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Abstract

Within concepts on intercultural language learniing generally acknowledged that the
‘context’ of the individual learning experience ygaan important role for the acquisition
of a foreign language and intercultural learninggeisses. A detailed understanding of
what it is we call ‘context’ is still missing — @se studies that focus particularly on the
language learning environmeotitsidethe classroom and the role of everyday space and
place for intercultural encounter. This thesis drdargely on spatial theory in addressing
space and place as a site of geo-political andakoualtural change, and as a crucial

element of intercultural language learning processe

Narratives, de Certeau (1984: 116) says, are ‘@writty footsteps.” The methodological
orientation of this thesis follows both the nanrati and footsteps of language learners, and
as such is anchored in and around the element eément. In creating a spatial ‘method
assemblage’ (Law 2004) that engages both mobilevesudl elements, | am arguing for a
methodological change in perspective while givingdd to the perspective of language
learners and their everyday routes and learningr@mwents. This argument correlates
with the particular methodological tool of ‘guidedalks’, in which researcher and
language learner walk together on daily routes iwithlaces of significance. Giving
walking a central methodological and analytic relghin this thesis underlines those
moments of intercultural experience, which are dase movement, transformation and

the search for the ephemeral.

The particular understanding of intercultural laage learning as a ‘spatial-embodied
practice’ emerges from an ethnographic study akasdirom a detailed examination of the
‘intercultural field’. The various imbalances ofetlintercultural field’ effect intercultural
language learning through the body, as well asémses and practices of diversity, and re-
shape an awareness of space. Not only increasesicahynobility, but the complex
networks of flows and transnational interrelatioms;reasingly transform intercultural
experience. From this perspective, this thesis exghat language learners weave their
intercultural experience through practices of ‘placaking’ (Ingold 2011), and by moving

in between myriad borders and boundaries.
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Introduction

Let’s go!

You cannot travel on the path before you have becia Path itself.
(Gautama Buddha)

Walk on!
(His last word to the disciples)

The Wayless Way, where the Sons of God lose themsaind, at the same time, find
themselves.
(Meister Eckhart)

There is no happiness for the man who does nagltreiving in the society of men, the
best man becomes a sinner. For Indra is the fioétide traveller. Therefore wander!
(Aitareya Bahmana)

(Excerpts of Bruce ChatwinSonglines1987)

Whoever has undertaken a long walk, a hike or awilhhave experienced the effect the
constant rhythm and movement have on body and nmNotl.only does it feel physically
relieving or re-energising, thoughts and feelings go through a cycle of deep immersion
and reflection. Walking does not only form the spof this research and acts as a central
metaphor, it is above that a tribute to the coristhain of steps of language learners, who,
as walkers, cross borders and follow unfamiliahpatn an everyday basis. It is in this
sense that this thesis is an invitation to join akwhrough the intercultural field and its
landmarks, to linger at some particular places,taritsten to the stories language learners

have to tell about their individual routes.

This begs the question at the outset: what makeslaa walk?

A walk lives through the individuality of experiegican unexpected breeze, the sensation
of a raindrop on the skin, the changing colourshef trees and the way clouds paint the
sky. As well, a walk consists of stops and breakshort breath or persistence, fascination
or even fear. Walking is a constant mode of argvamd leaving, of resting and moving,
and forms and transforms as such our lives. Brutatwin wrote in his bookSonglines
(1987) about the Australian Aboriginal ontology: “By spuiemg his whole life walking and
singing his Ancestor’'s Songline, a man eventuaflgame the track, the Ancestor and the
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song.” (Chatwin 1987: 179). Walking then means bange, and it is this element of

fluidity and transformation that forms the basigho$ thesis.

Before embarking on this journey, it is necessaryrfold the roots of this research, as
well as to illustrate the paths we will follow atite modes by which we will visualise the

places and moments encountered on the way.

Where this walk began

Figure 1: Classroom in Al-Azhar Uniersity, photograph
by Schazia Akram

“You are like us” —-as ‘simple’ as this sentence sounds it followeddwmeng the past three
years and in the course of writing this thesis. Wuerds, spoken by a young Egyptian
student, appeared on my last official day as aheraof German language at the German
Department of Al-Azhar University in Cairo, Egypthe year behind me was full of
intercultural encounter, challenging teaching amstances, and lots of learning about
myself. However, what remained central in my menudrthis time was this little sentence
and the message it carried. The curiosity arisiognfthis encounter was directed towards
the manifold feelings and processes an engagem#ntifference and diversity creates. |

decided to invest time and space to follow theaeks through this project.

Initially, 1 oriented this broad field of interesi the realms of religion, and, having studied
both religious studies and language pedagogy, limasested in the relationship between
‘interreligious learning’ and ‘interculturdéarning’. My fascination for those dimensions
of intercultural being that are sparked by a deefebin humanity led me to position

spirituality as the focus of my interest.
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The journey | underwent was rich in insights, aedspnally surprised me in the paths it
took and the directions it followed. By includingspatial perspective in my research, |
focused more on the learning processes of inten@llencounter in relation to the learning
environments, and re-orientated my research tow#rdsacademic realms of social-
sciences and human geography. The field of spitiyuaformed itself within the various

moments of embodied practices, affects, and vubil@ras | encountered during the study

and while walking with language learners throughititercultural field.

This intuitive way of following the footsteps ofthesis, and my curiosity, was often of an
invisible and quite intangible nature, and was e@naged in this instance by what can be
called a ‘sensing’ or ‘grasping’ of interculturglitand all its moments of ‘being in
between’. It is this focus that remained with mel avhich formed an understanding of
intercultural learning as a ‘spatial-embodied pract

Summaries of the paths

This thesis is organised in ‘paths’. Our walk begwith Path One and Thomas’s
experiences in Berlin, followed by Chapter Onewimch we enter the intercultural field

through a reflection on what it means to be intewlti- or transcultural, and in which

ways those terms are related to the field of foréamguage education. After joining Karin
for a walk through Cairo, Chapter Two transfers thame of interest into the realm of
intercultural language learning, and captures tbetrimfluential concepts and their general
premises on how to learn interculturally. Discussmf these influential concepts will

enable the position taken in this research to dnfahd will contribute to the formulation

of the research questions within Chapter Threecguted by Sarah’s walk through
Mendoza in Argentina.

Path Two challenges the common understanding ohtéad within intercultural
experience and positions this critique into a bnyegbpingof space as an integral element
of educational theory in Chapter Four, encircledthsy walks of Hashim in Saarbriicken
and Veronica in Lyon. Outlining the theoretical amgentation of this thesis places the
‘intercultural field” and its inherent ‘practiced diversity’ in the centre of attention.
Chapter Five continues Chapter Four by groundingatwitve understand as the
‘intercultural field’ and by developing its conngxgts to intercultural language learning
processes. In doing so, | am following the tracespatial theory and its focus on space
and place as well as everyday and global-spatiakformations. After joining Ismail for a
12



while in Glasgow, Chapter Six will finally allow us locating perspective — namely by

placing intercultural encounter in the middle ablghl flows, mobilities and networks.

Path Three begins with Wei’'s walk in Nagoya, Jaard goes on to translate the earlier
arguments of Path One and Two into a methodolod@iaadework while creating a spatial
method for the research undertaken during the eoofghis thesis. While wondering in
which ways methodology can shed light on mobilevali as rather intangible notions of
interculturality, this thesis pursues an intergpsoary and multiple methods approach in
the form of a ‘method assemblage’ in Chapter Sewehan's experience in the
‘Scandinavian Club’ in Melbourne is followed by Gier Eight, which introduces a
largely ethnographic research design with a pddiciocus on the senses, as well as on
‘multilocality’ and the element of movement. Thdséter two foci are outlined during
Chapter Nine and preceded by Vasu's walk througtbMene.

Chapter Ten concentrates on the findings of thecametr while developing an
understanding of intercultural language learnin@ é&spatial-embodied practice’, which is
illustrated by Joshua’s walk in Granada. Here,th®sis highlights the central roles of the
‘intercultural body’, ‘a sense of space’, and tlansforming nature of ‘practices of
diversity’. The walk ends with Daniel's reflectionsn classroom teaching and the
Epilogue, which holds thoughts on the pedagogiagalpacts, the here outlined

understanding of intercultural language learninglies.

How to read this thesis

This thesis is centred in the movement of walking ahall as such be read as a journey
within evolving paths. In this sense, | decided todbegin with the objectives and aims of
this research, but to allow instead their discovemyroute through the intercultural field.
The basic premises unfold in a gradually develogorgn and go hand in hand with the
theoretical grounding and framework. In the sameg,whe methodology chapters are
placed in Path Three and not, as more commonly,ddrtee beginning of this thesis. The
reason for this lies in a general methodologicaérdation and the integration of an
intercultural method into the findings and conatns. In other words: the creation of a
spatial method for intercultural language learnimgentral to this thesis and as such is

placed in the final path of our walk.
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In the course of the chapters the quotes extrdobed the interviews and ‘guided walks’
are added into the text in different ways. Datéhimithe chapters works as explaining and
illustrating elements, but is as such not necdggaart of a detailed analysis, as discussed
in Chapter Ten. Let me add a short note on howelnthed the data to be structured and
presented.

The walks

Figure 2: The walks

The data collected for this research is represemeédialks’, which originate from the
methodological forms of the ‘guided walks’ and tuml walks’. Finding out about the
routes and tracks intercultural language learneibbvi called for an open form of
presentation, anodus vivendiwhich gives credit to both the process and irtliglity of
experience and leaves space for the reader toMabch individual path. The aims of the
walks are to locate the data in its places of orggnd to create an understanding of how
they form an intercultural field and respond ashstw the theoretical background of
networks, flows and mobilities that | outline intRPaTwo. The walks visualise the
intercultural field not as one single route, and &a® made of one single narrative, but as
part of a network of thousands of routes, whergesg@nd places overlap.

In their concrete form, the walks are a combinatinmnarratives, relational maps and
photographs taken by the language learners in dese of this research. As much as
every place tells a story, the walks aim to folloew language learners read in places and
how experience is connected with their learningiremwment. Walking is after all not
chronologically orientated. The routes languagenieis take follow rather geographical

locations: names of towns or particular locatioas, for instance, a trail through the
14



mountains, a market, a home, a well-loved bakeryaotapas bar. Some walks are
accessible through images and mind maps and somevhich is the result of an open
methodological approach developing gradually andluging visual and arts-based
methods during a later stage of this research. thxhdilly, not all participants provided

these extra forms of data due to lack of time beptinknown reasons.

In order to correspond with the theoretical framdwof this thesis the walks are not
presented collectively within one chapter, but eatimterlace the thesis by being placed
independentlyin between chapters. Although the placement ofpiadicular walks falls

within the particular theoretical themes of the mtieas, they correspond moreover with
what Mason calls a creative tension of method gmuraach and the dialogue between
them (Mason 2006). The creation of a dialogue betwtbeory and the voices of the field
is then another aim of the walks, one which is ghadorth by the particular shape of the

walks themselves.

The walks are highlighted by their locations, themes of the ‘walker’ and by an
‘Apfelkernzitat’ (apple seed quotation) — a smalhtence that captures the driving element
of the interview and indicates the direction of thalk. The walks speak for themselves
and leave space for interpretation. They are, hewelinked to the thoughts and
theoretical framework of this thesis through a isecentitled ‘From the notebook’. This
chosen form for this thesis follows Bruce Chatwiprtactice in his booksonglineg1987),
and encapsulates the thoughts and ideas that erinengehe research, and links the field
with the theory provided. All three elements (leoat apple seed quotation, and the
notebook-section) create a navigation system, whidien taken together, accompanies
the reader while strolling through the intercultufield. Finally, all translations from

German to English, which are part of the walks,dimee by myself.

The images

All images throughout the chapters are my own if stated otherwise. The photographs
chosen to accompany particular sections are aefigahent of this thesis. Their inclusion
did not happen on the basis of a fixed interpretabf their content, but rather as an
inspirational and resonating element of the paldicmethodology, which characterises
this research. | clarify the usage of those pheatplgs, which are taken by the language

learners and which form an essential part of treke/ in Chapter Nine.

15



A final note to the design of this thesis: imagihés in the shape of a pop-up book — a
form of presentation, that would more fully fit k®ntent and would not only enable the
reader to see the chapters and the walks fromoaBiple angles, but would allow him or

her to change perspectives constantly.
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PATH ONE

Where do we begin walking?

17



Berlin

I telt I belonged

(Thomas)
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The view out the window of th

train from Frankfurt to Berlin:

This was right at the start 1
a

(1)

my trip, and a great firs
impression (I had never seen
wind tower in real life before
only on TV!). It was like a view
into the future.

>

Figure 3: Thomas's virtual walk 1

Thomas is Australian and studies German at Melboumieersity. He decided to go for an exchange to
Germany because, as he states, “a friend of middived there for a while and it just sounded lke
great city and seemed an awesome place to go.”mibiment of “sort-of just picking something and gpin
for that” was followed by one and a half years erlB and the plan to return for a Masters aftrisfiing his

degree in Melbourne. He remembers his first weelsarlin as follows:

I was really lucky because a friend of mine hadedan exchange the semester before, and had
some friends there. And one of them had gone asvagne month, so when | arrived | moved into
her room, so | had a place pretty much from day. &xred, while | was there, | found this other
place | moved into over a year. And the peopleaheriped me with the ‘Anmeldungsbestétigung’
[registration formula, U.W.] and to enrol. I'd havead trouble doing all of that stuff by myself.

Asked how he had imagined Germany before arriviig,mentions the role of stereotypes, “Which you

almost expect when you go over and then don’tyaath out to be like that.” He explains further:

| didn’t try and figure out what they were likenéver really thought it is a very good way to lear
about people while trying to group them. It neveally works that way. If you are getting to know
people, there were things which were kind of sintdathe stereotypes and there were opposites, so
it makes any preconceptions which you have kiricredévant.

Thomas describes Berlin as “one of the most muttical cities | have ever been to” and points te #rea
he was living in— Neukdln— as “very intercultural and cool to live.” This piaular area, called ‘Neukoln’,

is often entitled as ‘the Turkish district’ anddescribed as a parallel world in regards to thahefGerman

world’. Thomas explains his impression of thataiton as follows:

The thing that | noticed in Berlin, for better oprge, the social groups are more distinguished than
in Melbourne. | think we had in Australia the saswet-of situation thirty years ago. [...] | found
that in Berlin there are some definite Turkish gaavhereas some people say that's Turkey, that's
not Germany. That is a strange sort-of thing. Ameré are obviously lots of social problems to do
with integration and stuff like that. [...] But atelsame time, | think people take for granted afot
good things. They come and they sort-of accepnd, if there are any social issues they blame that
on a group rather than on any individual. But thevas so much good food and good music and
sort-of community atmosphere, especially aroundukiberg and Neukdln, that wasn’'t German at
all or that was influenced by Germans, but that wag-of a secondary thing, which is interesting.

19



And people take that for granted now with food atudf that is integrated in the city but not used a
a positive against the negative aspects that pesgjeand that people love talking about [laughs].

Thomas adds that “the real barrier” is the missamguage and therefore the loss of communicatibmean
there are religious differences and stuff, but itein thing standing between especially Turkish peedp

Berlin and everyone else [laughs] is that the lagguevel is not there.”

This Fete de la Musique stage
0ot | { 4 was just outside our house.
wohafensirasia | Y Karmanoia was a bar around the
AN ‘ : corner, and definitely the best
bar ever. The picture is of the
end of a short play. At the
beginning he was wearing a T-
shirt that said 'Art sucks'. During
the play he did random stuff then
stripped naked, made a vodka
martini slip n slide then chased
some kids with a broom.
Awesom

Figure 4: Thomas'’s virtual walk 2

Asking Thomas about his personal journey with tleen@an language, he mentions that many people ask hi
whether he is now fluent in German, and goes axdain, “I do not really know what that means [.Ypu
don’t wake up one day and someone gives you dicaté for being fluent. It doesn’t make senseraple

are always asking as if you know the level youareHe reflects further:

T It wasn't particularly easy to learn all the difent cases and all the complicated stuff, but
| felt once | had that down then it was easy tddoon that. One problem you do have,
being an English native speaker in Germany, is tfeaiple want to speak English to you
and they want to practice. So | felt like there vgast-of a level above, which we speak
German together, but before that it made senseéals English because it would have
been a better way of communicating. But | was Iubky the house | was living in, we all
spoke German together and there was also a ginnfierance who wanted to speak
German rather than going to English. So that redlblped to get my German above the
level of other people’s English. And it will be atter conversation in German than it
would be in English.

U That must have been something really rewarding.

T Absolutely! There was one time | remember, time ti thought, ‘That’s it, | reached this
level’, there. | had to go and get insurance. Angeht to the guy and | started in German,
and it was all kind of insurance words, and | didkhow, and | [was] kind-of mumbling
around a bit. And then he said, ‘Oh do you wardfeak in English?’ and | was like ‘OK’.
And so | was like jacking on him in English, andas like ‘Oh, not too fast’, so |
switched back to German and we kept speaking Geahant these things and | felt like
my German won [laughs].

As a student of engineering, Thomas is very intetes the infrastructure of Germargnd he comments in
regards to his experience in Germany as “pretty ¢éasget around and everything just seemed to work,

awesome!” | was wondering about his ways of origmgghimself in Berlin during the first weeks:

20



The week | arrived the U-Bahn went on strike, shatl to ride my bike from Neukéln to

Charlottenburg in the snow, which wasn't that fbot it meant that | got lost alone and discovered
many things in between. Otherwise — and that'stireg with the U-Bahn — you have like a station
where you get on and another one where you geaindf,everything in between is a bit of a tunnel.
But when you ride your bike you can see it a lotemo

r

Russian Graffiti on th
Reichstagsgebaude [the buildi
of the German parliament, U.W.
| wasn't able to find out what i
means, but with all the bullet hol
stil  covering so many ol
buildings, it makes history s
much more tangible.

.

Figure 5: Thomas’s virtual walk 3

Regarding the question, whether he got “somethikegd sense of place?” Thomas answered:

Yes, | felt | belonged. Which was strange, becais®ethe place had so many people who would not
call themselves typical Germans, | did not feelk thaas particularly different, especially when
people thought I'm German [laughs]. So, yes, | kifidbelonged where | was. And in my house as
well, with my friends and stuff.

Thomas adds that he learned the most about Gerffiamy the Germans | lived with in both the places |
stayed in. And then also people at Uni as well.'bifias’s connection to Germans involved, in part, a
realisation about the different ways of dealinghwdistance, both geographically and socially. His the

following story:

| was used to deal with German bureaucracy anddmel had to call centre link [the Australian
governmental agency for social issues, U.W.] aralghy started chatting with me as if we have
been friends for ages and | was like, why are ymériendly with me? [laughs] And he was asking
how my trip was going and what | was doing and #&#swust a completely different way of
interacting with people. | found in Germany, if ydidn’t know someone, then you wouldn’t try and
interact with them personally from the very begijibut in Australia it seems to be normal. [...] A
friend of mine came to visit and it was interestimgtching him interacting with my friends from
Germany and from Europe. Sometimes it was a bibligh’ [awkward, U.W.]. Because my friend
would try to say things because they would trydonect with them. And that’s just not the way it
works.

| asked Thomas if he tried to explain this to hierfd and he answered “Yes, | mean, it's not really

something you can explain very easily.”

We coming to the end of our talk and | am wondeiimgvhich ways Thomas'’s experiences in Germany
enriched his way of being:
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I think I'm more independent, because | had to derghing and sort everything out for myself. |
mean, there were people who helped, but | kindvoided help a bit because | wanted to do
everything by myself. So in that sense, | thikhaw a lot more about [...] how | approach things.
Sometimes | do it better or worse. | kind of redegrstrengths and weaknesses in that sense. Being
able to cope with a completely new place and justage money — all the boring necessitates in life
— without the network of friends and family whiced to be there before, which made things kind of
easy [laughs].

Unser WG-Wohnzimmer: wo
ich Deutsch gelernt habe!
Gemiitlich oder? Das Fenster
war wie ein Fernseher - auf der
Strasse gab's immer etwas los.

(The living room of our shared
flat where | studied German.
Cosy, isn't it? The window was
like a TV: there was always
something happening on the
street.)

Figure 6: Thomas’s virtual walk 4

From the notebook: Intercultural language learning, as seen throughnfds’s eyes, is the process of
learning to see ‘things taken for granted’ from ifedent perspective. Taken outside of their evesyd
environment, such elements (of, for example, dits@rgan be observed with distance and a new mindse
What follows this change of perspective is a raiva] of the ‘positive and negative aspects peopie |
talking about’, and which are often the sourcesafcial problems’. Physical movement, such as ridiizg
bike or walking, belongs for Thomas to his intetardl experience in the same way as does contalethig
flatmates and the learning of invisible elementgwfure, such as keeping or breaking up distaiB&ing
able to cope with a completely new place’ whileppiag out of networks, ‘which used to be there befo

was then at the core of Thomas'’s intercultural eepee in Berlin.
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Chapter One: From multicultural to intercultural

Figure 7: The ‘Offshore’ in Glasgow

On Mondays I tend to start the week slowly while having coffee in the ‘Offshore’, a
coffee shop right across from the Faculty of Education at Glasgow University. The
Offshore has a large window-front, which points directly to the park and a canvas of
trees, colourful at this time of the year in the middle of October. I am having hot
chocolate (it rains again) and picking The Herald from the shelf at the entrance. On
page four, the staring title, “Merkel admits: Multicultural society has failed in
Germany” catches my eye and is followed by the reading of this stunning and
disappointing article — according to Angela Merkel, a multicultural way of living
together has revealed itself as to be impossible in present day Germany. I am
wondering about this insensitive and generalising statement, unusual for Merkel, who
normally is more deliberate in finding words for matters of integration. However, the
political background of this statement is not important here. What strikes me is that
my own life-world and the ones of many other people living and working in Germany
have desperately been dismissed. I myself am married to an Egyptian, my uncle is
married to a Japanese woman, and both he and his wife live with their five German-
Japanese children in Berlin. Many of my friends work in the field of intercultural
language education throughout Germany and dedicate their love and passion for that

kind of multiculturality Merkel has just denied. My parents coordinate schools offering
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German language in Kazakhstan, my brother leads a Goethe-Institute in Uganda that
organises multicultural art festivals on the streets of Kampala, and my cousins studied
in Great Britain — all of them returning to Germany with a suitcase full of experiences
and hoping to give back some of the gracious hospitality they have been welcomed with

in other parts of this world. How can this possibly be interpreted as failure?

Unsettled terms

Fixing a problem?

The term ‘multiculturality’ is a diverse one anduised in a variety of different fields for an
even bigger variety of purposes. In tBgford English Dictionaryve find the term entered
as ‘multiculturalism’ (also used as ‘multicultuttsl), and ‘multicultural’, describing the
latter terms as referring to a “society consistofga number of cultural groups” (OED
online). The adjective multicultural, as Merkel sisg refers then to a society that is no
longer solely determined by Germans, starting wite ‘Gastarbeiter’ (guest workers)
coming to Germany in the early 1960s and the cah&amigration ever since. Here, the
term ‘multicultural’ describesa situation, which is characterised by a transéatroultural

diversity in Germany.

The situation Merkel refers to is seen from a prltstandpoint. The way politics deals
with multiculturality is well known: agendas, regtibns and programs developed to adjust
practices of diversity to an already existing framoek and understanding of German
culture and of a multicultural society. Multiculadity, seen from this point of view, can
easily give an impression of ‘the’ multicultural asstatic condition or a merely political
subject in need ‘to be dealt with’. Furthermoree tmpression can be developed that the
situation is indeed a problem that needs to bedfixm this sense it is almost
understandable if Merkel condemns the multicultsadiety as ‘failed’, particularly if she
is referring to the effectiveness of governmenggutations, which are expected to work

direct and quick.

While the aim of this thesis is not to write an lgee of integration in Germany, the
underlying notions of Merkel’'s statement are rightthe heart of it. The mechanisms of
politics (as well as media) just-illustrated seemvbrk as a circle of negative assumptions
and constant modes of questioning interculturathtities while arguing for what it should

not be. The problem of an understanding of a multicaltisociety in this sense is
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threefold: firstly, it excludes the perspective tfe multicultural individual and
intercultural experience outwith the range of podit discourses. Secondly, it represents
multiculturality as a problem or problematic aspefcturrent societies, often concentrating
the debates on economic outcomes and visible dmgnshe success or failure of the
multicultural project. And thirdly, it suggests ththere is a fixed and stable understanding
and ideal of multiculturality that can be achievatly and completed in time and space.
Surely, this is not what multiculturality is abolut.is far beyond being a statsituation
with a clear set of meanings and procedures.rhtlger a form of encounter and a state of
being multicultural and experiencing diversity. Bsimg mainly on “that superficial truth
that may be most obviously visible” (hooks 201Q: rBgans then to highlight contact but
not exchange or mutual understanding. Each peraomd an intercultural encounter
creates “a common need to respond to the adapérnends” of the unfamiliar and new
environment (Shaules 2007: 1), and the ways of gddims are diverse, dynamic and

complex.

Inter-, trans,- or multicultural?

Creating an alternative image of what it meansetonilticultural means firstly to examine

the variety of words we are dealing with when itnes to multicultural matter.

Multi-, inter-, cross-, trans-, pluricultural, asd forth — the selection of prefixes added to
the word ‘culture’ is long and their usage varieghim different languages. Within
(British) English and German (the languages | caistrspeak for), two terms are centre-
stage: ‘multicultural’ and ‘intercultural’. Both wds are often used simultaneously but are
not congruent in their meaning: whereas the wordlticultural’ explains a situation that
Is characterised by the multiplicity of culturaéeients, the word ‘intercultural’ captures a
dialectic engagement within this situation and a form of alyic exchange, which the
prefix ‘inter’ illustrates (Rey-van Allmen 2011) h€ similar sounding terms ‘transcultural’
and ‘crosscultural’ do not necessarily implicatés ttdialectic movement or reciprocity”
(Rey-von Allmen 2011: 35), which does not mean thadractions are not taking place.

Kramsch describes this state of unsettled termgyoio the following way:

Depending on how culture is defined and which gigoe one comes from,

various terms are used to refer to communicatidwéxen people who don’t
share the same nationality, social or ethnic origender, age, occupation,
or sexual preference. The nomenclature overlapewhiat in its use. The
‘cross-cultural’ or ‘intercultural’ usually referso the meeting of two

cultures or two languages across the political baues of nation-states.
(Kramsch 1998: 81)
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In this thesis | focus predominantly on the termércultural’ (as well as ‘interculturality’)
for the following reasons. Firstly, the dynamic addlectic notions of the term
‘intercultural’ and its wide-spread usage withitoag tradition of ‘intercultural education’
suggest its centrality, and correspond in theiugoon dynamic practice, as well as with
the objective of this research (that is, to focnsrwlividual experiences of interculturality;
see Chapter Three). Secondly, instead of extractifterent meanings from the
intertwined notions and understandings of inteafis-, cross- and multicultural, | consider
it more helpful to ponder about their common aimd purposes. This will be done within
a critical stance and in reference to the challengeercultural encounter faces within the

intercultural field (see Path Two).

Rey-von Allmen (2011) points out that originallyetimtercultural perspective was created
in relation to the situation of migrants in the usttialised countries. This situation created
“the need to perceive links between the variouselds in play” in order to emphasise
“the fundamental importance of interactions, thectéo learn to perceive them more
accurately and to act accordingly” (Rey-von Allmé&®l11l: 34.) In the author’s

understanding, forms of intercultural interactidvalé “contribute to mutual respect and the
enrichment of mutually supportive communities, eatlthan strengthen domination and
rejection” (ibid.). The development of an intercu#tl perspective meant nothing less than
contributing to an equal society across politiedahnic, cultural and social borders. It is
important to note that this perspective does nbt melude “relationships between groups
or individuals from different cultures, batl relationships between individuals or groups
of the same cultufgRey-von Allmen 2011: 38, own emphasighis is a crucial argument

for this thesis, as it indicates the inclusion ofiltural learning’ when speaking about
intercultural learning throughout the following gters. In short: the dimension of cultural
learning is here understood as intertwined withm®rof intercultural learning and

visualised in their collaborative status.

We can see already that the term ‘interculturafios an easy-to-use word at all. As a term,
it is rather “cutting across the whole of life incgety” (Rey-von Allmen 2011: 37), and
covers a huge variety of disciplines as well a®lmgical dimensions. The wide scope and
diversity of its meanings fall together with a mareless undistinguished usage within
public and academic discourses. Considering thesloaded status and the arguments of

this section, it is helpful to distinguish the irteltural perspective: as a) an appearance of
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reality; b) a set of individual practices; and @ant of focus and visualisation of an equal

and just society.

In transition

We can say now that the presence of several tesod) as inter-, trans-, cross- and
multicultural, as well as their manifold meanings a reflector of the current state in a
world experiencing mass mobility and movement opuations (see Chapter Six).

Whereas ‘culture’, as the second part of these geilmas been discussed heavily and
uncovered as an individual and dynamic set of nmgmnand practices (Geertz, 1973), the
first half of our focal term, ‘inter’, has been niudess focused on. Rey-van Allmen

reminds us that “giving value to the prefix ‘inteimplies interdependence, interaction and
exchange” (Rey-von Allmen 2011: 34). The word ‘mteaptures then a moment of

passage, a moment of changeover, or a transitstaigé, which means above alpracess

of change. MacDonald and O’Regan write in thisanse:

The term intercultural implies a ‘going betweemgdathe ‘traversing’ of an
implied ‘gap’ or ‘space’ between two or more cotletties. Therefore, the
project of intercultural communication must necegsanterrogate two
phenomena: not only the nature of the space betwediures thus
expressed (the ‘inter-cultural’); but also the iregl homogeneity of the
cultural groups between which this space opensthg ‘(ntra-cultural’).

(MacDonald & O’Regan 2009: 3)

This process of ‘traversing a gap or a space’ inveen assumedly homogenous cultural
groups is at the centre of this research and arsted more light on the characteristics of

‘going between’ — especially in regards to therneas’ individual everyday environments.

That learning is never static but rather a devekeqal experience is elaborated by Joseph
Shaules in his bookDeep Culture. The Hidden Challenges of Global Ilgviga007). He
argues that intercultural learning “involves (haghlf an ever greater ability to construe
the perceptual world found in a new environmemd axemplifies these forms of learning
as “resistance, acceptance and adaptation” to wératee individual circumstances of the
learning experiences are (Shaules 2007: 3). Whilgutes’ argument of developmental
learning will be a recurrent subject within thisess, | focus here on his statement of
interculturality as a process of change with adlio® (such as resisting, accepting or
adapting) | argue thatbeing in between’ does not necessarily have actima, neither is

it necessarily in need of.iWhereas politics and educational systems workherbasis of

directions and outcomes, intercultural encountergehtheir own journeys outside these
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realms, making it impossible to say how this stHtéeing in between’ should or should
not look. The state of being culturally ‘inter’ on-between’ means to realise that words
and their corresponding meanings differ in sigaific ways outside their usual contexts
and social fields, and the reactions towards thigdtiplicity of meaning are complex,

messy and multi-directional (see Path Three). Alstdal. state in this regards the

following:

People born and socialised into specific groupsl ten assume that the
conventions and values by which they live withigitigroups are inevitable
and ‘natural’. It is when they have some kind ope&xence which leads
them to question these given conventions and valbes not necessarily to
reject them- that they begin to become ‘intercultural’ in o@nse. (Alred
et al. 2003: 3)

In which ways the experience of interculturalityeirieres with intercultural learning as an

object of education is addressed in the next sectio

An educational project

So far, | have followed the different meaningsraérculturality as a description of reality,
an individual practice or a future goal. This sacthighlights interculturality as jaroject

embedded in the field of education, whether it @ns curricula for schools or university
programs, training for economic institutions, orveise global and international

organisations.

The role of education within intercultural encountis significant and increased
considerably from the early 1990s. In its origimsercultural education merely occurred in

the realms of business and professional excharged At al. explain:

In the USA and in Europe, it [intercultural eduoati U.W.] has been used
by those who prepare people for short or longen texsidence in another
country when, for professional and work-related soees, they find
themselves obliged to leave the familiarity of theswn cultural
environment. (Alred et al. 2003: 2)

At this time, the purpose of intercultural educaticoncentrated on preparing people to
leave their familiar environments based on relaibatween business partners in trading,
finances and global organisations. However, imntignaand globalisation changed the
nature of intercultural training and education igngficant ways. The linear direction of

learning ‘at home’ and applying the knowledge whgeing abroad’ transformed into a

28



rotating direction while intercultural encountesealf became a part of everyday life.
Intercultural education, therefore, needed to widsrperspective to include a variety of
disciplines and recreate the intercultural as aserlinking element ofinterdisciplinary
studies. The birth of cultural studies aimed to bora those strands in one field of study,
which was understood rather as a thematic fieldeskarch than a clear-cut academic
discipline (Hall 1992).

Within the field of intercultural language educatithe intercultural element received
increasing attention and replaced a focus on ‘cellas a separate entity’ with a focus on
the interaction between cultural elements, prastiaed adjoining academic disciplines

(see Chapter Two). Corbett states:

English language teaching has long been a mulipdisary field in
practice, but it has drawn mainly upon researclo ihhguistics and
psychology for its theoretical insights. An intdtaual approach continues
to draw upon these disciplines, but gives equalglteto other areas of
research and practice in the humanities and seciahces. Some of these
disciplines, such as anthropology and literary istiéire well established;
others, such as media and cultural studies, aegively young and still
developing. (Corbett 2003: 3)

The general aim of intercultural language pedagtgypsformed in order to prepare
language learners for their experiences of intéucaillbeing— in both places abroad and in
their ‘own’ societies. Alred et al. distinguish in thiserse between ‘intercultural
experience’ and ‘being intercultural’: whereas tingt is “simply a statement of fact, of an
encounter between particular groups [...] to exgrex@ otherness in a range of ways,” the

authors explain ‘being intercultural’ as

the capacity to reflect on the relationships amgrayips and the experience
of those relationships. It is both the awarenesexpieriencing otherness
and the ability to analyse the experience and peohuhe insights into self

and other which the analysis brings. Experiencenals therefore not

enough. (Alred et al. 2003: 4)

Intercultural language education is in this regargroject at the heart of intercultural
educationwhich re-works intercultural meaning making and eskn intercultural world

in the language classrooms. Phipps points out:dxeealready more or less interculturally
competent from living in intercultural worlds” (Rips 2008: 11). Enabling students,
entrepreneurs, travellers, businessmen, academatsala who encounter the process of

crossing borders and languages to learn to becuitaral aims then as well to bring
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together life-worlds within diverse educational tegfs and paradigms. Intercultural

learning is as such more needed than ever:

Deep cultural learning is an important issue inage of globalization and
the frequent crossing of cultural boundaries. While total amount of
cultural differences in the world may be decreasihg number of deep
intercultural experiences is increasing dramatycé$haules 2007: 5)

The question remaining is: is there such a thingh&s interculturalwe can refer to within
the project of intercultural education? Surelyréhis not. In the same way, as there is not
‘the’ culture but only constructed social realiti@erger & Luckmann 1966), there is no
such thing as ‘the’ intercultural — there are asmiyndifferent ‘interculturalities’ as there are
individual life-worlds and relationships betweereni An alternative would be to speak
about ‘an’intercultural, which does not necessarily has teeha direction, as pointed out
earlier. The educational project of learning aratheng about interculturality is centred in
the journeys of the ‘interculturalists’ themselves — the walkersojourners and
transgressors ‘in between’ life-worlds and langsadeis in this sense that, in whatever
shape and form interculturality appears and visealitself, it needs to create its own voice
and tell its stories of how it is to be intercuéilior to live in a multicultural world —
beyond the notions of failing and succeeding, exdieg in the policy language |

discussed earlier.
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Cairo

I was realising that you have
to do the first step with a
smile

(Karin)
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arin and | are meeting at a language course fobidria Cairo. We are starting to talk in the cafigte
Kof the language school and drinking fizzy drinks thie balcony, fleeing from the freezing air-
conditioned atmosphere of the language instituirK who is in her mid-thirties, is visiting Egyfar the
third time and aiming to improve her speaking &piln Arabic, which she studies in Germany alongdigr
job as a social worker. Karin got interested in Acaand the Arabic region through friendships to
Jordanians, whom she visited in their home counttgaraus hat sich dann so allmahlich entwickedissd
ich dachte, warum fang ich dann nicht an Arabisohleznen” (from this it gradually developed that |
thought, why do | not start to study Arabic?). Stukls that her aim of learning the language wagap “
reinzukommen, die Gesellschaft zu verstehen, digtd eu verstehen, sprechen zu kénnen” (well, to get

inside, to understand the society, to understaagéople and to be able to speak).

Being in Egypt and studying at the language sci®tiie result of what Karin describes as “Eigeimtie”

— one’s own initiative to speak and learn a languawperly, at home and in its original places. &k both
fascinated by the international atmosphere indngliage school, which buzzes from the sounds fafrdift
languages and its intercultural feeling. Howevereentering the street outside the language sctroah
fuhlt sich halt als ein anderer Teil der Welt hieder, wenn man hier erstmal ankommt” (you feethasigh
you are in a different part of the world here, drile arriving here). Karin remembers that during fiest
time in Egypt, “da hatte ich Angst rauszugehenWés afraid of going outside) but “Ich hab’ mich dan
wirklich gezwungen — jetzt, sonst sitz ich nur imnmzher” (I was forcing myself to go out — now, othése |
am only sitting in my room). She goes on: “beimtemsMal war ich wirklich gestresst, durch den Larm,
durch alles. Aber jetzt fuhle ich mich eigentlicang frei und ungestresst und es stért mich aucht nic
[mehr]” (the first time | was really stressed bezmof the noises, because of everything. But naatually
feel quite free and unstressed and it doesn’t batiee anymore). | am interested in the feeling ekffom

Karin mentioned, and ask:

U Was koénnte das noch hervorgerufen haben, dashGefin Freiheit, dass man sich jetzt
weniger gestresst fuhlt?
K Also, ich denk schon die Gewohnheit, die Gewahnirel nattrlich auch eine innere

Einstellung, wenn man gewisse Sachen Ubergeht. génisse Portion Selbstbewusstsein
muss man zwar auch haben aber ich méchte sagenateksine Probleme mehr habe.

("] What could have caused this feeling of freedathfaeling less stressed?

K Well, | think the habit, and of course, as wail,inner attitude, to elide particular things. A
specific amount of self-confidence is necessary ltab | must say | don’t have problems
anymore.)

What makes Cairo special regarding the everydasstievel is exemplified in our talk about the insiee
‘soundscape’ of the city and the feeling of coniyabeing present as a foreigner in particular arefithe

town:

Bist du in ‘wust al balad' [city centre, U.W.] wirglu sténdig irgendwie angesprochen, nicht weil

du halt blond und so schén bist, sondern weil gt @ irgendeinen Laden ziehen wollen, damit du
das und das kaufst. [...] Zu Anfang war es immerdsgs ich mich dann schuldig und unhéflich

geflhlt habe, weil ich nicht geantwortet habe wenich jemand gefragt hat woher man kommt und
so weiter. Aber jetzt [denke ich], man kann einfaelth nicht alles... man muss es Ubergehen,
denke ich. Sonst landet man halt stéandig in irgéreta Laden und fihlt sich dann gedrangt ‘was zu
kaufen.
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(If you are in ‘wust al balad' [city centre, U.W.Fomebody constantly tries to talk to you, not
because you are blond and pretty but because they tw sell you something. [...] In the beginning
| felt guilty and unfriendly because | was not aeeng if somebody asked me where I’'m coming
from and so on. But now [l think], you can’t simplyou have to elide specific things, otherwise
you will end up every time in a different shop &l like you have to buy something.)

Karin favours walking to riding in a car and ex@srthe whole city on foot, saying that during hiest fvisit
to Egypt, “da hatte ich immer Angst den Weg zuieeeh” (I was always afraid of losing the way). Siag/s
that the ability to speak the Arabic language wae form of dealing with this type of fear: “dassmiaine
Angst hat, selbst wenn man sich verlauft. Man fineleh dann wieder sprachlich raus” (that you avé n
afraid even if you get lost. You are finding youaywout through the language). Experiencing differen
responses and perceptions towards herself, Kagas#s the fact that those responses were depardtre
particular areas she was moving through. For itstam the area of Cairo’s graveyards, one of thergst
parts of the town, Karin experiences that “da ssganz anders, und du wirst da Uberhaupt nichhihgee
angemacht. Es sind also sehr nette Leute und fliebndo hab ich jedenfalls das Gefiihl. In gewisAkgise
hab ich gemerkt, dass man den ersten Schritt méneiLacheln oder so tun muss, oder?” (it is scedhffit
there, nobody is trying to chat me up. Those aramiaé people, friendly; this is at least what &ffeln a
special way | was realizing that you have to dofire step with a smile, right?). Karin adds tipetople

normally opened up if she was speaking a bit obkra

| ask Katrin how she would describe the generagenaf the ‘Western person’ in the Arabic society ahe
answers: “ich denk schon schlecht” (I believe int a good one). In which way, | wonder, and Karin
answers “leicht zu haben” (easy to get) and “ndiupm” (naive, stupid). She adds that she felt erabaed
observing this situation where Western women reiifotesd these popular images of the women from the
Western movies. For Karin, her experience with Muaslis based on trust and belief in common valGés
speaks about her first language school, whereethehers wore “weil3e, lange Kleidung und die Fragenz
verschleiert” (white, long clothes and the womeneneompletely covered), and adds that she percehisd

in a positive way:

Aber das habe ich, wie gesagt, auch als positiviengen, weil ich mich da wirklich weg gefihlt
habe, und dachte ‘ja, jetzt ist man halt hier’ [} [...] lch muss sagen, ich fihl mich eigentlich
unter Leuten, [...] die wir im Westen eigentlicteefiirchten [...] wohl und sicher.

(I perceived this, as | said before, as positivegduse it felt like being away, and | thought, Yes
now you are here’ [laughs]. | have to say, I'm fagl pretty safe and comfortable among those
people [...], who we in the West are more or |efsaid of.)

The media is in Karin's eyes an influential elemémat influences people’s opinion without critically
reflecting it. She says: “die Leute [nehmen] erstalles von den Medien und so ist es dann. Das drth
weitergeplappert, wichtig, klug. Es wird eben stageals wissen die genau, was wie wo ist und datssien
sie eigentlich gar nichts, weder Uber den Islamhrdzer das Leben hier, aber es wird geredet. kb wain
den Medien tbernommen” (people firstly take alhfrthe media and this is it. Then, everything issgued,
important, clever. It is as if they would know ettgavhat is when and where, and in reality they't&now
anything, neither of Islam nor about the life hdyat it is talked about. They are taking it frone tmedia).
For Karin, people who are living a religion, and fghom religion is a central element of life, desetrust.

She says that instead of addressing the differandeseparation of religions, one should rather damu the
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similarities: “und das Gemeinsame ist ja das Erddetetlich. Wirklich Gott... das ist in allen Rglonen
gleich meiner Meinung nach” (and the similar isnthke end goal. Really God... that is in all religg the
same, in my opinion). Finally, Karin adds that wimtimportant, is to show interest in the other:Is@

wichtig ist denke ich hier auch, das Interesse amehen zu zeigen.”

From the notebook: A vital theme in Karin’s walk is that of ‘represatibn’. The images of Islam in the
public media are transformed by her not only thfougpeated travelling to Cairo but also by crifigal
reflecting about public images of Muslims and religin general. By trying to get in contact withypgans
during her walks she experiences different reastiardifferent locations but initially ‘finds heray out’ by
speaking Arabic and ‘doing the first step with ailemIn overstepping the hurdles of fear and srebe
experienced in the beginning of her intercultucalrpey she encounters a notion of freedom whiddrlinks
with an ‘inner attitude’ and also with the ‘elisiof particular things’. As her intercultural exparce circles
vividly around elements of religion and public m&iheam understandings of Islam, she suggests wprkin
less on the differences and more on the similariietween ‘Western’ and ‘Muslim’ societies, andrée

create the gift of trust, especially in questiohfagh and visual symbolic appearance.
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Chapter Two: The mediating language learner

In recent years, language learners have come teberibed in terms of
‘cultural mediators’, ‘border crossers’, ‘negotieto of meaning’,

‘intercultural speakers’ and such like. Languagarieng is becoming
increasingly defined in cultural terms and theses neames and targets for
language learners imply a reconceptualisation ef lHnguage learning
endeavour. (Roberts et al. 2001: 1)

The last section made recent developments of ulterality in both educational and non-
educational frameworks visible. In the followingyill concentrate on the disciplinary area
of this research, that of foreign language pedagedyle providing an overview about
central debates and key concepts on intercultarajuage learning. Whether the ways to
engage with interculturality are to acquire compeés and skills or forms of critical
citizenship, whether it is to be an ethnographertcomdevelop a life skill per se, the
following concepts aim to understand what beinggob@ng or learning intercultural

within a language pedagogy framework might mean.

From rote learning to language immersion

While being in Melbourne and learning Spanish, I met Marian who is forty-six years old
and already retired. Marian has a very traditional background in language learning and
studied Latin and French at school, having thirty-seven years in between these and her
current experiences in learning a foreign language. Reflecting on this situation Marian
explains: “We had no conversational French, we learned French words and did some
reading in French but we did not speak French with anybody. It was mainly memory
and rote learning so that you would practice things over night to make it stick to in
your memory. But this conversational use of language did not happen at all. That is a
major difference from now, where the whole idea is to get you immersed in the
language. It’s not about learning by rote, it’s to get you saying things and doing things

and getting involved, so it is quite a different way of learning, I think.”

Marian’s reflections illustrate the shifts that koplace in the methodology of foreign
language teaching in the last forty years. In aurranguage pedagogy, combined
approaches of communicative and intercultural modet used in the language classroom,
aided by auditory and visual elements and medigtedplayful manner in order to get the
language learner ‘involved’ and ‘immersed in thegiaage’, as Marian explained. This,
however, has not always been the case.
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‘Listen and repeat!’

Back in the 1960%ehaviouralconceptualisations about learning in general dateshthe
academic realm and focused on ‘stimulus’ and ‘raspbas the major patterns of learning.
The language classroom was affected by this legrthi@ory through ‘grammar translation
method’,which concentrated on structures, rules and rataieg. The subject of ‘culture’
was separate from teaching about language and rgbéa the form of informative
knowledgeabout ‘a country and its people’, encapsulatingnelets of geography, history,

politics, traditions, and so forth.

In the 1970s, this approach was replaced by d¢bmmunicative approachwhich
understood language learning as a mode of perfgrmammunicative interactions and
drills — all embedded in the situational contextshe ‘target country’. Although culture,
here, was more or less integrated into the languegehing, it had the status of a
background feature of dialogues and texts and wéas rcentral element of interest. The
main focus within this approach was to be ablesimmunicate like a native speaker while
using the language ‘properly’ and without any nkst& Holme develops a critique of the

communicative approach:

In its pure form, the communicative view makes umated assumptions

about the learner as a user of the target langutgeserts that the learner
will use the TL [teaching language, U.W.] in a eésituations that can be
mapped out in advance. It makes little allowancehfow the learner's own

cultural background may determine the type of enteng that they are

likely to have and the forms that these will taktedoes not recognise that
the meanings the learner may want to express ar@nnautomated response
to a given context but a product of the individealultural background and
how that shapes their encounter with another ailiiittolme 2003: 29)

Holme identifies one major lack of the communicatapproach: culture is not a fixed, but
a shifting construct, which varies from situatian gituation and corresponds with the
individual background and life-world the languagearher brings to each communicative
situation. Understanding culture on the basis ¢bmatic communicative responses alone

does not fit with the individual real-life experisss, language learners engage with.

This communicative approach was followed by anosigt within language pedagogy we
already mentioned, a shift towarnugercultural communicative modelBuring the 1990s,
the subject of culture got relocated to the ceofréanguage education and understood
language and culture as acquired through dynartecactions, with one being essential to
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the full understanding of the other (Holme 2003). e transformed modes of cultural

formations urged language pedagogy to connect conuative patterns and structures

more closely to the context of their origin and tlieerse meanings attached to them. This
shift towards intercultural language pedagogy wasetbped furthermore as an answer to
transformed social and global relations, in which

old certainties around particular social class,niethnational and other
groupings and identities have fallen apart. Inrtiptace are new alliances
and the formation of new identities. As boundaies crossed and new
maps of social and cultural life are drawn and aealr, so there is more
turbulence, more ambivalence and more negotiasameeded. (Roberts et
al. 2001: 5)

Culture with a capital C?

Introducing culture as a central element into gneglage classroom opened up a whole
new discourse about ‘cultural literacy’ and theatetl discourses abotdce, ethnicity,
class and genderin 1988, Hirsch et al. stated: “Getting one’s rbenship is not tied to
class or race. Membership is automatic if one kedne background information and the
linguistic conventions that are needed to readtewand speak effectively” (Hirsch et al.
1988: 22, cited in Corbett 2003: 26). This ‘backgrd information’ referred mainly to
traditions in teaching ‘culture with a capital @hose elements of philosophy, music and
art, which are described as ‘high culture’ and aften bound to an elite group of the

society (Tomalin & Stempleski 1993).

This understanding of culture and its pedagogy wé#gjued and reworked intensively
during the 1990s vis-a-vis the wider framework okfastructural thinking that rose in
prominence during that decade. The question of twoteach culture without reinforcing
essentialist understandings was a central poiinvdebates, and remains, as such, central
within present discourses about intercultural etlana The goal of the “educated native
speaker who is well versed in the cultural valuas products of the elite group in society”
was and still is, as Corbett states, “the unspassumption behind many ELT [English
Language Teaching, U.W.] curricula” (Corbett 2023).

Contemporary theories about cultural identity retethe latter as “multiple, ambivalent,
resourceful and elastic” (Guilherme 2002: 125), angage with culture as constructed
and embedded in eomplex process of transformation and interrelatioyn (see Path

Two). What is important for us at this stage isuhéerstanding of the identity of language

learners as ‘multiple’ and ‘ambivalent’. This chang perspective enables a replacement
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of the common aim of the ‘native speaker competewtth the aim of the intercultural
communicative competence, which focuses on being Between’ cultures and
understanding the multiplicity of intercultural expence. Byram points out: “Acting
interculturally presupposes that one is aware fémince and similarity and can decentre
in order to help others to act together — or indeedct oneself with others — in ways that
overcome obstacles of difference” (Byram 2008: T®}this turn, the role of the language
learner itself was promoted to raediator “between different social groups that use

different languages and language varieties” (Co@3: 2).

Additionally, language learners are recognised radividuals with particular sets of
knowledge and meanings who do not need to adagpigw languagand a new identity.

In other words: language learners are not ‘emptyemventering the classroom and

are already proficient users of language and itrariof a rich culture.
Extending their proficiency should not entail déroathat fact, but rather
their current proficiency as language users antiallbeings can serve as a
launching-point for their further education. (Cati#2003: 28)

However, and as | mentioned already, this shifaisnovement in progresgnd the
interaction between research input and classro@ttipe has room for improvement (see
Epilogue). This brings me to the matter of how lsge learners engage with

interculturality and intercultural language leagnin particular.

