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    ABSTRACT


    This paper compares state Islamic orthodoxy in Indonesia and Malaysia by using Islamic education curriculum for senior high schools as my case study. I argue that Malaysian Islamic Development Agency (Jabatan Kemajuan Islam Malaysia, JAKIM) in Malaysia has been more successful in exerting its orthodox values in the Islamic education curriculum than its counterpart Indonesian Council of Ulama (Majelis Ulama Indonesia, MUI) due to three factors: clear institutional objective; ideological cohesion among state institutions overseeing Islamic education; and patterns of Islamisation in the society that provide a conducive milieu for such orthodox ideals to thrive. In this paper I limit the scope of time and space to state Islamic orthodoxy in Indonesia and Malaysia from the late 1970s to present. I then choose three common topics found in Islamic education curriculum for senior high schools in Indonesia and Malaysia – pluralism/freedom of religion, marriage, and civic responsibility/governance – as examples of JAKIM’s ideological dominance in Malaysia and the multifaceted nature found in Indonesian state Islamic orthodoxy.
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    INTRODUCTION


    
      Both the pen and the sword are the instruments of the ruler to use in his affairs.


      (Ibn Khaldun, 1967. The Muqaddimah: Volume 2).

    


    The wave of Islamic resurgence that hit the Muslim world in the late 1970s had sparked many Islamic political movements that posed serious existential threat to the regimes in power, which “non-Islamic governance” was hitherto perceived as a failure. The states in Malaysia and Indonesia established institutions – Malaysian Department of Islamic Development (Jabatan Kemajuan Islam Malaysia, JAKIM) and the Indonesian Council of Ulama (Majelis Ulama Indonesia, MUI), respectively – that specifically deal with the social Islamisation trend as the official arbiters of Islamic affairs. This article argues that JAKIM has been more successful in exerting its orthodox values on the society at large, and in particular the Islamic education curriculum, than MUI due to three factors: clear institutional objective; ideological cohesion among state institutions overseeing Islamic education; and patterns of Islamisation in the society that provide a conducive milieu for such orthodox ideals to thrive.


    The first two factors can be attributed to the degree of institutional complexity of the state institutions that administer Islamic affairs in Malaysia and Indonesia, namely JAKIM and MUI, respectively. In a nutshell, the more complex the inter- and intra-relations between and within state institutions the less ideologically cohesive the state is, which this article argues lead to the formation of a more moderate and multifaceted state Islamic orthodoxy, such as the one we see in Indonesia. By the same token, a low degree of institutional complexity can also explain the formation and strength of the state Islamic orthodoxy in Malaysia. For the third factor, the varying patterns of social Islamisation in Malaysia and Indonesia necessitate the states to adopt different approaches in their dialectical interactions with the heightened religiosity within the society, which ultimately leads to a conservative version of state Islamic orthodoxy found in Malaysia and the multifaceted character of Islam in Indonesia (Nagata, 1984; Zainah, 1987; Chandra, 1987; Liddle, 1996; Abdul Azis, 1996; Hefner, 2000; Bertrand, 2004; Bahtiar, 2004). All three factors will be discussed in depth later in this article.


    This article is organised as follows. I start with a brief discussion on the role of ideological hegemony in the maintenance of state legitimacy and its relation to the establishment of state Islamic orthodoxy as a means to control religious discourse. I then proceed to define the term orthodoxy and how orthodox values can vary diachronically from one country to another, depending on the political exigencies of the regime at a particular time in history, which in this paper is limited to the state Islamic orthodoxies in Indonesia and Malaysia from the late 1970s to present. Next I will provide background information on two Islamic institutions that claim to be the arbiter of orthodox values in Indonesia and Malaysia: MUI and JAKIM, respectively. By using the three aforementioned factors, I will then discuss why JAKIM has been more successful in asserting its orthodox values on the Malaysian society than MUI in Indonesia. Finally, I choose three common topics found in Islamic education curriculum for senior high schools in Indonesia and Malaysia – pluralism/freedom of religion, marriage, and civic responsibility/governance – as examples of JAKIM’s ideological dominance in Malaysia and the pluralist nature found in Indonesian state Islamic orthodoxy, among which MUI is one of several co-existing Islamic authorities such as Nahdlatul Ulama and Muhammadiyah.


    State Ideological Hegemony and Islamic Orthodoxy


    In the modern context, the quote at the beginning of the article denotes the sheer importance of equally employing blunt physical force and ideological discourse in the maintenance of a state’s legitimacy to rule. It is not enough for a state to simply “claim the monopoly of the legitimate use of physical force within a given territory,” per the oft-cited definition proffered by Weber (1946: 78). By solely attempting to extract compliance and obedience from the population through coercive forces such as the police, the military and the legal system, the state risks being perceived as cruel, and thus hated by its subjects. To paraphrase the 15th century political theorist Machiavelli (1999: 55) in his treatise on the art of ruling, “a state should inspire fear in such fashion that if it does not win love it may escape hate.” It is then imperative for the state to try winning the hearts and minds of the population as a way to lower the transaction costs of governance; in other words, minimising conflicts between the state and the society and also between the various components that make up the state. As such, the state needs to manufacture and instill a belief within the society and itself that its authority to rule is legitimate, indisputable and an organic part of the socio-political-economic order of the day; hence, the integral role of controlling ideological discourse in the maintenance of state legitimacy.


    According to Michel Foucault, the productive aspect of state power cannot be expressed solely in the context of repression, or what he calls the “juridical conception” of state power. The power of the state traverses through the society, in which it “induces pleasure, forms knowledge, and produces discourse” (Gordon, 1980: 119). In other words, a state can only maintain its legitimacy and impose its ideological hegemony through a dialectical relationship with the society. Therefore, it is imperative for the state to establish “non-repressive” components that are able to socialise the population in its values, generate support through indoctrination and serve as a complement to the blunt repressive arms of the state such as the army, police, judiciary and so on. Louis Althusser terms the non-repressive components of the state as the “ideological state apparatuses,” of which the schools, media, civil society, to name but a few, are part. The main function of the ideological state apparatus is to reproduce the dominant values in the society, which Althusser (1971: 145–149) argues are those which legitimate capitalist relations of exploitation. Antonio Gramsci calls this hegemonic set of values “historically organic ideology” (Forgacs, 2000: 199).


    In response to the wave of Islamisation in the late 1970s, the state’s imperative to exert its ideological dominance forms the raison d’être for the formulation and propagation of a state Islamic orthodoxy, as we shall see in the case of Malaysia. The conventional notion of Islamic orthodoxy proposes the state to develop its own interpretation of Islam, socialise that interpretation widely among the public, in the context of this paper, through mass education, and mete out proscriptions and punishments against alternative interpretations. The idea that a state Islamic orthodoxy is essentially a form of power dynamic is described by Talal Asad (1986: 15):


    
      Orthodoxy is not a mere body of opinion but a distinctive relationship – a relationship of power. Wherever Muslims have the power to regulate, uphold, require, or adjust correct practices, and to condemn, exclude, undermine, or replace incorrect ones, there is the domain of orthodoxy.

    


    To merely explain orthodoxy in terms of a linear power relationship where the state unilaterally imposes its ideological will on the society at large is to overlook the complex process that gives shape and substance to the orthodox values and norms. Foucault describes this power dynamic in the form of a web-like structure of relations between the state and the society and the production of “truth” forms the basis on which the idea of orthodoxy is developed (Gordon, 1980: 98). One very detailed definition of orthodoxy describes it as:


    
      [a] superordinate compulsory organization composed of a leading class in cahoots with other classes and social groups that 1) controls the means of material, intellectual, and symbolic production; 2) articulates “correct” forms of belief and praxis through the work of rationalizing and consent-generating intellectuals (and/or priests); 3) identifies “incorrect” forms of belief and praxis through these same intellectuals; 4) institutionally manages deviant individuals and groups through coercive mechanisms (e.g., physical and symbolic violence, excessive taxation, ostracism, etc.) or through “re-education,” compromise, accommodation, and so on (Berlinerblau, 2001: 340).

    


    Nonetheless, this definition of orthodoxy is only partially complete when applied to the context of this article as religious orthodoxy is not necessarily related to dominating and controlling other religious points of view, as we shall see in the Indonesian case. The state’s utilisation of Islamic discourse for legitimacy assumes different shapes and meanings depending on the political exigencies of the particular time and place in history. It is therefore instructive to analyse Islamic orthodoxy in a similar light, namely in construing orthodoxy and its contents “[a]s fluid, as developing in a dialectic with heterodoxy” (Berlinerblau, 2001: 332). Orthodox values and norms change over time in direct relation with the prevailing heterodox ideas and practices, and this article focuses on the period of Islamic resurgence in Malaysia since the late 1970s and in Indonesia since the late 1980s.


    A state Islamic orthodoxy by definition must be promoted by state institutions as a means of controlling religious discourse. In order to explore the nature of the Islamic orthodoxy propagated by a state at any particular moment in time – in this article we are concerned with the Islamisation period in Indonesia and Malaysia – we need to consider the political utility for the state in formulating and institutionalising certain values that make up the state Islamic orthodoxy. One important aspect of orthodoxy is its characteristic as an “institutionalised ideology,” meaning attempts at monopolising religious discourse through formal coercive powers of the state apparatus (Zito, 1983: 124). In other words, orthodoxy can only function within the framework of state institutions, which renders it official. While Islamic orthodoxies have existed since the beginning of Islam, the use of orthodoxy to prop up regime legitimacy in the Muslim world was irregular and capricious since the orthodoxy itself was highly dependent on the influence of the individual ruler and the feudal kingdom of the day. It was the rise of modern states in the Muslim world in the late 1800s with their attendant bureaucracies that gave orthodoxy a stable institutional home and provided its enforcers with more intrusive and coherent coercive powers. In short, an interpretation of Islam only becomes an orthodoxy if a state adopts it. In the words of Hamid Dabashi (1989: 71), “it is the political success of a given interpretive reading that renders a religious position ‘orthodox.’” In Malaysia, the institutional manifestation of a particular interpretation of Islam comes in the form of JAKIM, while in Indonesia it is the MUI.


    BACKGROUND INFORMATION ON JAKIM AND MUI


    Malaysian Department of Islamic Development (JAKIM)


    The indisputable arbiter of Islamic orthodoxy in Malaysia is the Department of Islamic Development (Jabatan Kemajuan Islam Malaysia, JAKIM). JAKIM started as the National Council for Islamic Affairs in Malaysia (Majlis Kebangsaan Bagi Hal-Ehwal Agama Islam Malaysia, MKI) in 1968. In 1974, MKI’s status was upgraded to a division under the Prime Minister’s Office called Islamic Affairs Division (Bahagian Hal-Ehwal Islam, BAHEIS). BAHEIS’s status was elevated to a department (Jabatan) in January 1997, in line with its increasing bureaucratic importance, which subsequently changed its name to what we now know as JAKIM. Currently JAKIM comprises 22 divisions and Islamic educational affairs (called Lembaga Penasihat Penyelarasan Pelajaran dan Pendidikan Agama Islam, LEPAI) which fall under the Islamic Development Division (Bahagian Kemajuan Islam). JAKIM’s overall budget for 2015 is RM783,256,900 (USD188.8 million), a big part of which is used to fund an elementary Islamic education program called Kelas Al-Quran dan Fardhu Ain (KAFA) (Kementerian Kewangan Malaysia, 2015: 118). Three main functions of JAKIM are legislation and standardisation of Islamic laws, Islamic administration coordination, and adjustment and development of Islamic education.


    JAKIM’s views on various socio-political-economic issues can be found at e-fatwa website (http://www.e-fatwa.gov.my/admin/), an official online clearinghouse for all fatwas ever issued by the Meeting of Fatwa Committee of National Council on Islamic Affairs in Malaysia (Muzakarah Jawatankuasa Fatwa Majlis Kebangsaan Bagi Hal Ehwal Ugama Islam Malaysia) and the state religious authorities, and peruse its official publications such as Buletin JAKIM, Suara Masjid, and Buletin Hadhari (no longer in circulation). These publications are distributed among all government offices throughout the country and public institutions such as mosques and schools. They are also freely available for private organisations and individuals. In these publications, JAKIM prints fatwas on burning issues of the day, taushiyah (advices and recommendations), opinion essays, reports on policy meetings, seminars and workshops, announcement of staff promotions and transfers, among others.1 In short, JAKIM’s publications can be accepted as the official vessel in which its views are carried and disseminated far and wide throughout the government and the society. It then follows that we are able to distill the orthodoxy’s stance on various issues based on JAKIM’s own published views, which are not only internally restricted within its own department.


    Indonesian Council of Ulama (MUI)


    The Indonesian Council of Ulama (Majelis Ulama Indonesia, MUI) is the closest one can find to being a national body that claims to speak on behalf of all Muslims in the country. President Sukarno first founded the Central Council of Ulama (Majelis Ulama Pusat) in 1962 that subsequently issued a fatwa claiming it was fardhu ain (an individual obligation) for every Indonesian Muslim to struggle against Malaysia during the Konfrontasi period (Mudzhar, 1993: 47). This nascent effort was abandoned a few years later when the Suharto’s New Order regime took over in 1966 and was not revived until 1975. The present-day MUI was established on 26 July 1975 to provide “an alternative channel of state-Islamic interest intermediation and communication to that of the political parties” (Porter, 2004: 77). It was essentially a state-led creation that sought to co-opt main Islamic organisations from across the country.


    Currently MUI comprises of 73 member organisations chosen by the Central MUI (MUI Pusat) in Jakarta. Nationally, MUI has its branches in all 34 provinces and more than 400 districts (kabupaten), typically referred to as MUI Daerah (region). Technically, MUI Daerah has to refer to the fatwas of MUI Pusat on national issues and only allowed to issue their own fatwa on specific local issues that do not happen elsewhere in the country (only after consultation with MUI Pusat).2 In terms of organisational structure, MUI has 11 commissions that grapple with various policy issues and make recommendations to the MUI leadership board (Dewan Pimpinan) for further advocacy. MUI also consists of bodies that specialise in areas such issuance of fatwas (National Syariah Board, Dewan Syariah Nasional) and certification of halal products (Assurance Institute of Food, Drugs and Cosmetics, Lembaga Pengkajian Pangan, Obat-obatan dan Kosmetika). At the present, MUI receives around Rp 3 milyar (USD 231,033) from the national budget (Anggaran Pendapatan dan Belanja Negara, APBN), which barely covers its estimated annual expenses of Rp 25 milyar (USD 1,925,279). The rest of its income comes from halal certification fees (about 20%), donations from the community and private enterprises, funding from local governments, and various fund raising efforts (Syafiq, 2013: 70). In short, as we can see later on, MUI’s status as both insider and outsider of the government proves to complicate its efforts in becoming the sole authoritative voice of Islam in Indonesia.


    MUI’s stances on wide array of issues can be gleaned from namely three sources: fatwas, taushiyah, and articles in its official publication, Mimbar Ulama. MUI’s fatwas and taushiyah are also published in Mimbar Ulama magazines, which are then distributed to various mosques, government offices and non-governmental Islamic organisations across the country. Many past and present MUI leaders are well-known religious scholars and they regularly contribute their thoughts through articles in Mimbar Ulama. MUI is also not shy in publicly voicing out its opinions and therefore its views on important national issues can easily be found in all mainstream media in the country. In short, MUI’s views on most major aspects of Indonesian life are well known publicly especially after the commercial publication of the massive compilation of its fatwas from 1975 to 2010 (Majelis Ulama Indonesia, 2011).


    WHY STATE ISLAMIC ORTHODOXY IN MALAYSIA IS STRONG AND COHESIVE?


    Since we have already established that Islamic values have to be ensconced within the state institutional structure to render them an orthodoxy, now we want to look at how and why the states in Indonesia and Malaysia adopt different types of Islamic orthodoxy at this particular period of time. As briefly mentioned before, this article contends that institutional objectives and ideological cohesion of state institutions that administer Islamic affairs and the patterns of social Islamisation play a crucial role when it comes to determining the nature and strength of state Islamic orthodoxy. The Malaysian and Indonesia cases clearly illustrate the ways these three factors shape the nature of Islamic orthodoxy and its influence in the society at large.


    Firstly, JAKIM represents the face of Islamic orthodoxy in Malaysia and enjoys the status as an official component of the state with the clear objective of Islamising the state bureaucracy and the society, along with guarding the sanctity of Islam in the country (Malay Mail Online, 2015; The Malaysian Insider, 2015b). JAKIM has at its disposal the state’s means of coercion, which then allows it a monopoly on religious ideas and practices; in other words, it enjoys hegemonic control over religious interpretive authority (The Malaysian Insider, 2015a). Therefore, Islamic values promoted by JAKIM are indistinguishable from the ones adopted by other state institutions. All the relevant state institutions share a clear institutional objective and cohesion (JAKIM, n.d. [b]). In 1985, the Malaysian government introduced Dasar Penerapan Nilai-Nilai Islam Dalam Pentadbiran (Inculcation of Islamic Values in Administration), an official policy that aimed to make Malay civil servants better Muslims with the belief that a devout Muslim is also a productive and honest worker (Jabatan Perdana Menteri, 2001). JAKIM also regularly coordinates with the state Islamic councils (Majlis Agama Islam Negeri) to ensure that all Islamic authorities are on the same ideological wavelength, namely because Islamic affairs fall under the purview of the sultan in each state. In regard to Islamic education, of which the states have traditionally held autonomy over Islamic schools and curriculum within their boundaries, JAKIM, through its division called Lembaga Penasihat Penyelarasan Pelajaran dan Pendidikan Agama Islam or LEPAI (Advisory Agency for the Streamlining Islamic Education and Islamic Studies), has managed to successfully bridge the differences and erode the states’ rights over managing their own Islamic educational affairs, so much so a national curriculum for SAN, SAR and SABK will be implemented across Malaysia soon.3 The hegemonic influence of JAKIM’s orthodox values is evident in the national curriculum content of the Islamic Studies subject (Pendidikan Islam) at the senior high school level, which will be discussed in detail later. In short, we can readily see the congruency of institutional objectives within both the vertical (federal-state) and horizontal (federal and state) axes of governance in Malaysia.


    Secondly, when it comes to institutional ideological cohesion, there are barely any discernible differences between Islamic views propagated by JAKIM and the state Islamic councils. In addition to the previously mentioned Dasar Penerapan Nilai-Nilai Islam Dalam Pentadbiran, the Malay-dominated civil service and the ascendancy of pro-Malay policies, a result of the 1971 New Economic Policy (NEP), provided prime opportunities for newly empowered Malay-Muslim activists to Islamise the state institutions and to use the deep reach of the state to inculcate the Malay-Muslim society in the activists’ own values. The percentage of Malays in managerial and professional positions within the civil service rose dramatically from 14.1% in 1957 to 67.8% by late 1999 (Khoo, 2005: 18–19). In 2008 the Malaysian government via the Prime Minister’s Office, of which JAKIM is also part, established Islamic Consultative Council (Majlis Perundingan Islam, MPI), which currently consists of 87 members from various backgrounds such as civil servants, academics, ulama, CEOs, and heads of major Islamic NGOs. MPI’s main function is to act as a “think tank” that helps the government to implement development policies based on Islamic principles (http://www.islam.gov.my/en/mesyuarat-majlis-perundingan-islam). As a result, the ideological coherency of state institutions in Malaysia and their shared institutional goals of propagating a single unchallenged interpretation of Islam, run almost seamlessly from the center to the periphery of governance. The high degree of ideological congruency between various state institutions and the Malay-Muslim society allows the state in Malaysia to exert its ideological hegemony in the form of state Islamic orthodoxy more effectively with minimal interference from countervailing Islamic social groups.


    Thirdly, the Islamisation wave in Malaysia since the late 1970s entailed abrupt institutional change, resulting in the reconfiguration of orthodox values and the rise of conservative brand of state Islamic orthodoxy. The Islamised society since the late 1970s presented a potent challenge to the state’s legitimacy by framing the public discourse in an Islamic context, and thus prompting the state institutions to change and adapt. The values and norms of the state Islamic orthodoxy were developed in the 1980s by the policymakers within the government, spearheaded by the chief architect of the Islamisation process, Anwar Ibrahim, whom the former Prime Minister, Mahathir Mohamad, recruited away from the opposition-friendly Malaysian Islamic Youth Movement (Angkatan Belia Islam Malaysia, ABIM). This process occurred in a constant discursive engagement with the Islamic ideas and principles of Parti Islam Se-Malaysia (PAS), the opposition Islamic party that was challenging the regime on the grounds that it lacked religious legitimacy to govern. As the interplay of religious discourse between the state and its Islamic opposition produced more conservatism, so did the official orthodoxy which it engendered (Maznah, 2013: 106–109; Liow, 2009: 43–72; 2004: 184–205; Kamarulnizam, 2003: 180–211; Farish, 2003: 205). Presently, from the theological point of view, there are no major differences between the interpretations of Islam promoted by PAS and the United Malays National Organization (UMNO)-led government. Consequently, this ideological cohesion has allowed JAKIM to exert its values virtually unchallenged on the society at large, and in the context of this article, the Islamic education, even in the PAS-controlled state of Kelantan.


    WHY THE STATE ISLAMIC ORTHODOXY IN INDONESIA IS FRAGMENTED AND PLURALIST?


    First, in contrast to JAKIM, MUI has never been a full-fledged government institution. As such, MUI lacks a core clarity of institutional purpose beyond certain policy areas such as halal certification and Islamic banking (Tempo, 2015; Lindsey, 2012: 262–272; Adams, 2012: 593–597). MUI has always occupied the awkward position of maintaining its independence as a non-governmental organisation while at the same time receiving financial, infrastructural and political support from the government. Throughout the New Order era (1966–1998) MUI was known to be the regime’s rubberstamp (stempel pemerintah) due to its role in providing Islamic imprimatur for most of the regime’s policies (Moch, 2010: 44; Syafiq, 2013: 55). It was not until 2000 when MUI made a clear attempt to break away from its long-held image of government apparatus. MUI at this time openly opposed the effort of the then President, Abdurrahman Wahid, to revoke the decision made by the Parliament in 1966 to ban the Indonesian Communist Party (Partai Komunis Indonesia, PKI) and any activities to propagate the ideas of Communism/Marxist-Leninism (TAP MPRS Nomor XXV/MPRS/1966). It was a watershed point that marked MUI’s transition from a supporter of the government to being its opposition, essentially an effort to rewrite its history of close association with the regime in power (Moch, 2010: 45; Mimbar Ulama, 2003a: 36–37; 2003b: 36–38).


    The antagonistic relationship with the government continued into the then President Megawati’s tenure (2001–2004) when her administration eliminated MUI’s annual funding of Rp 5 milyar (USD 385,055 in present-day exchange rate) (Moch, 2010: 45). In short, the period between 2000 and 2004 saw MUI trying to rebrand itself from the government’s Islamic rubber stamp to an independent social force that represents the Islamic aspirations of the Indonesian Muslim community. MUI leaders regularly refer to this transformation in the Arabic phrase: min khadim al-hukuma ila khadim al-umma (from the servant of the government to the servant of Muslim community)4 (Syafiq, 2013: 79–82; Moch, 2013: 60–70). The election of Susilo Bambang Yudhoyono in 2004 brought a thaw in a relationship between MUI and the government (Lindsey and Pausacker, 2016; Mimbar Ulama, 2004c: 29–30). MUI started to play a closer role in advising the government on issues ranging from syariah banking and finance to halal products to morality-related policies such as the 2008 Pornography Law (Undang-Undang Nomor 44/2008 tentang Pornografi). At the same time MUI was also asserting its autonomy and institutional strength by becoming more publicly visible, namely through mass media coverage and mobilisation of grassroots support to vocally advocate its positions on some of the hotly debated legislative proposals (Moch, 2010: 47; 2013: 75–78).


    Second, the unclear status and institutional objectives of MUI greatly contribute to the lack of ideological cohesion found in state institutions that administer Islamic affairs in Indonesia. MUI, as mentioned before, is a membership-based organisation and only a semi-official part of the state in Indonesia, with the proverbial other foot planted in the society. When it comes to instilling the state with its religious values, MUI often finds itself at odds with other institutions within the state due to its deeply conservative views but this relationship has become more cooperative since the election of former President Susilo Bambang Yudhoyono in 2004, arguably due to the President’s perceived lack of religious credentials and Islamic grassroots support (Lindsey and Pausacker, 2016). MUI is not empowered with the state’s means of coercion to implement and enforce its orthodox values, unlike its counterpart JAKIM in Malaysia. Therefore MUI typically has to resort to mobilising the Muslim masses when advocating its views on various legislations such as the aforementioned 2008 Pornography Law. MUI also faces challenges to its claim for interpretive authority from major Muslim organisations such Nahdlatul Ulama and Muhammadiyah, which are far more moderate and arguably more influential than MUI. In regards to Islamic education, MUI has long had deep ideological disagreement with the Ministry of Education and Culture (MOEC), particularly on the issue of single-roof education (pendidikan satu atap), in which the MOEC attempts (and fails) to absorb the management of Islamic schools and education into its ambit. Hence, despite MUI’s claim to be the voice of orthodoxy in Indonesia, the reality reveals a more contested arena where heterodoxy retains major influence.


    Third, the Islamisation of the Indonesian society that occurred in the 1980s did not pose a similar threat to the legitimacy of the New Order regime, like it did in the case of Malaysia. The Islamic resurgence mostly made its presence felt in the socio-cultural sphere, which, in turn, strengthened the preexisting ideological diversity within the Indonesian Muslim society (Aswab, 1990; Hefner, 1993: 8–12; Hefner, 2000; Bahtiar, 2004). Even then, the identity and ideology of the institution overseeing Islamic education (Ministry of Religious Affairs, MORA) remained unaffected and the influence of the arbiter of Islamic orthodoxy in Indonesia, MUI, also did not increase despite the apparent rise in pietism among the Indonesian Muslim population from about the mid-1980s (Hefner, 2000). The multifaceted nature of state Islamic orthodoxy in Indonesia is an indication of a state that is more divided and penetrable by various Islamic groups with ideologies that run the gamut from the progressive Jaringan Islam Liberal to the mainstream Nahdlatul Ulama and Muhammadiyah to the deeply conservative Hizbut Tahrir Indonesia and Front Pembela Islam. The lack of a clearly defined institutional objective, the ideological fragmentation between various state institutions (high degree of institutional complexity) and the patterns of social Islamisation that do not require the state to instrumentalise Islamic discourse for its political ends result in the dominance of diverse practices and define the values of Islamic orthodoxy in Indonesia and its pluralist ideals.


    EXAMPLES OF ISLAMIC VALUES FOUND IN THE NATIONAL CURRICULUM FOR ISLAMIC STUDIES


    There is plenty of topical overlap between the Pengetahuan Agama Islam curriculum in Indonesia and the Pendidikan Islam curriculum in Malaysia, both of which are taught at the senior high school level. The topics mainly revolve around matters of faith (aqidah), marriage and family, personal conduct, history of Islamic civilisation, history of Islam in Indonesia and Malaysia, and Muslim communal life, which includes governance and citizenship. These common topics, however, are where the similarity ends since the values that inform the content of the common topics are very different. The need of the state in Malaysia to legitimise itself from the Islamic perspective and the state’s response to the growing religious conservatism in the society are manifested in the religious values incorporated in the Pendidikan Islam curriculum. Likewise, the lack of political utility of Islam as a regime legitimising force and the prevalent multifaceted Islamic practices in the Indonesian society allow the Pengetahuan Agama Islam curriculum to adopt a more moderate and inclusive interpretation when it comes to defining the religious values embedded within the curriculum, as opposed to adopting MUI’s more hardline views.


    We will look at three common topics to illustrate the differences in Islamic values and interpretations in the two countries’ curricula: faith (aqidah), marriage, and governance/civic responsibilities. Examples are drawn from the study guidebooks for Pengetahuan Agama Islam and Pendidikan Islam at the senior high school level, which are widely available in major bookstores in both countries. When it comes to aqidah, it is clear that pluralist values are dominant in the Indonesian curriculum. For instance, the curriculum sees freedom of religion and religious pluralism as a human right and an essential component of the Indonesia’s state motto Bhineka Tunggal Eka (Unity in Diversity). One textbook for senior high schools, by using Quranic interpretations from Surah Al-Kahf Verse 29 and Surah Al-Baqarah Verse 256, states that:


    
      In dealing with the differences in faith and religious practices, Muslims and non-Muslims must have the freedom of religion and to conduct the teachings of their religions, and cannot interfere in each other’s affairs. Islam forbids compulsion in religion.5

    


    In regard to religious pluralism and the need for multifaceted practices in fostering a tolerant society, the textbook states:


    
      We have to realize that the words of God are very broad and multi-interpretative, so much so that we have to be aware of and respect the existence of many streams within a religion.6

    


    In contrast, the curriculum for Pendidikan Islam in Malaysia contains no such endorsements of pluralism. It is very specific when it comes to defining what constitutes as the real teaching of Islam and what groups are considered deviants. The only acceptable version of Islam is the Ahli Sunnah Wal Jamaah (followers of Quran and the reported practices of the prophet Muhammad) version and Islamic sects such as the Shia, Khawarij, Qadiyani (Ahmadiyah), Bahai and Taslim are categorised as deviant teachings (ajaran sesat) (Johari, Abd Rahim and Sabri, 2012: 201–208). Furthermore, according to the curriculum there is no freedom of religion for Muslims and conversion out of Islam is punishable by death (Maimon et al., 2014: 47). This stands in sharp contrast to the previously mentioned example in the Indonesian textbook that does not list any deviant Islamic groups and places a strong emphasis on the non-compulsion aspect of Islam.


