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Cultural Exploration and Critical Reflection
Teaching of Language and Culture
in Higher Education in Singapore

Wai Meng Chan

(e-itiail: chanwm@nus.edu.sg)

Centre for Language Studies
National University of Singapore

A b s t r a c t

Current theory views culture as sociocultural practice emergent from the
communicative activities undertaken by members of a community and the
negotiation of shared meanings through dialogue among them. Street (1993)
thus argues that culture is a verb, as it is an active process of meaning-
making. Clearly, for the conduct of such communicative activities, language
is a necessary and indispensible sociocultural resource. Consequently, as
culture arises from social interactions. Hall (2002) claims that ''any study of
language is by necessity a study of culture" (p. 19).

To be truly communicative in a foreign language, learners must develop
an understanding of its sociocultural practices and acquire its sociolinguistic
code to be able to express, communicate and negotiate meanings in the target
language community. But this cannot be accomplished through the mere
transmission of a fixed body of sociocultural and sociolinguistic knowledge.
Of greater significance and benefit is the development of learners' ability to
gain a critical understanding of the mentality, beliefs, values, behaviours and
practices of the target language community, and to gain a different
perspective to one's native culture through comparison with the target
language culture. The development of this ability, or intercultural competence
(Byram, 1997), is essential because: 1) Culture as a set of practices that
emerge from sociocultural interactions is by no means a uniform and static
product shared entirely by all members of the community. Intercultural
competence will enable learners to gain deeper and more discerning access to
the target language culture that is constantly evolving and will invariably
differ in degrees among individual members of the community; 2) the critical
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appraisal and reflection inherent in this process will also lead learners to a
more acute awareness and better appreciation of their own native cultures and
the consolidation of their individual identities.

At the Centre for Language Studies of the National University of
Singapore, the cultivation of greater cultural awareness and intercultural
communicative competence is therefore one of four key curricular objectives
anchored in its "Framework Syllabus." This paper will describe and discuss
selected examples of curricular and co-curricular means to promote cultural
exploration and critical reflection in pursuit of this objective.

1 I n t r o d u c t i o n

The commonly held view among language teachers and, in fact, also many
language learners is that language and culture are closely intertwined and that
through the study of a foreign language, one would gain access to and better
comprehend a foreign culture. In laying down the standards for the content of
foreign language education in the United States, the American Council on the
Teaching of Foreign Languages (ACTFL) has identified culture as a major
concern of foreign language learning. ACTFL's "National Standards for
Foreign Language Education'' make explicit reference to the learning of
culture(s) under three of the five areas of accomplishment commonly referred
to as the "Five Cs'' (ACTFL, n.d.). Under the heading of Cultures, it is stated
that students arc expected to achieve an understanding of the relationship
between 1) the practices and perspectives of the culture studied and 2) the
products and perspectives of the culture studied (Standards 2.1 and 2.2),
while Standard 3.2 under Connections proposes that students "acquire
information and recognize the distinctive the viewpoints that are only
available through the foreign language and its cultures." Moreover, under
Comparisons, ACTFL expresses the expectation that comparisons between
the cultures studied and the students' own cultures should lead them to a
better understanding of the concept of culture (Standard 4.2). The other major
document of foreign language standards, the Common European Framework
of Reference for Languages (CEFR), designed to support the language
policies of the Council of Europe (COE), describes the benefit of foreign
language education in similar terms to ACTFL: "As a social agent, each
individual forms relationships with a widening cluster of overlapping social
groups, which together define identity. In an intercultural approach, it is a
central objective of language education to promote the favourable
development of the learner's whole personality and sense of identity in
response to the enriching experience of otherness in language and culture."
(COE, n.d.. p. 1)
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Apart from the sociopolitical perspective, many academics - including
anthropologists, sociologists, applied linguists and language educationists -
have come to similar conclusions about the interrelationship between
language and culture. In this vein, Hall (2002) asserts that "any study of
language is by necessity a study of culture" (p. 19). In relation to foreign
language learning, Sercu (2005) declares foreign language education to be
intercucltural by definition. In her view, "[bjringing a foreign language to the
classroom means connecting learners to a world that is culturally different
from their own" (p. 1). Kramsch (1993) highlights the potential of the foreign
language classroom for promoting cross-cultural interaction and thus for
developing greater cultural awareness and cross-cultural understanding. This
necessi tates the re-examinat ion and re-evaluat ion of one's own cul ture,
creating an intercultural effect positive to the development of learners' own
cultural and personal identities (see also Byram, 1989, 1997, 2008).

The subsequent sections of this paper will draw on research from recent
decades to provide a sociocultural perspective to the relationship between
language and culture, and to discuss the significance of such a perspective
and the cultivation of intercultural competence in foreign language education.
It will then cite selected examples from the curricular practice and co-
curricular activities of the Centre for Language Studies (CLS) at the National
University of Singapore (NUS) to suggest how foreign language teachers can
encourage and enable the development of a keener cultural awareness and
greater intercultural competence through cultural exploration and critical
r e fl e c t i o n .

2 The interrelationship between language and culture: A sociocultural
perspective

The National Center for Cultural Competence (NCCC) at Georgetown
University defines culture as "an integrated pattern of human behavior that
includes thoughts, communications, languages, practices, beliefs, values,
customs, courtesies, rituals, manners of interacting and roles, relationships
and expected behaviors of a racial, ethnic, religious or social group; and the
ability to transmit the above to succeeding generations" (NCCC, 2000, p. 1)
This definition identifies language not just as a component of culture; it also
implies the significant role it plays in other areas, especially in
communications and interactions. In providing a functional definition of
culture from the perspective of the foreign language teacher, Byram (1989,
1997) calls it "the beliefs and knowledge which members of a social group
share by virtue of their membership," but concedes in the same breath that
this definition fails to do real justice to the dynamic nature of culture. Nor
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does it dispel the notion that culture or the shared beliefs, knowledge and
meanings of a social group by no means constitute a fixed and monolithic
body of unchanging knowledge (about the dynamic, complex and
multilaycred nature of culture, see e.g. Bhabha, 1994; Duranti, 1997;
Piasecka, 2011). Arguing pointedly against such a static notion of culture and
taking a process-oriented view. Street (1993) seeks to refocus our attention
from what cul ture is to what cul ture does:

For what culture does is precisely the work of defining words, ideas, things
and groups [...] The study of culture is not about finding and then accepting
its definitions but of discovering how and what definitions are made, under
what circumstances and for what reasons. These definitions are used, change
and sometimes fall into disuse. Indeed, the very term 'culture' itself, like these
other ideas and definitions, changes its meaning and ser\'e different often
competing purposes at different times. Culture is an active process of meaning
making and contest over definition, including its own definition. This, then, is
what 1 mean by arguing that Culture is a verb. (p. 25)

Culture thus emerges from the process of (re-)articulating and (re-
)negotiating meanings among members of a social group or community. The
joint negotiation of such shared meanings takes place through dialogue and
discourse, and is enabled through social interactions and the communicative
activities which constitute such interactions (see Hall, 2002). It follows that
language, as the main medium of such interactions, is a necessary and
indispensible tool for meaning-making within a community. As culture is
now increasingly regarded by researchers as sociocultural practice, language
is at the same time also being widely acknowledged as the main sociocultural
resource for this practice and the making and re-making of culture (Hall,
2002).

Research in first language development has produced empirical data
which point towards the significance of language and language acquisition
for the process of socialisation (e.g. Eisenberg, 1986; Ochs & Schieffelin,
1982; Peters & Bogg, 1986; Phillips, 1983; Schieffelin & Ochs, 1986). The
process of socialisation which accompanies a person's first language
acquisition, or language socialisation, is effected not just through the
sociocultural information transmitted by and encoded in linguistic forms, but
also by means of the language use. Ochs (1988, 1996) further believes that
language socialisation is a lifelong process, thereby providing a link to the
acquisition of subsequent languages, including foreign languages. Halliday
(1975, 1978) has also produced research evidence that suggest a natural,
innate link between language learning and culture learning (see also Halliday,
Mcintosh, & Strevens, 1964). Like Ochs, he sees language learning as an
agent of socialisation: ''Language is the channel through which the patterns
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of living are transmitted to him, through which he learns to act as a member
of a 'society' [...]" (Halliday, 1978, p. 9) He further asserts that, as a child's
language acquisition takes place within a particular social context, this
context and its culture will influence how it learns and uses the language in
interacting with members of this context, primarily his/her parents and other
adults. As Halliday (1975) puts it, "the social context is therefore not so
much an external condition of the learning of meanings as a generator of the
meanings that are leamf (p. 140).

3 Commmunicative competence, intercultural competence and critical
c u l t u r a l a w a r e n e s s

We have seen that there exists an intrinsic and inevitable link between

language and culture and that, as Halliday (1975) sees it, social context
functions as the generator of meanings in interaction. To participate in
communicative activities and to express and negotiate meanings successfully
in a particular context, one will obviously require knowledge of this context
and the way language is used to interact in this context. In Saville-Troike's
(1989) view, such knowledge includes '"culturally defined aspects of a
communicative event, such as role relationships and norms of interpretations,
of holistic scripts for the negotiation of meanings, as well as observable
aspects of the settings" (p. 258)'. Hymes (1964, 1971, 1972) argues that the
mere knowledge of linguistic structures and the ability to produce
grammatical utterances do not suffice to enable communication, for one will
need the social knowledge necessary to be able to interpret the grammatical
utterances made as well as to select appropriate linguistic structures to realize
the intended communicative functions within a particular context. Hymes
(1964, 1971, 1972) thus proposes the concept of communicative competence,
as opposed to linguistic competence, to describe the knowledge and skills
required for interaction and the appropriate use of language in a social
c o n t e x t .

In applying this concept to second and foreign language learning, Canale
and Swain (1980) and Canale (1982) propose a model of communicative
competence comprising four components, namely grammatical,
sociolingiiistic. strategic and discourse competence. In particular, the
component of sociolinguistic competence, which describes one's ability to
use features of a language appropriately and meaningfully in a particular
context, reflects the sociocultural view of language learning and use. A more

' See Holme (2003) for the discussion of an example of how the cultural preconceptions of
interlocutors can hinder communication and generate misunderstandings.
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differentiated model formulated by van Ek (1986) specifies six sub-
competencies under the overarching concept of communicative competence:
linguistic, sociolingiiistic, discourse, strategic, sociocultural and social
competence. While the notion of sociolinguistic competence is similar to that
in Canale and Swain's model and describes learners' ability to select
linguistic options appropriate to the communicative situation and the context,
sociocultural competence refers to their familiarity with the sociocultural
background of the target language community which provides a frame of
reference for interactions in this language. Implicit in van Ek's model is the
notion that language learners need to be socialised into the culture of the
target language and its practices, beliefs, behaviours and values to attain
communicative competence.

Byram (1997) does not dispute the need for learners to have an
understanding of the foreign language culture, for this is undoubtedly useful
for communicative exchanges with native speakers of the foreign language
and for them in managing the interactional and cultural relationships between
themselves and their native speaker interlocutors. Yet he warns against the
uncritical and complete acceptance of the practices, beliefs and values of the
foreign culture as well as the acquisition and use of native speaker standards
as norms for one's foreign language learning and use. Besides the danger that
this sets the bar unrealistically high for the vast majority of learners, he finds
this questionable because: 1) it creates an asymmetrical power situation in
which "the authority and evaluation of a learner's use is vested in the native
speaker" (Byram, 1997, p. 11); 2) it will potentially require learners to
abandon their own social identity and language to be socialised into another
culture and to adopt a new identity and language. Kramsch (1998) expresses
similar reservations and urges foreign language educationists to re-consider
the common practice of making the monolingual native speaker norm the
attainment target for learners. Further, she warns that ^'non-native teachers
and students alike are intimidated by the native-speaker norm" (Kramsch,
1993, p. 9). And instead of assimilating learners into the culture of the target
language, she believes in and advocates "the creation, in and through the
classroom, of a social, linguistic reality that is bom from the LI speech
environment of the learners and the social environment of the L2 native
speakers, but is a third culture in its own right" (Kramsch, 1993, p. 9).

Both Byram and Kramsch argue for an intercultural approach to foreign
language education. Byram (1997) introduces the concept of the intercultural
speaker as someone with the ability to engage effectively in communication
with interlocutors from the target language culture as well as to establish and
maintain interactional relationships with them. An intercultural speaker will
also be in the position to critically appraise both his/her native as well as the
target language culture, see differences and similarities, and thus relate both
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Byram (1997) defines these components as follows:
• Savoir etre refers to the attitudes of curiosity and openness that one

must display in interacting with interlocutors of the target language and
other cultures. One must also be prepared to ''suspend disbelief about
other cultures and belief about one's own" (p. 50).

• Savoirs essentially denote knowledge in two areas necessary for
intercultural communication, namely knowledge of: 1) the cultural
products and practices as well as of relevant sociocultural groups in
one's own and the interlocutors' countries; and 2) processes of societal
and individual interaction in general.

• Savoir comprendre involves one's skills in interpreting documents
and/or events from another culture, and identifying and relating the
informat ion and data f rom these ar tefacts to one's own cul ture.

• Savoir apprendre/faire refers to: 1) the skills of discovery one will need
to "acquire new knowledge of a culture and cultural practices" (p. 52);
and 2) the skills to apply such knowledge as well as other necessary
attitudes and skills to manage one's interactions with interlocutors of
other cultures, and to mediate between interlocutors from one's own
and other cul tures.

• Savoir s'engager assumes a pivotal position in Byram's model of
intercultural competence and describes the critical cultural awareness
one will require to engage in the critical appraisal of one's own and
other cultures, including their practices, products, beliefs and values.

Whi le some amount of knowledge is necessary, Byram's
conceptualisation of intercultural competence places the emphasis very much
on skills and processes for discovering and interpreting the foreign culture,
relating it to the native culture, and critically reflecting on the native culture
through comparison and contrast. A major argument in support of the
development of such skills and processes lies in the nature of culture itself.
As established earlier in this paper, culturc as a set of practices that emerge
from sociocultural interactions is by no means a uniform and static product
shared entirely by all members of the community. The acquisition of methods
and strategies (such as those proposed by Byram, 1997, 2008, and Kramsch,
1993), rather than the transmission of a pre-determined canon of facts and
figures, will enable learners to independently gain a deeper and more
discerning understanding of the foreign culture that is constantly evolving
and will invariably differ in degrees among individual members of that
culture. Second, as Byram (1997) points out, the skills of intercultural
competence can also be applied in "encounters with cultural practices which
have not been presented to them" (p. 20), including situations where learners
interact with other non-native speakers of the target language. A third reason
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is that the critical cultural awareness that learners develop will also help them
achieve a more acute awareness and a better appreciation of their own
cultures, and consolidate their individual identities.

4 Culture in foreign language education in Singapore

4,1 Foreign language learning in secondary education: An intercultural
approach

As Singapore's language-in-education policy requires all students to
receive instruction in two languages - English, the main medium of
instruction, and one's own mother tongue - from Primary 1 onwards, foreign
languages or other local languages taught as third languages are not offered
until Secondary 1 to avoid overtaxing them by having to learn too many
languages simultaneously. Even at the secondary level, the study of some of
the foreign languages is restricted only to an elite group of students, namely
the top ten percent of each cohort of students, as assessed through the
Ministry of Education's (MOE) national primary school leaving examination.
French, German and Japanese were first introduced in 1978-1979̂  and till
today, only the top ten perccnt of each primary school cohort are eligible to
study these languages. In 2008, Indonesian and Arabic were added to the
slate of foreign languages taught at a centralised school, the Ministry of
Education Language Centre. Due to the lower degree of popularity these
languages enjoy among students and parents, the top ten percent eligibility
rule has not been extended to them.

The establishment of the foreign language programmes was primarily
motivated by the wish to widen Singapore's international contacts and to
seek an influx of investment and technology from the more developed
economies of France, Germany and Japan. The following quote from the first
syllabus for German as foreign language at the secondary level, which makes
explicit reference to the need for increased contact with non English-speaking
countries, states the expectation that students are expected to find their
competence in the foreign language useful in the following situations:

[...] as employees in foreign firms, banks and industries; in the tourist trade;
in the airline industry; in manning diplomatic and economic missions abroad;
in dealing with foreign diplomats; in travelling for business and leisure; in
pursing training programmes for further education conducted in foreign
languages either abroad or in Singapore; and when dealing with technical or

^ For a more detailed account of Singapore's bilingual language-in-education policy and

foreign language programmes, see Chan (2012) and Chan and Chi (2008).
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scientific information available only in German. ("German Language Syllabus"
[GLS], 1987, p. 1)

A secondary - and interculturally formulated - goal was the hope that
foreign language learning would help pupils gain a new and critical
perspective to their own culture and become more aware of their own
identities through the encounter with a foreign culture'̂ :

Different cultural ideas, values and habits should rather be related to one's
own ideas and experiences thus leading to an evaluation of one's own
traditions and concepts. [...] The confrontation with foreign cultures will thus
contribute to the development of the pupil's personality, his value system, his
degree of tolerance and social responsibility (GLS, 1987, p. 3)

In a press release announcing the new Indonesian and Arabic programmes
in 2008, MOE similarly points to the value of these new programmes in
helping Singaporeans link up with and seek opportunities in other countries
in Southeast Asia and the Middle East. Besides preparing young
Singaporeans for a globalised future, the learning of these languages will also
"strengthen Singapore's identity as an open, diverse and cohesive society"
(MOE, 2007, para 1). It would appear that, in introducing these two new
foreign languages, MOE is embracing the same original objectives of
increasing international linkages and seeking to consolidate one's own
identity through its interactions with the foreign cultures (Chan, 2012).

4.2 Foreign language learning at the Centre for Language Studies:
Cultural awareness and the intercultural perspective

Foreign languages have been taught at the NUS since 1981 with the
founding of the Japanese Studies Programme. Other area studies degree
programmes, namely European Studies. Southeast Asian Studies and South
Asian Studies, were to fol low between 1991 and 1999. With the
establishment of CLS in 2001, all foreign language programmes were
transferred to the centre with the intention of maximising its pedagogical and
research resources in foreign language education and creating a more distinct
profile for its foreign language programmes (see Chan, 2012; Chan 8l Chi,
2008). Nine languages, namely Chinese (Mandarin), French, Gemian,
Indonesian, Japanese, Malay, Tamil, Thai and Vietnamese, were offered
initially in 2001. Three languages were added subsequently - Korean and
Hindi in 2008, and Arabic in 2009.

^ See also Funk (1987).
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One of the CLS' main target learner groups are students of the various
area studies programmes, who are expected to acquire knowledge of the
politics, economies, societies, history, geography and literature of their
respective countries or regions of study. Such knowledge can potentially
contribute towards a deeper understanding of foreign cultural practices and
products - or saviors in Byram's model of intercultural competence. At the
same time, in the course of their study, they are also expected to acquire
scientific methods for the collection, interpretation and analysis of relevant
data on these countries and regions, which are comparable to two other
components in Byram's model, savior comprendre and savior apprendre.
Proficiency in a relevant foreign language is a requirement of the area studies
programmes (with the exception of South Asian Studies Programme), as the
language is perceived as an important resource for the study of the respective
countries and regions. These students as well as another of CLS' main target
groups, namely those who are learning a foreign language in preparation for
academic exchange, are expected to spend considerable periods of time in
foreign countries and will thus need to have positive attitudes towards the
foreign culture {savoir etre) for a successful exchange stint overseas. For
these students, intercultural communication represents more than just an
opportunity; it is in fact an impending necessity. In line with the needs of
these students, CLS aims to help students develop greater cultural awareness
as well as the ability to compare and contrast aspects of the foreign culture
with those of one's own culture {savoir s'engager). Similar to MOE's foreign
language programmes, it hopes to make these and other students in its
language modules more aware of their own identities and native cultures
through the process of critical reflection.

Cultural awareness is thus one of four general objectives identified in the
CLS' "Framework Syllabus" (Teaching Development Committee [TDC],
2006), with the other three being communicative competence, independent
learning and social competence. The following passage describes this goal
and its justification:

Learning a language requires the learning of a complex set of behaviours
determined by the culture and conventions of the target language community.
Students need to get a sense of how native speakers view themselves, such as
how they live, how they think, what they value and what they do. Our
objective is to develop such cultural awareness. This is essential for
interaction with the intemational community, as it promotes a deeper
understanding of different ways of life, values, thoughts, expectations, fears
and problems. Such cultural awareness also leads to greater and more
differentiated reflection of one's own culture and values. (TDC, 2006, p. 16)
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Consistent with this objective, culture-based learning is identified as one
of the methodological principles for foreign language teaching in CLS. The
description of this principle again makes explicit reference to an intercultural
approach that is based on exploration and reflection:

The language modules of the CLS promote the exploration of the culture of
the target language. This helps to develop sociolinguistic competence and
equips students with the necessary skills and knowledge to communicate
appropriately in a wide range of situations. An intercultural principle is
applied, allowing students to reflect on and develop a greater awareness of
their own culture. Ultimately, in discovering the foreign culture, they learn to
be sensitive to and respectful of the differences between their own and other
cultures. (TDC, 2006. p. 18)

5 Cultivating cultural awareness and intercultural competence: Selected
examples from the Centre for Language Studies

A major objective of CLS' foreign language programmes is, as evident
from the previous section, the cultivation of cultural awareness and
intercultural competence with the ultimate aim of not just developing a
higher level of sensitivity towards other cultures, but also raising awareness
of one's own culture and identity, in accordance with the "Framework
Syllabus," CLS' language modules are designed to provide a cultural focus
alongside the development of learners' general communicative competence.
Language instructors apply both curricular and co-curricular means for
learners to explore the respective target language cultures, and to analyse and
relate them to their native cultures. Such activities could take the form of a
classroom lesson unit on a selected aspect of the foreign country with
appropriate tasks to guide learners to deeper insights into this aspect as well
as to compare it with the situation in their native countries. Learners could
also be asked to consider the implications of any differences and/or
similarities for the relations between the populations of these countries. In
addition, co-curricular activities such as in-country immersions, field trips,
cultural festivals and academic encounters with foreign university students
also provide opportunities for cultural discovery and reflection. In this
section, 1 will describe and discuss four examples of curricular and co-
curricular activities from four different language programmes to foster
learners' intercultural competence.
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5. J Example 1 - Language immersion programme in Indonesia

In-country immersion allows learners to gain firsthand experience of the
target language culture and therefore offers them ample opportunities to
explore and discover for themselves aspects of its sociocultural practice.
With the right form and balance of language and cultural activities, they will
be put in the position not just to observe these practices, but also to partake in
them and to interact with members of the host community. The example
presented here describes the language immersion programme organised by
the Indonesian Language Programme (officially called the Bahcisa Indonesia
Programme or BIP in short), which has been previously researched and
reported in a paper by Istanto (2011). Other language programmes in CLS
with in-country immersions are Chinese, French, German, Japanese, Korean,
Tha i and V ie tnamese .

21 students participated in the co-curricular immersion programme
between 2004 and 2006, which was of four to six week duration and was
conducted in Yogyakarta in cooperation with a local university. Of these 21
students, 11 were Southeast Asian Studies majors, while 10 were from other
departments and faculties. All had studied Indonesian at CLS for at least two
semesters. Ten of them responded to a questionnaire distributed by Istanto
(2011) to collected qualitative data on their experiences and perceptions
related to the immersion, the Indonesian people and its culture.

The goals of the immersion were described by Istanto as: 1) to increase
students' motivation in learning the language: 2) to strengthen their
communication skills: 3) to allow them to experience the target language
culture; and 4) to facilitate their understanding and appreciation of the target
language culture. The programme comprised three major components: 1) an
intensive language course with 100 hours of instruction; 2) a cultural
programme consisting of field trips and excursions as well as culture classes
with a total of 42 instructional hours for the learning of traditional Indonesian
and Javanese arts (such as playing the gamekuu performing wayang with
shadow puppets and making batik etc.), cooking and handicraft (such as
making decorations with janur or young coconut leaves): and 3) home stay
w i t h l o c a l J a v a n e s e w h o t o o k t h e s t u d e n t s i n a s f o s t e r m e m b e r s o f t h e i r
families. Besides "learning' the cultural practices of Indonesia formally
through the culture classes, the students "'were forced to communicate using
the target language, appreciate the local dishes, observe the non-verbal
behaviour of the target community, blend into the culture, and witness the
community's life style" (Istanto, 2011. p. 178). Missing from the explicit
goals of the immersion is however the intercultural aspect of awareness-
raising and self-reflection on one's own culture.
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In their responses to the questionnaire, the students generally
demonstrated a mature and differentiated understanding of the concept of
culture, as the following statement from one of them shows (all student
quotes cited here are extracted from Istanto, 2011):

Culture is a specific way of life that a particular ethnic or sub-ethnic group
adopts and it is developed over time with influences from cultures of other
ethnic or sub-ethnic groups that the former has contact with. It is made up of
numerous components with the important ones being language, values, beliefs,
mannerism, taboos, traditions, habits, customs, and learned behavioral
patterns. (Da Fang)

(Istanto, 2011. p. 181)

They had also noticed the intrinsic link between language and culture, and
how an understanding of the latter would support one's language learning.
Donny, for instance, expressed his belief that "an understanding of culture
helps in advanced learning of a new language," as "it can provide a better
appreciation of intonation, unique phrases with no English equivalent, etc."
(Istanto, 2011, p. 181). And Da Fang seemed convinced that "language and
culture are inseparable and must be studied together," for the features of a
language will reflect how the members of the target language culture think
and behave (Istanto, 2011, p. 182). Therefore, it is not surprising that the
respondents were generally highly receptive towards their sojourn into the
Indonesian and Javanese cultures and showed positive attitudes towards their
discoveries of a new social environment, its people and unaccustomed
aspects of their culture;

I remember feeling surprised at how Indonesians actually regard ethnicity as a
very important aspect of identity, e.g.: Javanese, Balinese. I also got the first
hand experience of the famous Javanese politeness and subtlety I have often
heard about. It explains many facets of Bahasa Indonesia too as the language
reflects a constant awareness of having to display respect and deference to
others (even when you don't feel like it!). (Boen)

(Istanto, 2011. p. 183)

Istanto discusses other examples of similar "surprising' discoveries such as
the student who "felt uneasy and confused because the lady host never
maintained eye contact whenever she talked to her" (2011, p. 188), only to
learn later that it is considered unrefined in Javanese culture to look directly
into the eyes of an elder or respected person during a conversation, very
much unlike the westernised Singapore culture where eye contact is
considered important. She also mentions the example of several other
students who were surprised by restaurants and food vendors who hung a

7 8



textile screen to obscure the view of people eating at their establishments
during Ramadhan or the Muslim fasting month out of consideration for
fasting Muslims. While Singapore has a large Muslim minority of about 15%,
the same practice is not prevalent. Though this was initially highly unfamiliar
to the students, they soon gained an appreciation of the tolerance Indonesians
show towards the religious beliefs of others. Evident from these examples is
the fact that the immersion had contributed to the students' savoirs (i.e. their
knowledge of the Indonesian culture and interactional behaviours) and savoir
etres (e.g. the greater openness they demonstrated towards new and
unaccustomed practices such as the lack of eye contact in interactions with
Indonesians). It had also allowed them to both apply and refine their skills of
interpretation, discovery and interaction {savoir comprendre and savoir
apprendre/fai re).

The Indonesian immersion programme had obviously sharpened the
students' sensitivity towards the practices of a different culture. And although
it was not explicitly intended to promote the critical reflection and self-
appraisal of one's own culture and identity, the many intercultural moments,
including both observations of and interactions with the local people, had
encouraged some of the students to draw comparisons between both cultures
and to see their own country with different eyes. One student, Ongky, wrote,
as he reflected on a visit to a children's welfare home; "Children welfare
home - 1 have [sic] better appreciate the life that 1 have back in Singapore.
What were the problems faced by the local children" (Istanto, 2011, p. 184)
Another student, Clarice, in describing what she had gained from the
immersion, highlighted that she was able to make comparisons with life in
Singapore and to get to "know the difference between the two places"
(Istanto, 2011, p. 185). These are perhaps signs that a more critical cultural
awareness, or savoir s'engager, was beginning to emerge for these two
students .

5.2 Example 2 - Visit by native speaker students to intermediate Japanese
language class

The annual Indonesian immersion programme enables students to interact
with native speakers in the target language country and to observe and
participate in their sociocultural practices. The second example presented
here involves an opportunity for interactions between foreign language
learners and native speakers in the learners' classroom. It describes a visit by
students from a local Japanese high school to an intermediate Japanese
language class in CLS. While the visit is a regular semesterly event on the
calendar of the Japanese Language Programme, it is essentially co-curricular
in nature in that, although it supports the leaming of students in their fourth
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or fifth semester of study, it is not mandatory or included in their course
assessment. In this section, the paper will refer to the event as it was
conducted in February 2012 (Semester 2 of the academic year 2011/2012).