Acquiring competences and skills

The five savoir’s

In his groundbreaking bookTeaching and Assessing Intercultural Communicative
Competence (1997), Byram explains the model of ‘intercultur@bommunicative
competence’as “a description of the components which contgbta the ability to
understand and relate to people from other coumntriehe model intends furthermore “to
be a comprehensive and rich description of whaggsiired in the most complex and also
the most favourable circumstances of intercultw@ammunication” (Byram 1997: 5).
Byram’s book, which was published in 1997 in theldhe of global and social changes, is
still today highly influential, particularly in itdetailed parameters of how to measure and
assess intercultural learning in an educationatecdnThe reasons for the success of the

model lie as well in the ambitious implementatidnntercultural elements into language
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learning concepts and in a much needed step bettodvell-known dichotomy of

‘language versus culture’.

At the heart of Byram’s model are the ‘five savsir'which circle around the three
elements oknowledge, skills, andttitudes(Byram 1997). The French word ‘savoir’ can

be translated as ‘to be aware’ or ‘to know’ andasegorised into five sub-themes:

e savoir étre (attitudes);

» savoir comprendre (skills of interpreting and reig);

e savoir apprendre/faire (skills of discovery anckrattion);

e savoir s’engager (critical cultural awareness/paliteducation); and

» savoirs (the knowledge dimension of intercultuearhing) (Byram 1997).

These savoir's have to be actedorder to bring to life changes in skills, attlas and

knowledge and to form eventually what Byram ternmstercultural communicative

competence’. This competence consists of three ezltsna) linguistic competence; b)
sociolinguistic competence; and c) discourse coemupet (Byram 1997:48). Whereas the
form of linguistic competence captures the ability produce and interpret language
successfully, the second sociolinguistic form com@des on the skill to extract diverse
meanings formerly taken for granted and to negstthbse with interlocutors (whether
native speaker or not). Finally, discourse compmeentails the development of those
strategies, which are in need to interpret “conesst of the culture of an interlocutor or

are negotiated as intercultural texts for particplarposes” (ibid.).

Language learners, in this sense, learn how toaextmeanings from intercultural
encounter in linguistic, discursive and social waysl engage with interculturality based
on the development of knowledge, skills and atggidsuilherme summarises the contents

of Byram’s model while arguing that the

main target for the foreign language/culture ledtaacher is no longer to
imitate a circumscribed and standardised model oatave speaker (...).
Instead the focus is on the interaction betweetu@llactors that is, on the
intercultural encounter. (Guilherme 2002: 124).

The following figure is an excerpt from Byram’s Boavhich shall summarise the main
features of intercultural communicative competeand visualise the interrelation of its

elements.
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Figure 8: Intercultural communicative competencgByram 1997: 34)

Becoming critical citizens

On the first day of a beginners class in German I normally paint a large cross with four
arrows on the blackboard, fitting a capitalised “W” right at the centre. I ask the
students what the ‘W’ could mean, while giving the hint that language learning, in its
beginnings, is all about this small letter. “Wie heilen Sie?” (What is your name?),
“Woher kommen Sie?” (Where do you come from?) or “Was sind Sie von Beruf?”
(What is your profession?) — by chance, most of the question words in both English and
German start with a ‘W’ and form the spine of the first lessons on a new language: it’s
all about asking questions. The aim behind those questions is obviously a simple one: to
give students the ability to introduce themselves, or, in other words: to explain their
identity. In this case, identity is jotted down as one’s knowledge about the country of
origin, one’s name and one’s profession. However, as teachers we want to give language
learners the tools to explain and present themselves beyond those informative elements
and within their own individuality and contexts. What language learning can give is
the possibility of independence, and what intercultural language teaching can then add

is a developed sense of critical awareness.
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As Claire Kramsch stated in her influential bodgkontext and Culture in Language

Teaching(1993), language learning is about a critical ften of identity and about the

need to understand others, to understand yoursedf, make yourself understood. One
approach to include these notions in concepts w@fanltural language learning is the
model of ‘critical citizenship’.

Starting in the 1990s and developing from the @ujhical foundations of critical theory,
the political dimension®f cultural and intercultural learning were addesbin response to
the internationalisation of educational systemsthedyrowing importance of transforming
identities within globalised societies. Manuela IBeime, in her boolCritical Citizens for

an Intercultural World (2002), points out that “education is always pcdit and the
disciplines dealing with language and culture ereme so because they involve issues of
identification and representation” (Guilherme 20024). Developing an eye for injustice
and an unbalanced distribution of power is thethatheart of ‘critical cultural awareness’
This awareness implies the understanding that reuisi not something we possess, but
something that changes and shifts within differesalities of equality. The aim of
intercultural learning is in this turn to deal mally with representations of ‘one’ culture
and develop “a new perspective taken by Self afeiQtowards oneself and towards each
other” (Guilherme 2002: 167).

The ‘intercultural speaker’ of Michael Byram’s wdbkcame, under Guilherme’s analysis,

a ‘critical intercultural speaker’, who

must be aware that the process of modernisation jas] made societies
more interdependent and populations more intemctiv..] S/he is
conscious that national/ethnic cultural identitée made of both persistent
and changeable components whose articulation agapticular forms and
meanings in specific circumstances. (Guilherme 22Q2)

In short: this concept illustrates the ways in whiatercultural education deals with
elements of diversity, identity, and equality asliwas with the practice of raising
questions. Critical thinking, as bell hooks poiatd, pleads for a vision of transformative
and emancipative learning beyond borders andtisisrsense at the heart of change:

Critical Thinking involves first discovering the whwhat, when, where,
and how of things- finding the answers to those eternal questionthef
inquisitive child - and then utilizing that knowledge in a manner that
enables you to determine what matters most. (h20k8: 9)
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Being ethnographers

What Marian described earlier as ‘immersing’ in anduage is widened within an

ethnographic approach of intercultural learningtie immersion in the (inter-)cultural

spheres of a society. In Chapter One | considdnedmay modes of intercultural living

became an integral part of current industrialisecieties in the same way as practices of
diversity became a feature of everyday life. Wherdhe concept of intercultural

communicative competence (Byram 1997) values tHe af language learners as

mediators of meanings mainly through communicatibis, concept understands language
learners as ethnographers, and includes as sucldithensions of experience and

observation. Roberts et al., in their bodlanguage Learners as Ethnograph€2001),

describe ethnography as

the study of a group’s social and cultural practideom an insider’s
perspective. It [...] combines both an experientdément in which
ethnographers participate in the life of a commynand an intellectual
element, in which theoretical concepts are usedlzen developed, in order
to ‘write culture’ (Clifford & Marcus, 1986). (Robis et al. 2001: 3)

Ingold adds that this description of “lives of peopther than ourselves” should happen
“with an accuracy and sensitivity honed by detaibdbdervation and prolonged first-hand
experience” (Ingold 2011: 229). As ethnographersasie how do we recognise ‘other’
cultures? What is the incident that lets us feat the perceive intercultural matters or that
we learn about them? Intercultural language legrninderstood from this perspective
exceeds merely cognitive approaches and buildsndmodied and sensory experience —
themes that will reappear during the course of tihissis as its central elements.
Additionally, the ethnographic approach visualibese the ways in which the field of
intercultural language learning and pedagogy basrovarious elements from other

disciplines in order to become itself an intergpdiciary enterprise.

Barro et al. describe this move towards observing experiencing within intercultural

language pedagogy as follows:

The notion of the language learner as ethnogra@vesits ‘communicative
competence’ [...] and uses the idea of learnereniaking an ethnographic
project as a means of linking language developraedtcultural learning.
(Barro et al. 1998: 76)

Although the classroom is still an essential cefdaregguiding and discussing ethnographic

observations of students, the location of learnimgunderstood here as outside the
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classroom and in everyday life, be it in the sgeetarkets or coffee shops in both foreign
and home countries. The ethnographic approach aig@elis based on the critique that
being in an unfamiliar environment does not neadgsaean that intercultural learning is

an “automatic outcome”, as Roberts (2003: 114) makear. The ethnographic aim to ‘see
with new eyes’ engages with this critique whiletiighting the centrality of ethnographic

tools (such as observation and description) in rotdeperceive practices of meaning
making and formally taken for granted notions inmmre conscious way. Shaules

summarises:

One of the ‘dirty little secrets’ of interculturatlucation is that experiences
abroad don't always raise the awareness or tolerafsojourners. They
can also reinforce stereotypes, make sojournetisatror dismissive of the
people they meet and cause them to denigrate elifess. Worst of all, this
usually happens without sojourners realizing ihg@es 2007: 2)

To conclude, ethnography lies at the heart of cutidmral language learning and tries to
approach culture through experience and throught desrtz called ‘thick description’
(1973). Learning ethnographically about culturanderculturality shall invite the learner
to immerse and connect with the people, placesdarase cultural practices encountered

on the ‘fieldsites’ of intercultural language |eisun
Languaging

In her book,Learning the Arts of Linguistic Survival. Languagirmourism, Lifg2007a),
Alison Phipps states: “Intercultural communicatisthe human struggle to make meaning
culturally and dialectically out of relationshipstiveen people, places and praxis” (Phipps
2007a: 19, original italics).

I am alighting from the bus to Midan al Tahrir, the bustling centre of Cairo’s
downtown. It is hot, probably around thirty-five degrees and I am feeling the sweat
running down my back. Someone is passing by me and saying “Welcome” and “You
are beautiful.” I ignore him, fixing my eyes to the far horizon. “Aisa scarf ya madam?
Ten pounds, ten pounds!” “Have a look on my papyrus!” I am heading straight and
with steady steps to my target, the tube station. Once I am home I relax and think
about the happenings. I am in between notions of blaming myself for being ignorant,
disrespectful and stressed and notions of frustration for not being seen as an individual

but just as a ‘blonde object’.
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Phipps describes the development of the term ‘lagog’ as follows:

The term ‘languaging’ is one that | have developegether with Mike
Gonzalez (Phipps and Gonzalez, 2004). It has bsed before in different
contexts and at different times in history. It egest for us out of the
process of struggling to find a way of articulatitige full, embodied and
engaged interaction with the world that comes wivenput the languages
we are learning into action. We make a distinctimtween the effort of
using language that one is learning in the classroontexts with the effort
of being a person in that language in the socia araterial world of
everyday interactions. (Phipps 2009: 661)

The concept of languaging describes intercultiaagliage learning as “a life skill. [...] It
is inextricably interwoven with social experiencéiving in society — and it develops and
changes constantly as that experience evolves lzantges” (Phipps & Gonzalez 2004: 2-
3). Languaging consciously includes the realm dtefaclass activities’ in intercultural
learning, highlighting the fact that languageslasned and embodied in the whole social
world, not just in the classroom. Intercultural daage learning is in this turn not about

abilities, it is about how people are (Phipps 2007a

Languages dwell in people. It is people, not thegleges themselves that
make the difference. It is people who learn anceland language. To

continually objectify the technological power ohtuages [...] means to

miss the heart of the matter. It is people who kmther languages. [...] For

us to live together in ways that prosper one amotfeeneed to be able to

listen, and speak, intercultural and in ways thatndt see language as a
barrier. (Phipps 2007a: 167)

Language learners are furthermore understood agukgers’ who “move in the world in a
way that allows the risk of stepping out of oneébitual ways of speaking and attempt to
develop different, more relational ways of intenagtwith the people and phenomena that
one encounters in everyday life” (Phipps 2009: 6&l)anguage learning praxis, which
sees and understands intercultural experienceara®fpa holistic process, and embodies

emotions within everyday lifprocesses is at the heart of the concept of langgag
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f ;arah remembers her first moments in Argentina ¥atg a long flight from Australia as follows:

| remember meeting the coordinator of the schaghé going to be volunteering at, she said, ‘oh,
we've been really expecting you’. And | was likeu'ye been really expecting me?’ And then later,
| realised that in Spanish that is translated toking forward to seeing you, being excited about
seeing.

Those first moments of her four-month volunteergoam in Argentina were the result of Sarah’s wish t
“learn a language.” As she explains “I was likestis my goal for my gap year and I'm going to ¢tlaSo |
got involved in this volunteer program and threwsedf/in, and it worked.” She says that at the beigig, “I
didn’t know any Spanish, and | went and lived whis family. The mum knew very basic English, tfasld
didn’'t speak English, and the girl was eight domean, she didn't speak English, he didn’t speaglih, so

| pretty much had to learn it if | wanted to comrimate with the people | was living with. Yes, it svpretty
intense and it's hard doing it that way, but it made love the language. And then | came back ariest
it.”

Our conversation follows Sarah’s first months irgé&ntina and Sarah tells me about her way of orliegta

in Mendoza:

S I'd get on buses and they would say somethingepl’d ask them a question and they
would give me the answer and | wouldn’t understahat they are saying and just go and
sit on the bus and hope for the best. The amoutimafs | got lost and went into some
scary places on buses, and just wait ‘til it kiffdtwoped that it goes back to where it came
from. [...] | didn’t really have anyone | could daither, you know, you just have to hope
that your sense of direction was ok. And it isntbaristy area | was living in, you know,
the tourists didn't go there. It was just [...] lers and supermarkets, the local gym, which
was interesting and yes, that was it.

U Did you have a feeling for place or did you getemse of place?

S Definitely. I'd go on different walks and it wgsod. [...] It was a huge city, really spread
out. [...] I didn't really get such a great feelrfthe city because it was huge, but in my
neighbourhood, yes, | had a really good orientation

I am curious whether she had a ‘favourite placeMandoza and Sarah chuckles: “Yes, well, stupidly
Starbucks. We loved Starbucks [...] it was the ordffee shop you could go to so we just... we wouwdd g
there a lot. And there was this taco stand nearhowyse that did the most amazing tacos, hand-pressed
tortillas. | loved going there and you eat just atittle crate in the street like this, and it's §esh and
delicious and cheap and all the locals are thdmat'3 when you know you're in a really differentipé. Yes,

we would do that a lot. A lot of tacos were eafemsay the least. | really loved it.”

In the following, Sarah describes her impressiofighe time- and daily-life structures in Argentina,
explaining how she had to get used to the lateed®)rwhich were sometimes at 11:30pm, and how she
wondered about the children being awake until tatgoing to school around noon. All in all, she s#yat

the different structures she experienced,

made me really appreciate family actually, becatlrgsy were so close in how their family worked,
and it, yes, it gave me more confidence, definithlgt to go out and be like ‘Oh, | can go into som
scary situations’, scary just because they arearhifiar, and | will be fine. And you can get by,
you've just got to try, see how it goes. So | thireally did give me a thirst for travel. I'm byo
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means a hard core adventurer and | never was. Bdefinitely feel like it gave me a lot more
confidence. And the Spanish, | feel like, is a hagféevement being able to speak another language
for me, that’s just so special.

One central element of Sarah’s intercultural exgre® in Argentina was the feeling of standing out:

My first experience was being picked up by thigalyi bear man who was the coordinator of the
course, and he was waiting for me at this tinydittirport that | flew into, and it was a horrible
flight because | get really bad motion sicknesdd Ao | was feeling sick and this guy was like ‘Oh,
Sarah!” — and your first experience is realisingthmuch you stand out and that was something that
stayed with me [...]. Just always standing out, amd jyst look different to everyone else. And they
really notice. They stare at you and it's... yesthsat was my first impression.

Sarah experienced her visible appearance up tpdim that she “hated the fact that wherever [sheit,
[she] really stood out.” Even speaking the langudgk not change this perception, and Sarah goes on:
“Regardless how good my Spanish was people knewl thas a foreigner from the get go. | think onagot
mistaken for an Argentinean which was like the namstizing moment of my life, but usually they knest]
from looking at me. Like a word wouldn’t come odtroy mouth, they knew | was a foreigner. That kafd

gets to you, because you always feel like an oetsid

I am wondering whether, next to this feeling of fgpian ‘outsider’, Sarah experienced any ‘magical

moments’ during her time in Argentina?

Yes, | suppose in Argentina when | went to a bayhdinner with the family. They eat these crazy
little sandwiches and just ate the weirdest thirfgsd it's just so strange how they do everything so
differently, and they are all talking. It's juské a family dinner at home for me. But the setting
completely different, the language is completeffedint, the food is so different, but for me that
was really like a... and | remember going homehia ¢ar, and | actually got really homesick. So it
kind of goes hand in hand when you feel like yauraally there. It makes you go, ‘I'm really not at
home’ [...]. It was really, it was different, it wamazing the whole time.

Sarah describes the ways in which her intercultexpkrience enriched her as a person:

I think by virtue of us all being young studentseachange we were all very open minded. Well. Not
all very open minded obviously, but to an exterlting to try new things. And you realise that
humour does transgress boundaries and you havesdahee kind of people from every kind of...
There are similarities within countries, within twrles, they are not so fixed. And | really founal th
you would meet the same kind of people in evetyreul
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Figure 9: Sarah’s mind map

From the notebook: An intensive theme in Sarah’s experience is thénaif ‘standing out’. The symbols
of her body interconnected with a particular space its inherent meanings she was moving in. Sysnbbl
the body do play an important role within interowdil language learning processes and remind usshrowg
the influence of the visual perception is withire therception of our environment (Ingold 2000). Wisat
additionally interesting in Sarah’s walk is howusitions can be described at the same time as gstramd
‘amazing’. Intercultural experience, it appears)raat be divided into solely ‘good’ or ‘bad’ experiEes. In
other words: there is nothing like only successfulonly failed experience- it is always an intertwined
mixture of the both. What Sarah’s mind map presenthen the importance of physical elements, sagh
food, the beach, the weather, the transport, anfbrsl. for the intercultural experience, as wedl their

interwoven nature with more bodily forms of inteltaual encounter, such as ‘standing out'.
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Chapter Three: Re-enchanting intercultural language

learning

Figure 10: Re-enchanting intercultal language learning

The concepts | have developed to form the presaterstanding of intercultural language
learning beg empirical questions. What happengantjze, in both the classroom and the
everyday learning fieldsites? Are the approachesgnted — intercultural communicative
competence, critical citizenship, ethnography amjliaging — able to prepare language
learners as authentic and critical interlocutors®@l Anore importantly, to what extent can
the classroom prepare the language learner to ergyadjinteract in everyday encounters?
Do the curricula of schools, universities, languaggitutes and departments of adult and
continuous education enable the teaching of cultama intercultural matters as a full

subject in, for instance, a two-hour class oncensk?

The questions listed above are of a critical anghllyi important nature; however, to
answer them all is beyond the capacities of thesith The need therefore arises for a
clarification of the focus as well as the positiamiof this research and thesis. In the
following | concentrate on three premises, whiah lzeised on the thoughts of the two latter
chapters on interculturality and intercultural laage learning concepts. Those premises
function as stepping stones for guiding this redean its general direction and argue for

the need to re-enchant public understandings efdntturality and intercultural learning.

I chose the term ‘enchantment’ because it recaliatWPhipps describes as “not a fixed
state, but a way of working with words, at the tegs of memory and perception to meld a

future that may enchant what has never been eredhaartd re-enchant where the spell has
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been broken” (Phipps 2007b: 6). To re-enchantriege of interculturality means then to
provide a changed perspective on the intercultexglerience and to critically reflect on
terms that shape the understanding of reality ienofone-sided ways. After all, the
‘working with words’ as well as the ‘melding of atéire’ Phipps describes as the heart of
enchantment are at the heart of language educatidrits ontological aims. It is through
the following three principles | speak back, intpdap comments concerning ‘failed
multiculturality’ in Europe (given that David Canogr made an almost identical speech
four months after Angela Merkel's speech) or to thederlying assumption of
interculturality as a problem to be solved. Itaghese three premises that | now turn.

Positioning and objectives

Giving voice

An important question arises from the thinking abimtercultural language learning: to
whom are concepts speaking? Is the audience ofin&tance, Byram’s concept of
intercultural communicative competence sitting ¢w tfront desks of classrooms in
schools, institutes and universities — that is dg, s1amely teachers? Or is the audience
mainly that of an academic researcher? Or is b eiecdent, learner and sojourner, who
engages with the thick of culture and language evsiiarting this journey in the language
classroom? In general, all of these forms of aumierare and should be part of language
education models but they do play different roled are addressed in quite varying ways.
The literature in the field suggests that muchhef academic writing is indeed addressed
to teachers as the interface between academic pnaed the learners themselves.

This thesis focuses on the intercultural languagenier and chooses the perspective of the
intercultural learning experience. The languagenieais as such both the key point of
interest and the subject of this thesis. The mahémcounters with intercultural language
learners | share during this research came aboulistgning to the voices from the
‘intercultural field’ (Phipps & Gonzalez 2004), ertn | develop throughout Path Two in
detail. One reason for choosing this perspectiweld@s in correspondence to the often
invisible and unaddressed interface of academiceajuts of intercultural learning and the
actual worlds language learners live in. The tramsétion of classroom knowledge into
everyday learning processes moves into the cehtaemtion, followed by questions such
as: how does it feel to become a critical citizem,change an attitude, to acquire a

competence, or to get lost in ‘deep culture’ (SBal@007)? In other words: what happens
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when the language learner leaves the classroomtihtpackage, we as language teachers

send with them on their way?

Let me recall the argument in Chapter One: in waatshape and form ‘the’ intercultural
appears and visualises itself, it needs to createce of its own and tell its stories of how
it is to be intercultural or to live in a multicukal world. This is the aim of this thesis: to
practice the art of listening to the stories larggudearners tell and value the lived

experience of interculturality. Kramsch reminddinally that:

In our times of increased migrations and displaggsjevhen globalization
enhances what Pratt (1999) calls the ‘contact Zoaed the ‘traffic in
meaning’ (2002) among individuals and communitiess important that
we look in richer detail at the lived experiencésmultiple language users.
(Kramsch 2009a: 2)

While focussing on the interface of the languagener and the ‘real world’, | am aiming
to minimise the form of distance often created lmnaepts and their more or less
‘technical’ language or methodologies. Asked ablmistidea and understanding, of the

term ‘intercultural learning’, Joshua states thHfeing in our interview:

Words like that often, sort-of distance you maybenfthe idea, or the experience.
When you say an ‘interculturality’, it's sort-of aabstract concept, but you're
really just talking about the interaction betweartares.

Though concepts are by nature at a distdodde realities they are describing — there is
still a need to create models in order to imprasaeriing and teaching while implementing
those models in practice. Between the academicemiscand the learner in his or her
individual life-world lie a bundle of processes e@lements, which de facto remain silent
and can give the impression that the actual warliehtercultural learning takes place in a

different sphere or planet. Atkinson argues in ihgtance:

Cognitive scientists have now begun to questiorr theld’s founding
premises, and a richer, more complex interdisagpli® emerging. They
increasingly find that understanding the mind/bmaieans studying it in the
body, and understanding the embodied mind meadyistyit in the world;
and this is simply because the misdn the body and the world. (Atkinson
2010: 618-619)

In other words: amwarenesof the distance between concept and learning expEy is
essential in order to overcome this distance. Atacleoncepts have to constantly re-

connect to the actual ‘field’ of learning and te tflearners they are referring to. Addressing
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the intercultural language learner as a form ofienme during the writing of this thesis is
then another attempt to decrease the distance vefl liexperience and conceptual

frameworks.

Beyond functionality

To re-enchant intercultural language learning mehes as well to speak back to those
voices that are limited to being simple tools segvturrent global demands and which do
not value the ontological possibilities arisingrfrantercultural education and encounter.
Languages are understood to be in demand as gbathéics are pursued, job markets

filled, and ethnic diversity maintained peacefulRjzvi comments:

In the contemporary era, the volume and speedi@fanltural exchange has
increased at an unprecedented rate, creating gneassibilities of trade,
transfers of technology, cultural cooperation akidnsishes and even war,
than ever before. Never before has there been ategreneed for
intercultural understanding and communication. iBthis understanding is
predicated on essentialist conceptions of cultuagher than within a
pedagogically open framework that explores the dyos of cultural
interactions in any ongoing fashion, then no amoahtintercultural
education is likely to be helpful. (Rizvi 2007a:20

A central paradox is revealed where the needri@r¢ultural exchange in a globalizing
and interconnected world is growing steadily arelghssibilities for teaching languages in
a hazard-free-zone without funding barriers, antetiimits, and skill-based approaches
are decreasing. Additionally, the influence of pgliand funding cuts, and the re-
organisation of university structures, school auia, and so forth, lay heavy weight on
language education, but are not the only sourgeessure. Interculturality is supposed to
enable stakeholders to evaluate ‘outcomes’ in thestream global educational project.
What these approaches to intercultural educatiah laarning do not consider is that
learning languages in an intercultural way invol¥as more than creating competences
and skills. It goes to the heart of the learningcpss and the journeys of daily encounters

of meaning making and creative discovery.

Furthermore, the perception of interculturality ishanging significantly in an

interconnected and mobilised world as Marian’systeveals:

When my son got married, and they got married imgKiPark in Perth, it was in
April, very close to Anzac Day [Memorial day folldéa Australian soldiers, U.W.].
And where they got married was very close to the M&morial from the Second
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World War and | went, oh my Gosh, because thrémofriends from Japan came,
dressed in beautiful kimonos and I'm thinking ‘W&ajoing to happen?’, and it
was fine. The kids even didn’t know about it, dndi even occur to them, isn’t that
fantastic? We as an older generation we thoughuaidout it wasn't there at all.
So | think that’s part of the young and the newegation and the way everybody
does mix in there. Yes, it is good.

What Marian is describing shows both the historasaects of intercultural experience and
the possibility of conflict, which is in fact an pticit element of intercultural learning.
However, whereas conflicts can be triggered byagerelements of culture and are
represented as such frequently within media-repdrdoes not transform the subject of
interculturalityitselfto a problem of culture clashes, as Samuel Hutttingescribes in his
work The Clash of Civilisations and the Remaking of W@kder (1996). This way of
arguing has left intercultural language pedagoggoht the mercy of political decisions,

which,

while addressing issues that are of immediate jpadatoncern, exacerbate
the problem by creating intercultural communicatidanguages and
translation to be a problem, one which an indusfryechnological fixes

may then grow to serve, rather than taking a dngltierspective on, which
is heavier, messier, requires time to be takemadwaith languages, places,
people and praxis. (Phipps 2007a: 23)

Under this view, processes of intercultural leagrimave their origin in dwelling, growing,
and being intercultural and cannot be understoothinvistatic ideas of failing or
succeeding. Phipps, who refers to both Heideggessay,Building Dwelling Thinking
(2001 [1971]), and Ingold’s (2000) reflections orittegger’s work, describes within her
concept of languaging the process of ‘dwellinganduage’ as the ontological dimension
of intercultural language learning. During the c®uof this research, | followed language
learners in their ontological ways of discoveringgrculturality — a focus indicating again
the critique of intercultural language learningaamere problem-solving activity. Byram
touches these ontological forms of learning withims concept of intercultural
communicative competence through the notion ofdgaétre’ (Byram 1997) Determining
the latter as the ‘nature of the processieimtercultural communication, Byram divides the
latter into a) skills related to interpretation atitk establishment of the relationships
between aspects of the two cultures; and b) skillsliscovery and interaction (Byram
1997: 33). However, there is a significant absenithin academic research regarding a
deeper understanding of what ‘savoir étre’ is aloaictual experience.
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Widening the scope

The final step in re-enchanting the image of intéiczality within this research is based on
a change of perspective regarding the theoreticdl raethodological framework of the
undertaken research. Kramsch gives an overviewowf (ntercultural) language learning
has been researched so far:

Second Language Acquisition (SLA) has traditiongliiyen more attention
to the processes of acquisition than to the flesdHalood individuals who

are doing the learning. It has separated learmensds, bodies, and social
behaviors into separate domains of inquiry and istuchow language
intersects with each of them. [...] [N]ot only hamdaage been studied
separately from its affective resonances in theidsoaf speakers and
hearers, but it has been viewed as a transparehnamtral tool for the

formulation of thought, for interpersonal commutica, and social

interaction. In part because of its rationalityitefgrammar and the logic of
its vocabulary, language has been taught and léamastly as a tool for
rational thinking, for the expression and commuitiica of factual truths

and information, and for the description of a stadshd commonly agreed-
upon reality. (Kramsch 2009a: 2)

For Kramsch, research on intercultural languagenieg is in need of theoretical and

methodological tools that enable perspectives beybase ‘stable and commonly agreed-
upon realities’. It needs furthermore to open tiexigdlinary field of this research and

enlarge the scope of intercultural language legrmhile moving beyond its rational basis
and information-centred approach. In a similar y@arbett calls

for an inquiry into cultural practices that resgeano disciplinary
boundaries. Such an inquiry would draw upon literstudies, sociology,
history, anthropology and linguistics, and it coalsl easily stand alone as
form part of a foreign language curriculum. (CotI2603: 29)

This attempt asks for a theoretical stance thable to look on experience from a wider
scope and from a holistic, all-engaging perspectives this need for a more holistic
theoretical stance that led to an engagement Wwelréalm of spatial theory in this thesis.
Using spatial theory as a theoretical backgrounelates the opportunity to follow
intercultural experiences of language learners &’ (in their actual learning
environments) and sheds light on teéationship of experience and tpaces and spaces
where intercultural language learning happenshe idea that learning a language in an
intercultural way is not detached from being anihty in this world is a key-premise of
this research and asks for a profound examinatiowlat ‘this world’ implicates in

regards to the space and place of actual learnipgrieences. Tim Ingold raises in his
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book,Being Alive. Essays on Movement, Knowledge andripésa (2011), the following

question:

Why do we acknowledge only our textual sourcesrmitthe ground we
walk, the ever-changing skies, mountains and rjversks and trees, the
houses we inhabit and the tools we use, not to iorerthe innumerable
companions, both non-human animals and fellow hsmaith which and
with  whom we share our lives? They are constantigpiring us,
challenging us, telling us things. (Ingold 2011) xi

In using a spatial approach to intercultural lamggubearning, | am not only turning to the
skies, mountains, rivers and rocks Ingold writesuapbut more so to the role of after-class
activities that Phipps highlights in her conceptlafiguaging as “the effort of using a
language being learned in the whole social wortd,just in the classroom” (Phipps 2008:
6). To follow this perspective on intercultural ¢arage learning through a spatial approach
is a key aim of this thesis, one which | will deyelin the further paths and in
correspondence with the wish to re-enchant thoskerstandings of interculturality that
(over-) simplify (public) discourses or silence tteerse and complex ways of being

intercultural.

Research questions

The questions at the heart of this research —tberahe ‘stepping stones’ of our walk

through the intercultural field — can be preseragdollows:

* How do language learners experience intercultaragliage learning outside
the classroom?

« What roles do place and space play for intercultarguage learning
processes and for experiencing diversity?

« How does this spatial perspective impact on resealbout intercultural
language learning and its methodological framewbdrks

Engaging more closely with experiencing intercutily outwith the classroom means
turning attention towards the ontological as wallspatial dimensions of learning to be
intercultural. Theconcept of intercultural language learning needenwergefrom the
intercultural field itself and is in this sense emiated towards practice and observing
intercultural language learning within its very owgnound: the spaces and plaaas

intercultural encounter. This means that the urdeding of intercultural language
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learning cannot be reduced to simple problem-smusichemes, but must rather focus on

the multiplicity and mobility of interculturalityred intercultural language learning.

The study

In order to present the general steps of this studym adopting the first step in my

teaching practice for beginners learning Germae: ‘iW-questions’. The footsteps of

where, when, who and what illustrate the outlinéhed research project and its developing
nature. Path Three engages then in depth with #thodological assumptions working to

form the shape of the research.

Where?

The study took place ithree stages located in three places: Germany,tEgypAustralia.

| started off doing participant observation Germanyduring an international summer
class for German language as a teacher. Partsesé thbservational studies found their
entry into this thesis through autoethnographictimgs, and additionally have a major

impact on the basic conceptualisation of this thesi

The research undertaken lgypttook form while | was enrolled in an Arabic langea
class, during which time | interviewed a fellow dmmage learner. Additionally, |
interviewed three students of Al-Azhar Universityhavhad recently returned from a
language course in Germany, as well as two befeenggyptians — one who had just
relocated to Cairo after spending six years livamgl studying in Germany, and one who

was shortly immigrating to Australia.

The major part of the research took placeAmstralia, where | conducted the final
fieldwork phase of the research project. As an argk student of Universitas 21, | was
located in the Faculty of Education at Melbournevédrsity, which is why most of the
research participants are students from Melbournvddsity. Some of the participants
were students of a German language class | taaghé &erman Department, others | met
during participant observation in a university clkddled ‘Cross Cultures’. Additionally, |
interviewed language learners whom | met in the ¢lagses for Spanish language | joined
during this time, as well as students who recemrgiyrned from an exchange year overseas
and were contacted by the ‘Mobility Centre’ of timiversity of Melbourne on my behalf.
The timeline of the research was then as follows.
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When?

September 2009
First research stage: GERMANY

Participant observation as a teacher during amnat®nal summer class for

German language for three weeks in Hinterzarten

October 2009
Second research stage: EGYPT

Participant observation as a student during a laggwlass in Arabic
language in the ‘International Language InstitineCairo

Interviews with a fellow learner of Arabic: Karin

Interviews with three students of Al-Azhar UniveysiSafinaz, Sheima &
Dalia

Interview with two befriended Egyptians: Hashim siail

January - July 2010
Third research stage: AUSTRALIA

Participant observation in two language classeSpanish language at the
‘Spanish Cat Language Institute’ and the ‘Lyceumdwzage Centre’ in
Melbourne

Interviews/‘guided walks’ with fellow Spanish leans: Wei, Marian, Deidre
& Vasu

Participant observation in weekly club meetingshef university club ‘Cross
Cultures’

Interviews/‘guided walks’/*virtual walks’ with mendss of ‘Cross Cultures’
Chan, Megan, Hillary, Harry, Andrew & Lilly

Interviews/‘guided walks’/*virtual walks’ with stuahts of the German
Department of Melbourne University: Sasha, GraHaaniel & Adam
Interview with Stephen, whom | met on the Univer&lampus during a
lunch break and who was interested in the thenmeyathesis

‘Guided walks’/'virtual walks’ with students who swered an email request
for participation in my research sent out on mydehy the ‘Mobility
Centre’ of the University of Melbourne to all stunte who had recently

returned from an exchange year: Thomas, Veronashuh, Sarah & Kirsten
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Who?

All'in all, twenty-six language learnejsined the study either through interviews, ‘gulde

walks’, or ‘virtual walks’. These participants carfiem Singapore, Philippines, Australia,
China, India, Germany, Egypt and Hong Kong andeitad to a wide array of countries
for their intercultural experiences, such as AustraGermany, Spain, Japan, Argentina,
Mexico, Scotland, Egypt, France, Netherlands andtias Within their background in

travelling and experiencing interculturality, masft the participants were ‘cosmopolitan
learners’ (Rizvi 2007b, see Chapter Five) and vasesuch the main focus of this study.
The age of the participants ranged from twentyittyseight and all of the participants

were or are learning a language either at uniwemsitin private language institutes. The
languages learned during the intercultural expedsnwere: Spanish, Arabic, German,

French, Dutch, Japanese, Portuguese and English.

How?

This section concentrates on the modeeamruitment of the participantsf this study,
which differed between the different research statjé¢hereas the research in Egypt was
built on personal contacts | made during my yearkg in Cairo as a teacher, the
research in both Germany and Australia needed tedb&blished without any further
relations and can be truly entitled as a ‘snowbgllimode of a growing research project.

Let me explain the latter with a small story:

I am sitting exhausted on a sidewalk on the campus of Melbourne University, which
welcomes all students during introduction week of the upcoming semester. I am new in
Melbourne and new to this University and while I am thinking about my first
impressions, suddenly somebody heads towards me and says, “Hi, my name is Stephen
and I am from Singapore. Who are you?” This small unexpected meeting turned out to
be one of the key moments of my research, as Stephen became not only my first
participant, but told me as well about a university club called ‘Cross Cultures’, which
became one of my focal points to meet language learners and to ask them for interviews

or ‘guided/virtual walks’.

Additional to those coincidental ways of meetingdaage learners was my enrolment in
language classes during the course of this th@sisr the last three years | joined three
language classes as a student, which thereby enhaideto contact fellow language

learners. In the case of Melbourne University, t gotouch as well with the ‘Mobility
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Centre’ of the University, which contacted on myhaké students who recently returned
from a language exchange or from studying abrohd.@mail, which was sent out to over
six hundred students, was a crucial help for figgiarticipants for this study. Finally, | got
in contact with the German Department of the Ursitgrof Melbourne and asked for
permission to conduct interviews with students feay German at their Department,
which was kindly granted. During the course of tisgearch | gained ethical approval from

both the University of Glasgow and University of Igleurne.

What?

Whereas the methodology and ‘method assemblagel @@04) chosen for this research
will be explained in detail in Path Three, thistgmt addresses the spine of the research:
the interview. The type of interview | used waseami-structurednterview, which (as |
highlighted at the beginning of each interview) wgapposed to have more the nature of a

talk or a chat than that of a formal procedureowe(ly-) structured interview.

The research process was subject to constantigasitins, which influenced the set of
interview questions guiding the encounters with ldreguage learners | met during this
study. The transformation of the more or less ogerof interview questions followed the
diversity of intercultural experience and respondechew insights and understandings
emerging from the intercultural field. | started wfith the following guiding questions at

the beginning of the research process, which edolund the themes of language

acquisition, imagination, perception, place anccepaterculturality, and spirituality:

 When did you start to learn a second language dry® w

« What were your imaginations and expectations ath@itountry you were
going to?

* Why did you decide to come to this country?

* What were your first impressions? Do you rememlagrikoments?

* How did you learn about the ‘other’ culture?

* Which role did space and place play — which plaee® significant for you?

* Were you embedded in a social network?

e What does spirituality mean for you?

Towards the end of the research the final set ektjons was centred on the following

themes: imagining, perceiving, journey with thegaage, orientating in place and space,

balancing, moments of magic, and the meaning osgoa enrichment of being
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intercultural The questions | chose were slightly changed irtehainology they used and
aimed to give more space for narratives as weltoasighlight the processuality of

intercultural learning. The main questions asketewe

* How did you imagine the place/country you were gdior?
* What were your first impressions?

* What was your journey with the language?

e How did you orientate?

 How did you balance?

» Were there specific places of significance?

* Did you experience moments of magic?

* What does the word ‘intercultural’ mean for you?

* How did your intercultural experience enrich yousomally?

Chapter Nine gives a more detailed explanationhef form of the meetings with the
participants in either ‘guided walks’, ‘virtual wa&l' or as common interviews. All
interviews were supplemented with arts-based meatlaod visual methods, as outlined in
Chapter Eight.
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PATH TWO

Following the routes of the

intercultural field
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Saarbriicken

I will never wear those two
shirts again

(Hashim)
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ashim is Egyptian. He is a pianist by professiod atudied music in Germany. While supported
H through a scholarship from his home country, henspé& years in Germany to study piano. His
journey within Germany and the German languagdestavhen he was accepted at the Academy for Music
in Saarbrucken (a town in the west of Germany),revtie also learned German at the Goethe-Instifute.
of Hashim’s first impressions of Germany was, is bivn words, “schockierend” (shocking) and a multi-
sensory experience in every sense: the place mt 6 the Goethe-Institute, where he took classes i
German, was “nicht immer sauber” (not always clesarg “hat nur einfach nach Bier gestunken” (jushkt
like beer) with youth standing around, shoutingdigu This “groRe Uberraschung” (big surprise) was at
all what Hashim imagined Germany to be, rather etipg it to fit more with his idea of “ein wundetsines
Land” (a beautiful country) in relation to its neguand its people. He says that he also expectetidds to
be “sehr kuhl” (contained) and “zurtickhaltend” (Baand adds that he was aware of stereotypes sutdiea
bilden keine Beziehung mit den anderen, sind einfgeschaffen um viel zu arbeiten [...], das sie @nganz
genau sind und immer ganz pinktlich, alles musg ganfekt sein” (they don’t form any relationshipih
others, simply live for working [...], they are aws very exact and always punctual and everythasgtd be
perfect). That his experiences with the ‘real Geryhavent towards a different direction is showntire

following passage:

Ich habe in Deutschland etwas ganz wichtiges gelevas ich in Agypten nie gelernt hatte: ich bin
in einer Umgebung von Menschen und die sind einfadhjeden Fall Menschen, egal welchen
Glauben sie haben. Und ich habe sehr viele Ungleihind viele Evangeliken oder Katholiken
getroffen, die mir viel viel lieber als manche Mo waren. Also, es ist mir egal, woran man
glaubt.

(In Germany | learned something very important, aihl’d have never learned in Egypt: I'm
surrounded by people who are simply human beingstevier faith they have. And | met many
Atheists and Catholics and Protestants whom | likeech more than some Muslims. Therefore, it
doesn’'t matter for me what someone believes in.)

This narrative indicates that Hashim’s experience§sermany circle a lot around his ‘being Muslim in
Germany’, as well as through his status as a clalssiusician from Egypt, a combination often peredias
‘uncommon’. A central moment in Hashim’s intercuétl experience was September 11th and how it
affected the way he represented Islam in everyidaySpeaking about his friends at the AcademyMaisic

in Saarbriicken, he mentions:

Ich war immer fiir sie alle [ein] ganz interessanflsema gewesen, weil ich der einzige Agypter
und der einzige Muslim in der ganzen Hochschuler anl diesem Bereich Musik war. Aul3erdem
war ich da doch im Jahr 2001, September 2001, ndielser Katastrophe. Und nach diesem
Desaster, was da in der Welt passiert ist, da ledej Interesse nach Islam, was ist Islam, was
bedeutet das? Was sagt Islam? Was ist der richsigen? Und das war fir mich dann eine gro3e
Verantwortung. Ich musste das richtige... ich hatsucht mindestens das richtige Bild von Islam zu
zeigen. Ich hab nur erklart: was da passiert hat gights mit Islam zu tun, der Islam sagt das und
das und das. Und ich hab immer versucht ein rightiBotschafter fir Islam zu sein, das war fir
mich eine groRe Verantwortung, weil alles, was &tgezogen habe war wichtig, alles was ich
gesprochen habe war wichtig. Wie ich Leute angeigbeke war wichtig, also ich hab immer
wirklich... ich war ein bisschen unter Stress.

(I was always a very interesting topic for themaese | was the only Egyptian and Muslim in the
whole College or in this kind of music. As wellstivas in the year 2001, September 2001, after this
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catastrophe. And after this disaster everybody interested in Islam, what it is, what does it say,
what does it mean? What is the real Islam? That avesal responsibility for me. | had to show the
right... | tried at least to show the right imagklslam. | just explained: what happened had naghin
to do with Islam. Islam says this and this and.tAisd | always tried to be a right ambassador for
Islam, which was a big responsibility for me, besmeverything | was wearing was important,
everything | was saying was important. How | wasklng at people was important. Really, | had
really always... | felt a bit stressed.)

One example of his role as an ‘ambassador of Iskmd how he experienced the raised awareness and
mistrust towards Muslims following September 113hhis story about two dark shirtisat he accidentally

wore twice in a row. Hashim explains:

Ich war immer so unter Fokus. Das war manchmal gemehm. Ich hab einmal zweimal

hintereinander... eine koreanische Frau hat miclkalen mit dunklen Hemden. Das war Zufall,
absoluter Zufall! Sie kam zu mir und sagte: ‘Traghe Muslime Gberhaupt keine helle Hemden?’
Die zwei Hemden habe ich nie mehr angezogen undhatle sie beide mitgebracht in meinem
ersten Besuch in Agypten. Also, ich hab schon gepdass ich immer unter der Lupe war und das
war fur mich manchmal unangenehm.

(I was always so under focus. Sometimes up to rddeof feeling uncomfortable. Two times in a
row a Korean woman saw me with dark shirts. Thas wacoincidence, an absolute coincidence.
She came to me and said, ‘Don’t the Muslims wear layht-coloured shirts?’ Those two shirts, |
never wore them again and | brought both of therokb® Egypt on my next visit. Yes, | did
recognise that | was under observation and sometimat was uncomfortable for me.)

Despite this experience, Hashim tells me “ich wungegefragt, an wen ich glaube und wenn ich dasgfe
habe, das war ganz normal, ganz in Ordnung undemasbektiert” (I was never asked about what lelveli

in and if | said it, that was very normal, alrigimid was respected.) He sometimes got ironical cartsme
about the fastening month Ramadan, such as “wiadtasiu das aushalten” (how can you stand that?), or
“was macht euer Gott mit euch?” (what does your @odvith you?). But Hashim adds that “um ehrlich zu
sagen, das waren ganz wenig Leute” (frankly, thesee not a lot of people who said this). Asked @bou
whether he felt that he really created understandiith his explanations about Islam, he said “mamah
gab es Uberhaupt keinVerstandnis tber Islam, gleitig haben sie aber Respekt gehabt” (Sometinere th

was no understanding at all about Islam, but thexg at the same time respect).

Regarding the ways of talking about interculturdfletlence, he says “wir haben Uber alles gesproctieer
alles” (we were talking about everything, aboutrgtléng), which was a result of, “weil man sich eéh
kommt, weil... wir essen zusammen, wir gehen rauamuasen, wir gehen ins Kino zusammen, wir gehen
spazieren, wir gehen wandern” (because you arengeti know each other more, because... we aregati
together, we are going out together, we are googhet cinema together, we are going for a hike).

Furthermore, he says:

Das war immer ganz schon, das war immer ganz luBtg Kulturunterschied war immer ein ganz
interessantes Thema fir uns. Das wir dartiber gedpo haben, was der Unterschied zwischen uns
ist und es gab immer viele Fragen, die ich gestellhe, die sie gestellt haben, es war immer ganz
interessant. Und wir waren immer sehr mobil, wirltem immer mehr wissen und jetzt habe ich sie
alle eingeladen nach Agypten, sie haben mich aligetaden nach ihren Landern. Es war immer
ganz interessant. Das habe ich nie irgendwo andgsehen. Ich hab das nur in Deutschland
gelernt und gesehen.
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(It was always so nice and always very funny. Thual differences were always an interesting
topic for us. That we spoke about it and what tliferénce is between us, and there were always
many questions, and | asked them, they asked mwasitlways interesting. And we have been very
mobile, and they always wanted to know more, awd Inavited them all to Egypt and they invited
me to their countries. It was always so interestifige never seen this somewhere else. I've only
seen and learned this in Germany.)

Finally, we talked about the public image of thigien Islam and of the ways it is represented tigto the

media. We had the following conversation:

U

So wie die Medien Religion in Deutschland unddpar darstellen und so wie jetzt in
Europa der Islam dargestellt wird, gibt es da Moneewo du sagst ‘das bin ich‘ oder ist es
doch eher ein abstraktes Bild?

Eigentlich geht es in den Medien gar nicht uneirdeine andere Religion aulRer Islam.
Ja.

Und da kommen in den Medien nur negative Sachmmt positive Sachen. Und die
Muslime zur Zeit machen das uns noch schwieriger Die richtigen, die guten, die
normalen Muslime sind nicht so wie das, was siadefetzt in der Welt machen.

Das heisst, die Abgrenzung, die medial durch Medien stattfindet, wird im taglichen
Leben eigentlich gar nicht so gelebt?

Uberhaupt nicht. Ich denke auch tiberall auf dezitvi..] Also fiir mich, Nummer eins auf
dieser Erde ist Menschlichkeit und was Religionedng[das] ist nur individuell.

The way in which the media presents religion ierr@any and Europe, and Islam in
Europe, are there moments when you say ‘this is onés it rather an abstract image?
Actually, if it comes to religion the media dealainly with Islam.

Yes.

And those things the media shows are only negjéttimgs, not positive elements. And what
some Muslims do these days creates an even mfimuldisituation. The right, the good,
the normal Muslims are not like that, what those doing at present in the world.

That means that the polarization the media shewst lived in everyday lives?

Not at all. | think this accounts for everywhémnethe world. [...] For me, number one in
this world is humanity and in regards to religidthis] is just so individual.)

From the notebook: Walking with Hashim means to gradually follow a fjpey that starts from a rather

idealistic imagination of Germany but quickly pas$g current landmarks of political-global debaws;h

as the medial representation of ‘East’ and ‘Weldishim experiences in the course of September 41th

journey of questioning and answering, of suddeing an ‘ambassador of Islam’, and of engaging with

challenges of this task. The label of ‘being a Musls in his case visual through, for example,telng and

fastening — themes that became a central elemdns @fiteractions with Germans in the course oé&png

about everything’. Those conversations were inteemowith everyday activities and the developmenrdrof

interest in the other, which eventually was follaWgy invitations to visit each other in their hoomuntries.

Through Hashim’s journey we see that intercultesgderience happens in between exclusion and imelusi

and circles around complex networked themes suédiths representations, and signs of the body.
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Chapter Four: Mapping the intercultural field

;;”-?‘;_”_._n,;; f—' S
Figure 11: Mapping the inteultural field

Spatial theory and education

Space may be forgotten as an analytical categoey tp questioning, but it
IS omnipresent as an unquestioned category in gwegywe do. (Harvey
1996: 267)

Recently, the engagement with spatial theory amdtime has increased in the realm of
education. Edwards and Usher’'s bo@pbalisation and Pedagogy. Space, Place and
Identity (2000), focuses on aspects of space and placéolods the aim of “developing
interest in the growth of spatial metaphors indiseussion of pedagogy and wider cultural
practices” while highlighting the “increased importe being given to questions of space
in the social sciences and the theorising of spasecial theory” (Edwards & Usher 2000:
2). This transition in perspective happens in twerse of the so called ‘spatial turn’, which
forefronts spatial matter within academic discosr@&=e Chapter Five). Within the area of

education this turn came along with the followimgigque, stated by Peters:

Educational theory is dominated by considerationgnee, by historically

orientated theories, by temporal metaphors, byonstiof change and
progress exemplified, for instance, in ‘stages effelopment’, whether
conceived in terms of individual psychology ...afrmodernisation theory.
(Peters 1996: 93, cited in Edwards & Usher 2000: 31

Peters’s critique was part of a reflection on thecpsses of globalisation and the ways in
which its enduring and all-embracing effects resedavithin the field of education. The
reformed relationship of time and space affectedstinuctures of educational institutions,

which can be seen, for instance, in the establishmé open- and distance-learning
66



approaches, online courses, and the increased denhanlifelong learning as a result of
greater than ever migration (Edwards & Usher 20Q0furthermore, the very essence of

educational practice became an element of questoni

In educational terms, what seems to be implied Hey dpreading use of
spatial metaphors is a questioning, and the pdisgibf a restructuring, of
those hitherto stable boundaries between formaltinél, teacher/student,
classroom/home, print/text/electronic text, edurdgntertainment that play
such an important part in defining educational ¢gsa of enclosure’.
(Edwards & Usher 2000: 46)

The re-structuring of those educational boundaaisd spaces also influenced the ‘global
academy’ and the life and work of academics. Thtedavere re-shaped significantly by
global effects — both in the ways of producing né&mowledge (research) and the
transmission of established knowledge (pedagogy),J@an-Francois Lyotard in his
influential book,The Postmodern Condition: A Report on Knowleddeeady pointed out

in 1984. He argues that the educational systembleas restructured according to a
transformed socio-economic structure, as well asth®y creation of those forms of
knowledge and skills that are needed in the conteanp system (Lyotard 1984).

