that
learning a foreign language makes available to thedrilair existing views of the

world.

The second type of hybrid space | theorise drawinghermeanings and readings
students’ made in module 2 is what | describe as uncorbferspaces, those in
which | recognise students in conflict and contestatiotheir negotiations with
different meanings. For example, | recognise Jeon lahds discussion about
whether all Asians eat rice in Unit 1, Cathy and kildiscussion about whether
Russians kiss on the lips in Unit 2, and in Unit 3 Jewh lalu’'s dialogue about
whether Australians are lazy as illustrating this tgpéybrid space being created
in students’ negotiations. All of these students appedre attempting to make
sense of a different practice underpinned with diffiersets of assumptions. |
recognise them as creating spaces where they can acdatentiols new worldview
alongside their existing assumptions. In the spaces ineketigelf’ and ‘other’ and
East and West, spaces that can be full of conflictiradiction and contestation
(Bhabha, 1994), they seem to struggle to find a waphasie what is familiar to
them meaningful to the others. | argue that despiteappy to be disorderly and
even anarchic spaces, the creation of such hybrid spsgequired in suggesting
that students are not simply disregarding what is mehdifferent, but are trying to
locate an available discourse in their existing repexs with which they can make

sense of this difference.
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| conceptualise silence as a possible third type ofithydpace that students create
in their negotiations of difference. Silence is a spacwvhich none of the meanings
one is exploring is made available for external scyytivhich suggests that one can
experiment with meanings in any way they want to witheny interference from
the outside. In Unit 3, for example, after Jeon claih& he does not know who
Crocodile Dundee is and, therefore, does not resportiet while-text analysis
tasks, Jeon remains silent and so does his group phiftndt is possible that these
students might be reflecting on an off-task topic irtlsilent spaces, or might not
be thinking about anything in particular, perhapst jabserving and listening to
other groups of students. | cannot describe with artgiogy what happens in these
spaces but | argue that it is equally possible thatrhilght be examining and trying
to make sense of Jeon’s claim of not being familiar Wtbcodile Dundee. Jeon
too might be drawing on available discourses to maksesefh the film. My
argument here is that silence need not suggest lackoghitive activities
accompanying lack of speech, but that it might be arsegrivate space in which
one moves in and out of various discursive realitiesniratéeempt to understand

different and new discourses.

CONCEPTUALISING SILENCE

In CDA pedagogy silence is unwanted (Zembylas & Middas| 2004). Silence

appears to have a negative connotation, implyingsolaek of agency. Silence is
assumed to signal the perpetuation of marginalisationoppdession, suggesting
that one does not question or resist taking up paatiameanings. In this sense,
silence is contrasted with talk, with only the latrggesting subversion of
marginalisation. Indeed, in the present researchcdgmse that | did not allow

silence. Rather, | required explicit language préidacand based my analyses of
what | perceived students to be learning and doifigiteether they suggested
development of critical cultural awareness, of thegations of hybrid spaces, on
the vocalisation of their ideas. | conceptualised séan terms of what the students
were not doing — not participating in a task, nobwmg the answer, not being
interested, not recognising a reading — and did pobgnise that the reasons

underpinning silence might be more complex than this.l Akscussed in the
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previous section, for instance, the creation of hylsmhces might be one
explanation for students’ silences in module 2, whichyssts a conceptualisation
of silence in more positive terms, as spaces in which stuéeplore, examine and

reflect on meanings in private.

| recognise that one of the reasons why students werg 81 their journals or in
the classroom might be due to a lack of motivation diingness to respond. For
instance, in students’ feedback forms, in response ta thieg disliked about the
module or individual units, several of them wrote thaty thought that some of the
units were “boring” (Lilu, Cathy), that they had “rinterest” in, for instance,
fathers’ day (Adhin), that they “didn’t like the alaater of Crocodile Dundee”
(Tuahu) and that in Unit 2, for instance, they “wace challenged” (Tolib). All of
these suggest that it is possible that in some units somenstuldeked the
motivation to respond to tasks and their silence themnhgve resulted from their
boredom. While this may account for some students’ sileimcesme instances, it
does not help me understand why Tuahu, for instanae,sient throughout most
of Unit 2 but in his journal entry wrote that hetight this unit was interesting and

useful.

Prior to the study, | had assumed that these students vbeuhighly motivated
learners as they had spent the time, effort and monegrtd in a course overseas,
away from family and friends. However, | recogniserahrough interviews |
conducted with the students that what seemed to haegtt them to Australia
was not simply to learn English. Instead, it was thepeetations of finding high
paying jobs upon their return home, or their need&eep up with research in
science, or it was their perceptions of English as ktkad would be of use when
travelling. In other words, their decisions to studyli&h in Australia appeared to
be underpinned by the awareness of the global hegenmdhience of English in
communications, travel and commerce. With such a groufeashers it is not
surprising, then, that some had little investment inbaky explicating their

meanings.
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As a CDA practitioner | had assumed that the spaces Gidlagogy provides for
students to interrogate the meanings of text produsensa where they can be open
and uninhibited about explicating their assumptionswartkrstandings. What | had
not realised is that | would be asking students to duetare the gaze of classroom
members and the teacher. Moreover, | had assumed thamdltilingual and
multicultural classroom | would be conducting the studycould be an ideal
environment for CDA work as students from different do@ad cultural
backgrounds can produce different meanings, whichhaginlight to students the
multiplicity of worldviews and identities. | recogniskeat this happened to some
extent. However, | also recognise that the multiplict difference that made up

the classroom cohort might have been intimidating for sstments.