66 Japanese 4 students from CLS and 18 Japanese high school students
participated in the group meetings in February 2012. The group meetings
were intended to give students the opportunity to 1) apply new linguistic
structures they had learned in authentic discourse with Japanese native
speakers, 2) learn more about Japan and the Japanese culture, and 3) develop
their intercultural competence. To prepare for the group discussions, students
from both institutions were asked by the respective coordinating teachers to
select and prepare one of the pre-determined discussion topics. The topics
were selected to complement the syllabus of the Japanese 4 course and also
to give both groups of students insights into social conditions and practices in
their respective countries. The overarching theme for the group discussion in
that semester was education and examples of the topics available for students'
selection were: students' learning attitudes; school facilities; school uniform;
school ceremonies and festivals; school trips; monster parents; English
language education; moral/social education; and higher education. On the day
of the visit, students were grouped according to their topic preferences, with
at least one Japanese high school student in each group of 3-5. CLS students
were each given a task sheet with a description of the project and pre-/while-
/post-meeting tasks and activities. In addition, they also had to write a
summary of their group discussions in the target language, highlighting in
particular similarities and differences between their own and the Japanese
culture as well as what they would like to change in their own culture in the
light of the discussion results. Finally, they were also asked to reflect in the
target language on the entire activity and their thoughts on the topics of
discussion. The activity thus had an explicit intercultural focus and was
intended to foster the learners' intercultural competence - ranging from
savoirs through the exchange of information about the Singapore and
Japanese educational system and practices, scivoir etres, scivoir comprendre
and savoir app rend re/fa ire through the discussions and comparisons of
education-related aspects in both countries to savoir s engager through the
reflection on the discussion topics as well as possible changes to their own
c u l t u r e .

Though formal evaluation data were not collected for this project by the
instructor, she expressed the belief, after reading the students' reports, that
the encounter with the Japanese students and the group discussions had not
only improved their communication skills, but also learned to take a more
critical perspective to the educational practices in their own and the foreign
culture (Satomi Chiba, personal communication, February 28, 2013). The
instructor's positive assessment seems to be supported by the reports
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submitted by some learners. For example, Cindŷ  writing about the topic of
monster parents, observed that monster parents who put teachers under
pressure and make them responsible for their children's academic
achievements apparently exist in both countries, but unlike in Japan, parents
in Singapore also apply much pressure on their children and force them to
take additional lessons out of school. In reflecting on the changes she would
like to see in her own culture, she expressed a critical view of the situation in
Singaporê :

I believe that results are not an indication of one's life. Everyone has his or
her own strengths and interests, and even if they do not do well academically,
there may be other areas in which they will excel [...] Teachers should also
not be expected to be the only ones to nurture children, as parents themselves
are the most important factors. (Cindy)

Another student, Jason, discussed and compared university life in
Singapore and Japan with his partner, Kenji, and came to the following
c o n c l u s i o n ;

[...] university student life in Japan is however less demanding that that of
other countries, including Singapore. Most Japanese university students also
tend to work part-time while they study and many start looking for
employment before they graduate [...]. In spite of the different emphasis
placed on work and study by students of both countries, ultimately, I learnt
that we are not that different in that we work part-time to fund our university
education and other individual expenses, and we work hard to secure our
desired jobs. (Jason)

It would appear that Jason had taken a significant step towards greater
cultural awareness and sensitivity. His remarks on the benefits of foreign
language learning for Kenji and himself seem to suggest that he is able to
transfer the intercultural competence he had developed, such as his positive
attitudes towards the Japanese culture, to other cultures as well. He surmised
that the cross-cultural encounters made possible through the learning of a
foreign language had led them not just to a better appreciation of one's own
culture but of foreign cultures in general:

Kenji, in turn, shared with me that teaming English had made him realise and
appreciate his own culture and that of the Anglo-Saxon world. In particular,

^ All CLS and Japanese students cited here are identified by pseudonyms randomly assigned

by the author.^ The students' statements here were translated from Japanese to English by the students
themselves at the request of their course instructor for the purpose of this paper.
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he believes that studying in Singapore has broadened his horizons as he has
been able to make new friends of diverse cultures and backgrounds, while
remaining rooted in his own culture. [...] I have also broadened my
knowledge and deepened my understanding of the Japanese culture through
my interactions with the Japanese and they made me appreciate the beauty of
diversity of cultures in the world. (Jason)

5.3 Example 3 - Thai cultural festivals and language projects

The first two examples show how learners can acquire and develop the
knowledge, attitudes and skills necessary for effective intercultural
communication and for the development of cultural awareness through
interactions with native speakers in their own or the target language country.
The third example refers to a regular course project conducted in advanced
Thai language classes (in the fifth or sixth semester) which requires students
to research the Thai and other cultures by reading cultural documents
available in the library, the Internet or other sources, rather than through
direct interactions. The project was designed to fiilfil the following
objectives: 1) To allow students to apply their acquired linguistic knowledge
and to integrate all four language skills in a creative manner; 2) to
deconstruct popular beliefs about two major Thai festivals, Songkran and Loy
Kmth(mg\ and 3) to help students discover the links between different
cultures and possible cross-cultural influences between the Thai and other
cu l t u res .

In Semester 2 of the academic year 2012/2013 (August to November
2012), students in Thai 5 were asked to conduct comparative research on the
Thai Loy Krathong festival, which is celebrated yearly on the night of the hall
moon in the 12̂ *̂  month of the Thai lunar calendar (usually in October or
November), and other festivals which are observed in Singapore in the same
period of the year. The students had to give a presentation on their findings
and submit a piece of creative writing related to this topic. Both the oral
presentation and the written product were assessed and accounted for 20% of
the overal l course assessment.

Discussion sessions were held in class between the six students enrolled in
the course and their instructor to ascertain the students' existing knowledge
of Loy Krathong and to brainstorm possible project topics, presentation
modes and creative writing tasks. After identifying and settling upon two
festivals that are also observed locally in October and November, the Hindu
Deepavali (Festival of Light) and the Chinese Zhongqiiijie (Mid-
Autumn Festival), the instructor led discussions to formulate hypotheses
about possible links between these festivals and Loy Krathong. Thereafter,
the six students, consisting of five local and a Canadian exchange student
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from four different faculties, were grouped into three pairs who each
researched and prepared a presentation on one of the three festivals. They
were asked to introduce each festival, focusing specifically on similarities
and differences, and to provide reasons or hypotheses from their research for
any cross-cultural influences ascertained. This curricular project was blended
with the NUS-CLS Loy Krathong Festival, a co-curricular event organised by
the Thai Language Programme annually to celebrate the Thai festival,
introduce the Thai culture to the NUS and other communities in Singapore,
and provide contact opportunities between them. It provided an ideal
platform and an enthusiastic audience for the students' presentations.

The comparative research and the individual and group reflections about
the various cultural festivals as well as their roots and links helped students to
acquire the various forms of savoir (knowledge, skills and attitudes) that will
enhance their intercultural competence and cultural awareness. According to
the instructor, before the project, the students had reported being familiar
with the Loy Krathong festival, but apparently what they knew was in most
cases limited to superficial tourist knowledge (Titima Suthiwan, personal
communication, February 28, 2013) - as opposed to the kind of deep insights
that a sojourner in Byram's (1997) definition would achieve. Ironically,
though five of the participants were local Singaporeans, it seemed they knew
even less about Deepavali and Zhongqiiijie, especially with regard to their
origins and the meanings behind these festivals. The project thus gave them
the opportunity to gain a different and more critical perspective to the Thai
and the two local festivals, and to relate them to one another.

5.4 Example 4 - German lesson unit based on the problem-posing
approach

The last example involves a lesson unit that is based on the problem-
posing approach adapted by Auerbach (1991, 2000) and Wallerstein (1983)
from Freire's (1973, 2000) participatory pedagogy and applied to the
teaching of English as a second language (ESL). Freirean pedagogy
advocates collaborative learning arrangements with teachers acting as
partners of their students in creating a critical consciousness about the
conditions and issues of the world they live in to enable them to take positive
action to transform their environment . Wallenstein (1983) proposes six steps
to the problem-posing approach to language teaching: 1) Presenting students

^ See the following excerpt from Freire (2000): "[The humanist, revolutionary educator's]
role must coincide with those of the students to engage in critical thinking and the quest for
mutual humanization. His efforts must be imbued with a profound trust in people and their
creative power. To achieve this, they must be partners of the students in their relations with
them." (p. 75)
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with a problem in the form of a story, role-play, picture or dialogue; 2)
guiding students to comprehend the information presented in the text or
medium; 3) guiding students to identify the root problems presented in the
text or medium; 4) relating these issues and problems to the students' lives;
5) comparing the depicted scenarios to students' experiences; and 6) asking
students to propose ways to solve the problems and improve their current
situation^.

The example unit presented here is taught at the advanced level in the
German Language Programme and represents a curricular means of
facihtating cultural exploration and critical reflection beyond the target
language culture. Of the four examples presented here, this is the only
activity that is located solely in the classroom and is not coupled with co-
curricular activities. The students would typically be at least in their sixth
semester of German language study and would have had extensive previous
exposure to the cultures of the German-speaking countries, Germany, Austria
and Switzerland, and to intercultural language teaching. In a typical advanced
level course, topics are mainly of a cultural, historical, social and political
nature and are presented predominantly through various forms of printed or
online media texts, including German language newspaper and magazine
articles, radio programmes, TV news and documentaries, and feature films.
In the advanced courses the author had taught, a peer teaching arrangement
was usually adopted for the second half of the semester. In fulfilment of their
course project requirement, students created lesson units based on texts
suggested by the instructor or the students themselves, and tasks written by
the students with the instructor's support.

T h e u n i t d e s c r i b e d h e r e c e n t r e d r o u n d a 3 0 - m i n u t e G e r m a n T V
documentary tided "Die traurigen Engel der Nacht" (in English, "Sad Angels
of the Night"), which depicted the problem of child prostitution in another
city in the same region as Singapore (i.e. Southeast Asia). The tasks were
created and presented by a student project group under the instructor's
guidance. Preceding the presentation of the documentary was a short pre
viewing activity, in which students were shown the first minute of the film
without the audio commentary and were subsequently asked to guess the
topic of the film. The film was then presented in four parts, which:

1. introduced the background of the city, the poverty that beset it and the
'value' of children to impoverished families, which offered them as
cheap labour to various economic sectors;

2. introduced the 'angels,' three girls aged between 11 and 13, their
family backgrounds, their situation as prostitutes and the reasons for

^ Examples of lesson units designed according to this approach can be found in Auerbach
and Wallerstein's (1987) textbook, "ESL for Action."
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their plight, and described the attempts of social workers to educate
them about the dangers of sexually transmitted diseases;

3. featured the pimp and her 'angels' at 'work,' soliciting clients, who
were sex tourists from Germany and other Western nations;

4. described the further problem of drug abuse among the 'angels' as a
means of escape from the harsh reality of their lives.

Students engaged in meaning-focused comprehension and production
tasks of various types (matching, true/false, structured writing, role play and
group discussion tasks) to help them establish and grasp both the facts and
the deep issues portrayed in each segment of the film. In summarizing the
root causes of the girls' plight, students were also asked to review and apply
vocabulary and grammatical structures to describe cause-and-effect
relationships. After viewing all four segments, students were then asked to
consider if there were similar issues of child prostitution and drug abuse in
their home countries, make notes related to this, and then compare the
situation in the film with that in their own countries. Rounding off the unit
was a writing task which required students to produce an expository text with
an analysis of the problems of child prostitution, child labour and drug abuse
in the city depicted in the film and/or their own countries. The structural
exercises on cause-and-effect relationships described above served to prepare
students for this final writing task. The entire unit took approximately eight
class hours to complete.

Such a problem-posing unit affords students the opportunity to explore
beyond the target language culture, and to examine and discuss social issues
located in the same region as Singapore. Advanced level students, who have
had several semesters of intercultural language study, would already possess
some measure of intercultural competence and have had ample opportunities
to analyse and reflect on sociocultural practices in the target language culture.
In the unit on the "Sad angels of the night," students have to extend the
intercultural competence and critical cultural awareness they had developed
to the critical appraisal of the social conditions and woes of another country
and culture. This meets Byram's (1997) expectation that intercultural
language teaching must prepare learners for "encounters with cultural
practices which have not been presented to them, and [...] cannot be
anticipated" (p. 20). He stresses in fact that learners must be equipped with
"methods for transfer to other situations and the means of coping with new
cultural practices and identities" (p. llf.

There are further arguments to support the use of the lesson unit on the
'angels' - and other materials focusing on social issues - to foster critical
consciousness and further enhance intercultural competence, especially at the

^ See also Kramsch (1998) and Wandel (2003), who hold views similar to Byram's.
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advanced level where learners are expected to have the communicative
competence to deal with such complex contents. For one thing, a topic such
as child prostitution and the fdm with its poignant scenes are highly emotive
and will provide potent stimuli for critical thought and intensive debate that
will polarise the participants'^. In fact, the unit lends itself well to the
recognition of how social and economic positions and power situations
interface with cross-cultural contact and can have a bearing on the
interactions between two cultures (in this film, of an undesirable kind).
Second, because the film depicts events and problems in a neighbouring
country (sex tourism, underage prostitutes, drug abuse etc.) that exist in
Singapore and the respective home countries of the students, its contents are
of much relevance to them and will encourage active participation in any
discussions thereof. Third, the film offers students highly differentiated
perspectives to the target language culture, whose members appear in two
roles in the film: on the one hand, as the unscrupulous sex tourists who
exploit the deplorable social conditions in the Third World; and on the other
hand, as the social conscience and critical voice provided by the
journalist/narrator and the TV production team who document, analyse and
publicise the plight of the 'angels' and the misdeeds of their countrymen.
Such diametrically opposing positions provide fertile ground for critical
analysis that will eventually lead to the recognition of the complex,
multilayered and multifaceted nature of not just the target language society,
but of societies in general. Indeed, as Wandel (2003) advocates, students
should learn "to analyse fundamental aspects of cultures" (p. 73).

6 C o n c l u s i o n

This paper has made the case that culture emerges through the meaning-
making processes and communicative activities between members of a social
group, ranging from just a community of professionals to an entire nation. In
explaining the interrelationship between culture and language. Hall (2002)
asserts that culture consists in the sociocultural practices of the social group
and is enabled by language as its main sociocultural resource for the
interactions within and of this group with other groups. At the same time,

Wandel (2003) expresses a similar view about the importance of the affective dimension in
culture teaching. He asserts that "facts and figures, cultural problems and social issues must
be accompanied by an approach supporting the affective level of learning" (p. 78). In
explaining the suitability of literary texts for the cultivation of intercultural sensitivity, he
contends that "the use of fictional and imaginative texts is highly relevant, because they get
the reader involved and, at the same time, are open for anticipation, speculation and
diverging speculations'' (p. 78).
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language learning and language use represent important instruments for the
socialisation of the learner/user, providing more support for the co
occurrence of language and culture learning. Some researchers (e.g. Ochs,
1988, 1996) believe in fact that this socialisation process extends beyond first
language development to the learning of second and foreign languages.
Further support for the teaching of culture in the foreign language classroom
is provided by applied linguists such as Canale (1982), Canale and Swain
(1980), and van Ek (1986), who point to the importance of sociolinguistic
and sociocultural knowledge for effective and contextually appropriate
communication. While acknowledging the undoubted importance of such
knowledge, some scholars (e.g. Byram, 1989, 1997; Kramsch, 1993, 1998)
reject the straightforward transfer of native speaker norms in language and
culture as achievement targets to the foreign language classroom. Instead,
while informing their learners about the foreign culture, teachers must also
guide them to gain a critical perspective to this and their own culture - a
process that will lead to the re-appraisal, revision and consolidation of their
own culture and individual identity. Byram (1997, 2008) argues for the
extension of the concept of communicative competence with the addition of
intercultural competence or the ability to use language in interaction with a
member of a foreign culture, and to discover, interpret, analyse and relate
aspects of this culture to one's own.

In the Singapore higher education context, as typified by the practice of
CLS, foreign language courses have an explicit cultural focus and efforts are
undertaken to afford learners opportunities to explore and reflect on the target
language and other cultures with the goal of fostering greater cultural
awareness and developing a more differentiated perspective to one's own
culture and identity. Four curricular and co-curricular examples from the
practice of four different language programmes in CLS have been presented
here as suggestions for the pursuit of this goal and the acquisition of
intercultural competence through cultural exploration and critical reflection.
The examples range from language immersion for upper elementary learners
to native speaker encounters at the intermediate level and an advanced level
problem-posing lesson unit, thus demonstrating that intercultural learning is
possible across all proficiency levels. Byram (1997) describes three locations
where learners can acquire intercultural competence, namely, in the
classroom through instruction, outside the classroom through fieldwork
(including overseas stints), and in independent learning arrangements. The
examples presented in this paper involve tasks and activities in all three
locations - for example, in the classroom in the German, Japanese and Thai
examples, in an overseas environment in the Indonesian example, and in
independent research and preparatory work in the German and Thai examples.
Common to all four examples is the methodology of: 1) facilitating
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discoveries about foreign cultures through face-to-face encounters and/or
documents and artefacts related to them; and 2) analysing and reflecting on
the foreign and native cultures, and relating them to one another, largely
through comparison and contrast. Some research, course evaluation and
anecdotal data (including teacher feedback) were also cited to suggest the
effectiveness of these examples for the intended objective of building
intercultural competence. However, much of the existing literature looks at
intercultural language education at a conceptual and theoretical level or
suggests approaches, methods and activities for its realisation. Despite some
exceptions (e.g. Baumann & Shelley, 2006; Moloney & Harbon, 2010;
Topuzova, 2001; Williams, 2001), there is still a clear lack of conclusive,
empirical evidence for the benefits of the intercultural approach for learners -
a vacuum in research that needs to be filled, more than two decades after the
approach was first proposed.
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m ^ ^ ? ^ ^ i r ^ m ( D X ^ X - r . Z 0 f j : 6 t . 0 ^ { C 1 0 2 0
^ ^ A y t z t Z ^ X \ ^ l l J ( 7 ) 7 K ® T ^ T ' ^ i V ^ # t - t t ^ o

9 9



V ^ 9 ^ ( va lues ) ^ fg^ (be l i e f ) t : i "o
m m . m w \ f j : h m ^ ^ x h ^ t - r f ) - h . g i c ^

x ^ t - T o 9 V ^ 9 ^ < i :

^ i i l f e9^ :±^ (7 )4^1-^ lbLT^^ t iA^ - t : ^ ^ (7 ) [ l (7 )W^^^ t / , ^ (7 ) l i | (7 )A /c^b<^ -? : (7 ) l l (7 )

L ^ ^ v ^ : : < ! r ( c { ± . c o ^ v ^ ( 7 ) - e - f o

6 .

X. ^,iSi^-eL J: 9 <b®9C7)r'-fo ::c7)Pp1M^^#f^-lt(btl/::©V^;5>L/i(7){i,
( i a - p : y / ^ - e ( 7 ) m ^ ^ M ^ m W 7 ; ^ — 7 A i : l ^ 9 i : ^ 6 { ; 4 S 7 5 ^ n - C t t i l t ( t - C V ^ o / i ^ #

( 7 ) Z . < b T " r o ^ ^ - C - g i C L f c c T ) ! ! . — u y ^ < ( D X f z h t z ^ f z ( D X i - ^ \

p R u . 9 B # 7 5 > i b i 8 [ i # ^ T ' r / o ^ < 9 . y y ^ c D f ^ i h r n i ^ ^ m n .
m a x . - f o < ^ ^ i ^ M l ^ m W ( - o v ^ T. J . ^ ^ t ^ ' L ^ ^ 6 - C ^ t ! ^ ^ ^ : b L T l ^ 6 < 7 ) - e - r o

3 - P : y / > fi i i ^ l C 2 I h ] ( C l ^ . 1 # / ^ 1 i i : # A i c ( T w o
W o r l d W a r s ) r . j ^ t n U h ( D X o ^ J : ^ t ^ ^ ^ M L X n f £ h ^ j : \ ^ \ ^ ( D f z ^

Afl i ] ( iWo-CV^<^ : ^ (7 )4 ' -C^Wt t lTV^<(7 ) -C \
^ t T . ( D i l T e r e n t W o r l d

V i e w s ) X t o ^ L X M ^ m m ^ ^ m
9 < ! r V ^ 9 h t l X l ^ ^ ' t ' o ( H i s t o r i c a l P e r c e p t i o n s ) 9 ^ V ^ 9 ^
t i t . t v ^ o z t ( D m ^ x i , h h ( D x - r . z M m i K D m ^ x - T o

" To l ' l ^ > c o r ^ ^ V - 7 ^ ^ Y ^ ^ 9 : : < ^ ( - 4 ^ ' 9 t - To " C l i . Z ( D r A ( / ) A l M ] . H o c o ^ fl ^
i : o c D ^ ' ^ . 4 ^ 6 1 l l : m « i ^ f ^ o T ^ o 7 i ^ o / i < J : ^ ( ^ . i : " 9 1 ^ V

i t ;n { i ' I ^K j ^ / / ^ ) ^c^c7) { i i ' | i ! I J (7 ) j ^ 'H . (obv ious ) f j : (DX i r, ^ : iX^ [ i ' i > l - ^ j : (D / )VJ i . x
i m m m f f X - T o ^ ^ ^ ( D - c - t o

w Jl"t:'w|p:/M^/iV ^C075\ Claire Kramsch ;6'^WoTV ^-5 I^We can teach the boundary, we
cannot teach the bridge] ^tX"^o (boundary) [^ C*C{i^c^V ^ <b V ^ 9 >1

1 0 0



^ ^ i m n m m t M w m t ( D m f m ^ m ( s i - ^ ( 0 ' x : ^ i - t t ^ < ^ 1 4
Z t V - t o 0 ^ 1 9 , ( D i fl F e r e n t

O t h e r ) . 9 i f f 1 9 ^ v ^ ^ o i t T l ^ < ( 7 ) ^ > 3
i i ■e 9 - C 1 i / c ^ < T . b o u n d a r y 6 0 h f ^ t z l t
: : 9 V ^ 9 E ; ^ ^ t T v ^ 6 ( 7 ) - C " | - o ^ 6 o #

^ c 7 ) / c i 6 ( c S ^ ( c / ^ 6 c O / 6 m ; l ? v ^ W / c < i : S v ^ ^ - r o ^ C O [ 1 ( 7 D H . i 5 ^ ^ P f z t i i ^
l ^ i ( / ^ j ? f ? j < 9 / c V ^ j / e f t " 1 : 1 1 . ^ -

^ t - r o

h ^ ( D y ) \ [

< %\Z. L/.^l ^-e. brothers,
s i s t e r s i : H 9 t > ^ U " 9 " C fi f c ' 9 ^ - t i r A / o b r o t h e r s

" t o h ( e l d e r ) ( y o u n g e r ) f ) \ : i ( D & \ ^
^ LTV' ' '5 i : ffl '9i"^o 1^1 have a brother] T1 have a sister j , X' i r

L T i ^ f c

1/"^6 i: # Tl have an elder sister (^i.{vl{i^$75^:fc >9 :^'^) J i:"g oT L^oTV^V^CO/^i^o
t) L/t ^ three elder sisters ;0^t) Lti^^V "'t:?It'Ci~o «1(7)J:9{>I.

n m ^ ^ s z t i z x - ^ x .
( D x - T o x i r ^ ^ h . ^ : i i ^ x n x . t i } i x m ^ f £ n

[ i 9 V ^ 9 ' t Z t { Z f £ ^ t D i i X i - ^ ^ , ( s u r f a c e C u l t u r e )
( b - e - f - o t s L

h 0 - ' ^ M W j : ( D i t , t X - t o E U ( D ^ f ^ ^ ' t ^ i D [ i x \ t
f c i 9 t - t i r A / 7 5 \ E U i t E U r t T K ( c ^ t L - C . S : t ^ J ^ ^ ( : : - o c o w M ^ ^ ^ < ! : 9 i i w f § ± a -

(p iur i l ingual ism) LTV ^t1~o ^CT^rocD-afg l i fSJ i fg-Ct j l H g^^COOc;)
Minor Language *C 11 "̂ 1/ ̂ (DX-f"̂

1 0 1



{ « # ^ W-C ^ 6 i : v ^ 9 t ) ( 7 ) - i ? { l / ^ v ^ tD -c^ 1 - „ i km t ^ mv i r, - e i - ; 6 >^ . zM^ h (D

^ i i i g { i fi : ^ fi ^ - ^ o o ^ . - e - r o - ^ L T . ^ o - t
^ z . t { c x ^ x . - r f j : i ^ h . m

x^Jt^75 '^ i toT< ^ i t - r f£(DX-ro

7 .

c t 5 L t t t L { i \
o TV ^/c/clttifi* ^ Sv ^:^-t"o

( Q l ) ^ i . ^ ± ^ m l r P ' ! T { i / c ^ V ^ ( D - e■ t ^ ^ » - C - J ^ . * < ^ t T V ^ ^

9 J : 9 ' C t ' o ^ f \ ^ \ ~ t } £ o f ^ ( D X L ^ o t > \

o T. # ^ { - ^ ; ! ) ^ ^ ' e L J ; 9 ; 6 ^

t > - ^ t z b m o ( D X ' t o ^ t i i t t / u X h f ^ ^ \
\ ^ ^ ( D X l t f - £ l ^ : ^ ^ t I S ^ O ( D X i - : ^ \ L f z \ ^ ^ ( D X ' t o

i ^ C ; t ^ - f r ^ c X i r f } ^ h . ' ^ ^ f z - h \ ' t m i \ - ^ ^ m - h - ^ i : ^ \ : L t [ c t ^ ^ ( D X \
^ t i ( i V ^ t ) 7 ? ) © V ^ ^ i ~ 3

— ^ ' P — f ^ : y J e a n - P a u l

Nerriere ^/ui: V> 9 ^7 ^ vx A/6UBM i-ll?^ Lfc # (7)f^i^^$t;i, f^tli tV
< . : f c S V / i ^ V ^ ^ V ^ 9 ^ ^ X ^ % fl ^ ^ f z h

( D X - t . 1 5 0 0 ( 7 ) S ^ M { ^ g c 1 9 , ^ z . i ) - h m ^ - r ^
5 0 0 0 : i ( D ^ x M ^ ' k \ ^ o x . o ^ - ^ ' r

( 7 ) { i ^ i 6 T L ^ o r .
i~o

f z f z . Z . ( D l 5 a m m n \ ^ - ^ ^ ' X [ ^ ± < ( D m K X h ^ : L t t - X . < M - ^ ^

1 0 2



• t o 0 ^ 1 9 .

H y^^ 'Vi i ' t van Ek A /6 ' ^ Thresho ld Leve l Eng l i sh ^^oTV ^
^ - r t . ± w - m m z . ^ ^ ^ ( D m m ^ ' i k ^ t L h } i o i i \
5 9 ^ < ! r

L±t f^ t / i ; i ) \ ^ .E^^^-3l^"CV^S(7:>T:^- t "o 0^19, \^- f )^(D

^ i : ^ 6 o
L ± ( f / c c 7 ) T - r ^ \ T / V t i m ^ ^ j : t ^ f ) ' h m t i X

^ r V o i c e o f A m e r i c a ( V O A ) j

V 0 A - C f c 5 : i r V o i c e o f A m e r i c a J / ^ ( O T - f o U

- C l ^ o T l ^ 6 W § ^ ^ | o ^ o T < c h o

( D X - t o t r ^ r ^ p — ( i ,
— J > 5 r — J 9

r t i i : ^ 9

^ ' p — 9 t : ° — d

t) : i<7) i 9(>iagtT[5LV^<t s:bt lTt ix -S: Igf$#( i r /^Ay-e;b^^ ' :b$'^ 'p —t^^:y ^>:x 'e

t x . - ^ ( i : ' 9 ^ W c C s § * ' e f f i W c ^ : ^ ? £ ! - t T f c ' 9 L V ^ t ' "
L t l /=^V^ {m i :%. iAJz^Ao /c i i j ^Pp^M^TPP

m m x - t o 9 \ ^ ^ r m x h m m x - r . m % ^ ( D - ^ ^ m ^ x h m m x - r o ^ m i t h
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^ J i l

1 .

( 1 1 / / c i i f e 3 i : L / c ^ I \ ^ ] ) J W g / c ^ g t

^ t a ^ m x ^ h
^ o

m ^ ' & m t . ^ h ^ ^ ^ x ( D m u ( D

2 . x i t o ^ m
o t i r 6 ± x \ t - r m m ^ ^ j : ^ ( D i t

r m ^ ^ L X o t - r ^ ^ l a t i ( D ' ^ m ^ m m - r ^ ^ . t x h ^ o 7 5 > o - c { i . - x i t t n : ^ i t . n

2 . 1 . S : \ \ : ( D l ^ m ^ ' ^ m - n m \ : ^ ^ h 1 i : \ t -
x i t ( D ^ o { z m m x ^ ^ ^ ^ m : t ^ ' ^ m L x o h ^ n ( D m ^ ^ { i h fi f z - ^

m ^ ^ m \ . x i o < : i t f ) ' ^ m k ( o \ ^ % . ^ ± t s i ^ o n o b i c ^ m ^ ( D m m m m ^ ^ i - f 6 i a t ( D
Lei: 9o

K m ( D m m ^ % ^ \ ^ x \ i < . m ^ ( r ) f ^ m . s t r ^ i i l x ^ m ^ x w w c n ^ ^ @ i

( D h 5 • i - t o J c • / c ^ t ^ x ^ < > 9 t b ^ n , ^ ( D ^ ± ^ ( D A ^

1 0 5



^ m ' m m - ^ M m - ^ s m ' m ^ f j : t ^ ^ m m ( D m ^ t \ ^ ^ t ^ t t ^ o ( f j i i ^ m i e n s )

: ^ ^ k { - O V ^ T { i , : k 1 C ' ^ < D C u l t u r e ( ® g ^ : ^ ^ / ^ ^ ; ^ / ^ f - - V - ) c u l t u r e

n ^ - m m i ) { \ ± m m n i ( D ) m ^ i ^ n m m ^ i )
^ f z . ^ ^ } X m ^ J : W i : t ^ ^ X i \ : ( D - ^ m ^ z . m i 2 ^ h o t i r 6 W } ^ i m ^ ^ { z . f j : ^ X t < { : - ^ ^ < ^

b m c n \ ^ n \ . x a ± . ^ ( D x . i \ ^ ^ m z . \ m - ^ \

x \ \ : < D ' ^ m ( D m ^ \ t . r m \ t E ¥ L ^ ' ^ m m t L x m f ( D h
^ O^ord Advanced Learners Dictionary (D'^MX^^o

1 Way of life, the customs and beliefs, art, and social organization of a particular country or

g r o u p

2 Country, group, etc. with its own beliefs
3 Art/music/literalure thought of as a group
4 Beliefs/attitudes about sth that people in a particular group or organization share

a S - r ^ ^ { i f & ^ ( 7 ) 2 - e f c 6 o c u l t u r e l l .