Unsurprisingly, Lyotard’s thoughts are still valtdday, and the global “spreading of
certain ideas” (Edwards & Usher 2000: 7) falls nimgether with the quickly reshaping

demands of transforming borders, boundaries aniigrusg.

This re-orientation of pedagogy within a wider gidblrame was brought forward through
concepts within the social sciences that incre&giemployed spatial metaphors, such as
Giroux’s ‘border crossing’ (1992), Bhabha's ‘loaatiof culture’ (1994), Spivak’s writings
on the ‘margins, outside in the teaching machid®9@), or Edward and Usher’s writings
on ‘pedagogies of (dis)location’ (2000). Althoudiose concepts span a large variety of
academic disciplines, a central position withirsthew exploration of space is held by the
field of geography, and human geography in pamiculhe writings established within
this disciplinary area influenced vitally criticahinking and critical pedagogy,and
influenced as such many other disciplines. Gregoipts out that “spatial theories are not
restricted to geography, their traditional ‘hombuyt ravel through and between social

theory and are ‘implicated in myriad topographiéspower and knowledge
1994: 11, cited in Gulson & Symes 2007: 1).

(Gregory

Kalervo N. Gulson and Colin Symes, in their boBkatial Theories of Education: Policy

and Geography Matterg§2007), highlight the disrupting effect of spatiddeory on
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‘mainstream’ understandings of education in thautipular field, the policy of education.
They write:

Drawing on theories of space contributes in sigaifit and important ways
to subtle and more sophisticated understandingsthef competing

rationalities underlying educational policy changecial inequality, and
cultural practices. Therefore, examining educatumlicy from a spatial

perspective is not about creating ‘new’ problemssash, but rather it is
about providing explanatory frameworks that, peshapdisrupt

understandings in, and posit new possibilities fiorainstream’ education
policy studies. (Gulson & Symes 2007: 2)

Those new possibilities of thinking about educatiower the umbrella of space Gulson
and Symes draw upon resonate with writings of Dordtassey, who recalls in her

impressive booki-or Spacg2005), the following memory:

When | was a child | used to play a game, spinranglobe or flicking
through an atlas and jabbing down my finger withlmakking where. If it
landed on land I'd try to imagine what was going ‘threre’ ‘then’. How
people lived, the landscape, what time of day iswahat season. My
knowledge was extremely rudimentary but | was catghy fascinated by
the fact that all these things weg®ing on now,while | was here in
Manchester in bed. Even now, each morning wherp#per comes, | cast
my eye down at the world’s weather (100 °F and a@jyoun New Delhi, 46
and raining in Santiago; 82 and sunny in Algieis} partly a way of
imagining how things are for friends in other pksicdut it's also a
continuing amazement at the contemporaneous heteedy of the planet.
(Massey 2005: 14, original italics)

This sense of fascination and the tingly excitenadrgut places ‘out there’ and far away,
the notion of magic, which comes together with weahdt and an urge for discovery, the
homage to place and space as a celebration drdedreams — these elements interrelate
with feelings of distance and closeness, of dityerand movement. However, Massey
argues in her book that those elements are in akactritical perspective, which reflects
about the ‘production of space’ Lefebvre (1991) wsiting about, as well as the
entanglement of space with power-relations (seegtehdrive). In the frame of education,
being aware ohaive imaginations of space and place means: a transfmmsowards
critical thinking about space and an understanadih¢he classroom as a mirror for the
heterogeneity of contemporary global life-worldeeTmany individual journeys and paths
students went on before or while entering the otese have a direct impact on their
learning experience as well as the imagination aailction about ‘their place in the

world’.
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Research about space within education asks thent ahe impact of global spatial
transformations on the process of learning anchemature of education in general, which
leads to a central argument of this thesis — narayinsight thatearning and teaching

exceed the walls of the classraom

Globalisation has highlighted that learning andgued)y are not confined
to the classroom but take place in a whole vaétife settings. Pedagogy,
therefore, now has to be seen in a context widen the classroom in
relation to curriculum, the identity of learnersdasocio-economic and
cultural contexts. (Edwards & Usher 2000: 7)

Edwards and Usher encourage exploring “the poteofiiered by the emergence of
‘location’ as a central interpretative metaphoraconfiguring a notion of pedagogy that
resonates more clearly with contemporary times'w&ds & Usher 2000: 8). This focus
on the emergence of location in contemporary tinsesrucial for our argument that
learning happens in place and needs therefore tbh&erved and understood in regards to
place (I will develop the theme of place as wellohspace in Chapter Five). Massey’s
suggestion to “take some delight in the possibgitit [space, U.W.] opens up” (Massey
2005: 14) is then at the heart of education in gerend intercultural language learning

and teaching in particular.
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The role of space in concepts of intercultural language learning

Figure 12: The role of space in concepts of
intercultural language learning

Because learning, wherever it occurs, is an asgetdtanging participation
in changing practices. (Lave 1996: 161)

The section focuses on questions about the roépade and place in intercultural learning
theories. In short: how is space currently undexto concepts of intercultural language
learning? | would like to present three of the mseiginificant concepts that suggest a
partially spatial perspective. These are: a) spase ‘context’; b) an ‘ecological
perspective’; and c) the so called ‘third space’isl important to note that space as
‘content’ of the language class curriculum will ineluded in the Epilogue. At this point,

the intercultural learning perspective is in theefyground.

Space as context

A look at the etymological background of the wotdritext’ opens up a variety of possible
understandings. Th@xford English Dictionarydescribes it as first known in the fifteenth
century and stemming from the Latin word ‘contektwghich represents a “weaving
together of words and sentences,” a “connection”"coherence.” This meaning widens
over the centuries to the phrase “in the contertl as insight of “what a word means
depends upon its connection in past experience’D(O&line). The term ‘context’ refers

now mostly to the conditions in which a word, thiog meaning exists, and within an
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educational framework is understood as the setiirgnvironment in which learning takes

place or is dependent on. But let me develop tlysraent step by step.

Writings about context within language learning dadguage pedagogy can be found
across a variety of disciplines and are based mainlthe fields of foreign language
education, applied linguistics, and second langwaggisition. Since the early 1990s there
have been significant steps toward including cantexresearch about learning and
teaching in general. Jean Lave, in her arti€leaching, as Learning, in Practi¢¢996)
argues for “the importance of exploring a socidghea than psychological theory of
learning” (Lave 1996: 162), and sheds light on tia@sformingdimension of context as
well as its dialogical encounter with practicBhe writes: “It is useful for trying to focus
on the specifics of changing participation in chaggpractices, most especially on
learner’s changing conditions and ways of partiwngg (ibid.). Within the field of
education, Lave’s influential article introducea ttamous expression of ‘space/context as
a container’ and visualised in this way the una@arding of space as passive and taken for
granted. Space, Lave criticises, is not ‘alwayseher ‘fixed’ regardless of what we do or
of how things change (Lave 1996).

In a similar way, Adrian Holliday's booléppropriate Methodology and Social Context
(1994), is pioneering in the inclusion of sociategries in mainly cognitive-oriented
research on language learning and teaching. Ibdog, Holliday reflects on the impact of
globalisation on education in the 1990s and disisitges between the micro and macro
aspects of ‘social context’. He refers to the micootext as “home-school relation, L1-L2
[native language-foreign language, U.W.] relativ@ss, learners’ attitudes and reference
groups and so on,” and explains the macro conweXthe wider societal and institutional
influences on what happens in the classroom” (Ha{li1994: 13, based on work by van
Lier 1988). Moving on from this understanding, Hiddly argues that the macro social

context

concerns the influences from outside the classradmtch, | shall argue, are
key in helping us understand what happens betweepl@. Although the
final focus, on what happens between people, isantbese relationships
can only be fully understood in terms of the widagcro picture. (Holliday
1994: 14)

Holliday points here towards the interwoven relasioip of the micro- and macro-scapes
of intercultural learning, a thought that is delsed in a similar way by Kramsch:
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The dichotomy between language as an expressiparsbnal meaning and
language as a reflection of the social order igaaly inscribed in the very
way we write about ‘texts’ on the one hand and tegts’ on the other. It
reflects the fundamental polarity of linguistic cbsirse that describes
language use as both the creation of texts andrghap contexts. In order
to conceptualize these processes we use two diffarerds, but in fact they
are, as Halliday and Hasan write, ‘inseparableomsti—- much like the
dichotomies mentioned above are often two sidebefsame coin and act
as such upon each other. (Kramsch 2000: 10)

Almost a decade after Holliday’'s pioneering workchtel Byram and Peter Grundy
describe the developments in research about comtexieir book,Context and Culture

within Language Teaching and Learni(003), as the following:

Context and Culture in Language Teaching and Legris a topic that has
developed in many directions and with consideraigeur in the last 10 to
15 years. The origins lie partly within theory aptactice of language
teaching, and partly in response to the recognitfathe social and political
significance of language teaching. The two are wotonnected. The
advances made in terms of defining the ‘contentaafjuage teaching, the
emphasis on speech acts, functions of languageghendnalysis of needs,
for example, have led to a greater awareness oidesas social actors in
specific relationships with the language they ararding, relationships
which are determined by the sociopolitical and gditipal circumstances
in which they live. (Byram & Grundy 2003: 1)

The ‘sociopolitical and geopolitical circumstanc&jram and Grundy are writing about
summarise the common reference to context asrdition in which language learners
learn and live. This conditional form of contexttied to the classroom as the centre of
attention, and although the need to include théside of the classroom’ is stated clearly,
an understanding of this ‘outside’ is rarely invgsted. Definitions remain furthermore
blurry and space has a more or less passive raléefman underlines this critique as

follows:

Much of the literature on language learning hasdeéento focus, for
practical reasons, on the context of the classroom,on controlled
experimental tasks (Pica and Doughty, 1988; Foatel Skehan, 1996).
Findings from the latter are difficult to generalizo learning in other
settings. (Palfreyman 2006: 353)

It becomes clear that the term, ‘context’, adogseta very open approach that embraces a
variety of understandings, foci and perspectives, (f@r instance, social, political,
geographical, institutional, or personal and indiidl contexts, and so forth) in theory and
research about second language learning. The vaoriégxt is in this sense a quick-to-use

term because of its openness in meaning and reketerteverything out there’. However,
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this openness has a huge impact on the concepé&ndiemt on this term and its related
understandings of reality. Phrases such as Holbdaytside of the classroom’ or Byram’s
‘sociopolitical and geopolitical circumstances’ d@onsider the social context of the
learning experience, but the question wiiere the learning takes place outside the
classroom remains more or less silent and leaves atttual language learnete-

contextualisedPalfreyman states in this regard that

the role of context in the literature on secondylaage learning tends to be
that of a ‘container’ (Lave, 1993): it is seen asyere backdrop for a pre-
existing individual learner, and is referred toyom so far as it is necessary
to explain variation in individual performance. (firgyman 2006: 353)

As the question of what a (particular) context lodike arises, so does the need to clarify
the complexities and paradoxes that the term ‘cnitecorporates. Let me take this latter
thought into our next section, which develops atolegical perspective’ on language
learning, a significant shift towards the inclusiohspace, and a re-conceptualisation of

context.

An ecological perspective

Van Lier describes the ‘ecological perspectivethasfollowing:

An ecological perspective on language learningreféa alternative way of
looking at the contexts in which language use amgjliage learning are
situated. [...] The concept of ecology embraces ardy the context of
classroom learning but, more fundamentally, theyvdefinitions of

language, of development, and of mind. It proposesbe a radical

alternative to Cartesian rationalism, body-mind |ldn® and the

anthropocentric world promoted for several centurig replaces these
views with a conception of the learning environmasita complex adaptive
system, of the mind as the totality of relationshijetween a developing
person and the surrounding world, and of learnirsg tlae result of

meaningful activity in an accessible environmewdn(Lier 1997: 783)

Van Lier illustrates here the following: an ecoloaji perspective aims to reframe language
learning as strongly influenced by the complex divérse environments in which learning
takes place. This cognitive approach is in its ficat implications strongly directed
toward teacher training and methodological decisi@king within the classroom and, as
such, provides essential insights into the ecolofyearning and teaching. Already by
1996, Bailey and Nunan directed the ecological geave toward those dimensions that
teachers and learners bring inside the classroadh,stated clearly the need to listen to

such voices in order to explore their identitiesena depth. This movement was based on
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the insight thativersityis a “fundamental component” of language teachinag is “more
likely to be the norm than the exception” (TudoB207).

The ways that space and locality are examined are imspired by complexity theory
(Larsen-Freeman 1997, see as well Chapter Six)aal@hrner-centred approach that is
captured in research about learning strategiesttendexploration of individual learners’
interaction with the learning process” (Tudor 20d3: Complexity theory argues that
learning cannot be observed in isolation from thesl and localities language learners live
in and criticises institutional or political framevks which seem not to be aware of this

shift in perception:

Learners are not ‘simply’ learners any more thaachers are ‘simply’

teachers; teaching contexts, too, differ from onetlaer in a significant

number of ways. In other words, language teachsnfai more complex
than producing cars: we cannot therefore assumethieatechnology of

language teaching will lead in a neat, deterministanner to a predictable
set of learning outcomes. (Tudor 2003: 3)

An ecological perspective sheds light on the ‘nmmesss’ of factors influencing the
practices within a classroom as well as the conmixsx and diverse contextual
backgrounds learning and teaching engages with.ofTuuditicises in this vein the
increasingly mechanised understanding of learnmd) taaching and argues instead for a

conceptualisation of learning asian-linear movement

The technological perspective focuses on potetiialand assumes a fairly
linear relationship between input and uptake. Tdwagical perspective, on

the other hand, focuses on actual realities as dheyived out in particular

contexts. (Tudor 2003: 6)

Tudor adds that

the shift in emphasis from a technological to aal@gical perspective on
language teaching therefore involves a changedridbus of attention, and
therefore a change in what we are primarily coregrmwith when we talk
about ‘language teaching’. (ibid.)

Additionally, an ecological approach encourageymamicview of learning and explicitly

reconnects this view to the “kaleidoscope of dewdiich may often seem conducing,
contradictory and, at times, rather trivial” (Tud2003: 10). A central element is to work
with “situations in their own terms and in the ligif the dynamics which operate in these

situations” (ibid.). This aim, to study situatiodscally, works with the ecological
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perspective, clarifying that “language teaching datning are always lived out ‘locally’,
in the specifics of a given situation” (Tudor 20@: Tudor terms this concept ‘local

meaningfulness’ and rests the ecological approadts@assumptions.

The move toward change in recognising element®ofext and space are made visible in
a study onLanguage Ecology in Multilingual Settings. TowamsTheory of Symbolic
Competenc€2008) by Claire Kramsch and Anne Whiteside. Inirthdicle the authors are
concerned with the so called ‘symbolical competénaeguage learners create while
adapting to the transforming and shifting settiofjtheir individual contexts. Kramsch and

Whiteside argue that

successful communication comes less from knowingthvbommunication
strategy to pull off at which point in the intenact than it does from
choosing which speech style to speak with whomutttat, and for what
effect. (Kramsch & Whiteside 2008: 646)

Here, the choice of speech style is highly conmeatieh the actual location of the speaker
and relates to the complex symbolical elementseitdronment is made of. In other

words:

An ecological analysis of multilingual interactiorenables us to see
interactions in multilingual environments as compl@gynamic systems
where the usual axes of space and time are redrddomg the lines of
various historicities and subjectivities among theticipants. While the
global economy has deterritorilized and dehisteeadithe spaces of human
encounters, participants find a way of reterritiiwing and rehistoricizing
them in their moment-by-moment utterances. (Kran&d&hiteside 2008:
667)

In this regard, Kramsch and Whiteside argue forittodusion of embodied perceptions,
which | will turn to in Chapter Ten. However, thgeme of embodiment is here directed
toward the disciplines of cognitive science andiaobnguistics and mainly aims to

understand the successful und unsuccessful usanglidge. Palfreyman criticises this

orientation of research as follows:

A significant body of literature has developed ceming individual
learners and the strategies which they use to leatim inside and outside
the classroom (Oxford, 1990; O’Malley and Cham@&9Q; Wenden, 1991;
Oxford and Ehrman, 1995). However, less attentias been paid to the
contexts of which the learners in question are d, @and in particular
strategies related to the social context (for exangxford (1990)’s ‘social
strategies’) have been discussed less in later {@hniamot and O’Malley,
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1996) than the more individual-centred categoriés‘cognitive’ and
‘metacognitive’ strategies. (Palfreyman 2006: 353)

Palfreyman adds:

Between the individual and global levels, shapingthbthe flow of
discourses and the detail of dyadic or small-gnotgractions, lies a kind of
social infrastructure: a network of everyday mateand social resources
which shapes the language learning process anctrsacé individuals.
(ibid.)
It is this perspective on space with attentionhi® infrastructure of the everyday that | am
following within the theoretical orientation of thithesis, as | will argue in the coming

section. Tudor’s words are important to note befoowing on to conclude this section:

The ecological perspective [...] has set a more ptexn and more
challenging agenda, one that involves exploringdbep script of human
interaction with the learning process, not in isola but within the broader
context of students’ concerns, attitudes and pé&arep (Tudor 2003: 10)

The important questions for this section are thvéimat impact does this understanding of
the learning process have on the learning expageatlanguage learners and what does it
tell about the place and space where learning tplkese? Before elaborating on these
questions in more detail in Chapters Five and &ixhird influential concept within

language learning theory shall be introduced, treept of ‘third space’.

Third space

The concept of a ‘third space’ is an influentiailntein postmodern theory and one which
has found application in a wide variety of disaiels. The term has its main originThe

Location of Culturewritten by Homi Bhabha in 1994. Bhabha'’s influiehbook inspired

many writers to include the notion of ‘thirdness’theoretical and postmodern thinking,
especially in the social sciences. A prominent thesbout ‘thirdness’ stems from the
American philosopher Charles S. Peirce, who dewslopis semiotic system in 1898.
Peirce distinguished between: ‘firstness’ — theeledf meaning that we get from bodily
and sensory processes; ‘secondness’ — the waysichwve react and derive meaning
from verbal processes; and ‘thirdness’ — the reteti and symbolic processes we go

through in reading signs and identifying pattemd generalisations (Buchler 1955).

In the realm of foreign language education, themief thirdness is used to describe an

imagined ‘third space’ of intercultural awarenessl ainderstanding and the interactive
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solving of common problems (Martinson 2008). Relgemesearch about computer-based
language learning uses ‘third space’ as a metdjoinovirtual space’ and its influences on
intercultural learning and teaching. Theorisinghard space within the field of language
learning and teaching illuminates those elementigarhing that emerge from the famous
dualities of language learning conceptions, suchisael-other’, ‘us-them’, ‘individual-
social’, ‘native-non-native speaker’ or ‘C1-C2’ [fwre one-culture two, U.W.] (Kramsch
2009b: 238). Culminating in a so-called ‘third cu#’, the meaning of thirdness builds on
the breaking out of those oppositions and relatethis sense, not to physical space, but
rather to the symbolical, intangible, and abstsgtteres the term ‘space’ covers. A third

space is therefore

a symbolic place that is by no means unitary, stapermanent and
homogeneous. Rather it is, like subject positiongadst-structuralist theory,
multiple, always subject to change and to the terssiand even conflicts
that come from being ‘in between’. (ibid.)

Kramsch, paraphrasing Bhabha (1994), states thrdh#ss captures an aspect of meaning
that “is already given by our position in the sbsimucture,” and generates a space that is
“eminently heterogeneous, indeed contradictory ammbivalent” and challenges
“dominant seeing” (Kramsch 2009b: 237).

Lo Bianco et al. (1999) recreate the concept ofdtlspace for language education as
follows: they suggest that language learners, deioto understand their own culture and
language contexts (‘first place’), learn about theget language and cultural contexts
(‘second place’), so that they finally develop amercultural competence that has an
impact on communicative choices in social inteawi (‘third place’) (Lo Bianco et al.
1999).

Let me summarise: the concept of a third culturavowes through its articulation of
hybridity but leaves it up to the reader to elaborfairther on how ‘thinking in a third
perspective’ actually takes place, and, more ingmily, what impact spatial
configurations have on those learning processehoAtjh Kramsch is writing about the
“highly context-sensitive” character of third cuku“adapted to the demands of the
environment” (Kramsch 2009b: 239), a clear undeditey of what this environment ‘is
made of and its characteristics is missing. Thesjon remainswhere and how is this

third space emergiryIn order to follow up this inquiry, space hasbt freed from its
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passivity and mainly cognitive realms and be undeds as interdependent with the

practised forms of hybridity of the everyday aslvaslwithin global spaces.

The theoretical orientation of this thesis

We have just seen how in language pedagogy literasiflections about space as an aspect
of intercultural learning appear in a variety ofywayet are not specifically designed or
designated as spatially orientated. Within applieguistics, second language acquisition,
and foreign language education space is seen @tharcontextual condition (context), a
diverse and complex environment (ecological petspE¢ or an abstract space of
intercultural awareness of language learners (@ce). The role of space in these three
approaches ranges from that of backdrop to thatsifaping factor of classroom activities
or an influential element of embodied learning sses. In each case, the questions of the
‘what’ and ‘how’ of spatial configurations and i®pact on intercultural practice remain
mostly silent. A concrete spatial perspectivensthis sense, still waiting to be articulated
and included into the canon of theorisations ofrieey about ‘the’ intercultural.
Furthermore, most of the research undertaken irii¢het of language acquisition is based
on a cognitive orientation, which, by nature, does$ attempt to question categories of
contextualisatiorprior to focussing on mentally-based activities. Palimap (2006: 353)
adds in this sense: “Until recently, conceptuaiaratof language learning in Applied
Linguistic and ELT [English language teaching, UWad tended to portray ‘the learner’

as a relatively decontextualized, cognitive being.”

Based on this critigue about educational concept&Je just shown, | would like to

formulate the following three propositions:

» intercultural learning is not happening in a ‘coné&t’ or ‘on a surface’;
» intercultural learning is not a merely cognitivernoind-based activity; and

* space is not a passive element of interculturahleg.

Let me now formulate the following statemeimtercultural language learning is in need
of a new concept of placéA concept such as this requires critical attention
configurations of place and space in its variousl@soof perception. It argues furthermore
for a perspective that addresses “both the radigalgies and complex junctures” in social
engagement with elements of intercultyRapastergiadis 2006: 197). As stated at the
beginning of this chapter, the term ‘context’ ongily means a ‘weaving together of

words’ depending on experiences of interrelatedditmms, places, and settings in which,
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in our case, language learning takes place. hissdriginal meaning | am reconnecting to
when introducing the terrmtercultural field” (Phipps & Gonzalez 2004).

While it is the purpose of both Chapters Five amdt8 develop the dimensions of the
‘intercultural field’ in more detail, | am here emmgsizing how it is interwoven with, as
well as produced by, practices of language learnansl | suggest using the phrase
‘intercultural field’ instead of the widely usedre ‘context’. The term ‘context’ is in this
way re-conceptualised as a “relatively open andipiulnetworked field”(Papastergiadis
2006: 209) — a field which transforms itself consla In short: the ‘intercultural field’ is:

» experienced and practiced by the language learner;
* located and situated ‘in situ’ and in the multipt@lms of the everyday; and
» influenced by global-spatial transformations, baseadetworks, flows and

mobilities.

In the following sections, | move on to establibis tunderstanding while grounding and

locating the intercultural field over the coursetlué discussions in Chapters Five and Six.
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Lyon

It’s obvious
vulnerable

(Veronica)

that you are

80



V eronica is Australian, with her parents from Greand England. She considers herself someone who
has “always been mixed” because of the migrant dpackad of her parents. She laughs out loud when
telling stories of being perceived as “exotic” bgrhboyfriend’'s parents, who live in the Australian
countryside, or of people in France asking her whg is not blond, as she is “not a typical looking
Australian looking girl.” Veronica went on an exclge visit to France while still in High School folled

by another exchange to France while in Universig. Veronica explains, “in fact | pretty much, when
arriving at the university, was focused on goingamexchange [laughs].” She remembers that her firs

impressions of France

didn’t really match up in my expectations, moreéwese | think my expectations were of what High
School is like here than what it was like therewéts very different [...] because it was winter and
I'd have to get up at 6am and it would be dark @ndas just so... And then we would all go to
school and the kids’ routines were so differenteyltvould go to bars after school, just like totally
unheard of here, and they would all smoke. Buisi$ also different because I'm a city person who
was in the country, and | found that really difficoecause | couldn’t be independent, | couldnt ge
anywhere unless someone with a car could get mates.

Veronica was able to be more independent duringsbeond visit to France because she was locatad in
bigger town: Lyon. One first step she took durireg bxchange was “to put [her] suitcase into storagd
then to get a backpack.” Veronica’s mode of oritingain Lyon was based on the feet: “So | walkeouad

a little bit, like I genuinely just walked and waltk wherever it looks interesting.”

Figure 13: Veronica’s virtual walk 1

She continues telling me about her way of orieotati

| get very attached to places. | think for me, witfon, it was easy because the city is very well se
up, like architecturally it is designed so you aaally understand. | don’t know how to explain this
Like you can see a long way and you can see theewything is set up. | went to Paris four or
five times, but | never felt like | was conneciedhie city because | felt | couldn’t see it allcatce.

It was too big for me to understand, like to makaental kind of picture of [it]. | always felt like
Paris was an unfriendly place because | couldndlisegrasp its geography very well. [...] | just get
the feeling that with Lyon | understood more eachaaand what people were doing there. |
understood the character of each area better bezdusould kind of work out how they are all
connected. In Paris, | couldn't really understandwh people were using... like people were
everywhere but | didn’'t know what everyone was glojou know?
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Figure 14: Veronica’s virtual walk 2

This feeling of connecting to a place through ustierding its structure involved a longer periodiofe:

“because | was in Lyon for a lot longer than | viladParis, | got to see how it changed in the timeak

there. | think this gives you a sense of understand place better if you're watching how thingsbe

over six months from summer to winter and thinge fihat.” However, Veronica’s experiences in France

include as well moments which were “a bit dodgyheSxplains:

\Y

U

\Y

The company put me on the train from Paris te teally small town and just told me to
get off this station and that I'd meet my familgrth And | was trying to get off the train
and my suitcase was wedged in the door and it \adsblecause | just got off the plane and
then a three or four hour train trip and | was $@tl. So | was just like ‘someone help me’’
in English, which was great... And then obvioubly people from the station helped me. It
would have been better | did this in French butstjcouldn’t.

Especially in moments when you are tired...

Yes, and there were sometimes cases with agegessin who would follow you and say
stuff to you and it's really difficult to be able teal with that if you don’t have language
skills like ‘go away’.

That's the really negative side of it, isn't B2cause if you don’t know a place, people can
recognise it from your way of moving.

Yes, it's obvious that you are vulnerable.

I am wondering how Veronica dealt with this vulraligy of the intercultural experience. | said thhtring

my research in Egypt many students were handlingeti'moments of crisis” (as Veronica termed it)

through their faith, whereas | would sit for age®moa cup of coffee trying to make sense of it. oréca

said:

\Y

| think for me, | have a really strong networkfoénds here [Melbourne, U.W.], a very
supportive network, and | think over there [FranteW.] it was a matter of setting up
another network of friends that can support you nvihieu were struggling. [...] | talked to
them, even if it wasn't face to face. That was kihd strategy for me. | think I'm a person
who has kind-of rituals or routines. If you aretjgetting to know a place and you are still
kind of a bit lost and you establish your area,nthy@u have got your own bakeries and
coffee shops, you know parks and things like tliata good way of having something
familiar in that environment. | think that’s the wawas doing it.

So did you have a favourite place where you kypawcan go if you need a treat, or just to
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be happy?

Vv Yes, yes. And | had little things like... theyl lthe Arab patisserie which was close to
where we lived and every two weeks I'd go theregatdlesserts, which was a good thing.
It's good to have little things like that.

Those ‘little things’ helped Veronica to go throutie “ups and downs” of her journey with the French
language, which ranged from feeling “so excitednpethere and hearing and speaking the language” to
stages where, as she states, “I just don't warttetar people speaking French anymore.” She adds that
practices “like setting up bank accounts and thiilgsthat is such a struggle.” On the other harstdviica
found it “great when you see yourself improving dhdt makes it easy for you to deal with people fand

it's what makes it worth it, | think, the hard tim&

Figure 15: Veronica’s virtual walk 3

Veronica concludes that during those challenginge$ of her intercultural experience “it was difficto

have my normal personality without being able tpress myself, like, successfully” and “especiatiyérms
of humour and things like that it is really diffitti | asked her if she still felt that her growirgnguage
skills enabled her to integrate into the Frenchetpc

Well, in my second exchange | did because | wad mére fluent in speaking. You can really see
the difference, the kids over there [other exchastgdents, U.W.] who had very little knowledge of
language, they struggled a lot more because theydot connect with the people and everything
was kind of outside of them, they couldn’t reatifegrate easily. If you are not really accepteibit
difficult to understand, | think.

At the end of our walk, | asked Veronica how hepenences in France enriched her personally and she
answered: “I think especially in this age, | wa$yarineteen, twenty, it was enriching in that iféficult and

it teaches you how to deal with stuff like that drmiv to turn it into good experiences.”

From the notebook: Feeling accepted is what Veronica attaches togbebie to speak the language and
therefore being able to ‘connect with people’. Mayiindependently while walking in the city or gramp
the structure of a town over a longer period ofetiim another element which enables Veronica toreoti
and to gain ‘a sense to understand a place be##rat emerges from this process of ‘getting attelctoe

place’ is a feeling of vulnerability which emerdgesm not knowing a place at first and being unféaniivith
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its language and its ‘mental maps’. Another certttame during our walk were the ‘little things’ atiir
relation to place and experience. The coffee shopise Arab patisserie Veronica talked about pemnéxt not
only as places of significance but as bridges fepace to experience and from orientating to batenci
Walking as such and the everyday locations langleg@ers move in unfold in Veronica's narrativeith

role as central actors within the complex procdsdstercultural experience.

Figure 16: Veronica’'s mind map
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Chapter Five: Grounding the intercultural field

Figure 17: Grounding the intercultural field

Macro no longer describesnader or alarger site in which the micro would
be embedded like some Russian Matryoshka dollabather equally local,
equally micro place, which isonnectedto many others through some
medium transporting specific types of traces. Nacelcan be said to be
bigger than any other place, but some can be edinefit from far safer
connections with mangoreplaces than others. (Latour 2005: 176, original
italics)

To approach the theoretical challenge of groundimg intercultural field | turn my
attention towards the writings of Lefebvre, Tuargddey, de Certeau, de Sousa Santos and
others who give insight to the complex and entahglature of thinking about spatial
transformations. In the course of this chapterll @ncentrate on: a) an understanding of
space and place; b) the role of the everyday; aimtflaences of global transformations on
the intercultural field. The guiding question vbki: what is the relationship between space,
place, and experience and in which way does iecefback on intercultural language

learning processes?
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In situ

Is [...] space an abstract one? Yes, but it is ‘aésad’ in the sense in which
concrete abstractions such as commodities and mareeyeal. Is it then
concrete? Yes, though not in the sense that arctodmjgroduct is concrete.
Is it instrumental? Undoubtedly, but, like knowleddt extends beyond
instrumentality. Can it be reduced to a projectido an ‘objectification’ of
knowledge? Yes and no: knowledge obijectified inr@dpct is no longer
coextensive with knowledge in its theoretical stdtepace embodies social
relationships, how and why does it do so? And welktionships are they?
(Lefebvre 1991: 26-27)

The re-emergence of space

Summarising the manifold dimensions of ‘space’ndeed far from an easy thing to do.
This is not only because of the fundamental phpbstal aspect of space, but also because
of the historically grown and substantial body lbught. Groundbreaking philosophers
such as Descartes, Kant, Heidegger, or Simmeleddahe spine of a theory of space that
was subsequently reflected on in the more receitings of Bachelard, Merleau-Ponty,
Lacan and Arendt, while the conceptual terrain tbpaxl in postmodern writings (most
significantly by Lefebvre, de Certeau, Bourdieulddee, Guattari and Foucault) enabled
the so called ‘spatial turn’ (Schlogel 2003) andrkpd a wider interest throughout an
array of academic disciplines. The ‘spatial turndahe heightened interest in matters of
space and place did not oc&x nihilo.They emerged in an age of globalisation and wide-
ranging political shifts which reconfigured the egdry of space in a complex and
interconnected global world (see Section Three his tthapter). Bachmann-Medick

describes this as follows:

Since the middle of the 1980s, the ‘spatial tusnpart of a new orientation
within cultural studies and social sciences andi¢he ‘space’ celebrates a
renaissance of its own. Reasons for this are glpb#tical shifts, like the
resolving conflict between the two blocks Russia &me USA, and the
opening of borders, economically and politicalljeTidea of a constellation
of global networks based on relationships and d&ieendencies rather than
individual, national actors became quite soon dityeaand terms like
‘networking’, ‘globalised’ and ‘interconnectednes$lourished. These
terms, however, are strongly embedded in the natf@pace. (Bachmann-
Medick 2009: 285, translated from German by U.W.)

This epochal transformation engages a different\aa matters of time and the perception
of history and reality per se. Social realities eveio longer understood on the basis of
diachrony and a consecutive ‘one after anothereyTWwere rather acknowledged in their
synchronyandsimultaneity.Michel Foucault, in his famous ess@y Other Space§l986
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[1967]), describes this epochal transformationrasraderstanding of the world based on a

spatial ‘side by side’. He argues:

The great obsession of the nineteenth century assye know, history:

with its themes of development and of suspensidncrigis, and cycle,

themes of the never-accumulating past, with itaigpeeponderance of dead
men and the menacing glaciation of the word. Th¢ present epoch will

perhaps be above all the epoch of space. We aréhdnepoch of

simultaneity: we are in the epoch of juxtapositithre epoch of the near and
far, of the side-by-side, of the dispersed. We ar@a moment, | believe,
when our experience of the world is less that dbrag life depending

through time than that of a network that connecists and intersects with
its own skein. (Foucault 1986 [1967]: 22)

Although writers such as Foucault gather from #figt that the present era is dominated
by space, other writers such as Soja, Massey am@mhgCaccentuate the intertwined
concurrence of both factors. There are also a laugeber of scholars indicating exactly
the opposite: thdisappearance of spacéhis argument refers to a world where distance is
no longer the ruling category and where the immddransformed communication and
information systems evokes the perception of abaglovillage’. These tensions in the
conceptualisation of space are discussed alongitmaal ideas of space as homeland and
territoriality. While the emerging ‘global spacg)ens up ideological and national borders,
it establishs at the same time new borders, locgpadities, and spatial demands —
boundaries | will discuss in Chapter Six.

Within the spatial turn two dominating directionavie been observed: a) the focus on
historical events and their spatial configuratioasd b) a new awareness of space as a
social and cultural production (Frank et al. 2008). One major shift in perspective that
the spatial turn was based on turns the attentwayarom space as an abstract and
universal set of norms and moves toward thinkingualspace as concrete and experienced
(ibid.). Space and place are understood@sstructed and not as givena thought that
sheds new light on the role of the ‘actors’ witlsipace and the manifold possibilities of
human agency (Frank et al. 2008: 8).

In his magnum opusihe Production of Spadd991 [1974]), Henri Lefebvre formulates
his famous statement that “(social) space is aigdhoproduct” (Lefebvre 1991: 26). He

clarifies that space is not just a ‘container’ mrental space’, but rather intertwined with
social practice, and is, in this sense, a ‘prodatthuman action. While highlighting the

multidimensionality of human practice he argues:
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Social space is not a thing among other things,anproduct among other
products: rather, it subsumes things produced amcbrepasses their
interrelationships in their coexistence and simmdiey — their (relative)
order and/or (relative) disorder. (Lefebvre 1993) 7

Lefebvre elaborates this thought on the relativdeoror disorder of social space while
writing that “every society [...] produces a spaite,own space” (Lefebvre 1991: 31).
Indicating that understanding those spaces canmaebealed solely on the basis of an
understanding of one’s own space, he argues thait iwmeeded is rather “the introduction
of new ideas — in the first place the idea of aedsity or multiplicity of spaces quite
distinct from that multiplicity which results frosegmenting and cross-sectioning spate
infinitum” (Lefebvre 1991: 27, original italics). Social sgain Lefebvre’s understanding,
is not only a product of human practices but a pecodf multiplicity per se and should be
acknowledged as such. In the following discussiaillibring these theoretical thoughts to

the field of intercultural language learning.

Reading in space

Language learners, while ‘reading in’, at firsthdigunfamiliar places, try to decipher the
social practices that eventually form space, placéd, the perception of them. In Hillary’s
case, urban space was perceived as so differanit thas not even recognised as such in

the first instance:

C

What was your first impression of Melbourne d@ewan?

H Oh, when | left the airport, | tried to find theaty, oh where [is] the city?

Where [is] the city? | just tried... because in mynam, cities should be

very high buildings. [It's a] very different styfleom my city, Shenjin.

How is it different?

H My city, Shenjin, [is] very modern, and a verywneity. And the buildings
[are] very, very tall. We have a lot, a lot of higbuildings. But in
Melbourne, different buildings. | just feel... tallilbings. That's why it’s
hard to find the city.

U How do you feel then, comfortable or not...?

H It's different styles of the cities. | find [itfjot really uncomfortable, I just try

to get used to the new city. That's OK. Differatyt.c

C

Space is then closely connected to practice, aveé fust outlined. Let us listen to Ismail,
who tells us how he experienced the different wafyproducing space’ while coming to

Australia:

It took me a while to figure out the more systemaiay of doing normal things
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here. Things in Egypt can be more flexible and nsofgect to the target and not
subject to the system. | had to get used to thagshtake its time. For example,
people told us a situation in Egypt that they ddwdte water in their building. And
they wanted a tank of water and he just asked tlmendan and after half an hour
they will find three big ropes coming down from thef and installing the tank.
This you can't find here. It took me some timedbuged to the differences in my
field, how do they hire people and about the cartraBut generally all in all there
was nothing really serious. And | expected mysdbiethomesick here but until now
this has not happened. And | think now | startedetd more related to the place
and | think now it will be hard to go back to Egygain.

What Ismail’'s narrative highlights here is the esisg element of learning about the
diversity of practices within processes of intetardl learning. Those practices of diversity
and their particular modes of ‘producing space’iatertwined with spatial configurations
around, for example, the ‘system’ or the ‘targas,Ismail puts it. Language learners live,
read, and dwell in space and place — their impoassof what they see reconnects to what
they have learned and what they have experiencttebdn anexperience of diversity
meanings of place and time are reshuffled and reymeed within a formation of
overlapping understandings that can simultaneatahge fascination and shock (which we
will see in the coming narrative of Sarah). As iotdtural language learning is embedded
in a complex and globalised society, those expeegrof diversity are more than ever in
need of being read and experienced on the basmultiplicity and interwoven meanings.
The experience of diverse spatial realities is tivbat enables language learners to engage

with diversity in its various shapes, as the examu Sarah’s experience in Argentina

illustrates:
U How did it look like?
S It was so different.
U Different — in which way?
S Well, like in Canberra, for instance, it's allryespread out, very green,
very pretty. | don’t know if you’'ve been there...
U No, not yet.
S There’s a lot of money, and when | went to Aigarnt was like if | saw a,

like a community — what’s the word I'm looking fdifh thinking ‘barrio’,
which is Spanish for neighbourhood, like suburke lihe one that I lived in,
in Argentina. If | saw that in Australia I'd be sedl, I'd be like ‘oh that's a
really rough suburb,” or whatever. Everyone’s gaird on their windows
and | remember getting there and everyone’s gaddhald school keys that
they go and open the bars on the doors, and thexdars everywhere and
everything is kind-of locked up. And locked away wou know, we, | grew
up somewhere where we didn’t even lock the do@utohouse, so it was
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really, you know, huge change for me, going fronal4af seeing everything
so open and free — and the kind of house | liveédsnust down-sized,
amazingly. But it was good, the food was so differ@nd yes, big shock.

Language learners read in space. They do so thrihwggimaginations and experiences of
social practices they bring into the intercultufigld. It is in this sense that language

learners learn tpracticediversity while re-orientating in space and place.

The perspective of experience

So far | have used the terms ‘space’ and ‘placed iquite undifferentiated way. Here, |
turn to concentrate on what we call ‘space’ andwhgs in which it relates to what we call

‘place’ and ‘experience in place’.

The title of this section stems from Yi-Fu Tuan@ok, Space and Place. The Perspective
of Experiencg2001 [1977]), in which he identifies ‘space’ ampdaice’ as everyday terms

and “basic components of the lived world” (Tuan 208). He explains:

‘Space’ and ‘place’ are familiar words denoting ¢oan experiences. We
live in space. There is no space for another Ingldin the lot. The Great
Plains look spacious. Place is security, spaceeedbm: we are attached to
the one and long for the other. There is no plda@Home. What is home?
It is the old homestead, the old neighbourhood, étomn or motherland.
[...] Space and place are basic components ofuad Wworld; we take them
for granted. When we think about them, however)y tingay assume
unexpected meanings and raise questions we hatvkaught to ask. (ibid.)

Whereas the term ‘space’ carries in itself an alstand undifferentiated notion and is
defined as “an abstract term of a complex set efsd (Tuan 2001: 34), the term ‘place’
corresponds mostly to a specific location. Spacthis sense can become a place “as we
get to know it better and endow it with value” (fhu2001: 6). Tuan points out that when
space starts to feel familiar it transforms intaga. Additionally, when a person feels
attracted to a particular space it transforms pié@e as well. This annotation of value to a
specific place highlights the importance of expareeand the range of factors that may be
part of the transformation of space into place.hWitian’'s idea that experience “is directed
to the external world” (Tuan 2001: 9), | recall mgument that intercultural experience is
not placed in a passive setting or framework, butither based on the mutual relationship
between the two. In their close entanglement wxieeience both terms — space and place

— cannot be understood as separate from each dthegs profoundly interconnected.
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Throughout this thesis | therefore use the ternpmmace’ and ‘place’ synchronically,

according to their entangled status.

When experiencing space and place a vast arraynotionsare evoked and give meaning
to an incident or practice. Experiencing spacées thot only a matter of social practice; it
develops along the lines of imagination and fedlimg attachment or detachmerb

places. Human beings, Tuan points out, tend to eywltoeir feelings, imagination and
thoughts in tangible form and through places (TR@01: 17). Let us listen in this regard

to a moment from the intercultural field:

“Wenn jemand weiss, wo Michael ist, dann bitte ich ihn dringend, es uns zu sagen” — 1
am standing in front of a class of pupils from about ten different countries during an
international summer language course in the heart of Germany’s Black forest region,
pleading with the students in the classroom to tell me anything in regards to the
disappearance of one pupil in my class. The words are hanging in the air and change the
classroom atmosphere immediately. Michael, after saying goodbye to two friends, left
the summer camp the day before, apparently aiming to go into hiding somewhere in
France, deciding not to go back to Ghana, his home country. Nobody speaks and I turn
back to the topic of ‘Perfekt’ as my gaze crosses a large sign placed above the map of
Germany at one side of the classroom — “Willkommen in Deutschland!” it says —

“Welcome to Germany!”

This autoethnographic moment from the intercultural field is just one example of how
different space can be perceived, imagined and governed. For me as the teacher, the
most troubling question in this situation was: did any of my teaching encourage
Michael in his decision to hide and did I in any way present Germany as a ‘too open
space’ (but how could I possibly not have done this)? The colourful lessons about ‘the’
German space I taught in the classroom were in this case very different to the
subsequent days in Michael’s life. Being searched for by the police in Germany and
France, he was finally picked up on a train and brought back to the summer camp.
Although he became the hero of the camp, the organisers of the summer class indicated
that Ghana will most probably not participate in the summer exchanges in the
following year(s). The ways in which Michael attached meaning to ‘German space’ and

acted upon those meanings became the indicator of a new, heavy border and cancelled
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out the possibility of future intercultural exchange for other Ghanaian pupils of

German language.

What this moment from the intercultural field cagtsiis the multiplicity of, for instance,
reading, interpreting, living, regulating, closimgpening, feeling, expecting, imagining or
connecting to space and the extensive results thossices can have. Furthermore, it
exemplifies the relationship of taught represeateti of space to individual ways of
imagining and experiencing space and place. Asuiageg teachers, the forms we choose to
articulate an image of, and understanding abocgrtin form of space (national, cultural,
social, political, and so forth) are crucial inoaling language learners to engage with
either critical or naive imaginations and signifidg transform their understanding of the

spaces and places they are living and movingwnll return to this thought in Path Three.

Open space

Another influential writer tackling the relationphbetween space and place is Doreen
Massey, who, in her bookor Space(2005), criticises the fact that space has raveln
thought about explicitly and that the challenggmce and the imagining of space, opens
up, are not adequately faced (Massey 2005: 7-&sé&khallenges are based on the idea of
nation or nationhood, on claims to the exclusiwty space for a particular ethnicity,
culture, country, race, and so forth. The publiagmnation of space is often characterised
by the assumption that place is “closed, cohernategrated as authentic, as ‘home’, a
secure retreat” (Massey 2005: 6). This understandim Massey's critique, has
“undoubtedly, been the background imagination fame of worst of recent conflicts” —
the conflicts and wars based on the struggle fbygjeal) space and (political) freedom.

Massey raises the following question:

What then if we refuse this imagination? What thest only of the
nationalisms and parochialisms which we might gladee thereby
undermined, but also of the notion of local streggbr of defence of place
more generally? (Massey 2005: 6)

Let me shortly reconnect this ‘failed imaginatiohspace’ (Massey 2005) to our earlier
story of failed multiculturality in Germany — a wment based on the grounds of
exclusivity The impact of political speeches as such is enasvand shapes not only the
perception of German reality of so many people [(gwaide), but also label elements of
multiplicity and diversity as a threat for ‘the’ @ean identity and society. Now, this

interpretation might sound exaggerated, but it wast an element of truth: the
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conceptualisation of ‘German space’ as limited ardusive. In order to deal with mis-
conceptualisation of space as such an alternappeoach is needed, for which Massey

suggests three propositions:

* space needs to be recognised as a product ofelatiéons;
» we need to understand space as the sphere of $bibitity of the existence;
of multiplicity in the sense of contemporaneousality; and

» space has to be recognised as always under caimtr(idassey 2005: 9).

Ideally, this conception can lead to an understan@ind creation of an ‘open space’,

described by Massey as follows:

In this open interactional space there are alwapsiections yet to be made,
juxtapositions yet to flower into interaction (ootnfor not all potential
connection have to be established), relations wimety or may not be
accomplished. [...] Space can never be that coegblgmultaneity in which
all interconnections have been established and hichweverywhere is
already linked with everywhere else. A space, thehich is neither a
container for always-already constituted identities a completed closure
of holism. This is a space of loose ends and ngdsnks. For the future to
be open, space must be open too. (Massey 20022, 1driginal italics)

How do Massey’s inspiring thoughts interact withr thioughts on the intercultural field?
Firstly, intercultural learning is a process inveeén inclusivity and exclusivity. Practices
of diversity are emerging within borders and bouretaof a conceptualisation of space
such as nation, ethnicity, race, and so forth. Oiderstanding of these categories as ‘clear
cut’ does coincide with exclusive practices anduaderstanding of space as static and
closed (citizenship tests based on facts and kragel@bout history, politics, and so forth,
are one example in this regard). Reading in, amtrstanding unfamiliar places is then by
no means easy; it requires a multitude of perspextand critical-creative thinking about
seemingly static and stable categories. Interalliearning is, in this sense, at the heart of
learning about the “coeval multiplicities,” the thaal contemporaneity,” and the

“constitutive complexity” space is characterised(b\assey 2005: 8).

93



Everyday scopes

Figure 18: Everyday scopes

Three years after I finished my studies I am sitting on the train to Leipzig, the town I
was studying in, thinking about what is lying ahead of me: bread rolls with jam and
butter for breakfast, reading the newspaper ‘Die Zeit’ with a ‘Milchkaffee’ (café latte)
in my favourite coffee shop close to the university, meeting friends in the evening in the
park with a bottle of ‘Radler’ (a mixture of sprite and beer), and sitting on the balcony
with my former flatmate, listening to the child who is probably still playing flute in a
flat somewhere across the inner courtyard. Although such a long time has passed those
activities are still in my head and I did miss them often. I am frequently asked what I
miss most from Germany and normally those moments just mentioned are priorities on
my ‘missing hit list’. Some people answer “But you could do some of those things here
as well,” and they are right. However, it is not just the activities I miss but the places
and people attached to them. It is also the normality of those moments and often their
simplicity that make them so central and special within the memory of this specific

time in my life.

The ways we walk the most, the activities we donttwsst, the thoughts we think the most —
they seem to have the ability to transform to bez@m almost invisible and unconscious
background to our experience. The long-lost wattinél on a central spot in the middle of
the shelf is just one example of the idea thatféimailiar is not necessarily the most seen;
our ways of perceiving the everyday are more o8 feade of gaps in the experience of

regularity:
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Escaping the imaginary totalizations produced leydie, the everyday has
a certain strangeness that does not surface, osevborface is only its
upper limit, outlining itself against the visiblgle Certeau 1984: 93)

In this section | would like to follow the route$ the intercultural field into the realms of
the everyday and the transforming ways of percgiand practicing them. A focus on the
everyday visualises the potential of intercultuealrning for creating a changed awareness
of those elements, which, as de Certeau putseitpfien taken for granted or remain in the
‘upper limit’ of perception.

Structuring experience

The academic field that has been most interestetllies of the everyday is ethnography.
Referring to research done by Ries, Moran argues thstorically the focus of
ethnography used to lie on ‘primitive’ societiesldheir ‘symbolically charged practices’,
“which bridge the ordinary and the extraordinargitiation rites, marriages, burials,
communal feasts and other ceremonies (Moran 2009@&st of the events listed above
can be understood as ‘non-everyday’, and the aigthofographic research as such was to
examine the role of rituals in establishing systerinsocial stratification, kinship relations
and cultural identities (ibid.). It was only in tA880s that the concept of the everyday was
introduced into the discourse of cultural studied #s nearby subjects, ending at the same
time a period in which the everyday had long beegrlooked as ‘ordinary’ and ‘banal’

aspects of life not worthy of studying (Gardine08) Gardiner explains:

First, the everyday was perceived as separate &tohgliishable from
specialized knowledges and practices; and, secewdryday life was
thought to begoroblematic,mainly because it is widely felt that modernity
represented a distintitreatto the integrity of the everyday, insofar as daily
existence was subjected to an extensive processecohomic and
bureaucratic restructuring, rationalization and owodification. (Gardiner
2006: 206, original italics)

This understanding of the everyday as separate tinersocial has changed significantly in
academic research over the last ten years. JoenMiordis book Reading the Everyday
(2005), articulates the usage of the term ‘everydaycurrent academic research as “a
wide range of practices undertaken by ordinary [@ofMoran 2005: x) that are often
approached through a focus on popular culture,wopson, and lifestyle. Moran widens
this understanding of the everyday through theusioh of ‘banal’ and under-explored

aspects of quotidian culture, such as office kil@nmuting, car parking, motorways, new
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towns and mass housing. Moran argues that an uaddimsg of the everyday in this

broader way can help to make sense of culturakan@l change (Moran 2005).

