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Preface

I have been involved in research surrounding heritage languages since the year 
2000. One thing that became clear to me early on was the wide range of aspects 
that make up this topic. This made me realize that in order to attempt to under-
stand the workings of heritage language socialization, one would need varied 
sources of data and multiple tools of analysis. I also found, however, that these 
are not straightforward decisions given the debates taking place, even in fields 
that are only vaguely relevant to heritage language studies. In a book chapter 
published in 1979 by Elinor Ochs, Transcription as Theory, she drew attention 
to an old controversy in linguistics about what constitutes appropriate data for 
proposing linguistic norms. It is well known that Noam Chomsky, a theoretical 
linguist, has argued for decades that actual language use is not only unneces-
sary but useless for conducting linguistic analyses. Others, such as Dell Hymes, 
William Labov, and Michael Halliday—who view language from cultural, social, 
and functional standpoints respectively—take the contrary position that the way 
speakers use language is what really matters in any analysis of language. In other 
words, rather than working with an idealized system, language scholars ought to 
observe and examine what language users actually produce. In essence, this is an 
ontological debate of whether our understandings of what constitutes language 
and language use should be based on what speakers do or on what they say—or 
think—they do. Both of these approaches—what speakers do and what they say 
they do—have been applied to heritage language development research.

The two perspectives taken in this book, though not identical to the ones 
described above, do exhibit some parallels of sorts. In analyzing and theorizing herit-
age language socialization, development, and maintenance, I draw on what families 
and children say they feel, think, and do in relation to the languages in their lives. At 
the same time, I observe, record, and transcribe actual language behaviour between 
children and adult caregivers in a variety of daily life situations. These two forms of 
data represent a self-reported (even idealized) position as well as the observed enact-
ment of these accounts. I analyze both types of data through various techniques, 
such as thematic analysis, on one hand, and tools borrowed from the ethnography 
of communication and conversation analysis on the other. Significant qualitative 
research in heritage language development privileges the first perspective. That is, 
the arguments and explanations are largely drawn from families’ “opining” about 
heritage language development and their linguistic practices. This book attempts to 
take a balanced approach by drawing on both paradigms and analyzing the data from 
micro and macro perspectives. It is my hope that this combination of approaches will 
result in productive ways of advancing this critical research area.
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vi   Preface

My main motivation for engaging in this project largely stems from my inter-
est over the last two decades in bringing these perspectives together in one book. 
I will have to admit, however, that the multifaceted nature of the topic I referred 
to earlier has been found to be more profound than I initially realized. Under-
taking this project, then, became much more challenging and took much longer 
than I had anticipated. As a result, the list of people I am indebted to also became 
longer than expected.

This book has been in the making for close to two decades as I have formally 
worked on heritage and minority language issues. During this time, I have read 
extensively and learned from both academic and non-academic literature while 
working on several projects with ethnolinguistic minorities examining different 
aspects of heritage language socialization. I have also learned through presenta-
tions, courses, and by unwittingly listening in on public conversations as well 
as by engaging in formal and casual discussions with mentors, students, peers, 
and colleagues. Many others have fed my thinking through casual interactions, 
including my children, an assortment of family members, and strangers. Most 
of all, I have lived—heritage languages are an intimate part of life for linguistic 
minorities. I have lived more than half of my life as a linguistic minority and in 
some ways this project is an extension of my life. Thus, each of the above activ-
ities and interactions has informed and shaped my thinking around the topics 
that I address in this book. I owe a great debt to all of the above people as I realize 
that in writing this book I have depended on so many of them, most of whom will 
never read these words—or know that I have written a book that is partly theirs. I 
would like to sincerely acknowledge all of those who have contributed directly or 
indirectly to this project.

First of all, I would like to acknowledge the participants in all of the studies 
that have informed the content of the book, and in particular, the three focal 
families and three grassroots groups that generously opened their doors so that I 
could conduct my ethnographic work in Vancouver, Canada. I am deeply thank-
ful to the late Joshua Fishman who founded and co-edited with Ofelia García the 
book series Contributions to the Sociology of Language at De Gruyter Mouton at 
the time this book project was undertaken. I am profoundly grateful to them for 
believing that this book would be a valuable contribution to heritage language 
socialization and to the sociology of language more broadly. Their encourage-
ment and guidance from the initial proposal made a tremendous difference. Their 
constructive comments throughout the project, along with those of the anony-
mous reviewers, strongly contributed to the quality of the final product and I am 
particularly grateful for their support. I also thank Lara Wysong at De Gruyter 
Mouton for her incredible patience during the several years that took me to com-
plete the project.
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I would like to express my sincere appreciation to my mentors at the Uni-
versity of British Columbia who guided me through much of the research I draw 
on, particularly Drs. Patsy Duff, Margaret Early, Jim Anderson, Lee Gunderson, 
Geoff Williams, Steven Talmy, Bonny Norton, and John Willinsky. I thank my UBC 
peers, Sandra Zappa-Hollman, Jérémie Séror, Lyndsay Moffat, and Diane Potts for 
being such a valuable source of support in many aspects of the work reported in 
the book. I have many people to thank at the University of Alberta. In particular, 
I am grateful to Dean Katy Campbell for her encouragement and support and to 
Anne Merritt for her assistance with parts of the final version. Last but not least, I 
am indebted to my amazing research assistant, Ava Becker, who became involved 
in this project early on and played a key role at many stages of development.

I would like to acknowledge the funders whose generous support made the 
various research projects possible: Social Sciences and Humanities Research 
Council of Canada (both a Doctoral Fellowship as well as a Standard Research 
Grant), the Faculty of Education Graduate Student Research Grant (UBC), the 
Joseph Katz Memorial Award for Multicultural Education (UBC), and the Faculty 
of Extension Research Grant (University of Alberta).

 EBSCOhost - printed on 2/9/2023 11:02 PM via . All use subject to https://www.ebsco.com/terms-of-use



 EBSCOhost - printed on 2/9/2023 11:02 PM via . All use subject to https://www.ebsco.com/terms-of-use



Contents

1 Introduction   1
1.1 Why heritage language studies?   3
1.2 Reconsidering the first language maintenance construct   5
1.3 Research methods in heritage language studies   6
1.4 Sources of data   9
1.4.1 2001 case studies   10
1.4.2 2005–2007 ethnography   10
1.4.2.1 Access, settings and participants   12
1.4.2.2 Data collection   13
1.4.2.3 Data analysis   13
1.5 Organization of the book   14
1.6 Chapter summary   15

Part I: Setting the stage

2 Overview of heritage language studies   19
2.1 Introduction   19
2.2 A historical overview   19
2.2.1 The contributions of Joshua A. Fishman   20
2.3 Heritage language development: A progress report card   22
2.3.1 Language beliefs and attitudes   22
2.3.1.1 Forces against heritage language development   23
2.3.2 Three key factors in heritage language development   25
2.3.2.1 The role of schools   25
2.3.2.2 Affiliation to ethnic group   27
2.3.2.3 Intergenerational communication and family unity   28
2.3.3 Agnes He’s hypotheses   30
2.4 Chapter summary   32

3 Language socialization   34
3.1 Introduction   34
3.2 Defining language socialization   34
3.2.1 Language socialization: Theory and methods   35
3.3 The evolution of language socialization   37
3.3.1 Language socialization across contexts   39

 EBSCOhost - printed on 2/9/2023 11:02 PM via . All use subject to https://www.ebsco.com/terms-of-use



x   Contents

3.3.1.1 Second language socialization   39
3.3.1.2 Language socialization in multilingual contexts   43
3.4 Heritage language socialization   46
3.4.1 Heritage language socialization in interlingual families   49
3.5 Evolving conceptualizations and issues   51
3.6 Chapter summary   53

4 Language ideologies   55
4.1 Introduction   55
4.2 Defining language ideologies   55
4.3 Ideologies and heritage language development   57
4.3.1 Ideologies that devalue languages   59
4.3.2 Language ideologies and an emerging body of research   61
4.3.3 Socializing language ideologies   62
4.3.3.1 Language ideology socialization, accommodation  

and resistance   63
4.3.3.2 Reproducing dominant language ideologies   64
4.3.4 Is there an ideological paradox?   66
4.4 Chapter summary   68

5 What is discourse?   70
5.1 Introduction   70
5.2 Defining discourse   70
5.3 Origin, development and perspectives   71
5.3.1 Michel Foucault’s contributions    73
5.3.2 Critical discourse analysis and critical discourse studies   74
5.3.3 The dialectics of discourse   75
5.3.4 Discourse, critique and power across disciplines   75
5.4 Discourse and ideology   77
5.5 Chapter summary   78

Part II:  The discursive construction of heritage  
language development

6  Discourses of heritage language development I: A preliminary  
typology   81

6.1 Introduction   81
6.2 Thematic analysis of data   81
6.3 The discourses of Spanish as a heritage language   83
6.3.1 Utility   83

 EBSCOhost - printed on 2/9/2023 11:02 PM via . All use subject to https://www.ebsco.com/terms-of-use



Contents   xi

6.3.2 Cohesiveness   84
6.3.3 Identity   85
6.3.4 Affect   86
6.3.5 Aesthetics   88
6.3.6 Validation   89
6.3.7 Correctness   91
6.3.8 Opposition   92
6.3.9 Access   94
6.3.10 Cosmopolitanism   96
6.4 Chapter summary   98

7 Discourses II: Mapping the literature   101
7.1 Introduction   101
7.2 Testing the typology   101
7.3 Selection of studies   101
7.4 Identifying discourses within studies   102
7.5 Discourses in the research literature   105
7.5.1 Discourses of cohesiveness   106
7.5.2 Discourses of identity   108
7.5.3 Less frequently found discourses   109
7.5.4 Least representative discourses   111
7.6 Chapter summary   113

8  Discourses III: Problematizing the discourse typology   115
8.1 Introduction    115
8.2 Rationalizing a discursive approach to heritage language  

studies   115
8.3 Overlapping discourses of heritage language development   116
8.3.1 Interconnected constellations of discourses and their  

attributes   116
8.4 Implications of typologizing discourses   119
8.4.1 Theoretical implications   119
8.4.2 Empirical implications   120
8.4.3 Dialectical implications   120
8.5 Chapter summary   120

Part III: Socializing strategies and metapragmatic practices

9 The role of community   125
9.1 Introduction   125

 EBSCOhost - printed on 2/9/2023 11:02 PM via . All use subject to https://www.ebsco.com/terms-of-use



xii   Contents

9.2 Why are communities relevant?   125
9.2.1 Introducing the role of community through sense  

of community   126
9.2.2 The therapeutic role of churches in Black communities   127
9.2.3 Hispanic familism   128
9.2.4 The role of grassroots community groups in HL development: British 

Columbia   128
9.2.4.1 El Grupo Scout Vistas   129
9.2.4.2 El Centro de Cultura   131
9.2.4.3 La Casa Amistad   132
9.2.5 The role of grassroots community groups in HL development: 

Alberta   134
9.2.5.1 The Co-Op   134
9.2.5.2 REPARA   135
9.2.6 Motivations for starting the groups   135
9.2.7 Motivations for group participation    137
9.2.8 Interpreting the role of the grassroots groups   137
9.2.8.1 Creating language and cultural spaces   137
9.2.8.2 Linguistic and cultural validation   140
9.2.8.3 Social relations   141
9.3 Parallels across communities   143
9.4 Grassroots groups as primary communities   144
9.5 Chapter summary   145

10 Family language and literacy practices   147
10.1 Introduction   147
10.2 The home context and heritage language development   147
10.2.1 A mother’s lonely struggle   148
10.2.2 The role of family intimacy   150
10.2.3 “Language injections”   152
10.2.4 Family literacy and the role of transnationalism   156
10.2.5 Engaging in critical family literacy   159
10.3 How do the above practices fare?   162
10.4 Chapter summary   164

11 Family language policy and language regulation   166
11.1 Introduction   166
11.2 Family language planning and management   166
11.3 Metadiscursive reports of language regulation   167
11.4 The linguistic interactional picture   170

 EBSCOhost - printed on 2/9/2023 11:02 PM via . All use subject to https://www.ebsco.com/terms-of-use



Contents   xiii

11.5 Heritage language socialization and conversation  
analysis   173

11.6 Conversation analysis   174
11.6.1  A few words on transcription   176
11.7 Concepts associated with language regulation   180
11.7.1 Self-repair   180
11.7.2 Corrective feedback   181
11.7.3 Recasts    183
11.7.4 Cross-code recasts   183
11.7.5 Clarification requests   184
11.7.6 Lectures   185
11.8 Chapter summary   185

12 Heritage language regulation   187
12.1 Introduction   187
12.2 Lectures as a defensive language socialization practice   188
12.3 Cross-code recasts and conversational expansions   191
12.4 Requests and negotiation   193
12.5 Clarification requests and conversational closings   195
12.6 Commands, resistance and sequence closings   197
12.7 Implications of the analyses   199
12.8 Chapter summary   202

Part IV:  Family, community and education  
in global perspective

13  A cosmopolitan turn in heritage language studies?   205
13.1 Introduction   205
13.2 Generation 1.5 and Third Culture Kids   205
13.3 Cosmopolitanism   206
13.4 Growing up ethnic or pan-ethnic?   208
13.5 Growing up around other languages and cultures   209
13.6 Growing up with a broader vision of the world   212
13.7 Growing up cosmopolitan   213
13.8 Implications of a cosmopolitan turn   216
13.9 Chapter summary   218

14 From multiculturalism to cosmopolitanism   220
14.1 Introduction   220

 EBSCOhost - printed on 2/9/2023 11:02 PM via . All use subject to https://www.ebsco.com/terms-of-use



xiv   Contents

14.2 The global race to “be” global   220
14.3  Transnationalism, cosmopolitanism  

and global citizenship   221
14.4 Cosmopolitanism and education   223
14.4.1 Higher education   223
14.4.2 Language education   224
14.4.3 Canadian K-12 curricula   224
14.5 From multiculturalism to cosmopolitanism   226
14.6 Cosmopolitanism in educational practice   227
14.7 Cosmopolitanism and Canadian identity   227
14.8 Chapter summary   228

15 Final reflections and ways forward   230
15.1 Introduction   230
15.2 Signposting to new conversations   230
15.3 Research directions   236
15.4 In closing   237

References   239
A note on the texts   262
Subject index   263

 EBSCOhost - printed on 2/9/2023 11:02 PM via . All use subject to https://www.ebsco.com/terms-of-use



https://doi.org/10.1515/9781614513841-001

1 Introduction

I am my language. Until I can take pride in my language, I cannot take pride in myself.
(Anzaldúa 1987: 59)

Language is central to human life. It is intricately interknitted in culture and in 
how people see themselves in the world. Language is the main vehicle of cultural 
values and meanings and therefore plays a key role in shaping the worldview of 
individuals and communities. At the local level, language is the primary means 
by which families help young children become members of a cultural community. 
If language is essential to a wide range of human endeavours for all groups, fos-
tering the heritage language is a critical necessity for linguistic-minority families 
living in multilingual settings. Their language is the means through which they can 
more successfully socialize their children into the beliefs, values, ideologies, and 
discursive practices as well as into their conceptions of the world. This process of 
socialization also involves the shaping of children’s particular identities, drawing 
them to identify with a community of speakers, and expecting them to interact 
competently and appropriately with the broader society. Heritage language devel-
opment, then, is not a trivial matter for linguistic-minority families. Rather than 
viewing language development and maintenance as a narrow pursuit, inspired 
by a “backward” and nostalgic stance based on families’ intractable wish to cling 
to their past through their heritage language, it should be seen as an essential 
component of their adjustment, integration, and overall well-being.

As an interdisciplinary project, this book takes both micro and macro per-
spectives on heritage language development and draws on three interrelated 
theoretical and conceptual perspectives as organizing principles and analytical 
lenses, namely, discourse, language ideologies and socialization. I take a macro 
perspective that draws on critical discourse studies in order to analyze the ways 
in which language development and maintenance is “talked about” in popular 
and academic circles. I draw on ethnographic data to construct a typology of dis-
courses of heritage language development and maintenance and then apply it to 
a selection of the research literature, which becomes the catalyst for engaging in 
a critical examination of the research area and of the typology itself.

The broad perspective taken in the book also includes a close examination of the 
interaction between issues of heritage language development and the macro socio-
politic o-cultural structures in society. These interactions are indelibly implicated 
in relations of power, which are critically confronted throughout the book. At the 
micro level, I discuss the patterns of communication between children and caregiv-
ers in multilingual settings. This discussion is facilitated via analyses of day-to-day  
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2   1 Introduction

interactions in homes and community groups. Using analytic tools borrowed 
mainly from the conversation analysis (CA) tradition, I describe the linguistic 
strategies that adults employ in attempts to regulate the language use of chil-
dren. Taking a critical stance, I demonstrate how certain strategies have a posi-
tive effect on family interactions, potentially expanding the conversations, while 
other strategies act negatively by ending communicative sequences.

Concerns have emerged recently within the linguistic anthropology of edu-
cation research about the usefulness of the micro/macro scale as a heuristic. In 
particular, questions have been raised regarding the perceived narrow, deter-
ministic, and potentially misleading nature of this scale (Wortham 2012). While 
acknowledging these as valid critiques, a decision was made to apply this heu-
ristic in the present book for several reasons. First of all, while much research 
has been conducted within education from micro and macro perspectives, sig-
nificantly informing the field through nuanced analyses of agency and structure, 
the study of HLs has not yet benefited from such analyses at the micro and macro 
levels. Indeed, leading scholars in this and related research areas continue to 
utilize this framing fairly productively (e.g., Lanza 2001, Piller and Takahashi 
2006, Lanza 2007, Talmy 2010, Fogle 2013, Fogle and King 2013). Therefore, it is 
argued that HL socialization is not yet at the stage of moving beyond this social 
scale and into a more fluid consideration of, for instance, contingent emergence 
and enduring constraints (Wortham 2012). It is expected that once these more tra-
ditional scales have been sufficiently explained, HL socialization may also outlive 
a micro/macro distinction and perhaps benefit from currently emerging models 
that draw on different spatial and temporal scales. In this regard, Wortham (2012) 
discusses the concept of “enduring struggles” used by Holland and Lave (2001) in 
their work on practice theory, from among several possibilities. Finally, Wortham 
acknowledges several problems with approaches that attempt to move beyond 
the micro and macro distinction as obstacles for fully implementing them in the 
linguistic anthropology of education and in other fields, positing that these need 
to be fully articulated to be useful. The time may come, but it is not yet here, for 
HL socialization to draw on appropriate approaches that can take the field further 
in this regard.

Throughout the book, language socialization is used as the theoretical lens 
that facilitates the analyses at both the micro and broader scales, productively 
connecting the two. The language ideology concept is used throughout the book 
as the critical thread that interweaves all issues and perspectives. Thus, at the 
microlinguistic level, it frames discussions related to the adults’ views of differ-
ent languages and how they should be used in their daily interactions. It also 
helps illuminate how children are socialized into language practices and views 
of the world. Therefore, provocative conceptualizations of heritage language 
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1.1 Why heritage language studies?   3

development and maintenance are put forward as a result of the synergistic 
interaction of discourse, ideologies, and language socialization.

Dell Hymes stated in 1974 that a multidisciplinary approach was indispensi-
ble for studying language, positing that just as linguistics was obviously needed 
in this endeavour, so were anthropology, sociology, education, and other fields. 
Hymes’ words have perhaps never been truer than they are today, as evidenced 
by the multidisciplinary developments in language-related areas of research, but 
especially in relation to the study of heritage languages. In this book, I attempt to 
heed Hymes’ call and take the position that the scholarly study of heritage lan-
guage development and maintenance is a necessarily interdisciplinary endeav-
our. It is a highly complex phenomenon that plays out at micro and macro levels, 
both for individuals and communities and thus is connected to several fields 
and research areas. As a result, it has been investigated from various discipli-
nary perspectives combining different methods. Some of the fields from which 
heritage language development and maintenance has been examined include, 
but are not limited to, linguistics, applied linguistics, ethnolinguistics, sociolin-
guistics, anthro-political linguistics, education, early childhood education, and 
speech-language pathology. Perhaps partly due to the diversity of scholarly back-
grounds involved in heritage language studies, the terms used in heritage lan-
guage scholarship have also been varied. The perspective more closely associated 
with this book falls within the scope of linguistic anthropology, sociolinguistics, 
and the sociology of language. In the next chapter, I discuss the sociology of lan-
guage and sociolinguistics more specifically as a way of setting up the body of 
the book. In most chapters, a variety of linguistic anthropological focal points are 
also foregrounded.

1.1 Why heritage language studies?

A pressing research issue in societies with local linguistic minorities (including 
aboriginal groups) and immigrant receiving societies is the need to better under-
stan d how families, communities, and governments deal with minority lan-
guages and cultures. As the world becomes more interconnected and the mobil-
ity of people intensifies globally, language contact also increases, individuals 
continue to add new languages to their repertoires, and more children are born 
and raised among several languages. In this rapidly evolving living environment, 
parents invariably wonder what the best child-rearing practices are in relation to 
language, they want to know what to do with the languages in their lives and how 
these affect their parenting styles and outcomes. Many questions emerge among 
parents about how these languages relate to them as families, to their children as 
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individuals, to who they are, and to how they can see themselves in their com-
munities. They continue to wonder whether to keep or abandon their languages, 
and if so, how. They nervously speculate about whether their actions hinder or 
enable their children’s futures. They ask themselves and their friends what other 
families in similar situations do and what their experiences are. Many would like 
to know what language experts think and know about these concerns and what 
advice they can get from them.

Policy-makers and educators would like to know how to better cater to their 
increasingly multilingual classrooms in a culturally and multilingually sensitive 
manner that is pedagogically sound. It is important for them to access research 
findings concerning the language and literacy attitudes, goals, and practices 
of families in order to design curricula that is consonant with families’ efforts 
in supporting their children’s schooling and work cooperatively in pursuing 
common educational goals. Indeed, research on heritage language attitudes and 
home practices can provide critical insights for educators to better understand 
the experiences and characteristics of families who face differing circumstances 
(e.g., in relation to educational background) and possible differing educational 
goals (e.g., literacy, biliteracy, monolingualism, multilingualism). By identifying 
such goals and circumstances and designing programs that take these issues into 
consideration and offering more flexible, culturally responsive, and effective 
programs (DeBruin-Parecki and Paris 1997), stakeholders may be able to more 
successfully address the education desires and goals of differently advantaged 
families. Relatedly, it is essential for governments to know what appropriate and 
fair language policies are and what programs to support and how. The future is 
increasingly multilingual and societies need to be prepared for this reality and 
learn how to capitalize on such resources.

All of the above questions, concerns, and issues are often talked about in 
academic, family, community, and other circles in various ways. These ways of 
talking—discourses—are of course prompted by particular ideologies, situations, 
and contextual realities. One of the key arguments that I make in this book, follow-
ing Michel Foucault and others, is that discourses are not only produced by, but 
also producers of, “the subjects and the worlds of which they speak” (Lessa 2006: 
285). Thus, engaging theoretically and empirically with such talk is a fruitful direc-
tion as it has the potential of contributing to enacting heritage language develop-
ment in the new generations. This book addresses these and related areas and 
attempts to move the conversation further into as of yet unexplored directions.

Finally, as part of the process of building this emerging area of research (herit-
age language studies), the book attempts to expand HL socialization theorization 
across increasingly complex settings, social scales (micro and macro), drawing 
on a variety of concepts borrowed from neighbouring disciplines, research 
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methodologies, and analytical techniques. The unifying thread in this book is 
its broad—and yet deep—treatment of a large set of relevant characteristics of 
heritage language socialization. The centeredness of ideology and discourse in 
this process is salient in relation to issues of identity, power, agency, negotiation, 
and resistance. All of these features are intertwined and, as such, are addressed 
separately and in relation to one another throughout the book.

1.2 Reconsidering the first language maintenance construct

An array of themes and processes are investigated across disciplines in connec-
tion with the terms language maintenance and loss, including language shift, 
language attrition, language forgetting, language obsolescence, multilingual devel-
opment, and heritage language development. Although the term language main-
tenance is arguably more widely known and understood, and it is the term that 
leading scholars originally used to launch this and related areas of study (see, 
e.g., Fishman 1965), in this book I mostly1 use heritage language development 
and maintenance in order to emphasize development, and not just keeping an 
already-developed level of language ability, as the term language maintenance 
seems to suggest. Adding the word heritage to the term also helps to bring atten-
tion to the fact that the minority language might never have been the child’s dom-
inant (native) language, and indeed only have been spoken by the parents, with 
the children having mere receptive abilities in the language.

Furthermore, the term first language (L1) maintenance, and its variations 
(e.g., mother tongue maintenance, heritage language maintenance), has been 
used widely in applied linguistics scholarship. However, so far the exact meaning 
of the term has not been fully fleshed out. In general, although L1 maintenance 
also entails complex socialization processes of cultural continuation and the 
development of particular identities, it may create the impression that it is an 
autonomous, amorphous, linear, and unproblematic phenomenon. Additionally, 
though maintenance connotes something that is already present, for second-gen-
eration linguistic-minority children this is generally not the case as they need 
sufficient exposure to the family language in order to acquire it. Moreover, their 
socialization experiences tend to be much more complicated; outside the home, 
they are often socialized through a societal language that is usually different from 

1 In certain cases, when citing the work of others I use language maintenance, language loss, 
and similar terms in order to more closely retain the authors’ terminology preferences and the 
contextual reality.
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that of their parents or through a mixture of languages or language varieties. In 
the home, these children may be socialized through their parents’ languages, 
through the societal language (in the case of language shift at home), or also 
through a combination of languages or language varieties.

Even if this is not the central focus, the discussions in this book underscore 
such complexity and highlight the need to reconceptualize L1 maintenance as 
a multifaceted, contested, and socially situated process whose meaning goes 
beyond retaining something concrete that is already in one’s possession (i.e., lan-
guage ability). Rather, language maintenance comprises fostering, developing, 
and using both a repertoire of language/literacy knowledge and practices and a 
particular cultural orientation in individuals in childhood and beyond. More than 
maintaining, to be successful this process entails a more active and deliberate 
transmission of linguistic ideologies and cultural connections to younger gener-
ations. The families may already share these ideologies and connections, but the 
final “product” of socialization may be a symbiotic blend of the families’ histo-
ries, beliefs, and practices in relation to language and culture and those of the 
milieus in which these children interact, which may be rather different from what 
their parents experienced in their own primary and subsequent socialization. The 
detailed descriptions and analyses in which I engage in this book, from various 
angles, provide a nuanced understanding of this phenomenon and draw atten-
tion to the limited explanatory power and thus the inadequacy of the construct L1 
maintenance, attempting to make a contribution to the reconceptualization of its 
use and to the unpacking of its multiple meanings. These meanings, for instance, 
might refer to maintaining a linguistic knowledge base and set of traditions across 
generations vs. developing the linguistic repertoire in new generations, possibly 
to higher levels of proficiency (e.g., across a wider range of oral/written genres 
and registers) than even the parents’ generation. Thus, future development of this 
scholarly line needs to more fully account for the intricacy and textured nature of 
the factors implicated in minority and heritage language socialization.

1.3 Research methods in heritage language studies

Most of the work related to heritage language development conducted in past 
decades utilized a quantitative approach (Silva-Corvalán 1991, Lambert and 
Taylor 1996, Landry, Allard and Henry 1996) or mixed methods (Merino 1983, 
Waas 1997). Nevertheless, recently there has been an increase in the use of qual-
itatively oriented approaches such as ethnographic case studies (Schecter and 
Bayley 1997) and oral histories (Kouritzin 1999). The quantitative studies that 
were dominant in the 1960s, 1970s and 1980s provided essential foundational 
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work for the research that would be conducted in future decades. Fishman’s 
(1966) research with several ethnolinguistic groups in the United States focused 
on the rationales, efforts, and successes in language maintenance from the per-
spective of community leaders. His research with Puerto Rican intellectuals in 
New York’s Barrio (Fishman et al. 1968) examined the sociolinguistic norms that 
existed in that community. Given Fishman’s seminal and extensive contributions 
to the development and expansion of related fields and areas of study, it is not 
surprising that he was involved in most of the research on relevant areas in this 
formative period of time. In Northern Ireland, Milroy’s (1980: 36) study used what 
she referred to as “a modified participant observation technique” for quantita-
tively analyzing linguistic data in the study of the relationship between social 
networks and language maintenance in a Belfast community. She found that 
cohesive communities are a strong mechanism for language maintenance in the 
face of dominant status-oriented language use norms in a society.

Merino (1983) conducted a two-part mixed methods longitudinal study (two 
years apart) with Spanish-speaking elementary school children about the expe-
rience of growing up bilingual in the United States. She reportedly found more 
language loss than bilingualism among her participants and blamed the govern-
ment, educators, politicians, and parents for their sole concern with the prompt 
integration of ethnolinguistic minority children in the school system (and their 
subsequent success in society in general). Also relying on mixed methods, Waas 
(1993, 1997) investigated a group of speakers of German who moved to Australia 
after the age of 16. She found that they had suffered considerable L1 loss after 
living in Australia for 20 years. Studies on closely related topics (e.g., language 
attrition) also draw on a range of methodologies and data analysis techniques, 
such as the cases reported in Seliger and Vago’s (1991) edited collection.