    The topic of marriage is another example where we can tease out the differences in interpretation and ideological orientation between the curricula for Islamic education in Indonesia and Malaysia. Two glaring omissions, among others, in the Indonesian textbook can be found in its Malaysian counterpart: the right of a husband to hit his wife and polygamy. The Malaysian version explicitly permits the husband to hit his wife due to nusyuz (disobedience), which includes the wife’s refusal to have sex with the husband, leaving the house without the husband’s permission, behaving badly against the husband, disobeying the orders of her husband, and allowing an unrelated man into the house without the husband’s knowledge (Johari, Abd Rahim and Sabri, 2012: 229). Instead of nusyuz, the Indonesian textbook places emphasis on the equality in marriage by stating that both husband and wife have equal rights and status in a marriage and should be treated equally in the eyes of law (Muchtar and Nashikun, 2011: 67). While the practice of polygamy is legal for Muslim men in Indonesia, the textbook simply does not discuss the issue under the broad topic of marriage. In contrast, the Pendidikan Islam subject in Malaysia devotes one lesson plan to the matter of polygamy, essentially sanctioning the practice as long as the man fulfills all the requirements, which are: not having more than four wives, acting justly with all the wives, and being physically and financially capable (Johari, Abd Rahim and Sabri, 2012: 235–237). These two issues – the right of a husband to hit his wife and polygamy – represent a conservative interpretation of Islam, which is clearly the ideals espoused by the curriculum in Malaysia; their omissions in the Indonesia curriculum, conversely, are an indicator of a more moderate Islamic interpretation.


    The topic of governance/civic responsibilities is another telling illustration of whether Islam serves a political utility to the state’s sense of legitimacy. Treatment of the topic can indicate whether the state is using an Islamic interpretation to justify the political status quo. In the Indonesian curriculum, there is no evident attempt by the state to use Islamic values to prop up its legitimacy and extract compliance from the Muslim populace. The only lesson plan concerning citizenship and governance mainly touches on how the plural Indonesian society can remain united and harmonious while people respect each other’s differences. There is no mention of the relationship between the citizenry and the political leadership (Muchtar and Nashikun, 2011: 119–124). Meanwhile, the Malaysian curriculum lists a host of citizens’ responsibilities toward their political leaders, namely: obedience (which must be provided as long as one is not forced by the leaders to commit sins); unconditional support even if one does not like the leaders; and advising the leaders through proper and closed channels so as not to publicly shame them and the country in the eyes of the world (Johari, Abd Rahim and Sabri, 2012: 311–312; Malay Mail Online, 2016a; Malaysiakini, 2016). Under the topic of citizenship the Malaysian curriculum also justifies the use of repressive laws to save the country from its enemies and maintain stability (Johari, Abd Rahim and Sabri, 2012: 308). In short, it is clear that the state in Malaysia is actively trying to inculcate values in the Islamic education curriculum that it believes can legitimise its rule and preserve the status quo, as opposed to Indonesia, where no such attempt can be found.


    The religious values one finds in Islamic education curricula in Indonesia and Malaysia are reflections of the states’ dialectic relationships with Muslim society at large. The values found in the Indonesian curriculum reflect the multifaceted nature of Islamic practices in the society and the weak saliency of Islam as a rule-legitimizing force. The state in Indonesia does not have to compete with other socio-political Islamic forces for religious credibility, which typically results in a very conservative interpretation of Islam, as we can see in the Malaysian case. The fractured nature of the state institutions also explains why MUI, as the self-proclaimed arbiter of Islamic orthodoxy in Indonesia, has not been able to exert a more muscular and deep-reaching role in imbuing the state – including the education system – with its conservative values. In essence, there is a low degree of congruency between the values advocated by MUI and the values contained in the curriculum for Pengetahuan Agama Islam.7 Nevertheless, this is also not to say that values found in MORA’s Pengetahuan Agama Islam curriculum is representative of Indonesian Muslim society as a whole. Definition of allowable Islamic practices within Indonesian Muslim society and inter-faith relations are still highly contested as evidenced by the discrimination and violence against the followers of Ahmadiyah and Shia and church closure controversies in some parts of the country (Lindsey and Pausacker, 2016). The fact that these multifaceted values are in constant state of flux across the society indicates that no one Islamic interpretation holds sway over others. In essence, the pluralist approach of the state Islamic orthodoxy in Indonesia allows for Islamic interpretations of all ideological stripes to co-exist and compete with each other.


    In contrast, in Malaysia there is a high degree of congruency between the values espoused by JAKIM and the values found in the Pendidikan Islam curriculum. JAKIM regularly revises and streamlines the curriculum and textbooks for Islamic education and expects total compliance from teachers and students (Jabatan Kemajuan Islam Malaysia, 2009: 61). JAKIM acts as, borrowing the words of Althusser, the “state ideological apparatus,” which tries to reproduce its own Islamic values in the society as a means to legitimise the state’s hold on power (Malay Mail Online, 2016c). A highly religious and deeply conservative Malay-Muslim society partly informs the values held by JAKIM and other state institutions, which the state, in turn, reproduces in the society albeit in a form that is amenable to its political goal, which is to sustain its legitimacy.8 In other words, a monolithic interpretation of Islamic values shared by both the state and the Malay-Muslim society in Malaysia allows the state to minimise disruptive influence from the Islamic social forces that can challenge its legitimacy, especially the opposition political party PAS.


    CONCLUSION


    Despite going through similar social Islamisation experience, the states in Malaysia and Indonesia have taken on different trajectories in dealing with this powerful stimulus. Their courses of actions are exemplified by the success (or lack thereof) of relevant state institutions in exploiting the wave of Islamic resurgence for their own political ends. In this article, I argue that the state in Malaysia has been more successful in advancing and enforcing its particular Islamic values on the society at large compare to its counterpart in Indonesia. The article uses the examples of JAKIM in Malaysia and MUI in Indonesia to illustrate the differences in institutional strength and reach of the state Islamic orthodoxy. The evidences found in the national curriculum for Islamic Studies further shed light on these differences. In sum, the success or failure of politically exploiting Islamic discourse through the promotion of state Islamic orthodoxy rests on its importance to the maintenance of state legitimacy, which is the case in Malaysia but not in Indonesia.


    NOTES


    1.Theologically-speaking, fatwas are non-binding but in Malaysia fatwas assume the force of law once they are gazetted into the state’s syariah law system, which are then enforceable on all Muslims residing in that particular state. In some states the failure to obey gazetted fatwas can result in a fine of no more than RM3,000 or maximum of two years in prison or both (Norliah, 2012: 95–102).


    2.This is the reasoning used by MUI Pusat to justify the local fatwa issued by MUI Daerah in East Java that declared followers of Shia branch of Islam as infidels, which then led to the destruction of a Shiite settlement in Sampang on the island of Madura and the deaths of two villagers. MUI’s stance was that the fatwa issued by MUI branch in East Java was locally unique to its social conditions and as such, was not applicable nationally. In addition, according to the MUI Pusat, the Shiite community in Sampang is different from Shiite communities in other parts of the country because other followers of Shia are less visible and non-confrontational, unlike the ones in Sampang. Interview with Amany Lubis, Deputy Secretary General of MUI Pusat, Jakarta, 3 January 2014. See also Mimbar Ulama, January 2013.


    3.Interview with Azizan Muhammad, Ketua Penolong Pengarah Kanan Bahagian Kemajuan Islam (LEPAI), JAKIM, 21 March 2014. State Islamic Schools (Sekolah Agama Negeri, SAN), People’s Islamic Schools (Sekolah Agama Rakyat, SAR), Government Assisted Islamic Schools (Sekolah Agama Bantuan Kerajaan, SABK).


    4.Interview with Amany Lubis, Deputy Secretary General of MUI Pusat, Jakarta. 3 January 2014.


    5.The original excerpt: “Dalam menyikapi perbedaan keimanan dan peribadahan itu, umat Islam dan kaum kafir hendaknya bebas beragama dan menjalankan ajaran agama yang dianutnya, dan tidak boleh saling mengganggu. Islam melarang memaksa orang lain untuk menganut sesuatu agama” (Pendidikan Agama Islam untuk SMA Kelas XII, 2007: 4).


    6.The original excerpt: “Kita harus sadar bahwa firman Allah S.W.T., sangat luas dan multitafsir sehingga perlu sama-sama menyadari dan menghormati lahirnya berbagai aliran dalam satu agama” (Muchtar and Nashikun, 2011: 11).


    7.The hardline values propagated by MUI stand in stark contrast to the more moderate ones found in the Pengetahuan Agama Islam curriculum. For example, MUI issued a fatwa in 2005 that declared pluralism, liberalism and secularism to be against the tenets of Islam. MUI had also issued fatwas against Shia and Ahmadiyah groups (Majelis Ulama Indonesia, 2011: 40–41, 46–47, 87–95, 96–99; Syafiq, 2016: 211–233). When it comes to marriage, MUI adopts a patriarchal view that a wife must choose family over career (Mimbar Ulama, 2004a: 45; 2004b: 42–44). In regard to politics and governance, MUI is highly nationalistic and supports a more centralised Indonesia as it sees decentralisation as a precursor to widespread multifaceted Islamic practices (and a weakening of its role as the country’s arbiter of Islamic values). (Mimbar Ulama, 1999a: 28–29; 1999b: 33–34). See also Syafiq (2015: 1–9).


    8.A Spring 2015 Global Attitudes survey by the Pew Research Center of eleven countries with significant Muslim population that gauges the population’s views on Islamic State of Iraq and the Levant (ISIS), an international Islamic terror group, shows that higher number of Indonesians (79%) are not in favour of ISIS compared to 64% in Malaysia. More tellingly, 11% of Malaysians have a favourable view of ISIS compared to only 4% in Indonesia. http://www.pewresearch.org/fact-tank/2015/11/17/in-nations-with-significant-muslim-populations-much-disdain-for-isis/ (accessed on 19 November 2015). A 2011 survey by Goethe Institute and Friedrich Naumann Foundation for Freedom in collaboration with the Merdeka Centre for Opinion Research in Malaysia showed that almost 81% of Muslim youth (15 to 25 years old) in Malaysia defined themselves as Muslim first, not Malaysian or Malay while more than 70% wanted the Quran to replace the Constitution. http://www.goethe.de/ins/id/pro/jugendstudie/jugendstudie_en.pdf (accessed on 1 February 2016). These two surveys serve as an indicator of the deep religious conservatism that is prevalent within the Malay-Muslim population in Malaysia.
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    ABSTRACT


    With the launch of the Dasar Industri Kreatif Negara (DIKN) document in 2009, the creative industries have become a policy focus area for the Malaysian government in line with Wawasan 2020 (Vision 2020). By critically analysing the institutional background of the DIKN and creative industries policies implemented to date, this paper shows how the DIKN has been translated into subsequent policy. This paper argues that creative industries policy has largely narrowed to funding schemes and resulted in a proliferation of government agencies. Due in part to the legacy of the Multimedia Super Corridor (MSC) and Multimedia Development Corporation (MDEC), “digital” has increasingly come to be synonymous with “creative”. We argue that this raises questions as to how the creative industries are perceived and supported and ultimately the meaning of creativity in the Malaysian creative industries policy context.
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    INTRODUCTION


    In Malaysia, the Dasar Industri Kreatif Negara (DIKN, National Creative Industry Policy) issued in 2009 is to date the only articulation of a comprehensive creative industries policy by the Malaysian government. Launched with much fanfare by former Minister Rais Yatim and signalling the government’s new direction under Prime Minister Najib Razak, the DIKN was said to “empower the creative industries as a whole based on creativity and innovation, thus contributing to a high income economy and to uphold [sic] the nation’s cultural heritage” (Rais, 2011). Issued by the Ministry of Information, Communication and Culture (Kementerian Penerangan Komunikasi dan Kebudayaan), the DIKN seeks to align the Ministry of Tourism and Heritage (now known as Ministry of Tourism and Culture Malaysia), The National Department for Culture and Arts (Jabatan Kebudayaan & Kesenian Negara), National Film Development Corporation Malaysia (Perbadanan Kemajuan Filem Nasional Malaysia, FINAS), and Multimedia Development Corporation (MDEC), establishing a national creative industries platform. Each of these agencies had hitherto managed a smaller sub-sector of the newly-defined “creative industries”. Aligning the work of these various agencies and ministries, the DIKN is designed to contribute to the ambitions of the government’s Wawasan 2020 (Vision 2020), which aims to make Malaysia a developed nation by the year 2020.


    This paper is a critical review of creative industries policy as it has been introduced since the DIKN. Although ambitious and comprehensive in its scope, the DIKN has diminished in prominence and is less instrumental in informing creative industries policy introduced in the years since 2009. By reviewing subsequent creative industries programmes and schemes, this paper argues that creative industries policy has narrowed, mostly resulting in funding schemes that lack the broad structural changes and infrastructure programmes proposed in the DIKN. These schemes proliferate bureaucratically as new agencies are established to implement and administer the above creative industries initiatives. Unanswered and unproblematised is the question of creativity itself which has largely been assumed but never discussed in the context of Malaysia’s efforts to become a regional and international player in the creative industries.


    THE DIKN AS CREATIVE INDUSTRIES POLICY


    As with many creative industries policies around the world, the DIKN draws on the United Kingdom’s Department of Culture Media and Sport (DCMS, 1998) definition of creative industries. Defining the creative industries as “Those industries which have their origin in individual creativity, skill and talent and which have a potential for wealth and job creation through the generation and exploitation of intellectual property,” it identifies 13 sub-sectors. By contrast, the DIKN identifies 14 sub-sectors, dividing them into three categories: Creative Multimedia, Creative Cultural Arts, and Creative Cultural Heritage (see Table 1). In particular the DIKN makes explicit the emphasis given to digital media, which has become a focus of government agencies, especially MDEC. Significantly, the DIKN also emphasises the nation-building role of the creative industries and its potential to help foster harmony and social cohesion – a goal that often appears in creative industries policy documents.


    Table 1: DIKN classification of the creative industries


    
      
        	
          Industri Kreatif Multimedia (Multimedia Creative Industries)

        

        	
          Industri Kreatif Seni Budaya (Cultural Arts Creative Industries)

        

        	
          Industri Kreatif Warisan Budaya (Cultural Heritage Creative Industries)

        
      


      
        	
          Penerbitan Filem dan TV (Film and TV)


          Pengiklanan (Advertising)


          Seni Reka (Design)


          Animasi dan Kandungan Digital (Animation and Digital Content)

        

        	
          Kraf (Crafts)


          Seni Visual (Visual Arts)


          Seni Muzik (Music)


          Seni Persembahan (Performing Arts)


          Penulisan Kreatif (Creative Writing)


          Fesyen dan Tekstil (Fashion and Textiles)

        

        	
          Muzium (Museum)


          Arkib (Archives)


          Pemulihan (Restoration)


          Pemuliharaan (Preservation)

        
      

    


    Source: Kementerian Penerangan Komunikasi dan Kebudayaan (2009).


    According to the DIKN, Malaysia’s creative industries contributed only 1.27% to national income, less than half of what comparable countries record (DIKN cities figures of 1% to 5%), with the largest contribution from advertising. Accurate figures on the size and breakdown of Malaysia’s creative industries are hard to come by. For example, World Intellectual Property Organisation (WIPO) estimates that the “core copyright industries” contributed 2.9% to Malaysia’s GDP and employed 518,200 people (WIPO, 2008). About 75% of these jobs were in the Press and Literature, and Software and Databases categories. In 2014, MDEC calculated that companies registered in their Creative Multimedia Cluster employed 10,515 people. The Performance Management & Delivery Unit (PEMANDU), under the purview of the Prime Minister, targets development in the Creative Content industry, aiming to create 10,422 jobs and contribute over RM3 billion (USD750 million) to national income by 2020. The fact that the MDEC and PEMANDU figures seem to contradict each other is indicative of how difficult it is to obtain accurate data on Malaysia’s creative industries as a whole.


    Since much of the emphasis is on the potential economic contribution of the creative industries, the DIKN advocates market-based improvements. This includes mainstreaming intellectual property, expanding training and employment opportunities, and developing overseas markets to export Malaysian-made cultural products. In terms of infrastructure, the DIKN advocates establishing a National Creative Industry Council (Majlis Industri Kreatif Negara) under the Kementerian Penerangan Komunikasi dan Kebudayaan and building new facilities, including a Malaysian Film Complex in the town of Dengkil (near the administrative capital Putrajaya), a National Music Complex, and a number of galleries, museums and libraries. Funding is also encouraged through incentives, loans, and grants as well as seeking foreign investment and new forms of subsidies for restoration and preservation activities in the heritage sector. Broadly, the strategy hopes to encourage public appreciation of the arts and culture to help expand the domestic market, improve quality, and raise awareness of the creative industries in Malaysia.


    As has been noted with other creative industries policies around the world (Galloway and Dunlop, 2007), the twin goals of fostering social “harmony” and contributing to national income instrumentalise the creative industries. Cultural policy, which developed arts and culture, has traditionally contained goals such as fostering “national culture”, but in the shift to “creative industries” there is an enhanced belief in the disruptive and transformative power of creativity and its ability to generate new sources of income (Oakley, 2009). In developed countries, the creative industries have been seen as a panacea for sluggish economic growth with attention placed on how the creative industries can contribute to employment and national income (Hesmondhalgh and Pratt, 2005). In Richard Florida’s work on the creative class (Florida, 2002), attracting young creative workers is a way to encourage urban regeneration and create new forms of employment.


    In a similar vein, the DIKN, like many creative industries policies, does not focus on how to develop and nurture creativity but assumes it is inherent in certain types of cultural products. This is evident in how the adjective “creative” (kreatif) appears in each of the three categories (see Table 1). If kreatif is removed, each of the categories is still coherent, suggesting that the addition of kreatif has not been adequately defined. Second, the use of kreatif is problematic in the “Cultural Heritage” category when used to bring together museums, archives, preservation (pemuliharaan) and restoration (pemulihan). It is highly debatable whether preservation and restoration are creative activities. Furthermore, if sites such as archives and museums are included, it is not clear why art galleries and libraries are not included. “Creative” therefore seems to cover everything from crafts to digital media, technical processes to fine arts, with little differentiation of the differences in skills, product, and creative input involved.


    Despite the DIKN being formulated as a key policy document outlining how to develop the creative industries in Malaysia, in the years after its launch, it has faded from view, becoming less relevant to subsequent policy. Its launch was accompanied by a RM200 million (USD50 million) Creative Industry Fund (CIF), but three years later the Ministry of Information, Communication and Culture was renamed the Ministry of Communications & Multimedia Malaysia (MCMM) and the DIKN website (www.industrikreatif.gov.my) disappeared. Although the DIKN document is available on the MCMM website, it no longer retains the prominence it once had. As the DIKN receded in prominence and relevance, creative industries policy has similarly devolved back to individual agencies and ministries. The result is that creative industries have lost the coherence and broad vision that the DIKN promised; as the next section shows, creative industries policy now comes from a number of agencies and through an array of policy initiatives which are multiple, complex, and often-overlapping.


    CREATIVE INDUSTRIES AGENCIES


    Malaysia’s current policy response and environment for creative industries is somewhat muddled and confusing with multiple agencies, schemes, and programs. The Ministry of Communication & Multimedia Malaysia (MCMM, also known as Kementerian Komunikasi dan Multimedia Malaysia) and PEMANDU, the Prime Minister’s Office, which oversees the Economic Transformation Programme (ETP) whose broad goals are closely aligned with Wawasan 2020, implement most creative industries policy. MCMM and PEMANDU operate a number of different schemes and programmes, designed to encourage and support creative business and productions. Under MCMM sit three important agencies: Multimedia Development Corporation (MDEC), National Film Development Corporation Malaysia (Perbadanan Kemajuan Filem Nasional Malaysia, FINAS), and the Malaysian Communications and Multimedia Commission (MCMC). Composing the ETP are 13 priority sectors National Key Economic Area (NKEA), with the “Nurturing Malaysia’s Creative Content” programme under the Communications Content and Infrastructure NKEA. Most of the creative industries policy has been in the form of funding or skills development schemes that have been administered by newly established agencies and bodies.


    Although a range of agencies and ministries are identified in the DIKN, the most prominent and active of these is MDEC. MDEC was established in the 1990s to oversee the development of the Multimedia Super Corridor (MSC), an ambitious ICT programme. The MSC was envisaged as a kind of technology corridor, similar to Silicon Valley in California, which would extend 50 kilometres from Central Kuala Lumpur (KLCC) down to the administrative centre of Putrajaya, incorporating the new technology centre of Cyberjaya (King, 2008) and the Multimedia University (Ibrahim and Goh 1998: 9). Generous incentives were provided to local and foreign ICT and technology companies under the “MSC Status” scheme if they relocated operations to the Corridor. By promoting technology transfer and leveraging the nation’s educated workforce, Malaysia sought to develop a domestic “information and knowledge-based” society and provide information, digital, and multimedia products and services to regional and global markets.


    Although the MSC and MDEC were not created with the express purpose of developing the creative industries, entering the millennium this became one of their new areas of focus. MDEC shifted to developing digital content and multimedia including animation, special effects, digital content, and later mobile applications. Much of this followed the success of Les’ Copaque Production’s animation series Upin & Ipin (2007) that received significant backing from MDEC. Further investment in “creative” companies came by recognising a new category of MSC status companies called Creative Multimedia Cluster (CMC). MDEC (2015) records 436 companies including more than 104 animation companies, 52 games companies, 100 companies in film, TV and VFX, and 54 in new media.1 Table 2 records the economic contribution of the companies in the CMC.


    Table 2: Economic data pertaining to the Creative Multimedia Cluster


    
      
        	
          Year

        

        	
          Revenue (billion RM)

        

        	
          Exports (million RM)

        

        	
          Jobs

        
      


      
        	
          2008

        

        	
          3.2

        

        	
          132

        

        	
          7,724

        
      


      
        	
          2009

        

        	
          4.028

        

        	
          186

        

        	
          7,028

        
      


      
        	
          2010

        

        	
          4.84685

        

        	
          255.98

        

        	
          8,086

        
      


      
        	
          2011

        

        	
          6.07

        

        	
          363.46

        

        	
          9,183

        
      


      
        	
          2012

        

        	
          6.99

        

        	
          490

        

        	
          11,070

        
      


      
        	
          2013

        

        	
          6.39

        

        	
          430

        

        	
          10,170

        
      


      
        	
          2014

        

        	
          7.1

        

        	
          500

        

        	
          10,515

        
      

    


    Source: MDEC (2014; 2015).


    According to the MDEC data in Table 2, Malaysia’s digital and multimedia sector is quite healthy, growing annually despite experiencing a decline in 2013. This sub-sector of the creative industries is already making significant contributions to export earning, revenue, and employment. Should this steady climb continue, it is projected that this cluster will generate over RM12 billion (USD3 billion) in revenue by 2020. It must also be noted that information in this table only pertains to companies accorded MSC status, which requires them to have at least 15% of their workforce composed of Knowledge Workers, and to develop or use multimedia technologies. According to MDEC, companies in the CMC are primarily engaged in multimedia or digital content creation, processing, packaging, and aggregation and delivery activities, or post production/animation/virtual reality applications. However, with the focus on the use of technology, the question of “creativity” and the link to the creative industries remains unclear. The list of CSC companies includes many well-established media companies operating in Malaysia such as Media Prima, Al Jazeera, Astro Awani, and companies offering technology solutions and post-production services, but also wedding photography companies.2 It raises the question of whether these are in fact creative companies, or are simply called creative because they use digital technology.


    Nevertheless, the CMC remains the only reliable source of data about creative industries companies in Malaysia. If related to the DIKN categorisations in Table 1, the CMC companies would be in the Creative Multimedia Industries column. Separately, PEMANDU under its “Nurturing Malaysia’s Creative Content” programme expects the creative industries to contribute RM3,014 million (USD750 million) to national income and 10,422 jobs to be created by 2020 (PEMANDU, n.d.). PEMANDU targets an annual growth rate of 20% for content export – which according to Table 2 was exceeded in the years 2008–2012, but in 2012–2014 exports plateaued and have missed this 20% growth target by a wide margin. How the PEMANDU projections fit with the MDEC data is not clear but the discrepancies suggest that the two agencies are not working closely together despite clear overlaps in their purviews.


    MSC and MDEC have placed significant emphasis on developing digital and new media companies working in mobile apps and computer software development, animation, digital effects, and other forms of digital media. To that end, they have recorded some significant success, especially the support and promotion given to Les’ Copaque Production (bought by The Walt Disney Company in December 2014) who developed the Upin & Ipin animation series. Another successful MSC-status company was the Cyberjaya-based subsidiary of the California special effects company Rhythm & Hues that employed more than 150 artists and personnel. Rhythm & Hues went on to win an Academy Award for their work on The Life of Pi (2012), which included work from the Malaysian team. Both of these examples are touted as significant success stories for Malaysia. These examples also highlight how Malaysia is increasingly becoming well placed within the digital and online media industries that include games design and hosting, app development, and digital design for video games and computer animation.


    Despite these success stories, current MSC and MDEC strategies are largely about developing private enterprises under MDEC’s purview without addressing structural or regulatory issues. Such issues include a shortage of creative talent, long-term industry viability, state interference and arbitrary decision making, and whether the animation industry is viable without government funding (Ch’ng, 2015). It can be argued that Les’ Copaque Production were successful because of the significant support from MDEC, but many other animation companies struggle to get domestic broadcast slots and monetise their intellectual property (Ch’ng, 2015). Moreover, the Rhythm & Hues Academy Award was preceded by news that the parent company in the US filed for bankruptcy and had gone into financial administration. This was despite the company having outsourced much of its labour to cheaper studios in Malaysia, Taiwan, and India. The Malaysian office was kept open when the Chief Executive Officer was able to acquire the local office, renaming it Tau Films. In trying to move beyond being an out-sourcing location for manufacturing by promoting ICT related industries, the case of Rhythm & Hues shows that Malaysia risks becoming an out-sourcing location for digital content. A local office of an international company is susceptible to decisions or events at the head office – usually in a “developed” nation – and may just as easily move operations to another country or jurisdiction if the company feels that operating costs and benefits are more favourable.


    Similarly, the notion of creativity itself becomes problematic if, as in the case of Rhythm & Hues, the Malaysian subsidiary of a California-based company is used to outsource technical tasks from its central office. This means that most of the decision-making process such as creative development, scripting, storyboarding, and directing would still occur in the United States. Although Malaysian artists working on the film may be highly skilled and capable of solving technical problems (for example texturing the tiger’s fur in The Life of Pi), these roles are different compared to the decisions made in consultation with the film production company. Malaysia therefore risks positioning itself as a “content factory” where the mundane tasks related to texturing and rendering are conducted because of cheaper labour costs whereas the editorial and creative decision making process occurs overseas. Animation and digital effects work is celebrated domestically as a success story of creativity and appears to be creative because of the usage of computers and new media, but the actual creativity involved and the relationship between the Malaysian subsidiary and its US parent company needs to be interrogated. In effect it replicates the global outsourcing logic seen in manufacturing, reinforcing divisions between developed and developing nations, the exact scenario that Malaysia is trying to overcome in its Vision 2020.


    The emphasis on digital technology can be comprehended not only as embracing new technologies and opportunities, but also as escaping the structures and limitations of legacy cultural industries such as film and television. Policymakers, businesses and entrepreneurs are able to start afresh in a “new” space without having to deal with established players and distributors such as media conglomerate Media Prima or the national film agency FINAS. Moreover, digital offers more global opportunities and is less encumbered by many of the content and distribution problems that film and television companies have to deal with such as negotiating with broadcasters or cinemas, or dealing with broadcast codes and regulations. Computer games or video effects can be made “culturally odourless” (Iwabuchi, 2002) as has already been done with Malaysian infographics website Piktochart (http://piktochart.com/) and app-based taxi booking service Grab (formerly MyTeksi). These are both Malaysian products but nothing from their design, content and function indicate their Malaysian origins. Products that are culturally specific often have limited markets, as is the case of Upin & Ipin, which has only found export channels in Indonesia.


    PROBLEMS AND CHALLENGES FACED IN THE IMPLEMENTATION OF DIKN


    Following the introduction of DIKN in 2009, a number of programmes targeting growth and development in the creative industries have been introduced. Such programmes include the RM200 million (USD50 million) Creative Industry Fund (CIF) introduced in 2010 for individuals and companies, especially those engaged in marketing their products in both local and global markets. The local animation industry was given priority for the funding due to its digital content and its potential to reach worldwide. PEMANDU then appointed local bank Bank Simpanan Nasional (BSN) to administer the loans. In November 2013, Fadhlullah Suhaimi Abdul Malek from PEMANDU described the scheme as “a leaking bucket” for the fund had been depleted as too many recipients had defaulted on payments (Economic Transformation Programme, 2013). The 80% of the recipients were from the film and television industry, including RM5 million (USD1.2 million) lent to Malaysian filmmaker U-Wei Haji Saari to finance his film Hanyut (Mahpar, 2010). Hanyut ended up costing a total of RM18 million (USD4.5 million) with most of its funding procured from government grants (Ect, 2015). Although the film was completed in 2012 it was only released in Malaysia in November 2016. It was released in Indonesia under the title Gunung Emas Almayer (Almayer’s Golden Mountain) in November 2014 where it performed badly at the box-office. Although Hanyut may be an extreme example in terms of cost and history, questions are nevertheless raised about the disbursement of the CIF fund, viability of the projects funded, and financial oversight.


    From 2011 to 2014, the MCMC administered another scheme called the Creative Industry Development Fund (CIDF) and allocated RM100 million (USD25 million) for television, mobile and web content development. When the CIDF ended in June 2014, a total of 44 projects had been funded with 39 launched (Malaysian Communications and Multimedia Commission, 2014). According to the closure notice of the CIDF found on the MCMC website, some of its funded projects included: TV documentary Lost over France: Malaysia’s Unsung Hero, produced by 3Line Media and broadcast on the History Channel in 2013; and Knowsy Nina wants to Know, a cartoon series for four to six year old children produced by Avant Garde Studios. Both productions were also broadcast locally, with Knowsy Nina also televised on DAAI TV in Indonesia. The fund also provided capital for mobile apps and online websites that include the travel consultant website Islands of Malaysia (www.islands.com.my, www.myoutdoor.com); the now defunct www.wallpaper4share.com; and gigapan.com, a website providing technological solutions for high-resolution panoramic photos. All of these online projects are of dubious “creative” value, especially the wallpaper4share website which has been defunct since 2011 and was little more than a gallery of travel photographs linked to myoutdoor.com.