It is important to note that if we speak aboutelreryday it is more precise to speak about
the practicesof everyday life, of those which constitute theustures ofeveryday and
create in their commodification or divergence theegience of diversitylLanguage
learners read the everyday in order to find outuélbed understand practices of diversity.

Let us listen to Sarah reflecting back on her egpees in Argentina:

| lived like in a little bedroom. They had a spd@droom in their house because |
think the family gets paid to. So | had my litie@m which would have been about,
you know, a meter and a half wide, and three mdterg. Very, very small. And
then there was the eight year old. We all livedtaips and then downstairs there
was the kitchen and everything. And I'd get up Ba@djo and work in the morning
and then come back for lunch. They all have lunuhwatch TV and have a siesta,
have a big lunch, then they don’t eat again untily know, ten o’clock at night. It
was bizarre, and | couldn’t, | was like, ‘I'm stamng’. After a while you just get
used to having these huge lunches, not just a sahdwr lunch, and they don’t
really eat breakfast, breakfast isn't a big deals icompletely different. | don’t
know how they... sometimes | was eating dinner a30ptn, just because they
never got around to it, it was just... And the kiatthlived with, she started school
at midday or she started school at one or somettsaghe left the house at midday
to go to school which was obviously really somethihat doesn’t happen in
Australia. They are all in bed at 7:30pm and upthe morning at about 7:30am,
and this kid was in bed, you know, at midnight domes, usually.

In short: language learners do engage with practéaliversity, not only in the realms of

religious, political, historical or cultural dimenss, but through the mundane or
supposedly boring realms, such as eating, hougieiing up and going to sleep again,
which is visualised in Sarah’s example. Seen frtis perspective, the everyday is a
crucial element of the intercultural field, whicletd language learners connect with
practices of diversity in a variety of ways. Withme field of language education, Risager
reminds of both the “discursive and material, gilsides” of everyday life and argues that
“the intercultural speaker needs to be able to etbmographic methods to seek out,
examine, understand and relate to the life of ligethmunities where there is a greater or

lesser degree of linguistic and cultural complexiBisager 2007: 230).
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From the ordinary to the extraordinary

The ordinary is, however, not separated from theaexdinary and is rather characterised

by ambivalence between the two. Highmore explains:

As the notion of ‘everday life’ circulates in Westecultures under its many
guises (Alltagsleben, la vie quotidienne, run-ad-thill and so on) one
difficulty becomes immediately apparent: ‘everyddife’ signifies
ambivalently. On the one hand it points (withoutlging) to those most
repeated actions, those most travelled journeysetimost inhabited space
that make up, literally, the day to day. This ie tandscape closest to us,
the world most immediately met. But with this quBable meaning creeps
another, never far behind: the everyday as valdeqaality— everydayness.
Here the most travelled journey can become the deaght of boredom,
the most inhabited space a prison, the most reppeatigon an oppressive
routine. Here the everydayness of everyday lifehinige experienced as a
sanctuary, or it may bewilder or give pleasurenaty delight or depress. Or
its special quality might be its lack of qualitidsmight be, precisely, the
unnoticed, the inconspicuous, the unobtrusive. liktigre 2002: 1)

The unnoticed elements of the everyday, the streetshave seen too often and the
junctions we cross every day, are transformed amlyh the help ofconsciousness.
Intercultural learning is in this sense nothingestthan a sudden realisation of reality in
unfamiliar environments while experiencing everygagctices in new and unexpected
forms. The everyday, if experienced through a chaafjlocation, can re-recreate the
awareness of those practices, which often remairtHe surface’ of our perception or are
taken for granted, as already mentioned earlieradiés uncovered in this ambivalence of
the everyday is an alternative way of thinking alditference that can change the state of
the unchangeable and static into the “state oéffked) wakefulness” (Highmore 2002) and
possibility. Gardiner highlights:

The ordinary can become extraordinary not by eiigpshe everyday, or
imagining we can arbitrarily leap beyond it to sorhegher level of

cognition, knowledge or action, but by fully appraging and activating the
possibilities that lie hidden, and typically remed, within it. Such an
enriched experience can then be re-directed badaily life in order to

transform it. (Gardiner 2006: 207)

This understanding includes the recognition of dikg and dynamic movement as a

universalelement of the everyday.
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Lebenswelten

Unfortunately, the everyday rarely exists in itsgform; to the contrary: “the everyday is
always already read: its lived culture cannot b&lgaeparated from its representations in
architecture, design, material culture, news mediical discourse, film, television, art
and photography” (Moran 2005: ix). What Moran psiaut here suggests the need for
critical reflection about stereotypical represeots, which the everyday is highly

characterised by. Papastergiadis points out:

The uneven patterns of global cultural change camwiinessed in the
representations of the everyday. As the relatignbleiween the politics of
place and cultural codes are redefined by, andnagainew global
coordinates, so will the aesthetic parameters &edcbnstitution of the
symbolic field of the everyday be transformed. @sergiadis 2006: 23)

A small excursus: the ‘symbolic field’ is a conceptployed by Pierre Bourdieu, who
understands it as a type of social arena or seittivghich individuals act on the basis of
their social position (Bourdieu 1984). A symbolield is additionally based on rules, the
so called ‘habitus’ of social beings and specificnis of ‘capital’ (such as economic,
social and cultural). Those elements are incarnbtethdividuals and their status in the
field (ibid.). I will return to thoughts on symbolelements of the intercultural field in Path
Three. For now, | am discussing the possibilitiethe everyday for the purpose of critical
reflection on representational readings of therautural field and how they relate to the

‘life-world’ of each human being.

The term ‘life-world’ stems from the German ternetlenswelt’, and entered the academic
realm of (mainly) sociology and philosophy throutpe writings of Husserl and Schiitz.
The expression ‘Lebenswelt’ aims to describe aestdt affairs in which the world is
experiencedandlived, in other words: the “sum of immediate experieneesivities, and
contacts that make up the world of an individualoba corporate, life” (OED online).
Michel de Certeau argues in his influential bodke Practice of Everyday Lif@984),
that the cultural practices located in daily roasirlink the regulative norms of a society
with the individual ways of creatively practicingose routines. Activities like walking,
meeting friends for coffee, shopping, working inafice, cooking, and so forth, form in
de Certeau’s eyes an undermining of centralisedep@ystems through its “tireless but
quiet activity, in short by its quasi-invisibilit(tle Certeau 1984: 31).
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| am arguing that gaining insight into the life-wds of ‘others’ is at the heart of
intercultural experience and provides a real chdacén de Certeau’s wordsndermine
the representational challenges of everyday pdmepive experience every day through
media, advertisement and public discourses. Letanguage learners become aware of
the creativity of practices of diversity throughsight into individual life-worlds can
undermine hierarchical and symbolic ‘readings’ be tintercultural field. Altmayer’'s
concept of adapting critical discourse analysistifigr language classroom is one example
for this approach within the field of intercultudainguage learning (see Altmayer 2004).
Being allowed to enter a life-world in an unfamili'nvironment can lead to
transformative learning experiences of those ‘sais&msing energies’ Thrift writes about

and to which | will return in Path Three:

We now understand that the spaces and rhythms ef eteryday,
everydayness and everyday life (Seigworth 2000) rentejust a filigree
bolstering an underlying social machine but a sewé pre-individual
ethologies that incessantly rehearse a materiafisthich matter turns into
a sensed-sensing energy with multiple centresif{Q07: 17)

In a similar way, Papastergiadis argues that aryhebthe everyday has to be located in
the “in betweerspaces, the interstices, the margins and thendisye zones of the social”
(Papastergiadis 2006: 32, original italics). Makilagguage learners engage with life-
worlds and not just elements of representatiorhénta matter of highlighting the ‘in
between’ categories as well as the individual eiels which relate so importantly to

practices of diversity.

Let me summarise: in a time where the everydayfiisethe subject of vast global
transformations (see next section), the experieicdiverse and transforming everyday
practices is an integral part of ‘ordinary’ livdstercultural encounter does not only re-
enchant former ‘boring’ elements of everyday rhyshffor instance drinking coffee, using
public transport, and so forth), it transforms th@tements into a possibility of creating
openness for practices of diversity and multipfigiter se. A critical reflection on the
symbolic and superficial representations of eveyyd#hin media, advertisement, and also
text books is then included in this movement. $fdfthe focus of learning and teaching
interculturality more to the in-between spaces \@rgday individual life-worlds and the
shared experience of those life-worlds can createralerstanding of space as complex,

multiple, and coeval as | unfolded in the formeotie.
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Global transformations

Figure 19: Global transformations

I arrive fifteen minutes before the beginning of the class and some students are already
waiting in front of the classroom. “Wie geht’s?” I ask — how are you? When I turn to
Nard, she does not immediately answer. I realise that Nard is from Thailand, which is
shaken at the moment by a revolution and violent riots. I ask her about the present
situation and other students join in, enquiring about Nard’s family and whether they
are OK. The atmosphere felt serious and uplifting at the same time. While we were
joining Nard’s worries for a brief moment we created as well as sense of relatedness and
solidarity. The bell rings and we enter the classroom — a small version of the world in

one room, I think, while preparing my papers to start teaching.

The shrunken globe

Typing the single word ‘connected’ in@ooglebrings 536,000,000 results — including the
notification that the time needed to collect thossults was 0.07 seconds. Whereas ‘being
connected’ can certainly be described as a commosesmetaphor for the globalised
twenty-first century, Held and McGrew (2002: ixpeidify the term ‘globalisation’ as “one
of the most fundamental debates of our time.” Glishtion, it seems, is a process
connecting and affecting the whole globe, “involyithe radical reorganizing and
reconfiguration of relationships between individya§jroups and organizations so that
regardless or not of whether individuals becomebally mobile, multiple distant
influences affect their lives” (Jones 2010: 5). Hoepe of global transformation engages
on an abstract level with the following dimensiospace and time; territory and scale;

system and structure; and process and agency (20016€3. The title of this section, ‘the
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shrunken globe’, indicates how those dimensions rgehuffled in their modes and

perceptions of time and place:

Globalisation, simply put, denotes the expandirajes@rowing magnitude,
speeding up and deepening impact of transcontihBotezs and patterns of
social interaction. It refers to a shift or transf@ation in the scale of human
organization that links distant communities andagqs the reach of power
relations across the world’s regions and continghitsld & McGrew 2002:
1)

Whereas the concept of globalisation itself is m®tv, it was only in the early 1970s that
the term ‘globalisation’ occurred in public and demic debates about the growing
political and economic interdependencies betweemsMn’ states (Held & McGrew
2002: 2). The rising popularity of the term in t@90s was caused by the global change in
the world order, for example, through the collap$ehe former Soviet Union and the
introduction of capitalism as an economvorld systemHeld et al. (2003: 69) explain

these changes as following:

» the extensity of global networks;
» the intensity of global interconnectedness;
» the velocity of global flows; and

» the impact propensity of global interconnectedness.

Whereas these transformations will be the focudedper reflections in the coming
chapter, | would like to focus our attention on aren critical understanding of
globalisation, which, as Hannerz’s explains “conmemany kinds, [...] is segmented, and

[...] notoriously uneven; different worlds, differteglobalizations” (Hannerz 1996: 18).

Winners and losers

Globalisation in itself is a contested phenomenuth rzot a static state of affairs; it is rather
a processwhich creates the problem of “how to talk and thaibdout the changes we are
witnessing” (Popkewitz & Rizvi 2010: 9). Althoughhda idea of the global and
globalisation is produced in almost all currentistes, it is far from being experienced
“uniformly across the entire planet” (Held & McGre2@02: 1). A critical questioning of
the justification of globalisation refers then toet ‘inevitability’ of globalisation, an
expression used by Massey to criticise attemptpétsuade us that there is no alternative”
(Massey 2005: 5). Massey adds that globalisatiem&it a description of the world as it is

so much as an image on which the world is beingethétdid.). We can see here that the
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concept of globalisation is often critigued basedumderstanding it as a static and one-

dimensional movement. De Sousa Santos formulaiesritique in a similar way:

The idea of globalization, as a linear, homogewgizend irreversible
phenomenon, although false, is prevalent nowadays,tends to be all the
more so as we move from scientific discourse irdbtipal discourse and
everyday talk. Apparently transparent and withaumnplexity, the idea of
globalization masks more than it reveals of whdtappening in the world.
And what it masks or hides is, when viewed fromfiecknt perspective, so
important that the transparency and simplicity leé tdea of globalization,
far from being innocent, must be considered anladpoal and political
move. (de Sousa Santos 2006: 395)

Globalisation, in de Sousa Santos’ view, is morediae set of different processes of
globalization and, in the last instance, of diffareand sometimes contradictory
globalizations” (ibid.). In other words: there aas many globalisations as there are
perspectives on, and understandings of, currertagjlchanges. Those different forms of
globalisation are entangled in a network of theitjpal-economic interests of various

‘global players’ and “involve conflicts and, theoe¢, winners and losers” (ibid.):

At an abstract level, only a process-based deafmitf globalization is
possible. [...] It is a set of unequal exchangesvimch a certain artefact,
condition, entity or local identity extends its lugnce beyond its local or
national borders and, in so doing, develops antaldd designate as local
another rival artefact, condition, entity or idéynti(de Sousa Santos 2006:
396)

Let me linger on these thoughts for a moment. Weliaing in a world where space is
argued upon its global arrangement and the unewémuaequal characteristics of it. With
so many refugees living and waiting in detentiontess, the arbitrary aspect of space as
both desired and refused is sadly obvious and camtyrimown. The ‘global desire’ that
drives so many to immigrate and travel, even if filteire is unsure or insecure, is then
another aspect of global transformations that hstsoag impact on language learning and
teaching, which is also, after all, a project oflependence and hope. De Sousa Santos
reminds us that the “dominant discourse on globtbn is the history of the winners, told
by the winners” (de Sousa Santos 2006: 395). laleen@al encounter should reverse this
mode of perceiving globalisation and rework commonlerstandings and ‘rankings’ of

place and space. Massey argues in this instarfcd@ss:

Those who argue that Mogcambique is just ‘behindhdb (presumably) do
so as a consequence of much deep pondering upamathee of, and the
relationship between, space and time. Their conedipaition of space, its
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reduction to a dimension for the display/repreg@nmeof different moments
in time, is one assumes, implicit. (Massey 2005: 7)

Space is most often reduced to simplifying rankinigigh-risk or low-risk countries;
developed or underdeveloped places; must-see-ptacshy-would-you-gahere places;
there are also war-like faux-pas phrases such asaths of evil’, and so forth. The
particular attributes language learners conneptaoe in a global dimension do then arise

from a global competition between ‘good’ and ‘batlices. Harvey argues that the

shrinkage of space that brings diverse commungig®ss the globe in
competition with each other implies localised cotiipe strategies and a
heightened sense of awareness of what makes aggacel and gives it a
competitive advantage. (Harvey 1989: 271, citeBdwards & Usher 2000:
31)

What follows this form of competition is a commoaenl for a place to “establish itself as
a specificplace, i.e. one of competitive advantage” withie global order (Edwards &
Usher 2000: 27, own emphasis). Within intercultdearning experiences, this ranking of
place has a direct impact on experiencing diver¥itiiile diversity and interculturality are
present in everyday environments and can be aategt®sout leaving the country, while
almost every point of the world map is reachableither real or virtual ways, language
learners are still reconnected mainly to their @&aof origin. In Massey’s words: places or
countries are often reduced to “a dimension for dieplay/representation of different
moments in time” (Massey 2005: 7). Let us listeratpart of the conversation | had with

Veronica about her study exchange to France (Veadmerself is Australian):

Vv We also talked about the differences betweeroaur cultures and French
culture.

U How did that happen?

Vv When you find out about each other, about famib@d stuff, you just
naturally ask this kind of question. Like ‘How doiss work in your
country?’ or ‘What is this like where you are fronThings like that.

U Have you felt comfortable with this way of asking

\ Yes, sometimes | think it was a lot more easy$orthe Australians, and
other countries. | think the American students gadot of crap sometimes
for American foreign policy which really isn’'t theresponsibility, like
personally, you know. I think people were reallsdy to criticise America.
But Australia is generally... we are quite small [..ahd people’s
perceptions are mostly positive. Like | had not.angpart from one, saying
that Australia is a developing nation and | walildo’. But usually it was
fairly OK.

U I've been to Arab countries and the reputatiorGarmany is mostly really
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positive.

Vv Really?

U Yes, it depends on where you are. [...] | alsoifetbit weird because it is
not me, it'’s just my country. And then there was American | went on a
journey with in Yemen and he was telling everybbdy was from
Switzerland. So there is this idea of place, whet® of people immediately
connect to, although it often has little to do wythu personally.

\% Yes, absolutely, I'd say so. But, | think, mosbgle’s perceptions of
Australia | can live with and even encourage ifhink they are not
particularly true. Like people think that Australig just laid back and, you
know ‘no worries’ — like, relaxed. Which probabsnit as true as | think it
is, but I'm like ‘Yes, we are totally like that'.

U So you say yes to something just to make thatisituless complicated...?

Vv I'd say I'd encourage a positive view of Aus@aNvhen you are overseas,
you get a lot more patriotic than when you are aairyown country.

We can see that intercultural learning deals wittkiads of spatial representations and
imaginations and is dealt with in a variety of way#¢hen understandings of space (such as
Australia’s reputation for being ‘laid back’) ingact with a ranking of space, they confront
the language learner directly and raise questidsmutathe equality of those global
rankings. A heightened global consciousness can therome a trigger for critical
reflexivity about the paradoxes of space and rdiatthe ideals of education for critical
citizenship, which | outlined throughout Chapter dlw.et us conclude with a narrative

told by Daniel:

| really value that more global perspective, | thitmat’'s one of my things that I've
learnt about that | value most. My mind and whanl. &o | hope that in the future
that will enable [me] to respond, and | want to reak difference, and change the
world type thing. That's really idealistic [...] buitknow that | won’t be able to do
that without the global perspective. | feel like tlee moment, the people who are
kind of in power, and the older generation just enbroadly, weren’t able to have
those experiences of connecting with the worldhéndame way that | have, so they
don’t understand the way the world is connectethensame way that | do, so that
they can’t respond in the way that | know thatdldato some of the issues, some of
the positives and negatives.

Beyond the nation-state

Let me now turn to a concept called ‘transnatiamali Popkewitz and Rizvi introduce this

theme as follows:

Under the conditions of globalisation [...], thesasption of discrete
national cultural formations can no longer be taken granted because
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there is now an ever-increasing level of culturagiaction across national
and ethnic communities. With the sheer scale, sitgnspeed, and volume
of global cultural communication, the traditionadd between territory and
social identity appears to have been broken, aplpeman more readily
choose to detach their identities from particulawes, places, and traditions.
(Popkewitz & Rizvi 2010: 20).

At the heart of the transnational concept is tHaawledgement of the reconfiguration of
social formationscrossphysical borders and how these formations havielyhigetworked
and dense qualities (Vertovec 2009). Whereas “natates have defined the social and
economic conditions under which people work,” “theng no longer the sole arbiter of
governing”, as Popkewitz and Rizvi (2010: 18) pant in order to illustrate how social
practice is increasingly detached from its placksrain. This transformation of social
practice is captured in a variety of academic tersisch as Sassen’s concept of
‘transborderness’, or Arjun Appadurai’'s variousapes’ he introduced iModernity at
Large: Cultural Dimensions of Globalisatiqd996) (see Chapter Six).

Transnationalism is a main element of globalisatioowever, it does not only indicate
economic and virtual movement across political-gaphic borders, but a changed
understanding of the structures of identity. Aniesryment which constantly transgresses
the boundaries of culture, nation, ethnicity, ragdigion, and so forth, has wide-ranging
effects on feelings of belonging as well as und&dings of multiplicity — in all directions.
‘Cultural fear’ is just one example of movementatttend to fix and stabilise knowledge
up to the point of fundamentalism, understandinigricjsation as a threat. Karen Risager,
who addresses aspects of global change withini¢heé ¢f language pedagogy, refers in
her bookLanguage and Culture Pedagogy. From a National Transnational Paradigm
(2007), to the concept of ‘banal nationalism’ anggjly formulated by Billig (1995). She

argues.

Banal nationalism finds expression in the many bmearyday things and
statements that remind us that the world is divicéd national states, and
that presupposes that this is common serasquite natural thing that could
not be otherwise. The flag on official buildinggetpolitical map, where
countries are clearly demarcated from each othdrimardifferent colours;

expressions such as ‘Australian weather’ or ‘Germiaths’; the expression
‘the whole country’; the political deixis that liea the use of ‘us’ and
‘them’ — all these are examples of the apparently innottengjs that keep

alive our national conception of the world. (Risage07: 13)

Learning to perceive heterogeneity beyond this hpemational perception of space is
crucial for all forms of intercultural encounter dardisturbs the understanding of
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heterogeneity as ‘difference’ only. Rizvi argueatthrelational view is needed in order to
pursue the aim of an education for multiplicity (amportant argument | will return to in

Path Three). He terms this form of learning, ‘copoitan learning’:

Cosmopolitan learning thus involves both a vievglobal interconnectivity
different from the dominant imaginary of globalipat, but also an ethic
recommending a certain attitude towards intercaltrglations. It conceives
of the relation between self and others dialediicand denies that our
cultures are fixed and essentially distinct. Itbhased on a somewhat
optimistic conviction about the creative possil@bt of continuous self-
examination and transformation. In teaching glolmaérconnectivity, it
underscores an ethic that urges us to engage Vfighethce differently and
to explore and work towards the possibility of fes that are more
democratic and just. (Rizvi 2007b: 8)

This understanding of learning characterises spasenecessarily hybrid and the
heterogeneity of it as part of an essential humaadnfor variety and change. As
Papastergiadis points out: “The identity of theiglowhole can no longer be represented
according to neat categories and discrete bourglaffifapastergiadis 2006: 36). Massey
argues in a similar way for a form of politics whjc‘rather than working with already-
constituted entities/identities, [...] lays itsests upon the relational constructedness of
things (including those things called political gdtivities and political constituencies)”
(Massey 2005: 10).

In the realm of interculturality, the idea of imelatednes$ias to be placed in a central
position so that polarisations such as ‘us’ anerith can, while stepping out of well-
defined categories as nation, culture, state, arfdr¢h, betransformed into ammplicated
‘us’ in the ‘other’. After all, in a transnational and globalised wonlohe of ‘us’ can live
without the ‘other’, and it is exactly this so fausobinary that is clearly in need of being

replaced by interrelated and relational understaggdand vocabularies:

Clearly necessary are new ways of thinking aboonemic and cultural
exchange in which conceptions of others and oueselare defined
relationally, as complex and inherently dynamicduats of a range of
historical processes and the contemporary cultacanomies of global
interconnectivity. Epistemologically, all culturalunderstanding is
comparative because no understanding of other®gsilge without self-
understanding. If this is so then it is importanot @mphasise not only
historicity, criticality and relationality but algeflexivity in all our attempts
to imagine and work towards better futures. (RE307b: 8)

To sum up: a concept of space based on clear cas@d ‘nation’ and ‘culture’ no longer

matches with the complex and transnational conteamgities language learners are living
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and learning inLanguage learners increasingly have to translatditional notions of
nation, state, culture, and so forth, into a retedal framework within current global
societies The main challenge in a global, transformed wagltb think reflexively about
spatial arrangements and the shifting realitiegl@tity and heterogeneity; in other words:
to pursue cosmopolitan learning (see Rizvi 2007eldH2010). As Benedict Anderson
wrote in his book,Imagined Communities. Reflections on the Origin @mtead of
Nationalism(1983), the understanding of ‘the’ nation or ‘th@éntity are established on
the basis of particular sets of customs, practioebefs and symbolic discourses, and the
need to divide the self from the other. Howeverdémson argues that those characteristics
are ‘imagined’ and used as a form of ‘borderlit@hderson 1983). To transform this
borderline between cultures and nations into thesibdity of multiplicity is, in my view,

the most powerful and important element of intexgall learning and education.
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The first thing I realised that
there is nothing called the
“‘Western world’

(Ismail)
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I smail was born in Egypt but spent his childhoodluhe age of ten in Saudi Arabia, where his father
worked as an accountant. Due to constant traveldsat Saudi Arabia and Egypt, Ismail formed an idea
of place as connected to particular values and$alfien he was still in his early years, as he @k in the

following:

| perceived the difference at this time that Cagehe capital of light. Cairo, where you can gedt
where you can go to the cinema and watch very mogies, where you can have females in the
school and you can speak to them and play with tfidns doesn’t happen in Saudi Arabia, it was
complete isolation. From the cleaner to the manabere were only either females or males in the
schools, no mixture at all. The only mixture whicluld happen was between the Egyptian families
in Saudi Arabia.

When | ask Ismail about his journey with learninfpeeign language he says that his parents wene &re

letting him learn English from an early age. Helaiys more:

I have an interesting experience because | attemigdirst and second year of primary school in
Saudi Arabia. So during these years my parents Wweying the books which are equal to my grade
in Saudi Arabia and then hire a teacher for privégssons. But he was not a native speaker, he
came from Sudan. And the examples he gave wetg neside his culture. For example, he said ‘I
ate foul’, which are beans and typically in Sudamd & think this sentence is rarely used in English
speaking countries [laughs].[...] But when | came lb&w Saudi Arabia | started to learn English in
school, and the teacher has been to England foramthree years. So he was deeply inside what he
called the British English. And | remember thattblel us, it is ‘z’ for Americans but ‘s’ for Britis

So he was always emphasizing the British Englisid. #terwards | was watching American movies
and the synchronisation of what is written and wtiely say and | found it really useful. And this
was more the American English. And at this timegr say, | really started to learn more about the
culture. Because if you watch movies, you alsonlednout the culture. You start to see, what is the
Halloween, what is the Christmas, and so on.

| am interested about this learning about othecgdaand cultures through the medium of movies aamk|

him if he remembers particular key-moments withiose movies:

Yes, there was one movie | can still remember,thimdwas a movie about two girls, sisters and
they have a father who is a bit conservative anglsdd want his girls to be in a relationship at an
early age, like fifteen or sixteen. So he set gpradition at home and said, ‘No relationships foe t
younger girl until the older girl can have a relatiship’. What | really liked about this movie isith
the entire movie, one and half hour, the youngel tgied to solve the problem based on the
condition her father said. But she never ever ttiedtart a relationship without telling her father
which could be a solution to her problem. In Safudibia you show to the people that you pray, you
go the pilgrimage, you wear what a good man showddr — but inside you can sneak around, you
can do whatever you want. So what is outside feréifit than what is inside. Because you have
restrictions and you are afraid of breaking thesstrictions. But if you don't have a lot of
restrictions, extraordinary restrictions, you dofave to lie, this was very important to me.

Reflecting about his impressions from these motiesadds that “as a teenager what | really likedtae
things: firstly how the kid at home was speakingtsoparents, communicating. It has the right tgeot it

has the right to say this out loud, it has thetrighcriticise and to discuss and sometimes it & mbout its
parents so it says and expresses it.” For Isntakd modes of communicating presented a “freeddlifepf
of thinking, of a lot of things” and he concluddmatt “this is what | really liked and funnily | likethat

everything is really clean. At this age | thoughts is life there, this is how it is there.”
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Ismail’s first encounter with the ‘world from the avies’ was during a visit to Scotland, which he
approached with the expectation “to live inside afighose movies.” His first impressions were than

follows:

People were very decent, very polite. For examipmt a hug from a lady, a friend of a friend, |
didn’t know her very well and she was dealing with as a human being, not as a male or a female.
The other thing was that you were offered things \generous but not forcing, like we do in
Egypt... | was also impressed how people donat&$éar the second hand shops. In Egypt they
will give mainly money, not books. And then in gelh@eople were very systematic, like, you wake
up at seven and you go to bars in the eveningyély systematic. What | did not like was when |
was in the museum and saw a video of Scottish $rooming to Cairo — as something to be proud
of, which is really strange for me to see this. [Ar]d they are really willing to see other cultures.
This is not the case in Egypt. The Egyptians acttepbthers, but it's not one of the main important
things for the typical Egyptian to travel. Maybechase we still have a lot of things to work on.

Interestingly, Ismail continues, his image of Eggpbanged completely when he came back from Scotland

I missed Egypt, and when | came back | liked Egypth more than normally. It was a very clear
message for me that any other place at the entieofiay is a place. There are better things and
there are things which are not the same good, etyecountry has advantages and disadvantages.
There is no place better than any other places idlways relative. Like in the saying: you don’t
realise your own apartment unless you have seery mogrer apartments.

Further travels bring Ismail in touch with more ‘gfern societies’, and he says: “the first thingdlised is
that there is nothing called the ‘Western worldhefe is France, there is America, there is Germidueye is
Poland, there is Holland and so on. Every countary its own version of being Western.” This learning

process was, as he experienced, often mutual:

There was a German man in the hostel | stayed thhentold me, ‘You are like us, like the Western
people or Germans’. He had never had a communigatith somebody from the Middle East and
he was very surprised that | drink and that | cae she relationships between man and female as
the same. And for sure he had a specific perceptind it was surprising for me when he told me
that.

From the notebook:

Walking with Ismail takes us from his early (moyiemaginations of the ‘Western world’ to his first
intercultural encounters in Scotland and deepdestdns on the theme during travels abroad. Walkiiith
Ismail is in itself like being in a movie: the sififping images of both the Middle East and the ‘Wgn
world’ dissolve gradually and culminate in his gisi that ‘at the end of the day any other placa j@dace’.
In other words: the experience of place is relaioifhe impact that the media and especially theieno
industry has on transporting particular images ather’s’ family relations, and so on, is crucial fany
intercultural experience, and grows with a critieavareness of pre-imposed representations as well a
personal aspirations and imaginations. The ideatquceptions of place that language learners limiogthe
field carry a notion of reflection about their ‘ovaociety’, which often lacks those bits and piettes the
‘other world’ is expected to offer and represestnail’s realising of ‘differences within Westernuriries’
and the impossibility of subsuming them within salaglobal terms (such as the ‘Western wirlkkt him

see his own country with new eyes and re-valuatiigantages and disadvantages’.
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Chapter Six: Locating the intercultural field

So the world is on the move and social science moorkess reluctantly
follows. Agency is imagined as emotive and embaodiedher than as
cognitive: the nature of the person is shiftingsotial theory and practice.
Structures are imagined to be more broken or umgiedae in their fluidity.
(Thrift 2004: 3)

In the last chapter | highlighted the impossibilifiydrawing on such categories as identity
and culture in the ways previously establishedhtercultural language education. Within
the frame of transnationalism, hybridity and glokation, the simple understanding of
‘the’ culture within categories such as the ‘natgtate’ does not fit any longer and has
caused significant changes for the understandinthefintercultural field. This chapter
gives a suggestion for how to take this furtherrélpcating practices of diversity at the
interface of three principles about space and pldlosvs’, ‘mobilities’ and ‘networks’.
The guiding questions of this chapter will be: hcan we conceptualise diversity outside
of rigid categories, and how can we ‘read’ comglexds one central character of the

intercultural field?

It happens that during the time | was working ois tthapter major changes took place in
Egypt, a country not only connected intensely toresearch but also the home country of
my partner. As those events and the way they wetwarked, performed, and distributed
correlate quite strongly with the contents of thlgpter, | include reference to them,
aiming to reconnect a theoretically orientated ¢tdapo actual happenings in present

times.
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Figure 20: Flows

For the last thirty years political development in Egypt seemed to have stopped. There
was no diverse political field and different opinions were repressed by the regime,
redirecting all power to only one source: Hosni Mubarak, his family, and intimates. On
Tuesday, January 25% 2011, hundreds of thousands of people took to the streets of
Egypt to demonstrate against the regime. In doing so, Egyptians followed the
happenings in Tunisia, where riots broke out because one young man burned himself
out of protest against a country that was not able to give successful graduates a future.
What follows on from this is known. The demonstrations in Egypt grew with every
moment and within days there were more than two million protestors, the images

floating around the world, transported by reporters and live-stream media.

From solid to liquid

When you see a river from afar, it may look likblae (or green, or brown)
line across a landscape; something of an awesomeapence. But at the
same time, ‘you cannot step into the same rivecdyifor it is always
moving, and only in culture even as you perceive structure, it is entirely
dependent on ongoing process. (Hannerz 1992: 4)

Water is flowing, time is flowing, people are flavg, money is flowing, words are flowing
— is everything flowing? Strictly speaking only ligisi and gases can be part of flow;
solids, as their natural opponents, do not hawedtbstantial flowing character. The term
‘flow’ summons a variety of meanings and it is pbksto connect the term with different
fields throughout a long period of world history.héh Heraclitus established his famous

expression ‘panta rhei’ (everything flows) over @5¢ears ago, he created a particular
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philosophical understanding of life as being andgspay away, and of the processuality of
the world. In the age of modernity, the binary ofi and liquid was taken up again by
Marx and Engels (2009 [1848]: 45), who formed witikeir famous statement, “all that is
solid melts into air”, the fundament of their ayjitie of capitalism. The idea of ‘fluidity’
became a symbol for a dynamic process of exchamge caculation but was often

interpreted as a threat and foreboding of the &tur

In the twenty-first century the term ‘flow’ arosgaan, but in a different light and with a
metamorphosed background. The idea of a ‘liquid enmitly’ (Bauman 2000) became an
influential concept within social science and themianities, aiming to describe the
particular face of contemporary society that cawti be articulated anymore within ‘solid’
categories, attributes, and expressions. Contempa@ciety is seen in this sense as
transformed to liquid modes with regards to timd gpace:

While solids have clear spatial dimensions but radiae the impact, and
thus downgrade the significance of time (effecyvedsists flow or renders
it irrelevant), fluids do not keep to any shape lmmg and are constantly
ready (and prone) to change it; and so for themm ibe flow of time that

counts, more than the space they happen to ocdbpi:space, after all,
they fill but ‘for a moment’. (Bauman 2000: 2)

In regard to the public common sense of the woaldiig changed significantly in the last
decades, this transformation from solid to liquastbeen interpreted in different ways.
Hannerz describes the complex social changes w#dess patterns of process in
contemporary cultures, which — in the form of fleseoncern economic, cultural, political,
and so forth dimensions (Hannerz 1992). While Hanhéehlights the interrelated nature
of flow, Castells sheds more light on the actord aontents of flow. The increased
circulation of materials, cultural goods, inforneatj ideas, images, and so forth, creates in
his view aflow of overlapping meaningsind characterises the so called ‘information
society’

Our society is constructed around flows: flows dpital, flows of

information [...], flows of organizational interamt, flows of images,

sounds, and symbols. In turn, these flows are npadsible by the social

development of technologies such as ‘microelectsini

‘telecommunications’ and ‘broadcasting systemsagi€lls 1996: 412, cited
in Moores 2008: 184)

In short: the main purpose of flow is to describgaticular notion of contemporary

society that cannot be understood within solidixed categories and, as such, is tightly
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connected to patterns of movement, change and ggo@¢hat flow-theory further shows is
thatthere is not such a thing as clear cut fieldeither academic or everyday life realms.
The constant global transformation of contemporeysters, such as culture, power,
identity, nation, or states is embedded in a nétwbrcirculating people, goods, meanings,
images, thoughts, and so forth and their interwawnre.

Is structure disappearing?

This interrelatednessf particular fields in society encouraged someewsi, particularly in
the field of post-structuralism, to argue for theagppearance of structure while at the same
time highlighting the constantly changing backgmwf relations and the fragile processes
of transformed ‘common’ clusters of meanings. Thare a variety of interpretations of
this argument, but the most repeated one seemsfdo to the re-invention of structure
within interdisciplinary formations, such as newvmarks of knowledge, non-determining
terms, and de-constructivist methods — themes,|llireturn to in Section Three of this

chapter.

Appadurai (2004 [1993]) distinguishes in his moadklglobal cultural flow’ between five
dimensions: ‘ethnoscapes’, ‘mediascapes’, ‘techmoss’, ‘financescapes’ and
‘ideoscapes’. Appadurai clarifies that these ‘scapee “deeply perspectival constructs”
with the aim “to point to the fluid, irregular shegp of these landscapes, [...] which
characterize international capital as deeply ag ttle international clothing styles”
(Appadurai 2004: 102). The ‘perspectival construpint here to achanged relation
between centre and peripherAs the ‘virtual world’ opens up new spaces for the
articulation of the self-understanding of indivithjagroups, or communities, processes of
meaning-making can flow beyond physical bordersmastioned previously (Appadurai
2004).

The ‘Lotus Revolution’, as Egyptians call it, is mainly organised by young Egyptians
who are extensively using the internet and public media to support their goals. About
sixty per cent of all Egyptians are under thirty years old and the unemployment rate is
high. These young Egyptians are the main power of the demonstrations; what started
with a simple invitation on Facebook became a whole social movement impacting the
entire Middle East. The Egyptian government reacts quickly and cuts off the internet
and the mobile connections. At the same time in Melbourne: we are following each

single step in Egypt while reading the news online in three different languages and
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watching the live streams of Al Jazeera and BBC. The sheer amount of (sometimes
antithetic) news is almost overwhelming and we are having sleepless nights. My partner
and friends are organising a demonstration in front of the Egyptian embassy in
Melbourne, using the same virtual tools as the young people did in Cairo. After only
one day, two hundred and fifty people accepted a Facebook-invitation and more than
four hundred people turned up for the demonstration, waving flags and shouting “Out,
Mubarak, out!” Some days later, and after the internet comes back in Egypt, an
Egyptian friend calls, saying that the pictures from the demonstration in Melbourne
and many other cities in the world encouraged him and many friends to keep

demonstrating and not to give up.

| suggest within this chapter that structure is gisappearing, but rather reinventing itself
within formations of flows, networks and mobilitie§he concept of flow as an
interdisciplinary model aims to grasp global tramsfations beyond binaries and dualisms,
that is, beyond rigid categories. What the terrawfl captures then are particular patterns
of movements and circulations that rely on relaldy and are characterised by the aim to
“erode distinctions in kind” (Law 2008: 147):

Human and non-human, meaning and materiality, begsaall, macro and
micro, social and technical, nature and cultutbese are just some of the
dualisms undone by this relationality. (ibid.)

Does flow have a direction?

The concept of ‘flow’ highlights the constant cadictions of static and dynamic
movements; it is the interplay between progress megiess and “a system that is
temporalized” (Lash & Lury 2007: 147). The termsogress’ and ‘regress’ indicate an
underlying idea of improvement — but where, in amge of circulating flows, does
progression start and regression end? If flow istpaw towards a particular direction
where is it pointing to? Hannerz states in thistexin

More precisely, the flow occurs in time and hagclions. As a whole, it is endless;
externalizations occurring now will bring aboutdrgretations which in their turn
lead to further externalizations in the future. Yetletails there are differences, as
some of the externalizations are constantly presamwhe occur again and again,
although in each instance they are short-lived phmma; and some seldom or only
once. In one way accessible to the senses of otheosigh physical co-presence or
artefactual extensions, they render themselvegir@ble. (Hannerz 1992: 4)
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| agree with Hannerz that flows create and recrea¢@nings and interpretations in an
ongoing cycle and may point in this turn in onenwore directions, for shorter or longer
periods. However, | argue that the more importargstjon should be: does flow nead

direction?

Let me think about this question within the theméigersity and interculturality: as much
as we try to push diversity in one direction, isappears in another. The here illustrated
notions of fluidity interpret intercultural pracéicas ever-changing and interrelational in
meanings, place, and people. Already fixed undedstgs of how interculturality should
appear do not leave space for this fluidity of exat practice and can instead cause in their
regulative forms conflicts and misunderstandingbs&ving practices of diversity under
the premise of flow, however, does not mean thextetlare no obstacles, no discontinuities
stopping or rearranging the flowklow-theory disturbs the idea of polarising those
discontinuities into separate and disconnected etegmof reason while letting practices
and meaning appear as singular and hierarchicahferin this turn, flow, when used as a
metaphor and ‘tool’ for understanding current steg is not in need of one specific
direction. It rather claims the constant need ghhght multi-directional perspectives and
to concentrate on the ‘sensed-sensing energy wittipie centres’ which Thrift (2007)

argues for.

Within language and culture learning the circulgtimebs of meaning do not only change
the characteristics of the ‘facts’ we teach, butehan impact on the awareness of the
tentative nature of knowledge in general. Langudggrners entering an unfamiliar
environment do so as part of a quickly changingspa which knowledge of (antiquated)
textbooks or public-media images might collide wilie perception of reality. Teaching
culture and language means in this regard to vsidahe knowledge, information, and
facts we teach as part of flow, and as ‘identity*qulture’ as fragmentary, transforming,

and interrelational.

Finally, the term ‘flow’ is, in my view, fascinatinbecause of three reasons: firstly, it is a
creative rather than a technical term. Secondly,nletaphor of flow addresses the reader
in a visual and sensual way while capturing tramsédion in an imaginative, though still
conceptual form. And thirdly, the notion of a flowi movement symbolises current
modernity in its quick pace and its often breatirtg speed — a thought which brings us to

the next section concerning ‘mobility’.
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Mobilities

While many choose to travel, others are forcedetdon the move’. (Elliot
& Urry 2010: ix)

The average global tour

The paradigm ‘mobilities’ both connects to the sléaned in the section above while
allowing us to focus a little while longer on thssues of movement and dynamic
transformations within global times. It goes, hoec\wbeyond the argument of flow in its
intrinsic essence of continuity, and sheds lightlmndiscontinuities — namely borders and
boundaries. But before heading towards these spabiémes the term ‘mobility’ is in

need of some clarification.

Being ‘mobile’; being ‘on the move’ or simply ‘mawj’ — phrases and expressions that
circle around elements of movement are frequerggduand suggest a revised perception
and role for mobility in current societies. Thiitgues that

human life is based on and in movement. [...] [eda think of the leitmotiv

of movement as a desire for a presence which escapmnsciousness-
centred core of self-reference; ‘Rather than hatangpnnect with a layer in
our existence that simply wants the things of tlegladvclose to our skin’

(Gumbrecht 2004: 106). (Thrift 2007: 5)

Elements of mobility relate to different types dadsdription. What Papastergiadis (2006)
would call ‘criss-crossing’, Bauman delineates f#s ‘tluppermost among coveted values”
(Bauman 1988: 2, cited in Elliot & Urry 2010: 9ndaElliot and Urry identify as “the

overarching narrative” of the twenty-first centy®010: 8). The ‘mobilities’ paradigm and

the ‘mobility turn’ are central elements of spatlaory, and ask

how all social entities, from a single householdaige scale corporations,
presuppose many different forms of actual and piaslemovement. The
mobility turn connects the analysis of differentrfis of travel, transport
and communications with the multiple ways in wheatonomic and social
life is performed and organized through time ansx spaces. (Urry 2007:
6)

In one year, people travel about twenty-threednllkilometres and do so while travelling
“further, faster and (for some at least) more fergly” (Elliot & Urry 2010: ix). Not only
people travel more quickly: information, images,ten@al and even life-worlds are all
transported at a breath-taking speed and landtlyirecthe (TV,- internet-) living rooms

of our daily lives John Urry, in his bookSociology Beyond Societi€¥00), calls for a re-
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adjustment of the social to take account of therashing increase of physical travelling
and the widened possibilities of joining mobilitias home’ — through either the media or

synchronising communication systems, such as teeniet (Urry 2000).

Mobility itself has different dimensions, which Yroutlines with the help of four rubrics:

» something that moves or is capable of movement iletblndy, homes, persons,
positive category);

* mobile as a mob, unruly crowd, not fully fixed wittboundaries, needs to be
tracked and socially regulated;

» social mobility, can you go up in the social ram@n(vertically); and

* longer sense of mobility: migration, semi-permarggagraphical movement, in
the sense of being on the move, in search of ardé#, refugees (horizontally)
(Urry 2003: 8-9).

In order to illustrate this range of mobilitiest les go on a small virtual journey and follow

three examples of the ‘mobile world’ and of ‘beimg the move’. Off we go!

Journey One
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)
(@ )/ Round The World Tickets El
&y LY
Home » Festursd » 11 pisoes you should definitely try to see on 3 tound the wovld trip Create your gwntﬂp aﬂd
. . geta quote online now!
* 11 places you should definitely try to see on a round the world trip E ’
g tham i = r=gicnal
ing the sttention that it Recent Posts
« Special February 2011 fares for
RTW tickets
EMUEINE Globe ¥ plaoes tial seent oo = RTW Inspiration: Travel Themes
Those plan r'|r' a R:}.,..\. The ure,
7 = « Navigating the Ins and Quts of RTW
Gtharvise. Tha list balcw sculd = 100 places long, 803 & hugs part of the sopeal i i Tickets
having the ability to invant yourcwn itinerary, sa r=ally, snything goss. Me;ve'ﬂm&ﬁhueﬂe 1
plsse that many a=sel= fina s b= huge hiahiianis of 2 AT e, 2na it=elee i sesy fasking. | " Spacial January 2011 fares for RTW ;
many ef these togathar on the svarsgs global tour! ik
1 - Iguazu Falls, Argentina/Brazil s

T ' -

Figure 21: Journey one (http://www.roundthewddticket.com, accessed February 5, 2011)
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Journey two

i
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Figure 22: Journey two (http://wwwiaveltip.org, accessed February 5, 2011)

Journey three
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Inspire Me
Romantic holidays =
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Figure 23: Journey three (http://wwwvorldtravelguide.net, accessed February 5, 2011)
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Let me comment on some of the words and termskiegicip while looking through these
three examples. Travelling is ‘inspirational’, tedling is ‘hot’. Destinations are ‘just a
jump from home’ and have an ‘outcome’ at the endvélling around the world makes
you get ‘inspired’. And if you want to go somewheésafe’ you choose Indonesia, or
follow the guide for the eleven most important $sgim the world. The world. Not home,
not the area we live in, our country of origin,emen the same continent. We reach further,
aiming to create our own ‘itinerary’ through ouroslen ‘most popular’ places in the world,
hurrying to ‘take control’. The world seems to l®dose as the supermarket around the

corner and we can go wherever we want, whenevevamnt. Almost.

‘If | can stay | will. If | can find a job, | probably will stay. Just the Visa’

The websites above do create an image of the wamldn open space for everybody;
travelling around the whole continent appears &srra of natural, everyday experience.
Whereas this impression might certainly be truestame people, Lilly’s statement in the

title of this section begs another perspective.

While physical borders are constantly becomingitiqun a virtual context, the actual
political and geographical frontiers are gettingroaer. The geo-political stretching of
borders is followed by an increased awareness efnébquality of movementComplex
networks of borders and boundaries, visas and brogpdlitical restrictions form the
framework of travelling, migration, tourism, bussse travels and so on. Whereas
mobilities of leisure are mostly based on a cerfagedom of decisignthis does not
account for the millions of immigrants, refugeesl asylum seekers who are forced to
move and relocate in a world that is then not ogeall. ‘Dislocation’ and ‘displacement’
are relatively new political terms, visualising tbieculating and overlapping realities of
mobility in often tragic and abstruse processes roigration. Additionally, an
interconnected world creates as welieed for movememind travelling— be it the great
job offer in another town, country or continenjewfound (internet-) love far away, or the
constant cycles of outsourcing employees and workes. The important point here is:
mobility concerns not only geographical movementt i3 directly connected to social

movementLet me conclude this paragraph with a quote byE#dnd Urry:

As the dream of open, fluid and free travel and emognt becomes
constrained by tightly regulated and locked-in eyst of surveillance and
securitization, in relationship to wars on terrardaglobal warming, so
increasingly that freedom of movement becomes uwabguistributed.

(Elliot & Urry 2010: 8-9)
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A sense of belonging

Egypt is suddenly everywhere in the news. Friends I have not heard for ages send me
small messages on Facebook, asking whether I am fine and still in Egypt. Politicians in
the USA, Australia, Europe and many other places in the world have special meetings
to speak about the happenings in Egypt. The currency of Australia has been sinking
slightly in the last days because Egyptians demonstrate on ‘Tahrir Square’ in Cairo.
Not only the importance of the Suez-Canal, but also the geographical closeness to Israel
and the political relations to the USA are highlighted frequently. Not to forget the

thousands of Egyptians who applied for emigration and want to leave the country.

Anthony Elliot and John Urry highlight in their booMobile Lives(2010), the “new
possibilities and risks for embodied experiencesnoivement, as well as new ways for
engaging with culture, taste and social contestaiiglliot & Urry 2010: 10). Those ‘new
ways of engaging’ have an important impact on oukural language learning. Being
mobile holds risks, not only physical but emotioniaks as well. The pulling between
place and space or between moving, resting, camgestnd embodying carries an
emotional cost in a way that reshuffles feelingdelbnging. This process can come along
with a critical awareness and engagement with aisnef risk and security in mobile
times (see Chapter Ten). Let us listen to Saralo, &fter her exchange year in Argentina,

went on to study one year in Mexico.

| studied migration, and they were talking aboutdaseeing, migration from the
perspective of a country that's an exporter of ignaunts. And the teacher, he was
fascinating, and he took us through all differeypes of factors, factors in people
moving up the States. It was all Mexico border smg. It's unbelievably sad and
really confronting, but it changes your perspecti#@d coming back to Australia
and hearing the political rhetoric about immigrantand people are just so
ignorant and don’t understand anything about it,dah found it changed,
broadened, my perspective so much. | saw what & hka for people who are
immigrating, and they are illegal immigrants, arttey are not doing it because
they just, it's not the destination, it's the platteey are coming from that’s
important, and they, it's, they sacrifice their iddives and they go through these
horrible ordeals just because they have nothing. $b tragic, and it's like the
people in the rich countries don’t want to giveuft, but that's exactly what it is.
It's a problem if they can’t just open the bordeBsit then again if they did maybe
there would be a flux at the beginning and thematild calm down and even out, |
don’t know, there are that many Mexicans over ttergvay.
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Papastergiadis reminds us that there is a “newlesigd of how to deal with radical
instability that comes with encountering cultureBose trajectories may intersect in a
given city but whose propensity is guided by midtipnd non-synchronous co-ordinates”
(Papastergiadis 2006: 13). The transforming sentgdace and space that are brought
together with those instabilities based within iatdtural encounter must be considered
when conceptualising intercultural learning or teag. Themes including the ‘mobile
backgrounds’ (or ‘multilocality’, see Chapter Ning&f) language learners, the contestation
of space, and feelings of belonging give the leaenehance to relate to the balances and
imbalances of the intercultural field, its bordersd boundaries — even if blurred and at

times inaccessible.