Arguably, an article published by Wong Fillmore in 1991, which painted a 
bleak picture for minority children learning English in the United States, repre-
sents a major milestone along the road toward increasing awareness of the role 
of L1 maintenance or loss in families. Hers was a large-scale mixed methods 
study with families who spoke minority languages whose children had attended 
preschool programs in the United States. Many children, particularly those who 
started learning English before the age of five, were already losing their first 
language and parents were troubled because that change was already affecting 
communication at home. She discovered that many of the children had given 
up their first languages yet they had not mastered the second either. This is a 
serious effect, because as Wong Fillmore (1991: 343) writes, “what is lost is no 
less than the means by which parents socialize their children: when parents are 
unable to talk to their children, they cannot easily convey to them their values, 
beliefs, understandings, or wisdom about how to cope with their experiences.” 
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Wong Fillmore’s study is not only a classic in HL development, maintenance, and 
loss, but also methodologically, it is an exemplar of the power of using multiple 
methods in investigations of this complex research area.

Although there has been no shortage of quantitatively oriented or mixed 
methods research in HL development in the past decade, including my own (e.g., 
Guardado 2013b), there has been a clear surge in phenomenologically and eth-
nographically oriented studies in the past two decades. This new generation of 
studies has provided much more nuanced accounts of a wide range of contextual 
factors related to HL development. For instance, a seminal study conducted by 
Fishman, Cooper and Ma (1971) in New York’s Puerto Rican Barrio uncovered how 
language use in bilinguals is usually compartmentalized as they tend to use the 
L1 in some domains, but the community dominant language in others2. Follow-
ing in Heath’s (1983) research tradition (briefly reviewed in Chapter 3), Zentella 
(1997) also completed an influential ethnographic study. Zentella’s 14-year eth-
nography has become a classic for its comprehensive analysis of code switching 
across three generations in New York’s Puerto Rican Barrio, although in relation 
to Fishman’s research in the same context, she found the opposite to be true. In 
Zentella’s study, neither the usual Spanish domains nor the English ones were 
impenetrable, as most of the community members were able and willing to code 
switch3 across contexts. Among many possible explanations, one thing such a 
discrepancy may underscore is the complexity and situated nature of language 
practices, even in communities that are seemingly similar. Of more relevance to 
this section, it also points to the need to draw on multiple methodologies and 
time-spans when investigating heritage language issues. This point is clearly 
exemplified also through the ethnography conducted by Schecter and Bayley 
(1997), which consisted of intensive case studies of four Mexican descent fam-
ilies—two from California and two from Texas. Schecter and Bayley assert that 
their work can be interpreted as a response to Zentella’s (1996) call for efforts 
toward better understanding the diversity of the Spanish-speaking community. 
Their ethnography effectively demonstrates that such a linguistic group is in no 
way homogeneous and that although their participants had the same national 
origin, their diversity was undeniable.

To conclude this section, I should point out that much of the work cited above 
is treated in more detail in later chapters. For now, suffice to say that these works 

2  That is not necessarily a negative practice, as that would seem one way of retaining both 
languages.
3  In this book, code-switching is defined as the practice of alternating between two languages 
in a conversation.
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provide a glimpse into the evolution of heritage language research methodolo-
gies and into how different methodological designs facilitate the generation of 
insights about different aspects of HL development, and by extension, the ability 
to draw more nuanced and complementary conclusions. Most of the contribu-
tions that this book makes are informed by phenomenological interpretivist para-
digms, and in the next section, I provide a brief overview of the two main datasets 
on which I draw.

1.4 Sources of data

The book is organized around key theoretical and conceptual propositions. 
Insights for the development of the content and the formulation of these propo-
sitions were drawn from a variety of sources. For instance, Chapter 14 is partially 
based on the outcomes of a thematic analysis of the K-12 curriculum documents 
for social studies and language programs in the ten provinces and three territo-
ries of Canada, as well as from examinations of the visions and academic plans of 
selected Canadian universities.4 In order to develop the discourse typology pre-
sented in Section II of this book, empirically illustrate issues, and in some cases, 
exemplify their discursive deployment or actual interactional realization in daily 
communication, data were drawn from several studies. These include case studies 
conducted in Metro Vancouver, Canada, in 2001, as well as an ethnography con-
ducted between 2005 and 2007, also in Metro Vancouver. Many other analyses 
presented were based on the research and theoretical literature. In the sections 
that follow, I describe the main studies in more detail, but still at a broad enough 
level in order to avoid excessive repetition later in the book. This is because the 
different types of data that form the basis for the arguments advanced in the book 
are introduced and described in significant detail as I prepare to present the anal-
yses in each of the book sections. At times, the data collection techniques and 
significant context are presented along with the text that introduces the data, 
including the particular approach taken in the analysis. In the case of Chapters 
11 and 12, where much of the micro-level interactional analyses are conducted, 
significant space is devoted to introducing the theory behind transcription along 
with a description of the transcription notation used. In those chapters I also 
provide a succinct—but hopefully sufficient—overview of conversation analysis 
with a particular focus on the constructs of key relevance to the analyses pre-
sented. I deemed this “online” approach of introducing the data, analytical tools, 

4  The rationale for selection was the availability of their strategic plans online.
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theoretical, and conceptual angles, as well as other indispensable information a 
useful one in order to establish the relevant background—and provide the heuris-
tic tools as it were—for actively engaging with the arguments. Hence, the reader 
is kindly invited to view the following methodological descriptions as unfinished 
starting points rather than comprehensive research design delineations.

1.4.1 2001 case studies

The work of Wong Fillmore, particularly her seminal 1991 article, touched me 
deeply at personal and scholarly levels, leaving a lasting impression on me at 
that early phase of my academic path. Both motivated and troubled by Wong 
Fillmore’s striking findings and poignant reflections, in 2001 I set out to under-
stand firsthand the extraordinarily complex linguistic lives of immigrant families 
through a qualitative study in Metro Vancouver, Canada under the supervision of 
Professor Margaret Early at the University of British Columbia. Given the dearth 
of research focusing on HL development issues with Hispanic populations in 
Canada at that time, this project was decidedly exploratory. Conducted as part of 
a Master’s degree program, my intention was to cast a broad net with the follow-
ing research questions:
1. What do parents perceive to be the causes of Spanish language loss among 

their Hispanic children?
2. What do parents perceive to be the factors that facilitate the development and 

maintenance of Spanish?
3. How do Spanish-speaking parents feel about their children’s loss or mainte-

nance of Spanish?

In order to examine these questions, I decided to recruit four families: two with at 
least one child over the age of six who was fluent in English and showing consid-
erable deficiency in Spanish and/or reluctance to speak it, and two families with 
at least one child in the same age range who was fluent in both languages. Two of 
the participating families are profiled in Chapter 10 and the extended case study 
reports can be found in Guardado (2002, 2006). Semi-structured interviews aver-
aging about an hour in length were conducted with each family in combination 
with informal observations.

1.4.2 2005–2007 ethnography

Although I have incorporated material from several sources, the backbone of 
this book is built on the dataset generated from an ethnography also conducted 
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in Metro Vancouver, between 2005 and 2007. This project, directly building on 
the 2001 exploratory case studies, sought to examine the following question: 
What are the contextual factors and ideologies that impact the heritage language 
socialization of immigrant Hispanic families and their children in home, school, 
and community settings in Metro Vancouver?

I chose an ethnographic approach because my theoretical framework, lan-
guage socialization, is solidly grounded in ethnography (Garrett and Baquedano-
López 2002). Indeed, ethnographic interviews and participant observation with 
Hispanic families in various settings provided me with an opportunity to conduct 
an in-depth investigation of the complex nature of heritage language socializa-
tion in these families. Through these observations and interviews, I examined the 
processes and outcomes of the implicit and explicit language socialization that 
the child participants experienced at home and in the community as well as the 
effects of these processes on their multilingual development. As argued by several 
scholars (e.g., Garrett and Baquedano-López 2002, Bronson and Watson-Gegeo 
2008), a combination of linguistic tools and social theory allows researchers to 
connect micro processes to the macro context. Through these combined perspec-
tives, I conducted close analyses of the data while connecting the emerging issues 
to the broader sociopolitical/sociocultural context. Thus, I was able to conduct 
a more empirically grounded analysis of the issues related to heritage language 
and cultural development and maintenance, reproduction, and transformation 
(Garrett and Baquedano-López 2002). An ethnographic approach, then, was 
deemed the most suitable method for the specific research questions I addressed. 
I believed that an analysis of the micro- and macro-level factors affecting the fam-
ilies’ heritage language socialization would provide a more holistic—and argua-
bly more truthful—depiction of this process than by analyzing only one of these 
domains independently of the others.

Doing ethnography is often seen as a synonym of doing fieldwork, the heart 
of ethnography. Ethnographers spend considerable time in a particular setting 
engaging in participant observation, participating in local daily life (Duranti 
1997), taking notes in order to describe, explain, and interpret the everyday as 
well as the distinctive practices of the culture of that setting. Several academic 
traditions have increasingly embraced ethnography as a research methodology 
because of its robustness. In this vein, as posited by Duff (1995: 507), “represent-
ing a range of possible techniques, levels of analysis, and domains of inquiry, eth-
nography offers a holistic, grounded, and participant-informed perspective  …” 
This versatility of techniques, types of analysis, and areas of research in which 
they can be applied make ethnography an appealing methodology, particularly 
in the social sciences, enabling researchers to provide a more complex, richer 
portrait of a group or phenomenon from an emic as well as etic perspectiv e.  
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A specific type of ethnographic work, the ethnography of communication, has 
now been established as a viable method of inquiry in a variety of speech com-
munities, which are often monolingual, but not necessarily mono-dialectal. 
Although this line of work has been highly influential in monolingual communi-
ties (see e.g., Heath 1983), following the advent of the ethnography of communi-
cation there has been an increased interest in multilingual speech communities 
as well in order to locate the patterns of language usage of the group members. 
I discuss the ethnography of communication in more detail in Chapter 3 as it is 
intricately linked to language socialization.

1.4.2.1 Access, settings and participants
Thirty four families from 10 national origins were recruited through a combina-
tion of purposive sampling (Patton 1990) and snowball sampling. Palys (1997: 
137) states that “all sampling is purposive to some degree, since identifying a 
target population invariably expresses the researcher’s interests and objectives.” 
Thus, participants were recruited through various contacts, including: commu-
nity organizations; non-governmental organizations that provide services to the 
general population, including recent Hispanic immigrants; Vancouver School 
Board Hispanic multicultural workers; interviews in Spanish language radio 
programs; and acquaintances. Potential participating families were sought who 
had at least one child of school age, preferably attending elementary school. It 
is largely acknowledged that the most influential language socialization milieu 
for immigrant children in terms of HL development, maintenance or shift outside 
the home is the school environment. Therefore, studying school-age children was 
a strategic decision in this investigation. In order to work with a somewhat com-
parable group of participants, an effort was made to only recruit those families 
who had arrived as landed immigrants, excluding refugee claimants. The rationale 
for excluding this demographic was that refugees might present additional post-
traumatic- related issues and barriers to their integration. Other forms of diversity 
were desired and sought in recruiting study participants, such as length of res-
idence, national background, socioeconomic status, and family situation. It is 
noteworthy that the majority of the families that volunteered to participate were 
middle-class. To sum up, criteria for recruiting participating families for the eth-
nography included:

 – national origin: variety of origins
 – length of residence in Canada: broad range
 – children’s ages: school age
 – family status: one-parent and two-parent families
 – immigration status: Canadian citizens and permanent residents
 – socioeconomic background: broad range
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1.4.2.2 Data collection
This was a multi-site ethnographic study. The initial phase of the study consisted 
of in-depth interviews with families. These interviews generally took place in the 
families’ homes, but in some cases, the families chose a setting that was more con-
venient to them (e.g., workplace). Three focal families and three grassroots groups5 
in which they participated were selected for in-depth ethnographic study. Although 
the broader pool of participating families exhibited significant diversity across all 
recruitment criteria, all of the families in these grassroots groups were university- 
educated, middle-class families. Participant observation and other forms of eth-
nographic data collection took place in the three families’ homes and in the three 
grassroots groups. The homes and the groups were located in three different munic-
ipalities of Metro Vancouver. Data generation was accomplished through a variety 
of strategies, including demographic and language use questionnaires; multiple 
interviews with parents, children, and other relatives; participant observation in 
homes and grassroots groups; parents’ written reflections; fieldnotes; fieldwork 
journal; and audio-recorded reflective memos. These strategies were applied in two 
main phases over a period of 18–24 months, generating a rich dataset.

1.4.2.3 Data analysis
Data analysis was an ongoing process that involved four main interrelated and recur-
ring stages. It began with the generation of data and ended with the writing of this 
book. However, the different stages were revisited numerous times throughout the 
entire process. Both transcribed and untranscribed data were organized in different 
groupings chronologically, but also by other criteria such as research stage, data col-
lection method, grassroots group, and type of data. Interview data were coded and 
organized in categories from which themes emerged. The procedures for conduct-
ing the thematic analysis of formal interviews are described in Chapter 6. Naturally 
ocurring interactions were transcribed in detail (i.e., noting overlaps and pauses) 
and grouped by activity. The procedures for the discourse analysis of natural inter-
actions are described in Chapters 11 and 12 where most of this analysis is presented.

In the above sections I provided a broad overview of the methodology and the 
main sources of data informing the arguments advanced in this book. As I stated, 
these are only partial descriptions of the main studies given that more details are 
provided in key chapters and sections of the book as these become relevant. If 
detailed methodological design descriptions are desired, the reader is referred 
to the full reports of the main studies (e.g., Guardado 2002, 2006, 2008a, 2012).

5 The groups were El Grupo Scout Vistas, El Centro de Cultura, and La Casa Amistad. These 
groups are discussed in detail in Chapter 9.
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1.5 Organization of the book

The book is arranged in four parts and 15 chapters. In Part I, Chapter 2 begins to 
set the stage by providing an overview of the heritage language development and 
maintenance research area. In Chapters 3, 4, and 5, I define and exemplify the 
overarching theories and concepts utilized throughout the book: language social-
ization, language ideologies, and discourse. I first undertake a detailed review of 
the language socialization paradigm, as it is the central theory that frames the 
arguments in the book. Language socialization is to be understood as the process 
through which children are taught to use language—and thus acquire language. 
This process also includes learning the culture of the community. Therefore, it is 
a dual process of language learning and culture learning that enables individuals 
to become competent members of their communities. The concept of language 
ideologies, the focus of Chapter 4, refers to the attitudes and beliefs held by indi-
viduals and communities about the value of their languages as well as about how 
these languages ought to be used in their social lives. Language ideologies are 
developed and transmitted in the socialization process. Chapter 5 is concerned 
with the meanings of discourse. This notion has been used in a variety of ways 
and is considered a highly elusive term. Current conceptualizations vary depend-
ing on many factors, including whether the analytic perspective is strongly lin-
guistic or strongly social. The critical perspective taken in the book, which is pre-
sented and discussed in Chapter 5, is that discourse is a social practice.

The three chapters in Part II deal with the discursive construction of heritage 
language development. Drawing on the notion of discourse outlined in Chapter 
5, Chapter 6 proposes a typology of discourses of heritage language development 
and maintenance. To this end, I present data generated in the ethnography briefly 
described above, on which a typology of ten discourses is developed. In Chapter 
7, I summarize an analysis of 24 published studies from the research literature. 
These are examined through the typology proposed in the previous chapter. The 
goal of Chapter 8 is to problematize the discourse typology. Although the dis-
course-based model proved useful when applied to the broader literature, in this 
chapter I intend to make its complexity explicit.

Part III of the book deals with the strategies found in families and 
 communities, as well as their metapragmatic practices, all intended to foster the 
development and maintenance of the heritage language in the new generations. 
This part begins with an overview of the role that communities play in the lives of 
various social groups and describes the three grassroots groups mentioned in the 
previous section, as well as their activities, which were uncovered as part of the 
ethnography conducted in Vancouver between 2005 and 2007. Chapter 10 zooms 
in on the homes of the participants. It presents five case studies from the two 
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main studies and discusses a range of family initiatives implemented with the 
goal of supporting their children’s language and literacy development. Chapter 11 
drills even further into the home practices. This chapter provides a detailed anal-
ysis of the linguistic devices utilized in families with the goal of regulating their 
children’s language use. Chapter 12 builds on this description and delves into a 
critical analysis and discussion of the positive as well as negative consequences 
of using particular linguistic tools for socializing the children. Furthermore, in 
this chapter I argue that certain linguistic practices that are commonplace in 
some families can inadvertently silence children.

Part IV zooms back out into the broader realm of heritage language devel-
opment and maintenance. This time, however, the focus is directed at both the 
national and the global spheres. Chapter 13 proposes a reconceptualization of 
heritage language development from the perspective of cosmopolitanism and 
posits this relationship as a potentially fruitful scholarly path to follow. Chapter 
14 ends the body of the book with a discussion of heritage language develop-
ment and maintenance in relation to educational and multicultural policies in 
the context of a rapidly globalizing international community. Finally, Chapter 
15 closes the book by recapping a selection of key points, reflecting on salient 
features, and attempting to stimulate a new round of conversation on heritage 
language studies.

1.6 Chapter summary

Recognizing the existence of numerous approaches to and conceptualizations 
of heritage language development and its significance to individuals, families, 
and societies, my intention in writing this introductory chapter was to make 
explicit my particular stance on fundamental concepts surrounding the devel-
opment of heritage languages, as what follows is written from this perspective. 
To summarize, then, if language is taken to be the carrier of cultural values and 
meaning, heritage languages must not be reduced to frivolous and nostalgic bar-
riers to integration. Rather, these must be recognized for their indispensability 
as tools for language minority parents to socialize their children into their value 
systems, which subsequently aid in their integration insofar as a family united 
by a common language and culture is more resilient in times of challenge or 
 adversity.

Due to the complex nature of HL development, I found that an interdiscipli-
nary approach to understanding this phenomenon was best. Indeed, as is evi-
denced by the plethora of terms mentioned above which are variously used to 
describe this process, interpretive diversity in heritage language studies occurs 
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even at the terminological level. To a growing list I have added HL development, 
which seeks to capture the mutable process of language maintenance, instead 
of treating heritage language maintenance as a monolithic given in which the 
child is presumed to already have some competence. In order to do justice to 
the evident inderdisciplinarity of HL development, I feel that it is necessary to 
examine its macro- and micro-level manifestations and implications. Through an 
examination of these, I hope that a clearer and fuller picture of HL development 
is allowed to emerge, enabling scholars to look at new facets of the phenomenon 
with a critical lens, thereby bringing about a more nuanced understanding of HL 
development factors and processes in general. Because I take discourse to be not 
only a social practice, but also a constructive one, in this book I suggest how the 
discourses surrounding HL development have potential practical implications for 
its success or failure.

An underlying goal in writing this book was to encourage the reader to think 
critically about the role of HL development in the lives of language minorities, 
and to inquire about what this process means for individuals, families, communi-
ties, and the larger society at local and global levels. It was also my hope that the 
reader would be tempted to inquire further about some of the issues raised here, 
especially those that have received little academic attention as of yet.
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2 Overview of heritage language studies

2.1 Introduction

The present chapter offers a selective but foundational review of heritage language 
development and maintenance research, focusing on central features of this growing 
body of knowledge. In the first half of the chapter I provide an overview of what I see 
as the most relevant aspects of the pioneering work that Joshua A. Fishman con-
ducted over six decades. I then introduce some of the thematic trends within her-
itage language research, which will likely be familiar territory for most readers, but 
which will perhaps help others become acquainted with this interdisciplinary area. 
I then focus on issues connected to the HL development phenomenon and factors 
affecting its outcomes. Many of these factors arise from schools and family as well as 
form the common threads found in the literature. Therefore, in this chapter I intro-
duce the key concepts and concerns in the area of heritage language development 
and maintenance research and as a result, the chapter becomes the subject matter 
backdrop against which the discussions in the rest of the book are conducted.

2.2 A historical overview

Heritage language development, maintenance, and loss together form a field that 
had been largely neglected by applied linguists until the early 1980s according to 
several scholars (Oxford 1982, Merino 1983, Pan and Berko-Gleason 1986, Wong 
Fillmore 1991). However, in the last three decades, there has been an increased 
interest in investigating this important area. In fact, a new generation of research-
ers working in a variety of interconnected fields such as linguistics (Wong Fillmore 
1991, Thomas and Cao 1999), applied linguistics (Kouritzin 1999, Sakamoto 2001, 
Tannenbaum and Howie 2002, Tannenbaum 2005, de Courcy 2007, Suarez 2007), 
ethnolinguistics and sociolinguistics (Schecter and Bayley 2002), anthro-political 
linguistics (Zentella 1997), education (Torres 2006), and even speech-language 
pathology (Schiff-Myers 1992) have completed insightful inquiries combining a 
variety of research methods, but largely relying on qualitative approaches. These 
projects have contributed to new understandings of heritage language develop-
ment, maintenance, and loss, providing the basis for growing investigations in 
various directions. To understand the genesis of HL development—and heritage 
language socialization for that matter—I find it necessary to return to the work of 
a scholar who is arguably the most responsible for the emergence of what some 
scholars refer to as a sub-field of sociolinguistics.
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2.2.1 The contributions of Joshua A. Fishman

Some of the most important insights into this area in the last 60 years come from 
sociolinguistics mainly through the work of Joshua A. Fishman. Although rele-
vant research published prior to Fishman’s seminal scholarship may be seen as 
early precursors to what has come to be known as HL development, arguably, it 
was Fishman’s work in the 1940s, 1950s, and 1960s that marked the beginning 
of heritage language studies. Due to his pioneering and lifelong dedication to a 
vast array of aspects around language and society, with a particular commitment 
to linguistic minorities both as a scholar and activist, Fishman has been called a 
teacher, a leader, a visionary, and even an intellectual prophet.

Fairly early on, Fishman conceptualized his brand of sociolinguistics as the 
sociology of language, rightfully earning him the title of father of the Sociology 
of Language (see García and Schiffman 2006). He helped establish this field with 
the publication of an edited collection of over 40 chapters, Readings in the Sociol-
ogy of Language, published by Mouton in 1968. Therein he brought together many 
of the leading scholars whose work informed this new field, including Halliday, 
Labov, Hymes, Gumperz, Erwin-Tripp, Bernstein, Haugen, Berry, and dozens of 
other major contributors to the development of congruent disciplines. Later on he 
updated this emergent field with a two-volume collection entitled Advances in the 
Sociology of Language (Fishman 1971, 1972), also published by Mouton. Although 
both of these volumes were edited collections, half of the content of Volume I was 
written by Fishman himself (the final chapter). In it, he meticulously delineated 
his vision for the sociology of language as an interdisciplinary enterprise focus-
ing on the effects of language on social patterns and behaviours as well as the 
developments and challenges that led to its conceptualization. Together, these 
three volumes became instrumental in establishing a type of sociolinguistics that 
investigates the effect of language on society—downplaying the linguistic aspect 
of this process and emphasizing its social and cultural dimensions.

One of the challenges this new field faced from the start was its fuzzy dis-
tinction from sociolinguistics. Sociolinguistics is concerned with the effect of 
a variety of societal factors on how language is used, whereas the sociology of 
language studies the effect of language attitudes and behaviours on society. 
Although both fields are devoted to understanding the relationship between lan-
guage and society, the crucial distinction is that while sociolinguistics stresses 
the linguistic, the sociology of language emphasizes the social. Given this differ-
ence, the research conducted by sociolinguists is necessarily narrower in focus as 
it often deals with questions of language variation (e.g., based on region, class, 
gender) and dialects. Scholars working from a sociology of language perspective, 
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on the other hand, have a macro focus as they are concerned with questions of 
national language loyalty, policy, planning, ideologies, and other broader-level 
topics. Therefore, this scholarship is most evidently exemplified by the title of 
Fishman’s seminal publication in 1965, Who Speaks What Language to Whom and 
When?, subsequently reproduced in several other collections (e.g., Gumperz and 
Hymes 1986, Wei 2000). In other words, the sociology of language is profoundly 
concerned with fundamental social and cultural questions with which Fishman 
deals in this article. For instance, he engages with issues of linguistic identity, 
both at the individual and community level, delineating factors that often deter-
mine who has the right to use a particular language or language variety, who the 
interactants might or should be, under what circumstances these things should 
occur, and so on. This new area was officially launched with the International 
Journal of the Sociology of Language, which Fishman founded in 1974 and con-
tinued to co-edit with Ofelia García until his passing in 2015. This journal is pub-
lished by De Gruyter Mouton, also the publisher of the present book, Discourse, 
Ideology and heritage language socialization. The present book is part of De 
Gruyter Mouton’s Series Contributions to the Sociology of Language, also founded 
by Joshua A. Fishman and co-edited with Ofelia García until 2015.

One of the points of making the connection between the present book, the 
International Journal of the Sociology of Language, and the legacy of Joshua A. 
Fishman’s work is to explicitly locate the work I present in this book within the 
field of the sociology of language. In fact, in the introduction to Volume I that I ref-
erenced above (Fishman 1971), as well as in many other works, he clearly placed 
language maintenance and related areas as central to the sociology of language:

Rather than emphasize the ethnography of communication as an end in and of itself, the 
sociology of language would hope to utilize the ethnography of communication, as it would 
utilize sociolinguistics and social science more generally, in order to more fully explain var-
iation in societally patterned behaviors pertaining to language maintenance and language 
shift, language nationalism and language planning, etc. (italics in original) (9).

In various ways, I attempt to follow Fishman’s vision in drawing on a variety of 
disciplines, theoretical orientations, and methods. Indeed, the data analyses, 
arguments, and conceptual propositions contained in the present book have 
benefited greatly from much interdisciplinary work and research methodologies, 
including the ethnography of communication, as Fishman pointed out in the 
above quote. It is my intention to contribute in a small way to the understand-
ing of heritage language development and maintenance and related interests to 
which Fishman’s vast scholarship has provided a strong foundation and develop-
ment over six decades.
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2.3 Heritage language development: A progress report card

2.3.1 Language beliefs and attitudes

The extant scholarship on HL development has uncovered a constellation of inter-
connected issues. Described in general—and somewhat reductionist—terms, some 
of these studies have addressed families’ rationales for HL development (Schecter, 
Sharken-Taboada and Bayley 1996, Dagenais and Berron 2001, Guardado 2002, 
Nesteruk 2010), factors influencing heritage language, development, mainte-
nance, and loss (Guardado 2002, Kouritzin 2006), the role of and effect HL devel-
opment has on families (Wong Fillmore 1991, Thomas and Cao 1999, Tannenbaum 
and Berkovich 2005, Nicholas 2009, Xie 2010), activities and strategies used by 
families (Bayley, Schecter and Torres-Ayala 1996, Roca 2005, Li 2006, Guardado 
2011), and the role of identity (Iqbal 2005, Sodhi 2007, Comanaru and Noels 2009, 
Bale 2010, Guardado 2010, Wright 2010, Brown 2011, Carreira and Rodríguez 2011, 
Cope 2011, Szecsi and Szilagyi 2012, Ferguson 2013), among others. A traditionally 
significant trend within this growing research area focuses on caretakers’ percep-
tions, attitudes, beliefs, and opinions in relation to HL development (Chumak- 
Horbatsch 1999, Schecter and Bayley 2002, Tigchelaar 2003, Park and Sarkar 2007, 
Cho 2008, Guardado 2008a). In fact, language beliefs, attitudes, and behaviours 
have been the primary areas of focus in HL studies at least since Fishman’s (1972) 
declaration that these are some of the elements found at the intersection of social 
behaviour and language use, for dominant and minority language speakers alike. 

Yet, there are key epistemological and ontological differences in the studies 
on language attitudes that have dominated in different periods of time. Much 
of the scholarship on language attitudes, particularly Fishman’s, between the 
1960s and 1980s was the result of large-scale survey studies that attempted to 
present a broad view of an entire ethnolinguistic community. Examples of this 
work include Fishman’s work with Puerto Ricans in New York’s Barrio (Fishman 
et al. 1968). His later work on positive ethnolinguistic consciousness (1996a) 
could be considered mixed methods as it was based on participant self-reports 
collected over a long period of time as well as statistical descriptions of the data 
(presented in an appendix). This was Fishman’s way of privileging the “insider 
views” on the topic. The 1990s saw a rise in studies on language maintenance/HL 
development attitudes that were methodologically different from those that dom-
inated in previous decades. Although survey studies with larger groups were still 
common (e.g., Moin, Schwartz and Breitkopf 2011), many scholars designed and 
conducted studies that were more contextualized and used methods that allowed 
them to provide a more in-depth examination of a few cases. Ethnographic 
research, case-studies, narrative inquiry, oral histories, auto-ethnographically 
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oriented approaches, among others, provided a richer, fuller, and more multi- 
faceted understanding of these issues in individuals, families, and small groups. 

Along these lines, many studies have reported that parents’ attitudes about 
the HL are a significant factor related to its development and maintenance in their 
children. In a study with Chinese families in the United States, for example, Luo 
and Wiseman (2000) found that the parents’ attitudes about the HL had a strong 
influence on the children’s own attitudes about its use, a finding that is also intu-
itively expected, given children’s language socialization processes (Schieffelin 
and Ochs 1986a). This connection, however, is far from guaranteed. In a study 
with Hispanic families in Canada (Guardado 2002), I found that both ‘language 
maintenance’ and ‘language loss’ families held positive and optimistic attitudes 
about the HL and its continuity in the family. However, other factors such as the 
nature and tone of discourse used by parents to encourage children to use it; 
cohesive family relations; and an active engagement in fostering ethnic identity, 
strongly influenced the families’ success (or lack thereof) in their HL develop-
ment efforts. Likewise, Schecter and Bayley (2002) found that maintenance atti-
tudes alone did not result in HL transmission and maintenance in some of the 
participating California and Texas families in their ethnographic study.