X \ t ^ X ^ ^ m ^ ) } t < t h t X o
I t > C 0 7 5 > U N E S C O l ^ X 6 X i t ( D ^ m X h ^ o

'a tf t) ^ {UNESCO Universal Declaration on Cultural Diversity, 2002)

' X \ t ' k J 2 ^ < t V k M ^ < D i i ^ W - ^ ^ & i i r ^ ^ \ X ( D m n [ ^ f ^ - ^ f z h ( D X h ^ .
^ ( D P g ( 9 ^ ^ ^ ^ l ^ - C I E t V ^ ' b ( D ^ g ; t 6 ; 6 ^ - ^ - C \ I f f W . t < ( D X . 0 f m m t

2 . 2 . = 1 — / ^ x ( c l . ' 5 : ^ ; ' ^ k —
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Z Z V I X

r z B ± ^ £ M ( D n M ^ — ^ t \ - l k t \ ^ \ ^ M ^ ^ M \ : k . ^ z t X M ^ c ^ M t j ( | o ] t t ^ t t i a i - r 6

< 9 t i i ^ t l / i > X h ^ t L / c A ^ ( D > b t ^ / < > ^ y X t h
^ 0 ^ 0 r z t : t i f . ^ i c i t } ' t z { z i t m M ( D X ^ ( D ^ b ^ - x i m ^ m

2.2.1. a :$ : i f= i - /N°x(c i , '5 :S;^b l i

i i a t i t
v ^ ^ t § { i 2 ; ^ 7 l 2 0 ^ i m L T V ^ a ; 6 ^ 5 0 0 -

1 r ^ t ^ b j ( - ^ )

■x i t m ^ ^ h ^ u j ^ m - ^ x ^ 6 o : s c i m m m ( o i - t s M - r r ^ ^ f j ^
i : V ^ o / c V ^ : b ^ ^ ' 5 A : 5 : ^ ^ f b ^ . A ^ < D r ^ f g j L . ^ 0 ^ ^

T . L x r f ^ ^ j . r i ^ c w j • m m i • m m i ^ t i 6 ( D x h 6 o

1 0 7



r « 1 g g ^ [ ± v ^ ^ y : ^ - K g g ^ . K - ^ - C - i J © i ^

1 ^ • W • - t i # • • m \ • : t f S ( t ! l J . r ; r ± ^ . . t g ^ j , . ^ f f . f J - j E l j .

2 . 2 . 2 . ^ l i = i - / < X ( z M > 6 X ^ b i a

r ? ^ y C o r p u s o f
Historical American English (COHA) 1810 ^7!)^|q 2000 ^{3:7!)^(ts 10 culture

1 0 8



m 2 2 0 0 c u I t u r e

T 7 < c u l t u r e ( 7 ) M , 1 9 ( i , T V i J ( D A ^

i t t t < { Z 1 9 9 0 ^ ? ^ f m i ^ . - X i t ^ ( D m ' U t ^ t l

m z . . 1 9 6 0 1 9 9 0 ^ f - t c 7 ) T 7 < - r = ¥ ' y ; ^ ^ M ( 7 ) # ^ W ^ » : f ^ i l X * L / - -
Brown Family (Brown, LOB, FROWN, FLOB) (7) 400 ^fflV \ culture(s)(D^

2 c u l t u r e ( s ) ( 7 ) ^ ^ f g ( —

( n a t i o n a l ) ( h i s t o r y ) ( h i g h ) i : .
p ^ j p ( m i d d l e - c l a s s ^ ) ( m o d e m ) ( p o p u l a r / p o p / m a s s )

1 0 9



S H 1 f fl  ( o u r ) ( ^ < 1 : c D ' t ' t : ( A m e r i c a n .
B r i t i s h , W e s t e r n , E u r o p e a n ) ( d i f f e r e n t , m a n y ) ^ 0 ; t * C ,

( l i t e r a r y ) ( l a n g u a g e )
( i d e o l o g y ) : : J : 9

^ ^ ^ 0 7 : ^ ; 6 ^ o - C V ^ 6 r X i t t n s ^ • 1 & # • t { t t <

2.3. /jNtg : 1i:it(DitM^m

fi f z X i t m t . i ; x r ( D X o f j : ^ ^ ^ ^ m i ^ t . t i b h n 6 o

m 3 m t ^ y M M ( D ^ ( D l ! : i t m z & - 5 <

± m ( D ^ r ' y ^ i z t i P L x n o t .
wi i . ^ • rVu[Ki (7) r^ i5

1 1 0



f ^ L . ^ t i ^ \ m t i ^ o m v m m L x i ^ < z . t z ^ : i ) m x i m m m f f ( D [ ^ i i ^ - r \ O ( D ; ^ i p i

3. ^!SgiWl:: fcNt^:5:1b
3 . 1 .

^ v m ' n ( D ^ - r : ( D m - x \ t ' m m ^ \ - i . m ' ^ ( D m M m ' ^ ^ t i ^ h ( D x - \ t fi \ ^ ^ \ - t ' r f L

X h ^ o ¥ f ^ 5 L ^ ^ - h
m m m m ( ^ m m ^ m o ] ¥ i i i c i i ¥ ( o e i : f T - t : ^ t . p c <

m ^ o t i r m M ( D ^ f ^ ^ m ^ . < : : < b ^ t S - r : : ^ / ^ } i ( D m m i i ^
B y m t i < D m ^ ^ m o o i ^ ^ m m m n r m m ^ )

z o L f L m n i ^ h n . ^ ^ m . ' ^ ( n ^ x ( D m ' X \ m m m . ' n . % x \ Y M . m ( o m
< h < [ ^ m o m x - ^ ^ h

m r n x ^ t z ^ o i ^ . x \ t ( D n m m ' ^ m t m i - W { k ^ ( D ^ x m k \ ^ x \ - - > f z ( D t n m . ^

( r e l a t i v i s m ) t ' C t f £ ; k : L T V ^ o / C o
m % ( D m i ^ ^ X \ f t i I ! ^ U ( 7 ) | | g g ^ ^ 9 F ^ { ^ o v ^ r a » i i f ^ l ¥ - r 6 c < ! : { « l t § ; 6 \
m m ' ^ ( D ' M m i m L x . j K m ( n ^ x i m m w c n t ( D f m x m m fi x ^ f z ( D \ t ^ x . ^ i k ( D

X h ^ o

( 1 ) n ^ ( D - x i t '

(2) WASPM (Whi te, Anglo-Saxon, Protestant Male)

M U i ' ^ D o

^ ; o ^ ' 9 ^ - r < m m ( D ^ m i t : ^ ^ ^ ^ m m m ^ m ^ i L x x i 4 > < m m m ^ . t L x i t i m ^

111



( 2 0 0 5 ) \ t \ 9 9 1 ^ m ' ^ } l l O ( ) 2 ^ m k ( D ^ ^ m W 7 ^ \ n ^ ^ ' ^
• 3 S : ^ E ^ j F j f m u ( D 4 w n - ( D m m % ( D m

3

9 ^ H - « [ : : : & r > \ t .
f z . \ 9 9 1 ^ t 2 m 2 ^ ^ Y \ M - t ^ t . X O m m c m h W L X
V ^ 5 o < ^ < ( - . U ^ ^ ^ t ^ T i y T ' ^ ^ ' J ^ i ; X ^ ( D m m ( D ^ ^ m ^ ^ ^ ± n - L X i 6 y ) ^ r i y r m
U ' ^ m m ^ m . \ ^ ( D i j \ ^ m - m M x h ^ o z ^ o L t z M i m . ± w - t \ ^ x ^ f i \ t . l a m n

t l 6 o

Z y L f z m m n & ^ h 6 m ^ f z l 1 - l : : t ( 2 0 1 2 ) I t . 1 0 ^ m ( D

L - C W f t ^ n - C : i o D . ^ X i , . • 4 ^ ® • K • A I I K d •
=fVu . ^yy:^^7r^~/U(Dl

a m m x \ m m ' t i # • 3 o ( 7 ) s m ^ >

11 2



3 . 2 . i m o m m

^ e e ( 2 0 0 5 ) ( 2 0 1 2 )
^ < \ z . r i ^ r m ^ ^ m < m o : i t L x n m t . < ^ w

( 2 0 1 2 ) i ± f i J ^ { - f t ) S
t f j : 6 z t ^ M ^ L x \ ^ ^ 6 o ' M m .

^ ^ L f z h ( D X h ^ o

m z f j : h ^ X o . r ^ ^ T l l ] i - ^ [ : i - o l ^ T t ^ m 9 o

t u - c i ^ § ( 7 ) - c { i / c ^ v

(2) ^f^H(C0V^T{l WASPM (White. Anglo-Saxon, Protestant, Male) 4''i:>±^{C|5j|
h M " ) . A m m •

m u - t ^ o

i t i j k m - r ^ ^ f ^ m \

^ ) z t x h ^ o z ( D f z i ^ ^ ^ m ( D ^ m m m ( D S ^ < i x : i o

X ' h ^ o o

^(Doh. (3){coi^-tfiBiJ(7)fi®c7)n.1M^aif(7)T#^^Liici6Tlff^ii:fcV\ -Jj. (l)<^(2)

11 3



t e t ^ t r B t f } ^ ^ l : t T L t o T V ^ ^ . ^ J ^ f e 5 9 o

• m m • M ] { ^ J : o T J t ^ [ ^ ^ : ^ $ n / : i f | j i J ^ i L T ( 7 ) ^ j ^ « { i 5 > t t T % ; i ? )

fi 5 f e L / c m W f ^ ^ i A 9 o ^ 9 - ^ i A t , 9 ^
' i m . ^ ^ - ^ ( D a m M o ^ m m x h ^ .

' b ( 7 ) ( l - h 5 > ( a i ^ ^ l ^ ^ t l T: f c ' 9 . ^ ( D m m m : ^ . ( D 1 ^ X h ^ m \ ± m ( D m ^ ^ h W ( D ' B : R ^
E - t t r v ^ ^ o fi t - - : > ] X \ m - x \ m M W i n ( D p ^ ' ^ i ) ^ \ x \ t ( D ' ^ m ( D m m ( D ^ m \ m \ t ' t ^
m x \ M { - t e t 5 ( t - c ^ / - c ^ i ( i j : f 9 .

o

z n ^ x m ^ i x ± ^ f z i i x f j : < . i m m •

L X ( D m ^ ' ¥ ^ M ~ ^ x ^ ^ - ^ L f z . ' ^ m . \ ¥ ( D ^ x t h ^ 6 z t ( D ^ ^ m t ' Z ^ ' f ^ x h

f i m x i m m ' & m ^ m \ ^ x ^ f z ^ o \ z . ^ ^ f k < ! r { i . ^ # g 5 i 6 n { i ' A r « i < 7 ) # ; z ^ c D - r - < T - c
h ^ . ^ ( D n m m m x h ^ o m w i : z t a . m ^ ( D ^ m ^ ^ m \ z ^ \ ^ ' x ^ x i t ( 7 : )

L e t 9 t i r ^ ( D X { t f j : < .

z t x h ^ o M
i o o % [ ^ i S f + # .

^ 6 ^ m ( o ^ w ] g m i ^ ( D ^ x ^ x i m n m ^ ( D m ^ ^ ^ ^ m ^ • i m m z m m L x \ . ^ < j s
o - ^ m { c : f ) ^ ^ j : ^ X \ . ^ ^ ( D n ^ m x h ^ o .

z z x ^ m L f z \ . ' ( D i t .
M x h ^ . z t i i t . w M - m # - ® #

11 4



^ 4 ^ m ^ ' n \ : ^ i i ^ \ ' t ^ x \ t m . m B m ( r > % m m m ^ m = ^ ^ ) \ ^

4 . 1 . i \ ^ m m m - ^ ( D m : X i t m ^ ^ - n
^ - r . ^ b ^ ^ ( D m m ' ^ ( D $ m ' x : n . m i c i m m i m ^ ^ B m - n ^ ' ^ ^ n ( D 3 w m ( D

• t ^ X { z m t > ^ l m \ ^ ^ ( D m m \ m i t .
^ i : ^ ^ ( D m m V ( 7 ) ^ W ( ^ s m t i - 6 ( D X ^ 6 o & ^
^ 9 1 9 i S l > 9 m ; t x ^ < t L X ( D M m ( D m m m ^ M i ' 6 M
m ^ t ^ m : : ^ m L X i ' < ( t - r x h 6 o Z ( D J : 9 i : : s m = t : ^ ! ! ^ t i ( ^ . t z t ^ l t .
m t m W ] X J t < ' i i i D i a ^ x ^ f z ^ M v ^ ^ l ^ r o ^ J t \ ^ ^ ^ f z i m ( D ^ ^ h ^ fi \ z .
j t ^ \ ^ x m M ^ fi x < ^ f z ^ o .

r ^ v ^ ^ r o r j i ^ < c o ] , m { z . t ^ x z t i ^ ' ^ ^ ^ t i x ^ m x i m ' r ^ n m & ^ ^ j : ^ - ^ ^
' f u 4 x h 6 : i t ( D m m m ^ ! s b x % m ^ t i 6 ^ ^ x h ^ )

^ ± ^ ^ : : : ^ o {■ t 6 # + t / c ^ J 4 v ^ c o # i ^ < ^ , J : 6 J S ^ / ^ ( D : ^ M ( D y t 3 i r ; ^ - e f c 6 „ r ^
v ^ t i r ' o : : ] { c ^ \ ^ ^ x a . m ^ m t n o m { ^ m w ^ i L m ( D m ^ ^ : ^ ' ^ h 6 ^ \

Z 9 L / c f g i ! ) { i 0 ^ s g { : : 4 y i / ^ - C t ^ t ^ 1 : ' f c 5 ; 6 \ f c ; t T - e : f ^ ^ ® 9 ^ < ^ - C \

11 5



V ^ ( D ^ m ( D m t ^ t ^ ( D M m ^ m m m z . ^ S ( D v h ^ o

L f z m h x ^ i t . ^ m ( D m i ^ t f £ 6 ^ i i v ^ ( 7 ) * J
h^o V^^ /^ l9M^M(7)X:3r :y h ( ; ) l t ^7 i )^^A6(7) -e [ i / c^< . ^ t> -^ 'b1 i } :# f^ { i0^

9 / c ^ A ^ ; 6 ^ # f t L T : J o « 9 , ^ t £

y ( D ^ D j X n .

t - e f c 5 9 o h ^ ^ o v ^ T
h . m m i } - ^ m m M \ . f z i , ( D ^ ^ ( D ^ t . { ^ o ( D x f s : < .
19 ^0^ L TfilE L /c 'b (7) ^ V ^/c V No

4 .2 . ^m%^mx( r ) ^ - x \ tm .mmM
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Rethinking Language Learning and Culture Learning

K a z u h i k o Y O S H I D A

Utsunomia University

1 . I n t r o d u c t i o n

This report is aimed to conjoin some topics from today's energetic
discussions with tomorrow's. The reporter is a linguist and a researcher in
multilingual communication as well as a Japanese language teacher for
international students at university. Also, what matters here is that the
reporter himself is a foreign language learner.

The talk is divided into two parts. In the Part 1. as material to rethink
about language learning and culture learning, we will reexamine some basic
concepts. And we will be going a bit back to some rather classical
philosophy of language. This part consists of 4 sections, which are 1)
linguistic relativity, 2) language and culture in relation to the concept of
society, 3) arbitrariness and conversational implicature. implicature must be
explained later as it is a jargon in linguistics. And 4) so-called nonverbal
c o m m u n i c a t i o n a n d c u l t u r e .

The Part 2 consists of the reporter's educational practice named
"Multilingual Approach to language education and cultural education, which
is yet another type of education for so-called globalization. Now. what is
called globalization is talked so often at Japanese universities but what is
globalization.

I am not so much fluent in speaking English language but I chose it for
the presentation. I hope this will be fijnctioning to neutralize against this
Japanese majority, including myself
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2. Part 1: Basic Concepts of Culture and Language

Now, we are thinking about the basic concepts of culture and languages.
This is some review of the course of general linguistics that you take at the
first year of linguistics course.

2.1. Linguistic Relativity

It is well known with another name "Sapir-Whorf hypothesis". And it
has two vers ions.

(1) Strong hypothesis; Language determines the speakers' thought
(2) Weak hypothesis: Language affects how the speakers think

The opposite of the hypothesis will be that a person thinks in the same
manner when he/she speaks in what language ever.

Hattori (2003) tries to deal with this issue. It is rather a small
introductory book, but gives an insightful discussion. Before it deals with the
issue, it specifies the concept of culture'.

(3) 2 Meanings of "CULTURE" (Hattori 2003)
CULTURE 1: higher creativity (reporter's definition)

exampleŝ : bunkajin, bunkazai, bunka-kunshoo
CULTURE 2: man-made part of an environment

exampleŝ : nihon-bunka, i-bunka-kooryuu

According to the book, there are 2 different kinds of culture. I gave
t h e m t h e n a m e s " C U L T U R E 1 " a n d " C U L T U R E 2 " . T h e fi r s t o n e i s t h e

concept in the cases of bunkajin, bunkazai and bunkakunsho. The book itself
does not give any definition for CULTURE 1. But it could be defined as
higher creativity based on the arguments in the book. The CULTURE 2 is
defined in the book as manmade part of an environment, which is in the

' The book written in Japanese discusses the concepts of'hitnka\ the Japanese term for
c u l t u r e ." The Japanese expressions mean 'men of culture', 'cultural assets' and 'Order of Culture'

respectively.^ The Japanese expressions mean 'Japanese culture' and 'intercultural education'
respectively.
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cases of nihon-biinka or ibunka-kyoiku. What we have been discussing today
seems to be th is CULTURE 2.

Hattori argues as follows; If we use the word "culture" in the sense of
CULTURE 2, language is certainly part of culture. And to discuss linguistic
relativity, language and culture must be identifiable respectively. If language
is part of culture, either of language and culture cannot be identifiable
independently from each other. So the Strong Hypothesis must be rejected.

What about the linguistic relativity in its weak version? Language
affects how the speakers think. We can take this rather easily by our
experiences.

However we have to be careful on one point, which is part of the basics
of logics. In linguistics relativity, it is said that if a language is like this, then
the culture or human thinking will be like this. But it is not necessarily true
vice versa.

(4) LANGUAGE ^ CULTURE
C U L T U R E = > L A N G U A G E

That is, that the first line is true does not necessary mean that the second
line is also true.

2.2 Language and Culture in Relation to the Concept of Society

We reexamine here some key concepts in relation to society. This is also
part of the basics of general linguistics.

(5) Hierarchy in linguistic phenomena:
L a n g u a g e s - D i a l e c t s - I d i o l e c t s

1) opposed to the standard
2) variations in a language

There are three terms used to mean the types or manners of language
communications at different sizes: languages, dialects and idiolects. Dialects
are used in two senses. The first is of well known, ordinary use of the word.
Dialects are opposite to the standard fonn of a language. The second is of the
definition as a technical term, variations in a language. In this sense a
standard language like standard Japanese is a dialect. This is quite well
known that it is not really easy to name a language or a dialect, like
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Portuguese or Spanish. Portuguese and Spanish speakers understand each
other by speaking their languages. But on the other hand, Japanese speakers
have a lot of difficulty to understand what is spoken in Okinawa"̂ . Idiolects,
it is not so much well known but it is used, based on the idea that each
person has his or her special way of saying things, and everyone speaks
differently. An interesting question arises here: if we think logically, if
everyone speaks differently, we cannot understand each other but why can
we unders tand each o ther?

(6) Hierarchy in cultural phenomena:
"culture" is shared by a society i.e. by a group of people.
And it is not attributed to a single person.

What about culture in this respect? Culture is something that could be
shared by a society, whether it is large or small. Language can be attributed
to a single person but culture cannot. This is a supporting evidence for the
above-mentioned idea that we can identify both language and culture
separately from each other. And as a person can sometimes think in the same
manner when he/she speaks in what language ever, this makes us keep the
weak version of linguistic relativity hypothesis.

2.3. Arbitrariness and Conversational Implicature

So now we move to the third topic. It consists of the two subtopics; one
is arbitrariness and the other is implicature. So, what is arbitrariness? It is
again the basics of general linguistics.

(7) A simple example of arbitrariness
tsukue - Japanese
desk- English
bureau -French
to - Thai

This is to say that there is no reason why we call this kind of thing
"tsukue" in Japanese, "desk" in English, "bureau" in French or "to" in Thai.
This fact seems to support the opposite hypothesis to linguistic relativity, that
is, a person think in the same manner when he/she speaks in what language
ever, and language does not determine culture.

It is a matter of politics and not of linguistics whether Ryukyuan is called a dialect of
Japanese language or an independent language from Japanese.
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However, there are some other types of expressions in any languages for
which we can give reasons why we call them in such and such a way.

(8) Exceptional phenomena in arbitrariness
- onomatopoeia
- idiomatic expressions example: It rains cats and dogs.
- figurative expressions example; we consume it

l ike we use water

These are quite well known as exceptional phenomena in linguistic
arbitrariness. Onomatopoeia. This is imitation of how dogs bark or how birds
sing or something like that. It could sometimes be detennined by our
environment which is certainly partially manmade. Also we have idiomatic
expressions at different levels, which sometimes reflect the culture of the
society in which the language is spoken. For example in Japanese we say.
"we have no eyes for a chocolate". That means that we like chocolate so
much. However it is unlikely that speakers think about the reason why things
are called in such a way like that. The third thing is what is called figurative
expressions. The example above can mean totally opposite things depending
on the language or the environment in which it is used: In Japanese it means
that we waste it, but in Arabic that we use it cautiously not to waste it. These
counter examples are against the opposite hypothesis. And fmally we should
keep the weak version of linguistic relativity hypothesis.

The second half of the third section is about conversational implicature,
the jargon which must be explained. Here is a famous example of what is
called "implicature" given by Grice (1975).

(9) An example of implicature (Grice 1975)
Ann: Smith doesn't have a girlfriend.
Bob: He's been paying lots of visits to New York lately.

In this dialog Bob's reply seems to be sufficient to be understood as the
reply to the preceding talk, even if each of the sentences expresses a fact
which could be true independently from each other. In this case Bob does not
say explicitly that Smith has a new girlfriend living in New York but implies
that. Grice pointed out that there was this manner of communication in
language communication and called it "implicature".

You need some imagination to know that the dialog can make sense as a
whole. Possibly how much easily you can understand Bob's sentence in
relation to Ann's sentence depends on how much you are accustomed to
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thinking in English. But it seems that not only language proficiency but also
knowledge of the society or its culture facilitates such imagination like that.

(10) An extreme example of implicature from Thai
khun choob muang thai ruu plao.
you like Thailand or not
Do you like Thailand?

And this is what 1 call an extreme example from Thai. To clarify the
context in which this expression is used, the reporter talks about his days in
Thailand. He was sent by the Japan Foundation as a specialist of teaching
Japanese language as a foreign language to a Thai university. And from 1995
to 1998 he lived and worked in Thailand. This expression has been said by
many Thai people around him. They said this to him even if they all knew
that 1 had just come to Thailand. It was not the first visit but the first long
stay in Thailand. After 10 days or 1 week of the stay in Thailand, they said
that̂ . It was an amazing linguistic fact for him and he wondered why they
ask him such a question like that, as everyone knows that the country is a big
one and has its own richness and diversity at all levels. Can you imagine why
they asked that to a newcomer their society? Yes, you need a lot of
imagination to understand what Thai people mean with the expression.

The reporter had so much difficulty to understand that and could not say
anything in reply. He consulted later on one of his native Thai language
teachers who spoke English language well. The teacher said that a foreigner
had the right to say his evaluation of the country and would not need
unwillingly to say the opposite of what he felt. And she advised to reply "ko
dii,'' which means 'it is somewhat good" in Thai. However in reality no Thai
people were satisfied with that reply. They were somewhat embarrassed. As
a linguist, the reporter wanted to analyze what this linguistic phenomenon
looked like, "khun choob muang thai ruu plao" is certainly not an idiomatic
expression. It is a rather usual expression in Thai language to be used in
everyday talk to mention anything you found agreeable but should imply a
lot of things. I realized that it would be hopeless to understand the expression
for a nonnative speaker. However I did not give it up, and I spent 1-1/2 years
for the research to find out what the expression means and finally I got the
answer right.

^ Thai people asked the reporter with the English sentence "Do you like Thailand?", which
is almost word-by-word translation from the original expression in Thai, because they had
known that he did not understand much in Thai language at that time. However the reporter
witnessed Thai speakers say often the original expression in Thai communication in the
same si tuat ion.
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"khun choob muang thai ruu plao" is not an idiomatic expression, and
by saying this Thai speakers asked the reporter if he was OK or not in this
country which he did not know much about. They asks strangers like this
with a kind wish that things will go well and that they will have a pleasant
stay in Thailand. And this expression is closely related to the Thai concept
sabaai, which could be translated into English as "peace of mind". This is
certainly the very key concept to understand Thai culture. In Thai culture
people naturally avoid to hurt the others' sabaai in any way. You could say
that the Thai people generally care about others if they maintain their peace
of mind all the time. If their friends are in a difficult situation or they are in
trouble, they give hands to relieve themselves from those troubles. Besides
"khun choob muang thai ruu plao", many of frequently used expressions in
Thai are related to sabaai. Here are some representative ones:

(11) Other expressions related to sabaai
khun sabaai dii ruu plao - mai sabaai
y o u g o o d o r n o t n o t
How are you doing? - Not good.

mai pen rai
not be something
N e v e r m i n d .

They ask you how you are now with the expression khun saabai dii ruu
plao'? And if you are in a difficult situation, you answer mai sabai. The other
expression which is the most famous one in Thai language is mai pen rai.
Literally it means "not be something" or "it does not be make something".
The expression is often translated to 'never mind' in English. These
expressions prove that you cannot really acquire even basic communication
proficiency in Thai language without knowing essential part of Thai culture.

2 . 4 . N o n v e r b a l C o m m u n i c a t i o n a n d C u l t u r e

The fourth topic is what is called nonverbal communication and its
relation to culture. It is a famous technical term of linguistics even for non-
linguists. We have to pay attention to the fact that the term "nonverbal" is
used for means of communication which do not consist of words but which
are used often at the same time as verbal communication.

One more extreme linguistic phenomenon from Thai language is an
example of nonverbal communication. If you travel in Thailand, of course
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you are getting starving. Do you think you necessarily need to say things in
Thai language to get something to eat? For example, if you visit a small shop
which is called yatai in Japanese, that is, a mobile food wagon or a mobile
food small restaurant. They prepare and have a lot of different kinds of
prepared dishes. This type of prepared dishes is called kap khao, literally
'with rice'. These dishes are usually served with rice. They are equivalents
of what is called in Japanese okazu. If you just point to any 2 of those dishes,
it does make sense. You will be getting a plate of cooked rice with two
dishes you pointed. If you select just one dish, you have to say something in
Thai language. It does possibly make sense if you point to three different
kinds of dishes, you will get these three kinds with rice. So, in this way you
will not have any problem of starving in Thailand without speaking any Thai
language. This type of gesticulation is almost an unwritten law. It is already
made and recognized in the society and it functions like linguistic forms in
languages. This is not limited to one language, but we can fmd other
example of the same kind. We Japanese bow without saying anything. If you
do not master this silent bow, you will have some difficulties in everyday
communication even if you speak Japanese language fluently. This is the
other example of nonverbal communication used with verbal communication.

These two examples of nonverbal communication are certainly not part
of the languages, even if they are used in language communication. And they
are certainly part of culture, as they are part of man-made part of an
environment. So these function as counter examples (at least in the case of
teaching and learning Thai and Japanese as foreign languages) to the
argument that we can learn a foreign language separately from the culture of
the speakers of the language.

2.5. Summary of Part 1

We have seen the 4 topics regarding language and culture. And we have
found out with evidences from linguistic phenomena that in the discussion of
linguistic relativity the weak hypothesis is the only plausible one, the
hypothesis that a language affects how the speakers think. In other words, a
language affects its speaker's mind. And it presumably affects its speaker's
culture. Also, by reexamining the cases of nonverbal communication, we
have proved that for communication in some languages some parts of culture,
which are out of language, are essential even at their basic level. Then in
some cases of foreign language teaching and learning it is indispensable to
teach and learn a certain part of culture.
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3. Part 2: Multilingual Approach to Language Learning and Culture
Learning

In the Part 2 the reporter presents his own approach to foreign
language learning, which puts an emphasis on culture learning.