Janks (2001) claims that the dynamics of educationgkertmare often complex
and politically motivated. Drawing on the responsesmd group of students in
South Africa, she draws attention to the possiblsiters and conflicts resulting
from encouraging students to articulate a diverse rahgeeanings. She argues that
the students in this particular context had investqohmicular readings in order to
gain recognition for their own meanings as well asaio @ccess to more powerful
subject positions within the classroom, the school andwider society, and,

therefore, did not appear to value the meaningshafrst

Jank’s description of her research context raises téstign of whether there were
any students in my research context who preferretonmiake their views available
to others either to hold on to a particular powedubject position or with the
concern that those in powerful subject positions mightule their responses. For
instance, Jeon might have insisted on generalising Aiasisaas lazy in order to
create for himself a subject position of dominance, @itthand normalcy, one in
which he can ‘other’ Australians as unusual. On theroland, Tuahu and Jae-ko
might have preferred not to contribute to group dismns to avoid being
challenged by others who were possibly more vocal orenfloent than them.
Kramer-Dahl (1996) raises the question of how muchidente students need to

have to participate in a CDA classroom. She asks:
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how can we assume that a pedagogical practice whichsas#tents to make
public information about their experiences and cekuin the presence of
others, could ever grant them a safe, egalitariareglawhich to speak? (p.
258)

Indeed, when students are asked to make explicit tinedrerstandings and
assumptions in a foreign language, such as in the presszdrch, the classroom
atmosphere might become even less safe and egalitariace, heontributing to

students’ silences.

CONCLUSION

With this chapter | conclude my analyses of the meanitwo groups of
international students made of the CDA-based teachmogram | designed. |
intended my analyses to relive and reinscribe ev@®daZin, 1998), giving readers
of the thesis glimpses into the dynamics of the researdhckassroom context. |
believe the insights | have gained in my analysesunfesits’ perspectives of using
CDA, my investigation of the meanings students make &tir@l diversity and
hybridity can contribute to further understandingseaiching and learning language

and culture in increasingly glocalised times and spaces.



CHAPTER 9

REFLECTIONS ON FUTURE IMPLICATIONS
OF TEACHING LANGUAGE AND CULTURE

This thesis is based on the premise that the learningngfisE as a foreign
language entails the learning of new cultural repess. The related assumption is
that learners of English as a foreign language oftgage with ‘other’ meanings
and practices through texts that construct mainstrearotigga as the norm
(Canagarajah, 1999; Pennycook, 1994; Phillipson2)198 further assumption is
that learners are required to make sense of differi@niogercultural spaces as they
navigate between familiar and ‘other spatial and teraprelations (Byram &
Fleming, 1998; Crozet et al., 1999).

The present research is an exploration of these assusipti@ugh the classroom
implementation of a CDA-based teaching program | dediginawing on the tenets
of CDA (Fairclough, 1989) and its classroom applicatidhuke et al., 1996;
Wallace, 1992).

EXPLORING STUDENTS’ DISRUPTIONS OF NORMATIVITY

The present research explored the claim that CDAroftae means to raise
learners’ awareness of the circulation and naturadisadf mainstream norms in
texts (Carr, 1999; Hyde, 1994). | argue from my dlagé the particular CDA toolkit
| designed provided students with practical tools twodstruct the realities created
in texts. | have argued that the use of tools of thdeconstruction led many of the
students in the research cohort to recognise the ways $tereotype cultural
groups into particular ways of being and doing. Meep some students
questioned the ways particular norms are circulatee)ig as representative of and
relevant to all members of society and argued for moamptex and diverse
representations of cultural groups and practiceshik dense, the adoption of a

CDA-based teaching program in the language classroomm effective in
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encouraging students to problematise the essentialisati@ultural groups and

practices and in raising a critical awareness of celltur

EXPLORING STUDENTS’ NAVIGATIONS THROUGH
INTERCULTURAL SPACES

The present research also explored the assumption rihaivareness of cultural
diversity and complexity can facilitate language meas’ negotiations of new and
existing cultural repertoires, that it can assist inrtparticipation in New Times.
To investigate this claim | examined the spaces of meanaigng that students

created in their interactions with difference.

The data suggest that the CDA-based teaching progreated opportunities for
some students to recognise the inherent multiplicity ofliés, practices and
identities. The awareness of the essentialisation airaliigroups in texts that some
students developed led to their recognition thatucaltgroups and practices are
more varied and complex than those captured by teuth @cognition encouraged
some students to make sense of differences in-betweenafaamtl foreign spaces
where the ‘self’ and ‘other’ merge. Making meaningshiese interstitial spaces was
effective in assisting these students to recognise titariagy of ‘other’ meanings,

making it possibly easier for them to work with diffecen

However, | have also presented evidence that forr ghelents in the research
cohort the recognition of cultural diversity and cdexity did not necessarily
create comfortable zones for managing differences@students negotiated with
new and different meanings and identities in spacesmfict and contestation. |
argued that the creation of such hybrid spaces is asdisant in suggesting that
here students attempt to denaturalise ‘self’ norms arekdtcise difference, and

that this could be a step towards effective partimpan global/local spaces.