An extension of the work on beliefs, attitudes, and identities can be found in 
my analysis of middle-class Hispanic families’ constructions of HL development 
(Guardado 2010). The parents in the study endeavoured to inculcate in their chil-
dren a sense of value for other cultures and languages, including English, in an 
explicit effort to add a hybridized, cosmopolitan layer to their children’s identi-
ties. Therefore, Spanish HL development was seen as a tool that would socialize 
their children into a broader worldview. I argued that the participating parents 
constructed their children’s HL development as a passport to a worldview that 
went beyond the limits posed by narrower and essentialist notions of identity, 
such as ethnic, nation-state, or pan-ethnic identities. I elaborate on these issues 
in several chapters in Parts II and III of the book. Arguably (see comments by 
Woolard and Schieffelin 1994, McGroarty 2010), aspects of the work on heritage 
language attitudes can be seen as related to the discussion on heritage language 
ideologies in which I engage in Chapter 4.

2.3.1.1 Forces against heritage language development
A growing body of research indicates that there are numerous barriers to HL 
development for most linguistic minority groups in immigrant contexts. Zentella 
(1997) posits, for example, that HL development and maintenance beyond basic 
skills requires much more than daily contact with a limited circle of two or three 
family members, even in cases where the child makes annual trips to the heritage 
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culture. She argues that bilingual education is necessary in order to successfully 
foster bilingual skills, something that is unlikely to happen in most cases in Zen-
tella’s research context, given the policies on bilingual programs in the United 
States, which do not accommodate English-dominant bilinguals and continue to 
decline even for non English-dominant bilinguals. That hope becomes even more 
unlikely, given the tendency in many States to do away with such programs, ren-
dering Hispanic children in such contexts further disenfranchised and, in Ofelia 
García’s words referring to minority language loss, putting minorities in a situa-
tion that “sinks them even further into the silence of the oppressed” (García 1995: 
144). However, motivated by various factors and life circumstances, some fami-
lies do privilege the language loss path, a point discussed further in Chapter 4.

Some scholars point out that another common threat to heritage language 
development arises from immigrant parents’ concern with their rapid integra-
tion into the host country (Merino 1983, Worthy and Rodríguez-Galindo 2006). 
This implies learning the dominant language as quickly as possible as a means 
of securing employment, fulfilling their daily needs, and establishing themselves 
as members of the community. It also implies encouraging their children to learn 
the dominant language quickly and well in order to succeed in school and in life 
(Cummins 2000, Howard 2008). Quite often, however, parents and children face 
unforeseen toil and adverse consequences in achieving this integration. This can 
be an elusive goal and sometimes minority families interpret the need to integrate 
as mutually exclusive with minority language development and maintenance. 
Often parents work extremely hard and still fail to acquire enough skills to attain 
adequate employment and consequently end up with low-level, low-paying 
jobs,1 a fate immigrants cannot easily escape, even with sufficient English skills 
(Hondagneu-Sotelo 2001). Their children move along the language-learning path 
at a much faster rate due to their extended contact with the dominant language 
and frequently find themselves dealing with adult situations as their parents’ 
interpreters at doctors’ offices, government agencies, and other places. Accord-
ing to some accounts (e.g., Norton 2000), children are sometimes asked to assist 
their parents in such challenging tasks as job-hunting, putting the children in 
an awkward situation, often witnessing their parents’ frustrations at repeatedly 
being refused employment. These circumstances may further strain parents and 
negatively impact their sense of ‘adults in charge’ and their self-esteem, to the 
detriment of the well-being of the family.

1 Even a decade after immigrating to Canada, as many as 47% of immigrants are still living 
below the poverty line (35% across Canada, 40% in Vancouver and 47% in Montreal, according 
to Statistics Canada (2004).

 EBSCOhost - printed on 2/9/2023 11:02 PM via . All use subject to https://www.ebsco.com/terms-of-use



2.3 Heritage language development: A progress report card   25

Faulstich Orellana (2009), however, takes a radically different stance on this 
issue and claims that this system can function well in families. She posits that 
“[t]he allocation of parental power to a child is a natural arrangement in large 
families, in single-parent families, or in families where both parents work outside 
the home. The younger children are cared for and the parental child can develop 
responsibility, competence, and autonomy beyond his years” (10–11). She goes on 
to argue that the majority of child participants in her study said they either “didn’t 
notice” translating for their parents, or were happy to help out. The parents in 
the study stated that the pride they felt at watching their children use English to 
help them was stronger than any embarrassment or loss of face they might have 
felt. The parents did not feel that their children’s translation in different contexts 
undermined their parental authority or position. Regardless of how such experi-
ences might affect parents and their children, however, it is essential to note that 
such perceived blessing—language acquisition ability—does not come without a 
cost for children and familial relationships. Even when the family as a whole ben-
efits from their evolving language skills, in the process of learning the dominant 
language, their HL erodes gradually (Wong Fillmore 1991).

2.3.2 Three key factors in heritage language development

The development, maintenance, or loss of heritage languages is affected by a 
variety of factors, both from within and outside the family unit. Although family 
language practices are the most critical and decisive in this process, these do 
not emerge in a vacuum and are also influenced by multifarious forces that are 
largely out of the control of the families. Factors such as family and their aspira-
tions and ideologies, the broader societal language ideologies, the role of schools 
and the community, and more broadly, the cultural, socioeconomic, and politi-
cal context, are some of the most critical elements that have a bearing on home 
language practices. These practices are arguably some of the most influential in 
HL development or loss, which subsequently have important consequences for 
individuals and families in various aspects of their lives and throughout their 
lifetimes. Schools have a major role to play as it is in these settings where much 
socialization takes place, strongly contributing to the production and possible 
transformation of the linguistic ideologies of society.

2.3.2.1 The role of schools
Research shows that a powerful influence on heritage language development, 
maintenance, and loss is related to schools. In his incisive (1996b) article, What 
Do You Lose When You Lose Your Language?, Fishman posited and answered a 
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 f undamental question about the role of schools: “‘What are you going to do with 
the mother tongue before school, in school, out of school, and after school?’ 
Because that determines its fate, whether it is going to become self-renewing” (81). 
And that is a broad set of school-related domains that cannot be underestimated. 
For example, soon after starting school, children often start speaking the domi-
nant language to siblings and friends—and even to their monolingual or nearly 
monolingual parents. Sometimes in response to the tensions created by the expe-
rience of being a subordinated cultural and linguistic group, and also because of 
the various outside pressures, families adopt home language practices that favour 
the decline of the mother tongue, especially when a novel language brought from 
school begins to be “domesticated.” There are several cases of this nature reported 
in the literature (see e.g., Kouritzin 1999) as well as informal accounts related by 
those who have had this experience. On other occasions parents and other adults 
in the family encourage the children to speak the dominant language at home, 
turning the children into resources from which to learn and with whom to practice.

However, frequently the influence of schools on home language practices 
goes well beyond the enthusiastic embracing of the second language (L2) by the 
children. Often, parents are encouraged by school personnel to speak the dom-
inant language at home (Schecter and Bayley 1997, Kouritzin 1999, Schecter and 
Bayley 2002, Tsushima and Guardado in press), to the detriment of the heritage 
language, and when this happens, the primary means by which families and 
their children are socialized begins to crumble (Wong Fillmore 1991). Schecter 
and Bayley (1997, 2002) explain how the teachers of some of the children in their 
ethnographic study recommended to parents to speak only in English to their 
children in order to facilitate their integration into the schools, an issue that 
has repeatedly emerged in the literature (Rodríguez 1982, Wong Fillmore 1991, 
Chumak-Horbatsch 1999, Kouritzin 1999, Pacini-Ketchabaw, Bernhard and Freire 
2001, Lawson and Sachdev 2004, Guardado 2008a). In this vein, Pacini-Ketch-
abaw et al. (2001) reported on an exploratory study as part of a larger project of 
45 families from several different Spanish-speaking countries. The main focus 
of this study was on the influences of school on home language practices. Many 
of the parents had received specific instructions from school personnel to only 
speak English to their children. Moreover, whenever there was a deficiency in 
the performance of the children, school officials would often suggest that it was 
caused by the use of Spanish at home, thus still reflecting a deficit-model concep-
tualization of minority-language-as-problem (Ruiz 1984). Recently, Tsushima and 
Guardado (in press) conducted a study with Japanese mothers in Montreal (Prov-
ince of Quebec, Canada) who had formed linguistically mixed families. When 
interacting with teachers in the K-12 school system, several of the mothers also 
received strong advice to change their linguistic practices with their children from 
Japanese to French, the official language in Quebec.
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2.3.2.2 Affiliation to ethnic group
In relation to language acquisition in general, and particularly concerning the 
issue of HL development, it can be argued that people’s social interactions largely 
shape their language growth or lack thereof. The relationship between identity 
and HL development and maintenance has been a recurrent theme in the research 
literature for decades, although recently it has become a more central concern in 
research on the topic conducted from a variety of disciplinary perspectives. It has 
been argued that cultural and ethnic identity gives families the potential to more 
actively pursue the preservation of their heritage—including their heritage lan-
guages—by consciously or unconsciously implementing language ideologies in 
the home (and enacting home language practices) that are more conducive to the 
multilingual and multiliterate development of their children. I posit that this her-
itage language socialization in turn strengthens the individual cultural identity, 
turning this process into a dialectical relationship with the potential for infinite 
iterations. The dialectical relationship between identity and HL development, for 
instance, is a point that has been gaining currency in recent years. It should not 
be surprising to learn that this link has also been strongly advanced across Fish-
man’s scholarship with even an edited book on the topic (Fishman 1999). He has 
made the analogy, at least once, between his trousers and his handkerchief to 
illustrate the tight connection between identity and language (1996b). He stated 
that the role of language is much more substantive than that of a handkerchief 
that can be taken out of one’s trousers and replaced by a new one. To Fishman, 
cultural identity cannot be separated from heritage language issues and further 
asserts that the connection is bi-directional (1996a).

This theme has been discussed by Schecter and Bayley (1997) who found that 
all the participants of their four focal families understood L1 loss as cultural identity 
loss. Although all the parents in the study reported having a strong Mexican cultural 
identity and were attempting to pass down their cultural roots to their children as a 
way of maintaining their heritage, not all the families succeeded. Likewise, Pacini- 
Ketchabaw et al. (2001) reported that the participating families saw HL development 
and maintenance as a way to foster Latino identity, among other goals. Sakamoto’s 
(2000) findings suggest that cultural awareness and the connection of HL devel-
opment and identity are also important factors, as the parents’ understanding of 
this complex issue is one of the keys to success in HL development, coupled with 
the complete cultural, social, and economic capital (Bourdieu 1986) necessary to 
provide children with an enriching experience. In other studies, the HL has been 
seen as “a necessary social resource for maintaining cultural tradition and ethnic 
identity” (Schecter and Bayley 2002: 79). While the ability to successfully maintain 
the home language in a dominant language environment gives minority language 
speakers a stronger identity and sense of self, a strong HL identity has been identi-
fied as one of the most critical factors conducive to maintenance.
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In this vein, children who do not develop a strong HL attachment may even 
be ambivalent about their identity and feel “shame about the home language and 
culture” (Cummins 1984: 119). If identity can be defined as “how the self con-
ceives of itself, and labels itself” (Mathews 2000: 17), how does someone “label” 
themselves when there is a contradiction in how they ‘perceive’ themselves? If 
the “individual and culture are inseparable” (Cope and Kalantzis 2000: 203), how 
can they acknowledge and value who they are when they are ashamed of the 
language and culture expressed at home, for instance? This raises a myriad of 
questions about the study of HL development and loss, between the interests of 
different generations and how research can serve these interests.

In relation to forces supporting minority identities, it can be argued that 
ethnolinguistic and ethnocultural groups have unique characteristics that help 
shape the degree of success they can expect in HL development. For instance 
certain groups, like Japanese families in Canada, may have at their disposal a 
number of symbolic and material resources (i.e., Japanese Saturday School) 
(Bourdieu 1986) that enable them to pursue their goals more successfully (see 
e.g., Sakamoto 2001) than other groups that lack such resources, and therefore, 
are unable to operate such programs. Certainly, not only material resources play a 
crucial role in HL development, as some forms of cultural capital such as cultural 
and linguistic awareness (Guardado 2006), seem to also strengthen the likelihood 
of HL development in individuals. In the end, however, even for Japanese families 
the challenge of raising multilingual children is a formidable one (Tsushima and 
Guardado in press).

2.3.2.3 Intergenerational communication and family unity
The language use choices that parents and children make have a direct impact 
on intergenerational communication, most often between children and extended 
family including grandparents, aunts, uncles, and cousins (Wong Fillmore 1991, 
Kouritzin 1999, Thomas and Cao 1999, Guardado 2002, Schecter and Bayley 2002, 
Guardado 2008b, Farruggio 2010, Brown 2011, Hashimoto and Lee 2011, Kim 
2011, Ferguson 2013). One of Fishman’s mantras over several decades was that 
intergenerational communication within home and family are the basis for her-
itage language continuity (e.g., 1996b) and called this domain “the real secret 
weapon of reversing language shift” (2001: 459). Indeed, the majority of studies 
in the field echo this intuitive but crucial  position from one viewpoint or another. 
For instance, an important goal in fostering Spanish reported by the partici-
pants in Schecter and Bayley’s (1997) study was the promise of a connection 
with family and family history. Similarly, Li (1999) addressed the vital role that 
HL development has in ensuring familial unity and bridging generation gaps. 
In Pacini-Ketchabaw et al.’s (2001) study, among other findings, the  families  
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saw HL  development as a way to cultivate family unity and Sakamoto (2001) 
emphasized that for her Japanese participants, family cohesion was the most 
important factor. The Japanese participants in Tsushima and Guardado’s study 
cited family bonding as a major family motivation. In her qualitative study of 
adults who had experienced language loss in childhood, Kouritzin (1999) found 
that the great majority of participants reported many negative familial effects. 
Likewise, in a sociolinguistic study of a Chinese community in Britain, Wei (1994) 
detailed gene rational changes in language choice among Chinese immigrant 
families, a sign of language shift and loss in the younger generations.

A notable case illustrating intergenerational communication issues is pro-
vided by Thomas and Cao (1999). Among the documented findings, one of the 
most salient issues pointed to the frustrations of family members in communicat-
ing with one another in their daily lives. The children communicated with their 
parents with difficulty and only barely with grandparents, a situation that created 
a tense atmosphere in a home where different languages and cultures collided 
and where generation gaps exacerbated the circumstances of family members. All 
of the children had almost completely shifted to English, a language not mastered 
by the parents or grandparents. Thomas and Cao observed that parents could 
not even “know” their children or what kind of people they were. The parents 
felt that they had lost authority over their own children, especially being inca-
pable of dealing with or even understand the different aspects of their children’s 
schooling, and only being able to advise them to do what they thought was right 
while hoping for the best. It is clear from this study that in relation to the issue 
of parent-child distancing due to the lack of a shared language, HL development 
and maintenance is not only important based on nostalgic grounds, as is often 
stated or implied (Fishman 1991). Although nostalgia may play a role in the desire 
of minority groups to transmit the home language and culture to their children, 
family cohesion and harmony are jeopardized when the lack of a shared language 
in the family brings misunderstandings and frustrations to its members and they 
gradually choose to spend less time attempting to communicate or share expe-
riences as a result. Parents and grandparents are also unable to succeed in the 
transmission of family traditions to their children or to help them understand and 
cope with their experiences as they are growing up. Thomas and Cao also provide 
an analysis of the repercussions of parents’ inability to participate in their chil-
dren’s education and academic decision-making process as well as subsequent 
feelings of lack of control over their children’s lives.

When the HL loss process is underway many “parents often feel that they 
are losing their children” (Skutnabb-Kangas 1999: 47) because they are no 
longer able to fully reach them in the language in which they are most com-
petent. For the children, the nuances of the L1 are often lost in the messages. 
In connection to the issues discussed above, this situation presents obvious 
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implications for identity and possibly a sense of alienation between children 
and their parents and grandparents. There is no doubt that as this process pro-
gresses, not only language is lost. Almost three decades ago, Wong Fillmore 
(1991: 343) notably stated:

When parents are unable to talk to their children, they cannot easily convey to them their 
values, beliefs, understandings, or wisdom about how to cope with their experiences. They 
cannot teach them about the meaning of work, or about personal responsibility, or what 
it means to be a moral or ethical person in a world with too many choices and too few 
guideposts to follow. […]. When parents lose the means for socializing and influencing their 
children, rifts develop and families lose the intimacy that comes from shared beliefs and 
understandings.

In the essay, What Do You Lose When You Lose Your Language?, Fishman (1996b), 
too, speaks eloquently and passionately about the tremendous role that intergen-
erational communication plays in HL development and suggests that although 
bilingual schools are extremely important for supporting the process at certain 
levels (gaining access to wider communities through literacy, increasing power in 
society for the HL), he emphasizes the need to direct the key efforts close to the 
family, home, and community as “that is where the mother tongue or vernacular 
is handed on” (78).

2.3.3 Agnes He’s hypotheses

As alluded to earlier, the work of Agnes He has done much to move us forward 
as a field (2001, 2003, 2004, 2006, 2008, 2012, 2016) and is arguably consid-
ered the leading scholar in Chinese heritage language socialization and related 
studies. One of her most recent contributions is an elaborate set of hypothe-
ses that attempt to predict whether a HL will be maintained or not, albeit in 
the Chinese speaking population (He 2006, 2012). He’s hypotheses are part of 
her theory of identity and have been drawn from data collected over time in 
several studies with Chinese heritage language learners in the United States. 
The following is a summary of He’s 10 hypotheses in which she outlines what 
she views as the key variables affecting HL development (adapted from He 
2012: 595–597):
1. The rootedness hypothesis: The degree of success in HL development corre-

lates positively with one’s desire to be rooted in the heritage culture and to 
appreciate similarities with members of the HL community. 

2. The benefits hypothesis: The degree of success in HL development correlates 
positively with one’s perceived future benefits and rewards (e.g., economic).

 EBSCOhost - printed on 2/9/2023 11:02 PM via . All use subject to https://www.ebsco.com/terms-of-use



2.3 Heritage language development: A progress report card   31

3. The interaction hypothesis: The degree of success in HL development corre-
lates positively with one’s desire to communicate successfully in a moment-
by-moment fashion. 

4. The positive-stance hypothesis: The degree of success in HL development 
correlates positively with the positive stance the dominant language commu-
nity has towards the HL.

5. The by-choice hypothesis: The degree of success in HL development corre-
lates positively with the frequency with which one’s family uses the HL by 
choice.

6. The diverse-input hypothesis: The degree of success in HL development cor-
relates positively with the extent to which one has access to rich and diverse 
HL input.

7. The discourse-norms hypothesis: The degree of success in HL development 
correlates positively with the extent to which the discourse norms in HL con-
texts (home, classroom, or community) are sensitive to the discourse norms 
in the dominant language community. 

8. The enrichment hypothesis: The degree of success in HL development corre-
lates positively with the extent to which one has created a niche (linguistic, 
social, cultural) in the English-speaking community.

9. The multiplicity hypothesis: The degree of success in HL development cor-
relates positively with the ease with which the learner is able to manage dif-
ferences and discontinuities presented by multiple speech roles in multiple, 
intersecting communities.

10. The transformation hypothesis: As one negotiates with a variety of languages 
across contexts (family, peer groups, school institutions), one is engaged in 
a double process of socialization into given speech communities, a process 
that can also transform the HL community.

He’s hypotheses were formulated based on a variety of datasets from HL learn-
ers of Chinese. Thus, they were worded specifically addressing Chinese heritage 
language (CHL) learners. For the purposes of this chapter, however, I have taken 
several liberties and have adapted He’s original phrasing (significantly in some 
cases) by wording the hypotheses in a way that can be more generically applica-
ble to any heritage language. Clearly, she did not intend for these to be applied 
to other HLs and it would be unfair to suggest that any perceived shortcomings 
of the hypotheses when applied to other heritage languages could be blamed 
on inherent weaknesses. However, I find He’s work highly insightful and with 
broader potential than perhaps originally intended or anticipated. When substi-
tuting Chinese heritage language with HL in general, for instance, the value and 
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usefulness of her hypotheses seem to be preserved. A useful example of this is 
found in Chapter 6 of the present book. As I show, at least the first four hypoth-
eses seem to speak directly to the discourses produced by Hispanic families.

To conclude this chapter, all of the above scholars, whose work are referenced 
frequently throughout the book, have provided some of the most productive and 
informative insights in this recent area. Many newer generation scholars have 
already built on this important work and in some cases perhaps extended it. In 
the very recent HL development scholarship, and also more specifically address-
ing the individual and family domains that this book is concerned with, Agnes He 
has advanced the field in significant ways. Although her research is very specif-
ically focused on Chinese populations, the research questions pursued and the 
insights provided are visibly relevant across ethnolinguistic minorities, including 
the Hispanic populations that have been the focus of my own work. Fishman’s 
work encompasses both a broad range of scholarship areas at the societal and 
international level as well as discussions of issues at the familial and commu-
nity level, with lesser coverage of the individual level. At various points in this 
book references are more frequently made at the individual level. However, since 
the book also aims to address the macro HL development picture, the arguments 
related to this aspect of the book benefit greatly from Fishman’s macro level work.

2.4 Chapter summary

In this chapter, I provided an overview of heritage language development schol-
arship and suggested that this is a rapidly emerging area of research. Aside from 
a select group of scholars such as Joshua Fishman, heritage language devel-
opment, loss, and maintenance received little attention from applied linguists 
and sociolinguists until the last few decades. Since the 1980s, however, much 
research has centered on factors contributing to HL development, including the 
role of families, identities, attitudes, and beliefs. Heritage language development 
strategies and practices in families, and more recently in community grassroots 
groups, have also become a productive avenue of inquiry in trying to arrive at 
a more nuanced understanding of HL development and related phenomena. 
Although in several cases positive language attitudes have been correlated with 
HL development, a growing body of research is beginning to show that positive 
language attitudes alone are not sufficient to develop and maintain a language. 
More recent studies are looking at how other kinds of progressive beliefs and 
worldviews, such as ideologies and cosmopolitanism, might provide a more 
fruitful point of entry to understanding successful cases of HL development in 
modern (post-globalization) families.
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Two major forces against HL development that are increasingly attracting 
attention include the role of school and the push for assimilation of linguistic 
minorities. The school is the child’s main point of immersed contact in the domi-
nant language, which effectively reduces the number of daytime hours the child 
spends speaking the HL. Negative attitudes from teachers regarding HL develop-
ment in the home can also be damaging to home language development. As many 
linguistic-minority immigrant parents are eager for their whole families to master 
the dominant language in society and thus gain some type of socioeconomic 
mobility, many parents welcome their children’s use of the societal language in 
the home and seize the opportunity to practice this language themselves, thereby 
further reducing the child’s exposure to the HL.

The lasting legacy of the father of the sociology of language, Joshua Fishman, 
was emphasized in this chapter. For him, language maintenance and language 
shift were at the heart of the sociology of language, and he viewed research meth-
odologies such as the ethnography of communication as ideal tools for study-
ing these phenomena. Fishman delved in discussions of language maintenance 
and shift in relation to, arguably, every factor and issue that is taken up in this 
book. He engaged with issues that he saw as core to this topic, such as the aspi-
rations and ideologies of families and communities regarding the minority lan-
guage; school and community support; the cultural, socioeconomic, and polit-
ical context; as well as home practices and individual identities and attitudes. 
In tandem with an ethnic group’s symbolic and material capital is the ability of 
the group to instill in their young a sense of identification with and pride in their 
culture. These are issues that we know have positive implications for HL devel-
opment. These issues were consistently discussed in Fishman’s work for decades. 
Many families point to family cohesion as the main reason for HL development. 
Indeed, HL loss can have the direst consequences for families, as a parent that is 
unable to communicate freely with their child (especially on important matters) 
is robbed of their ability to “know” their child, provide guidance, and socialize 
them into their value systems. Much of Fishman’s work addressed this aspect of 
the research area with scholarly rigour and emotional commitment. Admittedly, 
in this chapter I only give a review of aspects of Fishman’s work, but my intention 
was to provide a sampling of the issues he engaged with in relation to heritage 
languages and suggest that few aspects of this area were left untouched by his 
extensive scholarship.
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3 Language socialization

3.1 Introduction

In this chapter, I introduce language socialization, a notion that originated in the 
1970s as a result of research in several interrelated areas, but mainly in sociolinguis-
tics and linguistic anthropology. Rooted in an ethnographic tradition, language 
socialization has evolved into a robust paradigm that supports the description, 
investigation, and interpretation of language acquisition and enculturation pro-
cesses. These processes are made possible through interaction in social contexts. 
Context is to be understood as the entire set of relationships in which socialization 
takes place. After defining language socialization, I provide a brief synopsis of its 
evolution and subsequent expansion into a variety of settings and areas of focus. 
I then describe the genesis of second language socialization and its embracement 
in multilingual research, out of which HL socialization has recently emerged. The 
complexities found in these diverse contexts of investigation and the concomitant 
continuous theorization of language socialization are put forward.

3.2 Defining language socialization

The concept of language socialization addresses two major interdependent areas of 
social and cultural development: socialization through language use and socializa-
tion into language use. Alternatively, we may describe these two areas as language 
learning and culture learning. Thus, language socialization is the process by which 
people are socialized both to use the language of their community and to become 
members of that community. Although language socialization is a lifelong process 
that arguably begins even before birth and continues through life, by far, most 
research has focused on children. From this perspective, children’s socialization into 
the cultural practices of their social group is mediated by language. Language, then, 
is the chief tool that members of the social group use in order to transmit their values 
and beliefs—their worldview—to the child. At the same time, the language itself 
codifies many social and cultural elements, such as hierarchical relations among 
members of groups, a process that helps form the child’s emerging sense of self. It is 
through this process that the child learns to think and act appropriately—in harmony 
with the norms of the group. By the same token, through social interaction and “in 
the process of acquiring social knowledge, children acquire knowledge of language 
structure and use” (Schieffelin and Ochs 1986a: 163–164). Thus, children learn the 
language variety and the distinctive ways of speaking of their linguistic community.
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3.2.1 Language socialization: Theory and methods

Language socialization may be seen as a three-way concept that refers to a topic 
of investigation, a theory of learning, and a method of analysis. Bronson and 
Watson-Gegeo (2008) argue that language socialization as topic is involved 
when studies only “touch on aspects of the LS [language socialization] process 
without necessarily embodying an LS approach or methods in the way the 
inquiry is actually conceived and conducted” (48). In such instances, they 
explain, researchers are using language socialization as topic, as opposed to 
language socialization as method. They argue that language socialization as 
method entails full-blown longitudinal ethnographies. From this perspective, 
these studies need to employ discourse analysis of social interaction and a 
consideration of the relevant micro and macro dimensions. While most lan-
guage socialization studies are ethnographic, Bronson and Watson-Gegeo’s 
canonical view of language socialization research is not widely shared by 
scholars in the field. Duff and Talmy (2011), for instance, regard attempts at 
clearly demarcating the boundaries of what counts as language socialization 
research as “premature and overly restrictive” (102). They explain that ideally 
language socialization research would follow an ethnographic approach that 
analyzes linguistic and other cultural practices based on naturally occurring 
interactional data. They caution, however, that such a stance could curtail 
promising new ways of conducting language socialization research and as a 
consequence, they seem to imply, arrest the further theorization and develop-
ment of the paradigm.

Language socialization as theory endeavours to explain the processes of lan-
guage and culture learning in a variety of contexts, from home, school, work, 
community, and other settings. It is the interpretive lens through which learn-
ing processes are understood. Language socialization as a theory of language 
learning rests comfortably on the key assumption that language and culture are 
intrinsically connected. Based on this premise, the process of language learning 
and culture learning (enculturation) are one and the same and happen simulta-
neously. Enculturation refers to the socialization process that takes place in a first 
culture context. Acculturation, a term related to, but not the same as encultura-
tion, is the learning and adopting of the norms and ways of life of a new culture, 
as is the case of immigrants who settle in a new country. Just like L1 learning 
and enculturation are connected, the process of L2 learning and acculturation 
are also closely linked. Since language is an element of culture (Fishman 1994, 
Jandt 2006), then language and culture are learned simultaneously in the process 
of socialization. Thus, L2 learning, although linked to acculturation, is not the 
result of acculturation per se.
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The language and culture learning process involves both social aspects 
of language as well as culture. When applied as a research method, language 
socialization becomes a versatile tool for investigating a variety of factors around 
linguistic interaction and social participation within particular speech commu-
nities. To be precise, language socialization enables researchers to investigate 
the microlinguistic processes and broader socio-cultural-ideological factors 
implicated in how individuals become competent members of their communities. 
Therefore, often (but not exclusively) this process is informed by ethnographic 
research and the ethnography of communication (Duff 1995). The ethnography 
of communication and language socialization as method are inseparable, and as 
such, are intimately linked to linguistics and anthropology. To better appreciate 
the function of language socialization as a research method, let us digress, albeit 
momentarily.