3.L The class ''Multilingual Communication"

The class in which the reporter practices the approach is called
''Multilingual Communication", which the reporter gives in every semester at
the level of general education. Here is the outline and the aim and
requirement and conduct.

(12) Out l ine :
In this course we practice communication in several different
languages, which is simply an everyday phenomenon in
many places in the world but rare in Japan. In multilingual
situations we try to obtain mutual understanding rather than
correctness of grammar or pronunciation. We will
experience achieving understanding with some good use of
our limited knowledge and ability in foreign languages
throughout classroom activities.

A i m s :
We will experience achieving understanding with some good
use of our limited knowledge and ability in foreign
languages throughout classroom activities. This course also
provides opportunities to reflect on our ways of
communication in our mother tongue and to know better
classmates' different ways from ours.

Requirement:
Nothing special but your intention to cooperate with other
classmates in group works. Students having no such
intention are NOT allowed to take the course.

C o n d u c t :
The course is conducted half in English, half in Japanese.
Also, we use as much of participants' mother tongues as
possible. The class offers opportunities to study with people
of different nationalities and cultural/social backgrounds.
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The class is entirely conducted in English and in Japanese. I pay some
respects to the two languages as official languages for classroom
communication. Besides the two some other languages are taken up,
especially the languages spoken as native language by participants.

Here is the schedule.

(13) Course schedule:
1 St week Orientations and selection (in case of too many applicants)
2nd week Studying MLC basics 1 + Simple Contact Game 1
3rd week Studying MLC basics 2 + Simple Contact Game 2
4th week Grouping 1+Discover mother tongues 1
5th week 2-minute skit in 3 languages 1
6th week 2-minute skit in 3 languages 2
7th week 2-minute skit in 3 languages 3
8th week 2-minute skit in 3 languages 4
9th week 2-minute skit in 3 languages 5
10th week Grouping 2+Discover mother tongues 2
11th week Writing an English story 1
12th week Writing an English story 2
13th week Writing an English story 3
14th week Writing an English story 4
15th week Review and multilingual party

The main activities which are conducted in groups are "playing a 2-
minute skit in three languages" ̂  and "writing and perfonning an English
story". Sometimes 20 to 40 minutes' lessons in French, Thai, Brazilian
Portuguese, Chinese, Russian, Spanish, Korean and German are given. These
are the languages taught as foreign languages at the university. And the
lessons in Mongolian, Tagalog, Kyrgyz, Italian, Laos, Persian, Arabic and
Czech have been given by participating students or guest speakers. Also,
reports have been given by guest speakers from multilingual societies in the
world such as Taiwan, Kyrgyzstan and Vancouver in Canada. And it is being
planned to give a report from Dakar, Senegal, a multilingual society in West
Africa^.

Here is the list of languages we showed in class, so far in about 10
years ;

^ One set of skits in Standard Japanese, Sinhala and Thai was put on the screen as an
example at the time of the report in the symposium.^ The research in Dakar was done in April and a report based on the research was given in
the spring semester in 2013.
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(14) Afrikaans, Arabic, Chinese (Mandarin, Cantonese, Taiwanese,
Hakka and Wu Chinese), Czech, English, Dutch, Ewe, French, German,
Japanese/(different dialects +Ryukyuan (Okinawan, Amami), Javanese,
Hindi, Hmong, Indonesian, Kyrgyz, Khmer, Korean, Lao, Malay,
Miene, Mongolian, Nepali, Palauan, Pashto, Patwa, Persian,
Portuguese , Pulaar , Punjabi, Russian, Slovak, Sotho, Spanish,
Sundanese, Tagalog, Tamil, Thai, Vietnamese, Xhosa, Zulu

Every semester about 60 to 100 students take the class and about 1/3 of
the participants are students from other countries than Japan. By giving this
class, the reporter aims to provide for participants opportunities to be amazed
with diversity of language communication in the world, to manage to get
acquainted with people speaking unknown languages, make friends with
them and to notice that communication for the same purposes can be done in
different languages. Also, participants realize that they can communicate to a
great extent with much limited competency in a foreign language. These are
a kind of simulations of the reporter's experiences in a multilingual and
multicultural society .̂ Activities, notably group works with people from
different societies motivate participants to exchange information, to visit
unknown places in the world and learn new languages.

3.2. Mult i l ingual communicat ion pract ice

This is to present a multilingual communication practice activity
organized by the reporter recently on March 5. Some Japanese universities
have been receiving young people from different Asian countries as part of
the program^ by the Ministry of Foreign Affairs to let the participants
discover Japan after the great disaster. The reporter received about 50 East
Timorese students at his university and a class specially designed for
exchange was held. And almost the same number of people (mostly Japanese
and some international students) from the reporter's university joined in the
classroom activity.

East Timor is a small but multilingual society. On the eastern side
several Papuan languages are spoken. On the western side, in the center of

^ Studying abroad in academic year 1986-87 in Montpellier, France, which is a historical
university town and cosmopolitan city in which people of 144 different nationalities used to
l i ve .^ The Youth-Exchange Project with Asia-Oceania and North America (Kizuna (bond)
Project).
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the island Austronesian language, which are in the same family of languages
as Indonesian or Malay. What is called lingua franca in this island is Tetun.
Tetun is one of Austronesian languages and with a lot of influence from
Portuguese.

There was an ideal linguistic environment from which all the
participants could benefit. They did not understand the native languages of
people to get to know. And very few of them could communicate in
vehicular languages such as English, Indonesian or Portuguese. And the
guest participants did not know much about Japan and the host participants
did not about East Timor and that aroused interests.

Here are some extracts from the materials used for the class. (15) is to
introduce yourself in four languages. The simplest expressions for
communication were selected on purpose.

(15) Act iv i ty ! : In t roduct ion
Making your self-introduction in any language you like.

Example:
J A P A N E A S E E N G L I S H
k o n n i c h i w a . H e l l o ,
( n a m e ) d e s . M y n a m e i s { n a m e )
(thins) ni kyoomi ga arimas. I'm interested in (thins) .
(thins /person) ga sukides. I like (thins /person)
yoroshiku onegai shimas. Nice to meet you.

T E T U N
B o n d i a / O l a / O i
H a u n a r a n ( n o m e ) .
Hau interesadu (coisa)
Hau gosta (coisa / pessoa]

P O R T U G U E S
B o m d i a / 0 1 a ! / 0 i !
Eu me chamo (nome)
Estou interessado em (coisa]
Gosto (coisa / pessoa)
Muito prazer.

(16) is a model dialog to acquire some new vocabulary in the target
language.

LCtivityS: For the translation between 2 languages
J A P A N E S E

OOwa nihon-go de nandes ka? — AAdes.
Example: 'Mkan'' wa nihon-go de nandes ka? — sakana des.

"sakana" wa tetun-go de nandes ka? —"ikan'' des.
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T E T U N

OO ho lian Tetun, bolu halo nusaa? — A A.
Example: ''sakana" ho lian Tetun, bolu halo nusaa — 'ikan".

"ikan" ho lian Japaun, bolu halo nusaa? — Sakana.

I distributed a sheet of paper like (17) to note down the new vocabulary
they have acquired throughout the activity.

And (18) is to ask the name of a person or to ask the birthplace and to
continue conversation by saying, "And you?"

(18) Activity4: Satisfying your curiosity
JAPANESE; o-namae wa? — Yoshida des.
ENGLISH: May 1 have your name? — Mv name is Yoshida.
T E T U N : I t a n a r a n s a a ? — H a u n a r a n Yo s h i d a .
PORTUGUES Como e seu nome? — Meu nome e Yoshida.

JAPANESE: go-shusshin wa? — tookyoo
ENGLISH: Where are you from? — Fm from Tokyo.
TETUN: Ita hosi nebee? — Hau hosi Tokyo
PORTUGUES De onde voce e? — Sou de Toquio.

JAPANESE: (name) -san wa?/ anata wa?
ENGLISH: And you?
T E T U N : N o i t a .
P O R T U G U E S E v o c e ? .

With these expressions the participants extend exchanges. And all the
participants seemed to have fun. This activity could be considered a
simulation of contact between communities having different languages and
cu l tu res f rom each o ther.
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3.3. Summary of the Part 2

In the activities described in this chapter, we could practice planned
multilingual communication. The ideas for the activities are not so much
based on some educational theories, but rather on the reporter's own
multilingual communication experiences. The activities could be considered
linguistic experiments that simulate some snapshots of verbal
communication, especially of encounters between people of different cultural
and social backgrounds. We can expect based on these experiments to make
some suppositions working hypotheses on linguistic facts.

4 . C o n c l u s i o n

By reexamining key concepts in linguistics in relation to language and
culture, we have noticed that some elements of culture are closely and
inevitably related to language communication. In other words, we could
support the weak hypothesis of linguistic relativity that language affects how
the speakers think and then how their culture looks like. (Part 1)

And we have viewed that by focusing on cultural aspects of language on
purpose we can motivate and facilitate to learn foreign languages. (Part 2)
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Rethinking Language Learning and Culture Learning

K a z u h i k o Y O S H I D A

(Utsunomia University)

This presentation provides two viewpoints regarding 'language' and
'educat ion ' in order to make the whole d iscussion in th is in ternat ional

symposium as fruitful as possible. The first viewpoint is to summarize the
arguments on in/divisibility of foreign language education and learning of
cultural elements, and reconfirmation of key concepts. The second is the
presenter's own approach to teaching focused on the 'multilingualism' that
verbal communication bears in itself by nature.

Part 1: Summary the arguments and reconfirmation of the key concepts.

1. Before we begin the discussion on the methods of'learning and
teaching', we are going to examine an extreme argument of'infalsifiability'
of the theory of linguistic relativity. Then, we will try to draw a conclusion
of the necessity of the two ideas that appeared to be directly opposed: A: To
distinguish -even as a working hypothesis- something 'cultural' from
'linguistic', and B: To take a weak hypothesis; 'language defines culture'.

2. Then we will examine the criteria that specify 'individual' language
and culture in order to discuss the relationships between language and
culture. The argument will be whether it is possible to specify the hierarchy
of'culture' as in the well-known linguistic terms: languages > dialects >, that
are defined in relation to the concept "society".

3. Then we re-examine the question concerning 'arbitrariness' of
language. The question we are to raise is: Should the non-arbitrary use of
linguistic forms be called 'culture'? The examples of speech acts and
idiomatic phrases, that are difficult to be eliminated from the use of language,
wi l l be examined here .

4. We will look at the examples of non-verbal communication that
inevitably occur in verbal communication and discuss whether it should be
cal led 'cu l tu re ' .
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Part 2: Education of multilingual communication.

We will rethink the purpose and the meaning of foreign language
education and redefine the learner as a 'multilingual' individual. Then, we
introduce the presenter's own teaching activities on multili idiolects ngual
communication and we would like to discuss the positive effects of 1)
Switching the perspectives and 2) Communicating with limited (linguistic)
competence. The fmal topic for discussion will be the possibility of
respecting individuality while using the language for international
c o m m u n i c a t i o n .
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Cultural-based Material Development
for Teaching Indonesian for Non-Native Speakers

(BIPA)

Lntung Yuwono

(untung.yuvvono@ui.ac.id; untungy@gmSail.com)

Faculty of Humanities - Universitas Indonesia

A b s t r a c t

There have been numerous and endless discussions during scientific
forums about whether or not cuhural contents need to be taught to second
language learners or to foreign language learners. The discussion has been
polarized into language teaching which involves the cultural values system
and language teaching which excludes cultural contents. This paper comes
from the main thesis that it is important to include cultural content in the
teaching of Indonesian language for non-native speakers (BIPA). The
diversity of Indonesian culture shapes Indonesian culture and become the
background of the main thesis. In developing teaching material, there are
four aspects of competence which need to be considered; communicative
functions, socio-cultural aspect, linguistic aspect, and language skills aspects.
The proposed holistic model in developing teaching material is designed to
be able to integrate the four aspects which can guide the non-native students
of Indonesian to communicate naturally and avoid cultural mismatches.

1 . I n t r o d u c t i o n

Any talks on the position of culture in teaching a language as a
second language or as a foreign language have always been interesting and
endless discussions. There are some important questions that are often
addressed, for example is necessary to include cultural contents in the
language teaching material or would the teaching of culture in language class
only generate a lengthy explanation and take a considerable amount of time
in the classroom session. These are some of the questions asked to confirm
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whether or not it is necessary to include explanation on culture or cross-
cultural knowledge in language teaching.

In Indonesian case, the development of teaching Indonesian for non-
native speakers program (henceforth referred to as BIPA or Bahasa
Indonesia untuk Penutur Asing) has just been booming in Indonesia in the
last twenty years or so if the first International Conference on Teaching
Indonesian for Non-native Speakers (KIPBIPA) held in Salatiga, Central
Java, in 1994 is considered as the starting point. Despite its long period of
existence, the attention to culture in the teaching of Indonesian to non-native
speakers still needs to be developed— if saying lack of attention to the
matter seems too inconsiderate. This lack of attention is indicated by the
small number of scientific papers presented in conferences and textbooks for
teaching Indonesian for non-native speakers. In each conference, there may
only be one or two papers highliting the importance of including the teaching
of culture in BIPA. For example, in the 1995 International Congress on
Teaching Indonesian as a Foreign Language held by the Universitas
Indonesia, there was only one out of 39 papers presented in the congress
which discussed the teaching of culture despite the wide range of themes
offered by the congress committee. The same situation goes on from one
conference to other conference. Eleven years later, in the Sixth International
Congress on Teaching Indonesian as a Foreign Language held in 2006 there
was still only one paper which discussed the teaching of culture. Nonetheless,
Mustakim (2001) did an observation of the published teaching textbooks and
found that the percentage of Indonesian textbooks for BIPA which includes
materials on culture was not high. Based on Mustakim's research on cultural
contents in 43 textbooks, it was found that only 24 textbooks (56%) included
the cultural aspects. The other 8 books (19%) only gave the cultural contents
within the reading texts. The last 11 books (26%), the socio-cultural aspects
were not ment ioned at a l l .

This paper attempts to revisit the question of whether or not it is
necessary to give cultural contents in the teaching of Indonesian language as
a foreign language. I would refrain to elaborate the theoretical aspects of
culture or the cross-cultural aspects in this paper. Instead, I would like to
describe my own experience in developing the teaching material for teaching
Indonesian as a foreign language by paying significant attention to the
cultural aspects.

2 . W h y t h e C o n t e n t s o n I n d o n e s i a n C u l t u r e H a v e N o t B e e n
Explicitly Stated in BIPA?
The condition as described in the previous section does not mean that

the organizers of BIPA program entirely neglect the teaching of culture in

138



BIPA. There are obviously some reasons why culture has not been explicitly
stated, in general, in the teaching of Indonesian for non-native speakers in
Indonesia. The opinions concerning the teaching of culture in language
teaching as expressed by some language teaching experts are presented
b e l o w.

First, there is a viewpoint that it is necessary to distinguish between
learning Indonesian in the learners' home country and learning Indonesian in
the native country of the Indonesian language, Indonesia. Learning
Indonesian in Indonesia clearly gives the learners direct opportunities to be
exposed to Indonesian culture within the everyday life of Indonesian people
in Indonesia. On the other hand, the learners who do not have direct
exposure to Indonesian culture might have to listen and watch more of the
culture visually. This is why, for instance, when I had the honor of teaching
at Tokyo University of Foreign Studies (TUFS) seven years ago, I was more
than willing to carry various cultural items and cultural content materials
from Indonesia to be shown to the students there. Within this view, the
foreign language learners who leam the language in the learners' native
country must be given a bigger portion of cultural contents than the foreign
language learners who leam the language in the country where the language
is originated from.

Second, there is a view which believes that culture covers a broad
range of aspects which makes it difficult and complex to determine which
cultural aspects need to be discussed, to be given in the earlier stage of
learning, or to be given in the later stage. This kind of complexity is different
from the easier activities of arranging language teaching materials into
certain levels based on the level of difficulties or complexities of language
use. For instance, once there was a student of BIPA program at the
Universitas Indonesia who protested the learning materials about historical
structures and buildings in Indonesia given in a subject called Cultural
Aspect. This student believed that the discussion on historical structures and
building as one of Indonesian cultural aspects should not be given to non-
native speakers learning Indonesian language and culture as there was no
urgency for the students to know them. To address this kind of problem, a
survey needs to be conducted as the means of introspection. For example, the
non-native learners can be asked to fill in a questionnaire about the essential
aspects of Indonesian culture that are needed by the non-native learners of
Indonesian language and culture.

Third, it shoud be admitted that the presentation method of cultural
contents at BIPA program is still limited to lecturing or discussion.
Enrichment of presentation methods is required to avoid monotonous and
dull presentation of Indonesian cultural contents. Tokyo University of
Foreign Studies (TUFS) has developed an interesting model to introduce the
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culture of nations by organizing a culinary bazaar and an art performance
which enable the foreign language students to be more familiar with the
foreign culture which they are learning. Similarly, learning foreign culture
and its development from foreign literary works has always been an
interesting method of learning culture.

Fourth, in contrast to the second view, some people believe that
language is like DNA sequences which are able to display the complete
entity of the language owners. From the language they are learning, learners
can see the culture of that language as a whole. In this case, language is
identical with culture. Grammar is the stmcture of reality showing how the
speakers of a language view the world. Accordingly, learning a language,
including its grammar, is learning its culture.

Fifth, there is an opinion saying that explanation about culture should
be detached from language learning because learning culture takes a long
time. This can be seen in some universities in Indonesia which offer specific
subjects about Indonesian cultural aspects for foreigners who are learning
Indonesian. However, these subjects are generally given for advanced
learners who have endured enough time to create their own perception and
understanding about Indonesian culture. In the event that the subjects are
given to the beginners, the language which is used to explain the aspects of
Indonesian culture is the native language of the learners or English.

Sixth, for some people in Indonesia, including academicians, culture
tends to be defined as something which has certain tangible forms (materials)
such as art products, handicrafts, clothing, and food, all of which are easily
enjoyed in daily life. Wibawarta (2012:3) confirms this when he voiced his
view on how Indonesian people understand culture by saying,

"Inherently culture has a broad range of definitions which covers
ideas, mood, and acts. Culture can be ideas, activities (patterned
actions of individuals in a society), and artefacts (physical forms of
culture). Nevertheless, the meaning of culture is often reduced into
only arts. This can be seen in our daily life practices in which culture
which is full of values is taken only as spectacles or tangible forms of
c u l t u r e . "

This view derives an understanding that things which actually can be
met easily have not been given a high priority to be used in language
teaching. The intangible things like language, which displays cultural
contents such as politeness, are overlooked and grammar becomes the
tangible thing taught to students.
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3. The Background to Why It is Necessary to give Indonesian
C u l t u r e C o n t e n t s i n B I PA .

The facts show that Indonesia is one of the countries which are rich
in diversity. With a big population of 241 million people in 2012, Indonesian
people live together in diversed cultural background: 1.128 ethnic groups
with 742 languages scattered in 6.000 islands. The facts obviously show that
Indonesian people is not a monolithic society. The distinctive feature of
Indonesian society is its diversity in which every ethnic group in Indonesia
has their own entities and characteristics. For example, the characters of the
Sumatran people which are open, straightforward, and loud are different
from those of the Javanese which are gentle and considerate. There was a
Japanese asking me a question with a puzzled look, "I was surprised when I
traveled to Padang. Why does everyone there speak so loudly?" Likewise,
the method of serving foods in Padang restaurants is different from that of
the Sundanese restaurant. In another occasion, a Korean student learning
Indonesian told me his experience of drinking plain water from a small tin
bowl with a slice of lemon on its side served by a waiter in a Padang
restaurant. It turns out that a Padang restaurant always serves plain water in a
small tin bowl to wash the hands of the customers (not to drink from it), who
usually eat with their hands.

On the other hand, amongst the numerous distinctive characteristics
of its ethnic groups, Indonesian culture also has certain general patterns: all
of which makes Indonesia a mosaic of culture. One of the examples of this
is the rural-nomadic culture which is deeply rooted in the minds of most
Indonesian people and generate a general world view that a person must
firmly hold on to ideas planted by his/her parents since childhood. This
primordial view is reflected in language as seen in proverbs. For example,
parents who have to let go of their son to seek fortune overseas might give
him some advice such as '^Jangcm pohon lupci pcida akaniycr (literally: k
tree must not forget its roots"—you must not forget your origin), 'Jangan
melupakcm adar ("Don't forget your (traditional) custom"), and ^^hidup
dikandung adat, mati dikandung tanah'^ (*1ive by the customs, so one must
follow the customs until s/he dies"). Another proverb, ^^Bcigai kaccing liipa
pada kulitnycr (literally: "like peanuts which forget about their shells"), is
often used to condemn a person who forget his customs and cultural values
which have been planted since childhood. Besides proverbs, there are
numerous traditional limericks portraying children's obligation to respect
their parents. Similarly, colonialism era in Indonesia gave its legacy of
social stratification within the traditional agriculture system and has created
the feudalism culture in which the tenant farmers must respect the land
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owners. Consequently, people with power, e.g. have lands, become the
employers, or become the rich patrons shall receive high respect from other
people with less power. In Java, there is even a saying, ''Sampeyan ki sopo
Ian Panjenengan ki sopo?"" (literally: ''Who are you (respectable person) and
who are you (more respectable person)?" which warns people to give respect
to those who deserve such a respect.

T h e s e d i v e r s e d c h a r a c t e r i s t i c s o f I n d o n e s i a n c u l t u r e a r e a l s o
reflected in Indonesian language. Indonesian language becomes a signifier of
culture which is full of differences. For instance, there is a big difference
between formal language varieties and nonformal language varieties in
Indonesian. The nonformal varieties are strongly influenced by dialects
which are originated from the local languages in Indonesia. Takiyama
(2000:50), a Japanese student learning Indonesian language and culture at
the Faculty of Humanities, Universitas Indonesia, observed the culture as it
is found in Indonesian language and found some interesting facts as stated
b e l o w .

Pengaruh bahasa Jawa pada bahasa Indonesia begitu kuat karena—
seperti kita tahu—penutur bahasa Jawa berjumlah banyak sekali.
Meskipun tinggal di tempat yang bukan berbahasa Jawa, mereka
biasanya menggunakan bahasa Jawa dengan teman-teman mereka.
Oleh karena itu, kita bisa dengar bahasa itu di mana-mana di seluruh
Indones ia . . . .

Adanya pengaruh bahasa Jawa menyebabkan sebuah kata
berarti banyak dan begitu sebaliknya. Kalau belum tahu artinya,
semua kadang-kadang salah paham. Hal itu berbahaya. Sebagai
contoh, apabila orang dari suku Jawa berbahasa Indonesia dan
mengucapkan besok^ itu bukan berarti 'satu hari setelah hari ini'
(yang lazim digunakan orang Indonesia dari suku lain), melainkan
berarti 'kapan-kapan' atau 'di suatu saat nanti'.

T r a n s l a t i o n :
The influence of Javanese language in Indonesian language is

very strong because—as we know it—the number of Javanese native
speakers is so big. Thus, eventhough the Javanese people do not live
in an area whose inhabitants do not speak Javanese, these Javanese
usually speak their first language with their Javanese friends and
colleagues. This is what we can hear Javanese spoken in all over
I n d o n e s i a .

The influence of Javanese language might cause a word can
have more than one meaning or vice versa. If one has not grasp the
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meaning, one might end up in a misunderstanding situation. This is
quite risky. For example, a Javanese man using an Indonesian word,
besok, would tend not to refer to "the day after tomorrow" (as
understood by Indonesians from other ethnic groups). ''Besok'' used
by the Javanese can mean "some time in the future" or "some day in
t h e f u t u r e . "

Now one can imagine what would happen if the culture underlying
the semantic interpretation of the word "besok" ("tomorrow") is not given in
the teaching of Indonesian for non-native speakers. Naturally there is a
potential of cultural mismatch which is experienced by foreigners living in
I n d o n e s i a n c u l t u r e e n v i r o n m e n t . C u l t u r a l m i s m a t c h c a n b e d e fi n e d a s ' t h e

gap which distinguishes two cultures in saying or doing the same thing, but
with different meanings; and in saying or doing two different things which
has the same or similar meanings.' (MacNeal 1995). There is an example of
culture shock experience with regard to language as reported by Yamamoto
(2001:46-47).

Sebelum tinggal di Indonesia, negara kesatuan dan persatuan
ini saya anggap sebagai negara yang amat berdisiplin sebab lebih dari
Sembilan puluh persen penduduknya menganut agama Islam yang
sangat tegas pada pemeluknya. Namun, fakta yang saya temui sehari-
hari bagaimana?

Salah satu kata yang tidak saya sukai adalah kata nanti dan
sebentar. Walaupun saya mengimbau atau menginstruksikan sesuatu
pada orang lain di kantor, mesti dia mengucapkan kata tersebut pada
saya, "Pak Yamamoto, sebentar ya, nanti saya coba deh. Nanti saya
akan telepon, ya."

Akan tetapi, temyata sebentar ini lama sekali. Atau, jika saya
tidak mengingatkan hal itu lagi, nyaris tidak ada kelanjutan atau
tindaklanjutnya atas kesadaran sendiri. Itulah hal yang sangat
mengecewakan. Jadi, ketika saya mendengar kata seperti nanti atau
sebentar, kata berikut saya ucapkan, ''Sebentar itu berapa lama? Satu
jam? Satu minggu? Atau satu tahun kemudian? ...

Kemudian, pengalaman berikut pun sering terjadi. Waktu
penyerahan produksi nyaris kami selesaikan, pertanyaan saya pada
bawahan saya adalah "Penyerahan telah selesai?"

Dia membalas, "Pak Yama, udah, udah." Akan tetapi, acap
kali saya menyadari ternyata dikibuli karena penyerahan yang
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dilakukan hanya sebagian saja atau tanpa konfirmasi apa pun dia
menjawab pada saya. Hal itu mengagetkan dan menjengkelkan. Maka
terhadap jawaban tersebut, pasti saya katakan, "Penyerahan
diselesaikan secara total atau sebagian? Kalau cuma sebagian, jangan
hanya sekadar menyenangkan hati saya atau jangan hanya berusaha
menyelamatkan diri kamu sesaat! Toh, sekarang atau nanti hal itu
pasti saya ketahui," kata ini terpaksa saya keluarkan.

T r a n s l a t i o n :

Before living in Indonesia, 1 was under the impression that
this unitary country must have been a very discipline country just
because more than ninety percent of its population professes Islam
which is known to be strict to its believers. Nevertheless, the facts
that I have encountered in their daily life show quite the opposite.

Two of the Indonesian words that I dislike are natiti ('iater")
and sebentar (''just a momenf). When I strongly suggest or give
instructions to somebody at the office, this person would use those
two words in his/her response: ""Pak Yamamoto, sebentar ya, nanti
saya coba deh. Nanti saya akan telepon, ya.'^ (''Mr Yamamoto,
please wait for just a moment. I will try it later. I call you later,
okay.").

Then it turned out that this '\sebentar" takes longer than I
expected; or even worse, if I had not reminded that person again
about the matter, s/he would not have followed it up without being
asked. This was really disappointing. Consequently, whenever I hear
the words nanti or sebentar, I always ask, "this sebentar means how
long? An hour? A week? A year later? ...

Then, the next situation often happens to me. When the
production submission deadline was almost due, I asked my
subordinate a question Penyerahan telah selesai?'' ("Has the
submission been completed?").

S/he replied, ''Pak Yama, udaih udah.'" ("Mr. Yama, yes,
already, already.") However, I found out later that I was being fooled
because the submission was only half completed, and s/he did not
bother to ask for confirmation (from the person in charge) when s/he
gave me the reply. This is both shocking and disappointing. Ever
since that time, I whenever I hear similar response from my
subordinate, I would forcefully and directly say, "Is it totally
completed or just partially? If it is just partially, don't say that it has
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been completed just to make me happy or just to protect yourself for
a while! You know sooner or later I will know the truth."

What happened to Yamamoto is not just a matter of language or
misunderstanding in using a language because Yamamoto, at that time, was
already fluent in Indonesian. It is more than that because Yamamoto
obviously experienced cultural mismatch which created certain
psychological effects on his mind. Fortunately, Yamamoto immediately
snapped out of it and tried to find the source of the matter, namely culture.
He explained further,

Meski demikian, boleh dikatakan, suatu kekurangan
sebaliknya merupakan kelebihan. Saya menilai, orang Indonesia amat
bertoleransi terhadap apa pun. Pada orang asing asing seperti saya
pula, sikapnya wajar saja. Jika seorang Indonesia ke Jepang, memang
orang Jepang cenderung diskriminatif kepada orang asing itu, kecuali
kepada orang Barat. Jadi, luasnya toleransi tersebut sangat dihargai
dan bangsa Indonesia boleh membanggakan hal itu baik pada negara
Asia Tenggara maupun pada seluruh dunia.

Kalau orang Indonesia menilai orang Jepang, orang Korsel,
atau orang Tiongkok, bagaimanakah penilaian tersebut? Mereka
berkeyakinan bahwa orang Utara cenderung bersifat terlalu tegas dan
terlalu disiplin. Nada bicara melulu besar. Gaya bicaranya pun
ceplas-ceplos. Orang Utara menganggap diri mereka lebih superior,
dibandingkan dengan bangsa lain.