| have also theorised that students’ silences exemplifeesreation of a third type
of hybrid space, one in which students make senseffeiatice in private. My

theorisations of the creation of hybrid spaces as coaffiertmeaning-making



259

spaces, as spaces of tension and conflict and as zon&soé sxtend descriptions

of hybrid spaces and identities proposed in the lilegat

A REVIEW OF THE OUTCOMES OF INTRODUCING
STUDENTS TO A CDA TOOLKIT

Findings of this research support the claim that tegckhould not be assumed to
have some form of impact on learners’ ideas, assumptiahpractices (Skehan,
1996). | have argued from my data that students denatedtan awareness of the
constructed nature of textual realities. However, sach awareness did not
necessarily lead to changes in their meaning-makiagtipes. | have presented
instances in my data of students disrupting assumptionermbdeneity produced
in the texts analysed in class. At the same time, howtheye was evidence that on
other occasions these students were producing steietgpnstructions of both

‘self’ and ‘other’ in the oral and written texts thpsoduced.

| do not perceive this to be a failure of CDA its@&fther, the take up by students
of contradictory practices and contesting assumptionsmpkfies the ways
individuals take up multiple discourses and subject joosit What | recognise as
significant about the CDA toolkit | used is that it se&l to create spaces for
students to reflect on assumptions of homogeneity — tivair and others. That is,
while these students were essentialising ‘self’ and/thei into stereotypical
categories, they were at the same time questioning theessaldoing so as well as
guestioning the take up of stereotypes by classroom mendibess outside the
classroom and their teacher. This is significant in suggeshat a CDA toolkit
could have encouraged some students to extend the olasgse of deconstructive

tools to everyday life.

What this CDA toolkit failed to achieve in the clagsrowas to encourage a focus
on possible alternative ways of constructing the tiealicreated in texts. The tools
of reconstruction proposed in the literature (Lukele 1996; Wallace, 1992) did
not appear to encourage students to reconceptugtims.tén other words, students
did not actively apply their awareness of cultural tiplitity to recreating the texts

analysed in class. Moreover, in the literature itssumed that students doing CDA



260

will be able to draw on an already existing repeetoof assumptions and
expectations to propose complex reconstructions. Howewest of the students in
this study did not appear to have available a repertof observations of
Australians or experiences in interacting with Ausaradi. They did not appear to
have an existing body of knowledge to draw on. bt,faome students claimed that
they had not yet met any local Australians. It seemis@R¥A overestimates what
EFL students, in particular, might bring to the classrodiere the addition of

ethnographic methods to the CDA toolkit proved eftect

ETHNOGRAPHY AS AN ADDITIONAL TOOL TO CDA-BASED
TEACHING

The integration of the ethnographic method of inemng into the CDA-based
teaching program appeared to be effective in railgagers’ critical awareness of
culture. It was significant in creating opportunitfes students to meet and interact
with members of the ‘other’ cultural group and in emmeging recognition of the
multiplicity and complexity of ‘other’ practices. I§ imy contention that the use of
ethnographic methods in conjunction with a CDA titdkk what led to the creation

of such spaces and meanings.

Some language practitioners claim that ethnographitadstin themselves can
encourage in learners an awareness of ‘other’ practibat through techniques of
observation and elicitation learners can gain insigittsforeign cultural repertoires
(Byram & Cain, 1998; Byram & Fleming, 1998; Roberts93p The data from this
research suggest, however, that by itself ethnograpghgad provide students with
the means to access or interrogate ‘other’ meanings fhgsis questions the
assumption that provided that learners inhabit the saamesms members of the
‘other’ culture, they will not have any difficultin observing and approaching
‘others’ to explore. As was evident in module 1 of phegram, not all students had
the confidence, the linguistic ability or the timedaspace to engage in ethnographic
interactions with local members of the foreign culturwever, when given
guidance and support in conducting ethnographies,namadule 2, students

demonstrated that they can successfully enter into raedragate ‘other’ spaces.
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Such support can include the provision of time foguiistic preparation, assistance
from the teacher in selecting interviewees and cofltb@ class work on

preparation of an interview protocol. | have presdnévidence that it was the
combination of the tools of CDA and ethnography — rehgtudents drew on the
deconstructive tools of CDA in interrogating the disoee realities produced by
their interviewees — that was effective in drawing dtudents’ attention the

multiplicity and complexity of realities of the ‘otHer

In the CDA-based teaching program | designed, etlapbgc methods were
integrated in the post-analysis tasks of units. Anottesr @f including ethnography
into the program could have been in the pre-textyarsatasks. An ethnographic
focus prior to text analysis could have created dppdres for students to expand
their knowledge of ‘other’ bodies, practices and noriss could have facilitated
the recognition that there are alternatives toxéideversion of ‘otherness’. | argue
from my data that incorporating a constant shift betwethnography and CDA in
future applications of the teaching program can Hectfe in encouraging a
critical awareness of cultural complexity. For instanc#udents can use
ethnography to gain access to alternative worldviavasthen employ the tools of
CDA to investigate the assumptions underpinning thesegthphic realities.

TRACING STUDENTS’ PRODUCTIVE USES OF POWER

| share the scepticism put forward in CDA literaturenk®, 1999, 2002; Lankshear
et al.,, 1997) about the assumption that the use of C&Aempower learners to
challenge and change the conditions that serve tallsasocially or economically
marginalise them. In the present research while the® evidence that a CDA
toolkit could provide students with tools that lednthéo recognise their own and
others’ racial marginalisation and oppression in textsiarmainstream Australian
society, such awareness was not accompanied by thecaraoeans to enable
these students to cope with and make changes to racgihalasation.