The object of ethnography as the quintessential research method of anthro-
pology is to describe and interpret cultures. The object of linguistics is to study 
language codes. The ethnography of communication, as part of the field of 
sociolinguistics, pursues the goal of studying communication in different com-
munities. Since language is inseparable from culture and language is one of the 
systems of culture, this ethnographic orientation provides methods for studying 
these linguistic norms. To this end, the ethnographer of communication requires 
the necessary tools for the task: linguistic knowledge and ethnographic tech-
niques. In a specific research setting, the ethnographer of communication studies 
a multiplicity of issues related to language socialization and enculturation, social 
interaction, communicative events, communicative strategies, communicative 
functions, communicative patterns, communication behaviour, ways of speak-
ing, routines and rituals, and other issues. In some settings, it may also be sig-
nificant to focus on questions of code-switching and style-shifting, intercultural 
communication, cross-cultural communication and in general, the researcher 
would endeavour to provide an in-depth description and interpretation of how 
social meaning is conveyed and how it affects the speech community. Therefore, 
the ethnography of communication contains the mechanisms to study how lan-
guage socialization occurs over a period of time, even throughout the lifespan 
(Duff 1995). The ethnography of communication requires in-depth observation, 
description, and interpretation of questions, issues as well as unknown phe-
nomena posed by language socialization theory. While sociolinguistic research 
typically focuses on how language practice is organized within narrow settings, 
such as a neighborhood, a factory, or a school, a language socialization approach 
expands the researcher’s gaze to the entire social and cultural milieu (Savill e-
Troike 2003).
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3.3 The evolution of language socialization

In the 1960s and early 1970s, Dell Hymes was instrumental in establishing the 
interdisciplinary subfield of linguistic anthropology. He was also responsible for 
coining the term “ethnography of speaking,” an early precursor to the ethnog-
raphy of communication, which embodied what Hymes saw as the agenda for 
linguistic anthropology. With these disciplinary developments in anthropology 
and sociolinguistics as its backdrop, and informed by psycholinguistic work, 
the language socialization paradigm evolved out of the work in the 1970s of two 
key figures, the linguistic anthropologists Bambi B. Schieffelin and Elinor Ochs. 
The main studies—and many other related publications—that initiated the par-
adigm are represented by these two publications: (1) Elinor Ochs’ (1988) Culture 
and language development: Language acquisition and language socialization in a 
Samoan village and (2) Bambi B. Schieffelin’s (1990) The give and take of everyday 
life: Language socialization of Kaluli children. They conducted ethnographic work 
with a focus on the language acquisition of Kaluli children of Papua New Guinea 
between 1975 and 1977, and children in Samoa between 1978 and 1979, respec-
tively. In their work, they used linguistic and ethnographic methods to collect 
and analyze children’s spontaneous speech and to document their observations 
on sociocultural beliefs, ways of thinking, worldview, and behaviours, which 
organized their social order. This provided Schieffelin and Ochs with an in-depth 
understanding of how children become members of a community, learn to partici-
pate in the community’s culture, and to use the community’s language in socially 
appropriate ways (see Ochs and Schieffelin 2008, 2012 for recent accounts).

Ochs and Schieffelin reunited at the end of their fieldwork, and as a result they 
arrived at the understanding of how children’s acquisition of language and their 
learning of culture are not separate processes, but tightly integrated into a single 
one. Their subsequent publications (particularly the seminal Schieffelin and Ochs 
1986b) effectively laid out their compelling findings and solidly inducted language 
socialization as a theory and research paradigm in its own right. Around the time 
they completed their work, another seminal ethnography of communication was 
coming to a close: Shirley Brice Heath’s now classic (1983) Ways with Words. In the 
linguistic anthropological tradition of Schieffelin and Ochs’ work, Heath researched 
young children’s socialization into language, literacy, and oral practices at home and 
school in two nearby communities in the Piedmont Carolinas of the United States. 
Roadville was a community of white-working class families and Trackton a black 
working-class community. Heath identified significant cultural differences between 
the two working-class groups and reported that the literacy practices of the two dif-
fered considerably. Additionally, she found that these ways with words also varied 
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between the working-class families and the townspeople—the mainstreamers1—who 
subscribed to middle-class values. In Trackton, when there was a new born baby in 
the house “everyone talks about the baby, but rarely to the baby” (75), stated Heath, 
whereas in Roadville, everyone except young boys and some men acquaintances 
who are considered “awkward and ‘ignorant ‘bout babies’” (121) are expected to talk 
to them. Baby talk—talk that is especially modified and channeled for them—is used 
with babies. Overall, Heath’s language socialization work underscored the finding 
that literacy orientations considered common in “mainstream” middle-class homes 
in the Western world are but only one type in a range of models found in different 
communities. Thus, Schieffelin and Ochs’ and Heath’s work became the key foun-
dations that firmly established the language socialization paradigm in the 1980s.

As exemplified above, language socialization was originally conceptualized as 
the process through which “children are socialized through the use of language as 
well as how children are socialized to use language” (Schieffelin and Ochs 1986a: 
184). Hence, it is not surprising that the traditional domains of language social-
ization have been monolingual settings, both in North America and elsewhere. 
Building on, and including, the above seminal studies, this line of research has 
focused on the culture specific aspects of day-to-day language use, in particular 
those speech acts that children are expected to acquire. These included prompting 
routines in Lesotho, Africa (Demuth 1986), affective competence and construc-
tion of social identity in Samoa (Ochs 1982, 1988, 1993), teasing and shaming in 
Hawaii (Schieffelin 1986, 1990), calling-out practices on the Solomon Islands (Wat-
son-Gegeo and Gegeo 1986), the development of communicative style in Japan 
(Clancy 1986), gender socialization in Ecuador (Miles 1994), register variation in 
the United States (Andersen 1986), and children’s socialization into language and 
literacy at home and at school, also in the United States (Heath 1983). Although 
the home context—as the locus of the process of apprenticeship—has traditionally 
been the main site of language socialization investigations, other settings have 
now become commonplace in this type of research. These include workplaces (Bell 
2003, McAll 2003, Roy 2003), classrooms (Poole 1992, Duff 1995, 1996, Atkinson 
2003, Cole and Zuengler 2003, Harklau 2003, He 2003, Lotherington 2003, Luykx 
2003, Pon, Goldstein and Schecter 2003), extracurricular activities and commu-
nity groups (Guardado 2008a, Guardado and Becker 2013), among others.

1 Heath (1983) defines mainstreamers as those who “exist in societies around the world that rely 
on formal educational systems to prepare children for participation in settings involving literacy. 
Cross-national descriptions characterize these groups as literate, school-oriented, aspiring to 
upward mobility through success in formal institutions, and looking beyond the primary net-
works of family and community for behavioral models and value orientations” (398).
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3.3.1 Language socialization across contexts

With increasing immigration and globalization evolving rapidly over the last 
decades (e.g., United States, Australia and Canada), more languages and cultures 
are coming into contact and populations are becoming more culturally and linguis-
tically diverse than ever before. This state of affairs poses an important challenge to 
researchers who need ever more effective and sophisticated research approaches 
to address issues arising in a variety of contexts, including school, online, and 
ethnolinguistic communities. Expanding language socialization into multilingual, 
multicultural, and multimodal settings offers possibilities for investigating perti-
nent issues in such communities. Patricia A. Duff (2002), a leading second genera-
tion language socialization researcher who studied under Elinor Ochs, posits that 
the ethnography of communication (through a language socialization lens) offers 
advantages “as a culture- and- context-sensitive method for conducting research” 
(315). Therefore, both in and out of the classroom, on and offline, language sociali-
zation has been utilized as a suitable tool for carrying out interactional linguistic 
analyses. In combination with the ethnography of communication, a language 
socialization lens has provided the means for exploring, describing, and interpret-
ing the beliefs and attitudes about language in speech communities, as well as the 
communication behaviours, strategies, and patterns of language usage that may 
reveal underlying relationships and power dynamics within these communities. In 
a nutshell, this paradigm has evolved in ways that make it a rather versatile set of 
tools for theorizing and empirically investigating the increasing complexity of the 
role of language in all aspects of human development across the lifespan.

3.3.1.1 Second language socialization
The notion of second language socialization is partly the result of developments 
in second language acquisition (SLA) over several decades. It draws on “sociolog-
ical, anthropological, and psychological approaches to the study of social and 
linguistic competence within a social group” (Schieffelin and Ochs 1986a: 163), 
clearly situating language learning in general, and L2 learning in particular, in 
the social realm (Ochs and Schieffelin 1995, 2008). In effect, second language 
socialization research evolved in response to critiques to traditional conceptu-
alizations of SLA theory, mainly because these traditional approaches tended to 
emphasize individual cognitive processes in language acquisition, rather than 
processes of participation and membership negotiation in social worlds. Scholars 
working from an L2 socialization perspective seek to fill this gap by incorporating 
social and cultural domains into analyses of L2 learning and highlighting the sit-
uated nature of the learning process in general, but more specifically in relation 
to L2 learning, and the socializing nature of linguistic interaction.
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More specifically, a key distinction between SLA and L2 socialization is in 
focus and scope. While the former’s interest lies in describing the discrete aspects 
of linguistic skill development, such as morphosyntaxis, phonology, and lexis, 
the latter aims to investigate not only language learning, but also at a broader 
level the learning of all types of knowledge that takes place through language (see 
also Schieffelin 1990, Duff and Talmy 2011). The oft-cited notion that this process 
involves socialization through language and into language use is the most suc-
cinct definition of language socialization available. The “through” aspect of this 
definition may be an even more complex one in L2 contexts as it involves a wide 
range of subjective forms of knowledge which are intertwined with all aspects of 
social life, including culture, identity, ideologies, and many other dimensions of 
learning. This may be especially complicated by the fact that these learners are 
“children or adults who already possess a repertoire of linguistic, discursive, and 
cultural traditions and community affiliations when encountering new ones” 
(Duff 2007c: 310) and are expected to simultaneously negotiate these intricate 
elements through a language into whose use they aspire to be socialized. Further-
more, Duff and Talmy describe how from a language socialization perspective, 
the definition of “language” itself is recast as a social practice. It is no longer 
seen as a set of discrete “morphemes, syntactic structures, lexis, and pragmatic 
norms” (96) with the function of neutrally transmitting information, but rather, 
as one of many social practices that are “in-flux, contested, and ever-changing” 
(Duff and Talmy 2011) and which form the core of speech communities.

A potential source of confusion for newcomers to social approaches to L2 
learning may be found in relation to sociocultural theory. L2 socialization is in 
tune with sociocultural approaches to L2 learning in that both emphasize social 
interaction and the situatedness of language development. Accordingly, both 
approaches place interlocutors and other social participants at the centre of 
learning as they apprentice learners through this process (see Duff 2007c, for 
an extended discussion of the intersection between sociocultural theory and 
language socialization). While several commonalities between L2 socialization 
and sociocultural approaches to L2 learning may be found, there are some key 
differences. This is not surprising, given that sociocultural theory had its foun-
dation in psychology (see Vygotsky 1978), and as a result is mainly concerned 
with higher cognitive processes. Sociocultural theory focuses on how external 
social interactions—one component of mediation, the central concept in this 
approach—are internalized, a process that leads to L2 learning. Having emerged 
from anthropology, L2 socialization is strongly concerned with how the macro 
context and local cultural orientations shape social interactions as individu-
als attempt to become competent members of the L2 community, a process that 
facilitates L2 learning.
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Second language socialization drew its underlying theoretical tenets from 
first generation research (i.e., the founding language socialization studies), 
the most central of which is that language acquisition is facilitated by compe-
tent members of the target speech community in concert with other factors and 
features of the cultural environment. Building on the insights generated by the 
seminal language socialization work (Ochs 1982, Heath 1983, Schieffelin and 
Ochs 1986a, 1986b, Watson-Gegeo and Gegeo 1986, Ochs 1988, Schieffelin 1990), 
L2 socialization studies have investigated the relationship between L2 learning 
and the broader context in which it is expected to occur with an emphasis on 
how this context impacts the local interactions. Thus, L2 socialization is defined 
as the “process by which non-native speakers of a language, or people return-
ing to a language they may have once understood or spoken but have since lost 
proficiency in, seek competence in the language and, typically, membership and 
the ability to participate in the practices of communities in which that language 
is spoken” (Duff 2012: 564). Although it shares many features with L1 socializa-
tion, L2 socialization deals with a series of added complexities. Duff points out 
that these additional complexities include the fact that the paradigm addresses 
the language learning processes of “learners who have already acquired or are 
still in the process of acquiring a primary language and the cultural knowledge 
and practices associated with that language” (Duff 2012: 569). Below I review 
selected studies addressing the multifaceted nature of some of this work, which 
has helped define L2 socialization as a research area in its own right.

Duff (1995) conducted an ethnography of communication in several 
 English-medium history classes in post-Soviet-era Hungary. The focus of her 
research was on a particular traditional recitation routine (felelés), which was 
being replaced by less structured presentations and class discussions. During the 
time of her fieldwork in the schools, political changes at the national level and 
educational changes at the school level, particularly in the innovative immersion 
schools, were taking place. Duff found that students in the immersion (English-me-
dium) classes placed a stronger value on what was seen as a Western interactional 
style, which was considered more desirable, and devalued the practices associated 
with the system that was on the decline. Duff’s work is a clear example of how L2 
socialization investigations can reveal ways in which macro forces impact on micro 
level discourse practices in terms of, in this case, L2 classroom interactions.

Willett’s (1995) was an ethnographic study of four immigrant first-grade 
students (three girls and one boy) in a United States school. By examining the 
 children’s participation in the day-to-day classroom events over a year, she pro-
vided insights into how gender, class, ethnicity, and other social factors strongly 
affected their academic experiences. While the three girls in the group were 
rewarded by the teacher and praised by their peers for using certain participa-
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tion strategies, such as collaborative work, the only boy in the class was socially 
penalized for attempting to engage in similar practices. Thus, she found that 
social identity factors shaped the expectations and interactions in the classroom, 
which benefitted the three female students and impeded access to language 
development and academic success to the only ESL boy in the classroom.

A recent study of L2 socialization that further illustrates how the paradigm 
informs language learning and interactional competence in instructed settings 
is Cekaite’s (2007) ethnography in an immersion classroom in Sweden. Her study 
focused on a seven year old Kurdish girl, Fusi who, over one year, moved through 
three phases of interactional competence development in the classroom: silent, 
noisy and loud, and skillful. Cekaite explains that Fusi was mostly silent in the 
first phase, and made attempts to participate, although inappropriately, in the 
second phase (e.g., due to inexpert use of sequential turn-taking). In the third 
phase, however, she had attained mastery of the sequential organization of the 
classroom routines when engaging in different multi-party activities. In other 
words, Fusi had moved from a peripheral observer to a competent member of the 
classroom community in the course of a school year. This study, among many 
other important contributions, highlights the dynamic and changing nature of L2 
socialization as well as the situatedness of this process and provides a concrete 
example of the unique trajectories of language socialization (Wortham 2005) that 
L2 learners may follow.

A sign of the widespread development and application of L2 socialization 
can be found in its increasing degree of specification. For instance, L2 socializa-
tion work at the post-secondary level has recently exploded into a wide range of 
areas, mainly focusing on particular aspects of L2 students’ academic discourse 
socialization. An example of this rapidly growing line within the L2 socialization 
literature addresses L2 writing, such as Séror’s (2008, 2009) ethnographic work 
examining Japanese undergraduate exchange students’ experiences in content 
courses, uncovering, inter alia, the influential role of macro institutional factors 
on the L2 writing feedback practices of university instructors. Thus, many of the 
feedback practices in which instructors engaged were the result of the power-
ful institutional socializing forces in which these practices were embedded. Con-
sequently, the students’ academic literacy socialization experiences in Séror’s 
study were also shaped by these forces through their instructors.

A closely related scholarly path addresses students’ experiences with oral 
presentations, a pervasive aspect of academic work in Western higher education 
institutions, particularly (but not exclusively) at the graduate level. Some of this 
work includes research on individual oral presentations (Morita 2000, 2004, 
Zappa-Hollman 2007) and collaborative presentations (Kobayashi 2003). Also at 
the post- secondary level, but looking at language socialization from a slightly 
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different angle, Kim (2008) examined the experiences of Generation 1.5 Korean- 
Canadian students as they negotiated academic discourses and investments in 
relation to their multiple identities and languages. Generation 1.5 is a term used to 
describe people who immigrate as children or teens to a new country, a term that 
is addressed in Chapter 13 as part of the analysis of heritage language socializa-
tion among Hispanic families in Canada. Kim provided a highly nuanced account 
of the paths of socialization that a small group of students followed. She high-
lighted, for instance, their linguistic ambivalence between Korean and English as 
well as insecurities with their English abilities, despite their secondary education 
through English. A line of research that has also grown recently in post-second-
ary settings is related to L2 socialization in online environments (Potts 2005, Yim 
2011), pointing to the continuous development of applications of the language 
socialization paradigm.

With its origins in pioneering ethnographic work like Duff’s (1995) in sec-
ondary schools in Hungary and Willet’s (1995) examination of an elementary ESL 
classroom in the United States, L2 socialization has now expanded across various 
age groups as well as to formal and informal learning settings and aspects of 
this process. This work also includes that conducted in vocational (Duff, Wong 
and Early 2000), occupational (Goldstein 1997), and the educational settings 
reviewed in this section (see e.g., Duff 2007b, for a critical review of some of this 
work). Thus, in contrast to L1 socialization, L2 socialization frequently addresses 
the experiences of adolescents and adults (Duff 2012), a point that was evident in 
the brief overview conducted in this section.

3.3.1.2 Language socialization in multilingual contexts
In addition to the aforementioned research trends focusing on the intricacies 
of L2 socialization, recently also multilingual and multicultural populations 
have attracted much attention from researchers interested in the particularities 
of socialization processes (Garrett and Baquedano-López 2002, Fogle and King 
2017). Some of the L2 socialization studies with multilingual and multicultural 
populations have often focused on one or combined home, school, and commu-
nity and have taken up an array of issues. Volume 8: Language Socialization of the 
Encyclopedia of Language and Education, edited by Patricia A. Duff and Nancy 
Hornberger (2008) contains an impressive collection of 24 chapters with the 
empirical, theoretical, and methodological advances in language socialization 
scholarship in recent times, encompassing an equally wide selection of topics, 
populations, and settings. Some of the issues covered include language sociali-
zation in Canadian Indigenous communities (Pesco and Crago 2008), gendered 
L2 socialization (Gordon 2008), multimodality (Pahl 2008), and communication 
in online communities (Lam 2008), to mention but a few. These studies built on 
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other influential work previously conducted in a variety of settings that included 
teasing (Eisenberg 1986), maternal teaching talk (Eisenberg 2002), explanatory 
emotion talk (Cervantes 2002), social identity in doctrina classes (Baquedano-
Lopez 2000), cultural identity formation/maintenance and/or bilingual and mul-
tilingual socialization (Dagenais and Day 1999, He 2006), and attitudes toward L1 
and L2 languages (Pease-Alvarez 2002, Patrick 2003, Pease-Alvarez 2003).

These studies illustrated some of the research possibilities in settings where 
two or more languages and language varieties are juxtaposed. Following in the 
tradition of Heath (and working under Heath’s supervision), Zentella (1997) com-
pleted an ethnography of Puerto Rican children in a block community in New 
York’s Spanish Harlem between 1977 and 1993. Unlike Heath’s study, which was 
conducted in monolingual speech communities, the focus of Zentella’s compre-
hensive research on bilingual usage among Puerto Ricans focused on the experi-
ences of working class families raising, attempting to raise, or not succeeding in 
raising, bilingual children. Although this issue was not highlighted in her book, it 
is interesting to note that the participants in this study, much like Heath’s Track-
ton participants, engaged in a particular style of child rearing, in which baby-talk 
by adults was avoided and the speech of children was not entirely valued and 
therefore not further expanded. This illustrates the transferability of language 
socialization theorizing across contexts and linguistic realities with its concomi-
tant modifications. Zentella’s 14-year language socialization study has become a 
classic for its comprehensive analysis and precise interpretation of how issues of 
(hybrid) language identities, socioeconomic status, family dynamics, and edu-
cation influence one another. Her study covered a range of aspects of the par-
ticipants’ lives and the activities in which they engaged through language. For 
instance, it provided a detailed portrayal of how bilingualism is socially con-
structed in one of the most disadvantaged communities in the United States. It 
also presented a systematic picture of how the communication patterns of the 
participating children, and of the children’s children, as well as the varieties of 
Spanish and English that they spoke, exemplified “Spanglish,” which itself was 
devalued then and continues to be a devalued and stigmatized language variety 
in the United States today. In short, Zentella demonstrated that code-switching, 
the practice of alternating between two languages or language varieties within a 
conversation, was a normal—even desirable—aspect of bilingual language social-
ization for Puerto Ricans in New York’s El Barrio.

Pease-Alvarez (2002) reports similar results, and posits that code-switching 
“is a normal language practice for bilingual youngsters who have the opportunity 
to draw on two different linguistic repertoires when speaking with other bilin-
guals” (126) although there seemed to be disagreement on this issue between 
some of the participating parents as well as the participating children. 34% of the 
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parents and 63% of the children felt that code-switching was positive, normal, 
and acceptable. Yet, some parents expressed their rejection of code-switching as 
being incomprehensible and a marker of linguistic incompetence.

In the same way, Schecter and Bayley (1997) described how code-switching 
was a rather typical practice among the participating children in their study of 
Mexican-descent families in California and Texas. Some of the families engaged in 
this type of interaction as a normal practice, effectively socializing their children 
in the use of a mixture of English and Spanish as part of their daily home com-
munication routine. More generally, Schecter and Bayley’s (2002) study provided 
insights into the connection of language socialization practices and the dynamics 
of identity formation. Their study helped understand how members of speech 
communities use language to choose from different identities and also how lan-
guage interacts in different ways with issues of ethnicity, gender, and class. Like 
Zentella, they addressed political issues of language in the United States context. 
This type of scholarship is important because there is a need to look at the larger 
sociopolitical contexts within which culturally situated communication takes 
place, as these contexts may determine features of communication in ways that 
are not evident from a narrow focus on communicative patterns alone. From its 
inception, an important feature in language socialization has been its emphasis 
on sociopolitical contexts and their intimate interdependence with patterns and 
styles of communication.

Clearly, many added complexities are presented by the language sociali-
zation of bilingual individuals (Luykx 2003). In their language socialization 
process, bilingual and multilingual individuals must assign meanings to their 
developing selves and negotiate their identities in multicultural homes, schools, 
communities, and other settings while attempting to find their place in society. 
This, of course, is further complicated by many other factors when immigrants 
are involved (see e.g., Duff, Wong and Early 2000). They may face the devalu-
ing of their languages and cultures, contradictory language and culture ideolo-
gies within the families, and the clashing of cultural patterns between the home 
culture and the dominant culture, issues that are more fully addressed in the next 
chapter. The tensions generated by these issues may affect the languages spoken 
by family members or the degrees to which these languages are spoken within 
their families. Additionally, they may face linguistic, economic, social, and politi-
cal difficulties in their quest for integration.

In the last two decades the language socialization paradigm has expanded 
and also become more specific. This movement is also increasingly impacting 
the HL area of research. The time seems appropriate for further developing this 
paradigm specifically from a HL perspective. Some of the complexities currently 
being addressed within HL studies were acknowledged in the original language 
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socialization work, so it is timely to engage in work that provides more granu-
larity to these issues. For instance, the agency of children in their socialization 
process is one of the areas that this book attempts to grapple with. Work on this 
and related issues will no doubt contribute to the further expansion and develop-
ment of the language socialization framework overall. Therefore, throughout this 
book, agency, identity, power, ideologies, discourse, negotiation, and resistance 
are addressed, at times perhaps separately, but not far removed from the rest of 
these closely intertwined issues.

I would like to conclude this section by noting that language socialization 
research that focuses on the topics just discussed was previously subsumed under 
L2 socialization as a broader umbrella (see Duff 2003). Because the development 
and expansion of the language socialization paradigm had started in earnest in 
the late 1980s and early 1990s, research that involved anything other than L1 was 
grouped together (L2, foreign language, bilingual, multilingual, heritage, etc.). 
However, the 2000s saw a further specification of areas of focus and L2 socializa-
tion began to be conceptualized as a new area of language socialization research. 
Likewise, minority, bilingual, and multilingual socialization, often involving a 
minority language in an English dominant context, began to carve its own niche 
within language socialization studies. Two of the studies briefly summarized 
above (Zentella 1997, Schecter and Bayley 2002) focusing on the language sociali-
zation of linguistic minorities in the United States, specifically Spanish-speaking 
families, are now “modern classics” frequently cited in the literature that helped 
establish this line of research.

3.4 Heritage language socialization

In some ways resembling the way in which minority language socialization 
studies were loosely grouped under the L2 socialization umbrella in the past, 
some of the work reviewed in the previous section (Language Socialization 
in  Multilingual  Contexts) encompasses what is now beginning to emerge as a 
 language  socialization area in its own right—heritage language socialization. 
Studies addressing questions like the ones investigated in the works reviewed 
above have customarily been included in collections such as the volume edited 
by Duff and May (2017), Bayley and Schecter’s (2003) Language Socialization in 
 Bilingual and  Multilingual Societies, and Zentella’s (2005) Building on Strength: 
Language and Literacy in Latino Families and Communities. The Handbook of 
 Language  Socialization, edited by Duranti, Ochs and Schieffelin (2012), is a 
 comprehensive and up to date  collection of language socialization studies which 
organizes the chapters in the following five categories:

 EBSCOhost - printed on 2/9/2023 11:02 PM via . All use subject to https://www.ebsco.com/terms-of-use



3.4 Heritage language socialization   47

 – Interactional Foundations 
 – Socialization Strategies 
 – Social Orientations 
 – Aesthetics and Imagination 
 – Language and Culture Contact

These five areas have direct or indirect relevance to the present book, but the last 
part, Language and Culture Contact, is at the core of Chapter 3 as it marks the 
foundational work that has recently led to the emergence of multilingual and her-
itage language socialization in the 2000s. An argument can be made that heritage 
language socialization research has been around for a while, in some shape or 
form, but it was not until recently that it started to be labeled this way. Agnes He, 
a pioneer in HL socialization research, has dedicated much of her recent work to 
“delineating the complexity” (594) along several dimensions of what she refers 
to as a “fledgling area” (587). Indeed, some of the early uses of the term are found 
in He (2008, 2012) (see also Guardado 2009, Tsushima and Guardado 2015). A 
Google Scholar search conducted at the beginning of 2014 while working on this 
chapter revealed that the term “heritage language socialization” was not used 
prior to 2008 in any publications indexed by this database. The first ever occur-
rence of the term was encountered in He’s chapter focusing specifically on herit-
age language socialization as a separate type of socialization research, included 
in the Encyclopedia of Language and Education edited by Duff and Hornberger 
(2008). Other publications specifically using the term have appeared since (e.g., 
Avni 2008, Delgado 2009, Guardado 2013a, Guardado and Becker 2013, Minami 
2013), a likely sign that the term is quickly catching on.

It has been amply demonstrated by work conducted by Duff (see e.g., 2002, 
2003, 2012) and others (see e.g., Morita 2000, 2004) that L2 socialization offers 
many challenges and complexities not found in L1 socialization contexts. This 
point is further compounded in heritage language socialization, which includes 
features of L1 and L2 socialization, and even more so, given that the features of 
one (e.g., L1) or the other (e.g., L2) may be more salient in some contexts, fami-
lies, individuals—and domains of use—than in others. As a result, attempting to 
develop a single model of HL socialization may not be a sensible objective. Yet, 
because of the growing recognition of the language socialization paradigm as a 
powerful and adaptable approach that is compatible with HL research questions, 
scholars interested in HL issues are increasingly adopting this framework in their 
work, and in the process, are contributing to the further expansion and concep-
tualization of language socialization more generally.

Indeed, HL socialization research is not only enriched by the growing sophis-
tication in the theorization of language socialization, but it is also making impor-
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tant contributions of its own. As I discussed in the previous chapter, there is a 
significant body of literature indicating that cultural identity plays a key role in 
HL socialization, development, and maintenance. This is an area among many 
others—some of which are addressed in the final section of this chapter—that 
are contributing to this development. Pointedly, language socialization theory 
tells us that children develop a sense of who they are through the social interac-
tions in which they engage in their daily lives (Schieffelin and Ochs 1986a). This 
point indicates that the process of language acquisition and language socializa-
tion are intertwined. Language acquisition concerns itself with the development 
of communicative skills, but does not account for the process of identity forma-
tion that language learning entails. Language socialization provides the missing 
piece of this puzzle by accounting for how novices and others are constructed 
as members of social communities and as particular kinds of people. Heritage 
language socialization also captures the processes of language learning, mainte-
nance, and use while deeply scrutinizing the identity development and concomi-
tant interactional complexity and conflict this often entails. Schieffelin and Ochs 
sum this up when they posit that “a twist in the interface of language learning 
and socialization into identity construction is the phenomenon of heritage lan-
guage socialization, in which learners are expected to use the heritage code that 
displays them as suitable moral persons as envisioned by an idealized ‘heritage 
culture’” (Ochs and Schieffelin 2012: 16–17).

Future chapters demonstrate that much is learned about HL socialization 
through analyses of day-to-day interactions and this focus is strongly emphasized 
in the book, although interpretive opportunities may be missed through a sole 
focus on the micro. Indeed, language socialization has traditionally emphasized 
the broader context within which interactions are embedded. While recogniz-
ing the emergence of possible alternative framings for the larger sociopolitical 
context and forces affecting culturally situated communication, it is also neces-
sary to consider established macro heuristic models in the examination of factors 
impacting HL socialization. The case is made in the book for the need to conduct 
HL socialization research that considers narrow as well as broad vantage points.