    In 2012, Najib Razak announced an additional RM200 million (USD50 million) for the development of the creative industries in the annual national budget. This involved setting up MyCreative Ventures, a government investment arm to administer loans to creative industry businesses following the DIKN schema. Whereas banks are typically reluctant to provide loans to non-traditional businesses, MyCreative Ventures is designed to support creative industries businesses, which typically have a different cash flow and financial plan compared to more standard, bricks-and-mortar businesses. In February 2014, MyCreative Ventures announced investments totalling RM21 million (USD5 million) for 29 businesses (MyCreative Ventures, 2014) including fashion houses/designers, music, film, and crafts. By administering loans rather than giving grants, and with a board comprised of government, industry and academic figures, MyCreative Ventures aimed at avoiding problems encountered by the CIF and CIDF.


    Another scheme called the Creative Industry Lifelong Learning Programme (CILLP) was introduced in 2012 under PEMANDU and FINAS as part of the Economic Transformation Programme (ETP). In part the rationale for CILLP states “although there appears to be enough talent to meet the demand, the industry has however expressed serious concern over the quality and skills of talent pool” (CILL, n.d.). The Creative Content Industry Guild (CCIG) an independent Civil Society Organization was created to lead the initiative. Inspired by the “lifelong learning” principle goals of improving knowledge, skills and competence, CCIG aims to increase relevant skills for creative content practitioners. There are four schemes in the program: the up-skilling and re-skilling scheme; internship scheme; attachment scheme; and creative skills certifications. The fields of study in the schemes mostly include producing and directing, scripting and screen adaptation, animation, games development, visual and special effects, sound effects and production support services. The scheme also includes a series of short courses and workshops. Successful applicants are then required to work in the creative multimedia industry for a minimum period of three years. According to one anonymous inside source, the attachment scheme that would send Malaysians overseas to work for a period of six months has to date only attracted three applicants.


    The Creative Content Association Malaysia (CCAM) was also established under PEMANDU-ETP in 2012. Local content producers pay to become members of CCAM, which then acts as a forum for creative industry players to network, and as a promoter of “local content and creative services to overseas markets and international broadcasters” (CCAM, n.d.). Mohd Mahyidin Mustakim, who is the current CEO of Straits Films Sdn Bhd and former director of FINAS and Pesona Pictures, heads CCAM. The CCAM board members include representatives from Astro (Khairul Anwar Salleh, Vice President, Malay Language Business), and Media Prima (Kamal Khalid, CEO) and an Advisory Panel comprising officials from FINAS, RTM (Radio Television Malaysia), MDEC and ETP. Its role is to be a marketing body for a range of Malaysian-made digital, multimedia, and traditional media content at overseas markets, including sponsoring a programme of Malaysian films at the 6th Cambodia International Film Festival in 2015. The establishment-bias of its organisational structure and its embeddedness in existing government agencies puts into doubt its ability to represent smaller, independent, or alternative players in the creative industries. CCAM’s flagship networking event KL Converge was held in August 2015, inviting forty buyers from around the world to match with local content producers.


    Within the seven-year period since DIKN was introduced, a number of programmes and initiatives have been implemented to develop and cultivate the creative industries through funding or skills development. There however seems to be significant duplication, especially in the funding programmes, and a proliferation of bodies and agencies operating in the creative industries space. At other times, established bodies such as FINAS are partnered into often overlapping programmes either involving PEMANDU or MCMM. Moreover, there is a lack of detailed information about who has been receiving funding and whether the funding has been well utilised, raising questions of transparency and oversight (Malaysia Today, 2013). In the tabling of the National Budget 2015, another RM100 million (USD25million) was allocated for a Dana Industri Kandungan Digital (Digital Content Industry Fund) to be administered by the MCMM (Bernama, 2014). Despite over RM600 million (USD150 million) being budgeted for the creative industries over the past seven years and under seven different schemes, information about the effectiveness of funding remains scarce with many beginning to question the over-reliance on government funding for projects.


    Although the DKIN places greater emphasis on digital media, the film industry remains one of the key industries in the constellation of a creative industries policy. The importance of filmmaking in Malaysia is evident through the establishment of FINAS in 1981, which was aimed at supporting and developing the film industry domestically and at exporting Malaysian films overseas (Perbadanan Kemajuan Filem Nasional Malaysia [FINAS], 2014). In order to achieve this, FINAS operates a number of support initiatives, which include a 30% Entertainment Tax Rebate for local films, and a film-funding programme. In 2013, the Film-in-Malaysia Incentive (FIMI) was introduced to provide foreign productions with a 30% cash rebate along with funding for feature film productions.


    Up until 2010 local ethnic Chinese filmmakers found that their films did not qualify for the 30% Entertainment Tax Rebate since the rebate was only available for films containing 60% of its dialogue in Bahasa Malaysia, the official national language. Films made in vernacular languages and dialects such as Cantonese, Mandarin, Tamil, Hokkien and even English would therefore not qualify for this rebate. The filmmaker behind the successful Ice Kacang Puppy Love (2010), Ah Niu, challenged what he perceived as discrimination because although his film was not in Bahasa Malaysia, it was made in Malaysia by Malaysians. Only after FINAS was pressured by filmmaker protests in the local media did they change this criterion. According to then Minister of Information, Communication, and Culture Rais Yatim, a film would now be considered as “local” and qualify for the rebate if the film was subtitled in Bahasa Malaysia, at least half of the film is produced in Malaysia, and at least 51% of the film rights are owned by Malaysians. After the change in policy, Ice Kacang Puppy Love was awarded RM740,000 (USD180,000) in tax rebates (Lee, 2014). Whilst it is understandable that FINAS would want to uphold the usage of the national language in films, the manner in which the rebate was applied seemed to be discriminatory and unfair rather than supportive. It must also be noted here that this criterion was changed due to pressure and not FINAS realigning its policies for the DIKN.


    Another effort at elevating the standard of filmmaking in Malaysia was through the building of Pinewood-Iskandar Studios in the southern state of Johor. The studios marked Malaysia’s serious intention to become a regionally if not globally significant production location. Launched in December 2013 and including sound stages, Pinewood-Iskandar cost over USD170 million to build (RM550 million) and represented a joint-investment between the Pinewood-Shepperton company (UK) and Khazanah Nasional Berhad, the investment-holding arm of the Government of Malaysia. Pinewood-Iskandar also houses a number of production related services and Astro TV, also partly owned by Khazanah Nasional, utilises the studios. In addition, the Iskandar Malaysia Creative Industry Talent Development Program runs short courses in filmmaking for Malaysians aiming to develop their filmmaking skills (IMCITDP, http://www.iskandar-film-training.com.my/)


    Netflix production Marco Polo inaugurated the Pinewood Studios, but in the years since only one feature film, Lost in the Pacific (2015), and four television productions by Astro have used the studios. In 2015 it was announced that the RM50 million (USD15 million) Mainland Chinese production Alien City (“Hollywood film,” 2014) would be shot in Malaysia. More tellingly in 2015, a theatre production called P. Ramlee The Musical (2015) was performed to audiences in the studio spaces. Pinewood Iskandar’s stated ambition of “becoming the center for international film production in Asia” (Pinewood Iskandar Malaysia Studios, 2014) has yet to be realised. Competing studios opened in Batam, south of Singapore, by Indonesian entrepreneur Mike Wiluan’s Infinite Studios company have managed to attract work from Singaporean companies as well as the recent HBO Asia mini-series Halfworlds (2015). Infinite Studios has been able to attract much more work from the growing media hub in Singapore, and from local and international companies. What is broadly missing from the programmes and policy outlined above is a clear and systematic effort to reform and restructure the regulatory and institutional eco-system in which the creative industries operate. As the DIKN has largely been forgotten, the efforts by government agencies have narrowed to questions of funding and skills development. By contrast, the DIKN outlines a far broader range of policy areas including developing infrastructure, reforming broadcast and exhibition regulations, and strengthening intellectual property. None of these recommendations have been adopted. Instead, those in the creative industries operate under an ad-hoc regime of funding programmes that are often short-term and focused on bringing content to market, rather than strengthening the domestic market to help make local companies viable.


    CONCLUSION: SOLUTIONS AND RECOMMENDATIONS TOWARDS A CREATIVE ENVIRONMENT


    The Malaysian government has set itself the ambitious target of becoming a developed nation by 2020 as outlined in Wawasan 2020. Much of the emphasis in Wawasan 2020 is on economic factors – such as GDP per capita – but becoming developed also entails a range of other indicators related to quality of life and the operation of government. This would include having a strong and vibrant creative and cultural sector, supported by world-class institutions, support services and facilities, and a supportive policy environment. Whilst the Malaysian government has outlined a broad creative industries policy in the DIKN, in the years since its introduction it has featured less and less in creative industries policymaking and policy thinking. Instead, creative industries policy has largely been left to the MCMM and PEMANDU; the two are partner agencies and are often in competition with each other or overlapping in terms of scope. It remains the case that the creative space is still very fragile and contentious, especially considering the experiences in the film industry. As of Budget 2014, furthermore, it appears that the DIKN has disappeared altogether from the Malaysian government’s policy platforms (Malaysia Today, 2013).


    One thread that emerges from the Creative Industries direction adopted by the Malaysian government over the past decade is the emphasis on the Creative Industries as a technical and economic, rather than a social or cultural problem. In much policy “creative” is really a synonym for “digital”, which not only extends the extensive work done by the MSC and MDEC since the 1990s, but also allows policymakers to focus on products and technologies rather than bigger questions related to censorship, regulation, and infrastructure. It also means that the social conditions of creativity – following the suggestions of Florida (2002) or the strategy of investing in education (Peck, 2005) – can be ignored in favour of technological solutions. Creativity is notoriously hard to legislate for, but certainly involves urban environments conducive to fermenting ideas and interaction, encouraging the creative class (Florida, 2002), and ensuring the educational system is open, dynamic, and teaching arts-based subjects (Peck, 2005). In Malaysia, on the other hand, “creative” often simply conflates with anything that involves digital technology or multimedia. Post-production for films, video effects, or animation studios may only be providing “grunt work” that require technical skills, but not so much the “creative” work including development and scripting. Instead, the emphasis in policy remains on providing grants and funding or on skills training, suggesting that all Malaysia’s creative workers lack skills and money. This approach treats the creative industries as basic industries, seemingly misunderstanding the fact that creative industries involve culture, which cannot simply be produced and marketed in the same way as industrial products are.


    Moreover, the focus on how much the creative industries contribute to national income instrumentalises creativity, rather than thinking about the broader arts and media environment from which that work emerges. Strong creative industries rely on a much larger arts and culture “scene” in which music, art, media, and so on give young people space to experiment and express themselves, allowing them to develop their skills and abilities before commercialising their ideas into a feature film or smartphone app, for example. Attention to either the broader eco-system of creativity or ways of encouraging more people to become creative in arts or business is missing from policy. So far, there seems to be little emphasis given to addressing possible problems in how creative industries are structured, regulated, or operate, and to broader questions about the educational system or urban planning.


    To move forward at this point with a cohesive and broad creative industries policy seems to be a distant prospect. The enthusiasm for promoting and developing the creative industries has clearly waned over recent years as other political and economic issues have preoccupied the Malaysian government and its ruling party. Prone to politicisation, future creative industries policy would need to be quarantined from political interference and viewed as contributing to enriching cultural and community life, above communal allegiances and party politics. It would need to be based on a comprehensive understanding of the state of creativity in Malaysia, how the creative industries are faring, and what they need to develop and expand. Policies and schemes implemented to date have provided some indication of what can succeed but they have also been inadequately designed and poorly implemented. It would behove future policymakers to understand the track record of creative industries policy to date and to the return to the vision and recommendations of the DIKN before embarking on new schemes.
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    NOTES


    1.According to the 2015 report, only 334 of the 436 (77%) companies are listed as active.


    2.A list of Creative Multimedia status companies can be found at http://www.mscmalaysia.my/status_company.
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    ABSTRACT


    This paper outlines details of a local-culture matrix that maps the cultural content of a supplementary, local-culture-based three-year reading programme in English for secondary schools in Terengganu, Malaysia. The reading programme, called “Your Language My Culture” (YLMC), is designed by a group of researchers from Universiti Kebangsaan Malaysia (UKM) with the objective of upgrading both English proficiency and local culture awareness at the same time. Two broadly opposing views on the use of local culture in English Language Teaching (ELT) are presented: one that favours the use of “authentic” cultural norms of native speakers of English in a process of “cultural assimilation”; the other that favours localising materials for ELT textbooks adapted to the local environment of English as a Second Language (ESL) learners. The YLMC programme adopts the latter view on the conviction that the learners’ familiarity with local content and context will better facilitate learning and interaction with English. In the design of the culture matrix for ELT, the YLMC team has also taken cognizance of the global trends in pedagogy and the specific context of Terengganu where the programme is implemented.
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    INTRODUCTION


    The local-culture matrix about to be unraveled here is specific to English Language Teaching (ELT) and to an English as a Second Language (ESL) programme to be used in a selected demographic and geo-political context. Specifically, the matrix is a mapping of the cultural coverage for a supplementary reading called Your Language My Culture (henceforth, YLMC), specially designed for three years of secondary school in Terengganu, Malaysia. As will unfold later, the local content used is mostly Terengganu-specific, Terengganu being a State of choice from Malaysia for a case study. Terengganu’s demography facilitates research because it is one of the most homogenous states with more than 95% ethnically Malay population (Department of Statistics Malaysia Official Portal, n.d.) and therefore culturally monolithic enough to minimise variables and margins of error in the cultural mapping for textbook writing and programme evaluation procedures.


    To understand YLMC and the spirit behind the project, there is a need to walk through the ESL context of Malaysia, study the various aspects of the reading programme envisaged for Terengganu and explore the concept of a cultural input in ELT pedagogy as the rationale for its existence, all of which have been taken on board in the making of the matrix.


    ESL IN MALAYSIA


    The story of English language in Malaysia shares almost the same narrative with other ESL countries in Kachru’s outer circle (Kachru, 1992) and with other former colonies of Britain. During the history of British rule in these places, English was always made the official language for administration, education, commerce and law while local languages were marginalised (Ashcroft, Griffiths and Tiffin, 1989), the consequences of which have continued to shape post-independence language policies to this day.


    Since Independence in 1957, Malaysian language policies have had to deal with national imperatives to replace English with Malay. The Education Act of 1961, based on the Razak Report of 1956 and the The Rahman Talib Report of 1960, reaffirmed the official position of Malay as national language and medium of instruction in schools to replace English consequently then relegated to the position of second language.


    Then, from the 80s onwards, globalisation came and stayed. Now English once again reigns supreme as the lingua franca of a globalised communication system and the de facto language of business and international communication and a passport to lucrative employment both in the public and the private sectors and to upward mobility both professionally and socially.


    The desire to master this global language has become increasingly overpowering because of its international and economic value. There is even pressure from urban Malaysian parents to bring back the English-medium school system because they have seen how even “disadvantaged” Asian countries in Kachru’s expanding circle (China, Japan, Korea, Thailand) are falling over one another in the quest for English proficiency (Zawiah, 2015).


    As realities on the ground catch up with national ideals, language policies have gone through a period of reversals and compromises. For example, a controversial policy change was made in 2002 when the Ministry of Education decided to make English the medium of instruction for mathematics and science at all levels of the education system, to be implemented in stages. The policy promptly divided the nation into pro-Malay and pro-English factions.


    Another reversal was made in 2002 that made a paradigm shift for bilingualism, as evident in the Ministry’s promotional slogan: To uphold Malay; to strengthen English. It was clearly aimed at addressing the pro-English fear of lost opportunities in globalisation and the anti-English fear of losing national language and national identity. It was also meant to address the vexing issue of a steady drop in English language proficiency since the time when English-medium schools ceased to exist so that the country could be an effective global player of the economic scramble that comes with globalisation. In the 2013 English Lab under the Government Transformation Programme Management & Delivery Unit (PEMANDU), it was found that 1,191 secondary schools had SPM English failure rates exceeding 23% with the problems particularly acute in the states of Sabah, Kelantan, Terengganu and Kedah.


    Like the rest of Malaysia, Terengganu is also caught up in the linguistic ambivalence and national panic over falling standards of English. Statistics by the Terengganu Education Department show alarming failure rates in the last five years (The Sun Daily, 2016). The latest figures obtained from Jabatan Pendidikan Negeri Terengganu (JPNT) show a consistent failure rate for English in Terengganu since 2011: 29.1% in 2011, 28.7% in 2012, 24.5% in 2013, 28.4% in 2014, 28.6% in 2015 and 25.3% in 2016. YLMC was partly designed in 2014 and launched in 2016 to help address this problem. Two of its project members who were Terengganu-born have already established strong connections with the State through their involvement in English Language activities there.


    In short, English is not a simple proficiency issue in Malaysia. Between the perceived threats of English to the agenda for nation-building and the perceived economic value of English as an international language, between the desire for global English and the passion for preserving local cultural identities, the post-Independence nation has been caught in an endless ambivalence (Zawiah, 2003). The continuous reversals of language policies speak of short-term efforts to address this issue.


    THE YLMC SUPPLEMENTARY READING PROGRAMME


    The YLMC was officially launched together with the Form 1 textbooks: the student copy (Zawiah et al., 2015a) and the teacher copy (Zawiah et al., 2015b) in January 2016 while the Form 2 textbooks were distributed to schools in February 2017. The Form 3 textbooks are scheduled for distribution in February 2018.


    The YLMC plan is to first establish a context of collaboration and synergy between Yayasan DiRaja Sultan Mizan (YDSM, the funder), Universiti Kebangsaan Malaysia (UKM, the provider of English language experts) and JPNT (the Terengganu Department of Education with its network of teachers and education officers across the State). Equally important is the organisational synergy between three units of YLMC researchers from UKM working in tandem: the materials development team tasked with the writing and publication of textbooks; the research team tasked with conducting pilot and trace studies as well as programme evaluation (Ruzy et al., 2015); and the training team tasked with designing a special training programme for master-trainers to pass on the new methodology to English Language teachers across the State (Hazita et al., 2015).


    The pedagogical argument behind the YLMC project is that the use of local cultural content as familiar reading schemata facilitates both English proficiency and cultural awareness. The culture matrix is a map devised to plot the cultural coverage for the content of the three-year programme which, when interfaced with the language matrix, will be its “syllabus”. The main objective of the YLMC programme is to upgrade both English proficiency and cultural enrichment by providing local-culture content through reading, leading to better performance of oral and written communication in English. The other objectives are to develop an appreciation of local culture, society and its values as well as to nurture a local reading perspective when reading texts in the English.


    It is hoped that there will be a good wash-back effect on the students besides improving their English proficiency. Firstly, in the process of learning a second language students will also gain awareness of the richness of their own heritage, thus strengthening their cultural identity. Secondly, they will also pick up the right vocabulary and appropriate language to explain, speak and write in English what they now know of their own culture and heritage. Thirdly, they will understand the relatedness of what they read to the realities of their everyday lives in their own society. Lastly, when they read for information and knowledge in English, they will learn to develop their own perspectives rooted in their value system.


    Most importantly, we hope that this method of teaching and learning will help eliminate the linguistic ambivalence that has beset the country for so long by minimising the fear associated with cultural loss and the fear of lost economic opportunities associated with lack of proficiency in a global language. We hope to do this by creating a feel-good perception of English as an enabler, not a destroyer, of national goals.


    YLMC does not replace but supplement the national syllabus. The national syllabus is an overarching framework within which supplementary programmes like YLMC need to operate. According to JPNT, students in Terengganu receive 200 minutes per week of English Language lessons and any supplementary programme must find its place within this limit. Currently, there are three supplementary English programmes for secondary schools sharing the time quota: YLMC, Trenglish and the Fullbright Teaching Assistance Programme. YLMC is, however, the only programme that requires a full period classroom session.


    The national syllabus is structured on themes and levels of language proficiency where culture is not a content focus but a general setting for language instructions and activities. The Forms 1–3 textbooks used in Terengganu (Tan et al., 2002; Shanta, Kurup and Lorenz, 2003; Choo, Low and Anthony, 2004) show a spread of Malaysian and international/Western contexts that provide the general background for ESL language lessons. Overall, though, there is a commendable effort to gradually expose students beyond the familiar to the world outside Malaysia. Keeping in mind that the focus of the national syllabus is on language proficiency and not on cultural studies per se, it is to be expected that the “cultural” content of the current textbooks will not take on board specific local cultural elements for cultural enrichment. YLMC is, therefore, only filling in the culture gap by providing local culture reading as another effective pedagogical instrument to improve not only language proficiency but also cultural awareness. It also attempts to balance preoccupation with Western literary texts by interfacing them with local literary works.


    Our preliminary analysis of textbooks used in Terengganu shows that, while the Malaysian contexts are used for the teaching of Language for Interpersonal Use and Language for Informational Use, Western texts are preferred for Language for Aesthetic Use. For instance, while all 16 chapters of the Form 1 Textbook, 13 (out of 15) chapters in the Form 2 Textbook and 10 (out of 15) chapters in the Form 3 Textbooks use Malaysian contexts, the texts for Language for Aesthetic Use include excerpts from Robinson Crusoe, Potato People, Phantom of the Opera, Dr Jekyl & Mr Hyde and Prisoner of Zenda. In fact, in one study investigating the place of local literature in the English Language Subject for Secondary Schools in Malaysia, the researchers conclude that “more attention needs to be paid to the inclusion of local literature as it can be an important communicator of signifiers of ethnic identity and subsequently play an important role in facilitating inter-ethnic engagement and understanding in Malaysian schools” (Pillai, Menon and Vengadasamy, 2016: 25). YLMC textbooks give priority to materials that foreground issues and concerns relevant to Terengganu as a conscious effort to engage students with their culture and heritage whilst learning English. Noritah and Washima (2008) too have argued on the need for inclusiveness in literary texts that focus on the Malaysian identity even for primary schools.


    The focus of YLMC is on reading. It is true that reading programmes have been introduced in secondary schools since the establishment of Bahasa Malaysia as the official medium of instruction in 1970. These included the English Language Reading Programme (ELRP) implemented in 1983 (Edwin, 1993; Ganakumaran, 2003) and the Class Reader Programme (CRP) in 1993 (Ganakumaran, 2003; Raj and Hunt, 1990). However, unlike YLMC, these programmes were not accompanied by specific language activities to enhance proficiency. It is also true that in 1999, the Literature Component was incorporated in the English Language Syllabus but, according to Pillai, Menon and Vengadasamy (2016), out of 25 literary texts used in the first cycle (2001–2010), 8 were local titles and 17 were foreign texts. When the second cycle of corpus was introduced in 2011, out of the 25 texts introduced, only 5 were local. When a third corpus was introduced in 2015, local writers were again marginalised. Hence, this trend of text selection for reading in English for Malaysian learners is an on-going concern. Emphasising local culture and heritage in the selection of texts for reading, which is central to YLMC, is meant to address this concern.


    CONCEPT OF LOCAL-CULTURE INPUT FOR ELT


    There are two opposing views on the use of culture in ELT. One view (Byram, 1997; Byram and Fleming, 1998) is that English language and English culture are inseparable in ELT and that learning materials must integrate the linguistic and cultural norms of the native speakers of English in Kachru’s Inner Circle. In other words, you cannot teach a target language without teaching the target culture in a process called “cultural assimilation” of the “authentic”.


    The other view (Kachru, 1986; Kachru and Nelson, 1996; Canagarajah, 1999) favours localising the materials and making ELT textbooks more culturally responsive to the needs of non-English learners by using their experiences in their own local contexts. A pedagogy of the appropriate, instead of the authentic, should be adapted to local cultural environment (Widdowson, 1994). Canagarajah (1999) has outlined elements of a critical pedagogy suitable for ELT in formerly colonised communities. ELT textbooks that focus on the target (English) culture have been found to create an alienating effect on ELS learners who would resist such cultural assimilation and end up with apathy for the target language (Gray, 2000).


    YLMC adopts the second view as a guiding principle for the design of its reading programme. It recognises that the sense of learner “disengagement” mentioned is one of the causes of apathy towards English especially in the rural ethnically Malay heartland which largely makes up Terengganu. The Inner Circle culture (of USA, UK, Australia, New Zealand and Canada) cannot provide “appropriate” cultural content to arouse interest and attention, leave alone to sustain them, in a real classroom situation. Children of fishermen along the coast (in the JPNT category of “sekolah pantai”), children of oil palm growers (in the category of “sekolah FELDA”) and children in the interior of Terengganu (in the category of “sekolah pendalaman”) are all twice removed, linguistically and culturally, from the culture of the authentic of the target language.


    The YLMC team believes these are sound pedagogical principles. To teach a language well we should start with the familiar. English is an unfamiliar variable and the western cultural baggage it carries is culturally distant from young Terengganu learners. To put it plainly, to work with familiar content and context will greatly facilitate language learning.


    The pedagogy of the appropriate in the use of familiar local material remains an issue in the current millennium years (Kirkpatrick, 2007; McKay, 2003a; Wang and Hill, 2011). In 2007, Kirkpatrick researched on the development of culturally appropriate ELT materials for Indonesian tertiary students that were modified by local Indonesian teachers and writers. The project called the “Asianculture based project” produced an English textbook for Indonesian university students (Aminudin, Dadang and Safrina, 2003). Kirkpatrick poses that instead of giving students information about the cultures of native speakers:


    
      …the curriculum should include information about the cultures and peoples of the ASEAN and Asian regions. It is also important that students be prepared to be able to use English to talk about their own cultures and issues which are important to them (2007: 23).

    


    McKay (2003b) argues that when teaching English as an international language, educators should recognise the value of including topics that deal with the local culture, support the selection of a methodology appropriate to the local educational context, and recognise the strengths of bilingual English teachers. She says that in Chile, growing support on using local culture in ELT has generated great interest in countries where English is a required subject. Wang and Hill (2011) further emphasise the need to develop learners’ competence in communicating local values and traditions to the people of other cultures, whether they are from English or non-English speaking countries.


    YLMC pedagogy is simple: make English learning practical and comfortable for our non-English speaking learners. Take out the fear, the anxiety and the ambivalence in the learning process. Start with the familiar (their own local experiences and culture) because Western content is an unfamiliar, alien and intrusive variable. Familiarity with local culture facilitates learning of ESL by making associations between English and learner’s experience. Local contextualisation enables learners to be more interactive with English.


    As for the rationale in the use of local culture for cultural enrichment, YLMC has taken note of the influence of instructional materials on attitudes of self, identity and society. It has decided it is a matter of survival to join the current trend for “English for Specific Cultures” in the times of globalisation. The trend is part of our culture preservation efforts in the face of cultural imperialism. Many linguists have spoken of the influence of globalisation on small and vulnerable cultures (Pennycook, 1998; Crystal, 1997) such as ours. Pennycook warns how global English is “constantly pushing other languages out of the way, curtailing their usage in both qualitative and quantitative terms” (1998: 14). Similarly Crystal has warned us that it is “inevitable that, in the post-colonial era, there should be a strong reaction against continuing to use the language of the former colonial power, and in favour of promoting the indigenous languages” (Crystal, 1997:114)


    The YLMC stand is that while promoting English language proficiency, it is necessary to be pro-active in dealing with the irreversible impact of global English that is fast changing language policies and marginalising local language, culture and values of non-English speaking countries around the globe. One effective way of doing it is to domesticate the language and give it a local habitation.


    DEVELOPING A LOCAL-CULTURE MATRIX


    The function of a culture matrix for the YLMC programme is to map out the coverage of culture content on which language activities are constructed for ELT. It will circumscribe what type of cultural elements, issues and topics are deemed appropriate for learners to explore for their levels of maturity and proficiency.


    Once the cultural components are selected, categorisation is needed to sort out the myriad details to avoid content overlapping. Cultural content is divided into four tracks on which the cultural load is delivered to learners in stages for three years from Form 1 through to Form 3. The four tracks will make sure that diverse areas in the varied cultural landscape of Terengganu are adequately covered. The tracks are labeled Heritage, About Language, Literature, and Society & Values. For each track, there are three sets of issues and topics that need to be covered in three lessons for every textbook, making it 12 lessons in all for each year.


    The Appendix (refer to pages 54–66) outlines the culture content of the Heritage track (Appendix: refer to pages 54, 57, 62–63) for Forms 1–3 in its entirety so that the mapping will also illustrate the links made between cultural issues (mostly of survival and preservation), lesson topics, cultural content, and expected outcome of language proficiency and cultural awareness. The Heritage track is necessary because it is important that students understand what they have inherited from their own local tradition that has undoubtedly given them their cultural identity. The plan is to navigate them through carefully selected details of Terengganu-specific crafts such as wood-carving, batik and songket making, traditional boat and house building, ancient performing arts as well as traditional rites and rituals.


    The same process is repeated for the track About Language (Appendix: refer to pages 54–55, 58, 63–64) which deals with local language issues involving, among others, the Malaysian variety of English, differences between language use in formal, informal and social media contexts, the process of word borrowing, social and digital identity, and language for specific disciplines. Complex concepts of language issues are simplified by breaking them down into familiar everyday contexts to give lower secondary ESL students some basic idea and a little awareness of larger and more complex language problematics.


    The Literature track (Appendix: refer to pages 55–56, 59–60, 64–65) brings literary reading materials from the students’ backyard into the classroom. Local writings, in the form of myths and legends, poetry, songs and drama, are sometimes interfaced with Western and non-Malaysian works prescribed by the national syllabus so that students can cross into the boundaries of the unfamiliar to seek enlightenment while keeping their feet firmly on home ground. For instance, in one lesson, comparisons are made between the role of Merlin in the myth of King Arthur and the shaman in the myth of Princess Ulik Mayang. In another lesson, issues of re-reading local folklore on the topic of Pak Pandir involves an understanding of local and Western perspectives of this character (Appendix: refer to page 55–56). The history of Terengganu is approached from the topic of “Batu Bersurat” (Inscribed Stone) through visual representations and poetry (Appendix: refer to pages 59).