Tr a n s l a t i o n :

Nonetheless, it can be said that one's weaknesses might also
be one's strength. I consider that Indonesian people are very tolerant
towards others. This also applies to their tolerant towards me as a
foreigner. In contrast, when an Indonesian comes to Japan, it is likely
that s/he experiences certain discrimination acts from the Japanese
people who tend to favor western people than other foreigners. This
is why the extent to which Indonesians are very tolerant is something
that you can be proud of amongst the South East Asian countries or
even amongst all the countries in the world.

Now what if Indonesian people are asked to value Japanese,
Korean, or Chinese? They might believe that the Northem people
tend to be too strict and too disciplined. Their tone of speaking is
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always high. The way they talk is very straightforward. These
Northern people consider themselves as more superior than other
people.

This 'tolerant" culture becomes Yamamoto's key to understand his
subordinates' talks. This is what happened to Takiyama and Yamamoto. The
^lolerant" culture might become the general culture of Indonesian people
amongst the diversed cultures of Indonesia as reflected in the use of time
adverbials such as besok, sebentar, nanti, siidah—in which pointing out the
exact t ime reference is not the focus of a t tent ion. What needs to be
appreciated here is the good intention of what will and has been done by the
speakers and if the discrepancy of time reference occurs, the interlocutors are
expected to be tolerant. Brilliantly Yamamoto wants to convey that his
unfortunate experiences had led to his discovery of one of the Indonesian
l o c a l w i s d o m .

There are many examples of cultural mismatches as experienced by
foreigners who are studying in Indonesia. Yamamoto's experience and
instrospection have raised the awareness about the importance of both
cultural understanding and cross-cultural understanding. What if, in contrast
with Yamamoto's experience, an Indonesian is forced to judge the cultureof
the "Northern" people (Japanese, Korean, and Chinese)? Would it be normal
to expect that the Indonesian might have similar feelings with those of
Yamamoto's or, even further, s/he can brilliantly found the ''culture" of the
'"Northern" people just like Yamamoto who found the 'tolerant' culture from
the Indonesian language used by his subordonates? Mutual cultural
understanding and the ability to place oneself accurately in diversed cultures
can be the key to cross-cultural understanding. This is exactly what is needed
to be considered in language teaching.

For additional infomiation. the l ist below show some matters with
Indonesian cultural background which are often complained by foreigners
and which have the potential of causing cultural mismatches.
(i) Like to chit-chat.
(ii) Like to talk.
(iii) Easy to be close to new acquaintances and be familiar with other

people.
(iv) Like to praise someone on something.
(v) Like to touch some of the body parts (shoulders or arms) of other

people to show the solidarity.
(vi) Like to listen to music, sing aloud, and follow the song or music.
(vii) Not use to queueing for anything and waiting in queue.
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(viii) Like to lift their chins to signal that they give the hearers the next turn
to ta lk.

(ix) Doing things with left-hand is considered taboo.
(x) Like to compare people.
(xi) Fond of superstitious objects or events.
(xii) And many others.

The matters listed above involve not only language, but also action and
gestures. To maintain the phatic function of language, namely to ease and to
resolve communication, Indonesians like to touch the body parts of the
interlocutors such as the shoulders or the arms. This act of touching might
not be acknowledged in the culture of other nations. In another occasion,
Masami Kuwayama, a Japanese student who once studied Indonesian
language and culture at the Universitas Indonesia gave her own view about
Indones ian s tuden ts .

"Mahasiswa Indonesia selalu kelihatan gembira. Saya tinggal di rumah
kos. Setiap hari, baik siang maupun malam, keadaan selalu berisik.
Mereka main gitar, menyetel radio, ngobrol-ngobrol tidak kenal waktu.
Padahal, mereka harus menghargai kepentingan orang lain. Ini rumah
kos, bukan rumah pribadi. Ini mengherankan saya. Kapan mereka
be 1 ajar?
(SYX. 2000. "Mahasiswa Indonesia, Kapan Mereka Belajar?" In
Teroka: Majalah Biidaya, Vol. 2 No.2, p. 29.)

Tr a n s l a t i o n :
"Indonesian students always look happy. I live in a boarding house.
Every day and every night, the boarding house is always full of noise.
The students, regardless of the time, are playing guitars, listening to the
radios, and chatting. Yet, they should have had respect towards other
people's interests. This is a boarding house, not their own house. This
is really puzzling. Moreover, when will they study?"

4. Cultural Content Material Development

The thesis 1 would like to convey in this paper is obvious. Cultural
aspects need to be included in the teaching of Indonesian language for non-
native speakers. In the previous sections, I described the background on the
importance of Indonesian cultural content to be given in BIPA program. 1
refrain myself from choosing whether or not the cultural content should be
separated from the language content or whether the cultural content need to
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be integrated with the language content. In this section, I would explain an
example of cultural content material development for BlPA program—in
particular, the adult class.

In developing teaching materials, the first thing to be done is the
mapping of competence which is necessary for teaching language to
foreigners. This mapping consists of (1) the competence to recognize the
communicative functions. (2) the socio-cultural competence, (3) linguistic
competence, and (4) language skills competence. The knowing of
communicative functions is put in the first list as it can generate the other
competence aspects. The socio-cultural competence consists of the ability to
understand the communicative situation and the ability to understand culture.
The ability to understand the communicative situation can be divided further
into two dimensions: formal-nonformal situations and spoken-written
situation. The linguistic competence covers the two pillars of language
formation, namely grammar and vocabulary. The cultural competence
consists of attitude aspects, act aspects, and the facilities aspects of cultural
items or cultural artifacts if the communication uses one of the artifacts. As
for language skills competence, it comprises the four skills of
communication, namely listening, speaking, reading, and writing. These
types of competence should be unified and integrated in language teaching.
In the next section, there is a model of competence mapping involving the
four competence. It is then followed by the teaching materials sample taken
from the materials which focus on Basa-Bcisi (chit-chat) in Indonesian
language. The development of teaching material shows that the students'
cross-cultural competence is involved in it by comparing hasa-basi in
Indonesia wi th that o f the s tudents ' nat ive countr ies.
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U N I T S

BASA-BASI (CHIT-CHAT)

T E A C H I N G P L A N

♦> Students are asked not to open their books first.
Explain and discuss the meaning of "basa-basi".

♦♦♦ Discuss their experiences involving basa-basi in Indonesia. Then compare with basa-
basi in their own countries respectively.

♦ Next, the instructor elaborates the teaching materials on basa-basi (explain the
forms of basa-basi and its common expressions).

*> The instructor also explains the forms of responses to chit-chat expressions. For
example, for the question mau i<e mana? (where are you going?), the responses can
be: a verb, mal<an (eat); a prepositional phrase ke pasar (to the market); or a noun
pasar (the market).

*> Distribute the teaching materials. Then discuss the context in which basa-basi is used
in the miscellaneous part.

♦♦♦ Students are asked to do the provided exercises. If the time is not enough, they can
do the exerc ises fo r homework .

LANGUAGE FUNCTION ^ aoso-bos/(chit-chat)

In their social life, Indonesians like to basa-basi (chit-chat). Basa-basi is used to convey
politeness in an interaction. The function of this basa-basi act is not to Interfere with
other people's business. Basa-basi can be used, among other things, to start a
conversation (as an icebreaker) with a person whom the speaker has already known or
with a stranger (who is sitting next to you on a journey, for instance); to greet someone.

T H E F O R M S O F 8 / ^ S y A - 8 / \ S /

1. Interrogative Sentences
Basa-basi using interrogative sentences can be responded with a variety of
r e s p o n s e s .

♦ : Mau l<e mana? ("Where are you going?")
♦ : Kesana. ("to that direction.")

Ke pasar. ( "to the market.")
Pasar. ("the market.")
Makan. ("eat")
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♦ : Dari mono? ("Where are you from?")
t : Dori sana. ("from there")

Dari kampus. ("from campus")
Kompus. ("campus")
Jalan-Jalon/Main. ("just strolling along"/ "play")

t : Sedang apa? ("What are you doing?")
t : Biasa beres-beres rumoh. ("The usual. Cleaning up the house.")

Hai. Dari mana? ("Hi! Where are you from?")

2 . I n v i t a t i o n S e n t e n c e s

Invitation used as a form of boso-basi is not a real invitation. Usually, this basa-basi
invitation would be responded by a polite rejection (decline).

♦ : IVIompir dulu! ("Wanna stop by?")
Nggal< mampir dulu? ("Why don't you stop by?")
Sudah kesiangon. ("I'm running late.")

t: /Ayo mo/fon/ ("Let's eat!")
Nggak mokan dulu? ("Why don't you eat first?")

t : Tadisudah. Terima kasih. ("I already have some. Thanks.")
Masih kenyang. Terima kasih. ("I am still full. Thank you.")

3 . M i s c e l l a n e o u s

♦ : Besok aku mau ke Bali! ("Tomorrow I am gonna go to Balil")
♦ : Jangan lupa oleh-olehnya, ya. ("Don't forget the souvenirs for me.")

E X E R C I S E

Make basa-basi expressions based on the situations below.
1. You use basa-basi expression to greet your neighbor who is just passing by. You are

sitting on your porch at that time.
2. You are eating. Before you are finished eating, a guest comes. You produce a basa-

basi expression to your guest.

(Source: Modul Konnmikasi Situasional (situational communication) BlPA Program, Faculy of Humanities,
Universitas Indonesia)
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5 . C o n c l u s i o n

This paper has shown that the teaching of culture is important to be
given in language teaching, especially in BIPA program. The inclusion
cultural competence and cross-cultural competence is important because it is
expected that they can prevent cultural mismatches. The diversity of
Indonesian culture makes Indonesia a huge training laboratorium for those
who wish to enjoy the differences of cultures. Many foreigners in Indonesia
have experienced numerous cultural mismatches because they do not have
adequate knowledge during their orientation program before they came to
Indonesia. Language training which integrates communicative functions,
socio-cultural aspects, linguistic aspects, and language skills aspects is
expected to have the benefit of being able to provide an ideal and holistic
competence for language students. One thing needs to be aware of and to be
highlighted is that the objective of the cultural content inclusion in language
teaching is not to teach culture or teach the theories about culture. The
objective is just to raise the cross-cultural awareness to people who are
learning a foreign language.
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■1—c*i—̂ Ĉmiiiyi WI*5flCT#>c8,vi~t̂ '̂ in>wrpMmi«lc»KT'ur5fl.ftln—«noKjt
5 * r w r a • w R ^ t u w - f i r t * • . j « i v - f w t r * w t w r w r —

—^•■i^hrKe*A*-tk«».5fie».^«ir4«*»v;v<wgciTrii»^—rwnrirrwvw*
* i w m m — • ' r f c ^ i c ® - c : * T l — w - r n ^ — r f i « c ^

l l r : ^ j ^ b i t t K fi  ^ ( 7 ) - C \ ^ 7 9 : b { t - r ? i - o

< 9 o / c 1 9 - r a - ^ ( 9 ^ i i : ^ o J : 9 9 ^ <

^ - f t § » ( 7 ) i g v ^ - t : - t - ; ^ | \ 9 c t 9 ^ - f M 3 ( r )

1 6 4



v^9 ^. SHN" L±ifTV>6 J; 9{-IN:fl l iJ{l
- i • T . y M . m . W ^ ( D X \ n 4 ^ y ^

M i j f i t > K ' ^ — I z A ^ i z i b l t ] t s O ( D { z . U

\ i y f ' ^ - m ' < : l t z t i { z . m ^ x r - j - r x x - j i : P — ( D t )
c D c D - < ^ ; ^ V H ^ ^ ^ - C - r o t ^ - K

— m t x \ t ± < % \ \ ( D h ( D ^ m \ ^ ^ t . - r o 1 . 1 i : : ^ ^ t i i

@ iLOcD-e-To

o T v ^ 6 ^ — M f A i J ( ^ ' L ( 7 ) ( i ^ ; ^ T - r L ^ o - c i l c # J ( 7 5 t ( 7 ) / - f { t ^ ^ ^ o - f

Z t : ^ ^ 7 t > t i X t ^ L f z o
^ i ~ o - ^ y

y : y — - < y ^ ^ / ^ m x a ^ h - ^ J ^ ^ i ( D m m t n ^ \ y
y h ' O t - T o T
y ^ ^ T M : ^ ^ h A ^ X ^ X i ^ 6 M m h ^ ' ^ h ^ ^ ' t o t i ^ o ( D l t . ^ y t f / H ^ f z { i X l t f j : <

^ A y ^ y V l ^ A ^ X ^ f z ^ ^ h X - t o Z t i i h ^ X . ^
^ m ' o f ^ \ ^ ' ( D x i - . ^ t i ( c

U f z ^ 0 W m x ^ m f j ^ h A ^ X ^
t i i , ( D h h 6 t \ ^ ' o z . t y y ^ i ^ z - D x ^ x . t ^ t i ^ m U ' r ^ ^ ^ ^ t \ ^ ^ o
^ ( D m U ( D i ± j j { z ^ m m t M m x n z - ^ ( D m ^ ^ ^ h ^ ^ M x - t , 4 > i i i i j / c i :
X < m ^ t i ^ ( D f z i - ^ t i h . M M t < t J : < i ^ i D t i 6 t \ ^ ' o Z
^ i - c

7 k i ^ . r t L d ^ ^ i L - c i i n ^ o ^ ^ m n c i / c C o T L ^ o / c ^ v ^ ^

' C i ~ ; 6 \ h t h t W ^ M t ^ t l X \ ^ ^ t i ( D i t t l / \ ^ t l
( D ^ y i S M ^ X L / l o 5 > i l • ^ > : ; y V ^ J : ^ ^ l J g ( ( D 4 ' > L ^ i i l i i V ^ 9 ( D l t : = i

^ f c ^ f z ( D X ' t o X ' t i i ^ h . ^ ^ y i S / V ( D X X h ^ o t ) ' ^ ^ ^ ^ y i ^ ^ V ( D K X h h o i ) ' ' ' M

z t X \ z t x - f ^ t M t z
u i x - r .

X i ' f j ' h . % ^ X h M \ X h t i . ^ ^ ^ — : ^ t \ ^ f z ^ y t f ^ \ y f a t i ^ h 9 \ - f i f z h o : > \ ' t

165



-x:irt3L^ ^^:y;^7(D^>':^f/utfi: =i/U;^^(7)^y;^;Vi^M^{i^^^0';6>jlSv\

^ M k t L x n t ' h h ( D ^ y i f / \ y X h . ^ ( D ^ y

; ^ V ^ f E : ^ ' ^ t i W c : ^ S o - C V ^ § t v ^ 9 « - c ^ t
^ m m x n f ^ i ^ t ^ h h ^ m m t ^ f j : L T ^ ^ - c v ^ o / c ^
h ^ ( D - f } \ Z . i fi L X X % [ Z . - ^ n X \ ^ ^ < ( D t ^ t ^ ^ o O : > \ ' t M o t Z . h X - ^ 0

h h ^ / x ^ m ^ ^ ^ \ ^ f z m w \ \ ^ ^ W M M ] t . - ^ A y ( D X \

f z f z . - t X i m m k ^ 0 ^ ^ y . A i ^ m h ^ i r

5 <t.@^v^;^•t"o

M ' 9 ( 7 ) ® v ^ t , f c i 9 ^ - r o t ^ ^ o ( D i t B ^ ^ i \ : i r 6 h ( D X h h ^ t ^ \ 9 c

^■9. ^(D: : <^;6^r><ho(DPp1|g(^/^oXV^^i-o 0^19.

t > - r V - l f ^ { 5 / ^ ) ^ ( 7 ) w f & ^ | | t L r v ^ o T L t 9 i : V ^ 9 # ; t ; ^ t J f c 6 ^ 7 ) - c - r o
: : t L { t | p ] C W p / c ^ V ^ 9 - < ^ r

t h ^ f s b X B . ^ ' ^ ' ^ : ^ ^ £ i i t i l t f j : h ^ j : < t i To

X - r ^ - h . f fi fl i j . - ( y h ' ( D ^ X i ^ ^ t i X \ ^ ^ 6 ^ y i f j m i m L X a h t ^ ^ ^ ' 0 ^ ^ ; t t z

19 <9 L J; 9 <h V^ 9Mf^;6^IWl:^ i -o ^(Dt: i6mt M(Dm. <9 U^Aymm
t i X i ^ f j : h ^ ( D X - r ^ \ [ l ; 6 ^ ! ? i J ^ - e f c 6 [ 5 S < 9 . m t i X \ ^ ^ < - t l t
h ^ X h . < . ^ ^ ^ h ^ t m t i X l ^ < f z ^ v t J ^

^ i - o m ; t l - £ ^ ^ h ^ L f z t ^ i : i .

t Z ^ X T o

1 6 6



4 . 2 .

^ ^ c ^ v ^ c o - e i - o ^ - t o ^ y i f

T t ^ • 9 ( 7 ) ; ^ ^ - # ^ V ^ ( D - e L J ; 9 ^ \ < 9 ^ i ^ ^ ( 7 ) • X : \

^ t i r i / ^ 5 t c 7 5 { c / ^ a ( 7 ) - C \ 9 ; 0 ^ ( - J ; o - C . < 9 g ^ ! t ( 7 ) 3 l t X ^ o - 5 ( 9
' ^ m m ( D \ t : h \ z . ^ = f ' ( D m ^ - h ' ^ h ^ t . - r o

y ' fi y z 2 . ( D h ( D { t ^ ^ ^ B t J ^ ( D X i t ^ ^ < . 4 > V ( D h ( D h B ^ . ^ > K ( 7 ) t ) C D ^ < ^

t j : 9 o h h ^ A ^ ^ t l ^ X j ^ ^ X ^ t i X o K ^
i i ^ ( 7 ) , l i v 1 i B & ^ " ^ r > i : o ( D i I - ' ^ c t < 9 1 i : ^ ( 7 ) - e

- < y : ^ ' / i ' m i a t X m i ^ t \ ^ ^ o h ( D h h ^ ^ t x . 2 0 t l l : f d ( / ) ^ { f C ^ v ^ t - e i i fi ' ; b n ' C i / ^

^ 9 i ) \Z . (D] l l (Dt^h^^ ' r th^^m\^^^ tmt ia f j : 19 ^ - t i : ^o^^(7)Pp1 j | i { i ,

^ ; 6 \ } : : ^ i ) ^ h ^ - ^ 7 - - ( ^ I ^ V < ! : V ^ 9 ^ i r o T # t
- f , / N V ^ ^ ' 7 x v ' ^ ; 6 ^ ^ 5 f e ^ ^ j o i ^ W - f - 6 ( 7 ) ; 6 \ ^ y - ? : t i ( - J : o
T-^ ( ; ) ; ^ (7 )^^ /5^^^^ l | / cC i9^- ro ^^ / ' f f t -C ' / ^< . fg - fflJ f^^o-519. 5 fe !5^ ' ^^ -C '^b tgL
X ^ f z ^ t - r ^ X [ I j o l ^ ^ o ( D X \ ^

t ^ 6 ( D - C \ ^ ( 7 ) i Z 3 ' 9 ( 7 ) / < 7 y ^ ^ 5 i o T

5. fct^UI::

^ ^ - C ^ - f O h L L t i X o f j : Z . t a . ^ ( 7 ) m x m t ^ ^ ^ ^ x \ ^ ^ 6 : L t t ^ P L - r t i X L t .

1 6 7



l t ' P L & o f ^ } ^ ( D i , ( D { z f ^ ^ f ) ^ h L t i i ^ ^ A . ^ \ ^ m ^ L L f z

{ t f j : ( D f ) ^ t 1 / ^ 9 i L h i t W ' ^ ' h x O < 9 t r : ^ ^ — h - t ^
: : i : / i \ / c i 6 ( 7 ) — o c D / t ? ^ y i . ©

[ c : f e a g L L ^ L / i J ; 9 { c . L T ; ^ ^ <

"CV^^-to -C'-r(7)-X:\
r i % t f ( : : ( l : ? 0 ^ / c ^ ^ ( D X \ t i \ W ^ < K ^ ^ P o T V ^ / c ^ ^ ) ^ ^ ^ ^ o ^ > ; y V ^ A
( D ^ ^ l t ^ / K O ^ > ' ; t f V ^ | § / 6 ^ ^ ^ { t t 9 4 o ^ : $ : t / ^ o ' C V ^ T. / J ^ ^ ^ < 7 ) i ! [ f 4 # ( 7 ) § f ^ ( 7 )

^ y T # 6 c t 9 ( - O / c ( b V ^ 9 ' b / c ^ V ^ C O - e - t - ; 6 > , ^ ^ M t ^ f z . u b i M .
1 9 : : i : f t ^ { ; i x ^ - r T V V ^ L I ^ ^ V ^ 9 ^ ^

S't 'o

( M 3 )
<9 ^^ -75 ' ^ . f fl i ^h t i x^^^ (D i tm

{ 5 { ^ [ ^ — - c OH S u T fe S K t V x - r ^ 0 p ; ^ \ T y \ : ^ ^ T:S C ^ t ' f— ^ ^

\ t - < > i S ; v m ^ r y \ f r X ' ^ X h h i ^ ' r t \ ^ ^ o \ n m t ) f f : b t i / c J ; 9 T - r ^ \ ^ o / c <
® ^ L ^ i i : ^ - C L / j : o

. ' ^ . X ' T o ^ / c . < .

(Lekhan)J t l ^ ^m$m:^ ' ^^^ t zh (DX- to
f z f z . - < y t f / ^ ( D X ^ i t - < y t f j \ ^ m i z . ^ ^ ^ } ^ ^ x \ ^ ' ^ t m m z . . z ( D X ^ { ^ M L X h

t s r ^ { i f 0 1 i t v ^ f c l 9 t - f r ^ o

J : ^ ± . - < > ; y v ^ f s ^ ' ^ ^ / - f i 9 ^ ; t / c i 9 l - 6 P : ^ ( 7 ) ® E > ' ^ , ^ ^ ' > i : ^ { : : 4 y H g ^ i J : T l ^ / c / c ^ ^ L

168



t Z o P ^ ) h " 9 ^ i t / v - r ; L / i C 0 ' C \ ^ 9 L f z

^ t h } ^ < i t ^ h t i X < ^ ' 9 9
^ L/Co

m fi ^ 3 : ( ; g ^ )

"Q
a a i 1 u u r e a i 0 a u

[ 3, 0 ] [ a: ] [ L e ] [ i ] [ u, o ] [ u ] [ ri ] [ e, ae ] [ oj ] [ o ] [ ow ]

k a k a k i k i k u k u k r k e k a i k o k a u

^ ka IkD) ma [tral ^j- ga [gol ^ gna |g^l ha [ t]o ]
ca [^o] cha (^] ja [c^] ^ jha [05*0] na [ no ]

^ ta [to] tha [^5] da [({o] dha [ct^>] Cj" na [no]
ta [to] tha [to] da [do] Suf dha [ d»o ] na [no]

^ pa [po] pha [p^] ba [to] ^ bha [b^] "Sf nria [mo]
ya [d^] ^ ra [ ro ] la [ 10 ]

*1^ sa [ Jo/so ] ̂  sa [ Jo ] sa [ Jo/so ] ̂  ̂ 13 [ ̂ <0 ]
^ ya [jo] ^ [a [p] fha [f^]

1 6 9



[§]liS4 ;

^nmer ^f»»r jpy
j r H v » l f r ^ . j W l t

jPr̂ wr̂ cJfVr *?r
W fdrJiOft bJ <^''

W * V V » V < T i w y f r
« r (y mf ^ J5^ i t

jvwj? ̂ A*afCro: f̂ 'y «<f jwr
' P r ^ r r s t t r i i

• «

<»l<vrf <v#<?yrnf ̂ /Jrvr̂ rt?

»(vr<S<jr (Sfiwff
i^/ i rs^ 11

Mifjr <v jyfr ^w(r
^^v^r ff^/ .^<^_j(W>) n

1 7 0



h y < j t - t -

l?EH ?t

r | 5 l « j i Wo T V ^ f c f c ' ^ S L t ; ! i \ t i t i : l 4 # a § * c 0 i l l C f l i t i , ^
T < f c * $ o f c » E T - , L T ( 4 # ^ I C - ^ t f n } ) V ^ ! S C r > L 4 - t - „ R l i ^ f e l i f r

L f c J ; 5 l C , M l i l l S t D j j b i ; ,

h 7 ! J r ^ f e t t S s S t t * 7 B 0 « A S f c 5 / J > t V M m < r > » w t i > ' o z t v u m h ^
i : ' ^ ^ o m X ' m i 6 X i o ' ) t - t ,

t - r ^ B < D m ^ < n m S X - f - „ f I t C M z j t - 6 T - 2 t - - x h 7 D T i t t t S m t r o W
^ V ^ ^ f c K L L i - t - . ^ t l , ; 5 > f > L X t i l L X
k ^ t z S i r i ^ ^ - L t S m i c ^ m L t - t o ^ 7 y r 5 f e ( £ S ( D ^ ^ 5 « ^ t ! ! < 0 « t S .
•?r t l ,A>ib^—h7 y Tf t f tsro i f i icaynx^ (yolQu) iV^7a!K^SV^5«T- i -A\ ^(D
A f c ' f b l i - o V ^ T w a g T - f o 4 # @ 7 i > ; < — ^

( G u p a p u y i j u ) ( g C j ^ ) ; i » V ^ 6 « T - r i ' \ - t W A / c ^ b r o a ^ J C f t l c o
v ^ T 4 S t e S r L 4 - t - , C « t # l ; 3 C < t ; 4 5 H - 3 5 ( c f f i S S S » S ^ S . I ? LT V ^ T,
; ! i > ^ % ; i 5 i : # l - , i ^ # ; t T V K i r , t ^ 6 / ! i 5 f c 5 » T i ±
^ C l ^ a > i r S o T l ^ S 1 - „ $ e > l ; = i . f ^ W ' j : t ; 6 T - f 4 , 5 # S « W S t ( d u a l ) i r A W t i & s ^
t c o v ^ T j " 9 i t i t i ' o i : - ! t

1. l±U.tolc
1-1.

4 T , i : ' 5 L T : t - x h 7 y r f t t t S I S i : I U ^ - o f c A > t l ^ 9 i ,
T i ^ r • T 7 y ; ! 7 W 3 S « t ; W ^ R l f T l i p B . l W ? E d f e ^ $ - a r T l ^ / : : f c ' # S L

t * Z A ' ^ S § B I ® H ' - ? To T ^ H S a S f e ^ « L - C , I i 3 l l l # i C f c L m ? ? » W

t - t ,
t i \ * - ^ h 7 ' j r i z n < i \ I ± ^ : t / c ^ < y r ^ = - - = i r = r i c f f < 7 ) > i : ,
5 S . X h 7 y r ( c f f < L S : „ C w a i 4 < « ^ t 1 / ^ 9 7 l \ S i ' ;

1 7 1



- 3 1 f t T V : b t t - T : ^ - r o

^ h y V L ^ o T .
: t - - ^ h 7 ' J

u i A ^ - d ! - 2 0 { 5 ^ \ ^ ( D m ^ ( D ^ 4 y ' y = i - ^ ) h

t / i o ^ t i i r t j c b l i T j ^ / c T ' c ^ v ^ j < h V ^ 9 o ^ " t "
« t i ^ c b v ^ 9 M 5 ^ - C ( i / c C < . t s ^ L ^ - M ' ^ m ^ t h x .

h t i x i ^ 6 ( D x i r ^ \ ^ o ^ ^ o X t i h ( D n m ' ^ W i ^ L t i o ^
t 9 / - c i ^ ^ s v \ h y v r ( D i E m ( o i ^ m m ^ x ^ i m m ^ m ^ x \ ^ 6 t
: : 6 { i . y - r y ^ y ± ^ t ^ ' o . y — ! f v ^ y h
^ r ( D i r C r m < 0 ( D X ^ L ^ - f j : f ) ^ ^ f z h ( D X - r ^ ^ h .

t > 9 - 0 B - ; t { i \ t t i , t ^ ' - ^ h y V T 9 c i i . m u ^ ^ h 6 ( D ^ ^ ^ f z ( D i x M 5 f e ^ ( 7 )
^ m x ^ m X i ¥ 9 u ± ( D 0 ^ M J

h y V r m i ^ m ' ^ t i s ^ L ^ < > X \ ^ ' t L fi : ^ \ ^ Z X U / ] y \ ^ ' V ^ ^ t ' ( D n M ^ ^ ^ t h X t X .
Z . o l ^ o m M ^ h 6 ( D t z t ^ ^ ^ L f Z o ^ k ^ t S i k t z h
7 5 ^ t ^ ^ < 5 > ; 0 ^ ' 9 ^ - a : ^ ^ : • L / c : ; 6 ^ ^ o \ ^ ^ f z } i Z ^ x m m ^ h - ^ f z t \ ^ ^ o Z . t X - T. Z t l

2004 ^. 10 ^ C1^ I ^ mjcoMTi^o

: ^ K ^ - c D ; k : ' - ^ ^ i i 4 ^ - e ^ { t - c . 1 ^ r n m t D / j : < x h M ^ m ^ x - ^ ~ - ^ ^ y ^ ^ - h i t
h h ^ ^ ( D X \ f i ^ T ^ { ^ / - i f > ^ y h y - ( i ^ ' 9 ^ L / c o m ] ] a m ± u m ^ A ^ \ t - r x

- T o " t t i x . m ( D A ^ i t ' r t i ^ f z { ^ ± i ^ m m ± { : . ^ j : ^ ^ L f z .