According to Ochs and Schieffelin (2012), becoming a competent and recog-
nized member of a community entails a very complex process. In heritage lan-
guage socialization (and no doubt also in other multilingual language sociali-
zation settings), this means acquiring or at least to some pragmatic extent 
subscribing to the language ideologies that are valued in the group. These lan-
guage ideologies contain the beliefs and values of community members about 
the worth of their languages and also about how, when, with whom, and in what 
contexts or circumstances these linguistic resources should be used (Fishman 
1965). Heritage language socialization theory and research have shown that at 
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the centre of this complex set of rules often lies the normative standard to use the 
heritage language for purposes such as expressing emotions, performing actions, 
displaying knowledge, constituting relationships, and so on. Additionally, HL 
socialization presents added complexities compared to monolingual socializa-
tion. These include the negative societal and individual attitudes—ideologies—
related to their languages, which may be contested and contradictory, signifi-
cantly affecting the family language policies and practices adopted by families. 
It is clear from the research literature that ideologies, policies, and practices are 
intricately related, and as a constellation of factors, strongly impact HL sociali-
zation outcomes. A topic that has not been significantly explored in contexts like 
Canada up to now relates to the experiences of families whose parents possess 
different mother tongues. As we see below, the role of emotions, constituting rela-
tionships, developing family language policies, and other issues may impact the 
contested and contradictory nature of socialization practices.

3.4.1 Heritage language socialization in interlingual families

Despite the increasing richness of knowledge in HL socialization, there is a 
relative lack of research with children who grow up in linguistically intermar-
ried families with parents who have been raised in different ethnic communi-
ties and thus do not share the same native languages (Yamamoto 2001, Okita 
2002, Jackson 2007, Braun and Cline 2014, Duff and Becker-Zayas 2017). Given the 
co-existence of two or more HLs and cultures in interlingual families, HL social-
ization becomes significantly more challenging compared to monolingual and 
even bilingual families (Blum Kulka 2008). These families face unique socializa-
tion challenges due to often competing and contradictory linguistic ideologies 
and cultural values at play. It is argued that these and other elements complicate 
their family dynamics, including metalinguistic negotiations, decision-making 
around family language policies, and the implementation of patterns of language 
use among all family members.

Families formed by individuals who marry outside of their ethnolinguistic 
group—linguistic exogamy—have been variously referred to in the research litera-
ture and associated scholarship as mixed unions (Statistics Canada 2011), linguis-
tically intermarried couples (Piller 2001a, Jackson 2009), interlingual families 
(Yamamoto 2001, Jackson 2009), cross-linguistic and cross-cultural marriages 
(Constable 2005), and bilingual/multilingual couples (Piller and Takahashi 
2006), among other terms in use. The terms I use most commonly are interlingual 
and linguistically intermarried families (see Guardado 2017). This definition differs 
somewhat from the usage sometimes found in the literature. For instance the 
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typology of interlingual family proposed by Yamamoto (2001) includes parents 
who share a native language, but use their mother tongue or a third language for 
family communication. In her view, these families are interlingual in relation to 
the societal language.

The linguistic diversity of traditionally Anglophone countries is currently 
increasing in cities such as Sydney in Australia, London in the United Kingdom 
(UK), and New York in the United States (US). In Canada, the number of non-
Anglophone speakers has grown steadily with each consecutive national census, 
and as of 2011, first generation Canadians (those who were born outside of 
Canada) and their children accounted for 39.4% of the total population, and this 
trend is likely to continue in the 2016 census (results unavailable at time of pro-
duction). The growth of interlingual families globally has also been noted in rela-
tion to various countries, including Norway (Constable 2005), Japan (Yamamoto 
2001), Australia (Oriyama 2010), and Canada (Minami 2013). In the latter, this 
type of exogamy has increased rapidly since at least the 1976 census (Castonguay 
1982). The total number of married and common-law couples in mixed unions in 
Canada is 4.6% of the total population (Statistics Canada 2011). Although this is a 
relatively low number, striking differences are found across groups. For instance, 
out of the total of Japanese Canadian couples reported in this census, the group 
with the highest incidence of forming partnerships or marrying outside of their 
group, approximately 78.7% involved a spouse or partner who was not Japanese. 
Thus, there is a pressing need to examine the heritage language socialization pro-
cesses of children who grow up in interlingual families.

The heritage language research with interlingual families using language 
socialization (Fogle 2012, Lanza 2001, 2007, Minami 2013) as well as other lenses 
(Yamamoto 2001, Okita 2002, Yamamoto 2005, Lanza 2007, Jackson 2009, Minami 
2013), has demonstrated that this demographic exhibits more fluid language 
use patterns compared to other families. Indeed, this work has characterized 
the issues involved in these families as significantly intensified and embedded 
within added complications. For instance, language policies are often much 
more explicit and potentially problematic in interlingual families than in fami-
lies where parents share a mother tongue. Indeed, for interlingual families the 
decision making process can be highly political (Liamputtong 1991, Piller 2001a, 
Jackson 2009), gendered (Lyon 1996, Pavlenko 2001, Minami 2013) and even emo-
tional (Yamamoto 2001, Okita 2002). These decisions may be made consciously 
through discussion between parents (Tsushima and Guardado in press), the deci-
sion may be entrusted to the mother (Yamamoto 2001), the language used may by 
default be the language in which the couple originally began their relationship, 
or it may just emerge naturally (Okita 2002). Part of the emotional aspect of HL 
socialization with interlingual families is illustrated by Tsushima and Guardado’s  
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(in press) study with Japanese-descent mothers living in Montreal, Canada, who 
had formed partnerships with non-Japanese men. The mothers reported expe-
riencing strong feelings of guilt and anxiety as a result of their status as the 
only native speakers of the HL in their families and therefore the sole linguistic 
resource, making HL socialization their responsibility.

Piller (2001a) explains that pervasive asymmetrical power relations in inter-
lingual families on many dimensions can generate a variety of conflicts. Indeed, 
one of the parents is often positioned in an unfavourable position in the rela-
tionship, be it as non-native speaker, migrant, female, economically dependent, 
or other positionings based on national and cultural background, or all of the 
above. Gender power relations not only shape decisions around family language 
policy, but also HL socialization processes and outcomes. For instance, Lyon 
(1996) found that Welsh mothers accommodated the language of their husbands 
for family communication. Because mothers more directly impacted the language 
socialization of the children, this gender imbalance determined the fate of the 
children’s heritage language development.

Given the uniquely political, gendered, and emotional heritage language 
socialization processes found in interlingual families, it is crucial to develop a 
more purposeful and systematic line of inquiry with a focus on their idiosyncratic 
experiences. Language socialization work and research using other lenses have 
started to build a solid foundation in this regard. However, it is argued that much 
more research needs to be undertaken which examines, documents, and theo-
rizes the full range of ways in which interlingual parents negotiate the linguis-
tic environments for their children and how the heritage language socialization 
experiences of these children are similar or different compared to children who 
grow up in more linguistically homogenous homes.

3.5 Evolving conceptualizations and issues

As a result of the diversity of scholarly work over the last three decades,  language 
socialization has gradually evolved into a complex, multi-layered paradigm. I do 
not intend to propose that the multiplicity of layers of meaning and the  diversity 
of interconnected and dialectical factors and agents that are part of the language 
socialization process were not recognized in earlier  conceptualizations and 
 applications of language socialization. As may be the case with any  significant 
theoretical enterprise, development begins with attempts to understand the 
most immediate phenomena requiring examination. In the case of language 
 socialization, this was found in the long-standing lack of attention to the role 
of social and cultural factors in language acquisition theory and research. More 
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 specifically, a need was identified to broaden our conception of language learn-
ing by redefining the role of language itself as more than a neutral transmitter of 
information, but also as the means through which individuals become competent 
members of their communities. While investigating the day-to-day speech routines 
through which children became socialized into the practices of their—mostly—
L1 communities (Schieffelin and Ochs 1986a, Ochs 1988, Schieffelin 1990), the 
beginnings of the language socialization paradigm acknowledged some of the key 
characteristics that have been uncovered and emphasized in recent scholarship. 
This point may be particularly salient considering the expansion of language 
socialization focus areas to—arguably—more complex settings, such as the ones 
described in this chapter. These include—but are not limited to—L2 (notably, Duff, 
several publications) and multilingual and heritage communities (Zentella 1997, 
He 2001, Schecter and Bayley 2002, He 2012). This expanding focus and scope has 
targeted much unchartered research territory and exposed a great deal of com-
plexity and many interconnected characteristics of the socialization process.

To be sure, one critique that language socialization has at times contended 
with was inherited from earlier “socialization” scholarship (e.g., Parsons and 
Bales 1956, as cited in Ochs and Schieffelin 2012). From this perspective, the 
process of socialization was viewed as unidirectional with parents socializing 
children in a progressive and unproblematic manner (Li 2008). This view shared 
much with the behaviouristic conditioning arguments (Duff 2007b) whose central 
tenets laid in repetition. Language socialization, while recognizing that parents 
and other adults are often the socializers of children, contends that the process of 
language socialization is fluid, contingent, multidirectional, and agentive. This 
conceptualization is especially the case in some of its more recent iterations of 
empirical and theoretical developments.

In the introductory chapter to The Handbook of Language Socialization, 
Ochs and Schieffelin (2012) outline how agency is clearly displayed in even the 
most seemingly mechanical and routinized performances. The fact that they 
selected agency as one of the few themes to highlight from the entire collection 
attests to the saliency of this particular feature of language socialization. This 
suggests that agency plays a direct role in language socialization studies across 
settings, areas of focus, types of participants, and other variables. Despite its 
centrality, children’s agency in the language socialization process is not always 
apparent or recognized as such, but ever present and influential. This point 
has been shown even in the most mundane activities, as illustrated in Moore’s 
(2012) research in Cameroon. Moore shows how repetition in speech, which on 
the surface may seem highly routinized, can be a site for children to exhibit 
their transformative role in their own socialization. Work of this nature further 
demonstrates how language s ocialization can enable the researcher to conduct 
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analyses at various levels of depth even in relation to activities that may be con-
sidered mechanized and uncreative.

Although I do not gloss over a large set of characteristics of language 
 socialization in this chapter, I do reiterate that most of these features are inter-
twined and, as such, are addressed separately and in relation to one another 
throughout the book. The centeredness of agency is salient in relation to issues 
of identit y, power, ideologies, negotiation, and resistance. While languag e 
socialization has often been viewed as deterministic—children, learners, and 
other novices effortlessly attaining linguistic competence and community 
membership—(Duff 2007b, Ochs and Schieffelin 2012), the paradigm has now 
moved well beyond such criticisms. Indeed, language socialization is currently 
to be understood as a non-linear, dynamic, complex, and multidirectional 
process (Duff 2003, Cekaite 2007, Duff 2007b, 2007c, Duff and Hornberger 
2008, Ochs and Schieffelin 2008, 2012, He 2016). Therefore, discussions of 
language socialization are often also discussions of the agentive, multidirec-
tional, power-laden processes through which individuals and families social-
ize each other “into new domains of knowledge and cultural practice” (Bayley 
and Schecter 2003: 2).

As different sites, including a diversity of communities and participants, 
topics of interest and socialization issues, have been drawing researchers 
working from this perspective, the language socialization paradigm has been 
significantly expanded in terms of scope, focus, and depth. In essence, once L1 
ceased to be the only domain of language socialization research, increasingly 
more  sophisticated theorization as well as cross-pollination in terms of research 
methodologies and analytical tools have been undertaken. The result of this 
 continuous  multi-layered development is a considerable growth in the empirical 
applicability and theoretical explanatory power of language socialization across 
a very wide range of social activity.

3.6 Chapter summary

In this chapter, I have introduced language socialization, a concept that con-
cerns a person’s socialization through language and into language use within a 
community. I traced the development of language socialization from its origins 
based on the work of Ochs and Schieffelin who, using ethnographic methods, 
discovered that language learning and culture learning are in fact simultaneous 
processes. This early work revealed that children come to acquire a certain world-
view through the language in which they are spoken to and which they learn to 
speak within a particular cultural framework of appropriateness. In other words, 

 EBSCOhost - printed on 2/9/2023 11:02 PM via . All use subject to https://www.ebsco.com/terms-of-use



54   3 Language socialization

in learning to be competent speakers of a language, children also learn to become 
competent members of a society.

Although sometimes discussed as an unproblematic concept, language 
socialization is a multifaceted theory and framework of analysis. Given its explan-
atory and analytic robustness, it has evolved rapidly across a wide range of areas 
of research outside its original development in anthropology. Indeed, language 
socialization has been used to investigate a variety of issues in monolingual, 
second language, multilingual, deaf, online, and different ethnolinguistic com-
munities. It has also helped to conduct research in a variety of formal and infor-
mal learning contexts such as elementary, secondary, post-secondary, workplace, 
apprenticeship, and others. This diversity of language socialization scholarship 
has helped advance its methodological development and theorization. Arguably, 
the most recent newcomers to this paradigm include heritage language sociali-
zation in families whose parents share a mother tongue as well as those whose 
native languages are different, such as interlingual families.

The rapid development referred to above has led scholars to expand and 
deepen their understanding of the language socialization process, which is now 
understood as a non-linear, dynamic, complex, and multidirectional process. For 
heritage language scholars, language socialization offers a convenient and prin-
cipled way of studying beliefs, attitudes, and ideologies of language in speech 
communities, communication behaviour strategies in families, and patterns of 
language usage that may reveal relationships and power dynamics that impact 
HL development. It is generally accepted that language socialization processes 
in relation to heritage languages present many more complications to research-
ers than in groups where fewer languages—and possibly issues—are at play. 
Throughout the book, the language socialization lens is used to examine the 
processes involved in heritage language development, taking micro, meso, and 
macro perspectives in an attempt to create a balanced, nuanced, and holistic 
picture of this phenomenon.
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4 Language ideologies

4.1 Introduction

Having studied the socialization of language, we now turn our attention to ideol-
ogies of language, one of the elements into which individuals are socialized from 
childhood and throughout life. In this chapter, I first trace the origins of language 
ideologies to early foundational work in associated disciplines, facilitating an 
engagement with this intricate concept in order to attempt the operationalization 
of a working definition. I also selectively examine the heritage language develop-
ment and maintenance literature through a language ideology lens, and provide 
an exemplification of the socialization of language ideologies and their deploy-
ment in day-to-day interactions by drawing on ethnographic data. This analysis 
leads to a discussion of how particular ideologies that are prevalent in society are 
contested and reproduced in linguistic interactions. This in turn facilitates a criti-
cal discussion of the role of language ideologies for language socialization theory, 
research, and practice as well as their implications for heritage language socializa-
tion and maintenance. I end the chapter with a discussion of a particular feature 
of language ideologies—namely, their ubiquitous and web-like distribution—and 
propose this as a fundamental constituent of their contradictory nature.

4.2 Defining language ideologies

Language ideology is a line of scholarly inquiry that is concerned with critique 
and power—and closely associated with discourse studies, with which I engage 
in the next chapter. The first book length treatment of language ideologies ever 
published was Language Ideologies: Practice and Theory, edited by Bambi B. 
Schieffelin, Kathryn Woolard, and Paul Kroskrity (1998). In the introduction to 
that book, Woolard (1998) asserted that language ideology is an area that for 
much of the twentieth century had been dismissed in both anthropology and 
linguistics and often seen just as an interesting distraction. In the follow-up to 
that volume (Regimes of Language: Ideologies, Polities, and Identities), Kroskrity 
(2000b) proposed that one way of explaining the beginning of language ideology 
as an area of study and to “account for its relatively late arrival on the anthro-
pological scene is to offer a language-ideological myth of origin” (5). Kroskrity 
explained that two neglected areas gave rise to the notion of language ideolo-
gies: the linguistic awareness of speakers and the non-referential functions 
of language. Not unlike Woolard, he contended that both of these areas were  
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dismissed by linguistics and anthropology, and argued that linguistics privileged 
a decontextualized form of language that did not see value in the speakers’ own 
 understanding of their language and usage1, instead only valuing the perspective 
of experts. Kroskrity (2010) posited that although ideas related to this orientation 
had emerged in the past, as in the work of Benjamin Lee Whorf (1956, cited in 
Kroskrity 2010), language ideologies as an intellectual movement started with 
Silverstein’s (1979) seminal work on the role of ideologies in shaping linguistic 
structures. Some of the bases for what came to be known as language ideologies 
were subsequently developed by scholars such as Dell Hymes and John Gumperz 
(Hymes 1974, Gumperz and Hymes 1986). Theorization of language ideologies—as 
a distinct area of inquiry—has more recently been enriched by the work of several 
contemporary researchers that, unsurprisingly, include Paul Kroskrity, Bambi 
B. Schieffelin and Kathryn Woolard (Woolard and Schieffelin 1994, Schieffelin, 
Woolard and Kroskrity 1998, Kroskrity 2000c, 2010).

Generally speaking, language ideologies are sets of beliefs about language 
(Silverstein 1979). Individuals and communities have values and beliefs about 
their languages and about how these languages should be used in their lives 
(Baquedano-Lopez and Kattan 2008). Ideologies also refer to what language is for 
a particular community and how its use is related to identity (Gal 1998). Although 
there is a multiplicity of definitions of language ideologies, these definitions imply 
at least two major dimensions. On one hand, language ideologies are closely con-
nected to processes of social interaction. Thus, through microlinguistic analyses, 
people’s language ideologies and identities are discoverable in their linguistic 
practices. I have examined this aspect of identity and language ideologies in the 
past and an excerpt from a previous publication (Guardado 2009) is analyzed later 
in this chapter in order to illustrate aspects of language ideologies and their social-
ization. Language ideologies also refer to people’s local understandings, beliefs, 
and assumptions about the relationship between language and social life. Of rele-
vance to the present book, these ideologies can refer to people’s opinions about the 
relationship between HL development and cultural affiliations, a point to which 
Fishman (1966) alluded five decades ago. Also later in this chapter, I review rel-
evant aspects of the HL development and maintenance research literature that 

1 The privileging of an idealized language as the focus of study to the detriment of local ration-
alizations of how the language is actually used in context is exemplified by Chomsky’s transfor-
mational-generative grammar (Chomsky 1965). An alternative view, Halliday’s Systemic Func-
tional Linguistics (SFL), has highlighted context and construed language as a meaning-making 
resource (Halliday 1978, Halliday and Matthiessen 2004).
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address the second dimension (i.e., beliefs and opinions). Many of the chapters 
that follow deal with a diversity of sub-topics also related to this second dimension.

4.3 Ideologies and heritage language development

Empirical work within language ideologies has been conducted across settings 
and with various foci, such as national language ideologies (e.g., Jaffe 1999, 
Bjornson 2007). For instance, Bjornson analyzed shifting ideologies of Dutch 
language in the Netherlands. Her work traced the shift from an ideology of Dutch 
as the basis for national identity to an ideology of ‘language as commodity’ in 
the newly implemented burgering program, which encapsulated a linguistic 
minority integration project. Jaffe’s (1999) work on Corsica, a European lan-
guage minority context, focused on how Corsican activists attempted to resist 
the dominance of French, particularly the processes involved in the shift from 
the heritage language, Corsican to French as a result of top-down language plan-
ning. Often closely related to the above foci, the work on language ideologies 
has investigated particular ethnolinguistic groups, revealing the impact of local 
and broader language ideologies on their language practices (Kroskrity 1992, 
Kulick 1992, Baquedano-Lopez 2000, Kroskrity 2000a, Fader 2001, Field 2001, 
Kroskrity 2010). A sub-theme within this line has examined shifting ideologies 
towards more powerful languages, sometimes motivated by the construction 
of these languages as more economically advantageous and thus more desira-
ble (Hill 1985, Gal 1998, Field 2001, Meek 2007, Von Staden and Sterzuk 2017). 
Another thread, but again in a different ideological direction, is the role of ideol-
ogies in maintaining linguistic purism and ethnic cohesion. Kroskrity (1992), for 
instance, investigated the role that broader language ideologies played in the for-
mation of particular multiethnic cultural identities among the Arizona Tewa, a 
North American Pueblo Indian group that left their traditional homeland in New 
Mexico to escape Spanish colonial oppression. Kroskrity explains that language 
ideology and use have contributed to the Arizona Tewa’s maintenance of their 
ancestral language and distinct ethnic identity after 300 years of their migration 
to Hopi territory.

A focus on language ideologies becomes vital in studies of HL development 
and maintenance as these ideologies “envision and enact links of language to 
group and personal identity …” (Woolard and Schieffelin 1994: 55–56), making 
them particularly explicit in multilingual contexts (Ochs and Schieffelin 1995). 
In these settings, the attitudes and beliefs of the community members about lan-
guage are critical to their HL development success. These attitudes and beliefs 
evolve and change through the face-to-face interactions (Gibbons and Ramirez 
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2004), as well as indirect interactions, of the members of the minority community 
with in-group and out-group members. However, these local language ideologies 
do not operate in a vacuum as they are also subject to the considerable effect of 
the broader sociopolitical forces on all beliefs and attitudes that people have, 
including those about language (Zhang 2005, Worthy and Rodríguez-Galindo 
2006) and the resulting behaviours (i.e., home language practices) (Morris and 
Jones 2008), which ultimately help facilitate or hinder HL development and 
maintenance. Thus, the linguistic ideologies of parents and children have a direct 
impact on HL acquisition and maintenance (Ochs and Schieffelin 1995, Howard 
2008, Ochs and Schieffelin 2008).

Understanding how these preferred ideologies and communicative practices 
are socialized is central to elucidating the processes underlying HL development 
and maintenance. Through reflection, personal observation, and a diary study 
of herself and her Chinese-speaking 12 year old daughter while living in Hawaii, 
Li (1999) provided key insights into these issues, including the valuing of the L1 
and L2, parental attitudes about L1 and L2 as well as associated cultures, and 
familial relationships. Li’s study recognized that minority-languages are often 
marginalized in schools and in the larger community, causing those speakers to 
also feel marginalized. She declared that often “there is an invisible wall between 
the outside world and us” (116), a wall that—although not stated explicitly by 
Li—could well be sustained by a complex ideological framework. Her study also 
highlighted the value that minority language speakers should assign to their lan-
guages as an important prerequisite in heritage language socialization, a point 
also made by participants in other studies (e.g.,  Guardado 2002).

There are several recent developments related to language ideologies with 
Hispanic populations and with Spanish as a HL. Baquedano-Lopez (1997, 2000) 
researched the language socialization of Hispanic children into particular ide-
ologies and religious identities. By analyzing teacher-student linguistic interac-
tions in doctrina classes (Spanish catechism) in California, Baquedano-Lopez 
showed how these linguistic exchanges constructed a multiplicity of Mexican 
identities of the past and the present. In the Canadian context, Abdi (2011) exam-
ined linguistic interactions in a secondary school Spanish language class that 
included both HL and L2 learners in Metro Vancouver, Canada. One particular 
type of language ideology she analyzed was displayed speaking ability as a sign 
of language proficiency and heritage, revealing the impact of this overt ideol-
ogy on the classroom dynamics. One of the HL students was reluctant to speak 
Spanish in class and was positioned as non-Hispanic as a result, equating will-
ingness to speak with the right to ethnic inheritance, despite the student’s strong 
Spanish literacy skills. Abdi’s study provides insights into the complex identities 
of multilingual youth and the multiple—often-conflicting—language ideologies  
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contributing to their formation. Relatedly, my recent work has looked at the 
socialization of  language ideologies in Hispanic homes and grassroots groups 
(e.g., a Spanish-language Scout troop) in Western Canada (Guardado 2008a). 
Using a  multi-site ethnographic approach, I found that the adults—and some-
times also the children—used admonitions in the home and in the community 
groups to force the children to avoid the use of English in favour of Spanish. 
Despite implicit and—often severe—explicit efforts to socialize the children into 
language ideologies that privileged Spanish, at times their actual language prac-
tices seemed to reproduce the dominance of English (Guardado 2009). I provide 
a glimpse into this particular incongruity later in the chapter.

4.3.1 Ideologies that devalue languages

Just as so-called “non-standard” varieties of English are devalued in the English- 
speaking world (e.g., African American and Appalachian English in the U.S.) 
(Tamura 1996, Wiley and Lukes 1996, Lanehart 1999), some varieties of Spanish 
are often held in low esteem in Spanish-speaking contexts and elsewhere, includ-
ing the United States. Part of this hierarchization is historical and harks back to 
even before colonial times. Zentella (2005) reminds us that the Spanish varieties 
spoken in southern Spain, for instance, were devalorized compared to the variety 
spoken in Castile. Southern Spain settlers brought their Spanish variety to the 
Caribbean whereas settlers from Castile transported theirs to other Latin Amer-
ican regions. Many of these same language ideologies are produced and repro-
duced in the United States, Canada, and several other regions today as evidenced 
in research findings related to Spanish as a heritage language. In Schecter and 
Bayley’s (1997, 2002) study, the participating parents reportedly felt that Spanish 
in general had no value in the community and that certain varieties of Spanish 
(e.g., Southwest Spanish) were devalued by speakers of “prestige” varieties (e.g., 
Standard Mexican Spanish). This points to a growing sense that many minority 
groups continue to devalue, or suppress at home (Howard 2008), “less desira-
ble” varieties of their own language and in many cases, their own variety (see 
also Phillipson and Skutnabb-Kangas 1996). This unrelenting stance suggests 
that the hegemony of English and of standard colonial varieties (e.g., Continental 
Spanish) continues to have serious consequences for underprivileged groups in 
the United States (and quite possibly, in other English-speaking contexts), and 
as Schecter and Bayley argue, many of whom are convinced that English mono-
lingualism and Americanization offer a fast track to success and the possibility 
of access to the American Dream, a hope that arguably continues to elude most 
members of minority groups.
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While making important contributions to the literature and to the under-
standing of the field, some studies unfortunately do not emphasize important 
factors affecting the HL development process. These studies do not address 
the status of the participants’ languages in relation to English within the  
communit y and fail to link the issues discussed to the larger sociopolitical context 
(e.g., Thomas and Cao 1999, Pacini-Ketchabaw, Bernhard and Freire 2001). As has 
been argued so far, these external forces have an important impact on the home 
language use patterns of linguistic minorities.

A recent study conducted in Toronto, Canada provides insights into the mul-
tilingual lives of recently arrived female Tibetan youth (MacPherson and Ghoso 
2008). Having lived in various places outside Tibet before coming to Canada 
(e.g., India, Nepal, Bhutan), and consequently having had to negotiate multiple 
multicultural and nation-state contexts, these participants were highly multi-
lingual, in some cases speaking up to five languages. Drawing on data from 
a questionnaire and observations, the researchers surveyed the participants’ 
language practices across various contexts. Although they found strong home 
use of Tibetan, an evident sign of HL development and maintenance, they also 
identified many factors pointing to future language loss. Even though the par-
ticipants were relative newcomers to Canada, Macpherson and Ghoso explain 
that their language use patterns exhibited characteristics of diglossia, select-
ing English for public use and relegating Tibetan to private settings, potentially 
leading to the reinforcement of negative Tibetan language ideologies. Despite 
this observation, they argue that the prognosis for the long-term maintenance 
and continued use of Tibetan among this community is optimistic, given three 
current conditions: high Tibetan language use at home, the continued replen-
ishment of the community through new arrivals, and the Canadian ideology of 
multiculturalism. If anything, the fact that these newly arrived young women 
were already showing signs of language loss points to the fragile status of 
minority languages in the Canadian context, despite the promises of official 
multiculturalism.

Ideologies that devalue language varieties, particularly vernaculars, can be 
found in different settings, generations, and espoused by individuals that sub-
scribe to a range of political leanings, a point that has often been made (Ruiz 
1984, Fishman 1991, Galindo 1997, Fishman 1999, Ricento 2005, Alim 2010, 
McGroarty 2010). An excellent recent example can be found in Becker’s (2013) 
qualitative study with the descendants of Chilean exiles in Edmonton, Alberta, 
Canada. Even though her main interest was in investigating the role that political 
ideologies played in the HL development and maintenance of a group of second 
generation adults, language ideologies were not only discoverable in her data, 
at times these appeared to be conspicuously central. Furthermore, the central-
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ity of these ideologies also made it impossible not to notice the convoluted—and 
sometimes contradictory—nature of these. For instance, Victor, one of the focal 
participants classified as one of two “activists” in the study, spoke eloquently 
and fervently about his progressive views regarding local and global issues. His 
commitment and dedication to the cause of the oppressed and marginalized, no 
matter who they were, were unequivocal. Yet, when he spoke about different vari-
eties of Spanish, such as the modern Chilean vernacular—particularly the dis-
tinctive working class variety—compared to the 1970s vernacular that he learned 
from his parents, as well as the standard Spanish he studied at university, he 
spoke in ways that seemed utterly at odds with his otherwise inclusivity-oriented, 
cosmopolitan, progressive worldview. Justifiably, Becker found it “surprising that 
Victor did not seem to be fully aware that to disparage a variety of a language is 
to disparage its speakers. Even though he clarified that he meant ‘nothing bad 
about Lumpenproletariats,’ his comments about their speech partly betray[ed] 
this intention. Indeed, ideologies that privilege certain varieties over others are 
pervasive and often go unnoticed, especially if they are confirmed at home” 
(Becker, 2013: 59). This example illustrates how individuals that would not oth-
erwise produce oppressive discourses sometimes unwittingly espouse ideologies 
that devalue languages and language varieties.