    The track on Values & Society (Appendix: refer to pages 56, 60–61, 65–66) deals mainly with local themes of patriotism, natural disasters and contributions of local personalities in sports, education, religion and charity work. However, some effort is made to link the present to the past: for instance, between the sea voyage of Abdullah Munsyi to Terengganu in the 19th century and the Terengganu maritime landscape of what it has become in the 21st century (Appendix: refer to pages 60); or between the ancient Muslim pioneers in Science and the development of future Malaysian scientists. This track is an open multi-disciplinary avenue for students to be informed beyond the limited boundaries of their existence.


    The final step in constructing the YLMC Culture Matrix is to determine the intended student outcomes for each culture content selected for use in classroom teaching (see Appendix for Heritage; for About Language; for Literature; and for Values & Society). For instance, the use of the Heritage content on traditional Terengganu food should go beyond an appreciation of local cuisine into an understanding of different ways of cooking in different cultures or a recognition of Eastern and Western ingredients (Appendix: refer to page 54). Similarly, the use of cultural content on a world class sportsman from Terengganu in an actual lesson should ultimately provide the students with the ability to identify what goes into the making of a local hero leading, perhaps, to an open-minded acceptance of different perspectives on the hero concept (Appendix: refer to page 56).


    This culture mapping carefully crafted between what is possible for teaching and what is possible for learning will be the basis for constructing the entire YLMC Culture Matrix for Forms 1–3 which is officially named The YLMC Local-Culture Matrix for Terengganu 2016. (refer to Appendix for Form 1: pages 54–56; for Form 2: pages 57–61; for Form 3: pages 62–66). The YLMC Culture Matrix for Forms 1–3 contains the cultural content and corresponding outcomes of cultural enrichment expected from learners at each stage of their development. This Matrix, however, is only half the story. It needs to be interfaced with a reading matrix that outlines corresponding language proficiency outcomes.


    INTERFACING THE CULTURE MATRIX WITH A READING MATRIX


    Developing content for a reading programme is the first step to its operationalisation. Hence, once the culture matrix was ready, a reading matrix that would produce the desired language outcomes was sought. To this end, the YLMC team opted for Hess’ Cognitive Rigor Matrix (CRM) (2004; 2009), as it best fits the objectives of the programme and the matrix comprised two of the most effective teaching and learning taxonomies. Hess’ CRM was built by superimposing Bloom’s (1956) revised taxonomy by Anderson et al. (2001) on educational objectives and Webb’s (1997; 1999) Depth-of-Knowledge (DOK) levels.


    In brevity, what this CRM does is to match the cognitive demands of Bloom’s with the rigor of DOK necessary for the students to complete a task. This matrix has five columns with the first being Bloom’s Taxonomy, comprising its six descriptors at increasing levels of cognitive demands (Remember, Understand, Apply, Analyse, Evaluate, Create). The next four columns are dedicated to Webb’s four DOK levels (Recall and Reproduction, Skills and Concepts, Strategic Thinking and Extended Thinking) as shown in Table 1.


    So how is this reading matrix operationalised? If we look at Bloom’s lowest descriptor, which is Remember, and read across Webb’s DOK, we will note that this cognitive skill (Remember) is matched by the lowest depth of knowledge (Recall and Reproduction). Hence, students need only to, for example, recall, locate or recognise certain facts or events from the reading. It is a mere identification of a fact and as a cognitive skill, Remember is not located within DOK 2 to DOK 4. In the same vein, Bloom’s fifth and sixth levels (Evaluate and Create) require a high level of DOK and do not involve Recall and Reproduction, so there is a blank for DOK 1 and 2 where Evaluate and Create are concerned. Table 2 shows how the two matrices are interfaced.


    Table 1: Hess Cognitive Rigor Matrix for Reading 2004 (adapted)


    [image: art]


    Source: Hess (2004).


    Table 2: Applying Depth of Knowledge (DOK) on the Culture Matrix


    [image: art]


    Using a sample from the Form 1 lesson on Heritage, which is on the Terengganu Sultanate, a reading lesson was designed. The first column is the track (Heritage), the second is the culture content covered in the lesson and the third are the learning outcomes. The fourth column is the interface of the Reading matrix (Bloom’s Taxonomy and Webb’s DOK) and the culture content of the lesson on Heritage. The students were asked to Describe (DOK 1), Study (DOK 2) and Trace your own family (DOK 3), an exercise that required them to go beyond the reading text and the classroom. In this lesson, only three out of the four DOK levels were applicable as the text and tasks did not lend themselves to DOK 4 (Extended Thinking). This same process of identifying the outcomes and DOK was repeated for all the four tracks and all the lessons covered in YLMC.


    CONCLUSION


    We are encouraged by the positive results of our pilot study and encouraging feedback from our training team. Teacher feedback on lesson coverage and student response has been an on-going process and points towards sustainable use. For example, the post-test results of the questionnaire show a significant increase in interest in learning English. Teachers discovered that students were excited to learn about their culture and were less inhibited when speaking English. The incorporation of local culture into this new syllabus seem to have enabled teacher creativity and the use of 21st century classroom skills such as collaboration, cooperation and problem solving.


    According to the same study, students viewed the YLMC programme as encouraging their involvement and interaction in the classroom. They were keen to ask more questions about their own culture, retrieve their content schemata, take part in sharing sessions and were more willing to share their experiences in class. They were excited to source information on Terengganu tradition and culture including personalities and folklore. Generally, they were interested to read up on Terengganu and write on it. Students found teachers to be more creative because they brought more interesting materials on the Terengganu local culture to class. Students were more willing to try out poetry reading, short sketches and performances.


    These initial findings and student feedback strongly support the rationale for pedagogy of the appropriate within the Malaysian context. The Cognitive Rigor Matrix, as a framework, has also been found to be effective for the lesson designers. It provides the parameters for coverage and synergy between language and reading performances of local culture. This is the strength of the interface between Hess’ Cognitive Rigor Matrix and Webb’s DOK into the culture matrix.


    This YLMC Local-culture Matrix prototype has been designed for a homogeneous community, but it can be replicated and adapted in other states in Malaysia with a more heterogeneous population, or even in other countries facing the same language dilemma and fearing the loss of their own cultures in the face of globalisation. In such culturally diverse contexts, the cultural mapping will have to be different to reflect the diversity of the local population.
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    ABSTRACT


    The article explores how the Malaysian Form 3 history textbook portrays Singapore’s merger and separation. The portrayal can influence the perception of Singapore among Malaysians. Singapore was part of Malaysia for about two years (1963–1965) and its brief union represents a crucial historical episode. The episode is analysed using Toulmin’s argument structures. The analysis identifies the claims, grounds and warrants for the arguments, and it also examines the use of lexicogrammatical and intertextual features. Certain arguments articulate the benefits of the merger and it is endorsed by foreign and local leaders, and the general population. Subsequently, other arguments articulate the threats which Singapore posed and its separation is made to seem inevitable. The textbook portrays Singapore as an enthusiastic partner and later a distrusted partner of the Malaysian Federal Government. Its arguments validate the state-sanctioned version of history. The article also provides four proposals to improve history textbooks.


    Keywords: Toulmin model, arguments, history, textbook


    INTRODUCTION


    Malaysians who sit for the national Penilaian Menengah Rendah (PMR), Form Three Assessment (Pentaksiran Tingkatan Tiga [PT3]) and Sijil Pelajaran Malaysia (SPM) examinations would have had some exposure to history textbooks. These obligatory readings, sanctioned by the Ministry of Education, relate official historical narratives. Narratives which are imbibed with little or no reflection are problematic because they influence the collective memory of citizens (Williams, 2014). Students may acquire an unrepresentative version of Malaysian history and be biased towards certain historical episodes (Rajandran, 2013). A narrative which promotes a particular argument often reflects the consensus of powerful groups, and it may reproduce an ethnocentric or nationalist portrayal of history (van Dijk, 2008). Conversely, an emphasis on selected episodes and the inclusion or exclusion of certain details can convey a more robust narrative.


    Previous research on history textbooks considered how historical episodes and their participants are represented. Among these studies are: Barnard (2003) noting how Japan’s Imperial Army, but not Japan (the country), is the agent for World War II atrocities; Moss (2010) explaining the use of non-human agents to imply inevitable progress in Colombian history; Oteíza and Pinto (2008) pointing out how the military’s misdemeanors are vague and insignificant in Chilean and Spanish history; and Rajandran (2013) studying how the British and Malaysians are given diametric agencies (the British as agents of colonisation and the Malaysians as agents of independence). Scholars have also examined how historical episodes and their participants are evaluated. Some of their findings are: British colonisation is evaluated negatively but the Malayans’ and Singaporeans’ struggle for independence is evaluated positively (Rajandran, 2013, Tann, 2010); and the pre-military Chilean government is evaluated as incompetent (Oteíza, 2003).


    The article analyses Singapore’s period in Malaysia, which involves its merger and separation because it forms a significant episode in modern Malaysia and also marks the birth of a new country, Singapore. The analysis explores how the official narratives are portrayed through argument structures, which can shape the mental schemas of Malaysians about Singapore. These arguments can create unwanted antagonism, which may jeopardise Malaysia-Singapore relations. The arguments about why Singapore should join and later leave Malaysia are identified using the Toulmin model. The use of lexicogrammatical and intertextual features is also considered. These arguments merit examination since historical truth is rhetorical (Coffin, 1997), where language can influence the perception of historical episodes. The article also provides proposals on how history textbook authors may improve their narratives.


    MALAYSIA-SINGAPORE RELATIONS


    The narrow Tebrau Strait separates Malaysia’s southern Johor state and Singapore but Malaysia and Singapore share a close political and social relationship. Singapore was part of the Johor Sultanate for three centuries before the British colonised Singapore in 1819. The British expanded their dominion in South East Asia during the 19th century and administered Singapore with Penang and Melaka through the Straits Settlements from 1826–1946. Penang and Melaka joined the Federation of Malaya in 1946 but Singapore remained a separate colony until it formed the Federation of Malaysia on 16 September 1963 with Malaya, Sabah and Sarawak.


    The nascent federation faced external problems (opposition from Indonesia and the Philippines) and internal problems (ethnic unrest, leftist insurgency) (Sopiee, 2005). These problems were compounded by conflicts between the Federal and Singapore Governments. The Federal Government was led by Tunku Abdul Rahman of the Alliance Party, a coalition of ethnic-oriented parties which the United Malays National Organization (UMNO) dominated and the Singapore Government was led by Lee Kuan Yew of the People’s Action Party (PAP), a multiethnic party. PAP and UMNO contested the 1964 general elections in Malaya and Singapore respectively, which breached a consensus to avoid contests in one another’s sphere of influence. PAP campaigned for a Malaysian Malaysia and considered the special privileges for the majority Malay and bumiputera population discriminative. The Federal Government imposed constraints for Singapore’s economy despite establishing a common market. These conflicts arose because PAP and UMNO had a distinct vision for Malaysia. Ultimately, the Federal Government separated Singapore from Malaysia on 9th August 1965.


    After the separation, several bilateral disputes emerged, mostly regarding land and water (Nathan, 2002). Malaysia and Singapore had claims on islets in the Tebrau Strait and sought the International Court of Justice to settle the claims. Singapore’s land reclamation has irked Malaysia because it damages the marine ecosystem in the Tebrau Strait. Malaysia claimed sovereignty on land adjoining the railway tracks and the land of the railway station in Singapore. Malaysia provides half of Singapore’s freshwater and has tried to increase its price because the price set before the separation was extremely low. Malaysia and Singapore have signed several agreements to resolve these disputes and the latest Malaysia-Singapore Points of Agreement in 2010 resolved most land and water disputes. These disputes were said to have tensed bilateral relations (Nathan, 2002). Former Malaysian Prime Minister, Mahathir Mohamad was a vociferous critic of Singapore and blamed the country for being unfriendly to Malaysia, juxtaposing Malaysia’s friendly posture (Nathan, 2002). The subsequent Prime Minister, Abdullah Badawi improved bilateral relations, which the present Prime Minister, Najib Razak continues. He says that Malaysia-Singapore relations have “never been better” (Channel News Asia, 2015).


    Malaysia and Singapore share several transportation links, and new links are being developed, notably the Malaysia-Singapore high speed rail. These links can strengthen economic links. Singapore is Malaysia’s second largest trading partner (Ministry of International Trade and Industry [MITI], 2015) and the stronger Singaporean economy has enticed more than 400,000 Malaysians to work in Singapore (Malaysian Insider, 2015). Malaysia launched Iskandar in 2006, a development region in southern Johor opposite Singapore. It hopes to stimulate mutually beneficial growth in Johor and Singapore (Iskandar Regional Development Authority, 2014). Hence, Malaysia-Singapore relations experienced periods of tension and cooperation (Nathan, 2002) and the earliest exposure to these relations is probably provided in the history textbook.


    DATA AND METHODS


    The Form 3 history textbook is endorsed by the Malaysian Ministry of Education. The Ministry’s Chief Director hopes that the textbook can “produce a dynamic, skilled and productive young generation, who is responsible to their religion and nation”. His statement is expanded by the authors, who envision the textbook to impart “historical knowledge…prosocial values, examples and patriotism…to realise the service of leaders, to inculcate love of the nation and to build students’ identity”. Critical thinking is not mentioned although the Malaysian Education Blueprint emphasises it as one the skills that students should master (Ministry of Education Malaysia, 2013).


    The textbook is utilised by Form 3 students, who are often 15 year olds. History is a compulsory subject for the PT3, which students have to take at the end of Form 3. Their national history syllabus explains the chronology of key episodes until the independence of Malaysia. It teaches about the country’s triumph against colonialism, and aims to motivate students to “honor and preserve the country’s independence and sovereignty” (Abdul Razaq et al., 2013: 229). The textbook’s narrative of Singapore’s merger and separation is provided in the final chapter (Chapter 7). The chapter involves the formation of the Federation of Malaysia, the opinions of various governments, the Indonesian confrontation and the reasons for separation.


    The article adopts the Toulmin model of argumentation to identify the argument structures, which disclose topoi about Singapore’s merger and separation. In critiquing Wodak’s (2006) approach to topoi, Žagar (2010) argues for the Toulmin model because it is a structured and systematic way of reconstructing arguments, which helps to understand how arguments can create persuasive rhetoric. Topoi are “content-related warrants or conclusion rules which connect the argument or arguments with the conclusion, the claim. As such, topoi justify the transition from argument(s) to conclusion” (Žagar, 2010: 5).


    Toulmin (2003) proposes three basic components in arguments: claim, grounds and warrants. Claim means the position argued for or against, and it can be regarded as the conclusion of the argument. Grounds are data, evidence or reasons to reinforce the claim. Warrants are the principal or chain of reasoning to justify the connection between the grounds and the claim. They “register explicitly the legitimacy of the step involved and refer it back to the larger class of steps whose legitimacy is being presupposed” (Toulmin, 2003: 92). The degree of persuasiveness in arguments increases if additional components are included, and these are backings, qualifiers and rebuttals. Backings provide the authority to strengthen the grounds. Qualifiers modify the certainty of the claim, warrant and backing. Rebuttals are reservations to the claim and are instances where the claim might not be true. Figure 1 demonstrates how these components are linked.
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      Figure 1: Toulmin’s model of argumentation.

    


    The analysis also examines lexicogrammatical features in the arguments, primarily the use of adjectives, nouns and verbs. Their paradigmatic choice presumes alternatives, which leave ideological traces. Historical episodes may be “reworded” as part of political and social struggles (Yoong, Tan and Ng, 2013: 235) and the choice of lexicogrammatical features can influence how historical episodes are portrayed. For instance, the clause The Federal Government separated Singapore from Malaysia identifies the Federal Government as the agent who has power or blame while the clause Singapore was separated from Malaysia absolves the agent. Other nouns can reword the agent, such as “Government” or “Alliance Party” and other verbs, such as “expel” or “remove” can reword “separated”. The analysis also examines intertextual features, the implicit or explicit references to other texts (Fairclough, 1992). How these lexicogrammatical and intertextual features are deployed can indicate which perspective permeates in the textbook. Since the textbook is in Malay, the researchers translated the excerpts from Malay into English and a native user verified the translations.


    Formation of Malaysia


    The examination of the arguments before Singapore’s separation helps to understand why Singapore had to leave Malaysia. Although not stated, the general motif in the section about the formation of Malaysia is “hope”. The previous chapters describe how the leaders and residents of Malaya, Sabah, Sarawak and Singapore experienced hardship under various colonial powers, World War II and leftist insurgency. The formation of Malaysia meant autonomy, power and unity for its people. The textbook presents two claims to describe the formation of Malaysia, which emphasise its advantages (Claim 1) and the response that it provoked (Claim 2).


    Claim 1: A federated Malaysia will create political stability, economic prosperity and social cohesion


    The textbook presents Claim 1 using a temporal shift, as if students are in the past and do not know the future. The claim predicts a number of consequences, which realise the grounds of the federation: (i) to hasten independence, (ii) to create ethnic balance, (iii) to advance development, and (iv) to create safety and stability. These objectives are presented in Excerpt 1.


    Excerpt 1: Objectives of the federation1


    
      Hasten independence


      
        	The small size of Singapore and the extremely low population of Sarawak, Sabah and Brunei make it difficult to attain independence by themselves from the British


        	To hasten the independence of Singapore, Sarawak, Sabah and Brunei

      


      Ethnic balance


      
        	To balance the Malay and bumiputera population with the non-bumiputera population in the Federation of Malaysia

      


      Socio-economic development


      
        	To create a wider market economy


        	To consolidate human and natural resources among the states of the federation


        	To abolish tax barriers among the federated states


        	To ease efforts to attract foreign investors


        	To improve the quality of life of citizens in Sarawak, Sabah and Brunei

      


      National safety and stability


      
        	To save Singapore and Sarawak from the communists

      


      (p. 205)

    


    The lexicogrammatical features depict that only benefits can arise from the federation. The verbs are mostly action-oriented and create improvements: to hasten (independence) (Mempercepat kemerdekaan), to create (a wider common market) (Mewujudkan satu kawasan pasaran ekonomi…), to consolidate (human and natural resources…) (Menyatukan sumber tenaga manusia dan sumber asli), to abolish (tax barriers) (Menghapuskan sekatan cukai), to ease (efforts to attract foreign investments) (Memudahkan usaha untuk menarik pemodal luar), and to improve (lives) (Memajukan taraf hidup rakyat). These verbs eliminate the agent and the temporal frame, which introduce a sense of inevitability for the federation and its purported improvements.


    Quantifiers are also noted, where “small size” and “extremely low population” (Saiz…yang terlalu kecil) imply a relative lack of authority and power, but these can increase when consolidated as a part of a greater country. The phrase “to balance ethnic groups” (Mengimbangi penduduk) shows a desire to equalise small and large groups. Other phrases, such as “to create a wider common market” (Mewujudkan satu kawasan pasaran ekonomi yang lebih luas) and “to consolidate human and natural resources” (Menyatukan sumber tenaga manusia dan sumber asli) introduce security in large numbers and expands wealth. The textbook lacks intertextual references for some of the consequences perhaps because they were conjectural.


    Some background is required to understand Claim 1. Through various media, Malaysians have been informed that colonial powers transformed the political and social environment for the worse (Rajandran, 2013). Communism is also a vilified ideology in Malaysia. It is linked to instability and militancy, and considered a national threat, although the communists also helped the struggle for independence (Kua, 2011). From Excerpt 1, the warrant or topoi can be formed: Beneficial objectives in the creation of the federation will lead to political stability, economic prosperity and social cohesion. The textbook provides no rebuttal for the claim.


    Claim 2: The formation of Malaysia had overwhelming support


    Claim 2 employs three grounds: (i) The residents and leaders of the four territories (Malaya, Sabah, Sarawak, Singapore) welcomed the federation and endorsed it because they would enjoy political stability, (ii) the merger enables economic prosperity and social cohesion, and (iii) the British and American governments supported the federation as it would curtail communism (Excerpt 2). The textbook also features explicit intertextual references through newspaper excerpts, as in Excerpt 3.


    Excerpt 2: Support for the federation2


    
      a. Tunku Abdul Rahman’s speech is regarded as the idea about the formation of the Federation of Malaysia. This idea was received positively by the leaders of the involved states.


      (p. 203)


      b. The Federation of Malaysia also received reactions from political parties in Singapore. The People’s Action Party (PAP) under Lee Kuan Yew’s leadership welcomed the formation of the Federation of Malaysia. This idea could save the party from being dominated by left-wing parties.


      (p. 206)


      c. Generally, the residents of Malaya, Sabah, Sarawak and Singapore accepted the principles of the Federation of Malaysia.


      (p. 211)


      d. The Federation of Malaysia received the support of the British and American governments. Both superpowers believed that the federation can hasten the independence of Singapore, Sarawak, Sabah and Brunei.


      (p. 213)

    


    Excerpt 3: Intertextual references3


    
      Berita Harian (newspaper) headline: Greater Malaysia: Tengku’s proposal receives support


      (p. 204)


      “That this House agreeing in principle with the concept of Malaysia comprising the eleven States of the federation, the States of Singapore and Brunei and the territories of North Borneo and Sarawak, endorses the Government’s initiative in taking action for its realization, the progress of which will be reported to the House by the Honorable Prime Minister from time to time…” Parliamentary Debate, October 16, 1961, Vol. III(16)


      (p. 203)

    


    The textbook introduces another explicit intertextual reference through the Singapore referendum (Excerpt 4). It states that the Malaysian Department of Information reported that over 71% of Singaporeans voted for Alternative A. While 25.8% of votes were spoilt, the remaining votes were shared by Alternatives B and C. The referendum did not provide a choice for voters to oppose the federation. It is a fait accompli but Singaporeans are projected as the decision-makers who favoured and therefore voted for merger.


    Excerpt 4: Alternatives in Singapore referendum


    
      Alternative A


      I support merger giving Singapore autonomy in labor, education and other agreed matters as set out in Command Paper No. 33, 1961, with Singapore citizens automatically becoming citizens of Malaysia.


      Alternative B


      I support complete and unconditional merger for Singapore as a state on an equal basis with the other eleven states in accordance with the Constitutional documents of the Federation of Malaya.


      Alternative C


      I support Singapore entering Malaysia on terms no less favorable than those given to the Borneo territories.


      (p. 207)

    


    From Excerpts 2–4, the warrant can be formed: The strength of a movement is dependent on its number of supporters. The textbook has several instances of specific groups making the federation their objective. Yet, the textbook provides some rebuttals. Although most groups wanted the federation, some groups did not want it, notably conspiracy theorists, communists or Sulu Sultanate supporters, as seen in Excerpt 5.


    Excerpt 5: Rebuttal to Claim 24


    
      However, the Socialist Front and the Singaporean People’s Party considered the federation a British plan to maintain their influence.


      (p. 206)


      Indonesia initially supported the Federation of Malaysia…Despite this, Indonesia changed its stance because it was influenced by the Communist Party of Indonesia (PKI) which accused the federation of neocolonialism. In truth, PKI felt threatened by the formation of the Federation of Malaysia, which would restrict its influence… The Philippines also opposed the federation because it claimed that Sabah was part of the Sulu Sultanate. However, the British did not entertain this claim because it had no basis.


      (p. 212)

    


    The phrase, “in truth”, comes after explaining PKI’s accusation. It implies that the prior statement is not the truth and the “truthful” alternative discloses PKI’s insecurities. Excerpt 5 favours certain interpretations. Those who did not support Malaysia were suspicious (it is a British conspiracy), psychologically insecure (the Indonesians feel threatened) and greedy (the Philippines wants territory). These interpretations posit an ingroup-outgroup dichotomy, where the ingroup is “good” for wanting political, economic and social progress, but the outgroup is “bad” for obstructing it. The ingroup represents the future and its benefits while the outgroup represents the past and does not wish change to happen. Therefore, the formation of Malaysia is the future and most groups accept it, except some who remain in the past.


    SEPARATION OF SINGAPORE


    While the textbook’s earlier section explains the formation of Malaysia positively, the separation of Singapore from Malaysia is marked negatively. Singapore and particularly Lee Kuan Yew are portrayed as antagonistic to the Federal Government. The textbook justifies Singapore’s separation through a claim with four grounds: (i) Singapore created economic problems for Malaysia, (ii) Singapore wanted a Malaysian Malaysia, (iii) PAP’s leadership created ethnic strife, and (iv) PAP had discords with the Alliance Party. These grounds are further elaborated, as shown in Excerpt 6.


    Excerpt 6: Singapore exhibits antagonistic behaviours5


    
      Economic problems


      
        	Singapore demanded that its status as a center of industry, trade and free port not be contested by the federal government


        	Singapore demanded tax privileges from the federal government

      


      Malaysian Malaysia concept


      
        	Singapore demanded equal rights for all people regardless of race


        	Singapore denied the monarchy and opposed the special privileges of the Malays and bumiputeras

      


      Ethnic riots


      
        	Many statements issued by PAP leaders incited racial sentiments


        	The racial riots in Singapore jeopardized national security

      


      Disagreements between the Alliance Party and PAP


      
        	PAP accused the Malaysian Chinese Association (MCA) of not representing the interests of the Chinese


        	PAP contested against the Alliance Party in the 1964 elections in Peninsula Malaysia

      


      (p. 226)

    


    Certain lexicogrammatical features indicate agency in the grounds. Singapore and PAP perform detrimental activities, as seen in the action-oriented verbs: demanded (tax privileges) (menuntut keistimewaan cukai), denied (the monarchy) (menafikan institusi raja), and incited (racial sentiments) (membangkitkan sentimen perkauman). Singapore troubled the Federal Government by acting subversively. Singapore and PAP also seemed to be anti-Malay and therefore racists (made hurtful ethnic remarks that caused ethnic unrest, questioned the monarchy, special privileges and the MCA), greedy (demanded tax privileges) and self-centered (would not share wealth).


    Singapore contested the Federal Government because the latter’s political and social policies did not match the former’s vision for Malaysia. Singapore overextended itself and wanted to determine how the country was administered. PAP, a multiethnic party, is seen as a Chinese party because it criticised MCA, a professed Chinese-based party. PAP is also made to be isomorphic with Singapore and the activities of the party become the activities of the territory. PAP is identified as representing a Chinese-dominated Singapore, which is antagonistic to a Malay-dominated Malaysia. The textbook provokes an ethnic dimension to distinguish Malaysia and Singapore, and diverts the focus from political and social problems.


    Some background is required to understand the grounds. The Malay monarchy symbolises Malay dignity, heritage and status. Special privileges were accorded to the Malays and bumiputeras in education and employment to improve their economic status. The monarchy and special privileges were enshrined in the Constitution of Malaysia (Articles 32, 153 and 181). Any question about their legitimacy, such as Singapore’s Malaysian Malaysia, is equated to treason because it is believed to threaten the country’s founding principles. Singapore was not in line with the other territories because it questioned the monarchy and special privileges. Singapore became a threat to the status quo, which justifies its separation. Opinions, which are explicit intertextual references, are introduced as backing, as in Excerpt 7.


    Excerpt 7: Intertextual references6


    
      PAP and its leader, Lee Kuan Yew often disputed the provisions enshrined in the Constitution of Malaysia. Lee Kuan Yew also intended to take over the role of MCA which represents the Chinese. Upon these considerations, the Prime Minister of Malaysia, Tunku Abdul Rahman decided to expel Singapore from the Federation of Malaysia. The Declaration of the Separation of Singapore was made in parliament on 9th August, 1965.


      (p. 227)


      In summarizing his actions, Tunku Abdul Rahman explains, “… if we did not split up, there will be horrendous murders…”. Meanwhile, Tun Abdul Razak, commenting on the same issue, said that expelling Singapore is akin to removing a thorn from the flesh. Clearly, the separation of Singapore from Malaysia is to ensure harmony, safety and unity among Malaysians of various races.


      (p. 228)

    


    The opinions of PAP, Lee Kuan Yew, and other Malaysians and Singaporeans about the separation are excluded. The opinions of two prominent politicians, Prime Minister Tunku Abdul Rahman and future Prime Minister, Tun Abdul Razak are included, and their opinions render Singapore a problematic territory. The textbook cites the present and future Prime Minister to convey their agreement and the coherence of opinions to expel Singapore. The leaders unanimously believed that to retain Singapore meant more ethnic strife. The textbook displays a bias through the word “clearly”, which designates the indisputability of the opinions.


    The warrant of the argument can be reconstructed: Bad partners must be expelled from the group. Singapore became dangerous by exhibiting antagonistic behaviours towards the Federal Government, which justified its separation. Singapore was the cause of its separation from Malaysia and the Federal Government should not be blamed. Instead, it exercised caution by removing Singapore to save the rest of Malaysia.


    DISCUSSION AND CONCLUSION


    The article has identified three major warrants about Singapore’s merger and separation in the Malaysian Form 3 history textbook. These are: (i) beneficial objectives in the creation of a federation will lead to political stability, economic prosperity and social cohesion, (ii) the strength of a movement is dependent on its number of supporters, and (iii) bad partners must be expelled from the group. These warrants contain implicit positive-negative binary consequences, where great objectives can only be met if partners work together in large numbers and partners who would not cooperate are removed. Singapore was an enthusiastic partner but became a distrusted partner of the Federal Government. Since Singapore became antagonistic, its separation was inevitable. The warrants present Singapore favourably to justify the formation of Malaysia but unfavourably to justify its separation. Singapore is valued as long as it and the Federal Government are aligned. Inadvertently, the textbook states that Malaysia is workable if its component territories are amenable to the Federal Government. Interestingly, Singaporean history textbooks and other historical sources (e.g. Stockwell, 2004) depict the merger and separation in another way.7


    The textbook cumulatively presents more aggregated data, backed with selected granular data. It contains more one dimensional analysis (aggregated data) than artifacts about the merger and separation (granular data). Where available, the artifacts are selected opinions while other opinions are absent, and the source of opinions creates a one-sided portrayal of historical episodes and their participants. The textbook does not seem to encourage students to explore holistic data and to develop their personal interpretation of history. Even if they did, their interpretation should be in line with the official narratives. Hence, the realisation of alternative interpretations is discounted from the textbook and other perspectives are not considered.