In my judgement students’ inability to make changesht® donditions of racial

marginalisation is not necessarily an inherent failihgCBDA. Rather, the way |
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designed the CDA-based teaching program could havelmaed to it. Modifying
the program to include an explicit exploration afisa in the classroom as well as
a longer period of exposure to the program might Haeen effective in making
available to the students alternatives to the victimaoial-abuse subject position
they appeared to be taking up.

Another way of addressing this highly complex issue ctalde been to present
more ethnographic opportunities to students wheredRplpre local perceptions of
themselves as ‘other’ in Sunny Hill. Another variatmyuld have been to employ
the CDA toolkit to identify the take up of anti-rsic practices and meanings in
texts. The interrogation and documentation of codmégremonic discourses can
open up to students alternative ways of dealing wéhbial marginalisation.
Identifying instances of positive power/knowledge faqurations produced in texts
can highlight to students that marginalising discourses e rewritten so that
individuals can escape from being the victims and objefttheir domination
(Luke, 2002). For instance, students can be askedng tar class for analysis texts
that they recognise as constructing racial categogasterently complex and as
producing racial differences that transgress a hiei@tbinary divide. Students’
identification of textual uptakes of productive paweay help to make available to
them discourses and subject positions to counter margntplenditions. This

would be one area for exploration in future researc

The present research responds to Luke’s (2002) callCEk practitioners to
document productive uses of power in times of econondacatiural globalisation,
to offer insights into navigations between New Times spaces. In this thesis, |
have exemplified the ways some students were alreadicipating in spaces
between the local and global, recognising the hytgriof meanings and identities.
Some students, for example, demonstrated recognitiorhefptoduction and
interpretation of advertising texts as transcendingllspaces, as aiming to target
audiences at a global scale. | have also documentedtioels ways students took
up, resisted or subverted the subject positions the teats making available to
them. | have traced, for example, the intricate waps dook up identities that were

alternative to those made available in texts, suchhakhe assumptions that all
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Asians eat rice or that all Asians only and always bokerw greeting. My
exemplification of students’ participation in glocalasps (Robertson, 1995) and
their use of strategies of interruption and resistatwebeing implicated in
essentialising discourses contributes to broadening CB&sarch agenda to meet
the challenges of New Times: These examples give insigtitshe emergence of
hybrid forms of identity and representation as studemtsunter a proliferation of
difference in their everyday lives and explore nesfirdtions of discourse and

culture as situated in transcultural spaces.

The data suggest that as competent navigators betwediafand foreign spaces,
some of the students in the present research might ddes@dy been critically
aware of cultural complexity and multiplicity prioo ttheir participation in the
program. Early in the program Thomas and Popo, fornostaguestioned cultural
essentialism and suggested awareness of the complexitytufatgroups. These
students’ might have been drawing on an already egistntical cultural
awareness, on which | had not collected data. Dathetypes of competencies the
students brought to this CDA-based teaching progranddaave allowed me to
incorporate what students already know into the desighe program. This could
have been significant as the present research suggedestuns in which students
drew on their existing knowledge of the topic todiecussed were more likely to
create spaces for the development of critical cultamedreness. Moreover, gaining
access to the knowledge students brought to the pnogoald have enabled me to
make available to students subject positions in which toald use their existing
knowledge to shape classroom practices. | could have thgethke up of such
positions to exemplify the exercise of productive povedations in the classroom.
The investigation of students’ levels of critical aara@ss before their engagement
with the tools of CDA is another area that needs éuntesearch.

AN ANALYSIS OF THE CLASSROOM IMPLEMENTATION OF
THE CDA-BASED TEACHING PROGRAM

The literature on teaching and learning languagkcaitture theorises and describes

various teaching approaches but only rarely offersgisi into the practical
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classroom application of these approaches. This thediaddilto the body of work
on teaching and learning language and culture loymenting both the design of a
CDA-based teaching program and its implementation in ®wisting EFL

classrooms.

My documentation of the classroom implementation of @®A-based teaching
program has implications for teacher development progianiEESOL. TESOL

students are at the centre of the effects of New Tirmdbeair bodies, capital and
knowledge shift across local and global spaces and tihi&3OL pedagogy, then,
needs to address these new conditions and contexts rafnigaensuring that

students are equipped with the skills and practicearicipate in the global flows
of texts and discourses that surround them. The presaaroh offers insights into
students’ engagements with hybrid spaces and identitceghe practices they take
up in their negotiations with difference. The undammgings gained here offer
TESOL pedagogy a basis for preparing students to jpetiEc effectively in New

Times.

The selection of texts

The selection of texts which had some relevance to stsidéves, of which
students might be readers, were successful in encourstgidgnts’ recognition of
cultural diversity. The involvement of students in fladection of texts can increase
their investment in the analysis of the texts and thedymtion of alternative
realities. Including students in the process of prograesigih can give
teachers/researchers insights into what students perteibe relevant to their
learning and their everyday lives. In this way it ltdrages the authoritarian role of
the teacher in deciding on behalf of the student$aims of learning that will be of
benefit to them. In the first module of this programnJesised this issue in class,
questioning the way | was positioning him to contribtbea program in the
development of which he was not involved. The ineatent of the students in this
research cohort in the design stage of the CDA-basedrgmn could have
introduced a focus on discourses students could use terd®their ‘othering’ in
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mainstream Australian society, thereby giving them tloéstto make changes to

inequitable social conditions.