Networks

Figure 24: Networks

Whenever we look at life, we look at networks. (2ap996: 81)

In the previous section we have seen that whattitotes ‘the’ global is a flowing
entanglement of interconnected and constantly emgrgatterns of exchange and
mobility. In this section | will highlight the ceratlity of ‘actor-networks’ and ‘complexity
theory’, both of which further our understanding tfe intercultural field and the
transformation of relationships. It is the metaplobra ‘network’ which indicates the
development of anon-Westernise@dnd non-directionalconcept.Observing intercultural
exchange not from one centre, but from multipleatmns, is an aspect | will also

emphasise in this section.
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Actor-Networks

The demonstrations have been going on for one week and things have changed since the
first demonstrators were on Cairo’s streets. Not only have the internet and mobile
networks come back, Mubarak also announced he would not make himself a candidate
for the upcoming elections in September this year. The opinions start to drift apart.
Stop or continue the demonstrations? For one week nobody has gone to work, food is
getting rare, thieves and thugs are making the town insecure, banks and cash machines

stay closed. The whole country is on hold.

An influential theory that places networks at tlentce of its premises is ‘actor network
theory’ (ANT), an approach tracing back to Latouwsrk in the late 1980s and later
developing perspectives (for example Law & Hasd&€9). As implied by the name, the
key figures in this theoretical body are the actamsgl networks that deny in their ever-
changing formations the subtle binaries of trad#iosocial theory, such as nature-human
or human-technology. ANT addresses such binariéisiwthe framework of interrelated
networks made of simultaneous flows of people, abjeideas, images, money, and so

forth. Van Loon explains:

The primary focus of ANT is on understanding paisenof ‘ordering’ which
we recognize as ‘structures’ or ‘organizationsisdgas and matter without
relying on an a priori (Kantian) dualism of subgeind objects. That is to
say, ANT does not presuppose that order, or perbafier continuity, is a
reflection of some reality ‘out there’, but instetdt it is the consequence
of a (temporary) stabilization of a particular s#t forces that can be
conceptualized as a network. (van Loon 2006: 309)

It becomes obvious that a variety of thoughts dlyediscussed in the previous two
sections of this chapter are recurring themes iT AlNeas pertaining to the circularity and
interrelated characteristics of networks, andhttable systemgrounded through network-
stabilising regularities, sound familiar to thenmeraphasised by ANT. The premises of
circulation and transformation gesture toward togam that “nothing is necessatrily fixed”
(Law 2008: 148) and create new challenges for rebe® the social in general. Law

develops this thought as follows:

What might replace the foundations that have beechserfully undone? Is
it possible to say anything about network-stahbiligregularities, or are we
simply left with describing cases, case by caseforAbletwork Theory
1990 responded to this challenge in the only namdational way it could,
by exploring the logics of network architecture andoking for
configurations that might lead to relative stabiliiibid.)

123



In order to find out what these stabilising foreesl configurations look like, ANT, as an
analytical instrument, focuses on the how insteaithe why — working at odds with a
majority of sociological research (ibid.). Van Lomientifies the focus of ANT-research in
this vein as “networkg as a continuous practice of enrolment, translatand
redefinition” (van Loon 2006: 310, original italjcgn short: ANT, or network theory, aims
to understand how social realities (as entanglesn@ntleas, objects, technologies, people,
and so forth) are interdependent within a compled dynamic global network and
performed along and across borders. Doing so nieanisserve and approach phenomena
within their networks and (material) practiagesorder to shed light on how such networks

hold together or drift apart:

Many sociologies have little sense of how the domadone or holds
together. They ignore the material practices tletegate the social: ships,
sailors, currents. They simply move too quicklyatoon-material version of
the social. (Law 2008: 148)

ANT sheds light on an important element of spabe: ihaterial. The aim of thinking
objects differently highlights the “social connects within networks, and connections
mediated by various material worlds, such as teleph, media, computer networks, etc.”
(Urry 2003: 52). Networks in this case are simwdtausly material and semiotic. They
order, disorder, or reorder meaning and visuahseeimerging interfaces of space and the
social. Virtual space, especially, and the impdcteghnology lie at the heart of ANT,
which highlight the interdependencies of non-huraad human agency. However, there
has been a turn in ANT to overemphasise the rolebfEcts and ‘non-human-agency’ that
has created an impasse for considering mattersfedtiaity in research. Yael Navaro-
Yashin explains this in her articl@&ffective Spaces, Melancholic Objects: Ruinatiod an

the Production of Anthropological Knowled{#009), the following:

As significant as its contribution is to social dng and ethnographic
methodology, ANT by its rhetoric, makes it diffitulto imagine

reconciliation with other theoretical approachest thclude a consideration
of (non-essentialist) human capacities for imagimatand affectivity.

(Navaro-Yashin 2009: 10)

In this thesis | am building on this statement tavaro-Yashin while aiming to investigate
those interconnections of affect and space thatcheracterised by an emerging and
relational nature and impact intercultural learnisiyategies of language learners so
crucially. What | hoped to illustrate in this sectiis that networks are made of overlapping

nodes (connections) within a range of dimensions (for regke spatial, human or
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technical), and are holding together or shiftingrapvithin a complex array of material

practices, affects, and circulating meanings. Tdéosnbined form of an external and

internal perspective redirects experience fromekiernal world, and vice versa, as Tuan
clarifies: “Seeing and thinking clearly reach owybnd the self” (Tuan 2001: 9). This

perspective on experience in situ helps then tmldnémerging structures dfeing

intercultural within the complex networks of thedrcultural field.

New spatialities of feeling

I mentioned before how network theory focuses mumethe how than on the why of
interactions, and | follow this now with a focus affiect and its relationship to experience

and space. Urry, while referring to the work of @apoints out:

There is a new ‘structure of feeling’ that comptgxapproaches both
signify and enhance. Such an emergent structuréeaing involves a
greater sense of contingent openness to peopleorations and societies,
of the unpredictability of outcomes in time-spacé,a charity towards
objects and nature, of the diverse and non-lineanges in relationships,
households and persons, and of the sheer increake hyper-complexity
of products, technologies and socialities. (Urrp@0111)

What Urry describes here as a ‘new structure dinfgeis described by Hannerz (1992: 9)
in a similar way as “new modes of experiencing #mdking.” What follows is a short
overview of the ‘affective turn’ which positionselemergence of those new modes and

structures of feeling, experiencing, and thinkiigipt in the centre of its conceptual body.

Michael Hardt, in the book,he Affective Turn: Theorizing the Soq2007), argues that:

A focus on affects certainly does draw attentiorthi® body and emotions,
but it also introduces an important shift. The Erade of the perspective of
the affects resides primarily in the synthesisduires. This is, in the first
place, because affects refer equally to the bodlythe mind and, in the
second, because they involve both reason and #sopa. Affects require
us, as the term suggests, to enter the realm afatigy but they offer a
complex view of causality because the affects lglsimultaneously to
both sides of the causal relationship. They illusgn in other words, both
our power to affect the world around us and our grote be affected by it,
along with the relationship between these two pewgtardt 2007: ix)

Going beyond the frame of subjectivity, the affeetiturn covers: a) the critique of
academic-discursive strategies; and b) the pulipart of supposedly opposite categories,
as, for instance, ‘body’ and ‘mind’. The first pgirthe critique of academic-discursive
strategies, is closely linked to Nigel Thrift anid mfluential book,Non-Representational
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Theory. Space. Politics. Affe@@007). Thrift critiques the focus on ‘represeiutat within

cultural theory of the past several decades bytipgjrio the dominance of interest in texts,
semiotics, and discourse, and highlights the rdleaftect in his suggestions to open
research toward more non-linguistic dimensions. rH&n object of inquiry is to discern
“what is present in experience” (Thrift 2007: 2)in-relation to affect. Navaro-Yashin

explains:

Most theoretical work on affectivity, before thiarpcular ‘affective turn’,
has focused on the inner world or interiority oé thuman subject, coined
‘subjectivity’. In the psychoanalytic tradition, f@xample, affect has been
synonymous with subjectivity (in spite of the fabiat subjectivity was
studied as conflicted and split) (Borch-Jakobso82)9Emergent theories
of affect hijack the traditional subject matterpsfychoanalysis and illustrate
that affectivity can be studied in sites and spdm®gnd the scope of the
‘human subject’, his or her ‘subjectivity’, or ‘pdye’. (Navaro-Yashin
2009: 12)

The second argument, the pulling apart of suppgsegiposite categories through
paradigms, adds to the first argument that a stdoptred approach does not have to be
opposed to an object-centred approach. The developf theory and understanding,
with the help of paradigms, often usesgationas an epistemological tool, “as if one
cancels the other and if one had to choose betwaewps of theoretical approaches”
(Navaro-Yashin 2009: 14). Conceptualising affecthmi a spatial framework focuses

instead on the relationakpects of body and mind, subject and object, spadaffect.

In the field of language and culture educationeaesh about affect has been focused
solely on psychoanalytical approaches, on ‘subjggtiand the ‘psyche’. InAffect and
Language Learning1999), Jane Arnold and Douglas Brown argue ferithplementation

of affect into language education research:

Heron (1992) has developed a model he calls muwtiahlearning, which
refers to four modes of learning from experiencetioa, conceptual,
imaginal, emotional. If we adapt this to languagarhing in particular, at
the top of the pyramid would be the action modearhing through doing’,
or developing the basic skills. Next, the concelptunade would involve
learning ‘about’ the language. The imaginal modeuldotake in the
imagination and the intuitive understanding of fobheme of the language
as a while. At the bottom, the emotional mode wodkhl with the
awareness of the different ways our feelings imfiee our language
learning. [...] We suggest that positive waves sjilfead in many directions
from a greater commitment in language teachindp¢ogrowth of emotional
competence. (Arnold & Brown 1999: 23-24)
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While the main focus of the book lies with the irapaf affect on learning and teaching
within the classroomthe approach accumulates theoretical, empiricamamistic and
experiential aspects of affective language learimngrder to guide the classroom practice.
However, it rarely considers the role of spacether ‘outside world’, and its impact on
everyday learning experiences in an everyday enmiemt. The role of the body and
processes of embodiment (which are central elenwdritse affective turn) are crucial for
the understanding of intercultural learning (PatiréE and especially Chapter Ten will
cover this point extensively). In short, the affeetturn opens the gate for the observation
of new ‘spatialities of feeling’ (Thrift 2007) arichnsformed modes of experiencing within
the complex and networked arrangements of the culteral field. Let me now turn

towards complexity and its role within network-tingo

Networks as a trope for complexity

It is 8am in the morning in Melbourne and I am sitting in front of the TV, a camera in
my hand, waiting for my partner to appear in the A BC breakfast programme to give an
‘inner perspective’ of the happenings in Egypt and to speak as well about his
experiences as a member of the oppositional party in Egypt. When the talk starts the
questions follow as expected: “Will Egypt become a second Iran?”, “What will be the
effect of the vacuum if Mubarak leaves?”, or “Will the Muslim Brotherhood take
over?” The interview is going fine but it is impossible to show the whole dimensionality
of the current situation in only five minutes. There is no time to speak about the
flourishing political discourses (which were dead for nearly thirty years), the
volunteering doctors, the people who clean ‘Tahrir Square’, or the many Egyptians
who spend their nights in self-organised committees on streets to protect their suburbs
from thugs. Despite the still desperate situation, we are getting a bit euphoric:
Egyptians seem to have found a new self-confidence and something even more

important — hope.

Van Loon explains the relationship of networks anthplexity as follows:

Network is a device for organizing and concepturdjz non-linear
complexity. Networks problematize boundaries anatredity but intensify
our ability to think in terms of flows. The usagdetloe concept of network is
in the first instance metaphorical. It is a trofe@an Loon 2006: 307)
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This ‘non-linear complexity’, van Loon identifies éhe key element of the network-trope,
raises questions about the form and understandimpat we call ‘complexity’. Urry gives

details:

Each hybrid system seems to exhibit similar noedm networked
properties often moving unpredictably and irreddgsaway from points of
equilibrium, as Capra (2001) argues. And complexiself is a global
system, adapting and co-evolving to other powegfabal hybrids that are
also roaming the world and changing the very emvitent within which it
operates. (Urry 2006: 115)

The turning away from the idea of a one-directicanadl linear movement of development
is central to complexity theory. It does not onlghilight the relativity of a centre (these
can be political, religious, economic or culturantres) but abandons tipeivileging of
centres at the expense of peripherfean Loon 2006). Networks, van Loon writes, “are
marked by multiplicity” and a “holistic unity of dersity of connections” (ibid.). This
‘diversity of connections’ that reshuffles conceaisl perceptions of order and hierarchy is
at the core of this study as a grounding premisednacepts about intercultural learning.
Often, common descriptions of diversity do nowfith the trope of networks. Our famous
constellation of ‘self’ and ‘other’ seems to caayotion of linearity and, in its incarnated

binary, a movement away from connections and tosvaegregation.

Thinking in boundaries as such is more or lessodymt of already ‘known’ structures and
understandings that are constantly reproduced éynthdia, mainstream education, and
traditional academic research (as | will develogCimapter Seven). To step outside these
known structural and institutional frames meanssegbently to focus more on the
multiplicity of centres and an understanding ofif'send ‘other’ as circling in a complex
network of equal epistemologies of the essencefef This, as Urry states, can have
crucial effects: “Complexity thus investigates eget, dynamic and self-organizing
systems that coevolve and adapt in ways that heaiuence the probabilities of later
events” (Urry 2006: 114). From this perspectivdpeus on the emergence of dynamic
patterns and their impact on the perception andtior of reality (see as well Massey
2005) challenges essentialist and positivist vieivshe world and highlights instead its
complex and ‘messy’ character. Considering compjeais a crucial element of the
intercultural field means then to be aware of tneavailability of absolute knowledge’, as
Graeber puts it: “One could also make the arguntteatt it's this very unavailability of
absolute knowledge which makes a commitment taropth a moral imperative” (Graeber

2004 10).
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In the first path of this thesis, | have shown diféiculties in describing ‘the’ intercultural
and also highlighted the tendency to perceive asplaly matters of being ‘inter’ or ‘in
between’ cultures as problematic and conflict-ba#teild at this stage that | would like to
reconnect to these statements, claiming that thiengm Graeber describes as a ‘moral
imperative’ needs to be implemented in theory aegkarch about interculturality. One
way of doing this lies in the theoretical altermas we have presented: by focusing on
connections outwith the realms of absolute knowdedmd by uncovering ‘heavy’
oppositions (such as ‘self and ‘other’ or ‘Westhda ‘Islam’) as hierarchical and
instrumental and as such highly unnecessary catstriihis thesis is based on the
understanding that oppositional terms are co-imgtiid and thatthe hierarchy of

oppositional terms, in which language is structyneeleds to be overturnédather 2006).
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PATH THREE

Where do we go from here?

130



Nagoya

I don’t need to be careful
with saying where I am
coming from

(Wei)
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met Wei in an intensive Spanish class in Melboulite happened to take the same tram back to the
I downtown after finishing our language class, arstaliered that we both just arrived in Melbourne and
did not know a lot about the town at this stageésTonnected us and we soon found similar pattierasir
lives: We had both come to Melbourne to join ourtqpers who had found jobs in Australia and we were
both working on a PhD, although Wei already finbheer degree the year before. We started to meet

regularly for coffee, hot chocolate or crépes €akering the culinary world of Melbourne.

Wei comes from the Philippines, her partner is Aiogr, and both met when Wei was on an internshtpen
US. Wei studied in Japan and spent six years iroiaga city she didn’'t know before, but, as Weissdy

didn’t care, | just wanted to go abroad.” She eixygéner first impressions as follows:

It is a really advanced society in terms of efficig and transportation. One moment | always
remember is [that] the taxi drivers are wearingtsuiTaxi drivers in the Philippines wear like... you
know? But riding a taxi in Japan is something verpensive to do. And then, troops of men in
black, in suits. You feel like they can drown yowhat is the word? [...] | think it's a very busy,
workaholic society.

Wei has a strong feeling for her place in the warhdl critically reflects on, for instance, issuéwvisas and
social mobility. Wei went to Japan to do her PhD &id not feel happy within the society and ‘resgst
learning Japanese. Having done a six-month langelags, “which [she] did not really embrace,” shgss”|
think | resisted the language. | resisted becausevery difficult [laughs], and also there was motivation
because there is no incentive. There is no gradiagsredit grading. If you learn the language of; it
OK, it's up to you.” Most of Wei's friends spoke gish and she describes her daily life as “an emvirent
with a lot of foreigners and the common languagawsays English and that's at school and in the/ensity,
it is all in English.” Her resistance towards ldagthe language, Wei says, “is more of my resistaio the
society. Because the society is very exclusivg.And | never really embraced the language bechiesd, |

don’t want to be here for long.” We move on witle flollowing discussion:

U But do you feel excluded because you don't sgfealanguage in Japan?

w How should | say? Lots of foreigners who speakidnguage very well are still excluded.
But in my case, in fact, | feel they respect youenmthen you speak English perfect. Other
than | try to speak Japanese...

U You did not feel encouraged to speak Japanese?

W | don’'t know, it's a mix. It's a very tough quest Because a lot of my friends would say,
for example, if you are driving and police is stojpyou, never speak Japanese because
you get in trouble. They will say, ‘Oh you are stljyou are like this, you don’t know the
system’. But if you pretend you don’t know anythémgl just speak English, they will
protect you.

U Really? Because you are a foreigner?

w Yes, like you have an excuse to commit mist&kesdon’t understand anything. But if you
try to speak the language, you are trying so hartid like us, but you are not. You are just
not. But [...] they are very exclusive so they alsveesist foreigners. [...]

U So you can live there for some years and youfasl not ‘inside’?

w I've never been integrated to the society. Naeene

Wei continues explaining that most of her “foreifyiends” came to Japan “because you earn very good
money in Japan” and ‘it is very easy to make antivi However, she explains further, “the collective
concept of the Japanese is very strong and theanaa identity is very tight”:
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wW In fact, there are two words, which you needndeustand. Foreigner in Japan has two

words: ‘gaikoukujin’ — that is the formal word. fJiis the person, so you are the person

from outside the country — ‘gaikoukujin’. And ‘galjis the informal word. But ‘gaijin’ has

a different connotation, it means more ‘an aligroy are an outsider.

And which term do they use?

w The formal one, because Japan is very formalvBgn they are upset with you, they say
‘gaijin’.

c

Wei is aware that being from the Philippines hgsadicular meaning in Japan and is connected toyman

stereotypes about Filipinos, which she contrastis ér status in Melbourne:

Because a lot of Filipinos are hiding, you knowytly® to Japan and stay and hide. [...] We call
them ‘japayuki’. ‘Japayuki’ are Filipino entertaing and dancers, and they are usually, you know,
in the nightclubs, so they are hired to do thateSen in my country they are asking, ‘What are you
doing there? Because Japan is not associated dac po study, it is a place to work, to dance. If
I'm telling people I'm from the Philippines | alwsynake sure [to tell people] I'm a student here,
because then they respect you. In my case, I'ntaally discriminated [against] the university
where I'm from is sort-of respected in the soci&y.if you are student in that university, then you
are OK.

Wei moves on to reflect on her current situatioMibourne:

But here, [in Melbourne, U.W.], if I'm saying, ‘I'fmtom the Philippines’, no, no, no stereotypes. So
I don’t need to be careful with saying where I'mming from, because obviously I'm coloured. |
met another Filipino who was born and raised hengl &e can barely speak my language because
he is basically Australian and was born here. Bebgle always ask him ‘Where are you from?’ —
‘I'm from Australia’. ‘No, no, where have you be&om?’ And those are the people who feel
always discriminated, because, ‘How can you beraliah, you are coloured?’ A lot of people do
that. And | have to admit that | do that myselfo,No, no, where are you from, what's your
ethnicity?’ [laughs].

When first arriving in Melbourne, Wei felt much neoimmersed in the society, because she was nabRyis
different” like in Japan. At the moment, Wei stithly has a tourist visa for Australia, which makes feel

insecure and unable “to start the job hunt” anéw life. However, she says:

| don’t really feel discriminated at all, | perfdgtunderstand why they do not allow people to work
without a working visa you know. So far | feel Aaigh is really flexible. There are a lot of
stereotypes about the country, but in terms ofgihernment policy | got the visa far easier than |
got the visa for the UK and the US. If the coungryppen and welcomes foreign skills from other
countries then it would not be difficult for othfereigners to co-exist, because they would not feel
alienated or different. So if you are in a sociabd you see the diversity, | think that is a verpd)
thing. Probably if you are in the outback and yae ¢he only coloured person then it would feel
excluded. | think this is one thing to invite peofd stay.

As we reach the end of our walk, | ask Wei aboutweeys of balancing learning and being intercultiféei
tells me that she is Catholic and has a strongtsality that she considers to be a “licence t& talGod,” a
form of “self-therapy” to make sense of experienard “feel better.” She mentions that her spiritydis
with her” and “not bound on society,” and refersttie church as a sacred place for her, a “famgiiace”

that gives time and place for reflection.
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For Filipinos the church is one way to meet othélipihos, because it is so difficult to miss a
church without a Filipino inside. If you want to\ea community... many Filipinos always join
churches because Filipinos are one of the mostaliedd people in the world. | know this because |
read it in a ranking [...] one of the most globa&lis people are the Chinese and then Indians and
then the Filipinos and maybe the Brazilians. We axerywhere. But the Filipinos survival
mechanism is to find a church because we find oarounity there.

From the notebook: Wei's walk not only exemplifies the instrumentatrginsion of speaking a particular
language, but illustrates the influential charackthe learner’'s environment on the intercultuealguage
learning process. The positive reaction in Japamatds foreigners who speak English fluently, the
predominant usage of the English language amongstfriends and colleagues, and her resistance to
Japanese society lead Wei to feel like an ‘outsidied to ‘reject’ the acquisition of the Japanemeglage.
Another feature, which permeate Wei's walk is harrpey of moving in between several kinds of basder
Not only the border of the language and her statua ‘gaikoukujin’ (person from outside the coupiry
Japan but her very own nationality re-enforce beraé a political and social nature. Wei struggléth the
common understanding of Filipinos as ‘dancers’, wbme to Japan merely on the basis of ‘earning good
money’. Though there is an element of truth in thiage, Wei's situation is different and she férlaeed to
‘make sure [that] | am a student here, then thepeaet you'. This almost invisible border of excarsi
becomes more tangible, if it comes to the curremifigurations of geo-political space, which crulgial
impact Wei's possibilities for movement as depemdenthe granting of visas and working permissionsa

global scale.

134



Chapter Seven: The weaving of a methodology

33N \ o

Figure 25: The weaving of a methodolgg

Think of building, or of making more generally, asnodality of weaving.
As building is to dwelling, so making is to weavirtg highlight the first
term of each pair is to see the processes of ptimthuconsumed by their
final products, whose origination is attributed rtot the improvisatory
creativity of labour that works things out as iegalong, but to the novelty
of determinate ends conceived in advance. (IngoidL210)

Where are we going from here? At the beginning of murney | highlighted the

methodological orientation underlying this thesml aaised the question of how spatial
perspective impacts on research about intercultuemiguage learning and its
methodological frameworks? The current and follayviwo chapters will answer this
guestion by describing the processes and guidiegiiges for the creation of a spatial
method for intercultural language learning. Thistimod will be presented as a form of
finding, and will ‘weave’ theory with practice to/rschronise theoretical positions with
research methods and visualise the processualitiieomethodological practice. At this
stage, what we are looking forasmethodology that is able to follow the multipiaces of

intercultural learning, its flowing, mobile and netrked aspects as well as its individuality

of experience.
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Seeking

My hope is that we can learn to live in a way tisaless dependent on the
automatic. To live more in and through slow methmdyulnerable method,
or quiet method. Multiple method. Modest method.céhain method.
Diverse method. Such are the senses of method tigie to see grow in
and beyond social science. (Law 2004: 11)

Let me start this methodology section with a smaditation on the term itself. The word
‘methodology’, as used in modern times, dates bactke fifteenth century and stems from
the Latin word ‘methodus’, meaning “mode of prodagd The identical Greek word
‘methodus’ originally stood for “pursuit of knowlgd” before it was commonly
understood as “systematic arrangement” and as aciap form of procedure or
characteristic set of procedures [...] as a modewdstigation and inquiry, or of teaching
and exposition” (OED online). With this denotatiainthe forefront, a methodology is a set
of methods and philosophical principles that undexlcoherent piece of work. However, a
closer look at the Greek word ‘methodueveals another element of meaning. The term
consists of two parts — ‘meta’ (after, behind, athyy and ‘hodos’ (way, path, or travel)
(ibid.). Understood in this original and de-contealised way, the term ‘method’ means to
‘follow a journey, a way’, as well as a ‘seeking’fand a general way of moving that is

not bound to one single form.

| am starting my methodology chapter with the arsgof the word ‘method’ in order to

indicate the general direction | am arguing formedy the openness of method towards
movement and transformation. Understanding methodhis vein suggests an open
method which furthermore argues for practices gerseral focus of the research. What

steps are required for research into practicestoamation and movement?

I have argued for an understanding of time andespa co-existent partners within global
practices of diversity. In Chapter Five and Sixelveloped four major spatial-temporal
processes: a) the stretching of social relatiohgrbincreasing intensity of exchanges; c)
the speeding up of global flows; and d) the imgmopensity of global interconnectedness.
These transformations not only have an enormouscéinmn the way we live in this world,
but engender a need tecreatethe methods we usa order to understand the ‘partial
connections’, as Strathern (2004) describes. Thissformation of method is anything but
a quick or straightforward process. It very muchrtst by raising questions about the
purpose and focus of methods per se, and internggassumptions of normativity and the
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understanding of reality. Law argues in this sdnséa way of thinking about method that
is broader, looser, more generous, and in certspeacts quite different to that of many of

the conventional understandings” (Law 2004: 4).

To understand method as a ‘seeking for’ and typeeséarch about different forms of
movement is to take one step towards opening upadetogy to networks, flows and

mobilities. Underneath the call for a reconfiguratiof method towards networks and
mobilities is the attempt to overcome the idea ethnd as a tool to seek the “definite, the
repeatable, the more or less stable” (Law 2004W8)ile simultaneously arguing that the
world is much moreindefinite “vague, diffuse or unspecific, slippery, emotional,
ephemeral, elusive or indistinct” (Law 2004: 2) isbscience research attempts nothing
more than the capture of those same elements venelicomplex, diffuse and messy”

(ibid.). Let me describe this in more detail.

Researching mess

Figure 26: Researolgimess

It might be confusing to read the word ‘mess’; heere highlighting some central insights
and effects of ‘mess’ and ‘chaos’ (which ties ithwcomplexity theory, see Chapter Six),
seems necessary to me in order to elude those fofmethod that recreate images of

stability, definite knowledge, and ‘cleanliness’s Raw explains:

| find that | am at odds with method as this isallyuunderstood. This, it
seems to me, is mostly about guarantees. Sometithes of it as a form

of hygiene. Do your methods properly. Eat your tgplogical greens.
Wash your hands after mixing with the real worléthem you will lead the
good research life. Your data will be clean. Ydadings warrantable. The
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product you will produce will be pure. It will conweith the guarantee of a
long shelf-life. (Law 2007: 595)

Those ‘guarantees’ Law highlights in his winkingyare not just side effects of carefully
organised steps for the researcher. Rather, thegven a much deeper sense of method:
the human desire for security and an understanofingality asuniversalor true. It is in
this sense that Law identifies the impact of ‘messa descriptor of the current state of the
world, and derives from this statement a guideloreesearch that needs to be “messy and
heterogeneous” (Law 2007: 595) on the one sidechadacterised by a “disciplinddck

of clarity” (Law 2007: 597, original italics) on e¢hother side. What does that mean for

social science methods in general and for intaucallianguage research in particular?

To begin with, it is aritique ofuniversalismand of “the idea that true knowledge derives
from universal criteria that can and should be iggph all relevant contexts” (Law 2004:
162). It is also a critique of a realism that asssnfithat whatever is out there is
substantially independent of our actions and esfigoof our perceptions” (Law 2007:
599). What is indicated in those two rejectionsthe impossibility of representing
‘something’ as definite. As outlined earlier, réaiis not stable in its representative sense,
but is instead characterised by fluidity and comisteansformation. This argument comes
in line with Law’s statement about his researcheobps a “shape shifting reality” that is
moving and following multiple trajectories with ririsically inconsistent ways, making it

impossible to define problems within a “single fdrfhaw 2007: 598). Law adds:

If much of reality is ephemeral and elusive, them sannot expect single
answers. If the world is complex and messy, theleadt some of the time
we’re going to have to give up on simplicities. Bune thing is sure: if we
want to think about the messes of reality at ahtlive’re going to have to
teach ourselves to think, to practice, to relabe, @ know in new ways. We
will need to teach ourselves to know some of tladitres of the world using
methods unusual to or unknown in social sciencaw(R004: 2)

Before exploring those dimensions of method, whithLaw’s words are unusual and
unknown within social science, | would like to cotveck to the critique of the normativity
of current social science methods. Law argues that standard methods currently
practiced are not adapted to research ephemeral iaaefinite realities beyond
representations (Law 2004). Alongside that, thigkih method as a set of fixed rules and
procedural stepbas an impact on the social world in the sensekhatvledge does not
evolve in a vacuum or produce a vacuum. Ratinethod impacts on reality, and different

methods evoke different realities.
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Law argues that current research methods have @mestructed in a specific historical
context that leaves its current traces in “ratheessively general claims” (Law 2004: 5).

He gives an example:

If you want to understand reality properly then yoeed to follow the
methodological rules. Reality imposes those rutesi® If we fail to follow
them then we will end up with substandard knowletig# is distorted or
does not represent what is purportedly descriligsl.

Thinking in this manner has a huge effect on theutarity of method and the creation of
knowledge. Research that does not critically réftequestion given methodological steps
in the frame of each study can create knowledge ithavalid mainly because of its
methodological procedure, but not as a reflectioreality. Parker, while referring to Law,
points out that this leads to nothing less thaallsion of method and paradigm:

The epistemological objection is to the collusidnmeethod and paradigm:
the method is designed to collect the data thap#radigm distinguishes as
valid. It is this circularity that is problematia circularity whereby
knowledge is seen to be valid because it is pratiligemethods that are
validated on the grounds that they produce instarafesuch ‘reality’.
(Parker 2008: 263)

I would like to highlight the importance of the tgsoint while reformulating it as an
argument: methods, traditionally understood andtmad, can reinforce fixed, rigid and
stable imaginations of reality and directly contitdn to circulating images of singularity (of
for instance culture) as norms of knowledge andkihg. In this light, method needs to be
understood as an exploration of the multiplicitycehtres, ways, and journeys as well as
their interdependencies in order to seek a “farwrdnge of possibilities” (Law 2004: 10).
Such a method does not solely base its premiséseocorrespondent research paradigm,
but rather values its capacity for an active pguéiton in the making and weaving of

realities.

However, this type of method is not easy to enaul aeeds both a very careful
demonstration of methodological alternativegether with an almost radical change in the
foci of the research processes. Let me start bgesiong an alternative understanding of

method as an act of ‘crafting’ in the next section.
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Crafting

Please have a look on the following photograph gfpreferred location when writing

letters.

Figure 27: Crafting

The image of writing a letter is in many pointsated to the image of writing a thesis, in
that both emphasise specific ways of working thgtly notions of handicraft: the feeling
of a good cup of coffee, working with the hands amdd, listening to music, and the wish
to create something individual and meaningful wathiparticular time and for a particular
audience. This process can be captured in the \wiafling’. To craft something means to
linger, to dwell on a specific notion and themethim a specific period of time. Crafting
means furthermore the usage of tools in order éater an opus, a putting together of
different elements in an artistic and sensitive w@safting, finally, means to capture one
state of reality and to hold it against the grdirih@ ever changing flux of the world (see
Sennett 2009).

In order to craft a method, one weaves methodolegly an open framework for the
research design. What does ‘open’ in this sensen?téa a nutshell, it means that the
method emerges from the fieddd leaves space for changes and adjustmentheondy’

in order to align the research tools as closelpassible with the aim and background of
the study. Crafting in this sense means to go heybe pure collection of data, and to
work creatively with the research methodology whitging, dismissing, adjusting and
readjusting methods in the flow of the processft@igaa method corresponds in this way
with what Law terms a ‘method assemblage’ (Law 30@4reative dealing with absences
and presences:
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(Social) science should also be trying to make lamalv realities that are
vague and indefinitbecause much of the world is enacted in that way.
which case it is in need of a broader understandfritgs methods. These, |
suggest, may be understood as methods assemblagies as enactments
of relations that make some things (representatioliects, apprehensions)
present ‘in-here’, whilst making others absent “thére’. The ‘out-there’
comes in two forms: as manifest absence (for imstaas what is
represented); or, and more problematically, asndeHand of indefinite,
necessary, but hidden Otherness. (Law 2004: 1dinatiitalics)

Finding out about the constellation of ‘absencesl §resences’ not only gives insight
into how the major themes of a research projectrgenand move in their shapes, forms
and connections, but also connects with our thealdramework of networks, flows and
mobilities. This focus on forms of movement poiotg method’s ability to capture not
only the dynamics of the research object, but tmiporate the dynamics of the research
process itself (with both its fluxes or instabd#) into the research design. Yet how,

specifically, can this be done?

Choosing anexplorative research design is convenient in this situatioecabse it
considers research objects that have “no cleaglesiset of outcomes” (Baxter & Jack
2008: 548). Although this refers again to the iddaan open research framework, the
direction of argumentation points towards iaductive approach which means that the
hypotheses emerges from the field and not viceavdrsintercultural learning, meaning
emerges from the process of intercultural exchaage, happens gradually, with steps
forward, steps backward, and a lot of lingering bietween’. It is exactly those varied
forms of learning that explorative research triecapture while gradually building itself
within an open research framework, with the redeardollowing the paths and ways of
intercultural learning. This approach sheds light the different ways in which
methodology refers back to ‘reality’, and aims lfiemmore to present the research in a

transparent way.

Creativity

What is central to a method assemblage is creati@itafting a method asks for creativity
as a central element as well as a step towardprtwess of re-creating methods for the
ephemeral and the fluid. Including creativity inethesearch process means widening
methods with regard to research foci and multipheethsions. Anna Bagnoli, in her article,
Beyond the Standard Interview: The Use of GrapHicitetion and Arts-Based Methods
(2009), explains:
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In most qualitative research interviews are a stethdnethod of data
collection. The use of interviews relies on languaas the privileged
medium for the creation and communication of knalgke However, our
daily experience is made of a multiplicity of dinseans, which include the
visual and the sensory, and which are worthy oestigation but cannot
always be easily expressed in words, since ndnalwledge is reducible to
language. (Bagnoli 2009: 547)

Being creative in this sense means to inclade-linguistic aspects of experiences by
employing, for instance, visual methods, such asqgraphs or drawings, which can then
be the basis of further research. At the core ehtive research should be the aim to
include the participants’ “own preferred modalitesexpression” (Bagnoli 2009: 549), as
well as the creativity of the researcher. Includihg expressive styles of both participants
and researcher in the research process meansltolencreative and open tasks in the
research which “may encourage thinking in non-sashdvays, avoiding the clichés and
‘ready-made’ answers” (Bagnoli 2009: 566) duringeimiews and observations. Including
creativity in the research process is also an espya for playing with the role of
researcher and participant. Asking participants, ifigtance, to take pictures about the
research object gives a part of the responsiliditthe participant and leaves the ongoing
process partially open. Bagnoli (2009: 566) deswithis emphasis on shared participation
as “allowing them [the participants, U.W.] to guiche in the interview by highlighting the
important dimensions of experiences from their @erspective.”

In doing so, the role of researcher and participarg almost interchangeable, with
hierarchies ideally disabled. Giving the participarore creative space within the research
is then tied up with a form of openness both instructions and questions for the

participants and the research process in geneaghddi writes:

One constant [...] has been the openness thatd tn@d to maintain when
introducing these tasks. | kept the instructionbrasd as possible, with the
intent of enabling participants to structure thek&in their own ways. This
allowed me to collect a variety of patterns in Wegy in which people made
sense of the same instructions. (Bagnoli 2009: 566)

Bagnoli reminds us that not everyone is comfortabieh those open schemes and
processes. A sensitive dealing with each partitipan guidance of the research process
from the side of the researcher is highly necessartyonly for moments of readjustment.
The positive side of creative approaches lies, ewen the enhancement oéflexivity

and holistic approachesluring theresearch process, and the transformation of thvese t
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aspects into central elements of observation. Hawirmind the aim of capturing elements

of non-linguistic nature, which are hard to expregif words, Bagnoli states:

The use of visual and creative methods can gegdedilitate investigating
layers of experience that cannot easily be putwdods (Gauntlett, 2007).
Images are evocative and can allow access to eliffeparts of human
consciousness (Prosser and Loxley, 2008): commitimgcamore

holistically, and through metaphors, they can enbanemphatic
understanding, capture the ineffable, and helpaysattention to reality in
different ways, making the ordinary become extramandg. (Bagnoli 2009:
548)

Especially in the studies on language learning, revhieterviews are often conducted in
second or third languages, there is a strong naredréative methods as these can help to
deal playfully with words in other forms of visuadafting and drawing. Using creativity
within research methods in this sense adapts goitires notions of creativity which are
part of people’s everyday life, as Hallam and ldgpbint out: “There is no script for
social and cultural life. People have to work it as they go along. In a word, they have to

improvisé (Hallam & Ingold 2007: 1, original italics).

I have hinted at a variety of methodological pantghis section, which emerge within the
employment of creative research methods. The usasafl and sensory methods that
exceed the realm of words is my focus in Chaptgh&iBefore presenting my use of
sensory methods, however, | will discuss in mor@itlehe procedural and shifting nature

of my emergent methodology.

A tale of methodology

Crafting a methodology is not a straightforward ané-dimensional process. Rather it can
be compared with a jigsaw puzzle, aiming to mergsearch question(s), research
paradigm(s), research field(s), and research mé&hato a method assemblage based on
the intuition and understanding of the researchie field, the participants, the inner and
outer circumstances of the study, and the relatipssacross the field are just some of the
elements of the puzzléntuition is then a core notion of the following three moisen
which shall illustrate the procedural characteth&f method-crafting as well as the major
turning points and general methodological orieotei of this thesis. The aim of these
moments is to give an insight into some craftintaiie of this methodological journey as

well as to tell the ‘tale’ of my methodology.
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Although the illustration of the moments might teém look like linear movements, they

are very much the product of a bundle of stringdled together in the form of a quasi-

chronological text. The premises presented herebased on the ground of long term
reflections and practices in and around the fi¢lsht@rcultural learning and subsume these
thoughts in (partially autoethnographic) statementkich will be methodologically

enriched in the following two chapters.

Moment one: Mixed methods or | don’t want to compare

I am presenting my thesis in a research colloquium. The comments circle around my
open research-framework and some scholars suggest working with a clear set of
questions as well as ‘well defined terms’. Others argue for the employment of methods
from psychology. The method remains the theme of the talk, with issues like the
validity of the data and my involvement as the researcher within the field added to the
discussion. At the end of the session one scholar suggests I look into comparative

methods, hinting that this would make the sampling of the data easier.

Comparative Studies are an essential element afiaty of disciplines, including literary

studies, applied linguistics, anthropology, andeigmn learning language studies. As a
result of this central position of comparative stsd the focus on differences and
similarities between two or more different courgrar cultures lies at the heart of research

about intercultural learning. Byram states:

The pedagogical literature, both theoretical (faiaraple Zarate, 1993;
Kramsch 1993) and practical (for example Byraml.et2z901), focuses on
making learners aware of the relationships betwedtures, and promotes
methods of comparative study to do so. (Byram 2688:

While acknowledging the contribution of comparatstedies to the field of intercultural
education, | do not consider it as suitable forahme and purpose of this study. This relates
mainly to one central element of comparative stdis basis in the premise difference
Within a comparison, the central element of conimgstems suggests a linear movement
and process of meaning-making that often remainshatborders of oneliscipline.
Although the categories explored can imply notiohsliversity and multiplicity, they are
in danger of being dealt with in the form of emstiand clear structures that dismiss

elements of complexity and of being ‘in between’.
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As | have shown before, social realities do chasayestantly and are captured in this study
within the framework of global and everyday tramsfations and practices. Within
comparative studies there is a tendency to oresgarch towards already known structures
and categories (such as identity, race, ethnicitgfionality, and so forth) and
underestimate the interconnectivity of such categoalong with emerging and constantly
re-created forms of intercultural learning. In othgords: comparative methods and
approaches can close their eyes in front of hylamnd networked social realities as
conceptual and methodological spaces, and oftenotl@apture the fluidity and shifting
nature of the research object itself.

Let me suggest another approach which builds on’d awethod assemblage. It is most
interesting that while trying to gather more inf@ton about method assemblages | kept
coming back to writings abouhixed methodipproachesNot only do such approaches
involve the “use of two or more different kindsdsdta gathering and analysis techniques”
(Greene et al. 2005: 274), but their design of isgdwith “several or multiple
components” (Mason 2006: &eems to be convenient for the kind of researckepted
here and match with the idea of a method assembMgson adds: “In this approach,
different methods may be deployed because eadititof be the best suited to its own

specific part of the problem being researchedd(jbi

However, there is a hitch. In its essence, mixedhous are designed to combine
qualitativeand quantitativeresearch methods to combine the advantages ofeggorbach
in order to take into consideration the multidimenal and complex nature of the social
world (Mason 2006: 9). Within this thesis, | am centrating on the qualitative paradigm
only and do not consider quantitative research ipibties (as they are not able to tell
stories). It is in my concern to employ a mixed moels approach that is qualitatively
driven and mixes different methods under the untboref multiple methods When
referring to mixed methods in the following compotseof this methodology section, | use
the term under the premise of qualitative reseanchmultiple methods.

Both method assemblages and mixed methods arendbyetheir focus on *“social
experiences and lived realities” (Mason 2006: Hz)] the work of Mason in particular
underlines the search fordealogue between methotisat is based on a ‘creative tension’
She explains:
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Ideally, this involves a creative tensibetween the different methods and
approaches, which depends upon a dialogue betvwesn. it means that
instead of ultimately producing one integrated aotoor explanation of
whatever is being researched (integrative logic),aoseries of parallel
accounts (parallel logics), one images instead tinmaldal’ and ‘dialogic’
explanations which are based on the dynamic relationore than one way
of seeing and researching. (Mason 2006: 10)

Basically, such a dialogue of methods can creatat Wicalled earlier an ‘open research
frame’. This open research frame takes into consit® the messy and multidimensional
ways of making meaning and aims to give space farethod that is able to capture the
circulation of diversity beyond single disciplinaad academic fields. A mixed method
within a method assemblage approach includes & gbhse multiple disciplinary foci,

making it more interdisciplinary.

Traditional methods and carefully separated (if detached) academic subjects create
very particular notions of difference which varprin context to context. Researching
interdisciplinarily recognises the interconnecivaf ideas and understandings instead of

‘ironing out’ the distinctions. Mason states:

The opportunities, for harnessing creative tensimmg building on rather
than ironing out the distinctive strengths of difflet approaches, are
substantial. Such an approach, like no other, eailithte the developing
multi-dimensional ways of understanding, and depigya creative range of
methods in the process. (Mason 2006: 10)

It is still an open question and central debatmasghich field intercultural learning and the
study of culture within language education beloogltwould like to argue at this stage
that there is nobnediscipline intercultural learning should be ‘attadhto. Rather, it is
the selection of disciplines close to the centtaiments of intercultural learning (such as
the social sciences, cultural studies, and humagrgehy, for the frame of this study) that
should lead to an interdisciplinary approach. is tegard, mixing methods from different
disciplines should become an imperative of intaigighary research about intercultural
learning, and, indeed, has been in the historyanfllage research. Studies which aim to
research diversity and interculturality should otep the methodological boundaries
within applied linguistics, literary studies, orlizwal studies (as, for instance, comparative

studies), while searching for inspiring methods@arby fields and disciplines.

Finally, Mason reminds us that a mixed methods @ggr is challenging and needs a large
measure of creativity:
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This kind of approach is hugely challenging becduséefinition it pushes
at the boundaries of social science philosophywkedge and practice. [...]
It requires considerable skill and commitment freesearchers and teams,
who need to have the capacity and inclination ® lseyond disciplinary,
epistemological and ontological distinctions, withcsimply wishing to
critique all other from the perspective of only poe to subsume all other
into one. (Mason 2006: 10)

Moment two: Text, text, text... and text

Another path of my methodological journey dealshwithe ‘material’ | am basing this

research on and the terminology | use to descrigthoals.

In my studies of ‘German as a foreign language’ at the Herder-Institute in Leipzig in
Germany, I was trained in using discourse analysis to research intercultural language
learning and the instrumental dimensions of language. Most of us were fascinated by
this approach and engaged for the first time with critical thinking, discourses, and the
production of meaning. However, when it came to practical concerns and questions like
“What do we teach?” the relation between discourse and the class content of ‘German
culture’ was unclear. In my mind there was a vivid discussion between two voices: one
was saying “This is really interesting theory” and the other one replied “But what we
teach about German culture is geography, history, politics and culture. Teaching
discourses is far beyond a beginner level.” After coming to Glasgow I planned to do a
discourse analysis about the representational diversity of religion as a part of culture
and intercultural learning. I struggled. During the course of working on this thesis I
realised that the initial experiences in Egypt, which led me to engage with this study,
were beyond mere discourse- and text-based approaches. The learning experiences I
shared were smelled, tasted, listened, seen, touched and felt through and through. And
although the discourse approach helped me to reflect critically and think about the
political circumstances of the Egyptian society, it did not involve this feeling of

belonging and anticipation I shared with the students I taught.

Within this thesis, | argue that research abougrmitltural language learning tends to

remain in the realm of texts only. Many degree prognes within higher education direct

clusters of cultural studies within broader fielolslanguage education towards literary

studies and the understanding of historically dgwedl contexts. Intercultural language

learning exceeds the textual basis, as we have asiggl in Path One, and at this stage |
argue that research about interculturality move®be the form of text as well.
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Law describes the feeling he had whilst workingaaresearch project about liver diseases.
He writes, “there was something important aboutsitene thatould not be put into words
and escaped the possibilities of language” (Law42@7, original emphasis). In Chapter
Two | outlined the concept of languaging (Phipp$s&nzalez 2004) and its emphasis on
the ontological dimension of intercultural languaggarning. As stated, capturing
ontological elements of intercultural language méay purely on the basis of texts is only
partially adequate. By engaging with experiencedettisions of learning, research about
intercultural language learning focuses then on phgsical, embodied, and sensed
sensations a different place shares with us.itt this sense that | argue for an alternative
methodology that acknowledges dimensions beyondisvand (inter-) textuality. In this
thesis, | pursue this aim while largely using etimaphic methods, as | will highlight in the
coming two chapters. To enable a research of thi, kvhich is open and flexible enough
to grasp the ephemeral and often intangible notafnsterculturality, is an aim | follow
when including additional visual, sensory, and mgwelements in the method assemblage.
I would like to underline that as much as | amss#eg non-linguistic aspects of research, |
do not aim to claim an approach that is at oddh vekt-based research. | rather consider
non-linguistic elements of research as a contouttowards a multidimensional

methodology which takes into consideration the it of individual experience.

As a matter of fact, language is the only mediagtgment academics have in order to
communicate their ideas and stories. | do not amhat change the presentation format of
text; however, there is another notion of impalee handling ofexpressions, allegories,
and metaphorsThe terminology research about interculturalieay employs in order to
capture its diverse nuances is crucial for the rtstdading and mediation of
interculturality itself. We need to choose a lamgpidghat is able to inspire and to hold
elements of inspiration in order to highlight neisoof intercultural learning, which are of
the ontological and ephemeral nature | mentionedoanent ago. We have a choice of
choosing language that has the ability to breakhepoundaries of representation. Let me
illustrate this point with an example by Thrift, wh resembles a key-quote of my
methodological journey (and does as such appegyait) as well in Chapters Five and
Ten). Thrift writes:

The paradox of space is that we all know that spaa®mething lived in
and through in the most mundane waysom the bordering provided by
the womb, through the location of the coffee cupandesk that is just out
of reach, through the memories of buildings anddsaapes which
intertwine with our bodies and provide a kind ofpos of space, through
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the ways in which vast political and commercial eg- and the resultant
wealth and misery- can be fashioned from the mundane comings and
goings of ships and trains and now planes [...], ugloto the invisible
messages that inhabit the radio spectrum in thidioris and etch another
dimension of life. [...] There is no need to reducels complexity to a
problematic of ‘scale’, a still too common move.téws continually change
size. A multiplicity of ‘scales’ is always preseirt interactions; the
putatively large is of the same kind as the sntait,amplified to generate a
different order of effects (Strathern 1999; Tardg0®@. [...] We now
understand that the spaces and rhythms of the dsygrgverydayness and
everyday life (Seigworth 2000) are not just a fiig bolstering an
underlying social machine but a series of pre-imligl ethologies that
incessantly rehearse a materialism in which maditien into a sensed-
sensing energy with multiple centres. (Thrift 2007)

What | would like to focus on at the moment in Tifsiquote is his way of describing
practices of the everyday as ‘sensed-sensing eneithymultiple centres’What Thrift
captures in this expression is not only a notiotrarisformation and multiplicity: the word
‘energy’ furthermore suggests an element of theasdhat is based on a ‘seeking for’
beyond scales and categories. Energies are passtbthat move across hierarchies and
come to life through practice. In choosing this gmaThrift creates a far better starting
point for research than the commonly used terrdgntity’, ‘nation’, or ‘ethnicity’ can do,
especially when considering their overloaded costmmis and over-analysed characters.
Learning about alternative terminologies (such astaphors) and the creative and
sophisticated ways of making use of them (as THo#s) was then another important step
on my methodological journey towards the creatiba method for the ephemeral and the
fluid beyond a purely text-based approach.

Moment three: Peripheries and centres or moving outside the classroom

In Path Two, | outlined the ways in which thinkiaout education under the umbrella of
space gives some fascinating insights into undegl@ssumptions about thecation of
learning and the roles place and space play within learnexgeriences. On my
methodological journey | dealt intensively with ttienking informing the location of this
research and the methodological implication thesehofieldsite evokes. The mobilities
and lifestyles of the language learners | aimetbtms on in my study were located in a
globally interconnected world, with interculturakperiences as part of the complex
network of flows. Whereas those transnational aothglex notions are increasingly
addressed within theoretical writings about intéroal learning (see Risager 2006, 2007
or Fenoulhet & Rosi 2010), there has been a silem@ddressing these transformations

methodologically Furthermore, and | stressed on this already, thetipes and locations
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of research remained closely connected to the roass as the main site of learning,
thereby treating the ‘outside world’ as distant —movement based on a subtle

understanding of periphery and centret me outline this thought more in detail.