    This approach to history may stifle students’ critical thinking abilities. As Hobsbawn (1997 in Haydn et al., 2015: 17) reflects, “why do all regimes make their young study some history in school? Not to understand society and how it changes, but to approve of it, to be proud of it, to be or become good citizens”. The history textbook is recruited by the state to achieve the socialisation of students as responsible and compliant citizens who would be proud of their country and contribute to maintain its ideals.


    Improvements to history textbooks are desirable although there may be obstacles because understandably, the state prefers to control the narratives to retain its influence on citizens. The article provides four proposals to improve history textbooks and to inculcate critical thinking. Firstly, the primary purpose of the textbook should be to enlighten students about various countries, their historical episodes and important participants but it should be moderated by informed and sensible skepticism. Students must have access to more granular data to form their own aggregated opinions of historical episodes. They should be taught about the complexity of history, which can be broached from multiple angles (Haydn et al., 2015).


    Secondly, students must know that history is shaped by ideological forces, which are prone to bias. History scholars have a shared consensus about history as devoid of objectivity and neutrality (Carr, 1962). Therefore, what should history textbook authors do? One option is to equip students with theoretical and philosophical frames of reference. If history is seen as an investigative process, then students should be encouraged to acquire thinking skills to triangulate data (Carr, 1962) and to achieve more informed conclusions, as promoted in the Malaysian Education Blueprint (Ministry of Education Malaysia, 2013).


    Thirdly, the authors should be wary of the types of topoi, data and claims because these can convey one-sided realities about historical episodes. They should try to be neutral and incorporate extra artifacts (e.g. printed documents, visual and audiovisual records), even if these artifacts harbour contrary opinions to those that the textbook espouses. The introduction of these artifacts helps to formulate neutral claims and warrants. Complex rebuttals should also be available to furnish extra details. Lastly, the authors should mitigate bias by being aware of their use of lexicogrammatical and intertextual features because their representation and evaluation can shape the mental schemas of students. By implementing these four proposals, the quality of history textbooks could improve.


    NOTES


    1.Excerpt 1: Objectives of the federation


    
      Mempercepat kemerdekaan


      
        	Saiz Singapura dan jumlah penduduk Sarawak, Sabah dan Brunei yang terlalu kecil menyukarkan usaha memperoleh kemerdekaan secara bersendirian daripada British


        	Mempercepat kemerdekaan Singapura, Sarawak, Sabah dan Brunei

      


      Keseimbangan kaum


      
        	Mengimbangi penduduk Melayu dan bumiputera dengan bukan bumiputera dalam Persekutuan Malaysia

      


      Memajukan sosioekonomi


      
        	Mewujudkan satu kawasan pasaran ekonomi yang lebih luas


        	Menyatukan sumber tenaga manusia dan sumber asli di kalangan negeri dalam persekutuan


        	Menghapuskan sekatan cukai di kalangan negeri persekutuan


        	Memudahkan usaha untuk menarik pemodal luar


        	Memajukan taraf hidup rakyat Sarawak, Sabah dan Brunei

      


      Keselamatan dan kestabilan negara


      
        	Menyelamatkan Singapura dan Sarawak daripada jatuh ke tangan komunis

      


      (p. 205)

    


    2.Excerpt 2: Support for the federation


    
      a. Ucapan Tunku Abdul Rahman dianggap sebagai idea penubuhan Persekutuan Malaysia. Idea ini mendapat sambutan positif daripada pemimpin-pemimpin wilayah yang terbabit.


      (p. 203)


      b. Gagasan Persekutuan Malaysia juga mendapat reaksi daripada parti-parti politik di Singapura. Parti Tindakan Rakyat (PETIR) pimpinan Lee Kuan Yew mengalu-alukan gagasan Persekutuan Malaysia. Gagasan ini dapat menyelamatkan parti tersebut daripada dikuasai oleh parti-parti berhaluan kiri.


      (p. 206)


      c. Secara keseluruhannya, penduduk di Persekutuan Tanah Melayu, Sabah, Sarawak dan Singapura menerima prinsip gagasan Persekutuan Malaysia.


      (p. 211)


      d. Gagasan Persekutuan Malaysia mendapat sokongan daripada kerajaan Britain dan Amerika Syarikat. Kedua-dua kuasa besar ini menganggap gagasan Persekutuan Malaysia dapat mempercepat proses kemerdekaan Singapura, Sarawak, Sabah dan Brunei.


      (p. 213)

    


    3.Excerpt 3: Intertextual references


    
      Melayu Raya: Chadangan Tengku dapat sambutan


      (p. 204)

    


    4.Excerpt 5: Rebuttal to Claim 2


    
      Walaupun begitu, Barisan Sosialis dan Parti Rakyat Singapura menganggap gagasan Persekutuan Malaysia sebagai satu rancangan pihak Britain untuk mengekalkan pengaruhnya.


      (p. 206)


      Indonesia pada mulanya menyokong gagasan Persekutuan Malaysia…Walaupun begitu, pendirian Indonesia berubah kerana terpengaruh dengan dakyah oleh Parti Komunis Indonesia (PKI) yang menuduh gagasan tersebut sebagai neokolonialisme. Sebenarnya, PKI berasa tergugat dengan pembentukan gagasan Persekutuan Malaysia yang akan menyekat pengaruhnya… Filipina juga menentang gagasan Persekutuan Malaysia kerana mendakwa Sabah adalah sebahagian daripada wilayah Kesultanan Sulu. Namun, pihak British tidak melayan tuntutan tersebut kerana tidak berasas.


      (p. 212)

    


    5.Excerpt 6: Singapore exhibits antagonistic behaviours


    
      Masalah ekonomi


      
        	Singapura menuntut agar statusnya sebagai pusat perindustrian perdagangan dan pelabuhan bebas tidak disaingi oleh kerajaan pusat


        	Singapura menuntut keistimewaan cukai daripada kerajaan pusat

      


      Konsep Malaysian Malaysia


      
        	Singapura menuntut hak sama rata untuk semua rakyat tanpa mengira kaum


        	Singapura menafikan institusi raja dan menentang hak istimewa orang Melayu dan bumiputera

      


      Rusuhan kaum


      
        	Banyak kenyataan yang dikeluarkan oleh pemimpin PETIR membangkitkan sentimen perkauman


        	Rusuhan kaum yang berlaku di Singapura menggugat keselamatan negara

      


      Pertikaian Parti Perikatan – PETIR


      
        	PETIR menuduh MCA tidak mewakili kepentingan kaum Cina


        	PETIR bertanding menentang parti Perikatan dalam pilihan raya pada tahun 1964 di Semenanjung Malaysia

      


      (p. 226)

    


    6.Excerpt 7: Intertextual references


    
      PETIR dan pemimpinnya iaitu Lee Kuan Yew sering mempertikaikan peruntukan yang telah termaktub dalam Perlembagaan Malaysia. Lee Kuan Yew juga berhasrat mengambil alih peranan parti MCA yang mewakili kaum Cina. Atas pertimbangan inilah Perdana Menteri Malaysia, Tunku Abdul Rahman membuat keputusan untuk menyingkirkan Singapura daripada Persekutuan Malaysia. Pengisytiharan Pemisahan Singapura dari Malaysia dibuat di parlimen pada 9 Ogos 1965.


      (p. 227)


      Dalam merumuskan tindakan beliau, Tunku Abdul Rahman menjelaskan, “… jika kita tidak berpisah, sudah pastilah akan berlaku pembunuhan yang menggerunkan…”. Sementara itu, Tunku Abdul Razak dalam mengulas perkara yang sama, beliau menyatakan tindakan memisahkan Singapura sebagai menyingkirkan duri dalam daging. Jelasnya, pemisahan Singapura daripada Malaysia adalah untuk memastikan keharmonian, keselamatan dan perpaduan rakyat Malaysia yang terdiri daripada pelbagai kaum.


      (p. 228)

    


    7.While the textbook credits Tunku Abdul Rahman for conceiving the concept of the federation, and Lee Kuan Yew agreed to it, other sources indicate alternative and complex realities. Stockwell (2004) explains how Lee Kuan Yew sent Tunku Abdul Rahman a confidential paper to propose the merger on 9 May, 1961. Lee feared revolts from radicalised parties, which threatened national and regional security. Yet, Tan (2011) argues for the British policymakers, who wanted the merger to establish one independent country.
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    ABSTRACT


    A booming middle class, new attractive study destinations and a resulting shift in student mobility trends have recently established a new dynamic in international higher education. To stay competitive, countries apply marketing strategies to promote and “sell” their higher education to international students-cumcustomers. With the growing use of the Internet to research study destinations, the role of online channels in higher education promotion is becoming increasingly important. The current study investigates the case of Malaysian higher education branding in cyberspace. By applying content analysis to the two major higher education online platforms, this study identifies the core brand values of Malaysian higher education and evaluates their coherence. The research findings demonstrate that both platforms combine nation and higher education branding efforts to create a harmonised image of the national higher education system. Additionally, several suggestions are made concerning the optimisation of the architecture and information presentation of the websites to enhance their attractiveness for users. Finally, the necessity of further investigation into higher education branding for the successful implementation of internationalisation policies in Malaysia is emphasised.


    Keywords: Malaysia, higher education, nation branding, core brand values, online branding


    INTRODUCTION


    According to the recent PricewaterhouseCoopers Report (Hawksworth and Chan, 2015), the world will see a major shift in economic power to Asia over the next 30 years. Similarly, Asia will transform the higher education sector and set new transnational mobility trends. The notion of Asia changing its role from supplier of students to provider of higher education has been broadly discussed in recent academic discourse. With the rapid growth of higher education as a lucrative business and revenue generator for state budgets, governments in Asia adopt a wide range of strategies to make higher education attractive for international students, including branding, marketing campaigns and easing of immigration regulations.


    One of the most recent studies on international student destination choice has revealed the growing role of online channels in the search for study destinations (Howard, 2013). According to the findings of Howard (2013), more and more students use predominantly or even exclusively Internet sources while researching their higher education opportunities abroad. Thus, online information channels should be given priority among marketing tactics to attract foreign students.


    Malaysia is a prominent example of an emerging higher education provider, aiming at attaining its ambitious goal of becoming a global education hub with 200,000 tertiary students arriving from abroad by 2020. Moreover, higher education has a big share in the national branding of Malaysia, helping it “stand out” in the global arena. As online research has been gaining increased attention among international students, Malaysia established two online platforms that are used to promote national higher education. The platforms, which have similar functions of providing potential students with information on study opportunities in Malaysia, also contribute greatly to creating an image, or brand, of the national higher education with its specific characteristics. This projected image can, to a large extent, affect the decision-making process of prospective students. Hence, it is of utmost importance for the government to send a clear and distinctive image of Malaysian higher education through these online channels.


    The question invoked by the above described context is what does the higher education brand that is created by these online channels look like, and is the communicated image harmonious and clear. The current paper explores the main values and characteristics the two online platforms www.studymalaysia.com and www.educationmalaysia.gov.my present to the Internet audience to promote higher education in Malaysia. The empirical part of the research is based on data obtained from the websites www.studymalaysia.com and www.educationmalaysia.gov.my. Additionally, a comparison of the main values and characteristics of the Malaysian higher education system that is communicated by the websites is carried out to assess their coherence1. Conceptually, the paper is linked to the literary discourse about nation branding and higher education branding with a special focus on strategies used by states to succeed in it.


    The paper aims to fill the gap of existing literature on higher education branding initiatives, underlining the growing importance of online brand communication, which is often overseen both in the academic discourse and by policymakers and marketers. Furthermore, the results of the empirical analysis and comparison of the two websites can serve as a reference point and basis for improvements in the higher education branding strategies in Malaysia. This paper has been divided into four parts. The first part addresses the theoretical dimension of the research, giving a brief synopsis of the relevant literature and study context. The second part concentrates on the methodology applied in this study. The third section presents the findings of the study and is followed by a brief conclusion and discussion. The final part establishes an agenda for future research on the study topic.


    LITERATURE REVIEW AND STUDY CONTEXT


    Defining Nation Branding


    Facing the sweeping power of globalisation, countries all over the world have been challenged to compete with one another to secure their place in the market. The same powers have spurred global higher education to transform and become more commercialised. Being a “public good” for centuries, national higher educations have recently faced the challenge of becoming more business-like to stay competitive. Marketing techniques, which had earlier been applied to products only, are now being adjusted to promote higher learning institutions. Universities and colleges employ marketing specialists by creating their own brands with logos, catchy mottos and other attributes of advertising campaigns we are used to seeing in TV commercials. Moreover, promoting national higher education has recently become a very important part of nation branding for many countries. As claimed by Sataøen (2015), “different higher learning institutions become part of nation branding practices as they are used to promote the country for foreign students, employees and other stakeholders”.


    Nation branding is widely referred to as a very complex and controversial concept, which sometimes has a negative aspect to it, being criticised for overemphasising the importance of commercialisation and marketing practices (Dinnie, 2015). Nevertheless, more and more countries across the globe are turning to nation branding as the means of enhancing their competitive power. As argued by Anholt (2005), a practicing consultant on nation branding matters and one of the leading authorities in the field worldwide, “a powerful nation brand provides a crucial competitive advantage” for a country. While nation branding is considered to be a recent phenomenon, some authors claim that particular images or “brands” of countries have always existed. Anholt (2007) and Olins (2002), two major advocates of nation branding, share the opinion that the concept is not novel. Olins (2002) even claims that countries have been constantly “branding and rebranding” themselves throughout history. Another popular view on nation branding origins is its continuation of public diplomacy, a well-known concept of government-initiated practices directed at influencing the foreign public with the aim of advancing national interests and implementing foreign policies. Many authors research connections between the two concepts and their similarities and differences (Szondi, 2008; Gilboa, 2008). Some academics even relate nation branding to a concept of cultural diplomacy and argue that it helps to shape the collective identity of a country (Kaneva, 2011).


    Even though definitions of nation branding are manifold, the notions of the reputation and image of a country appear in most of them like a red thread. Therefore, the paper chooses to follow the definition given by Fan, who perceives nation branding as “a process by which a nation’s images can be created, monitored, evaluated and proactively managed to improve or enhance the country’s reputation among a target international audience” (Fan, 2006: 6). Fan also argues that even though the nation branding phenomenon has been widely discussed in academic literature, a sound conceptual framework of it is missing (Fan, 2006; Dinnie, 2015). Thus, he warns against misconception and interchangeable usage of the terms “identity”, “image” and “reputation” in relation to nation branding. While “identity” stands for the self-perception of a nation, image and reputation are both parts of the process of communication between national and international counterparts. The image of a nation, according to Fan, is “what a nation’s people want the world to understand is most central, enduring and distinctive about their nation”, while “reputation is a particular type of feedback received by the nation from the outside world, concerning the credibility of the nation’s identity claims” (Fan, 2006: 5).


    Many publications on nation branding focus on single countries and display a marketing approach towards the topic. In her classification of nation branding literature, Nadia Kaneva allocates these studies to the technical-economic category, where countries adopt nation branding strategies to enhance their competitive advantage in the global arena (Kaneva, 2011: 121). Most works in this category represent either success or failure stories of countries in nation branding endeavours.2 A number of authors also provide their view on the main reasons for countries to get involved in nation branding exercise, adopting new strategies and investing big sums of money in creating and advertising their “nation brands”. While renowned practitioners such as Anholt see the main advantage of nation branding in enhancing international competitiveness of a country, others such as Olins (1999) also see its importance in the remolding of the national identity. Fan (2006) and Dinnie (2015) claim that nation branding is necessary to strengthen the image of a nation abroad and to pursue the economic and political interests of the country.


    Higher Education Branding as a Part of Nation Branding


    In his book Nation Branding: Concepts, Issues, Practice (2015), Keith Dinnie notes the importance of outlining the industry sectors, in which the country may have a competitive advantage. According to Dinnie, sectors such as tourism, investment or education could be the main focus of nation branding initiatives. Education is indeed considered by many authors as an important part of nation branding (Sataøen, 2015; Gade, 2014). With globalisation forcing the higher education sector to transform and become more competitive, reputation and branding in higher education start to play a vital role. As Gray, Kim and Llanes (2003) claim, the branding of higher education institutions (HEIs) can be a powerful tool in providing competitive advantage to a country as a whole.


    Higher education branding as a part of nation branding is especially relevant for countries that prioritise higher education as one of their main economic drivers. Malaysia is a prominent example, with higher education as one of its “key economic areas” that should fully develop the country by 2020. Responding to the modern trends in the higher education realm such as internationalisation and excellence initiatives, Malaysian higher education has managed to transform itself into a major player on the global market (Samokhvalova, 2015). According to the Minister of Higher Education, Datuk Seri Idris Jusoh, the most recent report by UNESCO has placed Malaysia among the top 10 destinations for tertiary studies globally (Bernama, 2016). In 2014, Malaysia welcomed 135,000 international students from more than 160 countries, and Malaysia’s Higher Education Strategic Plan has set the objective to reach the threshold of 200,000 international students by 2020, which seems to be a realistic goal when considering the fast growth of the foreign student population in the country.3 In fact, several authors claim that Malaysia is rapidly shifting from a supplier of international students into a provider of higher education and is on its way to becoming “one of the critical markets” in international education (Hawthorne, 2008: 17; Mohd Ismail and Doria, 2014: 497).


    Ambitious plans of Malaysia to “go global” increase the importance of creating a positive image of higher education on the international market. Shaping a recognisable “brand” of Malaysian higher education and promoting it could significantly increase the inflow of students into the country. As Bourke claims, the educational reputation of a country is a decisive factor in the choice of study destinations by students (Bourke, 2000: 115, 124). Lately, the Internet has been gaining position as the main channel of educational promotion and student recruitment. According to a recent survey by Howard, online research plays the key role in “the discovery phase” of students’ search for study opportunities abroad. Importantly, national education promotion and a strong “brand” should be given priority because nine out of ten potential students search for a destination country and an appealing higher education system rather than for a specific school they want to attend (Howard, 2013). Thus, online student recruitment platforms should broadcast a clear and convincing image of higher education to persuade potential students.


    Malaysia has two websites launched by the government to promote higher education and provide practical information for potential students on topics such as visa regulations, applications and the enrolment process. These websites serve as “entry gates” into Malaysian higher education, which are used to communicate the positive image and advertise the Malaysian higher education brand. The current paper will analyse the websites www.studymalaysia.com and www.educationmalaysia.gov.my to identify the core values that compose this brand.


    RESEARCH METHODS AND METHODOLOGY


    Data for this paper are collected from two primary sources, both of which constitute Internet sources: www.studymalaysia.com and www.educationmalaysia.gov.my.Studymalaysia.com, an online marketing media for Malaysian HEIs, was launched in December 1998 on the initiative of the then Minister of Education and current Prime Minister of the country Najib Tun Razak. The website offers insights into the higher education system in Malaysia and provides information on higher learning institutions, study programmes and scholarship opportunities. As stated on the website, the chief aim of this platform is to “project the good image” of Malaysian higher education and promote studying in Malaysia locally and internationally.


    Educationmalaysia.gov.my is an official website of Education Malaysia Global Services (EMGS), a company that was founded and is wholly owned by the Ministry of Education Malaysia. The company itself and its website were launched in the beginning of 2013. Apart from providing information about studying in Malaysia, EMGS operates as a One-Stop-Center for international students by managing and processing student visas (also online via the website). Thus, the scope of services provided by educationmalaysia.gov.my is broad, and the aims of this platform, in addition to the promotion of Malaysian higher education, include monitoring of foreign students in the country and income generation through provision of extra services such as health insurance.


    Both text and visual materials presented on the websites were scrutinised during the empirical research phase. Organisational structure and information presented on the websites were also analysed to state which information units are given priority or special emphasis. The obtained data were analysed by employing the method of qualitative content analysis. According to Downe-Wamboldt, content analysis is “a research method that provides a systematic and objective means to make valid inferences from verbal, visual, or written data to describe and quantify specific phenomena” (Downe-Wamboldt, 1992: 314). A simpler definition of content analysis, which is offered by Opoku, Abratt and Pitt, describes it as “a technique for gathering and analysing the content of a text” (Opoku, Abratt and Pitt, 2006: 25). Compared to its quantitative counterpart, qualitative content analysis is more flexible in data sampling and provides for subjective interpretation of the content of text and visual data, identifying its meaning (Zhang and Wildermuth, 2009). Content analysis can be used on all types of written texts no matter where the material comes from, which is particularly relevant for the current research that uses texts and visuals obtained from the Internet.


    As Bengtsson describes in her latest work (2016), when applying the content analysis method, researchers have to choose between manifest or latent analysis. According to her, by applying manifest analysis, researchers describe the “visible and obvious” from the text, often referring back and citing the text units. In contrast, latent analysis is extended to an interpretive level in which the researcher seeks the underlying meaning of the text. In other words, manifest analysis operates at a “surface level”, staying closer to the text, while latent analysis allows researchers to interpret the extracted data and search for hidden meaning (Burnard, 1991; Bengtsson, 2016).


    The current paper aims to combine manifest and latent analyses to scrutinise the websites. This approach is defined by Hsieh and Shannon as summative content analysis, which at the first stage analyses the appearance of particular words and contents in textual material and later interprets the content (Hsieh and Shannon, 2005: 1283–1284). Thus, the paper first analyses the organisational structure and information architecture4 of the website, identifying the themes that are given priority. This is followed by the text analysis and interpretation in search of core brand values that are communicated by the online platforms. Information from the home page and all links and roots linked to the home page is copied into a text document, which is eventually coded so that the core values can be identified.


    Gylling and Lindberg-Repo describe core brand values as the heart of the brand, which should reflect the values of the organisation and include components that make the brand unique and valuable (Gylling and Lindberg-Repo, 2006: 264). These core values can also be described as main characteristics that make a brand distinctive and recognisable. In the context of higher education branding, core brand values are special features of higher education that are being presented to the broad audience with the aim of promoting higher education and attracting students. These core values form a brand identity. Harris and de Chernatony argue that brand identity is “an organisation’s ethos, aims and values that create a sense of individuality which differentiates a brand” (Harris and de Chernatony, 2001: 442). Many authors simply describe it as a message from the seller to the customer that presents a product/service (Goi, Goi and Wong, 2014: 61–62). Brand identity in higher education can be defined as a number of characteristics of the brand, which are presented to the students-cum-customers.


    By analysing the contents of these websites, the current paper has the goal of identifying the core brand values of Malaysian higher education and comparing the websites to uncover any patterns and define the brand identity of Malaysian higher education. A comparison of the core values will also help to assess the level of coherence of the brand values communicated by the different platforms in cyberspace5, which is crucial for creating a clear and persuasive higher education image.


    The main limitation of this research lies in the relatively small scope and homogenous nature of the data. Unfortunately, such data collection methods as interviewing and personal observations were not available to the author during the research process. However, the author plans to embark on further empirical research on the topic to obtain additional information for analysis and increase the validity of results.


    Moreover, qualitative content analysis method is fundamentally interpretative, which makes it subjective and biased. To reduce the level of subjectivity, the author attempts to keep a balance between the descriptive and interpretative parts of analysis while presenting the results. The paper follows the advice of Michael Quinn Patton, who claims that a good report should provide sufficient description to allow the reader to understand the basis for an interpretation and sufficient interpretation to allow the reader to understand the description (Patton, 2002: 503–504).


    RESULTS


    Study Malaysia Online


    The website www.studymalaysia.com (Study Malaysia Online) was launched on 28 December 1998 by the Ministry of Education and constitutes the first Malaysian online platform providing abundant information on higher education opportunities in the country. The main impulse for starting this website was driven by the major transformations in the higher education system of Malaysia at that time. With the privatisation and corporatisation reforms occurring in the mid-1990s, the number of private institutions, branch campuses of foreign universities and twinning programmes in the country mushroomed. As a result, a comprehensive information portal was needed to provide students with information about the fast-changing higher education system and to promote new institutions. Later, in line with the new governmental policy of turning Malaysia into a global higher education hub, the website became an online platform to recruit international students and promote the Malaysian higher education brand. Today, as it is stated in the “Corporate Information” section of the website, Study Malaysia Online aims at promoting Malaysian higher education locally and internationally “in line with the government’s vision to make Malaysia a centre of Educational Excellence”.


    The website contains information about various higher education providers including public and private universities, colleges and polytechnics, their study programmes and the facilities they offer. A search engine, placed directly on the homepage (first page), allows users to search for specific institutions and/or courses of interest. The homepage serves as a navigation page, which leads to various subpages with articles on the topic and displays a newsfeed on education issues6 and scholarship opportunities. Although the website interface is generally user-friendly and easily comprehensible, with links to subpages and interaction pages where users can sign up and create an account to easily access their search history and use additional online services, the homepage is overloaded with advertisement. Flashy oversized commercial banners of private universities and colleges pop up immediately at the opening of the webpage and occupy about two-thirds of the user’s screen. The banners are quite distracting and create an immediate impulse to close the website. Furthermore, they generate an image of the platform being overly commercial and concerned about advertising more than providing information. Thus, the organisational structure of Study Malaysia Online should be optimised. Clearly, advertising banners serve as a revenue generator and cannot be removed completely, but the homepage can be reorganised to appear more welcoming.


    Concerning information architecture, the website contains information on institutions and their programs, scholarships, articles about student life in Malaysia and tips for international students. The provided information is thorough and accurate. However, a major shortcoming of information presentation is the perplexing structure of the subpages. The section titled “Student Info & Guide” leads to the subpage for Malaysian students, while the Section “International Students” is the one containing the promised useful information for students. This can easily lead to confusion on the user side. In addition, the information provided by the platform is not balanced and is repetitive as similar articles appear in different sections on different pages. For example, the subsection “Higher Education in Malaysia” in the section for Malaysian students contains several of the same articles as the subsection “The National Education System” for international students. An easy solution in this case would be the restructuring of the website to avoid repetition and confusion among users.


    Regarding the issue of higher education branding on the website, the article “Studying abroad – where next? Your higher education opportunities in Malaysia” in the section for international students is of particular importance. The text resembles advertising brochures, enumerating Malaysia’s main achievements and the advantages of its higher education sector. The article is structured as a list of reasons for students to choose Malaysia as their study destination. The first paragraph of the text gives users a summary and outlines most of the core brand values, which are further repeated and emphasised in other subsections of the website:


    
      Malaysia welcomes all international students from primary to tertiary levels, offering quality education that is more affordable than you may have thought. In addition to home-grown schools and universities, Malaysia has world renowned international schools and universities setting up branch campuses in the country to provide world-class education opportunities to both Malaysian and international students.

    


    These lines describe higher education in Malaysia as having the following core values: quality, affordability, international reputation and excellence. Notably, affordability of education is given special attention in the article “Cost of studying and living in Malaysia”, which not only presents figures regarding Malaysia but also demonstrates its competitive advantage by comparing those costs with most popular student destinations, such as the USA, Australia and the UK. To summarise, the article argues that Malaysia is a real “value-for-money” option, as it offers abundant study options at low cost.


    Study Malaysia Online not only provides information regarding higher education sector but also promotes Malaysia as an attractive tourist destination country. To give an illustration, two articles narrate the fast development and achievements of Malaysia in the economic, political and social realms. For instance, the text with the title “Malaysia’s excellent accomplishments” depicts Malaysia as politically stable, economically prosperous and socially harmonious. Additionally, its international standing as “a role model for new industrialised nations” plays an important role in the promotion of the country, emphasising its good reputation and growing prominence as “a global participant in today’s world”.


    The core values of the Malaysian higher education brand, extracted from www.studymalaysia.com by means of analysing its textual materials, are illustrated in Table 1.7


    As observed in the Table 1, higher education in Malaysia is presented on www.studymalaysia.com as affordable education of high quality and international reputation. Additionally, Malaysia is portrayed as a progressive and fast-developing nation, balancing achievements in the economic sector with preserving cultural heritage and peace and stability among various nations, religions and cultures within its territory. Thus, Study Malaysia Online promotes both the national higher education and the country as a whole, combining higher education and nation branding efforts.


    Table 1: Core values of Malaysian higher education as a brand, communicated through www.studymalaysia.com8


    
      
        	
          Text unit

        

        	
          Core brand value

        
      


      
        	
          Quality of education is of global standard


          Quality education, assured by legislation


          [Malaysia] has a reputation as a provider of quality education

        

        	Quality
      


      
        	
          A regional education hub offering world-class education


          [Malaysia] provides world-class education opportunities to both Malaysian and international students


          Malaysia is ranked the world’s 11th most preferred education destination in the world among international students by UNESCO

        

        	
          Excellence, world-class

        
      


      
        	
          The affordable cost of quality higher education


          Low cost of living and affordable tuition fees


          Malaysia welcomes all international students from primary to tertiary levels, offering quality education that is more affordable than you may have thought

        

        	
          Affordability, value-for-money

        
      


      
        	
          The tremendous growth of the Malaysian higher education sector over the last two decades has helped to put Malaysia on the international playing field…


          World-renowned international schools … setting up branch campuses


          There are about 110,000 international students from more than 100 countries studying in Malaysia – testimony that Malaysia is a popular choice for international students

        

        	
          International reputation

        
      


      
        	
          Malaysia’s multi-faceted make-up


          The multicultural community of Malaysia supports the institutions’ aim to make its students global citizens


          Exciting multi-cultural environment

        

        	
          Diversity, multi-culturalism

        
      


      
        	
          Malaysia has evolved remarkably into a prosperous nation


          One of the most developed infrastructures in Southeast Asia


          It [Malaysia] has soared like an eagle, evolving into a high technology nation

        

        	
          Dynamism, rapid development

        
      

    


    Education Malaysia


    The website www.educationmalaysia.gov.my (Education Malaysia) was launched in February 2013 as an online platform of the Education Malaysia Global Services (EMGS) company. EMGS was established as a company limited by guarantee under Malaysian law and is wholly owned by the Ministry of Education. With the “boom” in the inflow of international students into the country around 2010, the government had to tighten the immigration regulations for students to cut the ever-increasing cases of visa fraud. In this context, EMGS was founded as an organisation that oversees student visa matters, including applications and renewal of student passes online. Moreover, since the new regulation that requires all foreign students to obtain a Student Pass at EMGS, www.educationmalaysia.gov.my is a must-visit for all international students planning to obtain higher education in Malaysia. Accordingly, the scope of website functions, in addition to promoting Malaysia as an education hub, includes processing and management of student visa issuing and tracking, facilitation of health insurance coverage and compulsory medical screenings upon arrival to Malaysia, and information services concerning HEIs and programmes for prospective students.