Integrating a CDA toolkit in task-based learning methalology

There was evidence in the data that in the implementaif the CDA-based
teaching program a task-based methodology was appeogidillis, 1996). In

particular, the adoption of a task-planning-repogussce allowed for a shift from
private group discussions to making these discussions gabdihers in class. The
report stage gave students access to the range of medmagvere being made in
other groups. It also proved to be an alternativa datiection technique in that it
made available to me students’ responses that were kedpip by microphones.
These pedagogical elements could form the basis of futesigns and

implementations of the program.

AN EXAMINATION OF TEACHING/LEARNING FROM
STUDENT PERSPECTIVES

The present research explores the teaching program tiie perspective of the
participants, providing insights into the diverse megsistudents make of such
programs, which has until now remained largely unexglan the literature. In the
present research, student journals were a valuableestarrgaining access to the
diversity of students’ readings. As the data suggestjdinemals created a non-
threatening, private space for students to raise issueg perceived to be
significant. The journals gave students the time andesfmceflect on and further
explore concepts and topics raised in class, providingviteadditional meanings
to the ones students produced in class. This was significabuilding student

confidence in this particular research/teaching cdnighere the students were

expected to voice their ideas in a foreign language.

Students’ journals also allowed access to the meanings bbyatlhee quiet students
who did not participate in class or group discussiond) ascChika and Tuahu. As
Davies (2001) notes, quiet students often form “pathefbackdrop to the talk and

action in the classroom, rather than part of the att{p. 336). They often go
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unnoticed by the researcher and because they hawerbal production in the
research, are not included in classroom analyses. Stadenals, then, contributed

to ensuring that these students were also analysedtas plssroom action.

| integrated student journals into the teaching @ogas a task to be completed
outside class hours. | guided students on possible thenyesatie discuss in their
journals but did not impose the analysis of any pasictdpic. | would argue that
encouraging students to make their own decisions alboupleting the journal task
contributed to the effectiveness of the journal asdagogical and research tool in
that it allowed students to examine topics that theggmeed to be relevant and

significant in times and spaces that they believed aepeopriate.

INCORPORATING CDA-BASED TEACHING IN TEACHER
EDUCATION

As TESOL students shift between local and global mearamgl identities, taking
up new literacies and competencies demanded by newmiafion and
communication technologies, teachers are required tee rdacisions about how
they can prepare students to successfully negotiate these meanings and
identities. In these New Times teachers as well as stderded to familiarise
themselves with the tools of CDA. Teachers need to lahout ways they can
adopt the tools of CDA in their classrooms, making akéel#o students discourses
of cultural hybridity and complexity. Here pre- amdservice teacher education
programs are faced with the goal of preparing teacteembody and implement

the tenets and tools of CDA in their everyday teaghin

The present research can be followed up by introdu€ESOL teachers to CDA
toolkits that they can then use with their studentsindestigation of the meanings
a group of teachers make of the CDA-based teachgygm | have described and
analysed in this thesis, for example, can contributin@odevelopment in teachers
of understandings of ways they could negotiate meltipgladings of texts in the
CDA classroom. As | have argued earlier in the thesésctimplexity and diversity

of meaning-making practices has the potential to erthiehprocesses of textual

deconstruction and reconceptualisation. Howeverhatsame time, negotiating
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these diverse, at times competing and conflicting petispscin class can be a
challenging task for the teacher. In the presentarebe for example, the meanings
some of the students made were not obvious to me, wédthol some of these
readings being ignored and unexplored. Furthermonatehntionally privileged
some students’ responses and not others with the purposekaig available to
students a particular worldview, the view that catgroups and their practices are
hybrid and varied. Tracing the ways a group of teeximterpret and respond to the
variety of readings produced in their classrooms cghlight practical strategies
and suggestions for recognising, acknowledging andpocating into teaching the

diversity of worldviews produced by students.

Furthermore, teachers can also be involved in the mledigCDA-based teaching
programs, in making decisions about which discursive septations to
problematise and reconstruct. This can give teachersppertunity to reflect on
the discourses and literate practices that they keliean facilitate students’
participation in New Times and to examine ways thatAGian make available
these meanings. Such research on teachers’ interpnstaf CDA as a pedagogical
framework and the various CDA toolkits that they adioptheir classrooms can
broaden understandings of the practice of using CDAeathing language and

culture.

If the goal of teaching today is to broaden studemtssting repertoires of practices
so that they can engage effectively with global 8ao¥ information, discourse and
text (Luke, 2003), then not only students’ but alschers’ literate practices need
to be reshaped. In these New Times both students arfteteaneed to have at their
disposal the tools of textual and discursive deconstmu@nd reconstitution with
which they can navigate successfully between new aldd cultural spaces,
identities and meanings and with which they can sucdbssfagotiate cultural

differences.
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APPENDICES

APPENDIX A: ACRONYMS USED IN THESIS

CDA: Critical Discourse Analysis

EFL: English as a Foreign Language

ELICOS: English Language Intensive Courses for OverSaatents

ELT: English Language Teaching

ESL: English as a Second Language

IELTS: International English Language Testing System

LOTE: Languages other than English

TESOL: Teaching English to Speakers of other Langsag
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APPENDIX B: TRANSCRIPTION CONVENTIONS

The following transcription conventions were adagtedn Eggins (2000, pp. 138-
139):