- r ^ { c ^ t ^ ^ ^ A ^ : : ^ ^ . ^ t L T V ^ / c l b L l ^ ( 7 ) - C - r o { \ ^ ± m . m ' f ^ < t ^ ^ t z ( D X ' r i } ^ \
T'L^SdU^c^t^'C (Noworries)j tMf^tiX^

{ ^ ± ' ^ x m = r i ) - t ^ \ y n - 7 < h V ^ c t ^ V ^ 9
U ^ X \ i S o T A o / i ; b i t ' C - - r o

/ c / f . L - C l ^ 6 i : : : 6 - ^ V ^ # / c C ' 9 | 7 l > L ^ # - C A o / i t , ( 7 )
r < L / C o ^ y h l ^

3 / u y y t ^ j : ^ ^ \ ^ ^ ^ ± X ^ t D { i X - t o v ^ 9 < 7 ) { i , ^ h ^ y r ^ f e
fi K c O c f ^ c O - ^ - fi J ^ c D ^ n i j - C - . ^ h { Z ^ ( D r { z t . t z f z < ^ / u ( D ^ y y : ^ ' ^ h 6 ( D X i - f ) \ 3 / ^

T A J Z t l t . ^ ^ A R H l c / c C ^ c h
\ ^ ^ o z t i z f £ i o t - To

1 7 2



v \ a ; t T < n 6 ^ - c # / i / c ^ ( t i x ( fi / ^ f t ^ ^ i v fi ^ o T . m m 4 ^ 5 m t m ^ m ^ t A y t ' m
^ ^ - t ^ ^ ' e L / i o ' J t p o T ^ - C / j ^ ^ t ^ . \ t i n \ ^ ^ X i r - : ^ V y ^ ) r \ z \ ^ ^ X . f p j ^ ^

T < 6 ( 7 ^ ; 6 \

x m t : ^ - : ^ h y v r 9 € i m m ^ l i i ^ ^ ^ f c . M X - r o

1 - 2 . m ^ n s i § x ^ r ; j — X h 7 ' J 7 $ f e t t S i I A P ^ J H S I ^ ^

^ j l ^ - C { i / c ^ < h 7 y T 5 f e fi K I & A P ' ^ J

t ^ \ ^ ^ ^ ± X t z ( D X i - ^ \ t f d ± A t L T { i | g i 6 ^ t l T l ^ ^ c ^ V ^
( D x - r , B / u y ^ ' x a . : ^ ( 7 ) ^ { i A f ^ 7 ~ 8 a - e # j ^ L ( D fi ^ ( ^ a i ^ - r o
t L X W ^ i s b h t i 6 ( D X - t ^ \ % n - ^ f z ^ t i ^ ' ^ ^ - ^ X \ ^ ^ : ^ ^ i ^ ( D X \ h o 4 S M ^ J : ( D X - t : ^ \
: k A X n f j : \ ^ ^ ( D X i - ( ^ ) o M
l t i E L < f £ \ ^ ^ ( D X ' t o

^ 0 \ ^ ^ 0 ^ t h h ^ X . i ^ 5 S 5 f e ^ 7 : ) ^ l b g | | ^ ^ o - c ^ ^ v ^ - C - t - J ; ^ s o - C v ^ / c / c : v ^ f c ( 7 ) - c
i r f } \ 0 ^ ^ M M L X h h ^ f z t ) i i X i r o

' ^ h \ ~ i M m \ ^ X . V ^ o v

• t t \ ^ ^ o ^ t ^ L f ^ ^ ^ ( D X i r o # { : : 9 / : : t t < h \ t ' o j
^ J < ! r v ^ 9 0 ; 6 ' ^ ^ ¥ C l b v ^ ^ v ^ - c . : & # { - ^

' ^ f K o t z t ^ . o ^ o fi m ^ x \ ^ - ^ L t z M - ^ r n k f ^ n x .

-to

m n x ' ^ S j t i ' o ^ t X \ 9 c i i ^ ( D 3 / ^ y ^ ^ ( D l u ^ ^
- ' ) j X l t m m m t ^ ^ ^ - ^ X \ ^ ^ 1 ^ ' r L . M a c ^ . M - i fi - C fi i P a d / ^ c b ^ ^ ^

i ^ - D X l ' 6 ( D X i r o S k y p c Z t X \ " t t l X t m ^ 3 ^
L T . i ^ \ ' / j y t t ^ / c h S k y p e L T M : ! ^ l ^ I ' J J T < t l 6 ^ t l

t) -r2)li>'j^li"i] I ^ 9 BXkt!(i^^6m^^l ^9 ^ L/io Skypc (lUittcrY/- i:/'::,^.'il9 (D

6 ^ <b {c/^ 19 ^-To
16[oJ tfl^^L / ' : i ^ \ -0 (D^^ [ i 90 5>-C\ | ; j i 6 (7 ) 30

K n i ] - - ( 7 ) [ e ] ^ ^ L ^ - f - o B ^ x m r n m s k y p e

173



{ - c t ' I . t x v t / C o S
T \ 0 # f f ^ t ) 4 ^ o T V ^ t■ t i : ^ L . 0 I . 9 V ^ 9 : : ( ^ ^ H o r i t > .
^ ( n b ^ ( D ^ 5 ^ - e i S 9 % W ^ ¥ a t . ^ M ' r ^ ( D X \ t ^ L f z .

Z(DlOji^mMmf^^fz.\k. »{- Skype-e5fettK(-J:5m»^fcoT. ^(D\k(D^m

^LTl^#tL/Co m:tl-X. r^^(7) 1500 -^^/^ (Rabit-ProofFence)J T+j^c;);^^- (Ten
C a n o e s ) j V ^ { i / ^ y : y H m ® - C \ ^
® ( i 9 r : ^ — ^ h ^ y r j
y V r - k ^ ( D : : ^ : ^ ~ / l ^ ' ^ y ^ L / i o S k y p e

< 0 . r s k y p e

L T : f c ! t t { i \ r 9 0 ^ ^ f c O V t o
1 0 t i i . y r ^ H V - < - / > - ( i m P P 1 - ^ x h h ^ ^ t - t o

* i / ^ T t ^ ^ o / c ^ P p ^ { ^ { i § g i ® { C { t ; O i ^ ; t . - C . > r - H V ^ - ; / ^ L t - f o ^ ( D
ct 9

L X < 3 / u > ^ ' ( 7 ) 4 3 ( 7 )

1 , ( D X \ - A x ^ l ^ x ^ 6 X i { c m - ^ n x \ . ^ ^ - h ( D X i ' , z t i ^ ' ^ < m ^ x h h - ^ x .

y p Vzr: ^ ^-m^xn. Il^{^ Skype xmm^ trv ^6Mlf:. i^^:: 9 (Dim^(nm:^.
m m x i t . S k y p e ^ i i C T M ^ L T .

L / i i Q . ^ ; t T ' L ^ o / i ' 9 L T V ^ ^ - T o / c / c L ^ I § t > ^
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fz< ^^15^6P#fi| ]^-^c^oTV^^-ro
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T f - - ^ h y v r t y < y r : : ^ s r - ^ z : L r ( D t ' h h { ^ n < f ) ^ X : t ~ ^ h y V T ^

^ ^ f z ( D X \ h y V T ( D ^ ( D ^ i i ^ t ^ £ - D X \ ^ ^ t i - ^ \ K M M ^ \ ± ^ — ^ h y ^ ) r
5 f e f ± R < ! : > 9 ^ - T o

^ ( D T ~ - ^ ^ J ^ y y V \ s / v y
y f z h m ^ ^ ^ m ^ i ^ m \ ^ f z ( D x a t i \ ^ i ) \ . y < ' : f r = ^ = L -

V y ' ) r \ ' t - ^ y ; v i ^ m t m ^ fi X \ ^ ^ f z - ^ f z ( D X \
i t ^ U f C o y ' y r ( D M i ^ ( D t z ^ ^ , fi j t A - ^ f m x m . fi f z . f z h o t m t >

fl X \ ^ ^ ^ < D X \ ^ 0 \ ^ ' - ^ f z . m X } ^ t - ^ X ^ f z t z ^ 0
TT/Kyv^^ j t ^ f :>fi^ (DMM^ j : (Dfi^oX i r, "C l i fp l c l :

T T / K y ^ / * j - / ^ i : fl f ' ^ J t o J l L ' o ^ 0 ' C - f ; 6 \ ^ ( D

f z t z . g 5 > / c ^ ^ P ^ ^ T■V ^ 6 7 ! ) ^ < ^ v ^ 9 K - - i 2 > 9 c D - ^ ^ ^
V 3 . y / i - f b f i . = 3 — y B / i ^ y ^ ^ t z - h i t , < ! r

- To TA . A P h I j ^ V > 9 E e ^ / c C ( 7 ) - e ^ - r o r : i o ^ x . { l f n J # / - i j r A ^ I ^ J fi j < 1 : ^
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' ^ ^ ± X ^ 4 ^ y T - ^ y ^ ^ ^ ^ i r 6 ( D X i r o t f z h l X T

i i j - c \ f z f z .

l />^1-o r i^Ce3V^iSoTl^ '5(7)-C- f -o
h y V r 9 c i ' m n m i ^ x m m \ ^ h W i ^ m c h
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: L ( D ] D . ( D ^ m ( D ' y l l ^ t i ^ h . L / C o ^ h \ c ^ i ) ^ ( D \ t fi \ t r y ^ ) t i ( n 1 j

{ ^ i t / 5 ' ^ o - r v ^ ^ t L / i o
■ t - ^ Vy ^ ) r ^ K m t m M \ . f z . ( D \ t . 5 ; 5 " ~ 5 ; 5 " 3 0 0 0 ^ m l o

t l 7 c t t j s 0 ' 9 ^ LT l ^ 6 ( 7 ) - e - t o
1 R x . J : 9 [ ^ i : " 9 ^ " T v ^ i ^ 9 7 i \ i : W t ^ t L T V ^ t - T o
h f M ^ = - = i - - ^ = ' r M n L K t i r - : ^ h 7 y T 5 f e f i K « T i

ifiv ^(D[ii < 5^;0^675>

f e o T . Z . fi ^ \ \ ^ ' ] E L X ^ f z h . t ^ o ' h ^ ' - ^ h y V T 9 c i ^ ^ t m C X l t f j : \ . ' t ^ t o fi d
Z t ^ n ^ x m L A , X h ^ 6 ( D X ' r ^ \

4 > h y V T t . X \ A I I ( i - f o L T V ^ o T .
t ^ ^ X \ ^ 6 ( D X \ ^ 9 V ^ 9 f e * ^ E a i : 9 t i L < / c ^ o T . o l ^ o v ^ r i i S ^

i ' ' 5 t ^ { t ' C i ~ o

1 7 7



^ 5 . ^ t i r ^ ' ^ m : t - ^ h y V T 9 c i m ( D ^ m t \ ^ \ : v h 6 t ^ ' 0 ^ t V i r o f z f z .

^ o T 5 <b V ^ 9 ^ <b t z5 (/)/c <ir © V ^ t-f o
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^ / ^ . l ' 6 X o X - r o ^ ( D t z i s b . Z t : / } ' ^ & o ( D X
"to

3 r o ( 7 ) ^ ^ ^ ( c ^ { t - C V ^ - T o ^ - r > h ( i .
A r B i f c t t - e ( i 7 : ^ v ^ ^ v ^ 9 ^ < ^ - T: - r o ^ ^ t v ^ 9 ^ M { i A r H 1 ^ ^ l t 6 ( 7 ) - c - r / J ) ^

<!f ^ y (Yirritja) i: K ^ *7 (Dhuwa) i: V ^ 9 —
o < h ' ^ b ; 6 ^ [ c 5 > { t T . t i - i ^ ^ M L T i K c ^ T - r o ^

< < D X - r r \ ^ ( D M ^ X U m I Q ^ m t ^ ^ h c D T - f ' r y r - - i Z ^ £ 6 i ^ l f X i - o

t - h S A . . z ( D m ^ i i A r f ^ ' } f ^ ± ( D ^ ^ m x
^ m - r 6 ( D x i - o i M t n x ^ f z ^ i m x ^ ( D ^ ^ m t ^ y y i z m L t i - o
^ y ^ l : i ^ £ 6 ( 7 ) X ^ V ^ ^ - c D A f i f l X . z h f z

^ 0 i M l i ^ ^ V j t l ' ^ ( D ^ t h ^ X i ' 6 c o
x i - r \ ^ t i ( m m ^ m m i z ^ t ^ x i ^ < ( D x i - o x - r ? ^ ^ ^ . z t i t fi f E ^ t ^ i ^ ^ ' L ^ c D
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y y t ^ ^ O f z t m o K . 6 0 i : W 9 T ^ V ^ T 6 0 f f i : s 9
/■ f o / c ^ 6 0 T I H ^ J t . ^ 9 V > 9 f § ( C / ^ 6 : b i f C i " o ^ 9 V ^ 9 ^ : : i ( ^ H V ^ ' C ' b

r u 2 . / ' c : < ^ ^ J < b v ^ 9 i : ( 7 ) < ^ A / 5 ^ ^ B " o T V ^ 6 ^ • ^ i ^ T v ^
v ^ T [ i ^ c ^ v ^ ; 6 ^ < ^ v ^ 9 i ? t ^ - e ^ / c C V ^ t ^ i 5 i i - c - t o

^ ^ 0 { i / - c < 3 S ^ - x r ^ 6 ( 7 : ) ( i - ^ / i ( t T - r o
: : ( D ® f f i { i 3 / ^ : / ^ Y c i ^ c D ¥ S T i - . c c D i S f i . - k m z h h m ^ t ' ^ ± U l - ^ x m r > x \ ^ h

t z . ^ X ' t . ^ ' ^ a h ^ ^ U x m ^ ( D x - r t ^ . : i 9 ^ o - r A ^ ( 7 ) ; ^ i ^ T g i 6 < ^ # { i ,
^ T < t L ^ i - o

r n;^^^WiJIL(^fi5^(:: tU /^) ^(t 5 ^ (7)^-Ci-„
Z M ' ^ l k ^ X t o W B ( D ^ ] \ \ % ± ( D Z : m ^ X - h . r 9 V ^ 9 | ^ W : ^ ^ ^ ( ^ ^ E - t i : § ( 7 ) { i V ^ { t
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- C - r „ r f c ( 9 ; ^ ) ^ ^ i : 9 J ^ ( D n M " ^ r ^ ' 9 i t L ( J 6 o / c { c / c ^ V ^ ) j
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(7)-r:^-t„ f?i j ;^(f. Twanhanhuguwaqa?] rNhuqu

w a n h a w a q a ? J T W a q a n h u q u w a n h a ? J t W ^ X h ^ ( i fi A y t r V ^
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L i f L i ^ ^ 6 ( D i i ^ A X ^ W ] L X ^ ^ 6 t : i 6 X - t o i ^ - Y y : ^ t
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T h e R e n a i s s a n c e o f
the Malacca- Portuguese Creole Language
and Importance of its Cultural Traditions

Joan Margaret Marbeck

(joanmarbeck98@hotniail.coiTi)

M A L A Y S I A

1 A Short History of Malacca

Malacca, once a Sultanate, Centre of Commerce and important Port of
Call in the Straits of Malacca became the envy of not only Asian Countries
and its traders but also of the Kingdoms of Europe and the Middle-East, By
the early 15 '̂̂  century, Malacca was indeed a cosmopolitan township where
people from all comers of Asia could be found. Tome Pires states that by this
time, 84 different languages could be heard and were spoken in Malacca.
However, it was not until the European conquerors arrived in the 16̂ *̂  - 20̂ *̂
Centuries did we consciously feel and discover the imposition of their
languages, especially that of the Portuguese and English in Malacca. In the
early 20"̂ .Century, even after a short occupation by the Japanese the only
foreign Asian colonial power in Malaya from 1940 -1945, I have still
managed to identify a few persons in their senior years who still speak a little
Japanese occasionally which they tell me they have learnt during the
occupation. Tm sure there are more students of Japanese and many more
who speak fluent Japanese in Malaysia today.

It is without a doubt that the Portuguese, Dutch and British left an
indelible mark during their governance of the Sultanate of Malacca or
Malaya. What is impressive, is that the Creole Language (Papiah Kristang -
the Malacca-Portuguese Creole Language) and the Global Language
( English) with a mixed European Cultural Heritage that surfaced and
developed during the occupation of these Colonial Masters is still visible in
the physical and cultural character of the Malaysian-Eurasians of today.
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But is the Community of Malaysian- Eurasians united and excited about
seeking to identify themselves with a 500 year old Language that is
endangered yet unique or are they content to be fluent in English, the global
language and call it their Mother-Tongue or are they the loyal and privileged
citizens of Malaysia who say 'I speak, read and write fluently in the Bahasa
Malaysia Language'? Or are they the ones who take their Heritage Language
for granted and dismiss it without any sentiment of loyalty to their roots? Are
they to be blamed when the prestigious languages, Bahasa Malaysia ( the
official Language of the Country) and the English Language (the global
Language) is placed more importance than their already declining
Malaysian-Eurasian Community Language? Who is and who can be held
responsible for this confused attitude among the younger generation of
Malaysian- Eurasians towards the diversity of languages found in Malaysia
and the harzardous situation ' Papiah Kristang' is in.

2 Renaissance or Decline of the Malacca-Portuguese Creole Language

'Has there then been a Renaissance of the Malacca-Portuguese Creole
Language and Preservation of its Cultural Traditions?

The Creole was used extensively during the Dutch Period 1641 - 1825 as
it was the trade language that developed during the Portuguese era 1511-
1641. What we do know also is that this trade language continued to be the
means of communication with the local population of Malacca and the new
Dutch Government. That very few Dutch words can be found in ^ Papiah
Kristang' shows the divide with the then Dutch Government and the local
population of Malacca. When the Dutch had to finally cede Malacca to the
British we see a reversal in the attitude towards acquiring a new language.
Perhaps it was also the British who were adamant that the population spoke
and understood the language of the Englishman, the new rulers of the
country. This trend to promote the English Language we see very clearly in
the quick importation of missionaries both men and women from the UK,
Ireland and France who were employed to initiate schools, colleges and
Churches for the purpose of tutoring in and expounding the English
Language in the daily lives of the Malayan population. My maternal
grandmother who was bom in 1874 told me that she received her education
at home and was tutored in English by an English teacher. I believe and am
almost certain that her Mother-Tongue was 'Papiah Kristang' as it was the
Lingua-Franca of the times and that she had had no formal education until
the European missionaries arrived in the East. I do not remember her
speaking any Dutch except enunciating a few words that were of her
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childhood vocabulary, interspersing them with the Malacca- Portuguese
Creole Language. Her maiden name was Louisa Catherine Klyne. She died
in 1965 at the age of 91 not before announcing that 'if you want to get on in
this world. Speak English'. Was she conscious that she was segregating
persons speaking the Portuguese- Creole and those that spoke English?
Perhaps it was her way of guaranteeing her daughters, grandchildren and
descendents of the safest path to communication success of the times. We
went to Churches where we sang and prayed in Latin and English and we
went to the Cinemas and Recreational Centres where the language spoken
was predominantly English. We went to Schools where the medium of
instruction was in English and for Tertiary Education travelled to Colleges
and Universities in the United Kingdom. Although we did hear and listen to
Bazaar or Market Malay, Chinese dialects like Hokkien and Teochew,
Telegu, the Tamil language and Papiah Kristang, we took the diversity of
these local languages for granted, unconsciously dismissing them as they
were for us merely 'sounds of communication' of a different race of people.
I heard, listened and understood 'Papiah Kristang' but I did shun away from
speaking it because only the 'elders' of the Community were able to speak it
fluently, their so-called 'Secret 'French' Language'. 'Nang beng pcrtu nos.
Nos jenti idadi ta Papiah stori, palabra mal, ki bolotudu empodih ubih' Why
did they say French? Yes, they were also, already being influenced by the
many French missionaries who were arriving to fulfil religious and
educational needs in Churches, Schools and Colleges during the British
Military Administration of Malaya. Another strict rule of the household was
that we were forbidden to freely engage in the company of the elders or
participate in their conversations in Papiah Kristang. In a typical English
idiomatic phrase commonly used in Eurasian homes to illustrate this was
' Children should be seen and not heard'. The betel- nut or cigar box was

passed to you if you dared join in the conversation or sat in the place where
the elders were. So much good that could have been inherited through
regular conversations in Kristang, with the elders, was dismissed in favour of
good manners and strict disciplinary rules in the homes of the so-called
educated Kristangs.

By the age of 6 years when I first attended the formal education classes
in the Convent Primary School, 1 became very curious of the poor, local,
Kristang fisherman and his family and the supposedly Portuguese Language
they spoke. Some of these children did not attend school because they could
not afford the school fees. So I roamed the fishing village of Praya Lane in
Malacca where 1 grew up, scouting for friends who were like me, envying
the free and simple life they had, enjoying their food, the swim in the sea
close to their homes and the simplicity of their life and engaging in their
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'basic language and the 'broken English' which they and their parents spoke
so naturally.

The English Language was the Prestige language of the times and
therefore the chosen Eurasian population who spoke, read and wrote English
were selected to be the backbone of the English Government in Malacca,
Singapore and Penang. The idolizing of another European conqueror and the
assurance that they gave the Eurasian people was the beginnings of the
decline of the Papiah Kristang Language and its Heritage.

3 Development of the Papiah Kristang Language

Very quickly, English superseded all other languages spoken in the
country but those who did not learn or could speak English or very little of it
grouped together and formed an interesting community of tri-lingual
speakers. They were mostly Chinese, Malay and Kristang fishermen. These,
I conclude must have been the persons who were the first to develop the
Papiah Kristang Language during the early 20̂ .̂century. So it came to pass
that Papiah Kristang' was called the Language of the poor Eurasian
fishermen who did not have any education, who lived on the suburban
shoreline of Malacca and who were religiously Catholic.

More so, when the majority of these Catholic fishermen were grouped
and settled in a swampy-palm fringed village close to the sea, about 6kms
from the Centre of Malacca Town in 1932. This proposal of grouping the so-
called descendents of the Portuguese, came from 2 Portuguese missionaries
Rev. Fr. Croado and Rev. Fr. Marciano who were concerned about the
welfare of the families of these poor Catholic fishemien. Here we see the
beginnings of a Revival and Renewal of the Papiah Kristang Language, with
greater influence of the Portuguese language coming from the Portuguese
priests. Through the practice of their Catholic Faith and the formulation of
prayers translated from Portuguese to Papiah Kristang we see the formation
of a single strong community of Papiah Kristang speakers, enforcing their
Creole language. Other Eurasians who lived outside this Settlement visited
relatives and friends there speaking in ' English' at first but reverting to
'Papiah Kristang' during the most part of their conversations. This
Language reached other ethnic minorities integrated through inter-marriage,
through persons being in the same professions and through educational
institutions. Two decades later, at least 10,000 persons or more in Malaysia
and Singapore were speaking Papiah Kristang, the Malacca- Portuguese
Creole or in Malaysian ' Bahasa Serani. My father only learned Kristang
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from my grand-mother when he married her daughter, my mother, in 1929.
As I had said in 2007, even Chinese and Malay shopkeepers were heard
speaking to their customers in Tapiah Kristang'. That is how popular the
language was in the 1950s. Although some educated Eurasians and others of
different ethnic backgrounds felt the language was only for the fishermen of
Melaka, they never disrespected it. They used it if they had occasion to use it,
with a fellow Kristang speaker or Chinese shopkeeper or Malay fishermen.

4 Revoking the 'Bahasa Gerago' term. Have you heard of a 'Shrimp
Language'?

The derogatory term 'Bahasa Gerago' was never heard or used among
the Malays, Chinese, Indians or the Kristangs themselves until Ian Hancock
did his Research on the Tapiah Kristang' Language in Malacca in the early
1960s. What we do know is that the Eurasians especially the fishermen were
sometimes called 'Serani Grago' because they were the majority of
fishermen who caught shrimp to make many delicacies like shrimp paste,
shrimp patties, shrimp relish, shrimp curry etc. No Eurasian, for that matter,
would like to be called 'Grago' or 'Shrimp' because it only indicates we are
as small as shrimp and are of no use or economic value. This is why at this
Symposium in Tokyo 1 want to gamer support from you and ask the
Linguistic World, to formally revoke this derogatory term 'Bahasa Grago'
the ' Shrimp language' being used in Theses, Surveys, Language Books or in
Language discussions. I personally take offence and treat this as an insult to
my community especially when attempts are already being made to REVIVE
our Endangered Language, the Heritage and the Culture of all Malaysian -
Eurasians who seek to identify our small, yet vibrant Community in today's
developing Malaysia. Disrespect for a Language increases the tendency of it
declining further, and prompts the younger generation of Malaysian-
Eurasians to feel uncomfortable about their language and Heritage. Already
Malaysian Language Researchers like Eileen Lee of Sunway University and
Haja Mohidcen of the Islamic University of Malaysia have been influenced
by Ian Hancock's unintelligible invention of the term and have repeatedly
used 'Bahasa Grago' in their Doctoral Theses. This is read over and over
again on the internet and a derogatory picture has been painted of the
Malaysian- Eurasian community and its 500 year old strong, ethnic
Language and Heritage belittled. I ask for your understanding and
cooperation for an official correction.
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5 A n O f fi c i a l S t a t e m e n t

To set the records straight I would like to make an OFFICIAL
STATEMENT and let it be recorded at this Symposium that the Malaysian-
Eurasians speak a 500 year old Language called 'Papiah Kristang' translated
into English, called ' The Malacca - Portuguese Creole Language and
translated into Bahasa Malaysia called ' Bahasa Serani'. This call and
statement is for all Linguists, Researchers and Anthropologists and my own
Community in Malaysia and the diaspora who are still loyal to their roots. I
hope this stand that I make here today, will reflect the positive beginnings of
a conscious, Renaissance of the Malacca-Portuguese Creole Language and
Heritage among the Malaysian - Eurasian Community and will be a positive
response of the International Community who are interested and respect the
Survival, Revival and Development of Ethnic Mother-Tongues found around
the wo r l d .

6 The Malaysian- Eurasian in Democratic Malaysia / Dispersion/

Migrat ion

In 1957 when Malaysia became an Independent Nation, the newly-
formed Government did not fmd a Eurasian or a Kristang Group of persons
who would represent the Eurasian Community as did the Indian and Chinese
race Communities. The Eurasian Union tried to safeguard the rights of the
Portuguese/ Eurasian Community and a memorandum was submitted to the
Constitutional Commission through the President, Datuk G. Shelley. When
Independence was proclaimed on 3V\ August 1957, Datuk Shelley was
nominated Senator representing the minorities in Malaysia. There has been
no Representation since his demise. Only one Eurasian, Mr. Bernard Sta
Maria (deceased) on joining the Opposition Democratic Action Political
Party became the first member of the Malacca - Portuguese Community to
be elected to the State Assembly. Since then up to now, the Malaysian -
Eurasians have no representative in the Parliament or in the Federal
Legislative Assembly. The Eurasian population fell apart and so did the
language that kept them together in prayer, persecution and prevalence for
almost 5 centuries. Without a seat alongside the other ethnic representatives
in Parl iament and unsure of a safe, fair and new Democratic Nation in
Malaysia, Eurasians went in search of better pastures abroad. This nomadic
trend among the Eurasians began in the early 60s especially after the May
13'*̂ . Riots between the Chinese and Malays in 1969. Many Eurasians that
remained in Malaysia, inter-married with the other races and gradually we
account for the loss in numbers of Malaysian- bom Eurasians, Speakers of
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'Papiah Kristang' and the diminishing mores of the community. With the
separation of Singapore from New Malaysia, we lost the majority of
educated and talented Eurasians who moved from Malacca to Singapore in
search of better jobs and promises of a better life-style. Some moved from
Penang to Singapore and Australia.

7 Malaysian- Eurasian Nationals 1957- present

Today, the Eurasians, like me who remained in the country after
Independence from the British in 1957, owe our allegiance to the King and
Government of Malaysia and feel that in return we must be recognized as
one of the successful ethnic Malaysian Communities who possess a 500 year
old Language and Heritage, who have contributed much to the development
and success of the Nation. Although small in numbers, we are a vibrant part
of the total population. There is a piercing need that we should be named and
identified accordingly. We do not want to be identified as 'Others' anymore.
We are a minority Community that is certainly reinventing ourselves and
progressing in today's context. If we name and identify ourselves as an
Ethnic community that belongs to Malaysia it will command the respect
from the Sultans, the authorities and the other races in Malaysia. Surprisingly,
the younger generation do not remember the word Eurasian or Neserani.
Much needs to be done to relate the Eurasian/ Neserani Story to them.

In 1984, alongside the Malays and other ethnic minority groups , the
Eurasians who spoke 'Papiah Kristang' or had European surnames had the
privilege of purchasing National Unit Trusts or Shares that guaranteed a
minimum of 10% interest annually. About three years ago the Government
again allowed children of a mixed- Eurasian heritage, that is, those having a
mother who is Eurasian and a Chinese or Indian father to purchase these
Amanah Saham Bumiputra Shares. I see this as a step taken in the right
direction by the authorities. Now it is up to the leaders of the Eurasian
Communities, in Eurasian Associations, spread throughout East and West
Malaysia who must capitalize on this privilege. There will be expansion in
numbers of the Eurasian Community that will soon be among the privileged
'elite' Bumiputra (so-to-speak, the Princes/ Princesses of the Land) in
Malaysia. With a poll showing about 30,000 Eurasian men, women and
children in East and West Malaysia, at least, and hopefiilly a nominated
Representation should be forth-coming in Parliament in the very near fiiture.