    As the primary function of the website is the facilitation of student visa applications, the home page of www.educationmalaysia.gov.my immediately directs students towards the online application form. Additionally, a search engine is placed on the homepage that allows prospective students to browse higher learning institutions and courses offered in Malaysia. Both homepage and consumption pages, containing information about visa application, study opportunities and living in Malaysia, are user-friendly and simple to navigate. Furthermore, the subsections “Five easy steps to study in Malaysia” and “FAQ (Frequently asked questions)” deserve high praise for presenting useful information in an easy-to-comprehend and well-structured way. Unlike the Study Malaysia Online platform, the Education Malaysia website does not contain advertising banners, which in combination with the appearance of the Ministry of Education logo on every webpage makes the platform appealing to users as an official and therefore reliable source of information.


    As far as information architecture is concerned, the website provides details on educational opportunities and advantages of living in Malaysia in separate categories such as “Plan Your Studies”, “Why Malaysia” and “Lifestyle”. Although the articles within these categories are well-structured, there is an imbalance in terms of the number of articles that are subsumed under each category. Comparatively, the “Plan Your Studies” category has only three article that explain the different types of higher education institutions in the country while “Why Malaysia” and “Lifestyle” each contains four articles with numerous “catchy” pictures of Malaysia’s main attractions. The category of “Why Malaysia” consists of the subsections “Quality Education”, “Reasonable Cost of Living” and “Safe and Stable Environment”, only two of which are concerned with higher education in the country. In consequence, this imbalance shifts attention away from the promotion of Malaysian higher education. Additionally, a general overview of the historical development of higher education in Malaysia is missing from the website materials.


    In contrast, the articles dealing with the promotion of Malaysia as an attractive country are numerous and accompanied by large-sized colourful visuals. The obvious focus of the section “Lifestyle” lies in promoting Malaysia as an appealing tourist destination rather than an education hub because of subsections such as “Paradise for Food Lovers” or “Holiday Attractions”. Furthermore, a separate article in the section “Why Malaysia” is dedicated to depicting Malaysia as one of the world’s most peaceful and politically stable country that offers both a dynamic environment and cosmopolitan lifestyle for students. To summarise, the focus of information in the website lies on the nation branding of Malaysia. This could be because the platform is mostly directed at students who have already made a decision about studying in Malaysia and are about to embark on their visa application procedure. Thus, they would rather focus on information about student visa application process and guidelines for living in the country.


    Table 2: Core values of Malaysian higher education as a brand, communicated through www.educationmalaysia.gov.my9


    
      
        	
          Text unit

        

        	
          Core brand value

        
      


      
        	
          The country’s Ministry of Higher Education monitors all institutions to ensure they adhere to the highest standards


          Many students … found Malaysia to be the ideal choice to obtain a high-quality degree


          We [in Malaysia] offer excellent internationally-recognised qualifications

        

        	Quality
      


      
        	
          The affordable cost of quality tertiary education is one of many good reasons why international students choose Malaysia


          One of the main attractions Malaysia holds for foreign students is the affordability factor


          Aside from affordable tuition fees, another great reason to study in Malaysia is the relatively low cost of living

        

        	
          Affordability

        
      


      
        	
          Malaysia is one of the world’s most peaceful and politically stable countries


          The fruit of decades of industrial growth and political stability


          An atmosphere of mutual respect and tolerance

        

        	
          Peace and stability

        
      


      
        	
          An often-cited role model for other nations on the road to development


          Malaysia boasts of being one of Southeast Asia’s most vibrant economies


          There are strong foundations, on which Malaysia can rely as it moves ahead with efforts to become a high-income, innovation-based society

        

        	
          Dynamism

        
      


      
        	
          The stable relationships between the ethnic groups


          Preservation of the balance between the main ethnic groups and access to the national wealth have been delicately balanced with concessions and compromises


          The structure of government allows the diversity of the country’s peoples and regions, its long-standing traditions, its contemporary pluralism and its sense of consensus to be encompassed within the political system

        

        	
          Diversity, multi-culturalism

        
      

    


    After applying the latent content analysis method to the texts on www.educationmalaysia.gov.my, the following core values of higher education in Malaysia are identified: quality, affordability, peace and stability, dynamism and diversity. Examples of the text units that provide these core values are outlined in Table 2.


    As seen from Table 2, Education Malaysia does not emphasise such values as “world-class” or “international reputation” in communicating the Malaysian higher education brand but rather promotes affordability and quality. In contrast, nation branding of Malaysia is given priority on the website, with such latent core values as “peace and stability” and “dynamism” among the most frequently incorporated in texts.


    By comparing www.studymalaysia.com and www.educationmalaysia.gov.my, their similarities and differences in terms of organisational structure and content are revealed. Both websites declare Malaysian higher education promotion as one of the main objectives. Although the Education Malaysia webpage is better structured and presents a user-friendly interface and navigation, it does not contain such detailed information on the higher education system as www.studymalaysia.com. It can be assumed that if Study Malaysia Online follows the recommendations of this paper and restructures several subsections of its website to avoid confusion, it would be a better platform for higher education promotion than its counterpart. Regarding its wider scope of functions and provision of services, www.educationmalaysia.gov.my is more oriented towards users who are either searching for the first introduction to Malaysia as a study destination or who are already close to enrolling themselves as students. As a result, the website contains practical information on visa application procedures and an overview of the main attractions of Malaysia rather than detailed information about the higher education system. In this regard, the two websites appear to complement each other and avoid duplicating the same information.


    A comparison of the core brand values communicated by the two websites reveals their harmonisation. To a large extent, the same core values have been used to promote higher education and Malaysia as a study destination. However, the difference can be observed in the focus of the websites on different values. Thus, www.studymalaysia.com emphasises “world-class” and “international reputation”, while www.educationmalaysia.gov.my focuses more on nation branding, promoting Malaysia as a “dynamic”, “diverse” and “peaceful” country. This implies that the Education Malaysia’s portal places greater emphasis on the promotion of the country as a tourist destination which would appeal to those students who are searching for a combination of educational and touristic experiences.


    CONCLUSION AND DISCUSSION


    The current study was conducted with the aim of analysing the two major online platforms for higher education promotion in Malaysia and determining the core values of the national higher education brand. The following core values of the higher education brand have been identified: quality, affordability, international reputation and excellence. Additionally, the websites promote the image of Malaysia as a dynamic, diverse and peaceful country. The research has found that the two websites communicate the same core values, thus creating a coherent and clear image of the higher education and the country as a whole. It is evident from the study that both platforms combine efforts of nation and higher education branding. This tactic is considered effective because international students tend to focus on what a destination country has to offer to them apart from higher education.


    The only major difference between the two platforms lies in terms of information that is being communicated. While www.studymalaysia.com provides abundant information about the higher education system, www.educationmalaysia.gov.my puts more effort into nation branding by advertising tourist attractions and modern lifestyle of Malaysia.


    This research provides a useful analysis of the online platforms, which create and communicate the Malaysian higher education brand in cyberspace. Moreover, the findings of this study have a number of practical implications and suggestions for the stakeholders in the higher education sector of Malaysia. First, more attention should be paid to online promotion of the Malaysian higher education because the Internet is becoming the main channel of international student recruitment. Second, the current analysis suggests that the information of Study Malaysia Online should be restructured and the advertising reduced to make the website appear more user-friendly. Third, Education Malaysia should consider including more information concerning the structure of higher education in Malaysia and other higher education materials on its website.


    Following its initial objective, the article has contributed to the research field by adding new knowledge about online higher education branding and core values of the Malaysian higher education brand in cyberspace. Notably, further research should be undertaken to identify the core values of this brand at the university level. Therefore, the natural progression of the current work would be to analyse various branding initiatives of public and private higher learning institutions in Malaysia and compare the results with the findings of this study. Such research is necessary to determine whether higher education branding at national and university levels is harmonised and creates a coherent and persuasive image, which is crucial for the successful internationalisation of higher education.
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    NOTES


    1.Coherence of brand values is required to shape a congruent brand. Coherent brand values are those values that do not contradict each other and create a uniform image that has very little potential of being misinterpreted.


    2.Many similar articles are published in the Place Branding and Public Diplomacy (former Place Branding) or the Journal of Brand Management. For example, see Endzina, I. and L. Luneva, “Development of a National Branding Strategy. The Case of Latvia,” Journal of Place Branding 1, No.1 (2004): 95–105; Gilmore, F. A., “Country – Can it be Repositioned? Spain – The Success Story of Country-branding,” Journal of Brand Management 9 (2002): 281–293; Wetzel, F., Brand England, Place Branding 2, No. 2 (2006.): 144–154.


    3.At the end of 2014, Malaysia hosted approximately 135,500 international students, studying in public and private higher education institutions as well as international high schools. That was an increase of 16.5% from 2013, according to the Malaysian newspaper Sun Daily (Samokhvalova, 2015).


    4.The author follows the definition by the Information Architecture Institute, which perceives information architecture as “the art and science of organising and labeling websites, intranets, online communities and software to support usability” (Information Architecture Institute, 2007).


    5.Please note that the term “cyberspace” is interchangeable with “the Internet” in the current study. No further theoretical implications with regard to the two notions are intended.


    6.Please note that the newsfeed articles are not made part of the text analysis.


    7.As the content analysis method has interpretative and thus subjective nature, short text units are included in Table 1 and Table 2 to allow readers see the basis for these interpretations.


    8.Text units in Table 1 are retrieved from www.studymalaysia.com, accessed December 2016.


    9.Text units in Table 2 are retrieved from www.educationmalaysia.gov.my, accessed January 2017.
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    ABSTRACT


    Code-switching is common in certain English as Second Language (ESL) classrooms in Malaysia. In this study, a survey method was used to account for the impacts of macro-level socio-environmental factors such as school type, school size and class size on ESL teachers’ attitudes towards classroom code-switching. The results showed that in general, teachers reported positive attitudes towards classroom code-switching in relation to teachers’ persona, subject access, classroom management and interpersonal relationships. Correlation and regression analyses showed that teaching experience was a significant predictor of teachers’ attitudes towards classroom code-switching in relation to teachers’ persona; while the matching of teachers’ and students’ ethnicity was a significant predictor of teachers’ attitudes towards classroom code-switching in relation to interpersonal relationships. The findings contributed the insights that different socio-environmental factors provided explanations for different aspects of teachers’ attitudes towards classroom code-switching. The interplay of factors affecting teachers’ attitudes on classroom code-switching is multidimensional and should only be interpreted by considering all possible factors involved.


    Keywords: code-switching, ESL teachers, teachers’ attitude, socio-environmental factors


    INTRODUCTION


    Classroom Code-Switching


    Classroom code-switching has been widely investigated in the past three to four decades (Lin, 2013). The general term of “code-switching” refers to the exchange of two sets of linguistic units in non-ambiguous, reversible, and contextually-free manners (Lin, 2013, with reference to the definition of ‘code’ in Alvarez-Caccamo, 2001). Milroy and Muysken (1995) defined code-switching as the alternative use of two or more languages in the same conversation. Code-switching can occur in three different conditions within a conversation, namely changes of codes between the turns, between the utterances within a single turn, or within a single utterance (Milroy and Muysken, 1995; Poplack, 1980; Romaine, 1997). When code-switching occurs, the contrast between one code and the other is meaningful, and it can be interpreted by the conversation partners (Auer, 1999). Hence, code-switching is often described as a strategy used by bi- or multilinguals to serve certain pragmatic functions (Auer, 1999; Holmes, 2001). For example, a bilingual speaker might use code-switching as a strategy to express solidarity, assert social status, quote someone or a proverb, add emphasis, add authority, or express feelings (Holmes, 2001).


    Due to the variations in the types and functions of code-switching, several terms have been used by linguists and applied linguists to refer to the acts of using more than one language in conversation, including “language mixing” (Pfaff, 1979), “code meshing” (Michael-Luna and Canagarajah, 2008), “translanguaging” (Creese and Blackledge, 2010; Palmer et al., 2014) and “fused lect” (Auer, 1999). In this paper, classroom code-switching is used as a general term to refer to the practice of using more than one language in classroom conversations. The notion of code-switching used in this study covers a range of bi- and multilingual conversational practices as illustrated by the terms outlined above. Specifically, the investigation focused on classroom code-switching from the perspective of English as Second Language (henceforth, ESL) teachers.


    ESL teachers in many parts of the world have been found to use code-switching as a teaching pedagogy to teach English to ESL learners. Different taxonomies of classroom code-switching functions have been put forward by biand multilingual researchers (Ferguson, 2006; 2009; Lin, 2013), predominantly based on the theory of socio-semiotics introduced by Halliday (1978). According to Halliday, the choice of language codes is believed to be driven by the ideational, interpersonal and textual functions of linguistic communication within specific social systems. By considering both the pedagogical and interpersonal functions of classroom code-switching, Ferguson (2006; 2009) identified three broad categories of classroom code-switching functions, namely (1) knowledge construction and transmission, (2) classroom management, and (3) interpersonal relations.


    The function of knowledge construction and transmission is related to the ideational and textual functions in the socio-semiotic model (Halliday, 1978). The ideational function is related to the use of code-switching by teachers in order to utilise the students’ existing knowledge in their first languages. This function is very much related to making reference to the students’ existing life experience in order to help them to make sense of the learning of new vocabulary and concepts in the lesson (Lin, 2013). On the other hand, the textual function is related to how the meanings generated from the ideational function are realised to attain the desired functional communication within the socio-semiotic system. In the ESL classrooms, these two functions provide the rationale to explain the relative advantage of using the students’ first language to learn English. When ESL teachers code-switch to the students’ first language in teaching English, it is possible that the teachers are able transmit the novel information to the students more effectively and to ultimately produce a better ESL learning outcome.


    For example, Ramachandran and Abdul Rahim (2004) investigated the application of the translation method in teaching vocabulary to a sample of elementary school ESL students in Malaysia. They found that the translation method, i.e., the pedagogy of utilising the first language word equivalents in teaching new English vocabulary had positive effects on the students’ vocabulary recall and retention. A similar outcome was found by Joyce (2015) in a study which involved English as Foreign Language (EFL) undergraduate students in Japan. These empirical evidences supported the notion that classroom code-switching could contribute to knowledge construction and transmission in the ESL and EFL classrooms (refer to a review by Ghobadi and Ghasemi, 2015).


    The functions of classroom management and interpersonal relations proposed by Ferguson (2006; 2009) are related to the use of code-switching by teachers and students to negotiate and to achieve the desired social distances. As explained by Ferguson (2006; 2009), classroom management is more about the shift of footing from lesson content to discipline control while the function of interpersonal relations is more about the humanisation of the classroom climate. Hence, Ferguson’s (2006; 2009) taxonomy is hierarchical in nature which covers a more formal function of classroom code-switching (namely, subject access) to less formal functions (namely, classroom management and interpersonal relations). From the constructivist’s perspective, these three code-switching functions could also be interpreted based on cognitive and affective needs of the students (Probyn, 2009).


    In a classroom code-switching study in China, Yao (2011) developed a questionnaire that investigated the four functions of code-switching in ESL classrooms. The questionnaire contained 20 items related to the four functions of code-switching, namely teachers’ persona, subject access, classroom management and code-switching for interpersonal relations. Yao (2011) found, using the questionnaire, that the language teachers and students in a local secondary school had rather similar positive attitudes towards the functions of code-switching. Yao (2011) realised that the functions of code-switching could vary according to the socio-environmental factors. For example, the students that she recruited in the study were from the senior year classes. She realised that the teachers reportedly rarely code-switched to the first language, Chinese, to discipline the students. She concluded that code-switching could be influenced by the age of the students.


    Socio-Environmental Factors Impacting on Teachers’ Attitudes towards Classroom Code-Switching


    To date, the causes and effects of code-switching in ESL classrooms have been mainly investigated at the submicro level by using ethnography, discourse analysis and classroom observation methodological approaches (Lin, 2013). A common constraint of these research designs is the lack of objectivity in explaining the socio-environmental causes of classroom code-switching. Since most previous studies were done and interpreted within highly localised classroom contexts, the impacts of socio-environmental factors, such as teachers’ gender, teaching experience, qualification and ethnicity, on classroom code-switching could only be assumed or predicted, but few were actually proven or tested. This study was designed to fill this gap by focusing on the impact of the larger macro-level socio-environmental factors on teachers’ attitudes towards code-switching in ESL classes. This study focused on teachers’ attitudes based on the notion that attitudes are closely related to behaviours (Ajzen, 2011). Teachers’ attitude towards classroom code-switching is viewed as the teachers’ mental states towards classroom code-switching. Their code-switching is organised through their personal experience of teaching in the ESL classrooms, and exerts a direct or dynamic influence on the teachers’ code-switching behaviours in the classrooms (adapted from the definition of attitude proposed by Allport, 1967).


    Several socio-environmental factors could impact on the teachers’ attitudes towards code-switching in the ESL classroom, including language policy, the learners’ characteristics, the teachers’ characteristics and school contexts. First, the diversity of language policy across nations is salient. In Singapore and South Africa, the relatively strong monolingual policy in English teaching is advocated (Probyn, 2009; Vaish, 2012). Yet, the English program is differentiated by being an “immersion program” which focused on the enrichment of the children’s language abilities and culture via the medium of a second language (e.g., Vaish, 2012) and a “submersion program” in which the “swim or sink” water metaphor (Baker, 1993) is adopted. In the submersion program, minimal appreciation is given to the first language, usually due to its reduced status as a minority language or a low-variety language (e.g., Breton-Carbonneau et al., 2012; Probyn, 2009). Therefore, in such contexts, the use of home language in the ESL classrooms is in large prohibited or regarded as reflection of low language proficiency. The type of bilingualism which submersion programs sought to produce is subtractive bilingualism (Romaine, 1997; Skutnabb-Kangas, 1984).


    In contrast, the use of the home language is relatively more permissive in countries that implement immersion English programs. For example, Malaysia is a country which promotes a bi- and multilingual policy in education (Ales, 2006). Though the use of home language in English teaching is not explicitly encouraged, there is no written policy which dictates against it. Such a program sought to produce additive bilingualism (Romaine, 1997; Skutnabb-Kangas, 1984). Hence, teachers’ attitudes towards code-switching are inevitably influenced by the language policy that is in place, which has close connections with the political, economical and social statuses of the languages in use.


    Second, the linguistic profiles of the learners are largely different. The difference could be seen in the number and type of their home languages. In monolingual societies such as Japan and China, a large majority of the learners are only exposed to a single language in their community. The learning of a second language could involve more effort by them as compared to students who are brought up in multilingual societies, such as the English learners in Singapore, Malaysia, Brunei and South Africa. In this regard, the use of home language in teaching English has been linked to whether the teachers are tapping on home language as supporting or transitional aids or the teachers are hindering the students’ potentials in learning English by violating the “swim or sink” rule (Baker, 1993).


    Again, this is linked to the notions of additive and subtractive bilingualism described earlier (Romaine, 1997; Skutnabb-Kangas, 1984). According to the threshold hypothesis proposed by Cummins (1979), the relative dominance of first and second language could dictate the effectiveness of using the first language to promote the second language. Additive bilingualism could only be achieved when the proficiency levels of both languages are high (Cummins, 1979). In that case, the first language would be used to augment the learning of the second language, without imposing risks on the acquisition of both languages. However, when the levels of both languages are imbalanced or low, there might be the risks of having no or negative cognitive effects of using the first language in the teaching of second language. In the worst scenario, semilingualism is produced (Cummins, 1979). Therefore, it is possible that teachers have differential attitudes towards classroom code-switching according to their perceived knowledge of their students’ language profiles and abilities. Besides that, another area which is minimally explored in the field is the comparison of teachers’ and students’ language profiles. The associated disparities might lead to different rationales and reasons for the ESL teachers to use or not to use the home language with the students in ESL classrooms.


    Third, teachers’ characteristics are diverse. Research has shown that teachers’ attitudes towards classroom code-switching are dependent on their teaching experience, training background, their faithfulness to language policy and their beliefs in the functions of classroom code-switching (Vaish, 2012). The teachers could also be different in their teaching philosophies and pedagogical preferences (de la Campa and Nassaji, 2009). In a comparative study, de la Campa and Nassaji (2009) found that the novice teacher in their study used significantly more first language for translation and administrative instruction purposes compared to the experienced teacher who used more of the first language for making personal comment and to portray his image as a bilingual speaker. Besides that, teachers might also have different competency levels in the second language which lead to them reacting differently to students with different language proficiency levels (de la Campa and Nassaji, 2009; Kang, 2013). In a Korean study, the EFL teacher with higher English proficiency was found to use more English than the first language in class, while her counterpart who was less proficient in English was found to use more first language, particularly when she was with students from lower socioeconomic levels (Kang, 2013).


    As a whole, evidence shows that various types of teachers’ factors influence their attitudes towards classroom code-switching and also their actual practices. Hence, it is almost impossible to expect all teachers to have similar attitudes towards code-switching in ESL contexts due to individual variations. Yet, it is important to know whether there are consistent patterns in how teachers perceive and react to classroom code-switching. For example, as previously mentioned (Ferguson, 2006; 2009; Lin, 2013), classroom code-switching was predominantly used by the teachers for functions related to helping their students to understand the lesson content, to build rapport with the students or for the purpose of maintaining classroom discipline. However, few studies had thoroughly explored the complex interplay of these multiple factors in explaining the teachers’ attitudes towards classroom code-switching.


    Fourth, the school contexts are also different. Studies on classroom code-switching have been conducted in both urban and rural areas. In metropolitan cities such as Singapore and Quebec, the schools are attended by students from a diverse range of immigrant families (Breton-Carbonneau et al., 2012; Vaish, 2012). The teachers face the demands to address the differential needs of the students in relation to their readiness to perform in ESL classes. In contrast, schools in urban areas typically consist of homogeneous groups of students (Probyn, 2009). However, the teachers face a different set of challenges in ESL teaching, in relation to the lack of resources, culture and language mismatch with the students, as well as lack of community support for the students to reinforce their learning of English beyond the classroom (Probyn, 2009). Some teachers had therefore reported positive attitudes on classroom code-switching as it was seen as the only means to explain the teaching content to the students; while other teachers were wary of whether or not classroom code-switching could further lessen the opportunities of these students to hear standard English (Chimbutane, 2013; Probyn, 2009).


    ESL Learning in Malaysia


    Malaysia is a post-colonial country where English has remained as a compulsory content subject in all school types since its declaration of independence in 1957. Being a multilingual and multicultural society, the community members are diverse types of bi- and multilinguals where they could have up to two to five languages in their language repertoires (Low, Nicholas and Wales, 2010). Malaysia is one of the few countries in the world where the vernacular languages are not only preserved by the heterogeneously mixed communities at the communicative levels but also in formal education (Ales, 2006). Malaysia has a linguistically diversified education system which incorporates national schools that abide to the Malay-English bilingual policy and national-type schools that abide to a trilingual policy, namely Chinese vernacular schools (Malay-English-Mandarin) and Tamil vernacular schools (Malay-English-Tamil) (Ales, 2006). English is taught as a second language (ESL) in all school types from primary to secondary schools. The heterogeneity and plurality of bi- and multilingualism in Malaysian schools offer an opportunity to carefully consider a range of socio-environmental factors that could influence teachers’ attitudes towards classroom code-switching.


    Past research in Malaysia has shown that code-switching was often used as a pedagogical approach in teaching English and other content subjects (e.g., Badrul Hisham and Kamaruzaman, 2009; Kamisah and Misyana Susanti, 2011). In studies which involved lecturers and university students in Malaysia, Badrul Hisham and Kamaruzaman (2009), and Kamisah and Misyana Susanti (2011) found that most lecturers reportedly code-switched between English and the Malay language in their lectures. The lecturers predominantly felt that code-switching was instrumental in helping the students to understand the lecture content (Kamisah and Misyana Susanti, 2011). The students reported that their lecturers were code-switching to their first language for checking their understanding, explaining the meanings of new words, and explaining the grammatical aspects of test items (Badrul Hisham and Kamaruzaman, 2009). However, the students’ attitudes towards classroom code-switching varied (Badrul Hisham and Kamaruzaman, 2009; Kamisah and Misyana Susanti, 2011). Specifically, students with better English proficiency were found to feel discouraged with classroom code-switching as they felt that this practice by their lecturers did not help them to improve their linguistic competencies in English. Considering that most published studies reflected the context of tertiary education, it is uncertain whether or not a similar condition applies to the primary and secondary education contexts in Malaysia.


    Aim and Research Questions


    It can be summed from the literature that multiple socio-environmental factors could lead to classroom code-switching. However, most studies have been qualitative studies which only drilled students to investigate the effects of highly specific localised contexts in producing different practices and attitudes on classroom code-switching. Few studies have explored the interaction of socio-environmental factors such as school contexts and teacher characteristics in producing and predicting classroom code-switching, particularly in rural areas where the need for classroom code-switching is predicted to be higher (Probyn, 2009). Thus, in this study, the investigation of classroom code-switching was approached from a wider socio-environmental angle in order to address the following research questions:


    
      	What are the teachers’ attitudes towards classroom code-switching in the ESL classrooms of rural schools?


      	What are the dominant socio-environmental predictors that influence the teachers’ attitudes towards classroom code-switching in the ESL classrooms of rural schools?

    


    METHODOLOGY


    Sampling


    This study was conducted in a rural district of Northern Peninsular Malaysia, known as Kerian. From the data file provided by the District Education Office, there are 43 national schools (30 Grade A, 13 Grade B) and 10 national-type Chinese schools (6 Grade A, 4 Grade B). As previously mentioned, national schools are schools which use Malay as the instructional language, while national-type Chinese or Tamil schools are schools which use the vernacular languages, namely Mandarin or Tamil language, respectively as the instructional language in school. Grade A and Grade B schools are the terms used to differentiate the size of schools. Grade A schools are schools with 500 students and above, while Grade B schools are with students less than 500. A purposive stratified sampling method was used to collect data from 12 schools selected from the data file provided by the District Education Office. Four categories of schools were selected, namely three Grade A national schools, three Grade B national schools, three Grade A national-type (Chinese) schools and three Grade B national-type (Chinese) schools. All teachers in the selected schools (N = 62) were invited to participate in this survey with permission obtained from the Education District Office and the school authorities.


    Questionnaire


    The questionnaire used in this study consisted of three sections: demographic information, beliefs in code-switching and attitudes towards classroom code-switching. To address the research questions in this paper, only the data from the demographic and attitude sections were extracted for the analyses.


    The demographic section included the demographic information of the samples and the school and classroom types they served. This section was divided into two parts: six questions on teachers’ factors namely gender, age, ethnicity, option (English or non-English), academic qualifications, teaching experience, and the subject(s) they taught; and another five questions on school and classroom factors namely school type, school size, class size, grade, and students’ English proficiency.


    The section on teachers’ attitudes towards classroom code-switching was adapted from a 20-item questionnaire originally developed by Yao (2011) that was divided into four sub-sections. Since Yao’s original questionnaire was developed based on the context of China, the researchers amended the original questionnaire to suit the Malaysia linguistic context. A generic phrase used in all items in Yao’s (2011) questionnaire was “Teachers who switch codes from English to Chinese or from Chinese to English can…” This generic phrase was changed to “Teachers who switch codes from English to another language or from another language to English can…” The term “another language” was used in this study as Malaysia is a linguistically plural society with three dominant community languages, namely Malay language, Mandarin and Tamil language that are used by the people in the community.


    In line with the original design of Yao’s (2011) questionnaire, there were four sub-sections: Part 1 – Teacher’s persona, Part 2 – Subject access, Part 3 – Classroom management, and Part 4 – Code-switching for interpersonal relations. There were five items in each part, which produced a total of 20 items in this section. The respondents were asked to respond to the items according to a 5-point Likert Scale: 1-Strongly disagree, 2-Disagree, 3-Not sure, 4-Agree, and 5-Strongly agree. All negatively worded items were reversed prior to the analyses. The internal consistency of Section C was tested with Cronbach’s alpha coefficient and the alpha value was 0.916 (N = 62), indicating a high internal consistency. The data collected from the questionnaire were tabulated for average means and standard deviation using a SPSS program Version 22.0. Correlation and regression analyses were also conducted using the similar program.


    RESULTS


    A total of 62 teachers participated in this study. However, the test of normality for the dependent variable (namely teachers’ attitudes towards classroom code-switching as measured by mean composite scores of Section C in the questionnaire), identified the data from four teachers as outliers and hence the data were excluded from the analysis. Examination of the new data set (n = 58) using the Shapiro-Wilk test for normality (SW = .955, df = 58, p = 105), skewness (–.374) and kurtosis (.481) statistics provided evidence to support the assumption of normality. Hence, the data of 58 teachers were used in the subsequent analyses.


    Socio-Environmental Factors


    The socio-environmental factors investigated included teachers factors and school factors as shown in Tables 1 and 2.