[italics] My comments about the interaction
[word?] My best guess of a word

[??7] Indecipherable speech

[ Interruption/overlap in speech

= At the end of a turn and at the beginning of tHe¥ang module
indicates no appreciable break
Short pause

............ Longer pause/ silence

Bold Emphatic stress

? Question and/or rising intonation

! Strong expression

, Slight break within a turn
Finality/falling intonation

No final Implies speaker did not indicate finality
punctuation

New line in Part of transcript not included
transcript

Indicates the speaker is quoting from a printed text
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APPENDIX C: STUDENTS’ ATTENDANCE SCHEDULE IN
EACH MODULE

Table 1: The list of students who participated in eachinit of module 1

Module 1
Unit 1 Unit 2 Unit 3 Unit 4 Unit 5
Popo Popo Popo Popo Popo
Jeon Jeon Jeon Jeon Jeon
Asami Asami Asami Asami Asami
Thomas Thomas Thomas Thomas Thomas
Eric Eric Eric Eric
Chika Yui Chika Chika
Yui Lilu Lilu

Table 2: The list of students who participated in eachinit of module 2

Module 2
Unit 1 Unit 2 Unit 3 Unit 4 Unit 5
Popo Popo Popo Popo Popo
Jeon Jeon Jeon Jeon Jeon
Lilu Lilu Lilu Lilu Lilu
Cathy Cathy Adhin Cathy Cathy
Adhin Adhin Chika Adhin Adhin
Chika Tolib Tolib Chika
Tolib Tuahu Jae-ko Tolib
Tuahu Tuahu
Jae-ko Jae-ko
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APPENDIX D: AN ICEBERG MODEL OF CULTURE
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(C. Morgan, 1998, p. 237)
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APPENDIX E: BLOKE

Bloke (by Christopher Franklin)

THE TEXT ON THIS PAGE HAS BEEN REMOVED DUE TO
COPYRIGHT RESTRICTIONS
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APPENDIX F: SHEILA

There was this mob a sheilas... Bunch a screamers...

An American psychologist, Mrs Graham Bell, said she wonderedAustralian
men and women ever got together enough to get maBiddt is not true that
Ordinary Australians fail to recognise the value of wonfemy man will tell you
they are indispensable for packing picnic-baskets, ankdeping other women

company while you are drinking with their husbands

Cyril Pearl, So, you want to be an Australian (1959)

Who's that dog of a woman? She must be someone's gdltoee
in that job.

Head of the ABC, Jonathan Shier, commenting on an ABC
presenter, Sydney Morning Herald, October 20 2001

At the weekend | was watching ladies' beach volléylgi my

old mateGazza.... Pointing at the television with his beer, Gazza

remarked: Mate, this is one game that should be played in the
nude". Who was | to disagree?

Go Anna [Kournikova], Aussies are behind you to a n@ayrier Mail, 16 Jan
2003

Australian women, women in the lanchaditeship the Ocket, keg-
culture, come pretty close to top rating as the 'Dodsnwd the
Western World'

Miriam Dixson, Historian, University of New England, 76

War historian Gavin Long wrote: "Australians have alwaysitiee
their women a little worse than dogs" - but the Amerscalso
bought flowers for mothers, cigars for fathers, candybars for
childen. Such "poofter" tenderness was utterly unaccéptalihe
diggers and relations in Townsville, Brisbane and Melbowveee
marred by fights, stabbings and sometimes death.

Review ofThe Battle of Brisbane: Australians and the Yanks at War
Sydney Morning Herald, January 20, 2001

Youngsters on an excursion to study democracy heard
Lord Mayor Jim Soorley call an opposition councillor
a "wanker" and a "boofhead" and tell a female
councillor to "shut up, you stupid woman" One



student said the Lord Mayor needed "his mouth
washed out with soap”

Clean up Your Act, Brisbane Sunday Malil,
September 7, 2002

In mid 1999 a European marketing campaign for annateynal
company focused around a picture of a woman wealaaning
garb with a cigarette in one had and a mop in therotThe page
was clearly marked "Australian Domestic Appliance”.

THIS IMAGE HAS BEEN REMOVED DUE TO
COPYRIGHT RESTRICTIONS

Enjoying a beer on Rotto, Western Australia

Naturally, Australian women kicked up a stink backhe land of
0z. But as some journalists stated, where there is sninate,is
often fire.

Flirt, fribble, and shrew as she was, Julia Vickers had
displayed, in times of emergency, that glowing
courage which women of her nature at times posess.
Although she would yawn over any book over the
level of a genteel love story; attempt to fascinatd) w
ludicrous assumption of girlishness, boys young
enough to be her sons; shudder at a frog, and scream
at a spider, she could sit throughout a quarter of an
hour of such suspense as she had just undergone with
as much courage as if she had been the strongest
woman that ever denied her sex.

For the Term of His Natural Lifel867

Young women today forget that their sex has onlynbierated in
the last generation or two. As late as the early $msm@ woman
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had to resign from the Queensland education deparupent
getting married. And when applying for a home laamy the man's
income was taken into account when processing thecagiph. A
woman's place was in the home.

Despite the relaxed social mores the pub is no place

for a woman... Concessions may exist in the statute

book but women are not wanted in Australians public

bars. My wife was forcibly removed from a pub in the
main street of Beechworth in 1975.