4.3.2 Language ideologies and an emerging body of research

The interest in increasing our understanding of issues such as those discussed 
above is evident in the growing collection of studies with a focus on a variety 
of ethnolinguistic groups. In Canada, French undoubtedly enjoys a privileged 
position as an official language; outside Quebec, however, many Canadians 
who claim French-speaking ancestry still struggle to transmit the language to 
the next generation (Cartwright 1998, Iqbal 2005). Thus, research focusing on 
French–English bilingualism has dominated Canadian scholarship in this area. 
The few remaining First Nations languages are unquestionably another research 
priority in Canada (Pesco and Crago 2008). The loss of these languages and a 
shift to English continue relentlessly, owing to hegemonic language ideologies 
in society and conflicting ideologies in First Nations communities themselves 
(Shaw 2001). There has also been a surge in investigations that directly or indi-
rectly touch on aspects of language ideology with a focus on Canadian immi-
grant linguistic minorities, such as speakers of Ukrainian (Chumak- Horbatsch 
1999), Chinese (Xiao 1998), Tibetan (MacPherson and Ghoso 2008), and Spanish 
(Guardado 2008a, 2009, Abdi 2011, Becker 2013), as well as other languages 
(Kouritzin 1999, Slavik 2001, Sodhi 2007). A 10-year longitudinal study with 
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Ukrainian-speaking families in Toronto (Chumak-Horbatsch 1999) found that 
most children viewed themselves as English-dominant and expressed ambiva-
lence about Ukrainian despite having been isolated from English in their pre-
school years, having attended a Ukrainian-only nursery school, and later, a 
Ukrainian secondary school. Although the reasons are unclear, the children may 
have resented the imposition of Ukrainian and their isolation from their Eng-
lish-speaking peers, which contributed to the development of hostile ideologies 
about their HL, which were possibly detrimental to its continued use. As Jaffe 
(Jaffe 1999) explains, drawing on her work in Corsica, what is imposed easily 
becomes a source of resistance, and it is not surprising to see this finding in 
Chumak-Horbatsch’s research.

Often, families’ desires for HL development and maintenance contrast with 
their actual practices, a point also made in Jaffe’s study cited above. Along these 
lines, Cho (2008) found a mismatch between the attitudes and the behaviours of 
some of the Korean parents in her study, leading to language loss. As well, Slavik 
(2001) found that although most of the Maltese-Canadian parents in her study 
believed in the importance of Maltese HL development and maintenance, few of 
them actually spoke the language to their children or attempted to ensure that the 
children learned it in any other way. These examples clearly show that there can 
be a gap between explicit discourses about language use and actual socialization 
practices (Guardado 2008a, Howard 2008, Guardado 2009).

4.3.3 Socializing language ideologies

A concept that is of critical relevance when framing the present discussion is lan-
guage socialization, which I addressed in detail in Chapter 3. In that chapter we 
claimed that it is through the process of language socialization that children and 
other individuals acquire values and beliefs and form their identities. These values 
and beliefs are central components of linguistic ideologies and are particularly 
explicit in multilingual contexts (Ochs and Schieffelin 1995). In these settings, the 
community members’ language attitudes and beliefs are critical to their success 
in developing and maintaining the HL within the language socialization process, 
as their ideologies are transmitted to the new generations. As argued by Ochs and 
Schieffelin (1995, 2008), understanding language ideologies is a key move towards 
understanding the bilingual development of children as these have a strong effect 
on children’s language socialization processes. In order to help illustrate these 
arguments more concretely grounded in data, in the following sections I analyze 
an excerpt from a naturally occurring interaction in my ethnographic dataset.

Thus far I have engaged with definitions of language ideologies, which is not 
an unambiguous task as these definitions are only our interpretations of the inter-
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section between language and people in the social world (Woolard 1998). Life in the 
social world is largely shaped as language ideologies are formed, transmitted, con-
tested, reproduced, and imposed in the socialization process. As such, language 
ideologies cannot be separated from the intricacies of language socialization—in 
fact, these ideologies are part of what makes language socialization such a complex 
phenomenon. During the process through which individuals acquire beliefs, atti-
tudes, values, ways of thinking, and language structures and practices, they also 
internalize particular beliefs and attitudes about language. In effect, these are 
some of the constituents of ideology. In other words, language ideologies are one of 
the elements into which all individuals are socialized over the course of their lives.

4.3.3.1 Language ideology socialization, accommodation and resistance
An analysis of data drawn from my longitudinal ethnographic study (Guardado 
2008a, 2009) helps illustrate aspects of the socialization of ideologies. The data 
came from the Grupo Scout Vistas, a Hispanic Scout troop in Metro Vancouver, 
Canada (Chapter 9 describes this group in more detail). The parents in this group 
displayed a variety of explicit and implicit practices designed to socialize their 
children into particular language ideologies, policies, and practices. At times they 
used explicit and implicit directives (instructions) and recasts (reformulations of 
utterances) as corrective feedback to directly or subtly guide children to follow 
Spanish-only rules. Less frequently, they used lectures to encourage children to 
maintain the habit of speaking Spanish, thus fostering positive Spanish language 
ideologies. Occasionally, children also self-repaired (corrected themselves) after 
having produced a dispreferred utterance (e.g., using English or mixing English 
and Spanish). In this way they displayed their nascent understanding of their 
parents’ language ideologies. Examples and microlinguistic analyses of these 
families’ strategies to socialize their children into particular language ideologies 
are found in Chapters 11 and 12.

The language socialization processes experienced by the children of the par-
ticipating families, who were reportedly strongly committed to HL development 
and maintenance, were shown to be relatively complex. There was a variety of 
ways in which children were socialized into ideologies that valued Spanish and the 
children reacted in diverse ways by sometimes accommodating and other times 
resisting such socialization. Although Spanish-only policies have been previously 
mentioned in the research literature, there has been less discussion on how exactly 
these policies play out in the language socialization of the families and how these 
are interactionally enacted, negotiated, achieved, and resisted. For instance, 
parents used lectures, directives, and other tactics to remind their children to 
engage in Spanish-speaking behaviour, while children responded in various ways 
to these strategies. They complied and accommodated to these appeals, resisted 
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them, and sometimes attempted to subvert their parents’ rules. The children were 
at times able to act on their attitudes and modify the dynamics of the commu-
nicative situation, thus asserting their roles as agents in their own socialization. 
Clearly, parents endeavoured to transmit linguistic ideologies that valued Spanish, 
which could be theorized as resistance on the part of the parents toward the chil-
dren’s affiliation to English-speaking identities. The children’s inclination to these 
identities could potentially become an important factor in socializing each other 
and their parents. Still, despite occasional resistance on the part of the children 
toward the language policies in the groups, no serious linguistic tensions were 
observed between the parents and the children. However, it is impossible to ignore 
the influence of the children on each other’s linguistic behaviour, which collec-
tively at times became an indication of the children’s ambivalence, resistance, and 
even rejection of the identities being imposed on them. They perhaps resisted an 
imposed common identity and selected a self-forged, individual one that did not 
conform to their parents’ heritage or to the dominant societal norms.

4.3.3.2 Reproducing dominant language ideologies
In the article referred to above (Guardado 2009), I looked at how these language 
ideologies operate and are discoverable in informal interactions and how these 
interactions may contribute to both reproducing and challenging dominant prac-
tices. In the following extract from the Grupo Scout Vistas, language ideologies, 
practices, and identities can be seen to interact in complex ways. Please refer to 
the section A Few Words on Transcription in Chapter 11 for transcription conven-
tions (Mr. M=Mr. Maradiaga, Scout Leader):

[Excerpt 4.1]
 1 Mr. M:   ahora ustedes ustedes ustedes dos si quieren 
 2  utiliza- ustedes váyanse allá a otro lugar 
 3  ustedes si quieren utilizan la mesa la mesa lo 
 4  van a esc- lo van a ordenar   e::[n
 5 Silvia:       [en inglés
 6 Mr. M:      en inglés
 7 Silvia: [o::::h ((half laughing))
 8 Diana: [mmmmm?
 9 Diana: en inglés es más fácil (xx) para yo
10 Silvia: yo prefiero en español 
11 Mr. M:  en inglés pues allí viene la cuestión porque en
12  inglés ese es el- en inglés esta en el libro en
13  inglés esta en el libro- si ((the answer si
14   could be in response to a non-verbal question))
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Translation 
 1 Mr. M:  now you the two of you if you want you can 

use-you go over there to a different place you 
((pl.)) if you want you can use the table you 
((pl.)) are going to wri- you are going to put 
it in order i::[n

 6 Silvia: [in English 
 7 Mr. M: in English
 8 Silvia: [o::::h ((half laughing))
 9 Diana: [mmmmm?
10 Diana: it’s easier in English (xx) for me
11 Silvia: I prefer in Spanish 
12 Mr. M:  in English ‘cause the thing is that in English 

that’s the- in the book it’s in English in the 
book it’s in English- yes ((the answer ‘yes’ 
could be in response to a non-verbal question))

While participating in Scout group activities, the children were constantly 
reminded to use Spanish at all times, and its importance was emphasized both 
implicitly (e.g., through the language of the instructions themselves) and explic-
itly (through directives). Thus, they were keenly aware of the local language policy 
in place, and in the above excerpt, Silvia might simply have been complying with 
these rules by stating her preference for Spanish. Alternatively, Silvia’s utterance 
could be understood as an example of how children display the language ideolo-
gies to which they have been exposed. Interestingly, despite expressing surprise, 
none of the children questioned Mr. Maradiaga’s language choice. Moreover, 
while in this excerpt Silvia privileged Spanish for conducting the activities, thus 
resisting (or, at least, failing to select) English, Mr. Maradiaga and Diana can be 
heard as reproducing the dominance of English.

It was unusual in the group for parents to instruct the children to work and 
complete an activity in English; in fact, this was the most substantial instance 
I observed. When I asked the group leaders why some children did the activity 
in English, they explained that the intention was to accommodate a child who 
had more difficulty with Spanish literacy, so it is also notable that an ideology of 
inclusiveness prevailed, perhaps an ideology with the power to override heritage 
language ideologies during certain occasions. Given that learning the pledge was 
a key principle for Scouts to follow (and necessary for ‘investiture,’ a ritual con-
nected to becoming a Scout), they asserted, they wanted to ensure that the child 
learned it well. However, the implicit message the children might have received 
was that although Spanish was valuable, some things were too important to be 

 2
 3
 4
 5

13
14
15
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done in Spanish—perhaps unwittingly socializing the children into a linguistic 
hierarchy that reaffirmed and endorsed the status of English as the language of 
power and the language of the international Scout movement. The children might 
have received a message that contributed to the reproduction of language ideolo-
gies that supported the hegemony of English, thus contributing to and participat-
ing in their own domination (Canagarajah 1993). This issue is reminiscent of what 
Kulick (1992) found in Gapun, Papua New Guinea, where the vernacular, Taiap, 
was strongly emphasized to children while parents used Tok Pisin, also implicitly 
socializing a positive evaluation of Tok Pisin as the language of power.

4.3.4 Is there an ideological paradox?

Jaffe’s (1999) pioneering work on Corsica has powerfully demonstrated that peo-
ple’s language practices can unwittingly reproduce the very dominant language 
ideologies they are designed to challenge. Indeed, the studies summarized in this 
chapter have shown that the process of multilingual socialization can be fraught 
with complexities and paradoxes. On the one hand, the families in my ethno-
graphic study were heavily invested in reproducing themselves, or aspects of them-
selves (their linguistic and cultural capital), in their children, and they attempted 
to do this through activities designed to model and showcase their linguistic and 
cultural ideologies and practices to their children, as well as engaging in explicit 
socialization activities. On the other hand, they participated in the continued 
dominance of English by privileging this language for certain activities within the 
group, and thus contributed to the socialization of ideologies that acknowledged 
and legitimized the status of English as the language of power (Pennycook 1994).

But is the incompatibility between ideology and practice really at odds 
with the very nature of language ideologies? Language ideologies are part of a 
larger and highly complex web of ideologies that are formed in the process of 
primary language socialization from childhood and which continue to be read-
justed and molded during individuals’ lifelong and lifewide experiences. As Gal 
(1998), McGroarty (2010) and others point out, ideologies of language are mul-
tiple and contentious, and are not only about language because they are part of 
what relates language to other social life dimensions. Ideologies are intimately 
linked to identity, which—as we have stated earlier in the book—are not fixed and 
unitary, but multiple and changing over time and space. To be sure, affiliations 
are not consistent everywhere, all the time, and in all circumstances, but are often 
fragmented and conflictual (Barvosa’s 2008 work in this area is noteworthy). The 
adage “do as I say and not as I do” is a reflection of the fact that people not only 
do not always do as they say they do, but that they do not always act according to 
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their beliefs. This expression, then, can be seen as a component of an analysis of 
ideology from a folk empiricism point of view. By definition, then, language ideol-
ogies are contradictory because they are tangled in broader ideological webs that 
are implicated in multiple relationships of power. Hill’s (1998) work with Mexi-
cano (Nahuatl) communities is an unambiguous example of conflicting language 
ideologies based on unequal gender relations. 

Gramsci’s (1971) conceptualization of hegemony, for instance, speaks to the 
political and cultural domination of the elite over the masses (common sense is 
an allied term). This domination, Gramsci asserts, is accomplished in complicity 
with the dominated, which also speaks to the ideological inconsistency found 
too often in minorities who see their heritage language—usually a vernacular—as 
worthless and useless in the dominant society in which they live and therefore, a 
language deserving of being forgotten.2 This is made possible by powerful ideo-
logical work that renders the dominant language as the only essential and normal 
code in society. This kind of ideological domination has been strongly performed 
by the heavily funded English-only movement in the U.S. (Crawford 1992a, Wiley 
and Lukes 1996).

As seen in Becker’s (2013) research on political ideologies and HL develop-
ment in Canada, Victor’s view of the vernacular spoken today in Chilean working 
class and marginalized communities was in disharmony with his openly pro-
gressive ideological stance that espoused a fervent solidarity with the underdog. 
However, such ideological disconnect may in fact also signal an attempt to con-
struct an identity of an educated individual with command of standard Spanish, 
an index of sophistication and of membership in academia, and by extension an 
alignment with the interviewee, Becker, who in the speech event of the interview 
occupied the subject position of a member of academia.

McGroarty (2010) notes that ideologies are part of explicit and implicit 
systems that impact on language use, although their existence is sometimes 
only made visible through the decisions and actions occurring in social contexts. 
As we saw in the analysis of an excerpt during the Scout group activities, even 
though the declared ideologies as enacted in the language use goals and policies 
of the group pointed to ideologies that valued the heritage language, the deci-
sion of the leaders to conduct an important activity in English underscored a par-
allel ideology in relation to English. This decision, of course, was motivated by 
a seemingly complementary ideology that promoted the ideals of the Scouting 

2 Linguistic minorities often witness and experience the devaluing of their languages in implicit 
and explicit ways on a daily basis, so this is not a criticism towards their attitudes, but a recogni-
tion of the dominant forces they face.
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movement. However, in doing so they also adhered to the mission of the move-
ment that required participants to learn its philosophical principles, embodied 
in the Scout promise. In practice, then, these seemingly compatible ideologies 
were found to be at odds with each other. Thus, the paradox that surfaced was 
just another instantiation of the complex and contradictory nature of ideologies 
in general and the subset known as language ideologies in particular.

Although there exists a variety of definitions of ideology in general, a key 
element that is integral to understanding language ideologies and how this notion 
is threaded throughout the discussions in this book is discourse. Discourse is to 
be understood as a mediating element between our beliefs and values about lan-
guage and language use itself. It is through language ideologies—encoded in dis-
course—that individuals make sense of their day-to-day linguistic interactions. 
Chapter 5 wraps up the introductory section of the book by attempting to define 
discourse.

4.4 Chapter summary

In this chapter, I have introduced the concept of language ideology and engaged 
with some of its complexity. Language ideologies are sets of beliefs, values, and 
feelings about languages that individuals and communities possess. As a rela-
tively new concept, it has been used in investigations of a variety of topics and 
areas of inquiry, including language policy and planning, linguistic purism, lit-
eracy, language contact, and multilingualism. As regards to heritage languages, 
much of what is now seen as the purview of language ideologies has traditionally 
been discussed in the relevant bodies of literature under the names of beliefs 
and attitudes about language maintenance. In light of the current understand-
ings of the notion of language ideologies generally, as discussed in this chapter, 
I propose that heritage language ideologies are somewhat fluid sets of under-
standings, justifications, beliefs, and judgments that linguistic minorities hold 
about their languages. These ideologies also include their desires and expecta-
tions regarding the relevance of these languages in their children’s lives as well as 
when, where, how, and to what ends these languages should be used.

I have attempted to show in this chapter that language ideologies, as sets 
of beliefs about language, are identifiable through the examination of interac-
tions and practices that involve language. Although the rest of the book addresses 
many of these issues related to language ideologies, I have begun to show in this 
chapter that language ideologies are interwoven with language socialization 
practices, identity development, and interpersonal relationships, to name but 
a few. Indeed, interactions and practices that reveal language ideologies can 
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include the language choices of the speakers, the way speakers talk about their 
languages, the language policies and regulation strategies parents use in the 
home, among several other linguistic practices in daily life. In Chapters 11 and 12, 
I engage specifically with the metalinguistic strategies used by adult caregivers, 
which reveal a great deal about their language ideologies. It is also important to 
note the intimate relationship between language ideologies and language social-
ization, as well as the ways that language ideologies manifest themselves in lan-
guage socialization processes, which help to better understand how families and 
societies interact to co-facilitate or inhibit HL development and maintenance. 

Key notions that I have discussed in this chapter include the role of child 
agency in the processes of socialization and the ideological contradictions that 
are often discoverable in these processes. Just as parental language ideologies 
may influence their children’s choice to use the heritage language, the children’s 
language ideologies and subsequent language use can also influence intergen-
erational communication and the depth of their relationships with their parents 
and other family members. Additionally, as has been well documented in various 
studies, including my own, it is clear that people can hold counter-hegemonic 
language ideologies while inadvertently using language in ways that conform to 
hegemonic norms. If anything, this compelling point illustrates just how power-
ful and pervasive dominant language ideologies can be, and the real-world con-
sequences of these. I return to many of these notions in the body of the book as I 
discuss HL development from a variety of perspectives.

 EBSCOhost - printed on 2/9/2023 11:02 PM via . All use subject to https://www.ebsco.com/terms-of-use



https://doi.org/10.1515/9781614513841-005

5 What is discourse?

5.1 Introduction

In this chapter, I attempt to define one of the most elusive concepts in language 
studies: discourse. Book length treatises have been written on the meaning of 
discourse. Yet, few scholars use the term in exactly the same way. The object of 
this chapter, then, is to provide an operationalization of discourse as it is used 
for the purposes of this book. I begin by artificially and somewhat simplistically 
dividing definitions of discourse into two discrete categories, for the sake of 
practicality. I briefly trace the roots of the term, highlighting some of the most 
influential thinkers in the development of current understandings of discourse. 
I also gloss over some of the critical approaches to discourse analysis and dis-
course studies and their main exponents. In order to give the reader a feel for the 
kinds of work that are undertaken outside the central critical discourse domains, 
I touch on some of the topics that are commonly the object of critical discur-
sive inquiry. Some of the key tenets of this tradition of analysis are highlighted 
throughout the chapter, namely, critique, power, and ideology. The chapter ends 
with a rationalization of what a discourse analytical approach can offer to herit-
age language studies.

5.2 Defining discourse

Norman Fairclough, one of the leading figures in critical discourse studies, refers 
to discourse as a “slippery” term (1992). Indeed, a multitude of competing defi-
nitions of discourse can be found in a variety of related scholarly traditions. This 
may be, at least in part, a direct consequence of the term discourse becoming 
“common currency in a variety of disciplines: critical theory, sociology, linguis-
tics, philosophy, social psychology and many other fields” (Mills 2004: 1). Mills 
goes on to object to the term being used with the assumption that it is common 
knowledge and therefore left undefined. However, she claims that this term may 
have “the widest range of possible significations within literary and cultural 
theory” and possibly in the social sciences and the humanities. Its ambiguity 
may be given away by the number of books attempting to define it. Examples 
include: Discourse: A Critical Introduction (Blommaert 2005), Discourse Analysis 
(Brown and Yule 1983), Discourse (Cook 2004), Discourse (Howarth and Howarth 
2000), and Discourse: The New Critical Idiom (Mills 2004). Therefore, attempting 
to unproblematically synthesize such conceptual complexity would most likely 
prove futile, particularly in the context of just a book chapter; as a result, the 
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 followin g is a simplified summary of the work of a selection of influential think-
ers and discourse conceptualizations, which I hope facilitates the operationaliza-
tion of the term, as it may be useful for understanding the discursive construction 
of HL development. 

In general terms, discourse refers to extended text—that is, text beyond the 
sentence level—and is commonly understood to include oral and written lan-
guage. While purely linguistic studies may see discourse only in linguistic terms 
as language in use while concerning themselves with the analysis of elements 
like syntactic structures, critical discourse analysis (CDA) and critical discourse 
studies (CDS) acknowledge the social nature of language and regard discourses 
as social practice. Additionally, it would be possible, given their diversity, to 
place conceptualizations of discourse on a continuum from narrowly to broadly 
defined, with branches starting at various points and moving in different direc-
tions while intertwiningly crisscrossing one another. For the purposes of this dis-
cussion, however, it may suffice to simply look at both ends of the continuum. 

5.3 Origin, development and perspectives

Discourse can be viewed as mainly linguistic. Almost a century ago, the Swiss 
linguist Ferdinand de Saussure proposed his two-sided model of the linguistic 
sign, which contained a signifier (the word) and a signified (the object or idea 
referred to). He also made the distinction between langue (language as system) 
and parole (roughly equivalent to speech). To Saussure, parole was the external 
expression of language; a speaker’s actual utterances. Today, we can generically 
define discourse as language in use, more or less in the Saussurean sense. There-
fore, narrower views of discourse may refer to the classic understanding of dis-
course as “language above the sentence or clause” (Schiffrin 1994: 23). The focus 
of analysis from this perspective, then, is on the linguistic structure of linked 
speech or writing extended beyond the sentence (Savignon 1987). Given that in 
this book the central appeal of the notion of discourse is its interrelationship with 
the social, broader definitions are the main focus.

Gee (2005) distinguishes between two types of discourses: small “d” and big 
“D” Discourse. To him, small “d” discourse is language in use, in some ways as 
regarded in the classic notion, but in other ways going beyond structure itself. 
He defines this discourse as “how language is used ‘on site’ to enact activities 
and identities” (7), thus bridging small “d” with big “D” discourse through its 
functions. Gee goes on to explain how identities and activities are seldom enacted 
through language in isolation, so to him, when small “d” discourse is combined 
with what he calls “non-language ‘stuff’” then “big D” Discourses are also at play. 
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Gee views language as more than a mere tool for the exchange of information. He 
argues that language is deeply political in the ways it is used to make visible who 
we are (identity) and what we do (practice) given that this performance does not 
only entail language. It is a process that involves valuing, thinking, acting, and 
interacting in ways that others can recognize as the specific kind of individual we 
are and the particular activity in which we are engaged. Gee’s understanding of 
Discourse is much too broad for our purposes, but his emphasis on social practice 
as the site where Discourses are enacted is central to the present discussion.

The broad conceptualization of discourse as seen by Gee can be grouped under 
the discourse-as-social-practice umbrella. This view is more closely exemplified 
by scholars using interdisciplinary approaches within the CDA and CDS para-
digms. Much of the work conducted from these perspectives has drawn on criti-
cal theory, mainly following a European intellectual tradition (Blommaert 2005). 
Specifically, critical discourse approaches have been influenced by the work of 
a long list of thinkers—many themselves influenced by Marxist thought—that 
include Mikhail Bakhtin, Michael Halliday, Jürgen Habermas, Pierre Bourdieu, 
Antonio Gramsci, and Michel Foucault. Gramsci, for instance, an Italian thinker 
who wrote from prison after being incarcerated by Mussolini’s Fascist regime, 
contributed in several ways to aspects of what became CDS. His conceptualiza-
tion of hegemony and other associated terms has become a key factor in critical 
discourse studies given its suitability for explaining how dominant groups main-
tain their positions of power—and thus other aspects of the status quo. Although 
violence and other forms of coercion are used for such purposes, control is largely 
maintained through ideological means—embodied in discourse—leading to the 
formation of a common sense whereby the masses see their own good as depend-
ant on the good of the bourgeoisie, in Gramsci’s (1971) terms. Given that this ide-
ological work is embodied in discursive practices, it becomes of central impor-
tance to our understanding of discourse.

To conclude this section, then, we may see understandings of discourse from 
opposing vantage points. Pennycook (1994) argues that there are two distinct 
positions that emphasize different factors related to discourse. On the one hand, 
he argues, language can be seen as the larger concept and discourse only as an 
instance of language use. On the other hand, discourse can be seen as operating 
at a higher level and language use being only an instance of discourse. Therefore, 
I argue that it is possible to see discourse understandings on a multidimensional 
continuum. One end would contain linguistically based notions of discourse that 
are interested in how text is connected. The other end, after going through the 
entire gamut of conceptualizations and variations, would be occupied by notions 
that privilege the social realm and examine how inequalities are perpetuated 
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through discourse. It should be obvious by now that the arguments advanced in 
this book take one position or the other at different times.

5.3.1 Michel Foucault’s contributions

Arguably, the most influential scholar in this area is Michel Foucault, who 
saw discourse as social. Foucault was a French philosopher, social theorist, 
and historian of knowledge. He wrote on power, knowledge, and discourse, 
making foundational contributions to the conceptualization and development 
of discourse studies. Foucault was the most cited humanities scholar in 2007, 
according to the Web of Science. This is a testament to the enormous influence 
his work on discourse, knowledge, and power continues to have on the whole 
spectrum of disciplines in the social sciences and the humanities. Foucault’s 
work focused on public institutions, such as mental hospitals and prisons, and 
pursued issues like the history of human sexuality. In his book Madness and Civ-
ilization (1965), Foucault goes all the way back to the Middle Ages to analyze how 
lepers and other individuals were excluded from society. Later on, when leprosy 
had largely disappeared, madness became a cause for social and physical exclu-
sion—through institutionalization or banishment—the way leprosy had been 
in the past. In later works, Foucault became increasingly concerned with the 
relationship between knowledge and power, especially in Discipline and Punish 
(1975) and The Archaeology of Knowledge (1972). He conceptualized knowledge as 
power and often hyphenated both terms as power-knowledge as if they were one 
and the same. Foucault (e.g., 1980) also saw discourse and practice as the same 
thing, which is particularly meaningful for the subject of the present book. He 
acknowledged the fact that discourses are made of signs, but stressed the need 
to look beyond the linguistic sign. He explained that language does much more 
than designating things, making it necessary to direct our attention to everything 
else that discourses do.

Iara Lessa summarizes Foucault’s definition of discourse as “… systems of 
thoughts composed of ideas, attitudes, courses of action, beliefs and practices 
that systematically construct the subjects and the worlds of which they speak” 
(2006: 285). In Foucault’s view, social context, particularly institutions, deter-
mine the existence of discourse and at the same time, discourse makes possible 
the production and continuation of the social context (Mills 2004). Institutions 
are not only discursively produced, but actually produced and reproduced by dis-
course. It is within the spectrum of these definitions that most of the work con-
ducted from a CDA/CDS perspective takes place, to which we now turn.
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5.3.2 Critical discourse analysis and critical discourse studies

There are at least three distinct—but interrelated—approaches to analysis from 
a CDA/CDS perspective, which engage in productive intellectual and empirical 
cross-pollination. Fairclough’s approach uses textual analysis and is largely based 
on Halliday’s Systemic Functional Linguistics (1978), also drawing on Bakhtin’s 
(1981, 1986) notions of interdiscursivity and dialogism. The critical and sociolog-
ical aspects of his work draw on Gramsci (1971), Bourdieu (1977), and Foucault 
(1972, 1980), among others. Drawing on the above, Fairclough’s work uncovers 
how discourses come to be formed as a result of a combination of pre-existing dis-
courses, genres, and texts, with particular social and political goals (Jaworski and 
Coupland 1999). Fairclough’s scholarship includes examinations of advertising, 
media, and political discourse. For instance, in his most cited book, Language and 
Power (2001), Fairclough uses the concept of synthetic personalization to refer to 
how language is crafted in mass-oriented discourse in order to create a sense of 
direct contact with and concern for the consumer of the discourse.

Wodak and colleagues have developed the discourse-historical approach, 
which uses textual analysis in combination with other elements that are under-
stood historically—that is, considering their development over time. Departing 
from Fairclough’s examination of discourse produced for massive consumption, 
the scholarship from this perspective investigates, often through ethnographic 
methods, the mechanisms of social inequality achieved through naturally occur-
ring discourse. Thus, their work in the Austrian context has analyzed the con-
struction of national identity, as well as how discourses can contribute to main-
taining the status quo, by, for instance, justifying and obscuring discriminatory 
practices in society (Wodak et al. 1999). 