Dean Pierides illustrates this last argument in tomtext of the development of
ethnographic research within education since the 1260s in his articleMulti-Sited
Ethnography and the Field of Educational Reseg2Bil0). In the field of education, he
states, ethnography was transformed by the critafutnose postcolonial binaries which
understood the self as the centre and ‘the otleepeaiphery (Pierides 2010: 182). When
this constellation was radically criticised andnsBormed, the ethnographic centre of
research had to be reconfigured as well. Pieridide referring to Denzin and Lincoln
(2005), explains:

As a result, anthropologists either moved to fatesr work on the concept
of culture itself, slowly attempting to disentangtefrom the colonial

binaries so potently exposed by the postcolonitifoe, or they moved the
fieldwork home to the study of their own modern isbes. This was
accompanied by a proliferation of paradigms, methadd strategies in
qualitative research. (Pierides 2010: 182)

At the core of these newly created paradigms falitpiive research was a critique of
power, its misconceptions and impactsamtucation that was highly influenced by post-
structuralism, especially Foucauldian thought. Bowy on post-colonial practices ‘at
home’ became an essential practice of ethnograpk&arch in the field of education that
continues today. As a result, the classroom, asnthpr ‘fieldsite’ of education, was
pushed to the centre of ethnographic observatieayimg trajectories of learning in
transnational space behind (Pierides 2010). Inpiiegace of his bookTangled up in
School: Politics, Space, Bodies, and Signs in tthec&tional Proces$1997), Jan Nespor

argues.

Educational discourse usually treats the schooh dsounded system, a
container of classroom processes and curriculds,tex institutional shell
waiting to be filled up by the actions of teachestudents and
administrators. But looking at schools as someheparte from cities,
politics, neighbourhoods, businesses, and populture obscures how
these are all inextricably connected to one angtiex they jointly produce
educational effects. (Nespor 1997: xi)

It is due to Pierides and Nespor’s influence onmethodological journey that | decided to
reconnect research on intercultural learning wité fieldsites of the everyday and the

learning that happens outside the classroom. Td¢erection of research with fieldsites is
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one of our main objectives described in Chaptereghd continue these thoughts in
Chapter Nine, where the location of this researdhoeme up again in the section about

multiple sites.

In sum: the methodology | am adapting for this iheés inspired by Law’s proposal of a
method assemblage and formed by a mixed-methoésnads design that stands at odds
with the philosophical grounds of realism and ursaéism. In order to translate networks,
flows and mobilities into method, | highlighted theed for the recreation of method in
and around movement and transformation, and onb#dsts of an open and creative
research process. In this sense, | restricted igmigkion to comments on the following

issues:

* moving beyond disciplingsesearch about intercultural language learning
needs to draw extensively on interdisciplinary stadhat are based on the
idea of diversity instead of difference);

* moving beyond textualifyesearch about intercultural language learning
needs to engage with forms of learning as theysperienced); and

* moving beyond the classrogmesearch about intercultural language learning
needs to transgress the field of the classroonfans on intercultural

experiences ‘in situ’).

This approach results in an almost radical changie focus of the research processes
from singular to multiple centres, from fixity tamwement, and from text to experienke
this sense, another point becomes clear. a resedygtt like intercultural language
learning, which changes and shifts its form cortstais in need of a research method that
has the ability to follow up these often intangilaled ephemeral movements and, more
importantly, can hold all the flowing and movingeelents together. It is a method, which
has to create openness for elements of affectespad movement. It is in this turn that |
opened up my research method towards sensing,ifozality’, and walking, as will be

explored in detail in Chapters Eight and Nine.
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Scandinavian Club

I didn’t want to meet a lot of
Asians from a similar culture
I was from

(Chan)

152



han is from Singapore and although her native laggts Chinese she considers her English as better
Cthan her Chinese, as the Singaporean governméd ttr make us effectively bilingual.” Chan wanted
to change her environment after finishing High Stemd her mother suggested to study in Austrifaen
asked if she found it hard to leave Singapore st} 8l think it was pretty easy. My family has lbekere
twice and some people of my family live here.” kabout her initial impressions of coming to Aub#rdo
study, and she says, “It was comfortable and thex®a lot of freedom, not just because | was anay fny

parents, but | think in general the society istdrieer.”

Speaking about Australia, she says “Here you seeskly much more and the scenery. But the first ime
went to Sydney | thought this is not Australia hesmit was just high-rise buildings, people werdking
quickly; there was this sense of urgency. And lemdelt that kind of urgency and that rush and #arik in
my mind this is what Australia is like: totally aperelaxed and laid back, that's why | was so skdcia

Sydney [laughs]. | just got lost, | couldn’t see gky.” Our conversation goes on in the followingyw

U I’'m interested in time. Can you feel time diffetty here to time in Singapore?

C The pace of life here is slower. Time is notdfllienjoy time. Whereas in Singapore the
pace of life is so much faster and time is somgthihich has to be used. And also time in
the city is different than time in the countrysided also the space — it opens the time, it
can be more endless, there can be more time foiljog sense of space changes.

U What would that be if the sense of space changes?

C In my experience, space can become time. Eveeyiti a form of space. Space can expand
the sense of time.

Carousel in a theme park

This photo was taken in a theme park iin
Gold Coast. I've always loved playgrounds
and theme parks because they remind me of
the innocence and freedom of childhood. |
love watching kids run around blissfully,
without a care in a world. It's a reminder
that life can be that simple, easy and
enjoyable if you allow yourself to feel it.

Figure 28: Chan’s virtual walk 1

A central element in Chan’s story is the experienteonnecting to the “locals.” “In the beginningzhan
said, “I didn’t want to meet a lot of Asians fromsamilar culture | was from.” This hope of encouig
‘difference’ in the forms of Australians and peofiiem cultural backgrounds other than her own pedeel
in the following way: “I think in the first year ivas difficult. | wasn't really on campus and | waite

isolated. One way | tried to change that was,rigdithe Scandinavian Club. | have a friend fronwaai and
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he also wanted to join the club.” Chan tells met thaitially |1 thought it was hard to connect toeth
Australian society and to make friends with locgdsl forced myself to understand their culturalkegound

and to overstep my comfort zone and to make frievitsthem.”

I am interested in Chan’s expressions, ‘forced ffiyaad ‘overstep my comfort zone’, and, while réicey

her earlier statement of freedom, take our convierséowards the following route:

U You mentioned earlier the notion of freedom — li®this idea of being free connected to
becoming open to people from other cultures?
C | think the irony of that is that | wanted to eme so much the Australian culture that |

kind of suppressed my Asian culture, and in dohag t restricted myself and | wasn't
really free. And | realised you are really expresgsifreedom in interacting with other
people, because you are not ashamed of who yoaratdow you have brought up. At the
same time | also learned to appreciate the diffeesnbetween my culture and the
Australian culture. Appreciating it and not to g@h the Australian culture is so much
better than the Asian culture or Singaporean c@turm happy to be who | am.

Chinatown in Singapore

This is another one of my favourite

pictures because it reminds me of my
Chinese roots. When | go back to
Singapore, my friends and | enjoy going
to places like Chinatown to get cheap
food and to wander through the stores
like tourists in our home country. It

helps us to appreciate our culture and it
reminds us of how unique we are,
especially in a country where it's hard to

slow down and to be reminded of these
bits of life.

Figure 29: Chan’s virtual walk 2

Chan’s journey in integrating herself in a sociatfhich she perceived as and expected to be ‘differe
continues on in her second year of studying, whenkgecame involved with a church community. She say
that this was “a community of people from differenitures who shared the same values,” and adds tha
being part of this Christian community became “ayvenportant thing for me” She adds that this sjepe

her the feeling of belonging to a community wheme sould embrace her Singaporean background dhd sti
be in touch with people from other cultural origilghat combined both these aspects were the fadhlze

belief in universal values.

We reached the end of our walk and | ask Chan forah statement regarding her understanding ofatbed

‘intercultural’:
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U What would you describe as intercultural?

C That's very interesting [laughs]. | think Austieis are intercultural in a way that they
welcome people from all over the place.

U And how would you describe your life as intenarat

C This is a very textbook answer, but it has toadth just being interconnected in a global
world.

Figure 30: Chan’s virtual walk 3

A beach along Great Ocean Road

I've always loved beaches because they remind mieowf infinite and
majestic God is. | enjoy looking into the horizondathe endless span of
ocean and | like imagining what could lie beyond #xpanse. The ocean is
also always peaceful and | love strolling along theach, smelling the sea
breeze and being wrapped up in my thoughts. Thehbabvays has this
effect on me, no matter which part of the world IfmThe sky and the sea
make me feel comfortable because they are thegbdine same sky and sea
no matter where you go.

From the notebook: Chan seems from the outset of the interview, tatera separation between ‘me’ and
the ‘other’. At the same time she feels a stronghwid interact with Non-Asians, as she did, foténse,
while joining the Scandinavian Club. For Chan, $tandinavian Club represents the ‘West', and wasirat
in her journey that enabled her to ‘embrace’ heittzal identity’ and remain close to Asian circleghout
‘forcing’ a connection to Australian society. Frabhan’s experience we can see that the challengaaf
intercultural experience is the engagement withedihce. Being able to express yourself freely evhil
appreciating difference (or diversity), rather thrarestablishing borders between the ‘self’ and'dkieer’, is
a crucial element to avoid either forcing or netifegintercultural experience. Chan’s centring ér faith is

illustrated in her mind map.
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Figure 31: Chan’s mind map
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Chapter Eight: On the search for the ephemeral

To think being, Heidegger says, means to responthéoappeal of its
presence, in a response that stems from and releessdf toward the
appeal. But this means to exist as a human beiag muthentic relationship
as mortal to other mortals, to earth and sky, ® divinities present or
absent, to things and plants and animals; it mdanet each of these be
to let it presence in openness, in the full appadeness of its natureand
to hold oneself open to its being, recognizing nid aesponding to it
appropriately in one’s own being, the way in whmfe oneself goes on,
lives; and then, perhaps, in this ongoing life omey hear the call of the
language that speaks of the being of all thesegbeamd respond to it in a
mortal language that speaks of what it hears.” deigger 2001 [1971]: x;
paraphrased by Hofstadter in the introduction)

The multi-dimensional mode of intercultural leamiwithin a complex and messy world
suggests a mixed methodology which recognises“thfierent ways of perceiving and
interrogating the social world represented in ddfeé methods are themselves part of that
multidimensionality” (Mason 2006: 9). To recall: athl am seeking is, in Mason’s words,
a creative tension and dialogue between my chossthauds and approaches. This means
to concentrate and work towards multi-nodal perspes and understandings (instead of
definite notions) that “are based on the dynamiatie@ of more than one way of seeing
and researching” (Mason 2006: 10). It is in thid ahe current chapter that | am
concentrating on those aspects of the method assgenlthat focus on intercultural
practice as experienced and as ‘sensed-sensingyengh multiple centres’ (Thrift 2007).

In short: which methods can we build on in ordefditow our curiosity about ephemeral

and often indefinite notions of interculturalitycahspaces ‘in between’?
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Ethno - graphy

In Chapter Two we saw how ethnographic approachtesiged in the language classroom
as a tool for engaging language learners in inten@l learning. Above that, we saw that
intercultural learning is at its core an ethnographprocessthat transforms language
learners into ethnographers per se (Roberts eR@1). A method that takes into
consideration the ethnographic practices of languagrners should in this vein be as
close as possible to the specific forms of expeimeninterculturality. It seems likely that
ethnography suggests itself in this sense as amallalonethod for this research. The two
parts of the Greek word ‘ethnography’ — ‘ethno’t{oa) and ‘graphy’ (writing) — indicate
a focus on both experience and the ‘getting holdhe latter in form of descriptions and
stories (OED online). Taken together, both wordsfpmward the centrality of stories and
thereby characterise as such both the ethnogrgobeess and intercultural experience. It
is mainly for this reason — the closeness of ethaqaty to the intercultural experience
itself — that | decided to use ethnography as tl@emmethodological frame for this
research. With the phrase, ‘a wider frame’, | anfemeng to the form of method

assemblage that shapes the methodology of thisthes

To understand the character of ethnography as aoueibgy one has to go back to
ethnography’s roots in anthropology, its epistergmal and ontological mother discipline.
In this anthropological vein, ethnography locatisscentral understandings in humanism
(Blommaert 2010: 6) and cannot be reduced to thetioe of fieldwork alone (see Ingold

2011, final chapter). Pink defines ethnography as

a process of creating and representing knowledbgeufasociety, culture
and individuals) that is based on ethnographersi experiences. It does
not claim to produce an objective or truthful aatioaf reality, but should
aim to offer versions of ethnographers’ experiengkseality that are as
loyal as possible to the context, negotiations iatersubjectivities through
which the knowledge was produced. (Pink 2007a: 22)

Several points could be elaborated at this stabe: dentrality of observation to
ethnographic research; the aim of capturing thobsemations in so called ‘thick
description’ (Geertz 1973); the immersion of thee@cher in the fieldsite; the conducting
of ethnographic interviews, and so forth. | am amigntioning key elements here, as these

will be picked up and developed later.
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Since ethnography is a largely spread-out fieligdd to clarify how | use and understand
its role within diverse disciplines of social saes. Specifically, | concentrate on the
elements of movement, senses and ‘multilocalitytastral to this ethnographic research

and argue for the following three methodologicaipons:

» intercultural language learning is multisensdsthnographic research has to
consider and implement the role of the senses emsbsy experience);

* intercultural language learning is multi-sit§dthnographic research has to
consider and implement this multiplicity of locat®and fieldsites); and

* intercultural language learning is based on movetnethnographic
research has to consider and implement pattermebility within

contextualised situations).

Before engaging directly with the ethnographic pcacit is necessary to point both
towards the role of the researcher within the meteprocess, and the implied ethical
consequences. Let me therefore start by reflecimthe action of — reflecting.

The multiplicity of voices

Throughout this work there is a selection of autnegraphic writings. These have a

significant role and purpose.

Recently, there has been an increase in focusejoitit production of ethnography from
the side of researchers and field participantstiMgriabout “how we make sense of and
reflect on our own experiences, interactions, avgltipns in the field” (Coffey 1999: 115)
has become a central element of ethnographic gsitihighlighting a shift in attention to
the ‘self’ of the researcher and her or his entamgint in identity negotiations in the field.
This shift towards theethnographic self(Coffey 1999, own emphasis) has built upon the
blurred boundaries between subjectivity and obyégtia critical process already started
in the early 1980s. Narrative ethnography relateshis sense to Pink’s description of
ethnography as “based on ethnographers’ own exp&$ (Pink 2007a: 22). Such
experiences engage the identities of the reseaioheglation to the participants, the
fieldsite, and so forth, and this culminates inracpss of ‘writing identities’ (Coffey
1999).

Including those elements of fieldnotes that ar@ @lersonal nature into the ethnographic
piece of writing pays attention to the call forXte with more complexity and focus on
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relational aspects of fieldwork” (Berger 2001: 508jorking reflexively then, is to make
the reader aware of the way meaning is construaotétets’, as Dewey already argued in
1938:

To reflect back is to look back over what has beemne so as to extract the
net meanings which are the capital stock for iigefit dealing with further
experiences. It is the heart of intellectual orgation and of the disciplined
mind. (Dewey 1938: 86-87, cited in Pillow 2003: 177

Dealing with the *heart of the disciplined minds Bewey describes it so aptly, is a central
concern of methodological ‘reflexivity’. Davies ae#es the latter as follows: “In the
context of social research, reflexivity at its moatnediately obvious level refers to the
ways in which the products of research are affebiethe personnel and process of doing
research” (Davies 2008: 3). Pillow points out thefiexivity is first and foremost an
“increased attention to researcher subjectivityhia research process — a focus on how
does who | am, who | have been, who | think | and Bow | feel affect data collection
and analysis” (Pillow 2003: 176). What is importatthis stage is the awarendhs
researcher elaborates regarding such questionsi@ndr his connection to the complex

research situation:

We cannot research something with which we haveamtact, from which
we are completely isolated. All researchers asotoe degree connected to,
or part of, the object of their research. And dejeeh on the extent and
nature of these connections, questions arise ashtiher the results of
research are artefacts of the researcher’s presanténevitable influence
on the research process. (Davies 2008: 3)

The influence of the researcher on the researotepsois a hotly debated topic and has to
be seen under the light of my chosen research meiNahin the field of ethnography,
Davies (2008) argues that the theme of reflexiigtyarticularly important regarding its
‘deep immersion’ and ‘close contact’ during theldeork. Whereas in classical
ethnography personal references were avoided ier dadmaintain this distance between
researcher and ‘object’, the situation of fieldwankthe age of globalisation has changed
significantly (see Faubion & Marcus 2009). Indettet characteristics ammersion and
contact are transformed within the ethnographic fieldsigend impact as such the

relationship of researcher and participant (I vatiurn to this point in Chapter Nine).

As a researcher | am well aware of the immersiompfethnographic self’ (Coffey 1999)
within the research and within what can be calledraercultural life-world’. It is because

of this personal entanglement with interculturalithat | decided to include
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autoethnographic writings in this thesis. Theyadded for the purpose of reflexivity, and
aim to illustrate how | came to understand intdroal language learning as ‘spatial-
embodied practice’, and how this understanding masored in the configuration of an
appropriate methodology. Furthermore | chose téewnainly in the first person and only
occasionally in the third person. This decision wastially informed by the following

argument of Savin-Baden & van Niekerk:

Through writing in the first person it becomes polgsto see one’s own
interpretations and personal stances. However, sit important to
acknowledge and recognize that we use multipleegoand hold multiple
perspectives and that we, and our stances, chamfjenave over time.
(Savin-Baden & van Niekerk 2007: 466)

The multiple perspectives of this thesis becoméhsthrough my own role within this
research, which is threefold: | joined the field iofercultural language learning as a
language learner, as a teacher of language, aadpasson embedded in an intercultural
life-world. With all three perspectives intertwinegith each other it is difficult to
distinguish which ‘role’ is speaking at which tiniguring the course of this thesis, | do not
distinguish artificially between those three peddpes. | rather suggest that they are read
asonevoice, which is made of a multiplicity of voiad is, in this harmony, embedded in
a complex field of interconnected meanings andrenments. Pink reminds us that what
is required in such a situation, is “a recognitmithe constant shifting position of the
fieldworker [...] as she or he experiences ‘differes in levels of understanding as well as
the shifts or mood and rapport characteristicseddifvork™ (Pink 2006: 34).

To summarise: including autoethnographic writingsthe process of this thesis aims to
highlight the connections between the researchat #re intercultural field, and

acknowledges the increasing complexities with whathnographic research is faced.
Including personal narratives into the methodolagrealm of observation and description
recognises the crucial role of the ‘ethnographilf’ ¢ the researcher as well as the
language learner. Before continuing this reflectionethnography | would like to add a

note regarding the ethical dimension of this regdear

Ethics for the highest good

| have to admit, a large part of this research prasoked by a fairly large degree of anger
about what | perceive to be unethical represematiof interculturality and essentialist

claims of culture. Recalling our entry story ofsttihesis about failed multiculturality in
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Germany illustrates one example for the relativaty statements on truth and moral
judgements. What lies underneath such discours®éedsel provoked in her speech, is:
being intercultural in contested environments ksingut certainvulnerabilities and
sensibilities By working on a conceptual framework that bringdiwwdual experiences ‘in
between’ into the centre of intercultural researciaim to shed light on positions that
dismiss and ignore the sensibilities of intercdtuencounter and stabilise culture into
fixed images of the ‘self’ and the ‘other’. The fscon the body, affect, and sensing in this
thesis illustrates the aim of making those sens#slvisible and argues that intercultural
understanding is a complex, networked, and heteexges practice. This position taken
herein aims to encourage critical thinking and exiceesearch about representation and
polarising judgements (such as ‘failed’ or ‘sucéeissnterculturality). In other words, to
create a method for the ‘highest good’ of intenadt learning: the encounter with
humanity. In saying this, | am aware that my owrsipon is a contested one; that the
discourse in Europe on immigration represents a@wsus that diversity is a problem in
search of a technological and security fix, and tha gentler, slower, complexly, and
messy work towards non-violent representationsingply seen as costly education by
those who are not adherents of my own position.

The method assemblage presented besates a space for ethieswhile walking, while
sharing experiences ‘in situ’, and interchanging ribles of researcher and participant. It is
a method that rejects hierarchy as an elementtefviews and difference as a basis of
research methodology. Being uneasy with researotrezk on the practice of ‘researcher
asks questions and the interviewee answers’, ltaibreak up this mode while navigating
the research through multiple and interdisciplindgyds, aiming to follow the idea of a
method assemblage. Using creative tools and engagth participants through a variety
of collaborative practices creates a deep ethaationship with the research. MacDonald
and O’Regan (2007) have recently described thistiogiship (of the intercultural
communication field with ethics) in their conceptaporias’. Adopting “an ethical stance
towards difference,” they define ‘aporias’ as “memhative contradictions, where
interculturalists are projected simultaneously iptasitions of cultural relativism on the
one hand and ideological totalism on the other” ¢Manald & O’Regan 2007: 267). The
authors base their thoughts largely on the writiofhfevinas, and argue that a focus on
‘responsibility’ enables *“intercultural communiaati to locate itself in opposition to
practices of closure and intolerance, while simétausly exercising reflexive support for

more open alternatives” (MacDonald & O’Regan 209 They explain further:
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In other words, it is through responsibility, raththan through the
foundationalist presuppositions of presence, thet tliscursive terrain
remains open, and that questions of ‘non-normatietical judgment
become possible, and indeed necessary. (MacDonald'Regan 2007:
275)

It is this responsibility | felt towards the wonéldrpeople | met and the stories they shared
with me which let me constantly rethink the reskasmcess and reflect critically on how
to ‘represent’ the embodied moments of diversityd asensibility | shared in the
intercultural field. Through the course of the @sh and writing process the central
guestion of this thesis developed towamethodological theory for the ethics of language
learningand happened along the lines of what Graeber (2Z0Mterms “a commitment to
optimism” or what MacDonald and O’Regan (2007: 2@all “responsibility to openness
in opposition to closure.” The focus on opennesd aptimism in this research was
underlined by the consideration of ‘possibilitig€raeber 2007) instead of ‘clashes’
(Huntington 1997), and the inspiring potential direography “to empower and improve
the social conditions” of present societies (Gaoigr2010: 127).

Sensing

Figure 33: Sensing

As we return to our senses, we gradually discouersensory perceptions
to be simply our part of a vast, interpenetratirepwork of perceptions and
sensations borne by countless other bodies — sigahdhat is, not just by
ourselves, but by icy streams tumbling down grarstopes, by owl wings
and lichens, and by the unseen, imperturbable wiiatam 1997: 65)

At the centre of the following methodological ottigtion are those parts of the research
that concern the multisensory modes of intercultarsguage learning. The senses are here

understood as mediators of relationships “betwedihasd society, mind and body, idea
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and object” (Bull 2007: 5-6, cited in Mason & Dawi2009: 589). | will elaborate the
theme of the senses as well as sensing more dktai@hapter Ten. At present, and in the
background of a method assemblage and a mixed deetiqgproach, | am enquiring into
the nature of multisensory experiences under the ¢ multisensory ethnography, visual
methods, and a small sample of arts-based methetisne explain those steps in the

following.

Engaging the whole body

Sarah Pink, in her boolpoing Sensory Ethnograph{2009), describes ethnographic
research with focus on the senses as “a processmf ethnography that accounts for how
[...] multisensoriality is integral both to the éig of people who participate in our research
andhow we ethnographers practice our craft” (Pink 2AQ%riginal italics). Transforming

the research into a multisensory process meanagtke ethnographer to highlight more
carefully how her or his understandings came irgimdp — under the light of the senses.

Pink reminds researchers to

be more explicit about the ways of experiencing kmowing that become
central to their ethnographies, to share with atlibe senses of place they
felt as they sought to occupy similar places tos¢hof their research
participants, and to acknowledge the processesighravhich their sensory
knowing has become academic knowledge. (Pink 22)09:

This new acknowledgment of the senses builds upoestablished academic body of
research about the sensuous, such as, for instdreesensorial turn’ (Howes 2003),
‘sensuous geography’ (Rodaway 1994), ‘sociologyhef senses’ (Simmel 1997 [1907]),
‘cultural history of the senses’ (Classen 1993)rahiv's writings on the ‘spell of the
sensuous(1996), and in elements of ‘complex ethnographytk{#son et al. 2007). What
links these approaches is the search for new adadeaths that combine the themes of
perception, knowing and sensory experiendégltisensory ethnography is in this regard
an emerging and still developing field of pract{Benk 2009) which finds quickly growing
interest across social sciences and humanitieedent years. Nevertheless, Mason and
Davies (2009: 600) argue that

social science research should become more sgnawsdre than perhaps it
has been, and [...] researchers should recognizdftaatensory is part of
‘involvement in the world’. Too often social sciencresearch and
knowledge is oddly abstracted and distanced froensinsory, embodied
and lived conditions of existence that it seeksxplain.
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In the field of social anthropology, multisensorthreography asks “how a sensory
approach to ethnography might be situated ameshodology (Pink 2009: 1, original
italics) in order to enrich contemporary reseammis In moving towards this task, there

are two key approaches in sensory studies:

» “the ethnographic study of other people’s systefisensory categorisation
and classification, and the meanings related teethend

» the ethnographic thinking “about the senses froenstarting point of the
self-reflexive and experiencing body, [...] thereigrapher’s own sensorial
experiences as a means of apprehending and compgiefether people’s
experiences, ways of knowing and sensory categarieanings and
practices” (Pink 2009: 46).

Within this thesis, | have included both perspexgiv while focusing on the senses as an
integral part of embodied intercultural languagerténg that creates and re-creates
different modes of experiencing diversity, place &elonging. | do not intend to research
those different modes of sensory experience thratlnghlens of categorisations and
classifications; rather | aim to give an insighbithe diversity of sensory experience as an
important element of intercultural learning. Sedgnd have included ‘self-reflexive’
notions of the researcher (as in the autoethnographrts) in the research. Both
perspectives include the focus thie sensory as impacting upon place-making expeggen
as well as the interplay between the multisenstyriadf the environment and the

multisensory experience itself.

Doing multisensory ethnography...

In order to come to a closer understanding of hoyegence is perceived, acted,
remembered, imagined and transformed into sensebetwinging, the multisensory

researcher can go through the following steps:

» focusing on sensory experience within a collabweeagiractice of
participation (Pink 2009);

» transforming the ethnographic interview to a seymeaperience in situ;

* concentrating on the transition of sensory expegdnwards ‘sensing’ and
on tangible to intangible modes of experiencingl an

* including the senses and sensory observationtanaetin ethnographic

interviews and investigating about the relatiorsgdexts of the senses.
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In the following I will highlight those modes of rtisensory research | employed for the

specific method assemblage of this thesis. | agh@@d multisensory ethnography...

... While challenging the mode of participant observation

First of all, observing means to perfarkiered Amit, in the bookConstructing the Field.

Ethnographic Fieldwork in the Contemporary Wof&D00) describes this as follows:

As much as fieldwork is the most commonly citedimafy criteria of
anthropology, intensive participant observatiorium is frequently treated
as defining anthropological fieldwork (see Clifford1992). [...]
Ethnographic fieldwork must be experienced as peréd rather than just
communicated in dialogue. (Amit 2000: 2)

While describing ethnographic fieldwork as a fornmh jerformance, the standard
ethnographic tool of ‘participant observation’ expaces a process of rethinking the
ethnographic mode of observation. As | have alrelaighlighted in the earlier section
about reflexivity,ethnographic research is always a joint and collative practice. What
makes ethnographers go beyond the traditional tdrsimply observing’ particular fields
is the active attempt to invite new forms of expres that go beyond a ‘conversation
only’ research style and focus. Pink describesplosess as follows:

Doing sensory ethnography entails taking a seriescamceptual and
practical steps that allow the researcher to rkthoth established and new
participatory and collaborative ethnographic reseaechniques in terms of
sensory perception, categories, meanings and vakas of knowing and
practices. It involves the researcher self-constiouand reflexively
attending to the senses throughout the researategspthat is during the
planning, reviewing, fieldwork, analysis and regmsitional processes of a
project. (Pink 2009: 10)

She adds:

Innovative methods have been developed by ethnbgrapto provide
routes into understanding other people’s lives,eeepces, values, social
worlds and more that go beyond the classic obsenadt approach. [...]
They are alternative, and ultimately valid, wayssetking to understand
and engage with other people’s worlds through shaaictivities, practices
and inviting new forms of expression. (Pink 200P: 9

A major and significant form of understanding amgaging with other people’s worlds is
typically the interview. Using semi-structured iniews that aimed to include aspects of
movement and sensing was at the heart of this n@se@he semi-structured interview is

usually built around “questions that seek to digcdhe meaning individuals make of their
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experiences” (Ortiz 2003: 36), and are formed &seaes of open-ended questions” that
address “the research questions [...] and encouh&gearticipant to respond with in-depth
responses” (Ortiz 2003: 41). In order to rethink gemi-structured interview through a
sensory paradigm, Pink suggests doing so througaay of place, and by questioning the
emphasis on talk and a communication-based appr@@iok 2009: 95) — this | have |
realised within Path Two. Going beyond the ideghefinterview as ‘just about talking’ is
to bring space and place back on board and to stahet an interview as a ‘place-event’, a
coming together of different perspectives in ongcelat a specific time. The role of the
narrative transforms itself into a “process throwghich verbal, experiential, emotional,

sensory, material, social and other encounterbraxgght together” (ibid.). Pink specifies:

Within this place-event ethnographers have oppdrasnto learn about
both other's embodied ways of knowing and theirbaémarratives and
ways of defining sensations, emotions, beliefs, alities and more. (Pink
2009: 96)

The researcher too is understooceaglacedo the field and is dealing at the same time
with ‘emplaced knowledge(Pink 2009) This emplaced knowledge becomes a focus of
attention when the researcher has to deal withstiresory bias’ of her or his culture and
the different sensory modes she or he experientée wesearching (Howes & Classen
1991: 260). Participant observation is in this vemt only learning about ‘something’ but
learning about how one learns — a perspective Wieitshthe ethnographer play “a role of
apprentice, who learns about another culture byaging and learning first-hand the
practices and routines of local people”, as PinfkO@ 69) points out while referring to
Downey (2005: 53). Based on this premise, the rebeprocess itself createsnsory
knowledge and lets new dimensions of experiendiegeveryday emerge. In the upcoming
chapter about method and mobility, | will return tiois ‘place making’-element of

ethnography.

A final note: Mason and Davies point out that sepsesearch does not have to happen via
sensory experiencing and practicing per se. ltfeehermore be described verbally and be

captured in the descriptions of the participantseyrargue:

In fact we found that when it comes to resemblape®ple are generally
very good at expressing their sensory affinitieoally. Our data is full of

talk about people’s size, deportment, hair coleyesight, timbre of laugh
and so on. [...] Talking about and describing senghings is part of

everyday parlance and there is much evocative wiagb available.

(Mason & Davies 2009: 595)
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Building on this argument, | am including both therrated form of sensory experience as
well as elements of explorative and moving resegrélgtice in situ in the interview style

of this research (see as well Chapter Nine).

... While aiming to capture the ephemeral

We have just seen that multisensory ethnograpbpes to multiple ways of knowing and
aims to grasp ephemeral notions of experiencs, Ihithis sense, right at the heart of this
research. Intercultural experience is often of rgarigible nature and interrelates as such
with the “most profound type of knowledge [whiclhd not spoken of at all and thus
inaccessible to ethnographic observation or ingsw¥i(Bendix 2000: 41, cited in Pink
2009: 8). How does multisensory ethnography get¢sgto those hard-to-research notions
of knowledge that, as Bendix argues, are almostcessible to standard forms of

ethnographic observation and interviews?

The sensory is located at the junctionimafgining, experiencing and rememberifiRjnk
2009). All modes are closely intertwined, and imn&gi forms of the sensory (as, for
instance, the thought of a good cup of coffee) tadlether with remembered forms of

sensory experiences. The question arises

how methods emphasize the interplay between tamgipld intangible
sensory experience, including elements of the sgn$mt were visible,
audible, touchable, etc. in the present as wellthase which people
conjured in their sensory imaginations and etheogamystical ways of
resembling. We suggest that ‘sensory intangibilisyvital to how we see
resemblances and to the practice of sensory metbgpddMason & Davies
2009: 587)

Focusing on this ‘sensory intangibility’ followsedhaim to find out about the transitional
forms of (in) tangibility. One way of pursuing théém is to place researah situ — in the
places of the everyday. This means sitting witladigpant over a cup of tea, eating pizza
together, walking through the neighbourhoods, enévally — and indeed this happened to
me — going shopping together on popular street@s&hnatural’ environments will
eventually make it easier to gain an understandinthe individual ways of imagining,
experiencing, and remembering the multisensorgliation to place, feelings of belonging,
and practices of diversity. A shared experiencihglace enables the researcher to capture
elements which are ephemeral or ‘beyond words’teaard to track in common interviews.
Another methodological element that aims to graspinterplay of tangible and intangible

is the usage of images and photographs.
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... While including photographs

The ultimate wisdom of the photographic image iss&y: ‘There is the
surface. Now think- or rather feel, intuit- what is beyond it, what the
reality must be like if it looks this way’. (Sont2@08 [1977]: 23)

The role of photography within intercultural langealearning is certainly crucial, and
underlines the relevance of the visual perceptoritie learning process. In this section, |
will outline the methodological function of photaghs and their illustrative character
within the textual form of this thesis. Let me staith some general ideas about visual
methods.

Visual methods are themselves a method assemldageir foci are diverse and their
applications to be found in a variety of researa$ciglines (for example sociology,

geography, cultural studies and anthropology). &lisnethodology is developing also as
an interdisciplinary and multidisciplinafield (Pink 2006: 29) within the wider frame of

qualitative research methods. Pink explains:

Although we often refer to visual research methadsfact it would be

difficult to define any research method as puresyal (or purely verbal for
that matter). In fact, the new emphasis on visuathamds really serves to
bring the visual and visual media and technolod®she fore in the

research process, and to recognize and analyseotbeof images in

qualitative enquiry. (Pink 2004: 395)

Although visual research did have a renaissanceutjir the emergence of digital
technologies and media in the late 1990s, theynatigeir actual sense not ‘new’ methods.
In the field of anthropology, for example, usingopdgraphy as part of the data collection
process has long been an established custom ewemghthit often lacked a critical
awareness of the relationship between researcretuped photograph, and the contextual
circumstances of production (Pink 2006). Beingiased for its subjective nature, the
visual has been abandoned for a long time in seesdarch until its recent rediscovery.
The resultant popularity of visual research wagtam the critique of comparative studies
as one creator dfolistic images of culture and one-sided positidtilowing this critique,
experimental forms of research emerged and madefevagsearch about embodied and
visual aspects of culture (Pink 2006). With theseealopments of visual studies in mind,
the question emerges as to how visual methodsesfermed in practice. There are several
ways of using visual methodologies. Photographsvasheb are the most-used media, and |
turn my attention in the following section towanglsotography as the medium | adapted
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for the methodology put forward in this thesis.ill furthermore address the diverse ways

in which photographs have been included in theusdXbrm of this thesis.

Harper distinguishes between three ways and latatd using photography in research.
Firstly, photographs can occur within an ‘illusedtresearch article’, in which the image
aims to describe the researched situation and mressubjective view and argument. In
this form of image use the visual data remains rsgaxy and does not raise questions
about ‘truth’ or validity. The second form of usingsual methods is to let sociological

thinking emerge directly from the images while t@eating word-based thinking” (Harper

2005: 749). And finally the third form sets its é@con comparing images from different

time frames to demonstrate social change (ibid.).

In this research, images and photographs are usdbei first and second instance of
Harper's developed forms. The idea that imagesillrgtrative notions that express a
described situation from a personal perspectivering the use of photographs in the
chapters and sections of this thesis, and metagailyrunderline their general statements.
As stated earlier, the images do not aim to clamth’ and they are not part of a detailed
analysis. They are used to enrich the textual famd to invite the reader to think

imaginatively about the unfolded themes.

The second notion Harper mentions addresses theofugdotographs taken by the
participants of this research. These photographsergad from two different
methodological modes: firstly, the ‘guided walksithere images were taken by the
participants while ‘walking and talking’; and, secly, the ‘virtual walks’, where images
were sent by the participants after the interviews taken place (see Chapter Nine). These
photographs form a crucial element of the textwahlks’ criss-cross the thesis and
intertwine narratives with images. They furthermaee practical examples of the
collaborative thinking about the intercultural @lethrough their focus on places and
experiences of significance. The photographs whosen by the participants themselves
and illustrate a small sample of their understagdih intercultural learning and being.
Taking a photograph resembles here the particutenteon of a phenomenon and its
sensation as a detailed particularity — thingsectsj people, signs, and practices of
diversity. Intercultural language learners arerofiestracted from a scene or an object, and
holding these moments in the form of a photogragh lsecome a reflective moment of

searching for meaning. It is in this sense thatghetographer might think about those

170



notions that remain invisibleo the eye. A photograph can capture tingnsition from
seeing to sensin@nd also transforms as such into a “thin slicepaice as well as time,”
as Susan Sontag (2008 [1977]: 22) explains so wéariljein her book,On Photography
The analysis of these two forms of images focusess,Harper describes it, on the
‘elaboration of word-based thinking’, as well as thie thoughts and reflections that the
images call forth (Harper 2005). The images in gesse recreate the narratives of the
interviews on a visual basis and furthermore allaveaning to emerge from the

(metaphorical) messages they carry.

To conclude: the form of visual method chosen herevofold in that it works with the
photographs of both the researcher and the patitsp The research acknowledges as
such the growing role and availability of digitahgiography in general and within
processes of intercultural learning. In using pgadphs | aim to go beyond merely textual
or oral levels of researching to get a visual irspi@n of what intercultural experience
‘looks like’. Finally, the use of images is intemd® give the participants the possibility of

an active and creative involvement in this study.

... While drawing relational maps

An element ofarts-based researcls also included in this method assemblage. This
additional moment happens in the form of so caltethtional maps’ or ‘mind maps’,
participant-driven exercises where the learnersreate their personal experience in the
forms of maps. Not only does this exercise weagettter the different elements of the
interview into a visual form, but it creates thepopunity for the participants tthink
(either silent or aloudjelationally about intercultural experience. Bagnoli descriljes t
process as

the introduction of a simple task within the contekan interview, [which]

may be very helpful for elicitation purposes. Faogson the visual level
allows people to go beyond a verbal mode of thigkend this may help
include wider dimensions of experience, which orml perhaps neglect
otherwise. (Bagnoli 2009: 566)

In practice, the participants were given a perlaalbsheet of paper, and “a set of felt tips”
(Bagnoli 2009: 555), and were asked to draw a mmap about their intercultural
experience. | asked them: “Could you draw a mindp nadout your intercultural
experience?” and left it open as to whether the mvapld refer to experiences in a
particular country or focus rather on the procesgheir intercultural learning on a more
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abstract level. | thereby aimed to leave spacdherparticipants to foreground their own
thoughts about central themes and perspectivekiokirig about interculturality. | did not
specify any definite structure of the map eithewmals curious which form of visualisation
the participants would choose by themselves. Ognally, one or more language learners
did not know what a mind map was in general, wircthat case made me scribble a small
version of it at the side of the paper. This usemén instruction connects here with our
initial aim of investigating intercultural languadearning from a creative and crafting

perspectiveas outlined in Chapter Seven

When | first included mind maps | placed them &t bleginning of the interview and used
them as points of reference to structure the fahgwalk in accordance with the items on
the language learners’ map. However, it turnedtolie hard for the participants to start
with a complex task like this, which urged me taga the mind maps at the end of the
interview. In this position, they often functionad a form osummaryof the themes we
talked about and related those to ‘the greater &hufl the experience, thereby limning
connections between the different focal points of @onversation. This gave the
participants a further chance to reflect about rtiest important themes for themselves,
which they did in very diverse ways. | did not indé all of the participants’ mind maps
collected during the research process into thisishe@s not every interview entered this
thesis in form of a ‘walk’. As well, | became awarkarts-based methods half way through
my research, which is why several of the ‘walk® aot accompanied by a mind map.

A final note: another element | initially planneddastarted to implement in the method,
was the drawing ofimelines.Each participant | included in this exercise wakedsto

draw a timeline of a ‘normal day’ in her or hiselifadding activities on one side, and the
places and times those activities took place ondaier. Let us have a look on the

following timeline, produced by Chan.
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Figure 34: Chan’s timeline

After | collected four or five timelines | honestlyas not sure about their quality and their
purpose, fearing them to be ‘too simplifying’. letlefore decided to stop this exercise for
the coming interviews. However, it would be gooddturn to this exercise in a moderated

form in a different setting or different study.

Let me summarise the main arguments of this sediorsensing: within the realm of
multisensory ethnography | argue for the rethinkofgthe ethnographic process as a
participatory process that includes the sensedsermwational research. This decision aims
to address the multisensory and embodied aspedtdges€ultural learning, which are in
between tangibility and intangibility. The ethnoginar is understood as an emplaced
researcher, who aims to break down hierarchie®wyentional interview-structures while
sharing (inter-) cultural practices in situ. In #@duoh, visual as well as arts-based methods
have been added to investigate the ‘sensing’ @fracplar situation, place, or meaning and
their interrelated modes (and to go beyond a meestyial mode of research). | would like
to conclude with Mason and Davies, who describes@gnmethodology as a “critical
practice [...] that incorporates a critical appation of the complex roles of the sensory,
the tangible and the intangible, in everyday livg8lason & Davies 2009: 588).
Addressing research under this premise acknowledy@guage learners not only as
ethnographers but as critical sensory learners too.
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I  came  here  without
imagination. It always lives up
to it

(Vasu)
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I n the second Spanish class | joined in Melbourneet Vasu, who came from India to do a Masters in

‘Sustainable Energies’ at Melbourne University. \Weeet on a Wednesday afternoon at Melbourne

Railway Station and ‘walk and talk’ over the nextuple of hours through the inner city of Melbourne,

following the route Vasu’s feet suggest. While we walking, Vasu tells me that what impressed Him t

most during his first days in Melbourne “was theklaf people. | come from the second most populated

country in the world. In India it would be impodsilwalking like this. | was like ‘Yes, | have spate am

curious and ask:

<CcCc<KC

<CcCc<KC

So how did you imagine Australia?

| came here without imagination. It always livgsto it.

What do you mean with ‘it lives up to it'?

| came here without any expectation, | did ngiteex anything because | came here without
knowing [---].

But did you read a lot before you came?

| did. Just the basic habits you know, food gmaitsand music and that...

And did you find this resonating when being here?

When | came here | never compared, | came hesé,fopen.

| am surprised by Vasu’'s expression ‘it always diugp to it’, and it seems as if Vasu refuses tagéud

experience based on comparison, possibly in omléve in the moment, to ‘come fresh and open’.o\s

walk continues the wind blows quite strongly and step to observe possums in a park close to the

Melbourne Exhibition centre (see Vasu’s picture).

" X -

Figure 35: Vasu’s guided walk 1

We continue walking towards the margin of Melbolsralowntown and our walk-talk keeps circling around

the element of movement and the diverse ways ehtating in an unfamiliar town:

<cCcKc<Kc<KCcC

Did you find it easy to get an orientation invo?

I miss the orientation here in town. Oh, you medentate in place or orientate in life?

I meant in place.

I’'m used to travel by myself a lot. I'm walking.

And orientation for life?

Oh, it's OK. | really stick to myself, Spanishsranother reason to meet some more people.
OK.

| don't really have many friends here. It's OKikle to walk around and keep myself busy.
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<CcCc<KC

Are you in general happy here?

Actually I'm missing my social circle I'm used t
You mean friends?

Yes.

The constant switching of the dimensions of oringpas a social mode as well as a geographicaknsdt

the heart of our walk, and moves along with théisthythm of our feet. Vasu stops to make a pietiiom

the former Parliament house, an impressive Victohailding which is now used for weddings and pabli

events.

W 3 = W

Figure 36: Vasu’'s gled walk 2

Our conversation goes on as follows:

<CcCcK<Cc<Kc<Kc<KcKc

Are they still having the Parliament here?

No, it is in Canberra.

Ah, OK!

It was the national Parliament before they mowed

| remember that the houses in India look a ket $ame, right? This monumental...
It's all the Victorian British influence.

So did you find things similar here in Melbourne?

No, no, not at all. It is very different.

How?

The architecture. Everything. It's more closed @onservative, competitive in India.
A more closed community?

Yes, most of us go out...

After a short break while crossing a busy junctiour, talk continues in the following way:

<

c<c<K<c<KCcCc

In India, there are many small communities, all fpgether. The family is more important.
Arranged marriages still take place.

How did you learn about these differences? Did gonsciously realise them?

This is Lonsdale Street?

Yes, you are never really lost here [the citytoenJ.W.].

Yes, it's little.

What do you mean again?

It is something that | noticed...

Do you feel comfortable with it?
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\% Actually not. I'm a really detached person.

U Detached from home or...?

\% Let me find words for you. | believe in making emn relationships other than preset my
relationships. Like | told you, back home it isexw[---]. And family is a lot more as to
migrant family. For me, | believe everyone showddddt in his own life.

U So more individual?

\% Yes, that is a better way of putting it actuafly.)

U The idea of being home and on your way.

\% Yes, | want to travel like | said. Base myselbme place and keep travelling from there. |
try to find a balance.

U How do you find a balance here?

Vv Here, | don't find a balance because it is like first time | stayed away from home for

such a long period. During my undergrad | stayea ihostel, but it was away for two and
a half hours and | used to go home and back. Aftering here it is going to be a year that

| haven’t gone back home.

While we attach and detach meaning to the surrogngiaces and routes, our talk circles around #mees
themes. Vasu’s wish to be independent and ‘on theemcorrelates with the fact that he simultanepusl
misses his family and ‘social circle’. Vasu’s imagfethe world is characterised by the idea thébécomes

a smaller place,” which he explains as “the faett tomething happens thousands of miles away aatd th

affects you anywhere in the world.” We end our amsation wondering about the effect of mastering a

language, and Vasu says, “Lots of people havefdlsignation, living in a different language. My dasation

is living in many different countries. So | keepvelling.”

From the notebook:

Vasu’'s walk can be read as a mini-performance t@fcaltural encounter and exploration ‘on foot'. NMgh
we are walking, Vasu and | are tackling importasuies of intercultural experience and connectingeho
the space around us. Our talk is constantly inpeedi by locating ourselves in Melbourne’s downtoamnd
this physical orientation transforms to a metaptworsocial orientation, with both themes seemingoéo
closely intertwined. As we share our first expeciehnin Melbourne, place is here not only ‘around-usis
very much a trigger for particular themes, whictghtinot emerge and visualise itself otherwise. Y&asu
aspiration for a mobile life, his refusal to compatifferent forms of space (while using the expoasst
always lives up to it'), and his balance betwedaddting and detaching to place, family, and frieadskey
moments of our walk in and around the element ofentent. Finally a note to one disadvantage of ‘mgvi
interviews’: as | figured out later, the strong @ioaused many side noises on my recording. Sonte g@ar

the interview remained as such in only fragmentethf
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Chapter Nine: Mobilising method

il
&

Figure 37: Multiple Sites

I mentioned earlier my focus on three methodoldgtaments: the senses, movement, and
‘multilocality’. Having clarified those modes andd of this research that embrace the
multisensory dimension of intercultural learningistsection aims to include the mobile
elements of intercultural language learning, andases the research in place and space.
What characterises this chapter is the translabiomobility, networks, and flow into
method while referring to the particular understagdof the intercultural field, which |

outlined in Path Two.

Multiple sites

In order to follow such an object that travels asronultiple fieldsites, an
ethnographic mode other than that, which is ortedtatowards the
traditional, single-site is needed. (Pierides 2ABL)

Julie Scott Jones, in the bodkthnography in Social Science Practi¢2010), recalls the

following first impressions of studies on ethnodrap

My introduction to ethnography came as a first-ysacial anthropology
undergraduate. My first week of lectures was onniglaw Malinowski’'s
fieldwork in the Trobriand Islands (see Young 197@yen by a deeply
charismatic lecturer who had spent years doingogftaphic field research
in the Amazon. By the end of that week, | had leéso basic ‘truths’: first
that ethnographic field research was what socitirapologists ‘did’ and,
second that Malinowski was the ‘founding father’ @il things
ethnographic. Furthermore, ethnography entailedg-tenm participant
observation in far-flung, ‘exotic’ places, whereethesearcher might even
‘go native’ (that is over-identity with the reselangarticipants and thus lose
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all sense of objectivity), and that was not necdlysa bad thing. (Jones
2010: 3)

The field and practices of ethnography certainlyehahanged a lot, especially in the last
thirty years. The elements of ethnographic reseaiohes articulates, belong now to a
‘romanticised’ image of the ethnographer: the whitan who sets out in order to get
immersed in the society of ‘natives’, aiming to ciése the ‘exotic’ nature of ‘strange’
cultures in a thick and compelling piece of writirgan ethnography. This description is
certainly exaggerated, but indicates some of the @ements of the radical critique
ethnography has faced since the early 1970s. Theogtaphy of forty years ago was a
method circulating around ‘participant observationasingle and clearly defined locality
and which expected the ethnographer to analysedbial processes from a distance — to
maintain the status of an external observer anilacsmmplete conversion (Burrell 2009:
182).