    Table 1: Distribution of teachers’ factors (n = 58)


    
      
        	
          Teachers factors

        

        	
          Frequency

        

        	
          Percentage

        
      


      
        	Gender

        	Male

        	
          11

        

        	
          19.0

        
      


      
        	Female

        	
          47

        

        	
          81.0

        
      


      
        	
          Age

        

        	
          22–30 years old

        

        	
          17

        

        	
          29.3

        
      


      
        	31–35 years old

        	
          12

        

        	
          20.7

        
      


      
        	36–40 years old

        	
          8

        

        	
          13.8

        
      


      
        	41–50 years old

        	
          11

        

        	
          19.0

        
      


      
        	51 and above

        	
          10

        

        	
          17.2

        
      


      
        	
          Teaching experience

        

        	
          1–5 years

        

        	
          22

        

        	
          37.9

        
      


      
        	6–10 years

        	
          11

        

        	
          19.0

        
      


      
        	11–15 years

        	
          7

        

        	
          12.1

        
      


      
        	16–20 years

        	
          4

        

        	
          6.9

        
      


      
        	21 years and above

        	
          14

        

        	
          24.1

        
      


      
        	
          Teacher’s option

        

        	
          English option

        

        	
          29

        

        	
          50.0

        
      


      
        	Non-English option

        	
          29

        

        	
          50.0

        
      


      
        	
          Qualifications

        

        	
          Diploma

        

        	
          18

        

        	
          31.0

        
      


      
        	Degree

        	
          40

        

        	
          69.0

        
      


      
        	
          Ethnicity (same ethnicity with the students)

        

        	
          Same

        

        	
          10

        

        	
          17.2

        
      


      
        	Different

        	
          48

        

        	
          82.8

        
      


      
        	
          Subject(s) taught in school

        

        	
          English only

        

        	
          28

        

        	
          48.3

        
      


      
        	English and others

        	
          30

        

        	
          51.7

        
      

    


    The teachers’ demographic data showed that the majority of the teachers were female (81.0%) and they were relatively young (63.8% were 40 years old and below). In terms of working experience, 56.9% of the teachers had below 10 years of teaching experience while the other 43.1% had more than 10 years of teaching experience. It is worth mentioning that 14 of the senior teachers had more than 20 years of teaching experience (24.1% of total). Besides that, there was a balanced distribution of English option (50.0%) and non-English option teachers (50.0%). English-option teachers were professionally trained English teachers who graduated from TESOL or ESL programs while non-English option teachers were teachers trained in other fields but were assigned to teach English due to the decisions made by the school authorities in response to a shortage of English-option teachers. Of the total, 69.0% (n = 40) of the teachers were degree holders while the rest were college-trained. A total of 82.8% (n = 48) of the teachers had similar ethnicity with the students they taught. This indicated that in most cases, the teachers in the sample had similar language and cultural backgrounds as those of the students whom they taught. Besides that, around half of the teachers were teaching other subject(s) in addition to English (51.7%).


    Table 2: Distribution of school factors (n = 58)


    
      
        	
          School factors

        

        	
          Frequency

        

        	
          Percentage

        
      


      
        	Types of school

        	National school

        	
          28

        

        	
          48.3

        
      


      
        	Vernacular school

        	
          30

        

        	
          51.7

        
      


      
        	
          School size

        

        	
          Grade A (500 students and more)

        

        	
          36

        

        	
          62.1

        
      


      
        	Grade B (Less than 500 students)

        	
          22

        

        	
          37.9

        
      


      
        	
          Class size

        

        	
          Small (Less than 11 students)

        

        	
          6

        

        	
          10.3

        
      


      
        	Average (11–30 students)

        	
          44

        

        	
          75.9

        
      


      
        	Big (More than 30 students)

        	
          8

        

        	
          13.8

        
      


      
        	
          Levels taught in school

        

        	
          Level 1 (Year 1–3)

        

        	
          30

        

        	
          51.7

        
      


      
        	Level 2 (Year 4–6)

        	
          28

        

        	
          48.3

        
      


      
        	
          Teacher perceived students’ English abilities

        

        	
          Good

        

        	
          1

        

        	
          1.7

        
      


      
        	Average

        	
          45

        

        	
          77.6

        
      


      
        	Poor

        	
          12

        

        	
          20.7

        
      

    


    As shown in Table 2, there was a near balanced distribution of teacher groups in the types of school and the levels that they taught. The sample was represented by slightly more teachers in Grade A schools (64.5%). The majority of the teachers taught in average-sized classes with the number of students ranging between 11 and 30 (75.8%) and they perceived the English abilities of their students in general as being average (77.4%).


    Teachers’ Attitudes towards Classroom Code-Switching


    In this study, teachers’ attitudes towards classroom code-switching were investigated according to four aspects of classroom code-switching that were suggested by Yao (2011) in his original study (refer to Table 3). The results showed that the teachers in general had positive attitudes towards classroom code-switching as represented by a mean composite score of 3.47 (SD = 0.58). Their positive attitudes in relation to subject access were most dominant (M = 3.60, SD = 0.64), then it was followed by interpersonal relationships (M = 3.51, SD = 0.67), classroom management (M = 3.46, SD = 0.70) and teachers’ persona (M = 3.33, SD = 0.67). Items with the highest mean scores were related to the functions of code-switching to clarify lesson content (M = 3.76, SD = 0.78) and clarify task instruction (M = 3.76, SD = 0.76). Items with the lowest mean scores were related to the risk of language pollution (M = 3.07, SD = 1.07) and whether or not code-switching could be effectively used to request silence (M = 3.16, SD = 0.97).
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      Figure 1: Mean scores of teachers’ attitudes.

    


    Teachers’ responses were split into three categories based on the 33rd and the 66th percentiles to produce three categories: (1) negative attitude (below 33rd percentile), (2) low positive attitude (33rd–66th percentile), and (3) high positive attitude (above 66th percentile). The results are summarised in Figure 2. The results showed that around two thirds of the teachers (n = 43 to 45 teachers) reported positive attitudes towards subject access, classroom management and interpersonal relationships. In comparison, teachers’ attitudes towards classroom code-switching in relation to teachers’ persona were more disputed, with 22 teachers reporting negative attitude (37.9%, n = 58) and 36 teachers reporting positive attitude (62.0%, n = 58).
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      Figure 2: Distribution of teachers’ attitudes in relation to four aspects of classroom code switching.

    


    Socio-Environmental Factors Affecting Teachers’ Attitudes towards Classroom Code-Switching


    Correlation and regression analyses were conducted to identify predictors of teachers’ attitudes towards classroom code-switching. As summarised in Table 3, results of 1-tailed Pearson correlation analyses showed that age [r(58) = .236, p < .05], teacher option [r(58) = .238, p < .05] and teaching experience [r(58) = .341, p < .01] were positively correlated with teachers’ attitudes in relation to teachers’ persona. Class size had a significant negative correlation relationship with interpersonal relationship [r(58) = −.233, p < .05]. The matching of teachers and students’ ethnicity had positive correlation with both classroom management [r(58) = .225, p < .05] and interpersonal relationship [r(58) = .278, p < .05]. None of the socio-environmental factors had significant correlations with the composite mean score of attitudes. This indicated that the correlation effects observed were domain specific. In sum, the different socio-environmental factors had differential effects on the different aspects of teachers’ attitudes that were investigated.


    Table 3: Pearson correlation results (n = 58)


    [image: art]


    *Correlation is significant at the 0.05 level (1-tailed).


    **Correlation is significant at the 0.01 level (1-tailed).


    Results of regression analyses showed teaching experience was a significant predictor of teachers’ attitudes towards code-switching in relation to teachers’ persona [β = .274,t(58) = 2.29, p < .05]. Teaching experience explained a significant proportion of variance in the teachers’ persona mean scores [R2 = .19, F(1,58) = 4.194, p < .05]. On the other hand, the fact that whether the teachers and students were from similar cultural and linguistic backgrounds (namely same ethnicity) was a significant predictor of teachers’ attitudes towards code-switching in relation to interpersonal relationships [β = .468, t(58) = 2.10, p < .05]. This predictor explained a significant proportion of variance in the interpersonal relationship mean scores [R2 = .12, F(1,58) = 3.893, p < .05]. Figures 3 and 4 showed the distribution of teaching experience and ethnicity factors in relation to teacher’s persona and interpersonal relationships.


    As shown in Figure 3, teachers with less teaching experience tended to have negative attitudes towards classroom code-switching in relation to teachers’ persona while the trend shifted when the years of teaching experience increased. For teachers with more than 20 years of experience, 71.4% of the teachers in that group (n = 14) reported high positive attitude towards classroom code-switching in relation to teachers’ persona. In strong contrast, only 22.7% of the teachers with less than 6 years of teaching experience (n = 5) felt the same.


    As shown in Figure 4, 50% of the teachers with the same ethnicity as the students (n = 24, N = 48) reported high positive attitude towards classroom code-switching in relation to interpersonal relationships; while only 10% of the teachers who were not of the same ethnicity as the students (n = 1, N = 10) reported similarly. In contrast, 40% of the teachers in the latter group had negative attitudes towards classroom code-switching in relation to interpersonal relationships (n = 4, N = 10).
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      Figure 3: Frequency of teachers’ attitudes in relation to teachers’ personal according to years of teaching.
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      Figure 4: Frequency of teachers’ attitudes in relation to interpersonal relationship according to the matching of ethnicity between teachers and students.

    


    DISCUSSION


    This study investigated the effects of socio-environmental factors, which include a variety of teachers, school and class factors on teachers’ attitudes towards classroom code-switching. The study involved a heterogeneous group of teachers who taught in a variety of school types in a rural district in Malaysia. In general, the teachers reported positive attitudes towards classroom code-switching. This finding supports the current additive bilingualism view in classroom code-switching. In immersive and additive views of bilingualism (Cummins, 1979; Romaine, 1997), classroom code-switching is regarded as a means or tool to reduce cognitive loads by utilising a person’s existing linguistic resource to advance the learning of a second language. In the context of ESL classrooms, researchers such as McMillan and Rivers (2011) consider that the use of first language in the classrooms can become a “conversational lubricant” (p. 258) to promote the learning of English.


    In general, the teachers reported positive attitudes to the functions of classroom code-switching which were in line with the conceptualisation of classroom code-switching as put forward by Ferguson (2006; 2009). Specifically, the teachers in the present study primarily reported positive attitudes towards code-switching in relation to subject access. In other words, the instructional and pedagogical values of code-switching were most highly perceived by these teachers as compared to other less formal functions such as the functions of interpersonal relationship and classroom management. In comparison, the average mean score for teachers’ attitudes in response to the link between code-switching practices and teachers’ persona was the lowest. Therefore, as evident in this study, the teachers seemed to relate more to the formal pedagogical functions of classroom code-switching than the interactive and communicative factors.


    The above findings were in contrast to the findings in a South African study (Probyn, 2009) in which the teachers reported the use of code-switching mainly for affective reasons rather than to address cognitive needs. The differences could be related to the differences in language policies, language attitudes and language statuses. In South Africa, English was adopted as the only medium of instruction in most schools. The vernacular language, namely Xhosa in Probyn’s (2009) had distinctly lower status. Therefore, the teachers did not feel that the language was adequate enough to explain lesson context due to its narrow vocabulary set. Xhosa was regarded as useful mainly for the purpose of attracting students’ attention and for classroom discipline, the aspects which were less prioritised by the teachers in current study. Similarly, in Yao’s (2011) study which involved secondary school EFL teachers in mainland China, the teachers rarely switched to Mandarin for affective purposes. Yao (2011) related the phenomena to the fact that the teachers were senior-class teachers and hence possibly they adopted a more formal teaching style. The varieties of teachers’ reported attitudes towards the functions of code-switching showed that the attitudes were highly contextually dependent based on the complex interplay of socio-environmental factors that were in place.


    The results showed that teaching experience was a significant predictor of teachers’ attitudes towards code-switching in relation to teacher’s persona. It may be concluded that the senior teachers tended to have more positive attitudes that code-switching had positive effects on teachers’ image. The findings provided alternative quantitative evidence to support previous available qualitative evidence that was found by Vaish (2012) which involved a sample of Singaporean preschool teachers. One possibility was that senior teachers were more confident than the junior teachers with their instructional competency and English language proficiency. Hence, they did not perceive the use of code-switching as a manifestation of language deficiency or teachers’ weakness. The fact that the senior teachers reported positive attitudes towards classroom code-switching provides an insight that classroom code-switching has been proven to be a good thing from their extensive years of teaching. In the previous studies, senior ESL teachers were also found to have more positive attitudes towards classroom code-switching as compared to their younger colleagues (Vaish, 2012). However, most findings were about senior teachers’ beliefs that home language could be used as an instructional tool, while less was related to its positive effects on teachers’ image. Hence, the findings from the current study added to the views on the positive effects of classroom code-switching.


    Another unique finding contributed by the current study was that the homogeneity of ethnicity had an effect on teachers’ attitudes towards classroom code-switching, particularly in relation to rapport building and to reduce distance between the teachers and students. The findings suggested that the positive attitudes were more prominent when the teachers and students shared the same language and cultural backgrounds, but not otherwise. One possible reason was that the ability to employ code-switching required competency in the language(s) that were in use. The items about the interpersonal relationships were about whether or not the teachers reported positive attitudes towards code-switching from English to another language to better encourage the students, enliven the class atmosphere, comment on students’ responses and negotiate with students. When a teacher is not fluent in the students’ first language, it would be difficult for the teachers to effectively provide feedback and negotiate with the students. Naturally, in this instance, the teacher would continue to use English which is the mutual language that connects him or her to the students. Similarly, the acts of praising and enlivening the classroom atmosphere would require one to have adequate vocabulary and appreciation of the language(s) in use. In this instance, it is also natural for the teacher to not use a language which he or she is not familiar with. Further, the use of language to reduce distance also involves a certain level of cultural appreciation. When the teacher is not the native speaker of the students’ first language, it might not be appropriate for the teacher to actually tell a joke using the students’ first language, which might be risky as it could be considered as culturally insensitive and offensive.


    The findings from this study provided important insights that teaching experience and the language/culture repertoire of the teachers are significant factors that predict teachers’ attitudes towards code-switching in two different dimensions, namely in relation to teachers’ persona and interpersonal relationships. Therefore, causes and effects of teachers’ attitudes towards classroom code-switching are multidimensional and should not be superficially interpreted. Though it is possible that teaching experience and language repertoire of the teachers are salient predictors that remain constant in most bi- and multilingual classroom settings, it is important to note that the findings were produced from analyses of the specific sets of factor interplays which defined the background of this study. In other contexts, the relative importance of teaching experience and teachers’ language/cultural background might increase or decrease in reaction to the type of bi- and multilingual classes they are teaching. For example, when an ESL teacher is teaching in a class with very low English-proficiency students, the effect of teaching experience might be minimal. In such a context, regardless of their teaching experience, the teachers might be less wary of the effect of employing code-switching on their teachers’ persona as compared to when they are teaching a class of high-achieving students.


    Therefore, the study faced the same constraints as in other studies on classroom code-switching. First, the interpretation and generalisation of results can only be done in reference to the study background. However, a novelty attempted in this study was that a larger socio-environmental context was being considered (12 schools, 2 school types, 2 school sizes and 58 teachers) as compared to many conventional studies in classroom code-switching which only focused on a single classroom or specific school context. Therefore, the findings of this study offer a better overview of classroom code-switching than what were previously attained in conventional ethnography studies. The second limitation of this study is related to its reliance on a single research design, namely the attitudinal survey. Bi- and multilingual research has shown that bi- and multilingual speakers’ perceptions of their speech might not actually reflect what they are doing in real situations. For example, when teachers reported limited use of the first language in their classes, they might in fact employ extensive code-switching which they were not consciously aware of. However, in this study, merely the teachers’ perceptions were studied, i.e., their attitudes towards classroom code-switching. Hence, the findings should be representative enough since there was no instillation of recalling pressure on the teachers. Even so, future studies could consider the need to incorporate other research designs such as interviews to offer more in-depth insights on the teachers’ views and for the purpose of data triangulation.


    CONCLUSION


    In line with the current additive bilingualism view in classroom code-switching, the teachers in this study reported positive attitudes towards classroom code-switching in relation to teachers’ persona, subject access, classroom management and interpersonal relationships. Their reported attitudes towards classroom code-switching in relation to teachers’ persona and interpersonal relationships were found to be influenced by their teaching experience and language/culture backgrounds. The findings illustrated an interplay of socio-environmental factors impacting on teachers’ attitudes towards classroom code-switching based on the contextual situations experienced by ESL teachers in primary schools in a rural district of Malaysia. Duplication of research in other socio-cultural contexts is recommended to further examine the constant effects of sociolinguistic relationships that were identified.
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    Cheah Boon Kheng was already a well known historian when I first met him at the staff canteen within the School of Humanities/Social Sciences in early 1985. I had reported for duty in early December the previous year but he was away in Yale University as a Fullbright Visiting Research Fellow. His impeccable reputation notably among international scholars was contributed by the two books, the Masked Comrades: A Study of the Communist United Front in Malaya, 1945–48 (1979) and Red Star Over Malaya: Resistance and Social Conflict during and after the Japanese Occupation, 1941–46 (1983) which have received critical reviews among scholars of Southeast Asia. By the first decade of the 21st century he had written three more books The Peasant Robber of Kedah, 1900–1929: Historical and Folk Perceptions (1988), To’ Janggut: Legends, Histories and Perceptions of the 1915 Rebellion in Kelantan (2006), and Malaysia: The Making of a Nation (2002). In addition, he had also edited a number of major works and essays, many of which were published in the Journal of the Malaysian Branch of the Royal Asiatic Society (JMBRAS), covering various aspects of Malaysian history that have been widely consulted. A few of these books such as Red Star over Malaya, the Peasant Robbers of Kedah and To’Janggut went through several editions. Although I was not aware of who Boon Kheng was during our first encounter, which was facilitated by another senior colleague, the late R. Suntharalingam, it marked the beginning of a fruitful relationship that went beyond Boon Kheng’s retirement from Universiti Sains Malaysia (USM) in 1994 as professor of Malaysian history. He had joined the university in 1978 after completing his MA at the University of Malaya. Within the History Section we got along well as attested by the two books we edited together in 1990 and 1995. With his encouragement, I organised a course on the Japanese Occupation of Southeast Asia which was well subscribed as it involved the use of oral history. At one point both of us were elected as members of the university senate by the School of Humanities and some of the issues we raised in senate proceedings were the small funding allocated for research in the humanities and social sciences compared to the sciences.


    As a newbie, I learnt much from Boon Kheng (and his close friend Suntharalingam). His field was Malaysian social and political history focusing on groups that were excluded from the national narrative but Boon Kheng was very much aware of what was happening in other fields of research and history from below, an emerging paradigm in historical research, as evidenced in his foray into social banditry in Kedah and the Tok Janggut rebellion of Kelantan. He took much efforts to disseminate these to colleagues and students. Younger colleagues later incorporated some of his ideas in new course offerings for undergraduates. He was also instrumental in the section’s publication project and assidously kept it going. Between 1984–1995 the project managed to produce four publications and Boon Kheng was closely associated with two of them Kolonialisme dan Imperialisme: Satu Tinjauan Sejarah (Fajar Bakti: 1990) and Isu-isu dalam Pensejarahan (Penerbit USM: 1995). We were editors for both volumes. Isu-isu dalam Pensejarahan was a festschrift for Associate Professor R. Suntharalingam who retired in October 1991. In July 1995 Suntharalingam was given copies of the book by Boon Kheng and the former recorded the following thought on the matter.


    
      Although I have known for some time that this commemorative volume was in preparation, I must confess that I was not fully aware of all its implications. However, now that the book is published, it is evident to me that you have done me an honour that I do not really deserve. The fact that such honour is rarely bestowed, and bestowed only on those with distinguished academic record, has stirred within me a deep feeling of inadequacy. This feeling has also been reinforced by the willingness of so many people to contribute to this project. To be frank, I had only expected a slim volume with about half a dozen contributors. After all, one can hardly expect academics burdened with teaching and research responsibilities to find time to write for a commemorative volume.

    


    In the above publications, Boon Kheng had made it a point to include the best long essays completed by his students; one covers Pekan Cina in Alor Setar and the other a critique of Hobson-Lenin on British colonialism in Pahang. In fact such efforts had begun earlier in 1982 when he and another colleague, Paul Kratoska, each edited a collection of student long essays on Malaysian history under the theme local leaders and migrant and migration. Both these compendium were published as part of the occasional paper series under the School of Humanities. He was also part of the USM Oral History Project which was set up in 1982. The project covers the Japanese Occupation in north Perak, Penang, Kedah and Perlis. The project went on to publish a few interviews of respondents pertaining to the Japanese Occupation; Boon Kheng contributed one to the project through the interview (along with Datuk Dr. Sharom Ahmat) with Tunku Abdul Rahman which was later published by USM as Reminiscences of Tunku Abdul Rahman on the Japanese Occupation, 1941–1945 (1989).


    Cheah Boon Kheng retired in 1994 and accepted visiting positions at the National University of Singapore (NUS) (for a year at the History Department), Australian National University and the Institute of Southeast Asian Studies, Singapore. He was also invited as visiting professor at the School of Humanities, USM for a year to give lectures and to encourage research. One impact of this presence was the publication of a book titled New Perspectives and Research on Malaysian History that he edited and which was published by the Malaysian Branch of the Royal Asiatic Society (MBRAS) in 2007. This book managed to link up for the first time historians from USM (Abu Talib Ahmad, Badriyah Haji Salleh, Mahani Musa, Haryati Hassan and Nik Haslinda Nik Hussain), Universiti Malaya (Hamidin Abdul Hamid, Loh Wei Leng and Danny Wong Tze Ken) and NUS (Paul H Kratoska). Such collaboration was made possible only by a scholar of Boon Kheng’s stature.


    Malaysian social history as taught by Boon Kheng attracted many students who were exposed to the discipline of history in a novel way by familiarising them with myriad viewpoints and to debate on them. His lectures were easy to understand and students have attested that he valued their viewpoints. He had also supervised postgraduate students who later went on to make a name for themselves in Malaysian history. A few of his students include Nabir Haji Abdullah, Mohd Isa Othman and Julie Tang Su Chin while others benefitted indirectly through his patient counsel and discussions. Between 1990–1993 he was editor of Kajian Malaysia and through contacts with international scholars he continued to maintain Kajian Malaysia’s visibility and acceptance among the global academic fraternity notably those from the social sciences and humanities.


    One interesting facet of his academic career was the ability to attract international scholars, many of them personal acquaintances, to visit the School of Humanities and to present seminars on a variety of interesting topics. Notable luminaries who have given honour to the school through their visits include Anthony Reid, Anthony Milner, and Hendrik Maier. These seminars attracted much crowd including those from the social sciences. In a way it reminds me of the Monash weekly seminars that were always well attended and served to introduce postgraduate students to exciting new research and scholars of Southeast Asia.


    Cheah Boon Kheng had a long involvement with MBRAS. Between 1985–1990 he was a member of the MBRAS council; MBRAS at the time was led by Tan Sri Mubin Sheppard. Between 1990–1999 he was one of its vice president. Later he went on to become the editor of the society’s journal (JMBRAS) until ill health forced his retirement in late 2014. I am not sure who suggested the Mubin Sheppard Memorial Essays contest but as JMBRAS editor, Boon Kheng was responsible to see the publications of selected academic exercises (and MA thesis). To his credit Boon Kheng managed to get a few of them published by JMBRAS starting with Kongsi Gelap Melayu di-Negeri Utara Pantai Barat Semenanjung Tanah Melayu, 1821 hingga 1940-an by Mahani Musa (2003), Masalah-masalah Setinggan Cina di Daerah Ulu Langat Selangor pada Masa Darurat by Wong Siew Kuon (1999), A History of Diplomacy and Trade in Nineteenth Century Labuan by Beatrice Chong (1999), and Studies in Malaysian & Singapore History which was edited by Bruce Lockdhard and Lim Tse Tsiang (2010). Later he delegated the task to another member of the council Dr. Badriyah Haji Salleh who managed to publish Di Antara Dasar dan Kesan: Hubungan Ekonomi, Penduduk dan Penyakit di Tanah Melayu di bawah Pentadbiran British (2013). Following Badriyah’s retirement from MBRAS, I was elected into the council. Soon after I was asked by Boon Kheng to handle the Mubin Sheppard Memorial essays and managed to edit Perniagaan Haji di Pulau Pinang dan Dokumentasi Sultan Kedah in 2015. Working with him on the essays was an experience that I will never forget. As JMBRAS editor he was meticulous and this includes the technicalities of editing an academic work.


    Outside the office, we did not meet much although once in a while he would throw a party for colleagues and students alike at his house in Minden Heights. I was deeply honoured to be invited to his son’s wedding in Penang which took place in a church opposite the Penang Free School. At other times the section would organise a dinner outing at a restaurant in town for visiting academics. These were the few occasions when one would see a different Boon Kheng. He used to play badminton regularly with USM staff but this stopped after his bypass operation many years ago. Since his move to the Klang Valley we did not meet often except during the MBRAS council meeting. A few years ago we met outside a food court located near the university in Sungai Dua. He was on a visit to Penang with family members – wife Ai Lin, son Lu Shun, daughter-in-law and granddaughter. The last meeting took place at his house in Bukit Kemuning, Shah Alam one Saturday afternoon just a few weeks before his demise in 2015. Prior to the MBRAS council meeting in the afternoon another colleague was generous enough to take me to his residence. Located in a quiet neighbourhood the corner double storey house was bought a few years earlier from a former vice chancellor of University Utara Malaysia. It was a joyful meeting interspersed with nostalgia. Ai Lin served tea and sweets. In that short meeting we talked about many things including current research and the History Section. As usual he was keenly interested for updates on the section, its members and so forth which I willingly supplied. We could not possibly stay long because of his health. A few weeks later he passed away on 21 July 2015 and the funeral drew colleagues from as far as Australia. Much to my regret I failed to make the trip due to an engagement in the university but I pray may his soul rest in peace.
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    “Translation is, in itself, a form of conversion.”


    The coming of Islam to South Asia and Southeast Asia has long held the interest of scholars of religion, history and culture around the world. There is an impressive body of work on the Islamisation of these regions, studying its routes and the roles played by traders, missionaries, Sufi brotherhoods and diplomatic emissaries. Lesser known, perhaps, is the role of literary activity such as composing, translating and the public reading of texts, in the spread of Islam in these regions.


    The award-winning1 Islam Translated: Literature, Conversion, and the Arabic Cosmopolis of South and Southeast Asia by Ronit Ricci sets out to investigate how literary texts, their production and translation contributed to Islamisation in South India, Java and the Malay world. The writing of literature and their translation into vernacular languages, Ricci proposes, are intertwined with the conversion to Islam of people and cultures in these regions. The text at the centre of Ricci’s study is the Book of One Thousand Questions, which was translated into multiple languages from the original Arabic, including Tamil, Javanese and Malay. To understand the significance of this text and its correlation with the themes explored in Ricci’s book, it is necessary to provide a brief summary of the Book of One Thousand Questions and how it came to South and Southeast Asia.


    The original Book of One Thousand Questions is based on passages from the Qur’an and hadīth2 literature about a Jewish leader, Abdullah Ibnu Salam, who engaged the Prophet Muhammad in a series of questions about Islam, theology, mysticism, eschatology and various other matters. Ultimately, Abdullah Ibnu Salam is convinced by Muhammad’s answers, acknowledges that Muhammad is a prophet and accepts Islam. This narrative then made its way to South India and the Malay world via Persian translations, or through direct translations from Arabic into the vernacular. Subsequently, multiple manuscripts of translations of the Book of One Thousand Questions circulated in the area encompassing what are today South India, Sri Lanka, and parts of Indonesia, from the 16th century up to the early 20th century.


    Islam Translated focuses on four translations of the Book of One Thousand Questions to illustrate the ways that literature, its translation and their links to conversion helped bring about Islamisation in South India and Southeast Asia. The texts are Ᾱyira Macalā (Tamil), Serat Samud and Serat Suluk Samud Ibnu Salam (Javanese) and Hikayat Seribu Masalah (Malay). Ricci dissects the intersection of texts, translation, cultures and languages in the making of a transregional Islamic space, offering brilliant and insightful analysis.


    The chapters in this volume are thematically grouped under two broad headings, both of which are key themes: “Translation” and “Conversion.” “Translation” introduces the reader to the translation traditions of the Tamil, Javanese, and Malay languages, and outlines the histories and features of the Book of One Thousand Questions translations in the three languages. “Conversion” discusses the ways in which the Arabic language was “converted” in the region through translation, literary depictions of conversion to Islam in Javanese and Malay manuscripts, and finally, compares the representations of Abdullah Ibnu Salam and the Prophet Muhammad in the manuscripts examined. Overall, this book takes care to provide readers with the necessary context of the study in the very beginning, before progressively taking them through the Ᾱyira Macalā, Serat Samud, Serat Suluk Samud Ibnu Salam, and Hikayat Seribu Masalah, and on to the larger topics and themes derived from these manuscripts.


    Ricci’s excellent scholarship is evident—she deftly weaves multiple topics on language(s), translation, literary networks and conversion into a fascinating narrative. Comparing three disparate languages i.e. Tamil, Javanese and Malay and their translation traditions, is a monumental effort, but Ricci is equal to the task. Her creative use of the “cosmopolis”3 as a tool to outline the ways that language, literature and translation linked the diverse cultures in areas where Arabic held sway in Asia enables the reader to imagine a world that was connected through a shared literary tradition. This significantly broadens a worldview that is too used to imagining the world as defined by geographical and/or national boundaries.


    The other topics addressed in Islam Translated adds to its comprehensive coverage, including how the Arabic language and its script were transformed by translation, traces of pre-Islamic traditions and Sufism in the Asian Book of One Thousand Questions manuscripts and comparative perspectives on depictions of Jewish-Muslim relations in the manuscripts. One of the strongest impressions that this book made is how geographical areas as seemingly distant as South India and the islands of Java and Sumatra fall within the same Arabic cosmopolis and literary network. Trade and religion has always connected these areas even before the coming of Islam; what Ricci does in this volume is to show how those connections continued over several centuries, with translation being an impetus.