Teun A. van Dijk’s sociocognitive approach addresses, among other issues, 
the reproduction of racism and prejudice toward different stigmatized groups in 
Europe, more recently in Spain, and also in Latin America. Van Dijk makes many 
of his books freely available on his personal website for download, which at the 
time of writing contained over a dozen volumes. For instance, in the downloada-
ble Elite Discourse and Racism (1993), he argues that public elites, such as politi-
cians, scholars, and journalists, work in complicity with the mass media, which 
he describes as “white institutions and business corporations” that work for the 
“cause” of the dominant groups in society by shaping the attitudes and ideolo-
gies toward the powerful majorities. Thus, van Dijk’s work along these lines has 
analyzed media to demonstrate how knowledge, beliefs, and ideas are internal-
ized in people’s minds, leading, on one hand, to the construction of the elite in 
particular ways (e.g., as benevolent), and on the other, justifying different forms 
of discrimination against other groups in society.
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5.3.3 The dialectics of discourse

Foucault has famously stated that discourses are systems that talk about and also 
form the same objects to which the discourses refer. Echoing Foucault, Fairclough 
claims that language and society exist in a dialectical relationship, thus forming 
each other. In this view, analyses of language as a system independent of society, 
its culture, and its power structures suffer from a peculiar paucity—like studying 
X by only looking at Y. Therefore, analyses using critical discourse approaches 
see discursive events as two-way processes: they are products of social struc-
tures, institutions, and situations, but also producers of them (Fairclough and 
Wodak 2004). Although there are many differences in how scholars using these 
approaches may define and analyze discourse, what they share is an interest in 
challenging and critiquing particular discourses and in investigating how these 
constitute and are constituted by other social and cultural phenomena. There-
fore, a key goal these scholars share is to expose the purposes served by the dis-
courses under study. Given that a key commonality CDA/CDS approaches share, 
as explained in detail by Wodak and Meyer (2009), is the inclusion of four ele-
ments: discourse, critique, power, and ideology, all of the work of these scholars 
deals with how discourses are used to exert power, oppress, or otherwise other 
individuals and groups for political reasons. Because of the nature of these goals, 
it is not surprising that the work of the leading scholars in CDA/CDS—and that of 
others working across disciplines in the rest of the world—often focuses on nega-
tively deployed discourses.

5.3.4 Discourse, critique and power across disciplines

In his work, Foucault sought to make explicit the ways in which power is found 
in discourses. When viewed through a Foucauldian lens, discourses always 
encompass forms of power. Scholarly work that has as one of its central goals 
the examination and uncovering of discourses of domination cannot be sepa-
rated from power and ideology. For instance, Steuter and Wills (2009) analyze 
the discourses of dehumanization through an examination of how the wars in 
Iraq and Afghanistan are covered in Canadian newspaper headlines. They show 
how the “enemy” (Arab and Muslim leaders, as well as citizens) is constructed as 
sub-human through the use of animal metaphors, which lead to a positioning of 
these as expendable. They argue that beyond rhetorical representations, these 
practices lead to racist abuses and even genocide. In a similar vein, Bhatia used 
a corpus of official United States government documents and public political 
discourse produced between 2001 and 2004 in order to analyze the Bush admin-
istration’s portrayal of the war on terrorism. She found that, unsurprisingly, the 
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rhetoric was full of dichotomizing discourses making us vs. them divisions. More 
interesting, however, was the construction of discourses that automatically 
positioned people disagreeing with such ideologies as condoning the actions 
of terrorists. 

Critical feminist scholars within cultural studies and in other disciplines 
often employ analytic approaches from a critical discourse perspective. Iyer 
(2009), for instance, examined the discourses of patriarchy based on popular 
media news articles in India, which covered stories of women entrepreneurs in 
stereotypical ways. Smythe (2006) conducted a Foucauldian analysis of literacy 
advice given to mothers in the nineteenth and twentieth centuries. Drawing on 
over three hundred literacy advice publications from Britain and North America, 
she shows how this type of advice is grounded in conceptualizations of the “good 
mother,” with implications for the reproduction of gender inequalities in society, 
among other consequences.

Pennycook (1998) wrote a highly cited book length treatment of the colo-
nial discourses still attached to English, from a Teaching English to Speakers 
of Other Languages (TESOL) perspective. He argues that the central ideologies 
within TESOL are rooted in the cultural constructions of colonialism. He posits, 
for instance, that theories, practices, and contexts of English language teaching 
should be understood in the historical context of colonialism. He adds that colo-
nialism produced the prevalent ways of thinking and behaving in the West. Some 
of these ways of thinking are present in the discourses that construct dichoto-
mies between self and other. Furthermore, Pennycook claims, these dichotomiz-
ing discourses construct the West as masculine and mature and the Orient, for 
instance, as feminine and childish.1 These negatively deployed discourses about 
the East and West also contain sub-discourses that depict children and women 
in pejorative ways.

A key departure between the study of discourse from a CDA/CDS perspective 
and the one taken in this book is that my intention is not to uncover such types 
of discourses—that is, negatively oriented ones—but rather, to make explicit 
the ways in which linguistic minorities discursively construct the continuation 
of their languages in the new generations. Hackett and Moore (2011) provide an 
accessible definition of discourse that fits the focus of this volume. To them, dis-
courses are “those shared, structured ways of speaking, thinking, interpreting, 
and representing things in the world” (4). Following this conceptualization, I 
take discourses to mean a collection of ideas and opinions—ideologies—about 
a particular topic, or more concisely, the shared ways of thinking and speaking 

1 Pennycook draws to some extent on Said’s (1978, 1993) analyses of some of these issues.
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about things in the world. In other words, the book deals with how families that 
participated in an ethnographic research project talked about HL development. 
Thus, in this book discourse is operationalized as shared ways of thinking and 
speaking about HL development.

Many of the analysts working in these traditions have attempted to expose, 
challenge, and substitute discourses of exclusion with discourses of inclusion. 
As a result of the work of these scholars and many others working within crit-
ical studies, cultural studies, feminism, queer theory, ethnic studies, race 
studies, to name a few, a new community has emerged: the political cor-
rectness discourse community. Therefore, even within the work of discourse 
studies, the dialectics of discourse becomes evident. In other words, talking 
about exclusionary and oppressive language has the effect of creating a coun-
ter-discourse that challenges and changes the way people, objects, and topics 
are talked about. Subsequent iterations of this dialectic, then, have the poten-
tial to change ideology, transform society, and establish a more just social 
order. 

5.4 Discourse and ideology

Attempts to define discourse would be incomplete without at the very least a 
mention of the nature of language. Indeed, ways of understanding discourse 
are inherently connected to theories of language. A definition of discourse from 
a critical perspective sees language beyond referentiality. In other words, lan-
guage is not only reflective of the world, but constitutive of the world. Thus, 
rather than just seeing language as neutral, transparent, and transmissive, 
critical discourse analysts view language as political, interested, and directly 
implicated in power relations and in the reproduction of inequality. Therefore, 
echoing Gee and other scholars discussed in this chapter, language is seen and 
treated as highly ideological.

A critical probe into discourses is bound to uncover ideologies, and ideolo-
gies of language have particular bearing on the present analysis. As we saw in the 
previous chapter, language ideologies refer to people’s and communities’ implicit 
and explicit beliefs, attitudes, and values regarding the worth of their languages. 
These ideologies also include how those languages ought to be used in their daily 
lives (Baquedano-Lopez and Kattan 2008). Pêcheux saw discourse as “the place 
where language and ideology meet” (Fairclough and Wodak 2004: 262). Indeed, 
ideologies—including ideologies of language—are most commonly expressed dis-
cursively; therefore, I maintain that the concepts of discourse and ideology are 
intimately and necessarily intertwined.
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5.5 Chapter summary

Based on a review of conceptualizations of, and approaches to viewing, the 
notion of discourse, in this chapter I have developed a tentative definition of this 
term in relation to heritage languages. Thus, HL discourses can be understood as 
shared ways of thinking and speaking about HL development and maintenance. 
Given that this is a rather broad and encompassing definition, it obscures the 
remarkable variation found across disciplines and areas of research that utilize 
this notion in one way or another.

There are good reasons why discourse has been labeled elusive and inde-
finable. Common operationalizations range from purely linguistic to holistically 
social. On the linguistic extreme, the focus of analysis is on the structures of 
text beyond the sentence, whereas social perspectives view discourse as social 
practice. The latter, often exemplified by critical approaches such as critical dis-
course analysis and critical discourse studies, see discourse as not neutral, but 
highly ideological. Therefore, definitions of discourse from these perspectives are 
always implicated in discussions of ideology, critique, and power. However, an 
argument can be made that regardless of whether a discursive approach privi-
leges linguistic structure or broader social practices, this does not automatically 
preclude the utilization of critical analytical lenses or the incorporation of cri-
tique. As I demonstrate in Chapters 11 and 12, it is possible to conduct microlin-
guistic analyses of parent-child interactions from a critical perspective. In these 
chapters, I attempt to include examinations of power relations as expressed 
through discourse as well as the way power is established, enacted, maintained, 
and embodied in discourse.

This book does not align entirely with critical discourse analysis and criti-
cal discourse studies given that these approaches often look at the ills of society 
and their relationship to discourse. Instead, this book’s conceptualization of dis-
course seeks to describe how minorities discursively construct the continuation 
of their languages. Yet, the perspective taken in this book does attempt to follow 
Foucault’s view that the existence of discourse is determined by social context, 
particularly institutions, and at the same time, discourse makes possible the pro-
duction and continuation of the social context. In this view, institutions are not 
only discursively produced, but actually produced and reproduced by discourse. 
It is within the spectrum of these definitions that much of the work presented in 
the book takes place.

 EBSCOhost - printed on 2/9/2023 11:02 PM via . All use subject to https://www.ebsco.com/terms-of-use



Part II:  The discursive construction of heritage 
language development

 EBSCOhost - printed on 2/9/2023 11:02 PM via . All use subject to https://www.ebsco.com/terms-of-use



 EBSCOhost - printed on 2/9/2023 11:02 PM via . All use subject to https://www.ebsco.com/terms-of-use



https://doi.org/10.1515/9781614513841-006

6  Discourses of heritage language development I: 
A preliminary typology

6.1 Introduction

In the previous chapter we studied some of the ways in which the notion of 
discourse has been conceptualized and used across disciplines. Such discus-
sion enabled us to arrive at an operationalization of discourse for the purposes 
of the present chapter and in subsequent discussions throughout the book. In 
this chapter, I propose a preliminary typology containing some of the various 
discourses surrounding linguistic minority families’ conceptions of the develop-
ment and maintenance of heritage languages. Specifically, the chapter presents 
10 discourses as follows: utility, cohesiveness, identity, affect, aesthetics, valida-
tion, correctness, opposition, access, and cosmopolitanism. Ethnographic data 
are used in order to illustrate each of the discourses.

Although there appear to be countless themes, factors, ideologies, advan-
tages, consequences, and other issues associated with HL development and bilin-
gualism/multilingualism, these have not been discussed in terms of discourses. 
Therefore, the next section introduces a data-based typology of discourses, 
reviews some of the ways in which these have been defined and used, and pro-
poses discourses as a way of categorizing HL development perspectives present 
in families and scholarship. Given that ideologies of language are present in all 
aspects of human life, these ideologies are often made visible through language 
users’ discursive interactions. The discourses of HL development and loss, there-
fore, can be found in both public as well as private settings, and in both settings, 
language ideologies are discoverable in their ways of talking about HL develop-
ment. This section, then, attempts to make public the private discourses of HL 
development found in a selection of Hispanic Canadian homes. This is accom-
plished through a thematic analysis of the participants’ discursive constructions 
of Spanish language development and maintenance. The data for this categoriza-
tion of discourses were generated through the ethnography in Metro Vancouver 
that was described in Chapter 1. The following section describes the procedures 
employed in this analysis.

6.2 Thematic analysis of data

A total of 65 audio-recorded interviews were conducted in Spanish with members of 
34 Hispanic families. The data were transcribed in Spanish and analyzed keeping 
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in focus the overriding theoretical proposition (Yin 1994), language socialization, 
which had also guided the data collection and selection. Formal coding began in 
June 2005 using the qualitative data analysis software package N6, at that time the 
latest version of NUD*IST (Non-Numerical Unstructured Data Indexing Searching 
and Theorizing), which allowed researchers to manage, code, analyze, and report 
on text data. This computer program was used to help in the coding and identi-
fication of emerging themes across the interviews. In April 2006, I converted and 
transferred the NUD*IST project into NVivo 7, in that year the newest version of N6 
and NVivo 2 combined, and coded the remaining data using this program.

The coding of each interview was performed using several steps that included 
the following:
1. Listening to audio-recording: I listened to each recording in order to recapture 

the original atmosphere and character of the interview and to note important 
contextual features.

2. Reading fieldnotes: I read the fieldnotes focusing on initial ideas and looking 
for additional details.

3. Listening to audio-recorded memos: I listened to the memos that were 
recorded immediately after each interview where I captured my first impres-
sions of the information.

4. Reading fieldwork journal: I reviewed the notes contained in my research 
diary looking for any analytic thoughts I had recorded.

5. Manual coding: I read a printout of the interview transcript,1 taking notes in 
the margins and assigning descriptive codes.

6. Using NVivo: I imported the interview transcripts to NVivo and entered the 
codes as free nodes.2

7. Organizing free nodes in NVivo: Once all the interview coding had been 
entered in NVivo, I created tree nodes and organized the free nodes into child 
nodes within the tree nodes.

8. Verifying coding: I went over the child nodes to verify that free nodes had 
been classified correctly. I also merged child nodes as necessary, creating 
larger categories, until a small number of broad themes emerged.

As Palys (1997) explains, qualitative study is iterative in nature. “An iterative 
process is one that is cyclical, but not merely repetitive. Instead, the term also 
connotes increasing sophistication or change” (298). This brings images of a 

1 The interviews were transcribed verbatim in the languages in which they occurred.
2 A node is a collection of references about a specific theme, place, person or other area relevant 
to the analysis.
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spiral making its way increasingly deeper into the data. An emergent and itera-
tive approach was therefore used in the data collection and analysis stages, in an 
attempt to go ever deeper into participants’ experiences during interviews.

It should be noted that the theory of interview used in this study was what Talmy 
(2010) has termed interview as research instrument. Although this book section dis-
cusses discourses of HL development, the analysis of the interviews on which this 
chapter is mainly based did not take a discursive perspective. That is to say, the 
interviews were not explicitly conceptualized as speech events nor openly analyzed 
as socially situated and co-constructed practices (Talmy and Richards 2010). While 
acknowledging this as a limitation of the current analysis, it is also important to 
note that the entire project was conceptualized, implemented, and completed over a 
period of several years, making it impossible to consider this emerging perspective a 
posteriori. Additionally, the interview as research instrument perspective continues to 
be the dominant approach in applied linguistics, so it is hoped that interested schol-
ars find this work just as valuable as analyses that theorize interviews differently.

Finally, the analysis presented in this chapter should be seen as a summary 
for discussion and illustration purposes and not intended to function as a full 
research report, and as such, the data generation context is incomplete. Further 
data collection and analytical context for the data excerpts included herein can 
be found elsewhere (e.g., Guardado 2008a, 2009, 2013a). Therefore, it is hoped 
that the reader is fully aware that these texts have been removed from their inter-
actional setting and recontextualized (Bauman and Briggs 1990) for the purposes 
of the current discussion.

6.3 The discourses of Spanish as a heritage language

6.3.1 Utility

A commonly cited motivation for HL development and maintenance was often 
expressed in the form of utilitarian discourses. Echoing the majority of studies 
published as L1 maintenance or HL development projects, this study’s partici-
pants talked about HL development in terms of future economic benefits for their 
children through enhanced business and employment opportunities. The partic-
ipants saw HL development as key to their children’s future successful careers, 
hence leading to their eventual social mobility. The examples below serve to illus-
trate the discourses the families used in reference to utility.

When Mr. Pedroza spoke of HL development in economic terms, he saw it as 
becoming his daughter’s savings box: “Necesita el español, porque ese será el 
plus de ella. Su caja de ahorros para el futuro. Su alcancía para el futuro” [She 
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will need Spanish because that will be her plus. Her savings box for the future. 
Her piggybank for her future] (Interview: 05/31/05). Mrs. Aguirre asserted: “Si 
tienen tres o cuatro [idiomas] es mejor” [if they have three or four [languages] it 
will be better] (Interview: 05/14/05). In these particular statements the two partic-
ipants were beginning to construct a discourse that built on the extrinsic aspect 
of their motivation (Petri 1991) to promote the first language, because of the tangi-
ble rewards that this promised, namely, future economic benefits. As Mrs. Aguirre 
spoke: “Además que puede ser muy bien aprovechada ya después cuando ellas 
crezcan ya en su campo de trabajo. Te permite moverte mucho más fácil” [it can 
be used to their advantage in the future when they grow up; in their line of work. 
It allows you to be more mobile] (Interview: 05/14/05). Therefore, mobility and 
flexibility in employment were goals they expected to achieve as part of their 
“investment” (Norton 2000) in the linguistic marketplace. 

Moreover, some of the children in the study were aware of this goal and the 
potential positive effects of bilingualism in their career aspirations. They had 
internalized these ideologies and were also able to produce discourses that were 
similar to those of their parents. A 13-year old female participant, Olivia, asserted: 
“Yo quiero ser criminologista o profesora. Si soy profesora puedo enseñar español, 
inglés o francés. En criminología si necesitan traducción o algo en español, yo lo 
puedo hacer” [I’d like to be a criminologist or a teacher. If I become a teacher I can 
teach Spanish, English or French. In criminology, if there is a need for translation 
or something related to Spanish, I can do it] (Interview: 09/28/06).

Therefore, their construction of Spanish and its role in their families encom-
passed views that connected it to the production and re-production of linguistic, 
cultural, symbolic, and economic capital (Bourdieu 1986). The families believed 
that their children’s future success and well-being largely hinged on the main-
tenance of Spanish and its potential for facilitating better opportunities in life. 
In sum, these families constructed Spanish maintenance through utilitarian dis-
courses that referred to it as a tool for attaining a better socioeconomic status. 
If He’s (2012) benefits hypothesis is correct, then it is possible to argue that the 
fact that families attach this type of instrumental value to the HL may be a factor 
leading to successful HL development.

6.3.2 Cohesiveness

Discourses surrounding the creation and maintenance of cohesion was a recur-
rent theme in the data. These discourses were constructed both in relation to 
family and at times also broadened to the local Hispanic community, which 
clearly reflects He’s (2012) rootedness hypothesis. Although the latter were found 
in the data, their use was not as abundantly or fervently expressed. By contrast, 
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as expected, intergenerational communication and family unity were pervasive 
elements in all of the families’ discourses of HL development. In fact, when asked 
about their main motivation for pursuing Spanish maintenance, many of the 
parents pointed out family communication as the most important. When I asked 
Mrs. Pérez why she was so committed to Spanish maintenance, her answer was 
unequivocal: “Por mis padres. Toda la familia está en España. Si mis padres no 
se pueden comunicar con los nietos, me matan” [My parents. The whole family is 
in Spain. If my parents cannot communicate with their grandchildren, they will 
kill me] (Interview: 05/12/06). Although other families did not make such extreme 
case formulations, this rhetorical device enabled Mrs. Pérez to construct a cohe-
sion discourse that accentuated its importance in her own family. 

In constructing the discourses of family cohesion the families often drew on 
other elements, such as the quality of their relationships with different family 
members. More interesting—and relevant to the discussion—however, was the 
explicit deployment of language ideologies in their discourses. Mrs. Pérez’s husband 
was from Afghanistan, but the only heritage language that the parents were com-
mitted to transmitting to their children was Spanish, thereby excluding Persian. 
According to Mrs. Pérez, her husband deemed Spanish a more “useful” language 
internationally, compared to Persian. Therefore, ideologies were in competition 
and in the case of this family, utilitarian motives were privileged over cohesiveness.

Mr. Pedroza explained that his nuclear family members had a strong family 
relationship, which was made possible by their language, stating: “Estamos sos-
tenidos por un mundo de palabras, todas dichas en español” [We are really sus-
tained by a world of words, all of them spoken in Spanish] (Interview: 05/31/05). 
The family accepted the fact that their public life in Canada was conducted in 
English, but their private home life and their connection to their family in Colom-
bia could only be mediated by their mother tongue. As other scholars have 
argued, when families shift to a second language often they feel they are losing 
their children (Skutnabb-Kangas 1999) because they are no longer able to connect 
with them in the language in which they are most comfortable communicating. 
Because of this, it is not surprising to find emotionally charged statements of 
cohesiveness in the families’ discourses of HL development.

6.3.3 Identity

The families’ opinions of HL development were full of explicit identity discourses. 
One of the most pervasive features of these was the construing of Spanish lan-
guage as “part of who we are;” “part of our roots.” The families stated that their 
ability to successfully maintain the home language in a dominant language envi-
ronment gave them a stronger identity and sense of self. They claimed that the L1 
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was a necessary resource for maintaining cultural tradition and fostering ethnic 
identity in the new generations. Furthermore, it was crucial for them to maintain 
Spanish as the basis for cultivating a Hispanic cultural identity and for building 
up their children’s self-esteem culturally in order to save them from future iden-
tity contradictions (Rodríguez 1982). In other words, to help them become proud 
of who they were in order to value their origins and to have a strong ethnic point 
of reference. They saw Spanish as part of their culture and identity, in the same 
sense that Anzaldúa (1987) talked about the need to be proud of her language in 
order to be proud of herself.

This analysis also points to the relationship between language and culture 
as well as to a strong interdependence between the two. Mrs. Corral stated about 
her children: “El español es necesario para su identidad cultural” [Spanish is 
 important for their cultural identity] (Interview: 04/29/05). Mrs. Amado felt that 
if her children did not maintain Spanish: “Van a perder su propia identidad. Es 
importante para ellos mantener sus raíces” [They’ll lose their very identity. It’s very 
important for them to maintain their roots] (Interview: 05/17/05). Mrs. Steinberg 
asserted: “Identidad cultural e idioma es lo mismo. Se puede llegar a la cultura a 
través de otro idioma, pero se pierde mucho en el camino” [Language and cultural 
identity are the same. One can learn the culture through another  language, but 
one loses a lot along the way] (Interview: 06/24/05). Thus, a  significant aspect of 
the construction of Spanish maintenance discourses for the families was its key 
role in promoting a strong attachment of their children to their original cultures. 
They regarded Spanish as essential in the healthy development and continuous 
shaping of their children’s sense of self.

Additionally, many parents had a sense of the dynamic ways that identity and 
language are interrelated. Mr. Maradiaga, for instance, argued for the importance 
of Spanish in the development of an ethnocultural identity. At the same time, 
he maintained that it was cultural identity that was necessary for maintaining 
Spanish, indicating that a strong cultural identity would allow their children to 
want to maintain Spanish, highlighting the dynamic interrelationship that exists 
between cultural identity and HL development and revealing an iterative rela-
tionship between the two. Fishman (1999) wrote extensively on this relationship, 
and a similar connection could also be made between some of his previous work 
and the next discourse (1996a).

6.3.4 Affect

The families’ comments contained many examples of discourses addressing emo-
tions. Furthermore, the discourses themselves were often expressed emotionally. 
This was not only true for the discourses of affect themselves, but also for most of 
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the other categories. Thus, the affective discourses could be analyzed at many dif-
ferent levels. One aspect of these discourses was related to the role of the Spanish 
language in their emotional well-being and that of their children. Hence, they 
addressed aspects of their affective domain as a crucial part of their language 
socialization goals. The parents assigned a vital role to home language develop-
ment and maintenance in the transmission of values by stressing the emotional 
and moral benefits. In constructing these discourses, the families drew on popular 
and academic notions related to the psychological consequences of not transmit-
ting the language. In this way, they connected the successful continuation of their 
children’s Hispanic roots and Spanish language with their affective domain as 
well as their social, mental, and moral development. Thus, the HL development 
discourses positioned Spanish as playing a central role in supporting the family 
members’ emotional well-being and as an intimate element of their identity.

Mrs. Asturia, a member of a Spanish language Scout group, stated that the 
family participated in the group because of the opportunity it provided to use the 
language and “Les ayuda a crear un poco de independencia y de autoestima” [to 
boost their [children’s] independence and self-esteem] (Interview: 01/13/06). The 
parents felt that the children would benefit from socialization that allowed them to 
value all cultures, but at the same time, to feel proud of their own roots, holistically 
raising children some of them described as more emotionally stable human beings. 
As Mrs. Aguirre asserted: “Todo esto le refuerza esa parte emocional, y yo digo que 
puede a la larga pues dar seres humanos, espero, más seguros y más fuertes, más 
orgullosos de sí mismos” [HL development/group participation] reinforces the 
emotional aspect and I think that in the long run it can, I hope, foster human beings 
that are more secure, stronger, and prouder of themselves] (Interview: 05/04/06). 

These discourses constituted Spanish development and maintenance as key 
to the construction of some children as experts at certain times, which contrib-
uted to the enhancement of their self-esteem. For instance, of all the benefits 
Mrs. Aguirre saw in La Casa Amistad for her daughters, she ranked the emotional 
advantages as the most important. She believed that her daughters benefited 
from their involvement in the language development of other children—novices—
which assigned them an identity as “experts,” further strengthening their own 
self-esteem. Likewise, Mrs. Ruedas’ oldest daughter, Olivia, often found herself 
playing the role of an expert in El Centro de Cultura where she assisted the teach-
ers with the rest of the students. This, according to Mrs. Ruedas, was important 
for Olivia’s self-esteem when her language ability was recognized and valued and 
she was portrayed as an opportune resource in the class activities. In this way, the 
families produced discourses that asserted the children’s Spanish skills played a 
role in their emotional security and affective well-being. 

The most poignant versions of the affective discourses were produced when 
parents talked about their ability to communicate with their children and others 
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close to them. A common manifestation of this discourse was often a version of 
“Los sentimientos no se pueden transmitir en inglés” [feelings cannot be trans-
mitted in English] (Mrs. Corral, Interview: 05/29/05). Mrs. Corral added that when 
her son said to her in English “I love you” it did not mean much. She added: “Si él 
me dice ‘I love you’ yo no le entiendo. Y si me dice “ay te amo mamá” allí me toca 
el alma” [If he says to me “I love you” (in English) I don’t understand it. But if he 
says to me “oh, I love you mom” (in Spanish), he touches my soul]. Mrs. Nuñez 
said: “Necesito desahogarme, necesito escuchar mi lengua” [I need to unwind; 
I need to hear my tongue/I need to listen to my language] (Interview: 05/31/05). 
Arguably, He’s (2012) positive-stance hypothesis deals with aspects of the affect 
discourse, a relationship that seems to suggest that engaging in the production 
of this type of discourse in families may be related to successful HL socializa-
tion practices. These discourses also echo comments in Fishman’s (1996a) work 
related to the ways speakers display emotional attachment to their languages 
which they view as particularly special and beautiful, a notion that points to a 
link between affect and the next category of discourse.

6.3.5 Aesthetics

Many participants referred to their language as “such a beautiful language” as 
if Spanish were vested with inherent splendor and magnificence. These dis-
courses were produced spontaneously during interviews, family interactions, 
and impromptu lectures parents gave to children during group gatherings. For 
example, Mrs. Ruedas regularly attempted to encourage her children to become 
more aware of their own cultural origins and to appreciate the beauty of their 
language. She once admonished her 13-year old daughter for being ashamed of 
speaking Spanish in public, telling her: “Que te de vergüenza mentir, pero no 
hablar un idioma que es tan bonito” [You should be ashamed of being dishonest, 
but not of speaking such a beautiful language] (Interview: 05/25/05).

Mr. Hernández, one of the parents who participated with his children in 
the Spanish language Scout troop, once talked to the group about the beauty of 
Spanish and the value of maintaining it alive in the group (Mr. H=Mr. Hernández):

Yo quiero decirles que estoy contento que hablen la lengua española, castellano. Este en sí 
es un idioma muy bonito, y una de las cuestiones muy importantes de este grupo es (xx) y 
conservar eso. A los nuevos y a todos, yo les pediría que insistieran en hablar en español, 
que traten de hablarse en español. Es un idioma muy lindo ¿okay? Y este este también me 
da de veras mucho gusto ver a todos que hablan muy bien español y me permití invitar a 
unas otras personas amigos … a mí me gustaría que conserváramos eso de que les hablen 
hablan perfectamente inglés como ustedes pero a mí me gustaría que más bien les hablaran 
que hablaran siempre en español que es parte de lo que nos distingue de los demás. (Obser-
vation: 06/24/06)
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[I’d like to tell you (pl.) that I’m happy to see that all of you speak the Spanish language, 
Castilian. This is a very beautiful language, and one of the most important features of this 
group is (xx) and to maintain that. To the newcomers, I would like to ask you to persevere 
in speaking in Spanish to try to speak Spanish with one another. It’s such a pretty language, 
okay? And u::m um I’m also very glad to see that everyone speaks Spanish so well and I 
took the liberty of inviting some people who are friends of mine … I would like all of us to 
maintain that practice of talking to them they speak English perfectly like all of you but I 
would like you to always speak to them to always speak Spanish because it’s part of what 
distinguishes us from others]

As the extract shows, he constructed a discourse with positive assessments of the 
Spanish language, (“This is a very beautiful language”), and stated that main-
taining it was one of the Scout group’s objectives and appealed to the children 
to continue using it. Subsequently, he began a second round of positive assess-
ments with the statement “It’s such a pretty language,” expressing satisfaction 
with the children’s Spanish development and appealing to them to persevere in 
their efforts. He added that the endeavoring to maintain the Spanish language 
was not only an important feature of the group, but the language was also a key 
cultural element that united Hispanics and distinguished them from other cul-
tures, thus, perhaps unwittingly making an ‘us-them’ contrast category (Hester 
1998). Although his words seemed aimed at fostering cultural pride in the chil-
dren, thus contributing to strengthening their cultural identities, the discourse 
used could also unintentionally transmit “othering” views to the children, as 
it contained positive appraisals of the Spanish language and possibly implying 
negative assessments of other languages. Regardless, the fundamental point of 
presenting this excerpt is to illustrate a prevalent discourse in the families which 
constructs the beauty of their HL.

6.3.6 Validation

Having lived their entire lives as a cultural and linguistic majority in their coun-
tries of origin, many families used a variety of strategies to come to terms with 
their new reality. Hence, this discourse focuses its attention on families that saw 
themselves relegated to the status of subordinated linguistic minorities. They 
used discourses designed to construct themselves in a legitimate light. This 
became particularly important in relation to their children, as some of their fears 
were apparent in their discourses of cultural and linguistic validation.