Jonathan King, Waltzing Materalism, 1976

[Politician] Norton had a great affection for his dogaept when
was drunk, when he treated it as badly as he treatedifas w

Cyril Pearl, Wild Men of Sydney, 1958

A Department of Trade minute from March 13, 1963,
begins: "It is difficult to find reasons to support the
appointment of women Trade Commissioners" and

goes on to list reasons against it. "A spinster at work,
can, and very often does, turn into something of a

battleaxe with the passing years. A man usually
mellows," wrote A.R. Taysom to K.L. Le Rossignol,
director of Trade Commissioner Services. He did
concede that in some cases: "A relatively young
attractive woman could operate with some
effectiveness, in a subordinate capacity.” But "such
an appointee would not stay young and attractive for
ever and later on could well become a problem™.

All mouth but no way with words, Sydney Morning
Herald, March 17 2005

A woman had five choices:
She could become a hairdresser;

She could become a teacher (until she married, aftexthw
she had to resign);

She could work in retail;
She could become a nurse; or

She could be a housewife.
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And that was pretty well it. On top of this, of cee, was the
enduring notion ofmateshipwhich tended to exclude women,
merely as the culture had developed without them i&hdsscussed
furtherherg. The scene painted by Cyril Perl in the quotavab
was certainly true of the 60s, and, to a lesser extasta ring of
truth about it in the 90s.

The nationalism of the 1890's was focussed on the
notion ofmateshipand excluded women, confining
their role to a lesser one of domestic drudgery. While
nationalism popularly propounded mateship, Lawson
[Henry Lawson's mother] advocated a counter-force -
- the sisterhood.

Margaret CunninghanThat Nonsensical Idea:
Louisa Lawson's Literary Experiment for Australian
Society 1996.

"For women, wine is not an intellectual pursuit,”
Foster Wine Estate's marketing director, Trevor
Croker announced in the press release [after
developing a new wine for women]... "Apparently, we
need our very own wine because we are all a little
simple and don't need too much mental stimulation
thinking about wine," came the riposte from one of
Mr Croker's fellow wine marketers, Annie Rankin, at

Chalice Bridge in the Margaret River region.

Vintage sexism sours a new wine, Sydney Morning
Herald, 6 August 2005

However, as with attitudes towards homosexuality ane, i@titudes
towards women have changed enormously in the last gemeoa
two. Most young women today have little or no apiatean of the
fact that only 50 years ago, they would have hdé lihoice but to
spend their lives in a domestic role. So what rolen tidoes an
Australian woman play today?

A pretty English girl | knew was bluntly told by her

Australian boy-friend that he could not take her out

on Friday as that was the night he always got drunk
with the boys

John PringleAustralian Accen{1958)

Other dilemmas that come to mind include.. how to
deliver the great Australian line in sexual foreplay,
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"You awake?", so that the required results are
guaranteed.

No manners at all, Sydney Morning Herald, March
23, 2002

It appears that just as Australian women are slowly mosutgf
their homes and into the workplace, so too they arangamto the
social mainstream. They are performing less and less doatlgstic
and expect to be included in traditionally male\atiis, such as a
night out on theiss In fact it is true to say that a lot of women are
adapting traditionally male Australian characteristies. example,
foreigners often comment about how much Australian woanerk
and swear. Male Europeans have been known to gererssiagly
drunk on a small amount of alcohol, leaving their cakperienced
Australian female companion to look after them desiteny
consumed much more alcohol themselves.

She is drunk, no, plastered - a truer description for
that state of inebriation so profound that even a
slight shift of a hip does strange things to the
centre of gravity.... They play raucous drinking
games. They skol with panache. They perform
origami and lame magic tricks with beer coasters,
fall off bar stools, spill beer, flash their breasts out
of car windows, start fights, wolf whistle, heckle
attractive men.... Women in Australia, she says,
drink more, and they drink beer - not a beverage of
choice among American women.... The older
ones.. drink more than the men - far more - and
they get really rowdy." So what's the average
alcohol consumption for the typical young woman
on a Friday night? "Well, in a four-hour stint,
most of them will drink six schooners." She pauses,
laughs, then mimes lifting a huge glass. "l mean, a
schooner - that's a lot of beer."

Sydney Woman on the Prowl, Sydney Morning Heraldia® 2003

Mr Crosbie says there are two troubling trends: people argistato binge drink
younger; and women, in particular, are stepping up tdeinking.

Binge drinking a consuming passion for young, The Am/ember 27 2004

DRUNKEN teenage girls have been blamed for
setting the standard in bad behaviour at Schoolies.
The warning comes after The Sunday Mail last
month revealed young women were binge drinking



more than men, with 12.3 per cent of girls aged
14-19 drinking at levels likely to cause chronic
damage, compared with 7.7 per cent of males.... "l
would say girls are definitely the barometer that
sets the standards for the event," an experienced
Schoolies volunteer said. "Some of them are
walking around with these tiny tops on . . . they're
drunk.

Binge girls lead Schoolie strife, The Sunday Mail,
13 November 2005

We live in an age when women feel confident
drinking to excess and demanding sex

Of men and mortgages, Sydney Morning Herald,
Jan 14 2006
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Aussie enjoying her beer in the RE, Brisbane

How then are men coping with this social invasion? Thitural
clash? As stated elsewhere on this site, it is very diffto
overcome strongly held cultural beliefs. Rightly oongly, blokes
still enjoy having a quiet beer with their mates. Ahely love it.