1 8 9



8 Unity among Eurasians of Different Ethnic Backgrounds

While there is talk of Unity among the diverse Eurasian community,
today, some stubbornly want the community to be named Malacca
Portuguese, Dutch-Eurasian, Portuguese-Eurasian, Malaysian- Eurasian or
simply Eurasian. What is in a name?

Here I would like to extract a few paragraphs of 'Family Names' taken
from a Paper 'Kristang Family Heritage' presented at the 'Save our
Portuguese Heritage Conference 1995 at the Portuguese settlement in
Malacca, By Anthropologist: Prof. Dr. Brian Juan Oneill - I.S.H.C.T.E.C.
Lisbon, Portugal.

"We already know that the Naming processes in the Kristang Culture
draw from 3 major European languages- Continental Portuguese, English
and Dutch. While first and second names of residents of the Portuguese
Settlement are predominantly Portuguese and English, surnames can also be
Dutch-derived (Goonting, Minjoot. Danker etc.)

Some of the commonest Portuguese last names are da Costa, de Mello,
De Silva, Fernandes, Santa Maria etc. These are definitively Portuguese,
although of course, over the centuries, their spelling and local pronunciation
have clearly distanced them slightly from the 'Settlement' those deriving
from Chinese dialects, Tamil and occasional Punjabi or Malay names. We
cannot forget nicknames, known or unknown by the person referred to and
sobriquets, usually identifying an individual but not as harsh or exaggerated
as a Nickname. P lace Names and St reet Names in Malacca are a lso

important

Does a Portuguese surname necessarily indicate direct descent from the
original Europeans who came in 1511? Surnames are transmitted in the
paterna l l ine on ly because las t names on ly pass through
men, therefore , all we need to know is that one ascendant of a given person
was an ethnic Chinese, Malay or Indian and converted to Catholicism upon
marrying Kristang wife, to conclude that the 'direct descent' link to 1511
was b roken .

Name's alone are not proof of a person's or his family's direct descent,
because the names may have come directly from the Church at some
genealogical moment or another. What's in a Name? Perhaps more
flexibility and plasticity than we can or wish to admit. We have the social
fact that the Kristang Surname is predominantly Portuguese- based, but the
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historical facts of their derivation, manipulation and transmission between
individuals and families remain largely obscure.

Kristang names are thus both a past and present Heritage and Patrimony.
They are certainly not disappearing."

9 Documents/ Publications in English and in the Malacca- Portuguese
Creole Language.

In 1942 we see the first publication 'Dialecto Portugues de Malaca' by
Dr. Padre Antonio Da Silva Rego, printed by Agencia Geral Das Colonias in
Lisbon. This publication was written specifically for Students of Languages.
In it we find registered in the First Part - the beginnings of Grammar for the
Creole, an Analyses of verses of songs, phrases and expressions and a short
Vocabulary list. In the Second Part - Padre Dr. Silva Rego works in
collaboration with Mr. Simon De Souza, a great friend and parishioner of the
Portuguese Mission Church in Malacca and in Macau. A selected item which
Mr. Simon de Souza translated in English is ' The Betrothal of Maria and
John'. The script was first written in Standard Portuguese by Rev. Padre Jose
Machado Lourenco, a distinguished poet and patient investigator of the the
Customs of the the Jenti Kristang of Malacca. Rego presents the Customary
Wedding celebrations and Speeches in Dialecto Kristang. He also publishes
the prayers said in Kristang, into Latin and then translated them into
Portuguese. The final section of the Book records some popular Kristang
songs with musical notation.

Rev. Fr. M. J. Pintado, a Portuguese missionary, was only in his early 30s
when he arrived in Malacca. He was made Vicar of the Church of St. Peter in
Malacca. He envisaged the urgent need for the preservation and development
of the Kristang Heritage in Malacca and for almost 35 years was passionately
involved in the romantic return of the Portuguese and the Portuguese Culture.

In 1953, with the help of the Resident Commissioner of Malacca and the
Malacca Historical Society of which Father Pintado was a member, the 4̂ ^
Centenary Celebrations of the Arrival of St. Francis Xavier in Malacca were
organized. The Saint's sojourn in Malacca was re-enacted in a spectacular
pageant which won worldwide acclaim. Costumes and technical advice came
from Portugal and the local British Government in Malaya. The Actors,
Actresses and those who worked behind the scenes came ungrudgingly from
many Eurasians, both men, women and children of the Catholic congregation,
from Government Offices and Catholic Schools in Malacca.
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Despite his 30 years of active and dedicated service as the Parish Priest of
St. Peter's Church and the Assumption Church, Fr. Pintado found time to
write. He also translated 16 '̂'century documents for the National Archives of
Malaysia and the National Museum from archaic Portuguese to English. In
addition to the few books he had published in the English language, he also
wrote the History of Malacca based on Portuguese sources which was
published in 'Heritage', a Singapore biennial publication. He also revived
Portuguese culture in Malacca by introducing to the Malacca-Eurasians, the
folk-songs, dances and costumes of their forefathers of Portugal. This
Revival and Cultural presentation has become one of the many tourist
attractions in this country and has gained government support and
recognition.

Was this Revival, in a true sense, a Renaissance or was it a 'Second
Sentimental Entry' of only Portuguese missionaries imposing their religious
Customs, Culture and Traditions of Portugal on the residents of the
Portuguese Settlement and those who belonged to the Portuguese Mission
Parish? With much support from Portuguese Foundations and the Malaysian
Government through the recommendations of Rev. Fr. M. J. Pintado and Mr.
Bernard Sta Maria, only the residents of the Portuguese Settlement showed
off their Portuguese Roots. The Creole that developed was almost forgotten.
Some of the people of the Portuguese Settlement are still happy to sing
Fados and dance rhythmically the Farapeira and other traditional folk dances
of Portugal. The Malacca- Portuguese Creole Culture in the Portuguese
Settlement is stunted and artificial. Of course there has been on many an
occasion to celebrate in grandeur the Feast days of the Church and a slight
recess to expose the Branyo and a few traditional Kristang songs like 'Bong
Bong Fila' and 'Jingkli Nona'. These Traditional Kristang songs and the
Branyo are also fast fading. The Senior Eurasians who speak the Tapiah
Kristang' language fluently and believe that they speak Portuguese and not
the Creole have composed several Kristang Songs and Verses wish that there
would be the younger generation of Eurasians to pass their work and
compositions on to. Then again, some seniors of the Portuguese Settlement
have reservations about sharing their so called 'Portuguese' Culture, their
food, their art of music and dance of yore to the younger generation.

Yes, Fr. Pintado has to be admired and credited for all he has done to
keep the spirit of the Portuguese Rule and Influence in Malaysia, Alive. And
I do honour him.

However as I understand and as Linguists, you all know....Falar
Portugues is not Papiah Kristang and Cultural Portuges is not
Kultural Kristang. So does the Malaysian Eurasian have a defmed character
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to portray in multilingual and multicultural Malaysia just because he comes
from the Portuguese Settlement in Melaka, has a Portuguese Sumame and
knows what is Bredu terung Soy Limang. or Is he /she made of everything
nice with spice and still dance the O Maliao Maliao with gusto or are we
seeking to reinvent the Malaysian-Eurasian Joget Serani, the Balu trompah
Olandes, the Bam Dance of the British or the International and popular Line
Dance of today.

10 Writing 'Papiah Kristang' down

We must give priority to projecting the Language before we can other
cultural art forms because 'Languages are not just a means of
communication but they represent the very fabric of cultural expressions, the
carriers of identity, values and worldviews UNESCO World Report 2009

The Malacca-Portuguese Creole Language should not only be a subject
of Research for Linguists and Anthropologists, but, it should, by now, have
developed and assumed the written form with pedagogical materials to
support the Development and Reinstatement of its presence as a valued
cultural heritage for the Eurasian community still existing in Malaysia,
Singapore and the diaspora.

It was the artist, in me that drove me to tell my story in a language that I
had not even had the chance of speaking to my grandmother, parents and
relatives in. How did I pursue this interest.

Curiosity and the passion to 'belong to' rather than be excluded from a
Community and Culture which I could only admire from afar, made me go
forward and investigate how and what was necessary to document the Papiah
Kristang language. It was also the Right to Possess this Heritage and the
mysterious freedom to speak the Language of my forefathers that made me
more adamant to register the language.

My first book ^Ungua Adanza' (An inheritance") is the responsibility and
inspiration of 3 persons close to my heart. Rev. Fr. M. J. Pintado (deceased)
My mother Mrs. E. L. Marbeck (deceased) and with us here today Prof Dr.
Pierre F. G. Guisan He said to me, 'Joan,you will be famous, one day
Start writing in Kristang'. This happened 23 years ago in Melaka, the
Historic City where I was born and remained to write my first book in the
Kristang Language until a few years ago, when I was forced to move away
from Melaka. It was too much to bear to see the charm and beauty of 'Old
Historic Malacca' desecrated and to feel and realize that the ambience of the
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Portuguese Settlement and the vicinity of Praya Lane with its people change
so drastically. With a strong desire to save the Language and Culture of my
Community, 1 awoke from that bad dream in Melaka to the refreshing retreat
among the hills in Seremban where it was conducive to continue writing the
Creole which I have come to love very much.

As my formation is not in Linguistics, I had first to consult Prof. Graham
Thurgood who was visiting Language Professor at the University
Kebangsaan Malaysia in 1994 and who volunteered to help me. There was
also some long distance consultation with Prof. Dr. Pierre Guisan on the
first orthography for Tapiah Kristang\ After much discussion and serious
arguments, among the Professors, native-speakers and me, I accepted and
acknowledged that a similar orthography to Bahasa Malaysia would be
applicable to writing my first book in the Papiah Kristang language. 'Ungua
Adanza' An Inheritance was published in 1995 in the Kristang Language
with English translations. It consisted of An Anthology of Malacca
Memories, Poems, Songs idiomatic phrases and expressions which were
illustrated with community and family photographs. The Publication was
supported by the Calouste- Gulbenkian Foundation.

Anxious to at least leave as much as 1 know of my native- tongue to the
present and next generation of Malaysian-Eurasians, I produced 2 more
publications 'Linggu Mai' ( Mother Tongue in 2004) and recently in 2012
'The Serani Series'. Thanks to Prof Guisan I can look back with fondness
and pride that I am the first Native- speaker of 'Papiah Kristang' to
document the language and continue to be a Eurasian Heritage Activist.
Besides these 3 publications, I have 'Kazamintu na Praiya' ( Wedding on the
Beach) A Kristang Musical which I scripted for 60 school children and
adults in Melaka for Digi's CSR Project when I was honored as "The
Kristang Poet of Melaka" in 2007. I also have a short Monodrama 'Seng
Marianne' in English and Kristang which I had written for the Lusophonia
Festival in Macau 2006. As it was a late entry it was not staged. I still look
forward to publishing and staging them.

11 Learning and practicing to Speak, Read and Write 'Papiah Kristang'

An Awareness and Knowledge of speaking, reading and writing Papiah
Kristang is crucial to those who were forbidden to speak it, who spoke very
little of it, who have felt embarrassed to speak it but who are now conscious
that it is endangered and who want to revive and promote it. Can 'Papiah
Kristang' as the language of the Malaysian-Eurasian Community be the
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Unifying factor of the diverse Malaysian-Eurasian population? T have some
interesting quotes below

Prof. Dr. David Cheong, Chief Technical Adviser, ILO, UN, Geneva - He
states that 'because the number of Kristang speakers are dwindling rapidly,
in today's context, the Papiah Kristang Language is used as a means of
discommunication rather than to communicate. Hence Kristang is already in
decline and perhaps used only as a 'Secret language' to the Kristangs who
speak it irregularly.' 2011

ProfDr. Camela Umbro a Researcher, delving deeply into my work
'Ungua Adanza' suggests that the mimetic - memetic translations found in
the book would be useful in promoting ' Malaysia' as ' Truly Asia'. 2010

Prof Dr.Alan Baxter, speaks of my 2nd publication 'Linggu Mai',
comprising Linggu Mai Reader 'A Kristang Phrase Book' and 'A
KristangSpeech and Song CD' as suitable pedagogical materials for the
Papiah Kristang language. 2005

Mr. Gerard Femandis (deceased) - at the Mini-Conference on A Revival
of Spoken Kristang and the Development of the Malacca- Portuguese
Heritage 1996 had this to say 'We already have an active -speaking Kristang
Community. We also observe that the language is continually evolving. With
more books being written and the registering of words long forgotten but
coming to the fore and with this strong Kristang awareness campaign, the
Kristang Language will develop and more Malaysians will be attracted to
speak it and keep it alive for generations to come.' 1996

Prof Dr.Brian Juan O'neill - Researcher/ Anthropologist - 'My
impression is that there exists within Kristang society something extremely
difficult to locate or define which incorporates or 'absorbs' individuals from
many other ethnic, linguistic or religious fields. Non- Kristang spouses by
and large learn the Kristang language, adopt many forms of Kristang Culture,
feastivities, cooking styles, names and more subtly the habits and qualities of
social comportment. 1995

Prof Dr. Pierre F. G. Guisan - at the Melaka Mini- Conference on 'A
Revival of Spoken Kristang and the Development of the Malacca -
Portuguese Heritage 1996' had this to say 'We must underline this linguistic
plurality in multi-racial Malaysia which is very precious. This is their
Cultural wealth. The Kristang Language contributes to this linguistic
richness. Diversity provides potential therefore wealth. Nothing truer in
respect to languages of a Nation. Do not be mistaken with the notion that
linguistic uniformity will make the Nation stronger. Malaysia has such a
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wealth and must conserve it. Only by conserving the diversity of minorities
will Malaysia remain rich. 1996

Prof. Dr. Mario P. Nunes - Although on one hand, promoting the Revival
of the Kristang language supposedly implies increasing its speakers, which
in turn implies teaching it, we would also be giving it greater value, in the
opinion of the Malaysian public and diffusing the knowledge of its existence,
internationally. 1996

12 The Cultural Traditions of the Jenti Kristang

Most Eurasians acknowledge the Roman Catholic Faith and therefore
their Customs and Traditions are built on important Feast days of the Church
and on the rules, practices and declarations of their religious beliefs. Not
only did they pattern their Customs and Traditions on the Catholic faith, they
like many in Malaysia, adhere to some superstitious practices, consult local
medicine -men and women and recently pay special attention to Feng Shui, a
Chinese Wind and Water Astrology. Food unique only to the Eurasian is
cooked to celebrate the Feast Days of the Church, Birthdays, Engagements
and Weddings. Most know the choice- dishes of Kari Devil, Kari Ambiller,
Dauper, Soy-Limang, Semore, Chicken- pie, Pikadel and Kari Kcluak. Cakes
like Bolu Koku, Sugee and Fruit Cake are only baked for special occasions.
Some of the best cooks in Malaysia are from among the men and women of
the Eurasian Community.

Because of the vitality of the Jenti Kristang, its Papiah Kristang
Language and Customs and Traditions, it is possible to predict that the
Malaysian-Eurasian Community would survive another 500 years if not
m o r e .

My wish and hope that it is yours too, that this Symposium will
undertake and view the possibilities of a visible and an active 'Renaissance
of the Papiah Kristang Language, its Art, Culture, Customs and Traditions' It
should be the first ethnic Creole language in Asia to be recognized,
systematically revived, developed, written and taught in schools in Malaysia.

Let us together celebrate 'the diversity' that has enriched the Papiah
Kristang Community, its Language and Heritage.

Before 1 conclude, may I make some pertinent proposals to the WoLSec
2013 Symposium
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Proposals to WolSec 2013 Symposium- 7̂ *̂  & 8'*̂  March

Tokyo University of Foreign Studies, Tokyo, Japan

1. Can this Symposium assist, professionally and technically in the
Research and Preparation of Pedagogical Materials for 'Kristang
Language Teaching' and its dissemination among University/
College Trained Language Teachers of Primary/ Secondary
Schools in Malaysia to be trained to teach Tapiah Kristang' POL
( Pupils' Own Language) Target Age 7-17 years old

Can this Symposium form a Committee, identify and delegate
a Co-ordinator for the Project at a suitable University or College
in Malaysia with Language Developing Facilities?

2. Can WoLSEC2013 according to the Terms and Conditions of
your Constitution be engaged, participate and invest in the
production of 'A STORY OF A LANGUAGE' as a Documentary
film? or Others - eg. Publication, Web-Page on Asian Ethnic
Languages.

1 ask this Symposium to deliberate on these 2 proposals as it will also be
a Tribute to One of the Surviving World of Creoles in Asia and probably a
fmal assessment and celebration of my Kristang Writing and Contribution to
the Malacca- Portuguese Creole Language and Cultural Heritage.

Joan Margaret Marbeck
No. 1 Jalan RK5/13 Rasah Kemayan
70300 Seremban, Negri Sembilan Dahrul Khusus
M a l a y s i a . M o b : + 6 0 1 6 3 7 0 3 4 8 7
email: joanmarbeck98@hotmail.com
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Makista: Past, Present And Future

M a r i o P i n h a r a n d a - N u n e s

(marioN@umac.mo)

University of Macau, Macao S.A.R.

A b s t r a c t

The increasing awareness of the endangerment and loss of minority
languages across the world has progressively had effect on the linguistic and
anthropological community that studies the Portuguese-based Creoles of Asia, as
well as on the respective speakers and heritage communities themselves. These
communities were victims of a trend which lasted until as recently as the last
quarter of the 20'*̂  century, where these Creole languages and these communities of
speakers were ignored by their former colonial powers, their national governments
and very seldom studied by the academia. Breaking away with this, since the late
1980s they have been ever more frequently the subject of research, national
protection policies and internally generated community preservation projects. This
paper looks at the only one of these Creoles that was formed in East Asia namely,
Maksita (or Macau Patois or Patua). This Creole is endogenous to Macau, a special
administrative region of the People's Republic of China since its handover from
administrative rule by Portugal for almost 500 years. Along this general overview
we take a brief look at the socio-linguistic context that led to the formation of this
Creole - particularly the influence of Malacca and its endogenous Creole Kristang: a
glimpse of some of the linguistic similarities and differences among these two, and
the current status of vitality and prospects for the future for Makista. In summary,
our paper is a brief introduction to Makista, a look at the pioneering work in the
fight against extinction carried by the heritage community.

1 . I n t r o d u c t i o n

The introductory section will provide a very general and brief overview of
the main approaches to the formation and typology of creole languages that
have existed in this field of study. The aim is to provide insight on the
formation and the continuum of Makista, in particular, and other Portuguese-
based Creoles of Asia, closely related to it. From among those approaches we
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shall look a slightly more detail at those that seem relevant to the particular
scenario of Makista, in view of the socio-historical and linguistic data
pertaining to this particular Creole (the subject of section 3).

1.1. Some existing definitions for Creoles

Within the sphere of language contact, several phenomena have been the
subject of attention from linguistics: codeswitching, bilingual mixed
languages, and processes of pidgin and Creole formation. The association of
Creoles as the result of an SLA process was not a possibility considered in
the earlier stages of the study of these languages. However, more recently,
distinct fields such as natural second language acquisition and the emergence
of indiginized varieties of an L2, have been considered as belonging to the
general field of contact linguistics. (Winford 2003). Siegel (1997) notes that
in the type of language contact present in Creole formation, "adult second
language learning is clearly involved". In essence, comparing the formation
of a Creole to SLA processes implies the idea of the acquisition of an L2 by
adults in extreme conditions of language contact, and that such an acquisition
is continued and gradually regulated by the subsequent generations of
children LI speakers.

The debate on how Creoles are formed has basically been considered
according to two alternatives (Pinharanda Nunes, 2011):

i) As variants of their lexifiers with common internal features
among them. These common features are owed to their common
origin as relexifications of an Afro-Portuguese pidgin.

ii) As variants of European lexifiers created through language
contact in extreme socio-historical conditions, resulting in
morpho-syntactic features that distance them from those lexifiers.
This explanation entails 4 different types of possible processes:

a) Resulting from a complexification process (for pragmatic
reasons) stabilization and vernacularization within the speech
community of a pidgin, by the same generation of adults who
had created the pidgin. Termed by Thomson & Kaufmann
(1988) as abmpt creolization.

b) Resulting from a complexification and vernacularization
process, according to universal and inate language formation
processes, performed by the first generations of children bom
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from parents who spoke diferent LI and a common pidgin or
jargon.

c) As languages formed in extreme conditions of language
contact, by adults.

d) Resulting from a process of language acquisition, by adults, in
L2 contexts, following L2 acquisition studies on the European
lexifiers of those Creoles, particularly English and French
(Perdue and Klein, 1977 and Perdue 1993).

Hypothesis c) considers Creoles as a process of LI acquisition by the children
of the linguistically heterogeneous (slave) populations. It implies contexts
with an absence of a robust linguistic input, leaving the children to heavily
rely on innate and universal cognitive restrictions. Such a formation would
have occurred in the space of one generation and relied heavily on innate and
universal cognitive restrictions. This was sustained by Bicketon (1981) in his
Bioprogram Hypothesis, and further developed in Lightfoot (1999): Roberts
(1999). According to this approach, first generation children of the
transmigrated heterogeneous populations would have had to reset their innate
parameters based on the poor linguistic input available. In face of the
insufficient input from the adult speech they would rely on their default
universal grammar (i.e. their innate bioprogram).

Hypothesis d) considers Creoles as particular cases of SLA by the first waves
of adults in the mentioned colonial settings. It implicates that SLA processes
eventually stabilized with the birth of successive generations learning the
emergent Creole as their LI (Alleyne 1971, 1980:, Andersen 1980: Mufwene
1990: Thomason e Kaufman 1991: Siegel 2006: Muysken 2001: Mather
2006), to mention a few.

The proposition that one of the possibilities for Creole formation may have
been by processes akin to SLA in language contact situations in general,
implies the applicability of concepts from this field. Among them, we will
concentrate briefly on the following which, given the sociolinguistic
panorama of Macau during the earlier phases of Portuguese settlement from
1557 onwards we consider may have been operative during the formation of
Makista: (i) feature pool: (ii) transfer: (iii) leveling: (iv) morphological
reduction versus morphological elaboration.
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Feature pool, or pool of variants\ transposes to language contact situations
the biogenetic concept of gene pool, relating to the evolution of species.
Thus, as Mufwene (2001) explains, similarly to genetic evolution the pool of
genes of one generation to another will receive new elements and loose
others, through a process of competition and selection, shaped by
environmental factors; so too in language contact situations akin to the
formation of Creoles, the initial members of those highly linguistically
diverse speech communities would have contributed with many variants of
certain linguistic features to the common linguistic pool. Many features will
have passed from each of the Lis present at this stage over into that pool,
and then into the emerging Creole language. This passage from LI to an L2
has been coined in SLA as transfer (Mather 2006). From it, some variants
were dropped, others maintained or even transformed, finally resulting in a
negotiated common language code understood and used by all. The selection
process is known as levelling. Siegel (1997, 2006, 2008) explains that this is
the process of elimination of certain idiolectal and sociolectal variants before
the stabilization of the retained forms used by the new speech community.
He further notes that the transfer of elements from LI to L2 is conditioned
by certain acquisitional contraints (Siegel, 2008:204) namely:

a) ''there must be a morpheme (or string of morphemes) in
the L2 [...] that can be used or reanalyzed according to
the rules of LI." (ibid)

b) the transferred morpheme must have perceptual
salience, i.e., be a stressed word, or sequence of words,
or a syllable and be functionally or semantically similar
to the corresponding morpheme in L1.

c) There must be syntactic congruence between the
corresponding morphemes of L2 and L1.

d) The transferred morpheme must posses transparency,
i.e., be invariable in form and function.

^ A concept introduced to Creole studies by Siegel (1997) and taken up by Mufwene
(2001).
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e) Frequency of occurrence of any particular element. As
summarized in Pinharanda Nunes (2011), on the one
hand it implies that the more frequently occurring
structures in LI have greater probability of being
transferred than those that are seldom. On the other
hand, the more frequent structures in L2 have greater
possibility of being restructured or reanalyzed by
t r a n s f e r.

According to Siegel (2008), frequency may explain the high degree of
influence of substrates in Creoles or pidgins which share typologically similar
subs t ra tes :

(...) The larger number of substrate speakers
having transferred feature in their language,
the greater chance it has of being understood
and being used repeatedly as successful
communication strategy.

Those that consider creolization as an analogous process to SLA through
transfer, aim at proving that creolization does not constitute in itself a
specific nor special process. Mather (2004:231) summarizes that view as
follows: (...) Creole genesis does not involve any specific mental processes
or strategies than those found in ordinary language acquisition. We do have
to add though that, in spite of the parallels between the two processes, the
difference lies in the specific and extreme socio-linguistic contexts in which
Creoles were formed. Given the specific context of the formation stage of
Makista, we believe that the theories of Creole formation in (c) and (d) above,
are those that we consider most applicable to the study of the formation
process of Makista. The socio-historic context which shaped the emergence
of this Creole as well as its morpho-syntactic matrix and lexicon suggest its
formation as a process of SLA, first by adults and later progressively
stabilized by the following generations already born in Macau.

2. The Early Stages of Portuguese settlement in Macau

In this section we look at the sociolinguistic context prevalent in the initial
stages of the Portuguese settlement in Macau which we consider to be
relevant to the understanding of the formation of Makista
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2.1. The Portuguese Presence in the Orient

The beginning of the Portuguese presence and colonial rule in the Orient was
marked by the arrival of Vasco de Gama in Goa in 1498. It was
progressively extended to several other port cities and trading posts from
along the Western coast of India (Daman, Mombay, Diu, Korlai, Cochin) ,
Sri Lanka (Galle, Jaffne, Trincomalee); to Southeast Asia (Malacca, Tugu
and Batavia, Flores, Timor, Islands of the Moluccas and the Celebes) and to
East Asia (Macau, in China). In all these locations, Portugal established
cities or trading posts mostly by force, but also in some cases by treaty with
local forces and authorities. The latter was the case of Macau. In most, if not
all, of these locations, communities of Luso-Asian stock emerged in
multilingual contexts which fit the models covered by the theory of Creole
and pidgin formation, as revised in section 1.1.

The permanent settlement of Portuguese administration, military forces and
tradesmen in Macau is accounted for from 1557 onwards (Barreto 2006).
The Portuguese had thus already been in the Orient, specifically South and
Southeast Asia for 59 years (in India) and 46 in Southeast Asia. A long
enough time for the emergence of at least the first generation, (or even the
second) of Luso-Asian native speakers of different South and Southeast
Asian Portuguese Icxified Creoles. As with previous Portuguese controlled
ports in the Orient, the population brought by force (slaves, servants, wives
and children) and on their own free will (tradesmen, seamen) during the
advent of Portuguese Macau were necessarily of varied ethnic and linguistic
origins. Census data of population brought to Macau during the first few
decades were primarily from South and Southeast Asia, all areas where the
Portuguese held strong control of the trade routes, and where South and
Southeast Asian Portuguese lexified Creoles, or pidginized varieties thereof
had become the lingua franca for such trade (Baxter, 1996 & 2009:
Pinharanda Nunes 2012). In a complex and diverse linguistic situation as the
one we can envisage for Macau in its early stages, the language contact and
practices provided input to the feature pool where pidginized versions and
variations of Kristang would definitely have been the richest and most
frequent source. Whereas some would have had Kristang and close varieties
as their first language (the Luso-Malays coming from Malacca, Java,
Moluccas and Flores), others would have had those any of those varieties as
their second language. The emerging creole from that rich pool of variants
would have constituted a third or fourth language (L3 / L4) to the latter, and
a second language to the others who had no previous knowledge of an Asian
Portuguese creole. Following a period of selection and filtering (leveling) of
the input features, a situation of bilingualism or diglossia of speakers of
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Kristang and several other South and South Asian languages, Makista would
have emerged as the LI of later generations already born in Macau. The role
Kristang and Malay had in the formation of Makista. while there where still
LI and L2 speakers of these languages in the earlier settlers of Macau, can
be attested for in Makista's morpho-syntax and lexicon. And so can the role
of standard Portuguese - a continuous presence throughout the Maksita
continuum, contrary to the case of Kristang and its Southeast Asian varieties
and most of the South Asian Creoles too.

In the following section we shall take a brief look at some linguistic features
of Kristang that trace back to both its substrates (Kristang and Malay), but
also indicate continued influence from the presence of its superstrate
(Portuguese) and the adstrate (Cantonese).

3 . R e t a i n e d s u b s t r a t e f e a t u r e s

Bearing in mind the linguistic demographic context in which Makista
emerged (as was described in the previous section), we claim the substrate
language of this creolc to have been a combination of Kristang and
pidginized varieties of it, with a considerable amount of Malay input, either
through Kristang or directly from LI and L2 Malay speakers.

As far as Makista's morphosyntax is concerned, studies on this Creole's verb
phrase (specifically verb forms and TMA marking) have concluded on the
greater proximity of these categories in Makista to those in
Kristang,compared to the remaining Asian Portuguese lexified Creoles
( Pinharanda Nunes & Baxter (2004), Pinharanda Nunes (2011; 2012). Little
to nothing is known yet as to the morphology, syntax and lexicon of Makista
until the emergence of 19 *̂̂  century texts and descriptions. However,
comparing this data with the first recordings of natural speech in Makista by
its last LI speakers (born in between the 1890s and the first quarter of the
20'̂  century), we evidence indicating that until the latter generation, the verb
form paradigm and TMA marking was practically identical to that of
Kristang (Pinharanda Nunes 2011; 2012).