Transnational ethnography

Jenna Burrell, in her articleThe Fieldsite as a Network: A Strategy for Locating
Ethnographic Researgt2009), explains the term ‘fieldsite’ as the feliag:

The term fieldsite refers to the spatial charastes of a field-based
research project, the stage on which the sociatgases under study take
place. For ethnographers, defining this space isrgoortant activity that
traditionally takes place before and in the eatiyges of fieldwork. It
involves identifying where the researcher shouldaly be located as a
participant observer. Once fieldwork concludes, edhnography can be
written. (Burrell 2009: 182)

Gupta and Ferguson (1997) argimat the origin of anthropology as a discipline was
centred around the idea of a well-defined physidal as the correct focus of ethnographic
fieldwork. The practice of fieldwork was centred one specific location, which the
ethnographer chose according to the focus of hidysor phenomenological interest. In
this sensea fieldsite was and is not discovered but consadidBurrell describes this as

follows:

An ethnography cannot be written without at soméntpdefining this
spatial terrain where the social phenomenon unielysook place. This is
both an act of exclusion and inclusion, indicatimgat the research does
and does not cover. A realization that the fiellstconstructed rather than
discovered is crucial to contemporary practice.r(@l2009: 182)
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The emergence of transnational space, the increagetdal mobility, and the
deterritorialisation of social realities outlinedl Path Two urged ethnography to rethink
and re-evaluate its methods and concepts of pladespace. Transnational ethnography
was a product of these processes and was chasaddy ‘rethinking the field’ — a phrase,
which became a central element of debates in goology until the present. Hall adds to

this point:

Rethinking the ‘field’ has become a significantdgoroductive, challenge
for qualitative researchers (see, for example, ARO00). This questioning
of place and territory as settings for qualitatimguiry proceeds from a
widening recognition of fluidity and movement, ofreobile world in which
people and things, influences and effects, worlosgrspace and at a
distance, breaching the boundaries of locationll @0®9: 571-572)

The changed global structures and relations mage that the local fieldsite can no longer
be understood except as a part of the global wi#algé 1995). Within an ethnography as
such, the notion of culture as “stationary” wasisfarmed to an understanding of culture
as “constituted by intersection and flow” (Burr€l0®: 183). The blurred borders between
dimensions of macro and micro, or global and lanalde it difficult to find what was
typically understood as a suitable fieldsite. Anffulogists and ethnographers moved on to
new issues, relocating the centre of fieldwork fréan away’ to the ‘own society’, and to

the interconnected spaces ‘in between’ those loeati

Multi-sited ethnography

One of the most influential writers in ethnograpbyaddress the matter of the fieldsite is
George Marcus. In his articl&thnography in/of the World System: the Emergerfce o
Multi-Sited Ethnography1995), hespeaks about

an emergent methodological trend in anthropologieséarch that concerns
the adaptation of long-standing modes of ethnogcaphactices to more
complex objects of study. Ethnography moves fr@arcdnventional single-
site location, contextualized by macro-construcioha larger social order,
such as the capitalist world system, to multipkessiof observation and
participation that cross-cut dichotomies such as’lttcal’ and the ‘global’,
the ‘life-world’ and the ‘system’. Resulting ethrraghies are therefore both
in and out of the world system. (Marcus 1995: 95)

In Marcus’s conception of a multi-sited ethnograpipvement is understood as central to
social practice, and culminates in a ‘mobile ethrapfy’, a theme we will return to in the
following section. Beyond this, Marcus highlightet‘unexpected trajectories in tracing a
cultural formation across, and within, multiple esit of activity that destabilise the
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distinction, for example, between life-world andgt®m, by which much ethnography has
been conceived” (Marcus 1995: 96). Within this rdaquration, traditional elements of

anthropological method, such as participant obsenvand the single-bounded location,
were opened up for ‘multilocality’ and joined by ‘esesearch imaginary’, thereby

considering “a sense of the changing presupposition sensibilities ... that informs the
way research ideas are formulated and actual falklyrojects are conceived” (Marcus
1999: 10, cited in Candea 2007: 168).

Multi-sited ethnography takes place across, antlimitmultiple sites, and this is exactly
where research about intercultural learning carh bdm¢ traced and ethnographically
located. Allowing the researcher to follow the aietion of persons, objects, meanings,
and metaphors within their ‘multilocality’ means taghlight the important role of
journeysand of thepathslanguage learners take or are able to take whdening and
being intercultural. Multi-sited ethnography indiest how intercultural learning and
“coherent cultural processes may take place aayosst distances, linking up disparate
entities. They may also take place on the move'r@u2009: 183). Intercultural learning
in this sense, links diverse social groups andgsacesearch about intercultural learning
has to follow the routes that show how these plarescreated and experienced ‘on the

move’ and within multiple sites.

The fieldsites for this research

We just learned that both transnational and mitktdsethnography are implemented in
this research to include those elements of intaralllearning, which are characterised by
movement and transformation. The following sectiocuses on the questions about the
fieldsites of this research or in other words: raarcultural learning actually be located in
one or more particular location? | have alreadynfgal out that this research aims to go
beyond the borders of the classroom and to bettelerstand experienced forms of

learning within locations of everyday life. Whemdahow can this be done?

I clearly remember sitting in a workshop about ethnographic research and being asked
about my project. When coming to the details of my fieldsite, I struggled. Processes of
intercultural language learning somehow take place ‘everywhere’ I said. I added that I
just needed to find out where this ‘everywhere’ is located. But, in fact, this wasn’t a
good resolution for starting research and I felt confused. I decided to look for a

particular fieldsite which indicates processes of intercultural language learning. After a
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while, I was successful. A student I met on campus told me about a university club
called ‘Cross Cultures’ which was especially open for students still learning the English
language. The group met in a church very close to the university and was led by
volunteers and a small group of permanent employees. Some weeks of participant
observation passed and I managed to arrange several interviews and ‘guided walks’
outside the club and during week days. I kept writing my research diary, noting details
of the meetings, and trying to understand their meanings within the frame of my
research. I realised that the observations I needed for my research were not so much
related to the happenings at ‘Cross Cultures’ itself, but rather to the particular life-
worlds and journeys of the language learners I met there. The field I was looking for
was incorporated into the individual fields the participants of my study moved in, and
which they visualised for me during our walks. This one fieldsite of the ‘Cross Cultures’
club had transformed to a network of fieldsites with multiple locations, and I learned

that, as the researcher, I needed to trace its manifold trajectories and intersections.

The multi-sited aspect to my fieldsite made it adinenpossible to know beforehamdhere

the fieldsites of this research would lie evenguallhey were found as | progressed and
traced the paths and went on new walks. During #tigly, the moment | met the
participants was the first moment | started toreabout their fieldsites — which were
narrated in a reverse direction (as experiencetarmpast), and can therefore be described
as ‘multiplex’, a term Urry (2000) uses to highlighe interface of imaginative (in this
case the researcher’'s imagination) and physicaélr@he learner’s experiences in situ).
The intercultural experiences and sites of learnvege re-performedin the form of
narratives, and the fieldsites of this study werereatedas a “heterogeneous network”
(Burrell 2009: 181).

The relational mode of my fieldsite formed a mirdar intercultural learning itself.
Language learners are constantly weaving a netgaliie lines of their travels,
experiences, and stories. In the case of this reséawas not physical travel which made
me follow the lines of the net; it was the storiéghe participants which guided me and
allowed me to follow their journeys to particuldages, and to weave those together into
one networked field of intercultural learning anxperience. Ethnography in this sense
performs as a ‘place-making activity’ (see Pink 00hgold 2011) as the researcher
follows the different strands and lines the papicits follow. While recognising the

fluidity, diversity, and interconnectivity of thodeajectories, intercultural experience is
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observed within anulti-directional research frame which might bring to light unexpdct
relationships that are not immediately obviouseictltural language learning is here a
relational experience of movement across multipleations, which | considered in the

methodological orientation of this research.

Some additional comments are needed about thesdiveldsites of this research. In the
case of the ‘guided walks’, the fieldsites are jtsisplaces in actual timguided by the

participants within their own everyday locationshee sites included the university,
benches in the park, coffee shops, malls, churcnesther more specific places. The
autoethnographic writings build as well on the dsles of the everyday and my own
intercultural moments in a variety of places. Whitliis thesis there is a slight situational
focus on Egypt based on the fact that my persaigaias closely connected to this place
during the time of my PhD and before. One parthefheterogeneous network of multiple
fieldsites | was working in is therefore Egypt. Ttm® other geographical focal points are
Melbourne and Glasgow. Together with Egypt, thesedites form the triangle of places |

was in, remembering and missing, during most ofdkethree years.

Let me summarise this section about multiple sitesearch about intercultural learning
transgresses the scope arfie field, and focuses instead on multiple locationiilev
emphasising the interconnectivity and fluidity bktintercultural field and the particular
fieldsites. Following a research object around wld turns our attention towards the
fragmented nature of the social within an interawted world. In his wonderful book,
Lines. A Brief History(2007), Tim Ingold writes about the lines, threadsrders, and
traces in this world and how these are interlinked perceived in diverse ways. The
fieldsite of intercultural learning is, according lngold, made up of multiple lines which
are crossing or cutting each other, creating megamthreads, traces or cracks, creases or

ghostly lines of borders, and constellations (jbid.
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Walking

Figure 38: Walking

Not only, then, do we walk because we are sociggse we are also social
beings because we walk. (Ingold & Vergunst 2008: 2)

Re-performing journeys

Movement in the course of intercultural encountapgens on both a physical level
(travelling by plane, car, bus, train, on foot, audforth), and a social level, as outlined in
Chapter Six. Recalling those thoughts, a part efdbnversation | had with Joshua about

his intercultural experiences in Spain, comes tammyd:

J | basically spent the whole time | was therewés about nine months,
studying, walking around from, you know, between dfiferent faculties.
So | definitely felt like the walking around anck texploring was kind of
really connecting me to the place a lot and muchens® than when you
are in a car or a bus or something, you know, whyene just fly past.

U So it's something like a different way of moving?

J Yes, definitely that movement around the city thedslow movement, you
know, walking, you really get to know the streetd that kind of thing and
also going out. There’s a really big tapas cultimeGranada and it's free,
when you buy a drink you get your tapas. That wdsgathing, sort-of
meeting with people to go out for tapas. And thagain sort-of little bars
and you walk from one to the next one, and thatavhg part of getting to
know a lot. | mean, I'd say, walking for me wasdkof one of the most
important ways in sort-of establishing a connection

U Also a way of orientating maybe? And trying to genental map of what it
is like?
J Definitely. | did have a feeling of sort-of... Wheteft, just to go to

Portugal a couple of times on the bus and withniilie [when] coming back
| had a feeling of coming home in a lot of ways| definitely, towards the
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end had a feeling of being really comfortable there

U Did you have specific places which were like @mnplaces, like a coffee
shop or something significant?
J There was a tapas bar that was kind of reallyselto us, and there was

also a spot | really liked to go, walking up thgei and behind the castle
and that kind of thing, which was really nice. Ame had a dog so I'd often
go up there with friends [...]. | had a lot of pegpleiends who were
travelling around Europe and who sort-of came atal/ed with me for a
little while, and I'd often take people up there.

What Joshua points out illustrates beautifully tieéation between the two levels of
mobility and social transformation. Walking, in Bag’s experience, is more than the
simple action of getting from one place to anothieis much more a form dfrientating
andgetting a senséor the environment he is moving in (see Chapter) Tk is, however,
not the movement alone which shapes his experi¢nseJoshua himself who, within his
particular location, becomes a centre of movemehat is to say Joshua becomes an
access point for his friends who are visiting higtlaey join him at the places he finds to
be significant. The question arises: in which wag method address this orientating form

of intercultural experience or, in other words;prerform the journey’?

‘Mobile methods’ turn towards movement in interdisciplinargys and are grounded on
the relevance of movement in present (global) $esie Ross et al., in their research
regardingMoving Stories: Using Mobile Methods to Explore Eheeryday Lives of Young
People in Public Car¢2009), remind us that:

The new mobilities paradigm in the social scientas turned attention to
the ways in which mobile research methods can ltiseat to understand
everyday experiences through embodied, multisensaBsearch

experiences. Journeys themselves are focused upahyreamic, place-
making practices foregrounding movement, interégtiand the multi-

sensory, focusing attention on research relatigsshicontexts and
engagements. (Ross et al. 200: 606)

Mobile methods are understood as a practical examipspatial theory which underlines
most of the writings about mobility and mobile mmdk. There are three elements of
mobile methods which | have employed for the sauftlis research. These are:

« the idea of ethnographic research as a place-makougss;
» the idea of walking as a form of the social; and

* the relation between modes of movement and nagsativ
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Let me explain those points in more detail.

Step by step

The rhythm and practice of walking leads to a déf¢ understanding from
a static one; you experience the world differenflyyou are walking,
cycling, driving or sitting still. (Moles 2008: 1)

Placing movement in the centre of a study requinesuse of a particular set of methods
which allow the notion of mobility to enter the easch on a practical level without

disconnecting the researcher and the participant the ‘outside world’. In this research, |

chose ‘ethnography on foot’ as a central elemenint¢orporate movement, space, and
place into the research design with both ethnogmaphnd participants being

‘ethnographers on foot’. Tim Ingold and Jo Lee \aTst introduce the theme of mobility

within research in their bookyays of Walking. Ethnography on F¢a008):

To think and feel is not to set up a relation ofteemal contact or
correspondence between subjective states of middohajectively given
conditions of the material world, but rather to makne’s way through a
world-in-formation, in a movement that is both tiytically resonant with
the movements of others around-ugsvhose journeys we share or whose
paths we cross and open-ended, having neither a point of origin any
final destination. (Ingold & Vergunst 2008: 2)

The authors argue that ethnography is, at its essenmethod designed for being on foot
and for walking. They write: “ethnographers areustomed to carrying out much of their
work on foot” (Ingold & Vergunst 2008: 3). Walkinigself, however, has, according to
these authors, not yet been carefully consideredhinographic studies about place and the
social: “But while living with a group of people usly means walking around with them,
it is rare to find ethnography that reflects on kirag itself” (ibid.). Instead they suggest
placing walking at the heart of the ethnographidhoeé and understanding the social in

this vein as a form of movement and embodied egpee:

Careful, ethnographic analysis of walking [...] caelghus rethink what

being social actually means. [...] Amidst the clamoticalls to understand
the body as an existential ground for the productibcultural form, rather

than only as a source of physical and metaphomesns for its expression
(Csordas 1990, 5), we tend to forget that the bitsbif is grounded in

movement. (Ingold & Vergunst 2008: 2)

Central to Ingold and Vergunst's argument is theaidhat social life is “walked” and

rooted in “the actual ground of lived experienciddid., see also Ingold 2010). It is this
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expression of ‘the social as walked’, which | adépt this research. Giving walking a
central role within this method underlines thosemmeats of intercultural learning which
are centred in orientation, be those the firstlstio an unknown town; walking with maps
in search of specific places; or moments of gettogj and suddenly remembering the
way. Such movements are crucial within intercultiegperience and form, with their
focus on place-making practices and sensing, the s ethnography on foot. Language
learners are ethnographers on foot and the walkisisrthesis give a practical example of
this argument (see Chapter Ten). In order to inyat how language learners are
orientating themselves, aspects of setting outnisling, and carrying on transform to a

focal point of mobile research.

But how can a methodology like this be enacteckality? Ingold and Vergunst suggest a
focus on howpeople go along on foot” and ask further: “Howtbley prepare and set out,

and how do they carry on through places in whioh,ainy number of reasons, it may be
difficult to walk? How do they arrive?” (2008: 3riginal italics). To find out about these

forms of movement relies on another element relé&dethe observation of walking: the

narrative of the participant.

Walking and storytelling

While the ways people walk are an essential fodwetlmographies on foot, another centre
of attention are thetoriesand narratives which are shared through, and wihadking. De

Certeau explains this as follows:

Every story is a travel story a spatial practice. For this reason, spatial
practices concern everyday tactics, are part ahtifeom the alphabet of
spatial indication (“It's to the right”, “Take aft®), the beginning of a story
the rest of which is written by footsteps, to tlaly“news” (“Guess who |
met at the bakery?”), television news report (“Trelne Khomeini is
becoming increasingly isolated...”), legends (Cindans living in hovels),
and stories that are told (memories and fictiorioogign lands or more or
less distant times in the past). These narrate@rddses, simultaneously
producing geographies of actions and drifting ithte commonplaces of an
order, do not merely constitute a “supplement” &ulgstrian enunciations
and rhetorics. They are not satisfied with dispigcithe latter and
transposing them into the field of language. Iditgahey organize walks.
They make the journey, before or during the time fiet perform it. (de
Certeau 1984: 115-116)

The ‘narrated adventures’ de Certeau is writinguabloelp us to visualise the importance

of narratives for practices of place-making. In Certeau’s view, narratives form nets,
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which spread out before or during an actual wadlks in this vein that language learners
follow the lines of pre-existing narrated storibs, it by a textbook, the travel agency or by
friends. Narratives are an integral part of intdroal language learning in a way that they

are “written by footsteps” (de Certeau: 116).

Consequently, narratives have been given a cepdrain this research in accordance with
the methodological field of ‘narrative inquitya method concerned with “understanding
experience as told, through both research andafites” (Savin-Baden & van Niekerk
2007: 459). In locating this research in the fielcharrative inquiry, | stress the importance
of narratives as an integral part of educationgleglence and, more importantly, the
human need for stories. As Savin-Baden and vanexkeput it: “humans are storytelling
organisms who lead storied lives” (ibid.). Furthersy in connecting narratives with
movementthe researchelocates stories back into plaaed focuses on the relationship of
place and narrative. Telling narratives, then, a¢ only a following of different stories
walked and experienced before, it is the creatibnew paths, routes, alleys, and trails,
which form our network of intercultural experiendeest me conclude with a quote by
Ingold and Vergunst, who write: “Just as word falfoword along a line of text, however,
so print follows print along a track” (Ingold & Vgunst 2008: 8).

Guided Walks

Figure 39: Megan’s guided wal

Recently, ‘talking whilst walking’ (Anderson 2004)go alongs’ (Kusenbach 2003;
Carpiano 2009), ‘guided walks’ (Ross et al. 2008)fieldwork on foot’ (Lee & Ingold
2006) have been acknowledged as qualitative methdash give insight “into the way

people and places combine” (Moles 2008: 1). These$ of walking interviews are
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understood as an “ideal technique for exploringessaround people’s relationships with
space” (Jones et al. 2008: 2). This methodolodteahnique’ takes “the research process
out of fixed (safe, controlled) environments” aratk into more natural spaces. Jones et

al. describe the roots of walking interviews asofeb:

Of course the idea of studying life in motion is tlog new.
Anthropological fieldwork and techniques such agtip@ant observation
often ask the research to study the subject inanptiather than taking a
participant out of their everyday context to as&nthquestions about their
life. (Jones et al. 2008: 2)

In this research, | chose ‘guided walks’ as a fafmvalking interviews which places the
participant in the centre of the walk while lettihgr or him ‘guide’ the route. Guided
walks involve a participant “leading the researdieoughlocales of significancg..] that

formed part of their local geographies” (Ross et2@l09: 605, own emphasis). The term
‘guided’ implies that the participants have a cleta“convey their movement throughout
and site themselves in their everyday environmefRgss et al. 2009: 608). The term is,
however, a working term based on the insight thalkiwg in a pair is not a simple action
of following, but rather an exchange of differeray® of orientating, in which a changed

perception of place enables participant and rebeato create ‘new’ and emerging spaces.

This place-making activity is a process of mutuggatiation, and thinking about space and

experience. Ross et al. report from their practith guided walks:

These interactions on the move and conversatioaisttiok place within
them were interspersed with the mundane. Spaceafoatives to be shared
was opened up, closed down, diverted, and revisitetesponse to the
negotiation of these shared experiential journ@yess et al. 2009: 608)

A walk in this sense is a “co-generated researclowner” (Ross et al. 2009: 609) which
moves along through the participant’s ‘favouriteotsp or places and typical events
occurring along the way. In this sense, guided walienon-directional,and the role of
the researcher is only of an orientating naturaedcet al. (2008: 2) exemplify this when
pointing towards the changed power-relations betveterviewer and interviewee and the
“significant effect on the kinds of data that arengrated.” Repeatedly throughout this
study, participants mentioned the feeling of ‘eam®d ‘relaxation’ as soon as we started
walking — a transformation from formal to informat, other words. It happened as well
that participants started to ask a lot of questiabsut myself as the researcher and the

circumstances of my study. Those often personatgures were interwoven with daily life
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features (reasons for coming to Australia; my job;l like Melbourne; and so forth) and
created a familiar atmosphere. The destinatiomerfacal point of the walk became more
or less irrelevant and walking itself was the mqdwkich allowed new questions to
emerge. The routes taken were then not always tegpend varied significantly. | would

like to exemplify this through a short excursusaof experience during my guided walk
with Megan.

I went on a walk with Megan. Megan decided to take me to shops only. She explained
to me, in detail, which chocolate she likes and where to buy the best clothes according
to their prices. On first reflection, this experience disappointed me and I was wondering
what this walk should tell me. What I did not realise at this stage was that the non-
directional form of the walking interview made Megan decide to highlight shopping as a
part of her everyday life and her intercultural life-world. Whereas 1 would not have
given shopping a central position in the complex entanglements of interculturality
before that, I realised through this experience that it does in fact have a crucial impact.
Shopping is relevant to interculturality, not only because of the basic need of shopping
itself, and therefore its central role in everyday life, but also because of the manifold
impressions that may stay with us after experiencing, for example, people’s
friendliness, the variety and difference of products, or the use of new language. I came
to see the role of shopping in a new light. I began to see it as a way of exploring space

which connects different places to experiences ‘en route’.

Unconsciously, | expected the data generated tdifberent from what the walk with
Megan created. This happened simply because Mediggvworld was differentto my
own life-world and made me unable to see the relevaf it, before Megan pointed it out
to me simply by following her daily routes. Thispexience was of a very important nature
for me and helped me to learn a lesson regardiagirthisible and often unconscious
relations between researcher, participant, and espgor me, shopping became an

intercultural experience.

Let me return to our methodological theme of watkinas a form of a ‘slow mobility’ in

correspondence to ‘fast mobilities’ (Urry & EIli@D10). Walking allows one to give time
and space to focus on sensory elements which &g oferlooked in a quicker pace of
movement. Walking creates a feeling of ‘ease’, abving naturally and therefore
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conversing naturally. It is in this vein that | lnded the taking of photographs during the

walks (see Chapter Eight), which created momenssagiping, resting, and reflecting.

On a practical level, | asked the participantshiiovs me their ‘places of significance’ in
Melbourne and to take a photograph wherever andnewer they would like. This
instruction fell together with the open researcidmand followed from my intention to let
the participants become actively involved in theeagch process. The pictures taken by the
participants can be interpreted under the premise roetaphor— the objectives chosen
depicted the participants’ individual ways of pevoeg and experiencing place and were
connected to the narratives. Sarah Pink mentionetler article,Walking with Video
(2007b), that the use of walking created “a serfselaseness to their [the participants,
U.W.] experience” (Pink 2007b: 247). The images gae a deeper understanding of the
interrelatedness of self and place in each indalidontext, and the ways of making sense

of intercultural experience.

A final note: it is clear that photographs mainbpture visual elements of multisensory
experience. Initially, | was planning to includeundscapem the research by asking the
participants to record ‘daily sounds’ during thaitercultural experience. However, this
confronted me with strategic problems (such ashdmedling of large audio files) so that
eventually those plans did not become reality. Hexewhere possible (dependent on the
quality of the recording), | included the auditdsgckground of the guided walks in the

analysis of the data.

In conclusion: guided walks combine multisensorgual, and mobile research methods
and take the intercultural experiences of the @adnts in non-directional and non-
hierarchical ways. Although mobile interviewingssll at an “experimental stage” (Jones
et al. 2008: 7), it is widely acknowledged thathés great potential as a new creative
methodology as it can “move the collection of tmeerview data in productive and
sometimes entirely unexpected directions” (ibidhe walks in this research were in two
distinct forms: namely guided walks and ‘virtuallkg. Let me explain the latter in more

detail.

Virtual Walks

In contrast to the guided walks, the ‘virtual walksok the form of an interview which

was held in a conventional form (while sitting acithtting over a cup of coffee). The

191



participants were asked to send me pictures aftetatk. | decided to transform the guided
walks into virtual walks at one particular pointrihg the research process when | had the
chance to interview Australian students who hatifetsirned from studying or being on an
exchange abroad (for literature on the theme ofl\ghg abroad’ see Byram & Feng 2006
or Coleman 2005). Since those students alreadyedatkeir intercultural journey, the
form of the virtual walk has been created in orteget (visual) access to their experience
of places of significance. With the virtual walkk,aimed to capture intercultural
experience and the entanglement of place andrsalfatrospectivevisual formalong the

lines of the interview.

The instruction given to the participants followt@ same open scheme as in the guided
walks. | asked for three to five images which cagdusignificant intercultural experiences
during their journeys abroad. | did not specify tumtents the images should contain but
highlighted again my interest in significant placasd situations of their intercultural
experiences. The virtual walks allowed me in thigywo join intercultural language
learners for a walk not physically, but virtually through the stories told within the
photographs. Additionally, | asked for a short dggon of the images in one to three
sentences indicating the role and meaning of tlbatsbn shown within the photograph. In
asking the participants to do so, | aimed to capthiose aspects of their experiences which
lie at the intersection of sensing and rememberiiige images and short descriptions |
received often built upon the contents of the n&aws, and helped to visualise them. For
example, Joshua sent the following image to me afie talk and it reconnects with the

part of our conversation which | recorded at thgitn@ng of this section on ‘walking’.
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f
Climbing up the hill behind th

Alhambra with friends from
Granada and Melbourne. It w
great to show friends fro?[
Melbourne some of the special
spots | had found in Granada.

\ o

In summary, walking became a key research methothi® thesis — both practically and
metaphorically. Building on my use of mobile methoand ethnography on foot, the
experience of movement was integrated into thidystorough the form of guided walks as
well as virtual walks. | pointed out earlier thatided walks aim to level out feelings of
hierarchy within interviews and take place in eday environments. Narratives form a
counterpart to photographs and follow, in this sende Certeau’s argument about
narratives organising walks (de Certeau 1984: 116).

A word on the analysis

Let me add some remarks about the chosen form af/sis. | am doing so in order to
conclude the last three chapters as well as todeadto the final part on the findings and
the conclusion of the undertaken research. Thetigneguiding this section is then: what
kind of analysis fits with an exploratory researmdésign? In posing this question, |
emphasise that | wish to keep the research stefiexasle and open as possible while
having in mind the central elements of movementteanasformation.

The basis for the analysis is ‘grounded theoryael & Strauss 1967). For this research, |
have been most interested in the inductive oriemtadf ‘grounded theory’, namely the
movementtowards a hypothesisnstead of a movemeritom an already established
hypothesis This inductive way of analysing starts with the niolation of tentative

guestions and interests and follows the transfaonaif those into an emerging hypothesis
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or conclusion. It is not a linear, but rather a enoircular processl'he particular ‘tools’
employed for the analysis of this research (NVimggtaphors, and storylines) do then

exceed the pure form of grounded theory in theofailhg ways.

NVivo

Some of my analysis of the qualitative data too&cel while using NVivo software.
NVivo, a software developed for the analysis oflfaive research, helped me during the
first stage of the analysis process with the s®@atd ordering of the large amount of input
arising from twenty-six in depth-interviews as wad#l from the additional material of mind
maps, photographs and fieldnotes collected. Orgdnaround the essential form of a
‘node’, NVivo helps in locating quotes, and in ling quotes to the particular themes
which are evolving from the coding-process. Howewatrone point of the research, | had
about twelve pages of listed nodes and codes wdxcheded the amount of information |
was able to cope with. Whereas NVivo is a very uisiefl for storing data and getting an
overall view of the themes emerging, it did notphele with going into deptlwith the
material or with understanding the relationshipg aations ‘in between’. A simple listing
of the codes did indeed visualise the multipliafyintercultural learning but did, in its
form of segregated elementspt match with the notions of networks and transtion so
crucial for this research. It was mainly througle gecond stage of the research (and as
such mainly through the process of writing its¢lat it became clear how these terms
interacted with each other and which leading themex® emerging from them. Whereas
the established codes were a helpful ‘tool for neMpering’, they needed to be coupled
with more poetic and creative forms of interpretatin order to capture the intangible and

ephemeral aspects of intercultural encounter wthichresearch is addressing.

Metaphors

The word ‘metaphor’ came up quite frequently durihg course of this research and, in
this sense, signifies its central role in the sdcstage of the analysis. Based on the work
of Law (2004) who instead uses the term ‘allegdrynderstand metaphors as being at
odds with codes and their underlying notions ofespntation. Law (2004: 88) writes that
“we have lost the craft of saying or representihgnds indirectly” and yet adds that
allegory has not been lost, but “rather that itavertly practiced” (Law 2004: 89). In
Law’s opinion, reading between the lines is a adrallegorical analysis. He explains:

[wle are all steeped in the art of allegory. Natusaientists, social
scientists, politicians, journalists, workers bywtland by brain, all of us are
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expert allegorists. All of us are skilled in reaglihetween the lines being
fed to us. All of us are consummately skilled atisg what we mean rather
than what we are saying. Politicians, advertisdiars, diplomats,
conciliators, priests, parents, partners, genaaadtppioners- all of us trade
in allegory, and all of us are skilled in the prees of decoding it. (ibid.)

Within this thesis, | highlight allegories in therfin of metaphors which emerged from the
intercultural field itself. Speaking about ‘walkingas a metaphor for constant
transformation and orientation, or including ‘segsiand the ‘search for the ephemeral’
into a field which is made up of quite stable amrtednined terminology, is one example
of this metaphorical approach. Savin-Baden and Niahkerk explain the employment of

metaphors then in the following manner:

Using metaphor at an early stage of writing andnfdating the data is
often a way of beginning to see what is being #adugh metaphor that at
first was not obvious. Thus examining metonymy amdtaphor can
promote insight into researchers’ and participaast assumptions by
exploring how such figurative terms are used. (&&8aden & van Niekerk
2007: 465)

Writing about the emerging metaphors helped meesesingly to understand not only the
deeper impact of the narratives of the walks artdrvirews, but it also contributed to

sorting out core-elements in less central themes.

It was through working with metaphors that an amedy framework was woven
throughout the whole course of the research. Askiegparticipants, for instance, about
moments of ‘magic’ in their intercultural learniegperience allowed them to understand
and explain in diverse ways what they thought abblmw the metaphor matched their
experiences. | also tried as often as possiblat¢owage participants to join in the creation
of new terms, engaging them in discussions abauptirtases | was using, which were in
some cases not familiar to the participants (sscingercultural learning’ itself in the case
of Thomas). One ‘bonus question’ of the interviearsd walks was: “What is your
favourite word in the language you are learning®tmally an element of my classroom
teaching, this practice, if transferred into thalme of an interview, encouraged a way of
thinking about language in a creative, exploratand non-determining way. As such, the
practice of metaphors contributed directly to timalgsis for this research and re-created

the latter as a process of ‘sensing language’.
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Storylines

In order to deal with the richness of the internsewithout segregating their contents into
categories and themes straight away, | created Wdsdked a ‘storyline’ during the second
phase of analysing my data. A storyline developldengoing through each interview at a
slow pace, extracting the most significant quoges] trying to find out which story and
themes the walks and interviews held. In bundlimgsé extracts within one document, |
connected the narratives as well with my voice -adsrm of moderating and reflecting
about its meanings for this research at the vames@me. In this way, | embraced the data
in an all-engaging way so that | was able to seeections, and to weave together the
intersecting trajectories of the diverse journelythe language learners participating in the
study. Those (at first very large) documents wheefoundation of the ‘walks’ which now
crisscross this thesis and which are basicallyoatshand revised version of the storylines.
This process of elaborating the findings of theeaesh with the theoretical work
undertaken helped me to take the time to developdits as well as to work on a further
understanding of those moments ‘in between’. Bndhe storylines were able to include
the aspect of place into the ‘walks’ in reconnegtine diverse locations of learning with
the narratives and their visualisations in one fofihey did in this sense perform as a
networking toolfor the deeper understanding of the configuratidnthe intercultural

experience in situ.
Let me conclude the last three chapters with arstiition of the method assemblage |

have developed for this particular research projgath is in the form of a summarising

diagram:
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Multisensory

ethnography/
Visual Method
methods assemblage

Transnational/
Multi-sited
ethnography
* Participants take photographs to visualise
their intercultural encounter and places of

significance as well as to illustrate the

transnational perspective

diverse ways of sensing place and experience

* Focus on multisensoriality as a theme during Arts-

interviews and guided/virtual walks based experience in
method

Ethnography on
foot/Guided
walks/Virtual
walks

* Participants compose a relational map
about their intercultural experience Analysis

* Participants paint a timeline of a

* Participants show the researcher ‘normal day’ including the places of significance
their places of significance during guided (not completed) * Metaphors
walks or virtual walks * Storylines
* Both researcher and language learners are * NVivo

understood as ethnographers on foot

Figure 41: The nethod assemblage of this research

* Researcher approaches the fieldsite from a

* Fieldsite consists of multiple locations, depending on

the places, the participants had their intercultural
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There is a certain magic in
uncovering the mystery of
language

(Joshua)
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When I meet Joshua, he arrives late but walks slavitly a smile towards me and greets me with a
kiss on the cheek. He emanates calmness and ange&sy manner which Australians are
stereotypically famous for. We sit down for a cupcoffee and | learn that Joshua is studying Rusljti
Portuguese, Spanish and French and is in the yigwal of his studies. While speaking about his jeysnof
studying three languages, he says that “conneétivase the trigger to encourage him learning lamgsa
such as the friendship of his mother with a Frewoiman or his brother’s journey to Spain. Furthemmor

movies play an important role in Joshua’s decisingo abroad and to engage interculturally:

| had seen ‘The Spanish Apartment’ which is, | witplain it because you haven't seen it, [...]
basically a movie about what | did. It's quite artsof, cult movie among students, especially
students who study languages and that kind of thiugl there are about five languages in the
movie that get thrown around. It's about a Frenahygvho goes on exchange in Barcelona and
lives in a house of, | think there’s a German, &alidn, an English girl and obviously him, and

another French girl maybe; just like a mixed house, international house. They have this
exchange experience there and they have problertts thve bureaucracy of the university,

discussions about Europe, and sort-of, Cataloniapethdence and that kind of thing. It's quite a
realist movie in a lot of ways. It doesn’t partiatly romanticise the idea of going overseas, doing
that sort-of exchange, but at the same time shails sides of it, you know? But it definitely makes
you want to experience the same thing.

Figure 42: Joshua’s virtual walk 2

A Spaniard, an Australian (me), a Pole and an
Austrian talking Spanish and having a beer|in
Krokow, Andalucian flags on wrists and

University of Granada jumper proudly

displayed.

Joshua just recently returned from two years snglynd travelling overseas. He spent one year as an
exchange student in Granada, Spain and one yeaglling in Europe and North- and South America.

Regarding his choice of studying in Granada, He teé:

I chose to study in Granada because my brother,otdgst brother had previously studied in

Holland and he didn't speak any Dutch. He did histeange in English but had travelled around a
bit, and had travelled around Spain and had told thet Granada was one of his favourite cities.
So |, sort-of, had an idea that it was, you knowpad place to go out and a fun town and that kind
of thing. | suppose | had an idea that Spanish fewore kind of pretty big on going out and social
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and yes, | suppose those were the kind of thingisféld into my ideas of what it was going to be
like.

During his first weeks, Joshua was walking a Idtréally get to know the streets” and says:

| felt the university campus was spread right thyloout. Granada is a city of about 250,000 and the
university campus is about similar size to Melb@&utimiversity; it's 60 or 70,000 students. And the
campus: the different faculties are spread righbtlghout the city so | basically spent the whole
time | was there, it was about nine months, stuglyalking around from, you know, between the
different faculties. So | definitely felt like thalking around and the exploring was kind of really
connecting me to the place a lot and much morehso when you are in a car or a bus or

something, you know, where you just fly past.

View over
Granada.

Figure 43: Joshua’s virtual walk 3

After a while staying in Granada, Joshua says: “Mhieft, just to go to Portugal a couple of tinmsthe bus
[...], coming back | had a feeling of, sort-of, comihome in a lot of ways. So | definitely, towartie tend,
had a feeling of being really comfortable thered feel in this way, Joshua took a particular effiort
overstepping the boundaries of stereotypical peimep“l made an effort to talk to people and [..Hosv
them that | spoke Spanish, and | wasn't from the &l | was from another place. Like, you know, gan
have an interaction that maybe challenges a fethase stereotypes.” The response happened in ltbwiftg
way: “A lot of people were sort-of impressed or sed to the idea that someone who was foreign wapsadk
Spanish or whatever.” Although people were oftempdsed seeing the ‘Gringo’ speaking Spanish, his

appearance as a ‘stranger’ made him tired sometimes

I mean, obviously, | don't look South American anbbt of people just assume that [...] you are
either European or American and you definitely gdot of stereotypes about that. [...] The most
common is that you are really rich, and you havenaygust to burn and people will get quite upset
sometimes if you don’t want to buy something froemt, something you just don’t need. Because
they think you've got so much money why doesmiaitter to you? ‘Buy this from me, I'm poor’.
And they don't really understand that, you knowybgayou don’t have the capacity to just buy
everything all the time.

Travelling to a place like New York made him thgust feel completely anonymous.” During his joursgy

Joshua met people “who | felt were kind of travejliin a really positive way, that they were forcing
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themselves to experience the places and interahtthe people and, kind of, connect with the plattey

went to.” Joshua compares this to “the other extéfem

[T]he people that fly in for two weeks and go ol &ee the tourist site and stay in an expensive
hotel. Who [...] have their lonely planet and ttkétd of thing and who, for the vast majority of the

time don’t speak the language there and don’t yeadteract with anyone there besides maybe the
guide. Who are, sort-of, denied that access tocthiture that you get with the language, and also
with time. So | think that's definitely one of thévantages of learning a language that you then
have access to the culture and that kind of thémgl you can learn in that respect.

Joshua adds that in his experience this “languageel’” often ended up in “really negative intefant
which can feed prejudice and stereotype, [...] bseayou know there’s very little interaction betwee

people.”

Exploring Granada with
my flat mate’'s dog.
Walking around with the
dog made me feel at
home and less like a
sightseeing tourist.

Figure 44: Joshua’s virtual walk 4

Joshua moves on mentioning that in “those momenifsli[was thinking, you know, this is an amazing
experience. | couldn’t have it if | didn’'t spealettanguage.” “To be able to stay in someone’s hantkfit in,
and to understand, and to be able to communicatepgiople was, is really special.” In switchingatoother

topic, we speak about the ‘magic’ of language le@ynloshua says:

There is kind of a lot of mystery in language, Ymow? You listen to a foreign language, and
thinking back, now, | can remember listening topdedalking Spanish, and not understanding what
they were saying. And there’s definitely, sorteofertain magic in uncovering that mystery. Itlsli
a secret code that suddenly you have access tdnmu? There are definitely moments like that.

Thinking about the meaning of the term ‘intercudulearning’, Joshua understands this as “tryingveok

out that things don't translate that easily” anglains further:

It's not important to learn, like, how do you sdmat in Spanish? [It is] more like what would you
say in that same situation, which is really linkitige culture in with the language. Because the
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language isn't just enough to explain what you iseg certain situation.

Joshua speaks about the changing perceptions akHiand his own personality while switching betwee
languages. He tells me about a situation whereadrheard him speaking with his family 8kype “and she
said ‘Wow, you sound so different in English™. Bos comments that “it's almost like you are a défe
person” and goes on to s&o you definitely get a sense that your persopalimost changes a bit, kind-of,
moulds around your experience in the country, aitd all the people. Like, | think my housemates evar

big influence [...] on learning the language. Ipably picked up a bit of their personality in adkpgearning

the language.”

Lost with my flat mates in
the Sierra Nevada (the
mountains overlooking
Granada). | went to the
mountains with my flat
mates to do a hike the
second weekend in
Granada. It was really
difficult for me at the time
to understand what they
were saying and | assumed
they knew what they werg
doing - they didn't! We got
a bit lost and | was cursing

Figure 45: Joshua’s virtual walk 5 my stupidity for having
trusted them.

): the view we woke up to in the
morning. After getting lost and

camping in a spot, with no idea
where we were. Next to the rock yau
can see that the tent we were
sleeping in had collapsed - a pretty
uncomfortable night's sleep. It's
hard to be unhappy when you wake
up to such a beautiful view though.
Sometimes the best places are
discovered when you have no idea
where you are.

Figure 46: Joshuargtual walk 6

In coming to the end of our talk and | ask Joshow he balances his intercultural experiences. Josils
me that he tried to get the balance while distiglgimg between “the really superficial interactiasuymight
have with someone in the street, a restaurant oobavhatever” and “being with someone, [...] who you

could form a bit more of a sort-of relationship lwyiind that helps to kind of balance the other efdg” In
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general he says “l had really positive exchanges weople that for me were really valuable and bwa

learning a lot going there and having those int&as.”

From the notebook: Joshua’s intensive travelling has brought him teadety of critical understandings.
The importance of interaction is a key theme inhlas experience which centres on the insight izt
being able to communicate in another language mabg ‘denied the access to the culture that yetu g
with the language and also with time’. To conn@cpéople in a different language is then dependant
‘experiencing the places’ with time. ‘Flying in fewo weeks’ can, in Joshua’'s example, create a fufria
border while causing ‘really negative interactiohieh can feed prejudices and stereotypes’. Theitipes
way of travelling’ he refers to then is based oa tinderstanding that ‘things don't translate easihd that
‘language isn't just enough to explain what you sag certain situation’. The ‘sense that your pasdity
almost changes a bit, kind of moulds around yoyreeence’ comes then together with Joshua’s holisti

understanding of encountering interculturality.

Figure 47: Joshua’s mind map
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Chapter Ten: Intercultural language learning as a spatial-

embodied practice

Our journey continues and guides us toward a deeliganent of any thesis: a section on
‘findings’. Whereas this thesis followed the track doing research in order to ‘find’
answers to particular questions, the form of whas Wound’ differed in this thesis. This
methodological thesis presents the data in the fofnwalks’ without filtering their
diverse elements from the beginning into categaaies presenting them as such in more
or less disconnected chapters. The premises | a@e@lthroughout this thesis arose in
collaboration with language learners who withinithedividual environments developed
their own understandings of what intercultural lgeis about. In fact, the whole thesis
itself can be understood as a ‘finding’, as its t@npremises emerged from the
intercultural field and enabled as such an undedstg of intercultural language learning
based on elements of the body, place, and sparseinitthis sense that | prefer a form of
presentation that is able to capture the processtefcultural encounter, including its

networked and holistic nature.

What then are those interlinked and emerging utaiedengs from the walks, which might
enable an understanding of ‘intercultural langudgarning as a spatial-embodied
practice’? In concentrating in this section on ¢hteemes — ‘the intercultural body’, ‘a
sense of space’ and ‘practices of diversity’ -eltbgether the strings of walks, theory, and
method. The thoughts and themes presented heradigeich through their gaps and their
non-definite nature, and provide stepping stoneshfandling the variety of complex

meanings arising from the intercultural field.
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The intercultural body

Figure 48: Megan’s guided walk 2

In China, sometimes when you go to the hus,
somebody pushes you and then you say something
really unfriendly to them. Many people don’t likest

So when | came to Australia | felt that it is very
different apart from China.

This section draws together themes from the walksch circle around the body, and
describe intercultural language learning as an eleldoform of learning. The general
premise is that intercultural language learnindudes the whole body, and engages not
only cognitive, but also spatial and affective dnsiens. It furthermore highlights an
‘emplaced’ learning process and the multiple syncbalays the body acts and is acted

upon.

Embodying

The walks clearly suggest the centrality of ondipalar element: the body. Experiencing
a language does not only engage cognitive reactamte learning to communicate
effectively, it is a practice which involves the whole bodwtercultural learning is a
physical act that leaves its marks on, for instarfexhaustive” and “really energy
consuming” processes, as Adam points out. In alainvein, Sarah says about her

experiences in Mexico:

| felt like 1 had a longer day, almost. Because det up pretty early, then by like
nine o’clock I'd still be like oh, OK, we’ll meet &en o’clock. Ten pm. To go out
and get the night started. Whereas here by like miclock, I'm like OK, time to
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settle down to do some reading [...]. | will oftea@ in bed by nine thirty, which just
wouldn’t happen in Mexico. | was always up tilkdj twelve. That's probably why |
was sick the whole time, | was tired. Definitelgltt@er here, for sure.

Different forms of living and organising the eveaydare not only acted through the body,
they arefelt and processethrough the body, which in Sarah’s case resulteokeing sick
and tired. Basic human needs, such as food andveryday rhythm, are ultimately
connected to the body and nourish the intercultexalerience. Engaging bodily with the
intercultural field is then interlinked with the staring of a language, which Andrew

describes as follows:

If 1 speak English for [a] long time, | will feelelad pain. Yes. Headache. | will
have a headache because, you know, [while] speaknggdish | have to think, think
grammar, think vocabulary. Vocabulary. But if | ageMandarin, | don’t have to
think. I just speak out. Without any thinking.

Central to the narratives of the participants is #tudy is the setting free of both negative
and positive energies through the engagement obddy with the intercultural field.
Challenges and tensions emerging from intercultengiounter can be worked through in
very different ways. So does Stephen, when askedtafs feelings about moving to
Melbourne, use the expression “tuo tai huan gu,ictwine translates as “change foetus,
change bones.” He adds: “I think something withia has been awakened. | feel right at
home here in Melbourne.” This creative expressibicltanging bones’ can be joined with
other moments in the walks that highlight thosdirige of independence, freedom, or
raised self-confidence that learning about “beitde &0 cope with a completely new
place” (as Thomas explains) evokes. This oriergatith-the-body element of
intercultural learning is then one moment from theercultural field which urges an
engagement with the theme of embodiment to addmetescultural learning as an

embodied practice.

The Oxford English Dictionaryists the following entries for the term ‘embodg) “to put
into a body” (represent in bodily form); b) to penfy or “to be an embodiment or
expression of an idea, principle, etc.”; and c)diee a concrete form to what is abstract or
ideal” (OED online). The process of embodying — bediment’ — characterises the shift
of a concept from thabstract to the concrete; in other wordsis a tangible form of
knowing which is sensed through the body (sensing), stacdexperience (learning,
acquisition) and derived from our sensed experiefieasoning)(Martin 2005). These
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denotations of embodiment shed light on how theydedrns and the way it is perceived,
and support the argument that learning emerges fnanways of being in the world and
relation to it. Martin argues that where languagé eommunication capture a majority of
conscious elements of knowing, embodied forms afrieig possess much more of an

unconscious nature (ibid.).

Intercultural language learning seen under the alppgmises is understood as a process of
transitioning from knowledge to practiedth and through the body, and of exceeding the
cognitive levels that learning is so often equatdith. After all, Gibson reminds us: “One
sees the environment not just with the eyes but thi¢ eyes on the head on the shoulders
of the body that gets about” (Gibson 1979: 22Zdin Martin 2005: 22). The questions
arising from this change of perspective are themv o language learners experience this
transition from knowledge to practice? And what licgtions does an embodied form of

learning have for our understanding of intercultieaguage learning?

Being emplaced

In order to follow the traces of embodied learniihgs important to remember the starting
point of each intercultural experience: the proaglsemplacement. While travelling and
learning languages in unfamiliar environments, thercultural learner finds her- or
himself emplaced in complex networks of meaningsclwimterlink with the body and its
specific forms of expression. The process of bemmglaced foregrounds multiple ways of
living the everyday and embodying diverse realitidse forms of learning that a stance of
emplacement creates confront the language learoéronly with her or his own
expectations and imaginings of a particular placd #&s practices, but also with one’s
perception of the self in the eyes of others. \Whik idea of emplacement in the forefront,

let us recall Joshua’s walk and journey throught®dumerica:

| mean, obviously, | don’t look South American ardt of people just assume that
[...] you are either European or American, and youfideely get a lot of
stereotypes about that. [...] The most common isybatare really rich, and you
have money just to burn and people will get quiset sometimes if you don’t want
to buy something from them, something you justtdoged. Because they think
you’ve got so much money why doesn’t it matteroiw?yBuy this from me, I'm
poor’ and they don’t really understand that, yowown maybe you don’t have the
capacity to just buy everything all the time.
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Joshua’s experience illustrates how emplacemembti®nly an act of physical relocation;
it is an act that brings tH®ody as d@ransporter of meaningp the focus of attention. Ward

explains:

How we are understood is partly dependent on hovappear. What we put
on, how we do our hair, what gestures we makemnake us appear to be
certain types of person. Whatever outfit we weaid$eus one particular
identity, which excludes others. [...] Each way opegaring can define you
as you occupy particular social spaces [...]. (\W&€7: 174)

Hashim’s experience while wearing shirts of a deslour, or Sarah’s feeling of ‘getting
sick of standing out’, are two further examples tbé various messages our body
communicates and how crucial physical appearancdolisthe perception of our
environment and interculturality in particular. Timgold highlights in his bookThe
Perception of the Environment. Essays on Livelihddaelling and Skill(2000), the
“differences of embodied knowledge that stem frén@ diversity of local developmental
context,” and reminds us that this diversity isr“faom being superimposed upon a
substrate of evolved human universals, such vanathust be part and parcel of the
variation of all living things, which has its soarén an enmeshment within an all-
encompassing field of relations” (Ingold 2000: 18Fhe often superficial ways in which
elements of appearance are treated and acted ugion intercultural learning do not only
illustrate the importance of embodied knowledget, toid the possibility for language
learners to increase their awareness of how thaiels carry symbolical and relational

potencies.

Incorporating symbols

In her recent book,The Multilingual Subject(2009a), Claire Kramsch investigates
‘subjective aspects’ of second language acquisitiat emphasise how “[L]earning a
foreign language makes [...] students more conscafutheir bodies (emotions, feelings,
appearance, memories, fantasies) and of the laptpulgdy (its sounds, tastes, shapes,
and forms)” (Kramsch 2009a: 66). This “physicabiythe experience” Kramsch highlights
corresponds closely with our perspective on theefoultural body’, and points towards
the role of symbols and the so called ‘symbolic petance’ of language learners
(Kramsch 2009a). Kramsch argues that the words see“shape the meaning we give to

ourselves, as makers and users of signs” (Kram3@8a2 40). She explains further:

When we say that ‘language is a symbolic systera’nvean that it is made

of linguistic signs that are related to one anothersystematic and

conventional ways. Non-linguistic signs includet e&xample, a flag as a
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national symbol, or a green light as a symbol @ ahead’. Even though
for monolingual speakers linguistic signs have beeso attached to their
referents that they seem to be part of the objsetfj for multilinguals or
newcomers to a language, Baum or arbre in anothakes it evident that
the linguistic sign as symbolic form is quite arhi/, even though it is used
in non-arbitrary ways. (Kramsch 2009a: 6)

In Kramsch’s understanding, learning a foreign laage or culture is ‘symbolic’, not only

because it “mediates our existence through symUolims that are conventional and
represent objective realities,” but because “symebfdrms construct subjective realities
such as perceptions, emotions, attitudes, and sal(lramsch 2009a: 7). Language
learners then “make meaning by choosing to intégns in three different ways:” a) as
symbols of reality; b) as icons of reality (for exale an analogy); and c) as indices of
reality (diffuse associations) (ibid.). Kramsch Hlights here the traces of affect and

cognition arising from these forms of dealing wsghmbols. She writes:

Language as symbolic form is not an object thatepk for the scientific

purpose of linguistic analysis, can be separatau fts user. Since it cannot
be spoken or written without engaging the bodyh&f speaker/writer, its
use leaves cognitive and affective traces in the’siperceptual make-up
and in his or her sense of self. (Kramsch 2009g: 41

Although Kramsch’s focus on the ‘symbolic self &dnguage learners enriches the
theoretical corpus of second language acquisitioa crucial way, her argumentation is
still based on a segregation of the language leand the spaces and places she or he
moves in. Not only the consistent focus on the tésobject’ indicates, in part, the
separation of language learning as a cognitive gg®drom the language learning ‘out
there’. But also the symbolic framework she choosastinues to understand space as

segregated from the body and remains as such dyncegnitive-based approach.