Companionship with women is not rated so highly;
indeed, the man who spends too much time with a
woman is likely to be regarded with some
suspicion as not much of a man at all, a mere sissy
or skirt-chaser
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Craig McGergorProfile of Australia London,
1966

Do not our men habitually desert their women at
social gatherings and crowd around the beer keg,
swapping yarns, laughing raucously, literally

wallowing in the rituals of mateship?

Ronald ConwayThe Great Australian Stupor
1976.

But - and there is no sense denying it - Australian
mateship is mainly for men. It was - and is -
difficult to be mates with a woman.... At parties
and dances, the men stood at one end of the room
and drank beers out of a barrel.. and talked about
sport. The women stood or sat at the other end of
the room, and talked about babies and spoke only
to men to tell them it was time to go home. A
woman who joined the men's group was
considered to have loose morals. A man who
joined the woman's group was considered to be
effeminate, probably a homosexual, or a 'poofter’,
whatever that was.

Phillip Knightley, Australia: A Biography of a
Nation, 2000

Of course, the women don't always love it, and it is
often a constant battle for honest aussie blokes to
find a quiet few hours away every now and again.

A Cricket Australia sub-committee has heard
claims that Australia's Ashes squad never bonded
as it should have as players repeatedly went in
different directions due to the presence of wives
and children throughout the tour. "There's 14
other players here and | can't find anyone to have
a beer with," said one player in the closing weeks

of the tour.

Ashes Loss blamed on wives, News.com.au,
November 13 2005



300

THIS IMAGE HAS BEEN REMOVED DUE TO
COPYRIGHT RESTRICTIONS

‘Shelia's Dunny' on the left in a Perth Pub

Finally, shelia is an old Australian word for womah.quick word

of advice: unless you are an Australian male aged @ave, it
would be very difficult to use this word in a shelifesence without
causing offence. While it was just a word a genematioso ago, it
is generally considered sexist. Alas.

There is something delightful about the Australian venfaac
"He's flat out like a lizard drinking' and "He's a féwicks short
of a load' are distinctly Australian. Sadly, phrases suzthase

and words such aBonzel and tobbef and, dare one say it,
“sheila’ have all but disappeared from everyday speech.dd
the joys of a visit to outback Australia is to hear sofmbase all
too readily forgotten Australianisms. Why have those wands a
phrases gone? Is it because they are unfashionable kst jtas
a nation, we have become more sophisticated? Or ecduse of
our growing reliance on America for food, films, fashioulture

and sports?

Hon. LH Davis, South Australian Legislative CouncB, July
1995

THIS IMAGE HAS BEEN REMOVED DUE TO
COPYRIGHT RESTRICTIONS

'‘Sheila’ being used in a WA outback Pub
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Red Slaven can now be found working in a hardware gtore
Main Street, Lithgow. He loves Roy Slaven. "I'd cipathe
sheilas, say | was Roy's brother.”

Sydney Morning Herald, October 7, 2000

Sheila is an Australian colloquialism that's been aroundI'm one
of those Australians who are sick and tired of all thesgk¥es who
get on our television and our radio . . . let's havetab
Australianism . Let's get a little bit less American crapoor TV.

Queensland Premier Peter Beattie, Spitting chipsf(eoth fries),
Courier Mail, 9 March 2003

| am a Sheila

Member for Clayfield Liddy Clark, Spitting chips (niwench fries),
Courier Mail, 9 March 2003

The world knows us for g'day magezacswallabies and
kangaroo... we've got top sheilas and good blokiesand we
have a coldie around thearbie We don't need diapers, candy,
ketchup, trash cans and fries — we've got nappiese$pitomato

sauce, rubbish tins and chips.

Queensland Premier Peter Beattie, Spitting chipsf(eoth fries),
Courier Mail, 9 March 2003

When farmers in the hamlet of Harrow talk about the dnbug
they're not talking about the weather. They're tallabgut the
shortage of sheilas.

These blokes want sheilas, 2003

It was just bizarre, it was like a game of tennis. One
of the boys after the game said if it was a sheila you
wouldn't ask her out, that game. It was terrible.

Dragons assistant coach Kurt Wrigley, after his side Geatulla.
Sydney Morning Herald, 31 July 2004

If this seemed slightly below the bum-crack, Labor
MP Steve Gibbons was happy to destroy any
semblance of decorum. As Kelly walked across the
chamber to answer a question on dodgy regional
grants, Gibbons's thunderous interjection echoed
through the house "l suppose a rort's out of the
question," he roared. Remarkably, Kelly did not hear
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the gibe, but her colleagues did. Tony Abbott was
soon up on his feet: "It was a crude and demeaning
interjection, most inappropriate on International
Women's Day."

The Sketch: A hormonal day in the house, The AuamalMarch 9 2005
Convicted drug smuggler Schapelle Corby would probedflyse
to be transferred from Bali to an Australian women's prison

because of "big butch sheilas", her mother says.

'Big butch sheila’ fear for Corby, SMH.com.au, 24 2666
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APPENDIX G: IT'S A SMALL WORLD

THE IMAGES ON THIS PAGE HAVE BEEN REMOVED DUE TO
COPYRIGHT RESTRICTIONS

(Leo, 1997, p. 167)
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APPENDIX H: GREETINGS

THE IMAGES ON THIS PAGE HAVE BEEN REMOVED DUE TO
COPYRIGHT RESTRICTIONS

(Sinclair, 1996, p. 7
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