In Kristang, the ubiquitous verb form is a form derived from the lexifier's
infinitive forms, ex., mora > Pr^.inf morar (to live): vive > Ptg.inf comer
(to eat); parti > Ptg.inf partir (to break something / to depart). Thus, in all
three thematic vowel groups, the /r/ is dropped, but the stress on the final
vowel is retained. The only other verb form found in Kristang and in the
earliest data on Makista one containing the non-functional 3s marking of the
lexifier for a very restricted set of verbs: vai < Ptg.inf ir (to go); vem < Ptg.
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inf. vir (to come); sai < Ptg.inf. sair (to exit / leave); cai < Ptg.inf. cair (to
fall). Both groups of non-fiantional (or fossilized) verb forms is shared by all
the other Asian Portuguese lexified Creoles. However, whereas in those
Creoles other functional and semi-functional lexifier-derived markings are
also active in the verb paradigm and TMA systems they arc not to be found
in Kristang and almost not existent in such earlier data regarding Makista.

The mode and aspect marking of these lexifier-derived forms in Kristang and
Makista is operated by preverbal markers which in themselves are
grammaticalized forms of lexifier elements. As such, both Creoles exhibit a
completive aspect marker ja > Ptg. adverb jd (already); a continuous and
habitual marker ta > Ptg. auxiliary estar (to be); and for the irrealis / future
mode lo/logo > Ptg. adverb logo (later). At this point it could be argued that
this could be a calquing of the mode and aspect marking of Cantonese and
Hokkien (two adstrate languages of both Kristang and Makista), as in
Chinese dialects such markings are also operated on non-fianctional verb
forms. However, in both those adstrates, the marker is post-verbal, not pre
verbal. Should the mode and aspect marking in Makista have been a direct
transfer from Cantonese and Hokkien, one would expect the markers to be
post verbal too. Just as in Kristang they bear similarity to their Malay
equivalent which also occupy a preverbal position. Another difference is that
in the Chinese dialects mentioned, the marking is obligatory, whereas in
Makista its use presents considerable variation with both 0 marking - and
even with standard verb forms in the decreolizing speech of the last LI
speakers of this Creole. This variation could be owed to the fact that the
corpora available corresponds to the early stage of decrelization (the 19 *̂̂
century texts and descriptions) and the later stages of that same process (the
20̂ ^ century oral corpus).
Besides this brief sample of similarity between the morpho-syntax of
Makista and Kristang - in support of the influence of the latter on the former
as its substrate, the lexicon of Makista also evidences a number of elements
sustaining this theory. In Batalha (1988) and Senna Fernandes and Baxter
(2001) the lexical items derived from Malay exceed by far those borrowed
from Cantonese. Given that Malay is not an indigenous language to Southern
China where Makista was formed, we can only presume that such items were
borrowed via Kristang during the selection and levelling processes of the
items fed into the initial feature pool.

The Makista continuum is rich with evidence of continued and successive
influences both from its lexifier (since it was never deprived of access to it)
and its adstrates - Cantonese and English. As for the latter, Makista added it
to its already rich pool of feature input from the mid 19'*̂  century onwards.
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when the neighbouring British colony of Hong Kong was established {circa
1854). Many Macanese Makista speaking families migrated to that soon-to-
be prosperous colony (and soon after to the European concessions in
Shanghai) and added English to their linguistic repertoire .̂ Evidence of an
acquisition phase of English and an L2 or an L3 still bears it marks in verbs
fonns such as ordend > Eng. 'to order' or cnizd rua > Eng 'to cross the
street', where the Portuguese-derived infinitive form typical of the Makista
Creole verb matrix was suffixed onto the English base form.

4. Current sociolinguistic issues facing Makista

The 19 '̂̂  century witnessed the expansion of the Makista speaking
community out to Hong Kong and European Concessions in several Chinese
port cities after the Opium War, mainly to Shanghai. The 20̂ ^̂  century would
once again witness changes and the spreading of this community's diaspora
to much farther places. Both the Japanese occupation of Shanghai in the
early stages of WW II, as well as the creation of the People's Republic of
China under the communist army of Mao Dse Dong in 1949 forced the
Macanese communities established in those port cities to flee back to Macau
and to Hong Kong. But the fear of the encroachment of the P.R.C. on Macau
and Hong Kong, especially from the 1960's onwards till the end of the
Cultural Revolution policy, led many families to opt for a more secure future
in other parts of the world. This diaspora took the Makista heritage
community and its Creole mainly to the USA (San Francisco and Seattle),
Canada (Vancouver and Toronto), Brazil (Sao Paulo and Rio de Janeiro),
Australia (East Coast) and to Portugal. Their trilingual proficiency in
Portuguese, English and Cantonese or Mandarin came as an advantage to
them in their newly adopted homelands. Both to those who moved to the
English speaking countries, but even for those who went to Brazil. As

^ Although it were the Macanese communities of Hong Kong and Shanghai the ones
to borrow more heavily from English, even those who remained in Macau came
under the influence of this new European language to the region. Pinharanda Nunes
(2014), basing himself on Teixeira (??) and Braga (??), touches on the educational
concerns of the Macanese in the latter half of the 19"' century, wherein the leaming
of English became a priority. It was seen as an added asset for the community to
gain access to the newly competitive and lucrative work market created by the
British arrival in the region.
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reported by several of the earlier settled members in Rio and in Sao Paulô
in the 1960s and 1970s, English was a very rare commodity in the local work
market, highly valued. Most, very easily obtained good posts in American
companies, or even with foreign Embassies. At the same time, knowledge of
Portuguese helped in the social integration. This was even further facilitated
by the religious factor, as Catholicism has always been a central point in the
Macanese identity. For those who went to the USA, Canada and Australia
their proficiency in English also was an asset for employment and a more
rapid integration into the society.

The bonuses they carried with them for a successful integration into these
new social, linguistic and cultural environments, however, accelerated the
loss of generational transmission of their heritage language, Makista. It is
now only spoken by the elderly who still had it as their LI or L2 in Hong
Kong, Shanghai or any of the other Chinese cities where they had established
themselves. Proficiency in their heritage language soon ceased to become an
element of the Macanese identity for these communities in the diaspora. The
elements of their identity has grown to be based on: i) the common ancestry
ties with Macau, and by extension Hong Kong and Shanghai: ii) the mixed
ethnicity of European (mainly Portuguese) and Chinese stock - but
extending also to other Asian ethnicities such as Japanese. Philipino and
Goanese; iii) the heritage food - a rich melange and recreation of the cuisine
of all those origins and ties the community has incorporated throughout the
centuries since its formation; iv) the possession of a unique heritage
language (creole language), even if it is now very nearly only a vague
memory to the younger non-Makista speakers; v) the Macanese frame of
mind, or attitude towards life. This latter element was repeatedly mentioned
and argued as being one of the core constituents of the Makista heritage
community (the Macanese) during a debate on the community's identity at
their last bi-annual international gathering in Macau in December 2013.
Albeit its fluidity and vagueness, it reflects the consciousness of the
community (both among the Macau members as well as all those in the
diaspora) of the threat posed on them by the different societies they and their
children and future generations are integrated in. The loss of their Heritage
language does not seem to be held as a loss of their identity, but it seems to
create a need for finding other even less tangible identity traits to hold on to
in order to preserve a common identity within a community so wide spread
and exposed to such a vast diversity of cultures. Even if it means resorting to

^ Information collected through sociolinguistic interviews conducted in the Sao
Paulo Macanese community in August 2013.
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feeling that one of the core identity traits includes some sort of common
psychological characteristic.

For the part of the community that did not leave Macau, even though the
identity factor may be stronger and clearer defined, the heritage language
loss is also applicable. Here, the coexistence with its lexifier and especially
the social and educational changes from the 19*̂ ^ century onwards lead to a
progressive decreolization of Maksita, and then, before the advance of that
process, more abruptly, to a cut in the generation transmission. The reasons
for these two events in Makista's existence and evolution can be directly
traced to social and education policies implemented by the Portuguese
colonial administration from the end of the 19^^^ century onwards: a
generalized public education for the community in Portuguese; progressive
employment of Macanese workforce in the Macau Portuguese administrative
civil service'.

The nearing of the handover of administrative power over Macau, from
Portugal to the P.R.C. in 1999, was felt by the Makista heritage community
as yet another threat to its long term survival. With the support of the Macau
Portuguese government and the Funda9ao Orient, the communities in the
Diaspora were able to purchase clubhouses for the already existing Macanese
Associations. Those Associations in the USA, Canada, Brazil, Australia,
Hong Kong and Portugal have ever since maintained close ties with APIM
(Associa^ao para a Promo9ao da lnstru9ao dos Macaenses), formed in the
late 19̂ *̂  century as well as the ADM (Associa9ao dos Macaenses). Each of
these associations have individually tried to perpetuate the Macanese identity
among its founding members and extended families in those respective
countries through a number of initiatives: regular social gatherings;
celebration of festive and religious occasions; Macanese cooking classes;
sports events. As for the preservation of the heritage language, Makista,
some have held classes for those members who have lost practice in the
language and for those who never learnt it due to the generation transmission
cut after their families' migration. These initiatives have not been systematic,
nor coordinated among the different Associations. Some of them have also
put on sketches and plays in Makista, at the gatherings and festivities. These
types of initiatives are normally undertaken by the older members of these
Associations. Increasingly the Macanese Associations are faced with the
reality of the distancing and disinterest of the younger members. Several
measures have been taken more recently to try and captivate their interest in
the Associations' activities and revive the feel of Macaneseness among the
younger members. Some casas have made it a point to bring in youth into
their Board of Directors. On a universal scale, a Macanese Youth Council

2 0 9



was was formed in 2011, constituted by young members of each of the
communities in the diaspora as well as in Macau . They have met in 2010
and 2012 in Macau to discuss the preservation of the Macanese identity and
feeling of belonging among this younger age group. The internet has also
become a means of promoting that identity and unity as well as trying to
perpetuate the heritage language - if not as a functional spoken language, at
least the memory of it. Several blogs and websites are kept by individuals,
from Macau to Brazil to the USA and Portugal. No concerted unified project
has guided these initiatives so far.

In Macau, the preservation of the Macanese identity and culture is mainly
fought for by APIM and ADM. Through their concerted action a Macau
Culinary Association has been formed with the aim of preserving and
promoting the Makista heritage community's cuzine, within the community
itself, but also to others. The theatre group Doci Papiagcm\*. created in 1983,
has played an ever greater role in the promotion of the heritage language of
the Macanese, within the community and to all the other communities in
Macau. They have regularly put up one or two plays every year, and have for
the past few years showcased their annual play in the Macau International
Arts Festival. The scripts are written by the Macanese lawyer Miguel Senna
Fernandes, who is also the director of the plays. The group is an amateur
group, but has gained considerable prestige within the Macanese community
as well as the Portuguese and Chinese and expatriate community residing in
Macau, The genre follows the humorous type plays put up by the community
in the 19'*̂  ccntury - some of those scripts are still known to us today as they
were compiled in Danilo Barreiro's anthology (1944/47). The scripts of the
Doci Papiaqam plays have in the last ficce to six years, increasingly
incorporated loanwords from Cantonese and standard Portuguese, and even
whole dialogues in Cantonese or where extensive code-switching between
the two languages. Makista has always included considerable variation and
code-switching, even when most of the community was proficient in the
language, given the multilingual profile of this community. Now that the
language is only spoken by a handful of older members, it makes all the
more sense to incorporate Cantonese or standard Portuguese forms in the
dialogues, as it reflects more closely the present reality, in the opinion of
Senna Fernandes. This is not a consensual opinion among the community,
though. As in many cases endangered languages, the community wishes to
preserve what they perceive as the 'pure' stage of the language. Nevertheless,

" Doci Papiacam, Makista for 'sweet language' (literal translation), is one of the
several names by which the Portuguese-based Creole of Macau has been termed
along its existence. The other are: Patua di Macau and Makista.
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the Doci Pcipiagam plays have placed a definite and enduring mark in the
existence and preservation of Makista, and any preservation project for this
endangered heritage language cannot be done without reference their work.
All the more so, as in 2013 the government of the Special Administrative
Region of Macau acknowledged the Makista theatre plays as intangible
heritage of this region. In 2013 as well, this group was give the 'Identity
Prize' form the International Institute of Macau.

The above very general perspective of the Makista heritage communities'
actions and concerns makes it clear that the language is practically dormant,
with the exception of the remaining elderly LI and L2 speakers. Yet this
status does not make it a forgotten element of its heritage community's
identity. Nor does the community exhibit a negative attitude towards it.
Quite on the contrary. Both young and old are proud of the fact their cultural
and ethnic identity includes a heritage language - even if no longer vibrant
and functional. In a preliminary survey of the community's attitude toward
the language and its documentation and preservation in Macau and in the Sao
Paulo community undertaken by Pinharanda Nunes in 2013, the vast
majority of opinions favored such initiatives and did not reveal any negative
attitude towards the heritage language. Given these concerns and positivity
in the preservation of their heritage (including the linguistic element), and
considering the potential provided by the existent social network among the
different Macanese communities worldwide, one can encouragingly hope for
a concerted action and project for the preservation of Makista in the near
future. Hopefully still in time to benefit from the input of those few to whom
it was their first language and remain proficient in it. For that, the
communities i(in Macau and the diaspora) will have to agree and
compromise on modes of preservation, coordinating groups, levelling minor
linguistic variations between the Macau and the Hong Kong and Shanghai
varieties, and ,last but not least, on a common written form.
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National Identity, Linguistic diversity
a n d E d u c a t i o n

- Historical and Controversial Political perspectives in Brazil -

P r o f . D r . P i e r r e G U I S A N

Federal University of Rio de Janeiro (Brasil)

1. Observations on the importance to consider language and culture
as different aspects of the same reality.

As a first remark, we shall observe that it is a common sense assertion
to say that languages, as communication media between people, contribute to
create links of comprehension and fraternity. In fact, idioms, as for the
different cultures they contribute to express, can also become a serious threat
for peace and harmony for humanity, and represent a negative factor, when
they become an instrument of power, as modem history and recent events of
the actuality showed us, unfortunately.

Secondly, language and culture seem to be intimately linked, but
History show many examples of people sharing numerous aspects of their
culture, although speaking different languages; or, after some historical
tribulations, adopt another language, and conserve most characteristics of
the i r cu l tu re .

From these two preliminary remarks, we are already able to feel that
an avalanche of questions will result, about the reality - and the ambiguity -
of the concept of language, especially in English. Langue X Parole, will be
the epistemological cut proposed by SAUSSURE, followed half-century later
by CHOMSKY, who described language as an innate mental or neurological
faculty. Nevertheless, sociocultural studies on language(s) developed
themselves considerably along the 20th century, so that it seemed that
linguistics research focused completely different objects.

Now, in 2014, more than one century after that epistemological cut, it
is an emergency task to overcome those boundaries between disciplines
which are complementary, and not at all some religious sects, whose
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members maintain contempt and incomprehension for those who work with
other concepts, theories and hypotheses. That is why we are proud to
consider that a Une of research like languages and cultures in contact will
contribute to a new synthesis of research and a positive balance for
interdisciplinary sciences.

Briefly, from a theoretical point of view, the research becomes really
productive when assuming this dialectical movement, from analysis and
epistemological cut, to synthesis and interdisciplinary options. Language is a
neurological faculty, and a social institution: these are the two faces of its
reality.

Many of our researchers in Brazil are now sensible to these multiple
aspects of linguistic reality, for some obvious reasons, like the multiethnic
base of Brazilian population. But strangely, during a long period of its history,
instead of being considered as an advantage, such diversity - ethnic, linguistic
and religious - was seen as a real danger for the national cohesion and unity,
so that the construction - or adoption - of a unique national language seemed
to be a necessity. Portuguese language - in its Brazilian variety - was chosen
to fill that role of a unifying institution, with the prohibition of practice of
any other language, at least in the schools and in the public administrations.
Nevertheless, such a political decision ignored completely some facts like the
existence of an important indigenous population, whose numerous languages
are autochthonous, and of immigration from all continents', which reduce the
Portuguese descendants to a minority...

A last important remark is the fact that Brazil, although situated on
the western side of Atlantic Ocean, was during centuries a stopover land for
the ships sailing to East. Such a reality is generally forgotten nowadays, but it
was only with the generalization of the steamers that the route from Europe
to Asia abandoned definitively the Brazilian harbors. The first Portuguese
navigators discovered an important way to get to South Africa, going round
the Cape of Good Hope, to get to the coasts of Southeast Asia through the
Indian Ocean. Instead of navigating near the coasts, the discovers understood
they would find good streams and favorable winds far from the coast, sailing
to West first, and then coming back to Southeast, a few thousand miles from
Africa; this constitutes a dangerous navigation, although possible thanks to
new techniques like the use of compass. They called this detour grande

^ Arabs, Africans, Japanese. Germans. Chinese, Italians, Spanish. Russians. Polish, Turkish.
Swiss... it sould be fastidious to produce an exhaustive list. In fact, it would probably be
easier to constitute a list of countries which did not furnish a considerable number of

immigrants!
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volta \ that is, in Portuguese, "the big turn". Until now, the name Volta is
being used to designate a river and an African country, geographic place of
the coast from where it was necessary to begin that ''big turn".

The Portuguese route to India (Wikipedia)

With all that explanation, it is possible to understand why an
important part of the international trade initiated by the Portuguese elected
Brazil" as a point of rest, an intermediary stage on the route to Orient. This
explains many cultural, anthropological, botanical, linguistic and agricultural
marks of proximity between our two continents, which remain until
nowadayŝ .

2. The importance of language diversity.

We already mentioned how the myth of national identity was built on
the concept of linguistic unity - as formerly it was the paper of religion, at

~ During a few decades, Brazil was considered a big island, called Ilha de Santa Cruz.
^ Canella, pepper, coconut, mango, are some example of vegetal products that could not be
found in Brazil before 16"̂  century. But chili, manioc and tapioca, star fruit or cashew did not
exist in Asia. Today, people of these two parts of the world, who use these vegetal products
as everyday ingredients have some difficulty to believe it! This represented an important
contribution of the Portuguese navigators, but rarely mentioned, with a considerable change
in the landscapes of those regions.
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least in western countries. In the case of Brazil, the choice of Portuguese
language was not that evident. Indeed, until the end 18̂ ^ century, the main
language which was spoken in that Portuguese colony of Brazil and "Grao
Para"'̂  was the so-called Lingua Geral, that is, "General Language", a kind of
synthesis between several indigenous Tupi idioms, whose grammar and
lexicon were codified by the Jesuit priests. From the year 1800 on,
Portuguese language began to assume the role of a national language,
sometimes called "Brazilian". The cult to the National State needed to have a
national language to grant the ideological unity, that is, the sentiment of
national identity.

The ''Lingua Geralits expansion in 18''̂  century, and its grammar

Such a process is not exclusive to Brazil. It is a characteristic of the
period called Modern Times, from 16 '̂̂  century - the Renaissance - to the
20'̂  century, when national language becomes a new kind of religion, supra-
individual, and accept in this unifying function by all members of the
national community, even if they do not speak it. Actually, most subjects or
citizen did not have linguistic competence; the popular crowds were excluded
from this process which transformed the language of the Court the national
language, with, as first models, France or Spaing Nevertheless, such a model
will be realized incompletely, as it will be demonstrated by the force of the

^ Grao-Para. at colony time, was considered as a separate entity, and is now the Northern part
of Brazil, mainly constituted by the federal states of Para, Amazon. Roraima.^ Let us remember here that most rural population of France did not speak French until
World War I. The generalization of public, free and obligatory primary education began to
establish French as the general language of all citizens only after the year 1918: most French
are not really aware of that historic situation.
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dialects in Italy or in the German-speaking countries like Germany, Austria
or Switzerland. Some of those countries keep holding the banner of
multiculturalism, more or less successfully, some with many obstacles or
difficulties, others more pacifically, like Switzerland or Belgium in Europe,
or like Paraguay, Bolivia or Peru in South America.

Recently were rediscovered the benefits of plurilinguism - or
multilinguism . Many resisting linguistic minorities are now protected by
law. It is the case of Brazil, where today they are considered as a part of the
national patrimony. The national borders, at least since the hegemony of
national states at the beginning of 19^^ century, constitute an untouchable
myth in modem societies; nevertheless, they are not any more necessarily
identic with linguistic frontiers. National states accepting multilinguism
inside their political limits are more and more numerous, and idioms are each
time less instruments of national identity, which remembers us the same
decline process suffered by religions from the end of Middle Age. The many
millions of immigrants who move from one country or from one continent to
other contribute certainly for such an evolution, although this phenomenon
explains also irrational nationalism and racist reactions.

3 Historical Paradigm: the case of Brazil

Official state politics are changing, becoming more realistic, and,
although maybe too slowly, are trying to create a new model of nation. In
Brazil, indigenous communities - called mdios, "Indians" - have been
destroyed, sometimes by massive massacres, until the second half of 20'*̂
century, allowing the expansion of vast areas to be colonized, for agriculture
or cattle grassland, euphemistically called development. It has to be observed
that such expansion was frequently disguised under a disdaining paternalism,
through the Christian missionaries, who, in the reality, represent another way
to destroy the indigenous cultures, under the name of "assimilation" process.
More recently, these communities were more respected, when their rights to
compensations were recognized by the courts, to repair the historical
collective damages. And finally, Brazilian federal as states constitutions
recognized idioms of minorities as "national" languages, including the

^These two denominations are not necessarily synonyms. Indeed, various definitions exist
according to different authors. Our choice is to understand plurilinguism as an individual
competence, and multilinguism as the coexistence of various idioms in the same area.
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languages of the so-called immigrants, that is, of people who arrive at Brazil
mostly after the year 1800̂ .

Map of indigenous idioms in Brazil, as spoken today
(contextohistorico. blog. terra, com. br)

In fact, even the indigenous character of the Amerindian communities
could be called in question, by the fact that most of them were mostly
nomads, moving regularly to other regions; and until now, along the frontiers,
the same communities can be found on both sides of the official borders.
Anyway, each one of their idioms constitutes a particular case, with its own
history.

4. After all, what is a frontier?

That term of frontier takes its origin from low medieval Latin
ifrontiera, fronteira); as mainly it was spoken and written in the peninsula of
Iberia, which constitutes today's countries of Spain and Portugal. The word

^ The traditional terminology in Brazilian educational system distinguished the colonizers
(that is, the Portuguese who arrived since 1S*** century), from the "invaders" (that is the
French and the Dutch), and the "immigrants" who arrived from Europe. Asia (mainly from
China and Japan) since the 1800s. The French had founded the city of Sao Luis, today capital
of the state of Maranhao, and Rio de Janeiro, under the name of "Antarctic France"; the
Dutch founded the city if Recife, today capital of the state of Pernambuco. It is unnecessary
to insist on the ideological character of such a terminology...
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has no equivalent in classic Latin, where it should be translated as fines. In
fact, this word is attested only after the 11̂ '̂  century, to designate a large area
between the Muslim and Christian kingdoms, region of trade, exchanges and
also, of course, as it was the usual at those times, regional feudal conflicts
between neighbors, although it was not the most general rule. The important
character for us now is to consider that the frontier was not a line, but a large
area, or a broad strip, a solution of continuity more than a separation line.
Until now, names of cities like that of Jerez de la Frontera in Spanish
Andalusia, are testimony of that historical acceptation. Andalusia was at that
time, from to 15 *̂̂  centuries, the elected region for the exchanges, and its
cultural and economic wealth was based on its language, religious and
cultural diversity .̂ Today we already know that the Crusades contributed to
build a myth which did not correspond to the contemporary reality.

"Fronteiras " areas at the time of Arabic expansion (Wikipedia)

In fact, languages always shared large areas of gradual transition, and it is
generally impossible to determine a line dividing two territories where one
specific idiom is spoken. In the cases where such a line would exist, the cause
is certainly a non-linguistic one, but a situation where politics implemented
this limit, using languages as instruments for other purposes. For example, it
has been always impossible to decide, en northeastern Europe, where people
begin to speak a Slavic idiom, and from which geographical limit there was
no more German-speaking populations: some communities spoke German
along the Volga river, already in Asia, and at the same time some villages
spoke a Slavic idiom along the river Elbe, and around Berlin too, and near
^ The three main monotheistic religions, Judaism, Christianity and Islam, lived together

relatively peacefully, as the idioms like Latin, vernacular Romanic languages and Arabic,
each one with a different function, Arabic being considered as the most adequate for poetry.
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Hamburg. Obviously, such a situation became intolerable for the
nationalisms which would emerge during the 19'*̂  century, although these
rural communities lived as peaceful neighbors during centuries.

Distribution of languages: mythic representation and '^natural" reality

It is a matter of fact that, since Antiquity, in the Mediterranean area, the
idioms lived together, mixed themselves, and the conditions of trade and
cultural exchanges founded a real supra-community which constituted that
great civilization, whose history provokes today an enormous nostalgia: this
splendid sea became today a frontier, in the modem and worse meaning, area
of confrontation and aquatic sepulture for thousands of desperate illegal
immigrants... As an example, an important Latinist researcher, Florence
DUPONT, made the demonstration of the brilliant cosmopolitism of Rome in
several books and publications.

At last, another topic which should be developed is the question of the
names given to languages. Why French and Italian, both being Neo-Latin
languages acquired different names? Obviously, French is a kind of Latin
spoken by Francs, coming from old Germany, with a strong impregnation of
Germanic grammatical structures lexical borrowings. Which difference
between Thai and Laotian, in fact separated only by the river Mekong? And
what about Maltese, which is indeed a Tunisian Arabic Dialect, spoken on a
small island by catholic population, using the Latin alphabet? And how shall
we consider the Slavic languages, which are understandable by Russians,
Ukrainians, Polish, Czechs, Serbians, and so on? Certainly, the denomination
of idioms is not completely neutral...
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5. Consequences for linguistic and educational politics.

We can see today new tendencies resulting of tiie considerations we
made above. First of all, the monolinguism appears always more a kind of
debility affecting the individuals; the school has to offer a possibility of
access to several idioms. At the same time, more and more countries
understand that the plurality of languages constitutes a serious advantage, and
not a risk for national unity, as people believed formerly.

The situation in Brazil looks interesting, because it is changing. More
and more idioms are declared "co-official" languages in many states, even
when the minority population is quite small. For example, it is the case of a
Tupi-Guarani variety spoken by less than 1000 people in the South of Rio de
Janeiro, and became a co-official idiom of that state, beside Portuguese, of
course; so that it can be now a teaching language in the indigenous schools of
that remote area (in Angra and Paraty municipalities). At the same time, the
German dialects, spoken mainly in the south of Brazil, won the same
privilege, under the name of "Brasil Deutsch". But more to the north, in the
rural areas of the state of Espiritu Santo, Pomeranian became also a co-
official idiom, teaching language in the primary schools. The curious aspect
is that this language is no more spoken in Europe, after the disappearance of
Prussia, but is quite alive in Brazil!

Of course, an important motivation for the introduction of these
idioms at school is the interest of the children, and pedagogically it is
essential to teach in their mother tongue. We know nowadays that it is
perfectly possible to teach using the family language of the children, to avoid
a brutal shock, a traumatism which certainly not contributes to the equality of
chances in such a socially unjust society as we still have in Brazil. It should
be possible to teach at the same time a linguistic competence in the official
norm of the national language as used by the majority of the citizen of the
country. There is no incompatibility between a daily practice of a spoken
variety, and teaching at the same time an "official" norm like what is called
"■good" Portuguese. And there is no necessity to stigmatize as "bad" language
the dialect, idiom or variety which is used in the family or on the street, with
the risks of all resulting traumatisms.

Indeed, we should valorize a factual bilinguism - or , better, a
plurilinguism - which is native by the children; this could include the
suburban slang, rejected by the traditional standards but indeed highly
considered by the youth - music, songs, and now until literature -; this
would not impede the official norm to fill its function of unity between the
areas, regions and social classes in a more just, fair and equal country. At the
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same time, if such a pedagogical practice could be generalized, it would
realize a solution for an introduction of the so-called minority languages at
school, in full conviviality.

6. Concluding: the force of minorities.

Indeed, all minority languages are minoritarian only for some
circumstances, which allowed other language to become prestigious idioms,
for several reasons. From the strict point of view of the linguist, all languages
are equal. The time should be over, when a Creole language like, for example,
Papiah Kristang, spoken mainly in Malacca, Malaysia, had to be considered
as a corrupted Portuguese, used by ignorant fishermen in a remote coast of
Southeast Asia! There is nothing more preconceived and foolish to see them
as languages to be rectified or replaced by a norm, which would in fact
contribute for a serious impoverishment. In the case of Creole languages, that
we shall not introduce here, but so brilliantly defended by our friend Joan
MARBECK, we should accept the fact that they are not properly a linguistic
category, but a product of colonialist aggressions. All languages, during its
evolution, suffer a crioulization process. Back to variation and its
manifestation in languages, we can also say that all idioms, unless they die,
are evolving, and all the varieties, dialects and slangs should be considered as
the positive motor of this change.

In fact, each individual speaker is a minority, as a person, even if we
consider that he has been shaped and determined by his material,
geographical, historical and social environment. Such an observation might
look merely philosophical, but we are convinced that there are some
methodological consequences for our present object of investigation and
interest. Cultural and linguistic minorities are merely relative conceits, and,
for that reason, are always determined by ideological points of views of the
enunciator. With such remarks, we feel authorized to affirm that these
assertions on minority languages, dialects, suburb or vulgar idioms, could
lack of scientific bases, and should be manipulated with an extreme
circumspection.
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