In this thesis | use the phrase, ‘the intercultlradly’, as an attemptot to separate the
body of the language learner from the places aadespthe body moves in and is shaped
by. In so doing, | would like to take Kramsch’s tights on embodied and symbolic
language learning a step further by arguing thatelarner’s relation to her or his learning
environment exceeds significantly Kramsch’s underding of it as external stimuli
(Kramsch 2009a). It is rather the interwovenessyhbols, space and the body, which
creates highly affective and emotional learning ezignces and their grounding in the

symbolic dimension of language and culture per se.
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Vulnerabilities

In the course of the walks we encountered a vaoétsituations when the ‘intercultural
body’ was the object of a vast range of emotions f@elings. We heard about moments
when the body is understood in symbolic and misteaavays and when one’s lack of
ability to express oneself in a foreign languagea$ one’s own wellbeing in crucial
ways. Veronica points out that “during the hardetsyi “it was difficult to have my normal
personality without being able to express myséhki,| successfully” and “especially in
terms of humour and things like that it is reallifidult.” Although humour has an
essential role in overcoming moments of awkwardmesk emotion, what arises from the
intercultural field in so many instances is thentieeof vulnerability. Veronica, in this
context, said that intercultural language learnmgde her vulnerable, especially in

moments of tiredness or when feeling ‘up and down'.

Within academic discourses, the theme of vulneitghd normally integrated into research
on affect. Zembylas points out that affect workisttrenally and should be understood as
assemblage (Zembylas 2007). According to Thriftfect are principally non-
representational and often not captured by wordsifT2007: 176). What Thrift refers to
here is theinability to explain and represent the interculturexperience in its full
dimensionality on the basis of text and (verbalmomnication only Karin, when
exploring Cairo realised “that you have to do tist fstep with a smile,” and Marian adds
in a similar way that intercultural encounter “mmaged just observing people, it does not
need what you spark in them rather than both of Wwsialways interactive, right?” The
various vulnerabilities emerging from the interawdtl field are often silenced or
understood as mere cognitive issues. But beingevabie is a form of embodied practice
in situ, which is also part of Thrift's argumentath‘very often, the source of emotions
seem to come from somewhere outside the body, fhensetting itself, but this setting is
cancelled out by methods like questionnaires aherosuch instruments” (Thrift 2007:
176). Thrift adds that “emotions form a rich arthyough which and with which the world
is thought and which can sense different thingsiekieugh they cannot always be named”
(ibid.). This ‘sensing’ of experience and underdtag comes to light in a variety of
narratives collected in the walks and shall be gpesl in the second section of this

chapter called ‘a sense of space’.
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The ‘body multiple’

| would like to return to our leading question: halw language learners experience the
transition from knowledge to practice and how desrning with the body’ refer to the
process of intercultural learning? We have seehttfeaprocesses of emplacement, which
intercultural learning deals with, are brought thge with practices of symbolic
perception and a changed awareness of the body, Alaariety of authors have argued
that this changed ‘awareness of the self’ resulta formation oimultiple selvessuch as
the learner’s interpersonal, extended, reflexivael aonceptual self, which Kramsch
(2009a: 70-71) argues for when referring to thekwnair Neisser (1988) and the field of
psychology. However, it is a different approachroltiplicity and the body | am tackling

here.

In Annemarie Mol’s bookThe Body Multiple. Ontology in Medical Practi¢2002),we
find the following statement:The body multiplés not fragmented. Even if it is multiple, it
also hangs together” (Mol 2002: 55, original ita)icWhat Mol clarifies in her writings is
that although there are many roles and forms obtuy, this does not mean that there are
as well many diffused ‘selves’. In Mol's terms, thelf as situated within the body is a
rather “complex state of being” and an “intricatelyordinated crowd” (Mol 2002: viii),
which is multiple but not disconnected. Mol sumrsesi this by saying that “to be is to be
related” (Mol 2002: 55), and Law continues her lofehought, stating “that the world, its
knowledges, and the various senses of what is agtijust, overlap and shade off into one
another” (Law 2004: 63).

Mol and Law’s argument on overlapping and relatednents of the ‘self’ resonates with a
situation recounted during Joshua’s walk, in whacfriend heard him speaking &kype
with his family and said “Wow, you sound so diffeten English.” Joshua’s explanation

of this incident was: “it's almost like you are #ferent person,” and he went on to say:

So you definitely get a sense that your personalityost changes a bit, kind-of,
moulds around your experience in the country, aint all the people. Like, | think
my housemates were a big influence [...] on leagnihe language. | probably
picked up a bit of their personality in actuallyataing the language.

Joshua’s observation illustrates how the intercaltbody is multiple, not in a diffuse or
disconnected way, but rather in a complex, inteemvand overlapping way, which is

witnessed by those moments in the walks where skvéeelings exist simultaneously.
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Sarah, in this vein, speaks about her intercultexalerience as ‘strange’ and ‘fascinating’
at the same time, and connects those emotiongitthday dinner and the unfamiliar food
provided on this occasion, which triggered in hethbfeelings of homesickness and
excitement at the same time: “I remember going hontee car, and | actually got really
homesick. So it kind of goes hand in hand. When fgsl like you are really there, it

makes you go, ‘I'm really not at home’ [...]. It waeally, it was different, it was amazing

the whole time.”

In short: intercultural experience is an activihatt engages all possible dimensions of
human endeavour and negotiates the feelings engefggm this endeavour in complex,
highly individual, and often messy ways. To separiatercultural experience then into
neat dimensions such as affective, linguistic,socaterial, cultural, and so forth, neglects
their interrelated status and the networks languksggners are embedded in. The
realisation of those overlapping and interlinkieglities can eventually lead to what Sarah
described when she said, “I really found that yaawubl meet the same kind of people in
every culture,” and when Hashim learned to be “kaskhe person” and not “Hashim, the
Muslim.” Thinking in Mol's term of the ‘body multip’ vis-a-vis intercultural language
learners allows us to overcome the famous distinstiof self and other, language and

culture, mind and body, or space and place.
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A sense of space

o — - ===

Figure 49: Sasha'’s virtual walk 1

(I'he dome of the Berliner Dom
Before | went to Germany earlier this year, | dot fieel any connection to this buildi
(heightened by my feelings about the Leipzig cregriHowever, when | arrived in th
Berliner Dom, | felta wonderful sense of the mégence of sacred art - bot
architecture and music. What struck me most were personifications of th
Beatitudes, perhaps my favourite biblical passafee Beatitudes (Blessed are the..)
from Jesus’ sermon on the mount as recorded inhdatis gospel encapsulate for
one of the crucial parts of the Christian faith wdhich | subscribe and belong. They
speak of the transience of this world, the limibhaman knowledge and power, and the
difference between the seen and the unseen. Tthisgessage of scripture rendered In
art and also in another language (Selig sind..attlvas instantly recognizable, was a
very memorable experience.

This section illustrates the ways in which intetardl language learners structure their
experiences through the senses and furthermoredudes ‘sensing’ as a mode of
orientating within, and relating to, space and @lathe ‘sense of space’ discussed here
underlines those elements of intercultural languagening that are of a ‘grasping’ form,

and which question absolute knowledge within reflexmodes of learning.
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A mode of orientation

Let me recall my conversation with Vasu and our umdéerstanding of the word
‘orientating’. Vasu missed his “social circle,” amdhen | asked him if he found it easy to

orientate in town, he firstly thought about oridintg as a personal and social modus:

U Did you find it easy to get an orientation in tiogvn?

Vv Oh | missed the orientation here in town. Oh g@an orientate in place or
orientate in life?

U | meant in place.

Vv I’'m used to travel by myself a lot. I'm walking.

U And orientation for life?

\% Oh, it's OK. | really stick to myself. Spanishsaanother reason to meet

some more people.

The conversation with Vasu shows how walking asgsigal mode was interlinked with
the evocation of particular themes during the inesw. In addition, it illustrates the
different meanings ‘orientating’ can be understasdAs a form of movement, orientating
in a new environment took place through walking argdloring the city or neighbourhood
on foot, by bus or by bicycle. Veronica points ¢hat “understanding” Lyon meant to
engage with the way it is “set up” and “to graspgeography” — over a longer period of
time while “watching how things change.” Kirsten miens that being in a new
environment raises questions for which she asks almswers. When recalling her
experiences in Vienna she speaks about the “hufgradice” between being a tourist and
being a student staying for a longer period of tifbe describes the ‘touristy’ ways of
engaging with new places as follows: “You feel likeey are just skimming the surface,
looking on buildings [...]. But you won’t apprecgait after a while. And you don'’t really
get an insight into anything.” What remains afthe ffirst impressions of unfamiliar
environments was often described as a wish forrieoting’ and trying to look ‘under the

surface’ of a place.

From the senses to sensing

‘It was stinky in front of the Goethe-Institute’ aldhim’s surprising impression of Germany

iIs one example that limns the theme of this sectioa theme which emerged out of

reflection during the walks. Intercultural learnimg multi-sensory in the way that it is

perceived and experienced through the sensessaslsuch related to sensing as a mode

of orientating in the intercultural field. Paul Rowday, in his bookSensuous Geographies:

Body, Sense and Pla¢#994), offers an integrated view and understdhdssenses ag“
214



relationship to a world, with the senses themselves serving askihd of structuring of
space and defining of platdRodaway 1994: 4, original italics). The sensadeed
structure our everyday experiences, and the easg, reyes, hands, and heart help to
orientate and distinguish between known and unknplaces, practices, people, and so
forth. Sensing is therefore a highly complex adb@tween attachment and detachment, as
described earlier in Path Two. It is important tdenthat in focusing on the senses as part
of intercultural learning, | do not intend to resdaabout the sensoriality ohe specific
culture or nation, and so forth. It is rather tloderof the senses in relation to sensing

diversity, place and feelings of belonging thaérest me.

A consultation of theOxford English Dictionarytells us the term ‘sensing’ can be
understood in two ways: a) “the action of sense’ lfecome aware of or to perceive
something via the senses); or b) a form of “naturalerstanding” or “bearing on action or
behaviour; practical soundness of judgement” (dqgacity to grasp feelings or meanings)
(OED online). As | have already discussed the fution of multi-sensory experiencing,
let me now turn towards the second notion and itsemintangible dimensions of
‘grasping’. The thoughts developed in Chapter Eigitte shown that the senses do not
only engage experiencing per se, but are locatetheatjunction of remembering and
imagining (Pink 2009) To ‘grasp’ therefore means to include those lewtlexperience
that are sensed rather than known and intersett feriner experiences or intangible
elements of a possible future reality. The ‘serseusing energies’ Thrift (2007) writes
about often lie beyond the possibilities of verbapressions, and are influenced by both
space and individual experience — a theme ofterotrsdgd under the broad term

‘perception’. Ingold describes this as follows:

Experience [...] amounts to a kind of sensory pagréition, a coupling of

the movement of one’s own awareness to the movenfeaspects of the

world. [...] Experience, therefore, cannot mediateveen mind and nature,
since these are not separated in the first plaas. rather intrinsic to the

ongoing process dbeing alive to the worldpf the person’s total sensory
involvement in an environment. (Ingold 2000: 99giral italics)

| would like to propose the followingsensingmatters of interculturality represents an
alternative mode in the walks to ‘knowing’ andinsits reliance on experience, more likely
to move beyond fixed understandings of cultdiee reproduction of fixed knowledge
about culture, as in, for example, Hashim’s imagamof Germans as “contained” and
“cool” or Chan’s aim of finding Western people het'Scandinavian Club’, is transformed

through actual encounters into a mode of sensimeg nltiplicity of culture and its
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practices ‘in between’ stable-solid categories.ifTargues here: “Between oneself and the
world there is a new term, a holistically sensesly texture in the social moment, and one
relates to others in and through that emergentti@msforming experience” (Thrift 2007:
176).

Making a change

That language learners do engage with intercultyralithin complex networks, and in
between manifold borders and boundaries, has beked out in detail in Chapter Six.
The current state of the world demands not onlyspda} mobility and flexibility from
language learners, it also asks for a fair amoudnbpenness towards diversity and
(personal) transformation. The networks and flows/hich intercultural language learners
move create a different awareness of space. As thely embed language learners within
the most arbitrary debates of the twenty-first aent refugees, immigration, the
polarisation of ‘West’ and ‘Islam’, global socialgquality, and so forth. Looking into the
walks, we find them full of stories about thesenties. Wei’'s challenge to find her place in
the world with a nationality, which is perceived asky’ (considering people from
Indonesia going into hiding), or Hashim’s challerigeexplain and represent Islam after
September 11th — these elements of the walks as& tmarrange our understanding of
intercultural language learning. The various imbeés the intercultural field consists of

thereby affect learning experiences by creatingtwha be calledd sense of spatce

The phrase ‘sense of space’ appears in acadereratiite in a variety of ways and
encapsulates under its umbrella the similar soungihrase ‘sense of place’ (see, for
example, Feld & Basso 1999). The ‘sense of spabeftTis writing about addresses the
fragile essences of security and risk that form em@te our being in the world in such a
crucial way. Thrift states: “If we train this ‘semsf space’ in the right way, the space itself
can feel again like something, which is at the sdimme caring and in need for care”
(Thrift 2009: 406, translated from German by U.Whave stated earlier that intercultural
learning, if seen from a spatial perspective, giatvards elements of inequality as well as
critical and reflexive moments during intercultuescounter. It is this latter component of
critical reflexivity which is indicated by a ‘sensé space’, and which, if falling together
with the aim of ‘connecting’ or ‘making a changgives a very different understanding of
what we call intercultural learning. The followingya short extract from my conversation

with Kirsten:
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So what happens if you connect to people?

K You share lots of similar views on politics ot ar philosophy. [...] | was
talking to this Austrian guy [...] and we share lofssame views. Like what
if the world is not run by economics? Like whathé trading is actually
trading of ideas and stuff, people are paid becawasetheir ideas?
Something really silly.

No, it sounds great.

Like you might work but you get paid for what youmk, and...

And not what money you bring in?

Yes. Because we are, most of my friends ardsgréad we all think that the
world is too commercial. Probably that's one of theasons why we
connect.

A CXC

Joshua tells me about his experience with ‘conngtéind ‘making a change’:

J We actually started volunteering at a place tivas sort-of like, | mean, in
English we would say a soup kitchen, but thereas walled a ‘social food
hall’, that might be the best translation. Wherejple just came and they
had a three course meal basically, you know, sthey a main course, and
then some kind of dessert. So | volunteered tlogrprbbably about seven
months [...] and | got a lot of friends. A lot ofemational students that |
had made friends with came along [...]. And for mat tteally helped in
kind of connecting with the place and also beingnfartable with the
poverty of it, because you sort-of [...] feel likeayine doing [it] because
people obviously always ask you for money. But ¢ wa a pretty tight
student budget so didn’t feel like that was thet ey for me to help, so
that made me feel comfortable living there, andt @ know a lot of the
people who lived on the street, and there was aflbbmelessness there.

U So you had the feeling, in a way, that you carkena change in doing
something...
J Yes. | didn’t know if | was making a change, ibaefinitely made me feel

comfortable.

One major advantage of the phrase a ‘sense of 'sgateopenness to the individuality of
experience — what a ‘sense of space’ looks liketer all dependent on what personal life-
worlds look like, and in which networks they arebmdded. Tuan reminds us that “the
experience of space [...] is largely subconsciousd adds that “we have a sense of space
because we can move” (Tuan 2001: 118). Keeping imdrthe thoughts on mobility |
developed in Chapter Six, these two statementdl tbeaboundaries and borders based in
and around movement which language learners moueeiween. A ‘sense of space’
captures those dimensions of intercultural learivag in their essence centre on space as

an element of freedom:
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Spaciousness is closely associated with the seinbeimg free. Freedom
implies space; it means having the power and enoagm in which to act.

[...] In the act of moving, space and its attrilsutee directly experienced.
An immobile person will have difficulty masteringen primitive ideas of

abstract space, for such ideas develop out of mememout of the direct

experiencing of space through movement. (Tuan 26P)L:

The attachment or detachment language learnerstdeglrd space is grounded in the
possibility of movement and feelings of freedom @GIpointed out in her walk that “there

was a lot of freedom”). An important element of thaks was as well the uncovering of a
certain relativity of global-political centres whiave have seen in Ismail’'s statement “a
place is at the end of a day always a place.” Thesiens of freedom or relativity are not

of a static condition. Rather, they are the proddanultiplicity and, as Hastrup reminds

us, “entering the field means incorporating a paféir sense of place, which is

experientially inseparable from the social space, laecoming captured within it — often

unawares” (Hastrup 2010: 192-193).

Let me summarise: sensing — as a form of grasmatiger than knowing — involves an
element of reflexivity. It also encapsulates modégsranslating fixed understandings of
culture into relational forms of meaning making,asntioned in Path Two. A sense of
space falls together with both a critical stancgaials the state of the world and an active
involvement of language learners in ‘making a clany furthermore describes those
modes of intercultural learning that are centred ‘amientating’ within unfamiliar
environments, and is based in the senses as wetinas memorised or imagined

relationships to particular places and locations.
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Practices of diversity

State Library
I've always loved going to the state library,

because it's peaceful, and | enjoy staring at
the rows and rows of books and watching
people as they are curled up on the safa
reading a book. Since taking this picture,
I've also learned to enjoy looking at the
exterior of the state library. Perhaps it's
because of the unexpected effects that my
film camera produced when | took this
photo. It reminds me of the beauty that there
is in ordinary life and makes me appreciate
the everyday scenery, in this case, the
building, the sunset, the birds and the grass,
in the city that | often take for granted.

Figure 50: Chan’s virtual walk 4

This section captures those moments from the iolteral field which give an
understanding of how diversity is encountered, hod the realisation of multiplicity is
enacted through practices of diversity associatéti emplaced learning. | argue that
intercultural learning relies on experience ,arat the meaning of diversity shifts towards
an interrelational mode with the transgressioni>a@d understandings of nation or culture.
Furthermore | point towards the roles of magic dwhuty within the intercultural

encounters witnessed in the walks.

‘What you are really looking for is difference’

Let me start this section with a quote by Ingoltipwvrites that

it is continually toopen upthe world, rather than to seek closure. The
endeavour is essentially comparative, but whabrbgares are not bounded
objects or entities but ways of being. It is thenstant awareness of
alternative ways of being, and of the ever-pregassibility of ‘flipping’
from one to another, that defies the anthropoldgiti#ude. It lies in what |
would call the ‘sideways glance’. Wherever we amg whatever we may
be doing, we are always aware that things migtddree differently. It is as
though there were a stranger at our heels, whe touh to be none other
than ourselves. (Ingold 2011: 239, original itglics
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The images and expectations we have about a gdartiplace, people, culture, and so
forth, shape our actual experience, our understgndand the ways we learn about
difference or multiplicity. Chan’s walk and her elment in the Scandinavian Club at
Melbourne University come to mind. “In the begimmpihshe says, “I didn’t want to meet a
lot of Asians from a similar culture | was from.’h@n’s expectation of Melbourne was that
of a ‘different’ place where people of her own Aslzackground were not different enough
and interfered with her expectations. We can satttte wish to encounter diversity is a
driving force for intercultural exchange and tharteng of a foreign language. Often, the
expectations we have when we enter a new courgrgraiched by notions of mystery and
the wish for a transformed quality of life. The wadtlearning about diversity transforms
itself as such into a search for ‘something diffe¢teas Joshua points out in the following

extract of our talk:

J I have this horrible feeling that the world is#iof merging towards one
thing, which is supermarkets and fast food restatgand Starbucks, and
you know... Also a certain kind of education and réage kind of idea and
political and economic structure, just basicallysameness. And when you
travel, what you are really looking for is diffei@® you want to see
something different, you want to experience somettiifferent.

U So have you been disappointed sometimes, whepliabe wasn't like you
expected it?
J Yes, definitely. Especially like, 1 went overlatidough the States to

Mexico, and when | got into Mexico there are adbparts of Mexico that
seem exactly the same as a lot of parts of theesStatou know, big
shopping centres and fast food restaurants and #wadl of thing. But
there’s also a lot of difference, you know, [...]riie both in one.

We see that the notion of ‘difference’ is centmalimtercultural experience and can fall
together with a critical reflection of it. When kalg with Daniel about his perception of
Germany, he explains: “I don't think there is, pararly now with globalisation, there’s
less difference. But | still think at the same tithat confronting those differences when
they clash is really important, because that's wtiaink promotes thinking.” Indeed, the
experience of difference promotes thinking. Howewhring the walks we witnessed
reactions of fear, resistance, and the feelingsé&fas well. For instance, in her first days in
Cairo Karin felt stressed by the significantly di#&nt environment she found herself in and
therefore was afraid of going outside. Wei, who exignced forms of exclusion in her
daily life in Japan, resisted learning Japaneseleiihdhe country soon after finishing her
degree. And Dalia and Sheima, two Egyptian studeotsing to Germany with the

expectation of exclusion because of their headssamxperienced Germany in a positive
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and more relaxed way. The experience of ‘differérecas diverse as the many individual
circumstances, and as such they have to be colyst@monnected to the particular
constellations of the intercultural field. In shothe challenge of each intercultural
experience is the balance of aspirations and ina#igims that influence feelings of
inclusion, exclusion, and of being somewhere ‘intwaen’. Often, the notion of
‘difference’ has to be translated into the notidridiversity’ in order to allow prejudices

and fixed representations to reform themselvesaetsop the intercultural learning process.

Transitioning

Building upon these thoughts, the argument of thection is as follows:when
understanding diversity on the grounds of a tratiemeal paradigm, it becomes hardey
read diversity against categories and fixed repnégtons. To better understand this
argument, let us listen to Veronica, who was barAustralia but has a Greek background.

She says, referring to the general attitude towdngsrsity in Australia:

Even though the society is very intercultural, thare still little pockets that are
very homogenous, like certain areas in Melbourng. [Like, | went to a Primary
School... we had ten girls in my grade and evenglei one of us was from a
different, like our parents were all from differesduntries. So everybody was like
that when | was growing up, do you know what | ?eBnt then going to High
School and having a lot more... you grown up moreirsgjaan idea of what
Australia is like, which | never experienced befdde having people tell me stuff
like, “You are not a typical Australian’, and thimdjke that. And | had a couple of
boyfriends from the country, and | never felt imrarg in my life apart from when
I’d have dinner with their families. And | wouldikbhow how you use knife and fork
properly because we have never eaten the typicglignkind of meals, and they
would all act like | was so exotic because | wals Gaeek, and | just found that so
ridiculous. So | think there are still heaps of gets where people aren’t exposed
to other cultures a lot. But | think people who gmw up half-in-half out of
cultures tend to understand each other. Like, lehfriends from the Viethamese
background or the Ukrainian background and we wiéte to each other on the
level of having to negotiate these things. Likeg of my Vietnamese friends is
getting married, and she is going to have the dagre they are putting on the
traditional Vietnamese dress, and take photos ¢kengh they are not having a
Vietnamese wedding. So like having to deal withtreds, which are still in a
different culture and who are living here. | thithe more that happens the better
[it] will get.

For Veronica, diversity is already the ‘normal’ tstabut she experiences situations where
‘being half-and-half’ is interpreted based on amlenstanding of ‘Australia as a nation’,
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which comes with a clear set of behaviours andohcsl representations of ‘being
Australian’. That these sets no longer match wihik ¢urrent transformed life-worlds in
Australia is one characteristic of transnationalisndiscussed in Chapter Five. An
understanding of multiplicity arises when tradigbmorders of thinking in categories of
nation-states, religion, ethnicity, or race aresgressed, such as in Hashim’s experience,
who says: “I have learned in Germany something wergortant, which | would have
never learned in Egypt: | am surrounded by peopl® ware simply human beings,
whatever they believe.” The notions of transiti@ninnderlying Hashim’s experience
ideally let diversity emerge from a non-polarisiagd non-representational position. Law,
while referring to the work of Serres, points duatt“the most interesting places lie on the
boundaries between order and disorder, or whefferdift orders rub up against one
another” (Law 2008: 144). Intercultural learningistx because of the boundaries of
culture and nation; it is their interplay, howevtrat engenders their recreation within a
relational view.In other words: intercultural learning needs toageywith diversity on the
grounds ofinterlinking seemingly disconnected areas, pragiand understanding$his
form of ‘translating’ fixed meanings into relatidneneanings is described by Law as

follows:

To translate is to make two words equivalent. Bates no two words are
equivalent, translation also implies betrayal: t@ietcbn, trahison. So
translation is both about making equivalent, andualshifting. It is about
moving terms around, about linking and changingnthibid.)

Language learners find their own ways of transtptind are, as such, creators of their own

method assemblages (Law 2004), such as we saw chtpters above.

‘You could call it magic’

During the walks, the experiences of diversity wefien combined with experiences of
magic and beauty of landscapes, people, moments, buildings, language so forth.
Recalling Joshua’s walk, his words were “there’dirakely [...] a lot of mystery in
language,” and “there’s definitely, sort-of, a e@mt magic in uncovering that mystery”,
adding that “just to be able to stay in someonesé and fit in, and to understand, and to
be able to communicate with people was, is regbcml. | mean, you could call it magic.”
In Joshua’s case, getting lost in the mountainsraddsranada led him to discover a place
of beauty. The experience of beauty when comingttay with unexpected situations can
indeed convert a situation of diversity into a sfmmmative experience, and ‘it touches the

heart’ so to speak.
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It has to be noted that the role of place in senbi@auty and magic is an important one.
Sasha tells us about his experience in the Thomtwdski(St. Thomas Church) in Leipzig
(Germany): “You know when you got a shiver up yspme in an amazing building or, |
mean, you do not even need to have a physicalioeagbu just stand or you walk in the
door and ‘Wow™. He goes on, “a sense of wondersasse of awe and also a sense, ‘I
wish | could have lived at another point of histolywish | could have been here in

sixteenth or seventeenth century”. For Veronicahaion of magic arose when a
stereotype of France met a real life-time experen&sked whether she experienced

magical moments she says:

Yes, I'd say that there were a lot of them. Esplgciahen you come against the
clichés of a country and then you get those clich&mments that are just so
ridiculous. Like... | saw a robin in the snow. | exdn’t believe you exist, really,
like Christmas cards. | never thought you actuatysted, and, like, I'd say | had
lots of experience that were like that.

The experience of beauty can linger in many difiereorners and is certainly a major
reason for travelling and for learning a foreigndaage — for example while being better
able to understand the beauty in, and through #tieenwords, as Deidre points out: “I'd
love to be able to read Spanish well so that | wdut able to really look at another
culture, other than seeing it second hand, or ket” The theme of nature is also
significant in the context of experiencing beatydrew, who is from China and loves the
beaches in Melbourne, says, “The circumstances ustralia are very peaceful. And
there’s the climate, the environment, very cleaa.géllution. And if you are really tired
of your studying, you can go to the countrysideuatb Melbourne. And just, just lay on
the ground, [...] so relaxed.” Marian says that Aestralian son and Japanese daughter-in-
law “believe in the gardens, in the flowers, the foremtsl the beaches.” And Daniel, who
took his exchange partner from Germany on a tripuph one of Australia’s National
Parks, explains his friend’s reaction as follows:

He was like ‘That's one of the most amazing thihgs ever seen’. It was just a
beautiful day, amazing blue ocean [...]. I'd deberit as this really beautiful place
that is like, you know, so natural and pristinedgust like a space away from,
kind-of, people. Like, where you can think and hasadspace. And that's what it
is for me, a place where | can just go and likedor’t know, it just calms me.

In summary, the experience of a certain qualitynwgic and beauty often enchants

moments of intercultural encounter and may havaasy shapes as there are imaginations
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and experiences of magic and beauty in this wérdan element of intercultural learning,
beauty is a trigger for engaging with a foreignglaage, discovery, travel, and a way to

balance the intercultural learning process itself.

Final remarks

The ideas and concepts presented above form thessseto a network. What holds the
multiple strands of the network together are tteerses of movement and transformation,
along with their often unpredictable natures. Whee tie these strands to the de-
constructivist argument that seemingly oppositioteims are always co-implicated
(Lather 2006) we arrive at the ‘destination’ of aualk. The paths we followed and the
steps we took in order to understand the interaalltfield and its manifold relations to
intercultural language learning processes broughttas this moment of resting and
lingering. In arguing for the relevance of spate, body, and sensing for the intercultural
experience of diversity, we engaged with those dsmns of intercultural language
learning that are at the heart of languaging (PhigpGonzalez 2004) and dfeing
intercultural. Instead of placing those modes itatext and in forms of already known
stabilities of knowledge, we focused on the prouhmcof a networked intercultural field of
flows and mobilities, and visualised the constastlifting and unstable form of meanings.
This experience of instability, | argued, involvasvast range of (often simultaneously
proceeding) affects and vulnerabilities that ard pafeeling ‘in between’ and of learning
reflexively in the form of ‘sensing’. Walking becanm this turn a central element of this
thesis and established a method that is able ttureaghose elements of being ‘in
between’, of sensing, and of transformation. Thgumentation led us towards a critical

stance of what beinigtercultural is about in its deep and holisticsen

In understanding intercultural learning as a ‘sga¢imbodied practice’ | am arguing not
only for a revised concept of context as an intéwcal field, but for taking into
consideration the complexity and the impossibibfypresenting the intercultural field as
based on separate entities and clear cut meanthgtural habits, social practices and
individual beliefs — all need to be understood aksof, and as situated within, networks,
and as grounded in movement and transformatiors Uihderstanding relates to research
about intercultural language learning as well. beay has to be observed in authentic
surroundings (and not with the limited view of i’ and ‘outside’ the classroom), which
are assemblages of visible and invisible elemeautst it has to combine subjeand

spatial/object-based approaches in their intertdviierms. The ideas and concepts
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presented in this thesis therefore act both asnaepiual background for research about
intercultural language learning, and as a stimutusthe constant rethinking of our

understanding of intercultural language learning complex and ever-changing world.
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A classroom
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Culture is not a product. It is
a process

(Danzel)
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Daniel spent three months as an exchange pupil im&wey as part of his German language education at
High School. Besides German, Daniel studied Jagaaed describes the process of engaging with the

latter two languages in High School in the folloin

D | found particularly with Japanese, they don’tveaan Arabic kind of alphabet, that was
really difficult. | suppose for German, my firstgmessions were that it was a fun language.
I don’'t know [why]. | think potentially the type$ books we were using to learn with
presented it in a kind-of fun way.

U Oh, that’s good.

D Yes, kind of a bit dorky, but the main book hagoa know, a group of students, who were
about our age, who were doing everyday things.inkth really enjoyed learning more
practical things. With Japanese | didn't really w@rdtand how | could use it. But German |
felt like | could say stuff to my friends and uség.i.] | think | romanticized Germany and
the language, and | saw it as, | don’t know, realbecial and cool.

Later on, at university, Daniel continued to stuglgrman. As he mentions, “I knew | wanted to keejmgio
it.” He adds, “My goal for learning German isn't assarily to, kind-of, do a lot German writing, to
understand the grammar, because I'm not partigulgood at that. But | love speaking it. And | love

communicating with peoplem so | want to get to ampwhere | can speak fluently and understand tlyen

| am interested about the structure in his Germasses at university and Daniel explains his stidie

follows:

D So we had two streams. | suppose throughoutitstesemester, one was learning more
about German culture and history and backgroundwso would have a lecture on a
particular topic that might be, you know, linguigtior literature. And then we would have
a tutorial that followed on from the lecture, ané would talk about a reading, we would
have to do a reading. | didn't particularly findahuseful at all. | felt it was quite distant. |
felt there wasn’t much... | missed the interacticext pf it. | just felt like we were being
told all this stuff, and then expected to readthi$ stuff, and then talk about it. But there
wasn’'t much, | don't know, engagement with it.drdi feel that was very strong. And even
relevant. | didn’t see how it was relevant to atdemy goals of learning German.

U OK.

D And the other stream was the classroom sessioall, Vthat was grammar and
conversation, so just learning about different graan things and conversation. But the
big issue there, and this is the same within Highd®l, is that people are afraid to talk.
People are afraid to speak a second language. Asal people find it challenging to ask
the teacher questions. For fear of feeling stupidbeing wrong, or looking bad to their
peers. So | think that was a huge problem. And &vsryear, in second year, the class was
kind of twenty-five people, and | just felt likeniasn’t enough focus on the individual. Or
enough promotion of speaking, because, and almastyene | talked to has said that, |
found | learnt the most through speaking. [...] ArtiHihk it's easier to measure if someone
can, you know, put the right adjective ending owaxd, or if they can have the right
sentence structure. But it's harder, | think, toasgre someone’s speaking ability. So
there’s potentially something in the system thgsshecause it's easily measurable, focus
more on that. And I’'m not sure that this is partaaly useful.

At this point of the interview we get deeper inte tdiscussion about intercultural learning. | asinigl the

following question:

U In those culture classes, did you speak aboutessvhich symbolises current German
culture?
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No, not really. Not in first year at least. | titki more so in second year. [...] But in first
year it was very much about, you know, learninguali®erman playwrights, or German
history. Which is important, | think it really imyportant, but it wasn’t particularly relevant
to getting a sense of what culturally Germany @llselike. Yes. And that’'s what I’'m most
interested in. Like, | want to know the backgrounthink that’s really important to find

out how Germany came to be like it is today. Bradlly want to know also, you know,

what it is.

I ask him what comes to his mind, just at this motmehen thinking about German culture. He says:

| just have this image in my head of Germany. dtteost like Germany was stuck in the eighties
when | was learning about it, because lots of thetps we looked at were from the eighties or the
nineties. [...] We watched all these [movies], yoown‘Run Lola Run’, which are kind of older.
But | think when we were learning about it, whicksveven in about 2002, | still felt like it wassthi
older country that was a bit... because of the vistizt we were presented. Does that make sense?

It does, in my view. We are coming towards the efdur talk and Daniel speaks about a form of celtu

which is, in his words ‘fabricated’. He explaingstias follows:

U
D

There’s an image that say, for example, the gawent, or the nation wants to present
itself as. And I think that's what other peoplerleabout when they learn about Australia,
or about Germany. It's just a presentation of wtiey think the culture is, or some kind of
prediction. But for me, culture is constantly mavand changing and shifting, it's not one
thing. So when you try and hold on to it, it's abhdike, futile. So that's why I'm into, like

you said, the more intercultural stuff. Stuff tlyatu can’t see, stuff that you can't really
learn about until you immerse yourself in it.

Exactly. The idea that culture’s nqtraduct.

Yes. It's a process.

From the notebook: The theme of Daniel’s walk is his journey with tBerman language, which, in the
beginning, was ‘special and cool’ for him, and ¢coméd to be taught from ‘a distance’ during his Ban

studies at university. Daniel’'s love for speakimgl@ommunication, which he felt not adequately adsied

during his studies, raises a variety of questidnsy can teaching about culture go beyond a ‘fabeta
culture which is not ‘stuck’ in the 1980s? How ¢eaching about culture feel ‘relevant’ and correspwith

‘the stuff you can't see until you immerse yoursgifit'? Above all, how can we pay tribute to an

understanding of culture, which focuses rather tsnprocess and its ‘futile’ and ‘constantly chamgin

aspects?
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Epilogue: Thinking space pedagogically

Multicultural education should aim to engage eva&ndent at every level of
his or her existence and it should provide studem@ny ways to
communicateabout their different ways of being, seeing anchdan the
world. (Mayes 2007: 3)

We started our walk with the aim of re-enchantinggiicultural language learning while
simultaneously focusing on the perspective of tAegliage learner and intercultural
experience per se. As a final thought | would ligeake a short pedagogical walk to the
classrooms and educational institutions where laggueducation takes place. We, as
language teachers, are all trained in teachinguceilas content’, and many of us are aware
of the difficulties this reduction of lived expeniges into curricula and possible modes of
assessment creates.

We have our problem: How to teach culture as cdntéfe have our
convictions: The way we do this now and have ddmne in the past does
not suffice for the particular challenges of theegant. We have our
histories and our hopes: This is what I've doneoteeind I'm never trying
it again. It was disastrous. Our most valuableuss®in teaching anything,
but especially in teaching something as rich inratare potential as
‘culture’, are our stories. (Phipps 2008: 2)

Teaching what we understand as culture is and staglallenging aspect of language

pedagogy, and although concepts on intercultueasthlag are not rare, explicit suggestions

for teachers and their practical day-to-day resdiin the language classroom either remain
marginal or do not engage with educational pract®ti@pps and Levine remind us that

there is a spiral of theory and practice, arguivag t

the present state of theory in language educatioone of arexcessan

excess of positivist, functional rational modernikeory. And such an
argument presupposed, also somewhat arrogantlyseinaehow those who
are versed in theory have answers for practitiomeis that practitioners
don’'t know what they are doing. And so we go arowmil around a
perennial circle of complaint that classroom ptawters bring to theorists,
which is one of countering the questioning of thigigitimacy with a
counter-questioning of the legitimacy of theoryhi@s & Levine 2011: 5,
original italics)

After all, what we teach about culture is mostlpeledent on the individual teaching styles
of language teachers, the text books we use, antnte-frames designed by educational
institutions and policies. We can see that the rfeectlear and practical guidelines is

urgent. Howeverthe only thing that cannot be provided is exadtlyg tlarity, for instance,
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in the form of guidelinesThe multiplicity of intercultural experience, agell as the
interwoven and often arbitrary nature of the intéiraral field, suggests quite a contrary
approach: to understand processes of interculleaahing first and foremost on the basis
of their multiplicity and their complex ever-changi faces of intercultural life
(Papastergiadis 2006). The understanding presétedof intercultural language learning
as a ‘spatial-embodied practice’ implies a pedaggigithange in perspective, and suggests
a reflective way of thinking about cultuwathin the intercultural field. This epilogue sheds
light on the impact of this change in perspectivelanguage pedagogy, but is, as such,
condensed in a short and very tentative form twsithte at the same time a possible route

for further research in this emergent field.

Implementing the intercultural field

I am substituting in a third grade class in cultural studies of a university level German
course. It is the first class after the winter break and the teaching material given to me
is centred on the topic of Wolf Biermann and the theme of West- and East-Germany.
We start the class with a language game and introduce ourselves briefly. Some students
recently returned from Germany, full of impressions and apparently having an urgent
need to share their experiences. While the class is engaged in a lively discussion of their
stories, a glance at the watch urges me to return to the topic of the class. The text is
difficult, I have to explain a lot and after a while I find myself the only person
speaking, all the sparkle, conversation, and excitement from the beginning of the class

has gone.

Language learners are ethnographers and expldreey. seek to discover hidden worlds
and prove themselves in unfamiliar environmentsboth language and culture. Our
teaching has to acknowledge these formexgflorative learningoutside the classroom,
even if this means to distanoeir pedagogy from text-based-only-approaches arettdi
our teaching towards the everyday knowledge of Uagg learners and their inspiring
input. The ‘world outside the classroom’ is notisolated or disconnected area, it is right
at the interface of experience in the intercultdreld and the educational support our
language classes provide. Not letting the two dsm@rs interact with each other would
mean to lose those elements of intercultural legrnwhich relate to an authentic and
present way of being intercultural. The languagssioom is an interrelated element of the
intercultural field and should in this sense in@uthe various forms of orientating,
embodying, and sensing encountered during our\alg. Those elements can eventually
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transform the classroom to a place of shared expegi or imagination. In directing the
curiosity of language learners about ‘differencaivards their own living environments
and diversity is then part of a ‘decentring’ prac€Roberts et al. 2001). | have stated
before that in a globalised world diversity canreasingly be found on the doorstep and
that possibilities for enquiring into multiple réss are growing. Edwards and Usher

argue in this sense for

the need to move from a focus on teaching and ilegras bounded
practices to an examination of new and complex epadt of
interconnectedness, and the pedagogic spaces andottio-cognitive,
socio-practical and socio-affective possibilitieattare both opened up and
excluded by the interconnectedness of globalisati&wards & Usher
2000: 72)

We have seen that the intercultural field is lodateeveryday environments and practices
of diversity, which are driven by a fair amount mbbility, the senses and the body.
Transferring these elements within interculturarieng into the classroom can happen
while taking the language classroom for a walk,oeimaging language learners to explore
their environments as ethnographers, or while i@grsomeone else for a small part of her
or his (everyday) journeys. Experiences of thisdkoan crucially transform learning and
shed light on the embodied and sensed elementat@fculturality, as concepts about
‘experiential learning’ have shown (see Silberm@0722or Moon 2004). Furthermore, this
focus on movement can lead to the breaking up oarkes, as, for example, ‘us’ and
‘them’. Encouraging language learners to take photograptsdascribe their personal
understanding of its contents is then another t&i@prds implementing mobile and visual-

sensory elements of the intercultural field in r@guage classroom.

Placing life-worlds centre-stage

I am flipping through a textbook of German language for beginners level. Most of the
communicative dialogues are directed towards everyday practices, such as shopping,
having a phone call, giving details about your personality, speaking about the weather,
and so forth. The textbook at this stage of proficiency is full of everyday life (in its
condensed form). Putting the Al-level textbook aside, I reach for a B2-level textbook
we use for teaching at the university: the contents get more abstract and the
communicative dialogues about everyday topics are replaced with literary texts by

German writers: Kafka, Goethe, Mann. The re-enchanting of the ordinary almost
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disappears through a focus on the extra-ordinary: how do Germans deal with their

history, what is the message of “Tonio Kroger’, and so forth.

Based on the aim of re-enchanting interculturaglerge learning while giving voice to
language learners and their experiences in thecintaral field, the language classroom
should motivate language learners to engage as rmigossible with the life-worlds of
people they encounter every day or on their tragbl®ad. The aim of this focus is to
avoid circling around disconnected elements of Gerrthigh) culture — which might
create distanced knowledge or fixed interpretatiobsit to focus rather aine multiplicity

and richness of individual ‘LebenswelteWe have seen that the wish of language learners
to ‘connect’ and look ‘under the surface’ was cahin their experiences of intercultural
encounter and often included the insight thatwfedds are fragmented and embedded in a
variety of networks; in other words: that idenigynot fixed. An inclusion of those themes

and patterns into the classroom could provide #igula to discuss those diverse processes.

Furthermore, placing the experiences of the leainersitu means to include and
consciously work with those forms embodied knowledganguage learners bring into
the classroom The manifold epistemologies and understandings$ifefthey enter the
classroom with are at the very core of both oussri@om ‘contents’, and the exchange of
already pre-constituted knowledge and imaginatiohsa’ culture. There is a deeper
significance to the ways language and culture Erarchoose to engage with the world,
and we need to engage more with what seems impdddanguage learners themselves.

bell hooks describes this process as

actively inviting all students to think passiongtaind to share ideas in a
passionate, open manner. When everyone in theratass teacher and

students, recognises that they are responsiblecfeating a learning

community together, learning is at its most meafuhgnd useful. In such a
community of learning there is not failure. Evergois participating and

sharing whatever resource is needed at a given moimedime to ensure

that we leave the classroom knowing that crititwhking empowers us.

(hooks 2010: 11)

To make space for intercultural learners themselaed to value their everyday
experiences can mean providing potential for entun the most possible ways — having
the world as a guest in the classroom is, as swated on the life-worlds of the students

themselves. Phipps and Gonzalez remind us:
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There is no learner who comes without knowledgéan§uaging; there is
no learner who does not already live in and throlagiyuage, though the
ubiquity of that process may not have been madsaious yet. (Phipps &
Gonzalez 2004: 76)

Let me, in a final step, visualise this point wiltegan’s mind map of her life in
Melbourne. The form she chose for this mind maysitates the networked and complex
form of life-worlds and can as such be implememtetthe language classroom.

Figure 51: Megan’s mind map

Focusing on ‘interculture’

Three friends from Leipzig are visiting me in Egypt while I teach German at the
German Department of Al-Azhar University. On their third day in Cairo they join me
in class, which buzzes with excitement. I am asking the students to briefly capture
what they know about Germans and German culture and transform it into questions.
After some minutes of preparation we divide the class into three big groups and as soon
as Silke, Angela and Nicole are sitting, the questions flow and I hear recurring laughter.
The atmosphere is inspiring and we all — teacher, friends, and students leave the
classroom with the feeling of having sensed (at least a little bit) what it must be like to

be Egyptian or German.

As language teachers, we are at the core of engeagiad shifting meanings — working with

this challenging task means to create opennesst@nthderstand the classroom as a
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multiple space where different knowledges meet ifhgeh 2009a). In the course of this
thesis we have seen that there is nothing like @®rman or ‘the’ Egyptian, but many
feelings and reflective thoughts coming out of geimderstood as such. Teaching about
culture should help the student on her or his veayriderstand that intercultural learning
happens in the being and in the actual encountenanthrough knowledge alone. A focus
on ‘interculture’ (Papastergiadis 2006) is therldieked by a focus on practices — in an
attemptnot just of recognising the ‘other’, but understarglit on the grounds of co-
implicatedbeing and becomin{Zembylas 2006). When our teaching practice is $edu
on questioning how it feels to be of ‘a’ cultureeh we can also teach the transformation

from knowing to sensing.

Ideally, what should arise during a learning exgece as such is the reflexive and critical
engagement with seemingly stable certainties abalitire, which then comes hand in
hand with critical pedagogy. Highlighting and visiag theinterdependencies of body,
place and experiencean happen on the basis of language learnerséstoorresponding
to the little possibilities we have to express edats of culture within short words and
fixed terms.As meaning constantly changes and transforms ,itseltling onto it in the

form of a single word such as ‘culture’ is problditia

Culture is no longer a helpful discursive constritctreates more problems
than it solves. It would benefit our thinking gigat we put it in the attic,
and brought it down again as a word to think wihce we've given it a
serious rest. This is a serious point. When worels ayerburdened with
carrying solutions they break, they become deaddapps 2008: 14)

Concentrating our contents of the classroom ontioglal views of social realities

reconnects as well to Rizvi's concept on ‘cosmdpalilearning’ (Rizvi 2007b) and its

focus on those structures of the nation-statesulage learners increasingly have to
translate into transnational and interrelated mstio

Choosing inspiring terminology

The language and terms we choose in order to descmter-) cultural elements, is
essential when it comes to the general directionsaand purposes of language education.
Buzz words like outcome, successr competenceguide the understanding of what
intercultural learning should be in a particularedtion, and are as such highly influenced
by policy agendas and political terminology. Cemgi there has to be a way to capture

learning abilities and processes in words; howeseterm such as ‘measuring’ rarely
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focuses on the people, places, and magical moneactsuntered ‘on the way’. To break
out of one-sided and institutionalised terminolsgeé language learning means to avoid
technical terms as much as possible and to draensxiely on the creative aspects
language learning involves and evolves. This carecéroth the methods of teaching as
well as the potential of language learners thenesele change our perception of the world

through the creation of ‘new’ language.

“Wir bauen Waorter!” (Let’s build words!). We are doing an exercise about compound
words — a competition about the ‘best and one-of-a-kind compound word ever’. There
are having three types of points the students could gain for each attempt: “‘wunderbar’
(wonderful), ‘furchtbar’ (awful), and — ‘kreativ’ (creative). Each creative ‘mistake’ is
written on the left side of the blackboard, added to with the ‘correct’ form — but

written in orange, green or purple, in order to celebrate its effort and originality.

The creative discovery and play with meanings awdds/ is not about competences, or
about failing and succeeding. It is about living theanings and the words and about re-
creating them all the time. Terms, which can capthrs evolving and playful approach of
engaging with language and its aspects ‘in betwesr’ able to reconstitute the very deep
core of language education: to create the ‘abitiyinspire and to be inspired. Questioning
‘competence’ is in this vein an act of teachingiasgfathe grain of controlling education,
which does not allow enough free space for creatiseovery. Kramsch reminds us in this

instance that teachers are border crossers (seellaSiroux 1992):

As representatives of an institution, we are exguetd be in control of the
syllabus, the lesson plan, the activities, and rilles of behavior of the
students in our classes. But as multilingual subjege know the pleasure
that comes from transgressing the rules, from diGog unexpected
meanings in a text, from testing how much the lagguwill allow us to get
away with. (Kramsch 2009a: 207)

Transgressing seemingly fixed terms and word-boueslas at the heart of language
education and asks for an understanding of termgylbased on multiplicity and
flexibility. The suggestion of Alison Phipps ande@h Levine, in their boolCritical and
Intercultural Theory and Language Pedagd@®11), to speak about ‘capacity’ instead of
‘competence’, about ‘complexity’ and ‘context’ iesd of ‘culture’ or ‘content’, and
‘compassion’ and ‘conflict’ instead of ‘motivatiomr solely ‘communication’, is, in this

regards, one promising suggestion and a way ahead.
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Evoking a sense of magic, awe and wonder

While teaching in Egypt, I found myself in front of a class of seventy young women
who were more or less used to chatting all the time, especially in the back rows. The
acoustics of the room were bad as well, and so, after almost losing my voice, I looked
for other strategies. Suddenly I disappeared. Once I was hiding behind the front desk, I
heard whisperings: “What happened?” One more minute and the murmur is replaced
with “Ah” and “Oh”, laughing and giggling. The classroom is full of soap bubbles. 1
step out from behind the desk and we watch the bubbles, smiling, trying to find out
which colours they have and how they make us feel. I write on the blackboard, “die
Seifenblase (zauberhaft)” — the soap bubble (magical). Two years later, on holiday back
in Egypt, I meet students from this class, and they tell me the story of when the

classroom was suddenly full of bubbles.

Engaging with the senses in the classroom can aawamiety of facets. Letting artefacts
and funny objects, music and food, or elements frature join the classroom does not
only welcome in a bit of magic, it also creategarhing atmosphere that breathes, smells,
listens, dances, giggles, astonishes, and so muwmk. rhearning inside the classroom
should be connected to learning outside the class@s much as possible, and it might do
so with the aim of re-enchanting. The transformpm@cesses learning and teaching
languages implies are located in, and directedh®,sensory modes of learning, as we
witnessed during the walks. Re-inventing the clamsr to become a big ‘laboratory’ of
those dimensions is then a good alternative to ligiging cultural difference or
simplifying content. Engaging with culture in thimy gives way to inspiration and the
possibility of embracing more consciously the embéddnd often unseen worlds language

learners bring into the classroom.

In short:language pedagogy neeésiotions, wondeawe, and magicThese elements are
the essence of why people travel and move towanéismiliar worlds with the help of
unfamiliar languages, when their travel is freehpgen and not under duress. Language
pedagogy too often leaves this colourful mixturedefcovery and learning behind and
creates an understanding of language learning methong technical and instrumental,
disconnected from ‘the world out there’. This tlsesiet off to reconnect the two
dimensions of space and learning, and what | h&reengted here is simple: there is more
about intercultural language learning than compmten functionalities and outcomes.

Instead we may find narratives and experiencesetwden failure and success with
236



magical as well as highly unsettling touches, whidrgue, are the very essence of what is
needed to re-enchant the understanding of intem@llitanguage learning. We have given
room to the voices of language learners and thaletstandings of being intercultural in
this world and to tackling certainties and uncetias. The multiplicity of experience we
have encountered asks us to think ahead to a pleiltlassroom’ (Kramsch 2009a), and
recognise the manifold routes and ways acrosstieecultural field by which intercultural

language learners walk, and where we as teachfersaofertain kind of company.
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