    Islam Translated pushes the boundaries of scholarship on literature, religion and culture. It challenges readers to re-imagine the past as distinguished by connectivity through common platforms (Islam, the Arabic language, and literary and translation traditions). It is a valuable addition to existing studies on Islamisation in South and Southeast Asia, and deserves to be required reading for anyone who wishes to delve further into the subject.


    Finally, a note on how contemporary readers will find this volume useful. Reading Islam Translated is especially relevant in an era marked by political violence and strife predicated along religious and sectarian lines. The literary network constructed by the diverse translations of the Book of One Thousand Questions in South Asia and Southeast Asia represents a model of syncretism, learning and wisdom that carries important lessons for the present. So does the tradition of questioning and dialogue in acquiring knowledge and affirming one’s faith, as depicted by the encounter between Abdullah Ibnu Salam and the Prophet Muhammad.


    NOTES


    1.Islam Translated was awarded the Harry J. Benda Prize in Southeast Asian Studies and Best First Book in the History of Religions from the American Academy of Religion (The University of Chicago Press, http://www.press.uchicago.edu/ucp/books/book/chicago/I/bo11274031.html)


    2.Hadīth are reports of the Prophet Muhammad’s words, deeds and actions (including his tacit approval/disapproval) by his family members, companions and contemporaries.


    3.The concept was originated by Sheldon Pollock (2006), who proposed it to explain the wide-ranging spread and influence of Sanskrit over a vast area and among diverse political entities in Asia (Ricci, 2011, p. 4)
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    Despite the wide spectrum of issues that have been addressed in applied linguistics, the authors of this book claim that the “economic and material bases of human activity and social life” have not received due attention from researchers (p. 4). In addressing this concern, the book set out to “reorient interdisciplinarianism in applied linguistics” by foregrounding the impact of political economy and neoliberal ideology on language, language teaching, teacher education and the conceptualisation of globalisation and identity in applied linguistics (p. 4). These are addressed in six elegantly presented chapters. Compact in size and number of pages, the book is quite unassuming except for its title Neoliberalism and Applied Linguistics which promises the challenging task of linking two fields whose connection is not immediately apparent.


    The book begins with an overview of the notions of applied linguistics and neoliberalism and the debate in the literature on what each one constitutes. The discussion that follows situates the link, or the lack thereof, between neoliberalism and applied linguistics in the existing literature. The reasons for this include the understanding and application of neoliberalism within applied linguistics; the concept has been used interchangeably, inaccurately in the authors’ view, with “globalisation, globalism, or simply, capitalism” (p. 7). The difficulty in pinning down neoliberalism is discussed further in Chapter 2 leading up to the perspective adopted in the book in unravelling the connections between neoliberalism and language, i.e. neoliberalism as an ideology. In the following chapter, the neoliberal meanings that loom large in the public sphere are examined, noting the wider use of certain keywords from the economic field and the construction of meanings in new contexts. In her discussion, Holborow argues that beyond the economic sphere, ideological tensions emerge, thus preventing the central concepts in neoliberal thinking from being fully appropriated in the new settings.


    Approaching neoliberalism as an ideology, in Chapter 4, Block problematizes the existing connection that applied linguists make between globalisation and identity as they focus on culturally-based theories and limit the notion of identity to certain social constructs. Culturally-based theories resonate with postcolonial discourse which is seen as an approach to address issues of identity, race, ethnicity, gender, nation building, the construction of national identities and “relationships between power and knowledge” (McEwan, 2009: 23), allowing for discourse of decolonisation and negotiations. Despite this, Block argues that such theories are insufficient in addressing contemporary language learning and teaching concerns, in a world dominated by a culture of marketisation where knowledge and education are being packaged, branded and sold as a product. He warns of the realities that are overlooked by applied linguists in the current global context and argues for a shift from culturally-based to economically-based constructs which he believes will lead to “different emphases when applied linguists turn their attention to identity”. In relation to this, Blocks argues that class has been marginalised in identity-based research in applied linguistics and draws attention to the evolving understanding of class. The traditional notion of class based on income, education, and occupation seems to have gone away but in reality, as Block explains, class is alive. It has taken a different shape and must be framed differently because class in “the world in which we live is capitalism-as-usual plus constant and fast-paced social change” (p. 80). Referencing Bourdieu’s notions of habitus, field and symbolic capital (1984; 1986) and taking cue from recent work by sociologists, Block argues that the notion of class in applied linguistics needs to be framed as a multidimensional and complex phenomenon in language research.


    An important element to the recalibration of the concept of class is globalisation, and a phenomenon that factors into this is the function and impact of the global spread of the English language. It is a dominant linguistic element in globalisation and is often an issue of contention in discussions on identity in postcolonial discourse, yet the centrality of English is not given much emphasis in the chapter. As a crucial agent of globalistion, the English language is a catalyst of change at the individual, social, political, economic levels of society and has been claimed by many as a commodity, possessing both economic and social value. In many non-native contexts, particularly in highly stratified societies, English has been and is frequently associated generally with groups possessing more social, cultural, or financial resources (Nielsen, 2003), all of which are linked to class.


    The above brings the current review to the issue addressed by Gray in Chapter 5 on the construction of English through the representations of celebrities in ELT textbooks produced in the UK for consumption in non-native contexts. Neoliberalism as an ideology is demonstrated in Gray’s analysis of the textbooks where he found that since the 1980s “the incidence and extended treatment of celebrity increases dramatically” and the kind of celebrity most featured whether real or fictional “is of the achieved kind” (p. 99). Labelling them as “globally disseminated artefacts”, Gray contends that the textbooks that have emerged over the last few decades, through the discourses of celebrity, “construct English as a condensation symbol of wealth, individualism and extraordinary professional success”. The construction of English as an elite language however is neither new nor surprising. Studies in non-native English contexts that examine the intricacies of identity construction in relation to the English language and socioeconomic orientations employing Bordieu’s framework have shown that members of these communities consider English in their context as “the privilege of members in high-status groups, where knowledge of English allows them the access to better employment opportunities and the potential to move up the social scale” (Attamimi and Hajar, 2011: 187). English, in these contexts, in other words is linked to the group members’ social aspiration, which ultimately translates into the construction of identity involving class.


    Gray’s point in discussing the ideology behind the representation of celebrity in the textbooks that he analysed nonetheless is important and well-taken. He argues against this trend in ELT textbook content and points out that the inclusion of stories about celebrities in the textbooks, although accepted by some has been frowned upon by others in the field of ELT including textbook writers and teachers. These books merit close scrutiny as “there is recognition that teachers in many contexts have misgivings about the appropriateness of celebrity-based content” (p. 110). His analysis of the textbooks exemplifies the drawbacks of globalisation and political economy on language education, prompting those in the field the need to rethink the nature of ELT textbook content. He concludes by reminding us that ELT in any context “is perforce a political activity” and calls for an awareness among teachers and applied linguists of the nature of ELT, particularly “the nature of the tools that are used to carry it out” (p. 111).


    Elsewhere, Gray (2002) has argued against the “one size fits all” model of ELT textbooks. Mass produced by ELT industry giants for non-native consumption globally, these “global course books” were designed to meet international market demands. Gray claims that the content of these books shifted from native settings such as Britain to more international contexts in meeting “a growing sense on the part of the publisher of English as increasingly global language” (2002: 157) causing many of them to resemble each other in terms of content. The main problem with the homogenisation of these global course books “is the absence of the local” which teachers generally believe learners need help to bridge the world of English with their world (Gray, 2002: 164). One way of bridging the global and the local in ELT is by glocalising the cultural contents of textbooks, whether they are published for native or non-native consumption. The concept of glocalisation is crucial in discussing the synergistic potential of the global and the local, and is considered a product of intercultural communication which assumes intercultural knowledge, awareness and competence. Premised upon crucial factors such as attitudes, knowledge, skills and critical awareness (Byram, Nichols and Steven, 2001), the objective of the intercultural communicative framework is to produce an intercultural speaker, a holistic personality. The framework favours an approach that enriches a learner’s sense of identity in learning another language.


    What are the implications of glocalisation of cultural content for ELT? Sharifian considers “the dual parallel process of globalisation and localisation of English as the ‘glocalisation’ of English” (2016: 2). Glocal content includes resources from various cultures including the target culture and the learners’ culture, and studies in ESL contexts (e.g. Hajar and Shakila, 2013) have shown that glocal content embraces the global while acknowledging the local. The inclusion of diverse cultures in ELT transforms language learning as it allows learners the opportunity to explore and evaluate social, political, and economic understandings, both local and global. This process can help learners widen their cultural window. Despite this outlook on glocalisation, Block in discussing globalisation and economy in Chapter 2, argues that “glocalisation, itself originally formulated as a way of balancing views of the relative influence of the global and the local, by now needs to undergo a process whereby the two poles which constitute it are recaliberated and rebalanced” (p. 60). In Block’s view discussions of glocalisation of language and other areas are often culture-centric, losing sight of the neoliberal thinking that may be at work. He argues that culturally-focused perspective is dominant in discussions of globalisation and language, even in notable works such as Phillipson (2009) and Heller (2011), that Block claims make reference to “current economics-informed views of globalisation”, but whose emphasis eventually changes to language and identity, hence re-establishing “the dominance of culture over economics” (p. 62).


    The authors’ attempt to show the link between neoliberalism and applied linguistics is again demonstrated in the final chapter in the book where Gray and Block argue on the marketisation of language education based on their observation of two teacher education programmes namely the British Postgraduate Certificate of Education and the Certificate in English Language Teaching to Adults. The authors claim that the programmes have goals that contradict the “reflective” model of teacher education. They argue that the processes in learning to teach that are valued in the reflective model are undermined in the two programmes “under the weight of the neoliberal imperative” (p. 142). This reality is indeed daunting because when a “technocratic-reductionist approach to education”, particularly one involving ELT is accepted in its native context, it is inevitably a license for it to be implemented and capitalised in non-native contexts.


    It is undeniable that in the era of globalisation, the influence of neoliberal thinking is dominant in programmes which cater to the ELT market demands. In many non-native contexts, the social and economic demands of globalisation, particularly the need to communicate in English has created an ELT industry that is driven by capitalism. In the wake of this glut, the quality of teaching, not to mention, the quality of programmes and materials has been compromised. In Malaysia for instance, competition in the market to supply ELT materials by local publishers, has seen the production of English language materials with mistakes in spelling and grammar, causing much furore among parents. This trend in the ELT supply market raises many concerns that need re-thinking by the powers that be, as well as educators and researchers in the area of language learning and teaching. Clearly, the neoliberal imperative is alive in non-native ELT contexts, however, this is not alluded to in the book. So, the only shortcoming of the book, if any and worth mentioning, is the lack of reference to non-native ELT contexts, where the neoliberalism challenge is painfully evident.


    The book Neoliberalism and Applied Linguistics is indeed a welcome addition to the field of language research and applied linguistics. The issues of contemporary capitalism, class and economy in current language concerns that are foregrounded by the authors provide a compelling argument for the reorientation of “interdisciplinarianism in applied linguistics” which they suggest at the start of the book. In demonstrating the impact of political economy on issues in applied linguistics such as language teaching and teacher education, the authors inspire applied linguists to consider issues of language from another crucial perspective. This book is thought-provoking and its title, Neoliberalism and Applied Linguistics is indeed justified by the re-thinking that is demanded of applied linguists in considering contemporary language issues that emerge under the inevitable impact of globalisation.
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    Writings on the radical movement in Malaya are nothing new among historians or postgraduate students at the MA or PhD levels even though these radicals have never been acknowledged by the government. Syed Muhd Khairudin’s Radicals: Resistance and Protest in Colonial Malaya provides a new view on an old story. The writer begins his story with the demolition of the Pudu Prison on the night of 21 June 2010, which he sees as the end of one physical reminder of political prisoners interned there for the crime of fighting for their country’s independence. From this event Syed Muhd Khairudin takes the readers to recall the chronology in the struggles of the Malay radicals, its ups and downs, from the Kesatuan Melayu Muda period until the Angkatan Sasterawan 50 era, the Malay Youth Congress and after the 1955 elections. Unlike earlier writings, Syed Muhd Khairudin’s book scrutinises the mobilising concepts (which include ideas, visions and notions) used by the Malay radicals to organise, strategise and to consolidate their movement to achieve independence for Malaya.


    The radicals who are also known as the Malay left—a term that denotes the group as anti-establishment, and opposing any form of exploitation on the people is rather broad. They encompass various movements, parties and organisations such as Kesatuan Melayu Muda (KMM), Pembela Tanahair (PETA), Kesatuan Rakyat Indonesia Merdeka (KRIS), Persatuan Kebangsaan Melayu Malaya (PKMM), Angkatan Pemuda Insaf (API), Majlis Agama Tertinggi Malaya (MATA), Pusat Tenaga Rakyat (PUTERA), Hizbul Muslimin (HM), Angkatan Wanita Sedar (AWAS), Barisan Tani SeMalaya (BATAS), Pemuda Radikal Melayu (PERAM), Gerakan Angkatan Muda (GERAM), Parti Komunis Malaya (PKM), Parti Rakyat Malaya (PRM), Pan-Malayan Islamic Party (PMIP), Parti Islam Semalaya (PAS) and Angkatan Sasterawan 50 (ASAS 50). With different ideologies (Islamic, socialist and communist) the author argues it was mobilising concepts such as warisan (heritage), cita-cita perjuangan (spirit and the ambitions of struggle), kesedaran (consciousness), kesatuan (unity), kebangsaan (nationalism), Melayu Raya (a union of Singapore, Malaya and Indonesia) and merdeka (freedom) that united all these radicals. Warisan especially of the anti-colonial struggle of Dato’ Bahaman, To’ Janggut and Dol Said was used by the radicals to mobilise the people. Cita-cita perjuangan refers to the spirit of the Malay radicals representing the aspiration of the people while kebangsaan refers to efforts that have to be undertaken to unite the various ideas that form Malay nationalism. Kesedaran necessitates the Malay radicals to nurture the idea that the people were oppressed by colonial rule while kesatuan serves as reminder that Malaya would never achieve independence without some form of unity. Merdeka serves as the mobilising concept that indicates the radicals were committed to the struggle for independence. These mobilising concepts were disseminated through public gatherings/talks, memoirs, novels, newspapers, stage plays such as bangsawan which allow the public to scrutinise these radicals from within.


    From these mobilising concepts the author takes the reader to the discussion of how the Malay radicals politicise the people. Syed Muhd Khairudin claims it is a mistake to accept that only outside influences like the Young Turks Movement, Gandhi, Nehru and Jinnah, the Thakins of Burma and Indonesian revolutionaires were responsible for the birth of the Malay radicals as if they were passive recipients. This view is quite right as a careful scrutiny of the books and memoirs written by these radicals contain ideas, tactics and agendas to influence the people. Malay schools, English schools, Islamic schools and the Sultan Idris Training College (SITC) became locations where nationalist ideas began to take shape while the backwardness of the Malays in all fields were daily conversation topics for Malay radicals. The concept of Melayu Raya was used by the radicals to convince the Malays they were capable of running their own affairs. As the first Malay radical party in Malaya the KMM sought to put in place a good relationship with journalists, those Malays who failed to join the colonial civil service and religious teachers especially recent returnees from Egypt. The tactic proved successful for after three years of its formation, the KMM in 1941 set up branches throughout Malaya.


    However, the KMM too was afflicted with ideological differences among its leadership that led to cliques within the party. During the Japanese Occupation it collaborated with the Japanese but the party was still disbanded by the invader. Its dissolution widened the rift within the KMM leadership. The occupation was a dark period but it provides a new experience for the Malay radicals through creative works that kept the independence struggle alive. Syed Muhd Khairudin views that these creative works such as newspapers and magazines were used by the radicals to support the Japanese and at the same time to record the sufferings of the people under Japanese rule as well as to popularise the spirit of struggle and sacrifice. For the Malay radicals the war saw the end of Melayu Raya after Sukarno declared Indonesian independence on 17 August 1945 without any reference to the Malay peninsula.


    Nevertheless the union of Malaya and Indonesia was taken up by the PKMM on 17 October 1945. The PKMM, reiterates Syed Muhd Khairudin, changed the style of the Malay struggle by opening its door to Malays from all social background, classes and ideological persuasions as long as they subscribe to Malay nationalism. This cosmopolitan outlook is seen in the party goals that was decided during the four day party congress which was attended by communists, royalists, socialists, Islamic preachers, students and others as well as the readiness of the PKMM to recognise other races. The party went all out to fight for independence and to form a united Indonesia Raya; it also used the Indonesian flag as the party flag. In the party’s executive committee the communist Mokhtaruddin Lasso was chairman while Dr Burhanuddin was vice chairman and Ahmad Boestamam the treasurer. The PKMM saw communism as unIslamic but they recognised communists notably Musa Ahmad and Dahari Ali as capable mobilisers of the masses towards the idea of freedom. Through the dissemination of its cita-cita perjuangan via periodicals and the writings of party leaders the PKMM was readily accepted by the people. By early 1946 the party already had 10,000 members. The withdrawal of the PKMM in 1946 from UMNO rendered the party an important platform for various neglected groups including Muslim activists and Malay women to take an active part in the struggle for independence.


    However, the declaration of the Emergency destroyed the dream of the Malay radicals to pursue the idea of independence. In fact, many of them either followed the militant path by joining the communists so as to avoid detention or to join UMNO. The Maria Hertog case that erupted in May 1950 provided an avenue for the radicals to garner the support of Muslims but the hope of starting a revolution failed to resonate with the Malay masses. Following the emergency many of these radicals were incarcerated and detained by the colonial police. Unlike other writings on the radicals, Syed Muhd Khairudin examined how imprisonment and colonial prison became a transformational experience for these Malay radicals where the mobilising concepts mentioned earlier like cita-cita perjuangan, Melayu Raya and merdeka were tested. Syed Muhd Khairudin sees the colonial prison as providing a new space for these radicals to restructure ideas and movement for their very survival and to achieve their political aims in a more effective manner. Based on memoirs of imprisoned radicals and colonial documents such as prison reports, Syed Muhd Khairudin discusses how these radicals negotiated their everyday life in prison amidst the strict disciplinary regime which tried to banish radical ideas among the detainees or British spies amid them while at the same time keeping alive the idea of independence which they would pursue upon their release. The radicals used various tactics but the most important one was the cultivation of a harmonious relationship with senior prison staff through which they were able to publish magazines which were used to spread their ideas. Through these means the imprisoned radicals were able to set up an underground information network. But tension still existed with the prison management which saw the radicals becoming more organised. Hence a threat to the British. In the end the prison became a new space of tension between those pro-British detainees and the radicals while the latter even held a demonstration in protest against prison management. After their release from prison the radicals still had the opportunity to plan for merdeka through the literary movement ASAS 50 although it might not be as influential as the PKMM, API or AWAS. Meanwhile UMNO continued its political dominance while the declaration of independence in 1957 mitigated any attempt by the radicals to resurrect its past glory. As stressed by Syed Muhd Khairudin, marked ideological differences among former PKMM, API and AWAS members prevented any attempts to unite the Malay radicals while the declaration of independence on 31 August 1957 effectively ended the Melayu Raya dream. The role of the Malay radicals in the formation of Malaysia, however, were carried out after independence through PAS and the PRM.


    One interesting feature of the book is the discussion on Malay women notably AWAS in Chapter 5. Syed Muhd Khairudin has examined multiple hegemonies that have to be negotiated by AWAS not only from British colonial rulers but also from within their own party. Interestingly the efforts of AWAS to become a platform to fight for women emancipation and to establish male-female equality was seen as a threat by the PKMM leadership. AWAS even went to the extent of criticising PKMM leaders for their lack of courage. AWAS had also undergone intensive military training in the jungle which was organised by the PKM (or Malayan Communist Party, MCP) and API. With the proclamation of the Emergency, AWAS was subjected to similar treatment as meted to other radical movement with many of its members fleeing into the jungle to join the communists.


    Syed Muhd Khairudin claims the move to join the MCP did not mean AWAS members were freed from any form of sexism or in other words, the MCP was no different from the Malay radicals in terms of their overall approach towards women. Despite claims by these women that they managed to gain freedom within the MCP, none of them had held any high ranking office within the party. This means there was still bias within the communist movement and this explains the prevalence of male dominance in the Malayan political movement including the MCP. This statement is debatable as within the MCP, women leaders like Suriani and Ah Yen (real name Wu Ruiai) were able to rise to become important strategists within the party. Suriani was tasked to coordinate the march of the 10th Regiment from Pahang to south Thailand in 1953. In 1955 she was appointed member of the regiment’s senior officer corp. Her highest achievement came in 1975 when she was appointed as member of the MCP central committee. In the same year she also replaced Abdullah CD as head of the 10th Regiment after the latter fell ill. Ah Yen was appointed party advisor in the peace negotiations that involved both the Malaysian and Thai governments in 1988. But the number of women in high party echelon was small with only the smart ones who managed to rise up to that level.


    Overall, the book is highly readable, full of invigorating debates and passionately written. Looking at the Malay radicals from the inside, Syed Muhd Khairudin managed to portray them as agent of change and makers of history (he called them the productive people in history). The book also managed to reinstate the radicals in their proper place in Malaysian history and hence should be read by all those interested in our national history.
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o provide content for speaking and writing
skills

+ Make comparisons and value-statements
between traditional and modern practices

About
language

Language in social
interaction

Language and
social identity

Language use in
‘marriage rituals

Digital footprit

Customs and rituals in
Terenggany, for example
engagements and weddings
Specific language in social
inferactions during ceremonies
relating to marriage

Reading text on Terengganu
teenager's online and offine
identity

Facebook pritout of
Terenggam celebrity

Video clip on online safety

Ability to

+ Identify the use of specific language in
social interactions during engagement and
wedding ceremonies

+ Interpret the language used in ceremonies
relating fo marriage

Ability to

+ Understand the importance of digital
Sootprint in Facebook identity

+ Assess what their identity reveals about
themselves as Malaysians

+ Create a posiive Facebook identity aligned
to traditional culture and values





OEBPS/Images/Art_P11.jpg
3 Herage Dyingerafts Boat-makingin  + Types of boat produced in Ability to

Terengganu Terenggant & ifs COMECHON 1O, a1 ate of hoat making skills and art
the local economic & cultural -, 5 cquicition of knowledge of history,
‘AchyIics. process of making and preserving the art
- An&nft ofbostmaking (e b o oiE b
pats of boat) « Compare and contrast the traditional and
+ Tool & process of boatmaking ot o O e
+ Discuss and present proposal for preserving
the art and crafis of boat making and
elates to the income generation (work/job
related activity)

Internationalisation  Terengganu * Famous Terengganu Heritage  Ability to:

:“"““ i hustorical stes sites + Appreciate the local historical sites
esheations for » Terengganu State MUseUm ., 1genify and summarise the major historical
tourism Complex.

sites
+ Cite the uniqueness of the historical sifes fo
‘promote foutism

* Bukit Puteri
* Bam Bersunat
* Masjid Tengku Tengah
Zaharah
* Kampong Cina
* Istana Maziah
+ Historical significance of the
sites
+ Promotion for tourism
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Local languagein  BahasaMelayu  + World languages Ability to:
perspective and it varieies + Malay asalocal &3 matonl | 1 erid e role of anguage and
language identity: Bahasa Malaysia as the national
Terengganu Malay 2s a variety o T
ofMaky + Aware of relations befween language
(including its varieties) and ideatity
Using polite Asking questions  + Greetings in different cultures  Ability to
expressions and making polite  + Ways of asking questions, .+ Use polite expressions in conversations in
requests making polite requests and e
asking permission &
1 Literatwe Literary geares—  The story of Genes: Graphic novel and short _ Ability to
Local legends Princess Ulek story Sosiieram——
Mayang Lssues and concems from W0, \roke conmections between stories from

Popularising local
lierature — poetry
by local writers

Man and his city

different cultures

Genre: Poetry
Themes: perspectives from fwo
cultures (local & foreign)

two different cultures
+ Experience in creating own couplets

Ability to

+ Respond to fwo poems from two different
culfural contexts

* Compare two different perspectives in fwo
‘poems (local & foreign)
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Interface Reading and Culture Matrices
Form 1 Heritage Lesson: The Terengganu Sultanate

Track

Culture content

Outcome

Reading and culture matrices

Heritage

+ Royal regalia
+ State symbols
+ Royal lineage

+ Ability to speak and write
about monarchy

+ Understand the meaning
of royal regalia & the state
symbols and the genealoy
chart of the state of Terengganu

Recall

Describe what he wears on his head, over his chest, around his waist and
what he holds in his hand. These things are called his royal regalia. These
things belong to him as the Sultan and no one else.

Skill / Concept

Study the symbols that appear in the royal regalia and the state symbols

Some of them are repeated more than once. What o they stand for?

Strategic Thinking

a. Let's take a look at pictures of HRH Sultan Mizzen's late father, late
grandfather and late great grandfather:

b, You too can trace your own family line by filling in the blanks

Extended Thinking
NA.
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Language for
specific discipline~
language for
science &
technology: food
science

Edible identities—
Food as cultural
heritage of
Terengganu

Popular Local Terenggan food. ~ Ability to:

Sharing of home recipes
Vocabulary to describe
Terenggann food

Nutritional value of local food
Promotion of local food

+ Use specific language to describe local
food and its nutritional values

+ Transfer and interpret information from
graphic organisers to give directions and
instructions on where to find and how to
prepare the local food

+ Draw conclusions from various sources
of information to establish nutritional
values of local cuisines based on several
resources e.g. UNESCO Heritage foods
with nufritional values

+ Synthesise information fo make
recommendations to promote local food as
a healthy option

3 Literature  Remembering
Terenggany from a
distance

Growing up in
Terenggam

Images of children growing up
in Terenggamu

Awang Goneng's blog. Kecek-
Kecek

Ability to

+ Interface a poem by William Henry Davies
with an excerpt in Awang Goneng's blog.
Kecek-Kecek

* Read and respond to an excerpt from the
blog

+ Create own blogs about growing up in
Terengganu.
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About
language

‘Proper use of
language in social
media

Appropriate
Ianguage in formal
contexts

‘Word borrowing

Connecting safely

Developing
formal language
in speaking and
writing

Borrowing
words for
communication

Reading text on connecting
safely

Common Scenarios for problem
solving

Writing templates for SMS texts

Awareness of polite language
‘words and expressions in
speaking to different types of
people

Using appropriate intonation,
word choice, caps and
‘punctuations

Awareness of politeness words
and expressions in local social
contexts

Awareness of borrowing of
lexical items from bahasa
Melayu in English wriften fexts
Listing and discussion on the
use of English words in the
Terengganu accent

Identifying local native words
and writing its meaning in
English

Ability to

+ Understand what is accepted online
behaviour or etiquete

+ Identify messages that are inappropriate

+ Create appropriate messages for various
people

Ability to

+ Ability to use appropriate English in formal
contexts

+ Ability to understand the etiquette in
speaking & writing

Ability to recognise the different types of
borrowing.

* Local dialect of Terengganu speak
+ Malay borrowed words in English
+ English borrowed words in Malay
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Popularising local  The boat builder

literature — poetry

Narratives of places  Toponomy of
names of places in

Terengganu

Poem: the boat builder
(Muhammad H. Salleh)

Parts of a sampan: hull; keel
anchor: port; starboard; bow.,
stern; propeller; oars.

Seascape of Terengganu: waves.
horizon, beach, sand, coastline,
seaetc

How places are named
Places with sirange names in
Terengganu

Ability to:

+ Respond to a poem on boat-making

+ Identify the culture specific defails in the
‘poem relevant to boat-making

+ Read and speak about boats and their
significance in Terengganu.

+ Interpret information on boats and images
of seascape

* Reconstruct the poem into a process

Ability to

+ Identify oral stories that relate to naming
of places
+ Esplore folklore and legends in Terenggam

3

Values &
society

Re-visioning Contributions of

scientific Muslim scientists
knowledge: to modern day
Confributions of  science

Muslim scientists

to modem da

science

Muslim Scientists and their
contributions to science
= Golden age of Islam
= Celebrating the world of b
Al Haytham
Development of future
Malaysian scientists

Ability to

+ Appreciate the contributions of the carly
Muslim scientists

+ Identify scientific knowledge and
discoveries that Muslim scientists
originally pioneered

+ Become aware of development plans for
Malaysian Scientists at Terengganu Science
and Creativity Centre.
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‘Webb's DOK Level 3

» ‘Webb's DOK Level 1 ‘Webb's DOK Level 2 ‘Webb's DOK Level 4
eV BlbG S TSty Recall & Reproduction Skills & Concepts  Statcgic Thinking! 4 4 Thinking
Reasoning
Remember + Recall, recognise,or locate basic
Retrieve knowledge from fact, detals, eveats,or ideas explicit
long-term memory, ecognise, in fexts
recall, locate, identify + Read words orally in connected text

with fluency & accuracy
* Define terms
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2 Hertage  Thecrafi of wood
carving & its
preservation

Preservation and
revival of old.
traditions

Understanding and
appreciation of
Your herifage

Wood carving in
Terengganu

Batik and Songhet

Traditional
Terengganu dance
and music

Terengganu master-carvers
Terengganu woodcarving mofifs
& their local names

Features of woodcarving from
other cultures

Process of wood carving
Preservation of the local eraft
some training programmes

Process of making bafik and
songhet

Different motifs /patterns of
batik and songke

Promotion of batik and songker
in reviving the fradifions

Multimedia show of selected
traditional dances

Names, origins & features of
traditional dances

Music & musical instruments in
local dances

Preservation & promotion
‘projects.

Ability to

+ Appreciate local heritage & ongoing
preservation work

+ Acquire knowledge of local culfure and
heritage to provide content for speaking
and writing skills

+ Make comparisons and value-statements
between two traditions

+ Evaluate preservation efforts made &
suggest altemative ways of improving them

Ability to

+ Differentiate the different patterns/ designs
of batik and songhet

+ Write on the process of batik making

+ Explore the efforts of preservation and
sevival of batik and songket

Ability to

+ Explain different types of local dance and
music

+ Relates the dance and music to the
community activities and ofher dance
around