In a context where Spanish does not enjoy a high status, families that have 
enough social, linguistic, and cultural capital (Bourdieu 1977) can exert their 
agency in order to offset the potential linguistic devaluing effect of the wider 
society. It has been argued that linguistic-minority families’ cultural practices 
may contrast greatly with those of the larger society (Pease-Alvarez 2002). In the 
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so-called mainstream society often their home language is not valued, has no 
use, or both, and their cultural values clash with those of the dominant populace.

The devaluation of the social, cultural, and linguistic competencies of immi-
grant parents and their children has been addressed by numerous scholars, such 
as Li (1999), Rodríguez (1982), Schecter and Bayley (2002) and Valdés (1996). It 
has been posited that families’ efforts to transmit their home languages to their 
children is a necessary step in order to empower themselves and to validate them-
selves (Zhou and Trueba 1998), and to give them voice to affirm their own culture 
(Pennycook 2001). The parents’ discourses about the role of the grassroots groups 
as socializing agents and as spaces for reiterating the value of Spanish to their 
children highlights the role that this valorization may play as a critical prerequi-
site in minority-language transmission (Li 1999). The validation discourse made 
frequent references to the safe houses the families had created (i.e., grassroots 
groups) and the activities they conducted there, which fulfilled the function of 
providing an authentic context for Spanish practice and for validating the fam-
ilies’ language and cultures. Because the language used in their activities was 
Spanish, the validation discourse that portrayed these as important socializing 
spaces for the children was reflected in their daily and weekly reality. These 
groups provided opportunities for the children to experience linguistic and cul-
tural immersion and to further validate the usefulness of their language. These 
opportunities were particularly unique in the Vancouver context where Spanish 
does not enjoy strong ethnolinguistic vitality, turning these groups into sites of 
production and reproduction of discourses of validation. In this way, the various 
language and cultural activities conducted helped turn these spaces into “agents 
of linguistic legitimation” (Jaffe 2005: 26).

Mr. Herrera, for instance, felt that beyond La Casa Amistad, his children’s 
opportunities to practice and become meaningfully involved in a Spanish-rich 
context were low. His family did not have an extended family circle to provide 
an authentic context for language practice, and the only opportunity to access 
such linguistic resources was La Casa Amistad. In the same vein, Mrs. Pérez felt 
that El Centro de Cultura gave her the opportunity to provide her children with 
an authentic context for Spanish practice and validation. She stated: “Veo que 
es muy bueno que mis niños vean que hay otras personas que hablan español 
aparte de mí” [I am aware that it’s good for my children to see that there are other 
people, besides me, who speak Spanish] (Interview: 05/12/06). Many parents pro-
duced similar discourses that asserted that it was essential for them to show their 
children that Spanish was a useful language and that there was a whole world 
out there where Spanish was the medium of communication. Others, like Mrs. 
Aguirre and Mr. Ramírez, who provided rich Spanish socialization to their chil-
dren at home, wanted to go further and immerse them in a context where they 
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could have a consistent Spanish socialization experience that went beyond what 
they experienced within the family context or during their annual trips to their 
home country.

Thus, an analysis of the discourses of validation used by the families shows 
that the grassroots groups were places where the existence of their language 
and culture became validated, indicating to their children that their culture had 
a legitimate place in the world and their language was a legitimate means of 
communication. In the Canadian context, this also meant the children should 
feel proud of their home language and could expect their “right to difference” 
(Mr. Pedroza, Interview: 05/31/05) be respected and their voices heard and 
 understood.

6.3.7 Correctness

An ideology of correctness was prevalent both in the parents’ meta-discursive 
conceptualizations of HL development—such as those generated during our inter-
views—as well as in their day-to-day interactions with their children—such as the 
ones analyzed in Part III of this book. A less common—and yet explicit and clearly 
intentional—form of displaying an ideology of correctness can be seen in the 
lecture by Mr. Hernández, which was presented under the aesthetics discourse. 
This was particularly evident in his insinuation that Spanish was vested with 
certain cultural, moral, and social values. The implication of these assumptions 
was that communication in Spanish in the group was the only “proper speech,” 
or the only culturally, morally, and socially appropriate way of speaking, albeit in 
that particular context. It follows that socializing the children through discourses 
of correctness was seen as a necessary prerequisite for influencing their linguistic 
ideologies, with the intended goal of affecting their practices. Likewise, speak-
ing Spanish in the home context was equated with “linguistic correctness,” con-
struing English as a threat (Woolard and Schieffelin 1994) to the development of 
strong Spanish language ideologies.

In daily linguistic interactions between adult caregivers and children, 
 ideologies of correctness were abundant and frequent. These manifested them-
selves quite explicitly in discourse and sometimes relatively implicitly. For 
example, parents used a range of linguistic tools in their efforts to foster sustained 
home language use. This included using direct imperative forms such as speak 
Spanish. These often carried a particular intonational contour in order to further—
and  unequivocally—constitute them as orders. Other times, caregivers used less 
directive forms, in which the message was expressed tacitly (Clyne 1996). One 
such form included commands phrased as clarification requests, as  in  uttering 
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I don’t understand when a child speaks in English, in order to correct the  linguistic 
anomaly, namely, the child’s failure to use Spanish in that context. This type of 
utterance, however, often had a meaning that was quite different from what was 
actually said. In my analyses I found that these types of utterances could be para-
phrased as “I heard your answer, but I’m not going to accept it and I will pretend 
not to understand it until you say it in Spanish, the ‘proper’ language in the 
family.” One of the corrective forms of feedback used by parents with their  children 
(analyzed in detail in Chapter 11) are what I call cross-code recasts (CCRs). As an 
implicit form of corrective practice, CCRs are meant to prompt a code switch from 
English to Spanish. The very fact that parents saw the need to make a  “correction” 
when children used English was clear indication that an ideology of  correctness 
was evident in their discourses. In other words, the above linguistic tools formed 
part of the discourse of ordering, a common feature of the correctness discourse. 
Based on the above, correctness can be conceived in various related ways. At 
one ideological level, it may refer to using the correct code for the situation and 
context. At another, it may be understood to mean using any language form that 
deviates from the parents’ (and others in power) evaluation of what the standard 
or prestigious variety of Spanish is, which of course includes dialectal differences 
and regionalisms. 

A final feature of the correctness discourse is its silencing function. When 
care-givers use imperatives such as speak Spanish or clarification requests, as 
in I don’t understand, the correctness discourse performs a further task, that of 
silencing. Given that many parents disapprove of any type of code-switching, or 
code-mixing, the correctness discourse often also contains ideologies of purity. 
Linguistic purity, in this case, refers to attempts at avoiding low prestige varieties, 
such as Spanglish (for a detailed discussion of the linguistic systematicity and 
social functions of Spanglish, see Zentella 1997). Given that individuals living in 
multilingual societies readily incorporate elements of the languages used in their 
environment into their own linguistic toolkit, discourses that chastise children 
for drawing on all of their linguistic resources at the same time is tantamount to 
denying their hybridity and their identity as multilingual individuals.

6.3.8 Opposition

Perhaps the most common ideological and discursive thread found at macro- and 
micro levels of analysis of the ethnographic dataset is one of resistance. Oppo-
sitional discourses were pervasive both implicitly and explicitly in daily life for 
all participating families. While some parents used rhetorically gentle discourses 
to index their oppressed condition as subordinated linguistic minorities, others 
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spoke more directly and almost militantly about the need to work in defense of 
Spanish or used war metaphors to refer to the battles they were fighting against 
assimilation. These discourses talked about Spanish as a language relegated to 
second and third class. The more radical discourses found in the data portrayed 
Spanish as a socially weak, underdog language, which needed protection and 
whose speakers faced systematic oppression. 

 Arguably, at the broadest level, engaging in any discussion regarding 
the families’ commitment to the promotion of the HL can in itself be seen as a 
discourse that challenges the prevalent assimilative forces. As well, by merely 
engaging in conversations with like-minded families about participating in grass-
roots HL development organizations, such as the ones in this study, these families 
can be seen as producing discourses that contest the official language structures. 
Adapting an idea from hooks (1989), minority families’ asserting their identities 
through discussions of HL development, is in itself a discursive act of resistance. 

On the moderate end of the oppositional discourse continuum, parents 
talked about their dreams, aspirations, goals, and strategies for pursuing what 
they referred to as an uphill journey in socializing their children into Spanish 
use, and covertly challenging the dominant linguistic practices. For instance, Mr. 
Morales, a medical doctor from Colombia, spoke of the Spanish language Scout 
group in which his family participated as enabling them to further resist assimi-
lation into the dominant culture:

De una u otra manera … los niños en ese momento están aprendiendo ya sea a través de la 
comida o de la música o de cualquier otra palabra que surge en los momentos que se reúnen 
y van a vivenciar y en ese momento los niños están aprendiendo algo propio de nosotros. Es 
una manera de inculcarles algo diferente, pero diferente con relación a nuestra cultura, no 
a la cultura de acá canadiense, sino a la cultura latina. (Interview: 01/13/06)

[One way or another … the children are learning, either through food, music, or words 
that emerge in their sessions, and they have lived experiences and are learning something 
unique to us. It’s a way of inculcating into them something different, but different because 
it’s related to our culture, not to the Canadian culture, but to the Latin American culture]

Mr. Maradiaga, one of the leaders of the Scout group, frequently spoke of the chal-
lenges they faced with regards to the home language socialization of his daugh-
ters using oppositional discourses in the form of war metaphors that alluded to a 
type of war against assimilation. Their daughters had reportedly been ambivalent 
about their cultural identities and about Spanish. However, the parents reported 
that through hard work and perseverance they were experiencing some successes 
in their efforts of fighting the assimilative forces and reversing their daughters’ 
rejection of their cultural identity. They saw this as an important victory in the 
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struggle to raise awareness of who they were culturally and in consolidating their 
language abilities. Mr. Maradiaga stated that although it had been a major strug-
gle to socialize the girls into the use of Spanish, finally “Las batallas más grandes 
ya se han ganado” [The biggest battles have been won] (Interview: 05/09/05) and 
in the last few years, things had changed for the better.

Again using the war metaphor, Mr. Maradiaga added: “La guerra no está 
ganada, pero hemos ganado una batalla” [We have not won the war, but we have 
won a battle] (Interview: 05/02/05), echoing comments made also by a father in 
a study on multilingualism and identity (Rothman and Niño-Murcia 2008), in 
which the parents expressed similar attitudes about the challenges they faced in 
relation to the societal assimilative forces. Mr. Pedroza, a lawyer from Colombia, 
created the most explicitly oppositional discourses of HL development. His dis-
courses echoed critical cultural scholarship that argued for minorities’ “derecho 
a la diferencia” [right to difference/right to be different] and the need to work “en 
defensa de nuestro idioma español” [in defense of our Spanish language] (Inter-
view: 05/31/05). Additionally, he produced discourses that depicted the struggle 
for Spanish as a “huge problem” but also as a “huge possibility,” clearly attempt-
ing to utilize rhetorical devices that juxtapose a negative state of affairs with its 
potential, thus avoiding speaking from a deficit-view-of-the-world perspective.

All the discourses produced could be categorized as oppositional, including 
the ones on the politics of identity and ethnolinguistic validation. Despite most 
of the families’ ability to function in an English–speaking context, many chose 
to develop—or join—a Spanish-language group in which they could affirm and 
attempt to maintain their sense of identity and transmit it to children in the com-
munity. Yet, some of the discourses produced by the families reflected an overt 
attempt to resist assimilative forces prevalent in the schools (Pacini-Ketchabaw, 
Bernhard and Freire 2001) and in the wider community (Schecter and Bayley 
1997), and were constructed as “oppositional discourses” (Pratt 1991) emerging 
from Canadian multiculturalism contact zones.

6.3.9 Access

The study participants’ constructed discourses of Spanish maintenance as a key 
that opened doors—the door-opening metaphor was pervasive in their discourses. 
Mrs. Ovando stated: “we are aware that being bilingual opens many doors” (Inter-
view: 05/24/05). Mrs. Vanegas equated being bilingual with being “educated” and 
saw future employment opportunities as becoming available by knowing more 
than one language: “El mundo se mueve en rededor de la gente preparada, de la 
gente bilingüe. Tienen mejores oportunidades, están mejor preparado s, y lógica-
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mente es el futuro de ellos … y se abren puertas por todos lados inimaginables. 
Las puertas se abren en cuanto a trabajo” [The world revolves around educated 
people, people who are bilingual. They have better opportunities, are better pre-
pared, and obviously that is their future … doors open in the most unimaginable 
places. Doors open regarding employment] (Interview: 04/23/05). Mrs. Vanegas 
further stated: “Hablar dos idiomas, tres, cuatro, cinco idiomas es una gran 
ventaja” [To speak two languages, three, four, five languages, is a great advan-
tage]. Therefore, the families’ access discourse revealed that they did not only 
count on Spanish to provide these opportunities, but also saw it as a starting 
point for learning other languages, and thus, increasing their professional poten-
tial. This was also evident in the parents’ own interest in learning other lan-
guages. Some of the parents, like Mrs. Delgado, already spoke three languages. 
She was already fluent in Spanish, English, and French, and was studying Italian 
at the time of the interview.

In Mrs. Pérez’ discourse, the doors that were opened through Spanish were 
not necessarily the doors of economic opportunity or other languages, but the 
doors of cultural knowing and awareness. Such notions were particularly appli-
cable in this case because the Spanish language is associated with cultural, 
racial, religious, dialectal, and regional diversity. To Mrs. Pérez, the Scout group 
and El Centro de Cultura, along with the family’s other Spanish language sociali-
zation efforts, were key to helping open those doors: “Y claro, una vez ya lo tienen 
[idioma español], pues te abre muchas más puertas y puedes apreciar toda una 
cultura, no una, muchas, como España, Méjico, Guatemala, Argentina. Es que 
es maravilloso, claro imagínate. Aparte te abre las puertas para aprender otras 
lenguas latinas” [And of course, once they have it [Spanish language], it opens 
many more doors for you and you can appreciate a whole culture, not one, but 
many, like Spain, Mexico, Guatemala, Argentina. Because it’s so wonderful, for 
sure, imagine. Besides, it opens doors for learning other Latin (Romance) lan-
guages] (Interview: 05/12/06).

Like Mrs. Pérez, other families went beyond the economic benefits they 
expected Spanish to afford their children. Mrs. Aguirre’s discourse addressed the 
transferability of skills from one language to another (Cummins 1981, Crawford 
1992b, Krashen 1996, Cummins 2000), as evidenced in this quote: “Yo creo que 
abriéndote el canal de un idioma más, estás abriendo las opciones para otros 
idiomas” [I think that by creating an avenue for another language, one is broad-
ening the options for other languages] (Interview: 05/14/05). The family’s efforts 
in HL development were directed at creating access opportunities for their daugh-
ters to build on that knowledge and learn other languages; forming the linguis-
tic foundations the children could draw from in their future language learning 
endeavors.
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Thus, the above analysis shows the families appeared to say that not passing 
on the language and culture to their children would be equivalent to stealing 
from them, robbing them of access to their history, their heritage, their future 
economic opportunities, and the opportunities for them to learn other languages 
more easily. The parents’ discourses about Spanish show they recognized the 
value of linguistic resources in society and identified their potential for accessing 
other forms of capital. They were interested in adding to their linguistic wealth, 
and were aware of its potential for being converted into symbolic, cultural, and 
economic capital (Bourdieu 1986).

6.3.10 Cosmopolitanism

Not all participating families used cosmopolitan discourses in our interviews. 
In fact, these discourses were only found in interview data with families with 
a post-secondary education. Those families who did speak this way, produced 
discourses of cosmopolitanism that unequivocally articulated with contemporary 
conceptualizations of the topic in the literature. There was no doubt that when 
they spoke about Spanish maintenance, they spoke of it as an important catalyst 
for socializing their children into a progressive worldview. Of all the participat-
ing families, the Fernández-Maradiaga and Aguirre-Ramírez families emphasized 
this notion most strongly in their discourses. These parents seemed to subscribe 
to a syncretic notion of cultural identity that strongly embraced their own culture. 
At the same time, they were aware that their children’s sense of identity was dif-
ferent from their own. Mrs. Fernández stated in this regard: “La identidad cultural 
de las niñas es un híbrido. No podemos hacer un pequeño mundo dentro de estas 
cuatro paredes. Ellas tienen que conocer su cultura, pero tampoco encerrarlas en 
eso. No se puede. No estaríamos logrando nuestros objetivos, de que ellas tengan 
una visión amplia” [The cultural identity of the girls is a hybrid. We can’t create 
a mini-world inside these four walls. They have to know their culture, but we 
can’t enclose them in it. It can’t be done. We wouldn’t be achieving our goals for 
them to have a broad outlook] (Interview: 05/09/05). The family was aware of the 
outside influences on their daughters’ evolving identity and understood that they 
could not enclose them in a cultural bubble. Additionally, as asserted by Mrs. 
Fernández, one of their aims was to socialize them into a “broad world outlook.” 
This “outlook” discourse can be seen as consistent with pursuing an understand-
ing and appreciation of other cultures, drawing from them in the course of their 
identity formation.

The Aguirre-Ramírez family used a similar discourse. They placed a central 
value on bilingualism and multilingualism as part of a belief system that included 
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valuing all languages and cultures equally. Mr. Ramírez stated the family was 
interested in transmitting a sense of value for languages other than Spanish. They 
explained they wanted to raise children who were “interesados en otros” [inter-
ested in others], echoing scholars studying cosmopolitanism (e.g., Delanty 2006). 
They added that they wanted their daughters to “… absorber todo lo que están 
viviendo a su alrededor, pero sin perder las raíces y las tradiciones que traían o 
que tenemos en México” [… absorb everything they [were] experiencing in their 
surroundings, but without losing their roots and the traditions they brought or 
that we have in Mexico] (Interview: 04/15/06), thus socializing them into hybrid 
identities as Canadians, which to them meant embracing an affiliation to a 
broader identity beyond that of Latin American or Mexican. They produced a HL 
development discourse that described Spanish in the context of the Canadian 
multicultural milieu as key to socializing their children “ciudadanos del mundo” 
[to be citizens of the world] and incorporating aspects of the Canadian cultural 
fabric into their identification.

These types of discourses were produced by the Fernández-Maradiaga family 
both in relation to their home as well as to the Scout group of which they were 
leaders. Their socialization discourse cast Spanish maintenance as an essential 
factor in providing their daughters with “una visión más amplia del mundo” [a 
broader vision of the world] (Mr. Maradiaga, Interview: 05/09/05), thus enabling 
them to function through many cultural systems. Their views on HL development 
revealed a cosmopolitan discourse that related their daughters’ socialization 
experiences with local, national (i.e., Canada and Guatemala), and global per-
spectives (Starkey 2007) and promoted identity development that benefited from 
multiple cultural sources (Kastoryano 2000). 

When the conversation focused on the Scout group, the discourse also shifted 
toward a promotion of good citizenship and contributing toward social change. 
The parents, as Scout leaders, promoted active citizenship through informal edu-
cation activities in an attempt to mold the Scout members’ value systems and 
identities, raising awareness of their roles and responsibilities to their families, 
their communities, society, and the environment. Through this, they intended to 
foster the children’s social consciousness as their contribution to the community 
and to effecting social change. Mr. Maradiaga stated their aim was “… formar la 
conciencia en los niños acerca de tener una razón por la cual existir, con una 
conciencia social en todos los aspectos de la vida” [… to form the conscience of 
the children about their reason to exist, with a social conscience in all aspects of 
life] (Interview: 11/05/05). Their discourse of HL development presumed a com-
mitment to the community, to the environment, to social change, and to cultural 
diversity, in line with some of the current conceptualizations of cosmopolitanism 
(e.g., Smith 2007). Thus, the families’ discourse of HL development revealed that 
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to them—and contrary to popular opinion—HL development went beyond pre-
serving an elusive past and was meant to raise cosmopolitan people who can 
relate at local and global levels.

6.4 Chapter summary

In this chapter, I have presented a first attempt at analyzing HL development 
from the perspective of discourse. Taking discourses of HL development to mean 
shared ways of thinking and speaking about HL development and maintenance, 
I have proposed 10 categories under which these can be classified. In this pre-
liminary attempt, it has already become clear that language ideologies cannot 
be separated from all aspects of social life. Indeed, all of the discourses of HL 
development discussed in this chapter contain linguistic ideological traces and 
in some cases are inherently ideological. One of the main purposes of organiz-
ing language minority families’ ideas about HL development in this way is to 
begin to look at how families construct HL development discursively. This helps 
lay the foundation for engaging in discussions of how discourses may influence 
the outcomes of HL development efforts in families and communities. The dis-
courses introduced in the foregoing chapter had varying frequency in the data 
and alluded to different aspects of the families’ aspirations and ideas associated 
with HL development. 

Utility, for instance, was identified as the most frequently manifest in com-
ments regarding economic or professional opportunities and the notion of “suc-
cessful careers” and socioeconomic mobility. Cohesiveness was mainly discussed 
in terms of family unity, and, of secondary importance, connection to the local 
Hispanic community. Intergenerational and international family unity appears 
to be a strong component and motivator of a discourse of cohesiveness. Implicit 
reference was made to the parallel between intimate family relations necessitat-
ing an equally intimate family linguistic code for communication. The identity 
discourse in the data often made explicit connections to the heritage language 
as an intimate part of the family members’ being and history. As such, parents 
talked about HL development and maintenance as critical to positively influenc-
ing their children’s psychology and self-esteem. In a more extreme case, HL loss 
was equated with the child’s loss of identity altogether. Many parents conceived 
of HL and cultural identity as having a symbiotic relationship.

The discourse of affect was discussed as a twofold construct. Not only did 
families talk about the importance of their HL for expressing their emotions, but 
they often spoke affectively about all aspects of their HL. Heritage language main-
tenance was talked about in terms of its role in their children’s social, mental, and 
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moral development, and subsequently, of the parents’ ability to be more influen-
tial in their children’s overall socialization. In addition to these key factors, pro-
ficiency in the HL led to the “promotion” of some children to the role of “experts” 
in the grassroots classroom, which undoubtedly had a positive influence on the 
children’s feelings of self-worth in association with the HL but also in general. 

A discourse of aesthetics was also identified in the data. Even though this 
notion may be seen as somewhat problematic, it is not a surprising finding. This 
type of folk linguistic analysis has been discussed in the literature before. Still, 
while many of the parents in this study emphasized the beauty of Spanish, one 
might ask if this was done at the expense of the beauty of other languages; in 
other words, by focusing on the “aesthetic splendor” of Spanish, is the beauty 
of other languages inadvertently suppressed? Given the emotional way in which 
these parents—and speakers of other languages generally—often discuss their 
own languages, it is impossible to ignore the close connection of this discourse to 
the discourse of affect.

Other discourses addressed the relative lack of a Spanish ethnolinguistic 
vitality in Vancouver and seemed to be constructed as ways of providing legiti-
mate, public, and concrete spaces where Spanish could be spoken and cultural 
values shared (validation); the Spanish language was talked about explicitly 
and implicitly regarding what parents saw as culturally, morally, and socially 
appropriate forms (correctness); and more politically in how Spanish was often 
spoken of as needing protection from subordination by the dominant language 
and culture (opposition). Indeed, the use of war metaphors underscores the seri-
ousness with which many parents took their task of HL development. Therefore, 
opposition was enacted in many different ways, from asserting a non-dominant 
identity, to participating in grassroots groups such as the ones described herein. 

Two discourses constructed HL development and maintenance in progres-
sive terms that would provide more idealistic opportunities to the new genera-
tion. For instance, HL development was often referred to for its ability to “open 
doors” to employment opportunities, success in learning other languages, and 
cultural awareness. Likewise, parents that used the door-opening metaphor felt 
that failing to pass on the HL to their children was equivalent to robbing them 
of a range of opportunities that their “linguistic wealth” could bring them. Like-
wise, while not the most frequently referred to in relation to HL development, cos-
mopolitan views—when they did arise—were strong and clearly explained. The 
parents whose comments are interpreted herein as cosmopolitan in nature had 
attained higher levels of formal education and seemed to possess analytic tools to 
reflect on their families’ experiences and the linguistic resources to express them. 
These parents embraced their children’s hybrid identities as a feature of their 
upbringing in a society other than that of their immediate heritage. They felt that 
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supporting such an identity would encourage their children to acknowledge and 
have respect for other cultures and their languages, and would ultimately help 
them to become “citizens of the world.” These beliefs reflected a value system 
that centered on social harmony and community participation, made possible in 
part by heritage language and culture preservation. 
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7 Discourses II: Mapping the literature

7.1 Introduction

In Chapter 6, I introduced a preliminary typology of dominant HL development dis-
courses that emerged from an ethnographic study with Hispanic families in Canada. 
In this chapter, I scrutinize a segment of the HL development research literature with 
this evolving discourse typology lens in an attempt to ascertain whether this may be a 
scholarly direction worth pursuing. After briefly describing the inclusion criteria and 
introducing the studies reviewed, I discuss several features of the most common dis-
courses found in the research literature. Finally, I review the publications that were 
found to contain the most discourses, followed by a discussion of the least common 
discourses according to the typology presented.

7.2 Testing the typology

In the preceding chapter I took a broad look at the discourses of HL development used 
by a group of Hispanic families. These discourses, both individually and collectively, 
tell the story of heritage language development and maintenance among the partic-
ipants, some of whom knew each other through common social networks, including 
micro grassroots HL development organizations. In this sense, I may go out on a limb 
and refer to these as dominant—albeit contextually situated—discourses of heritage 
language development. The analysis demonstrates that these discourses are in fact 
used in families and communities and that this typology may be a starting point for 
taking a discourse-based approach to the study of HL development. This tentative—
and evolving—taxonomy has been applied to the literature that is most relevant to HL 
development with the outcome that the proposed discourses also exist in this body 
of knowledge and across a wide range of linguistic groups and contextual character-
istics. Therefore, in this chapter I provide a summary of how this discourse typology 
articulates with the extant scholarship within a specified period of time.

7.3 Selection of studies

The data for this analysis come from a multi-phase literature review based on the 
basic inclusion criteria described below. Articles were initially selected if they had a 
HL development focus, and reported the results of an empirical study. When multiple 
publications were based on the same study (e.g., Schecter and Bayley 1997, 2002),  
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the most comprehensive one was chosen. Studies in various national contexts 
focusing on the development and maintenance of diverse immigrant languages 
were included.1 Criteria for exclusion: articles with a purely quantitative focus; 
articles reporting HL development strategies but not exploring participants’ 
reasons for HL development; articles examining minority parental attitudes 
towards bilingual education in general, as opposed to attitudes towards their 
desire to enroll their children in a HL program. The selection of articles under-
went an iterative process of verification and refinement of the application of the 
criteria. Thus, although the literature review initially included 47 articles, on 
closer examination through three rounds of analysis guided by the selection crite-
ria, this number was reduced to 24 sources that were deemed relevant and appro-
priate for the final analysis. All of the articles that were part of the final analysis 
(with the exception of Lily Wong Fillmore’s seminal 1991 article) were published 
after 1999, with a majority (21) published in 2005 or later.

7.4 Identifying discourses within studies

The initial discourses were identified as dominant HL development discourses 
among the 34 families that participated in my 1.5-year, multi-site ethnography 
in Metro Vancouver. The table below was developed after the completion of the 
ethnography over a period of about two years (2011–2013). Taking the dominant 
discourses identified in that study as a point of departure, this literature review 
project sought to gather evidence in order to quasi empirically establish whether 
these discourses are in fact widely used, and subsequently to propose this typol-
ogy as a starting point for taking a discourse-based approach to the study of her-
itage language development.

In order for the discourses proposed in the previous chapter to form a useful 
framework to other scholars, these need to be clearly defined, which is the aim of 
Table 7.1. This said, however, there remains a high degree of overlap inherent in 
the majority of these HL development discourses, which I discuss in the following 
chapter. Let me just say for now that this overlap is not always consistent (i.e., 
Identity sometimes but does not always include Affect), so it is worthwhile to try 
to keep them separate. The criteria in Table 7.1 are examples of orientations to HL 
development that might be found in each discourse. This table was consulted in 
order to ascertain whether the discourses proposed in the previous chapter were 

1 One study that examined Indigenous language socialization was included as it was sufficient-
ly similar to the rest of the studies in approach and content. 
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Table 7.1 Discourse identification criteria.

Discourse Criteria

Utility 
(Instrumental)

The HL as a means to different pragmatic ends, such as:
– economic (e.g., business and employment possibilities)
– socio-economic (useful for ascending the social class ladder)
– fostering overall academic achievement 
(it is frequently HL bilingualism, and not simply HL development, that is 
presented as instrumental in accomplishing a range of concrete goals)

Cohesion HL development as key in fostering a sense of unity, continuity, and under-
standing in:
– the family (nuclear and extended)
–  the ethnic community (in the host and home countries; with peers and 

intergenerationally)

Identity HL development as part of identity formation for:
– showing ethnic pride
– showing ethnic and/or linguistic solidarity
– cultural maintenance and continuity
– linking to ethnic roots 
– enhanced self-image

Affect The HL as:
–  a code that enhances emotional connection (especially to family members)
– a means to express emotion
– a code in which affective matters are thought about and discussed
–  a code that provokes an affective reaction in others (i.e., to please 

someone by speaking the desired language)
– a tool for building (or severing) affective ties to the past

Aesthetic The HL as:
–  something inherently beautiful or expressive—either on its own, or in 

comparison with other languages
– something to be proud of because of its beauty and expressivity

Correctness HL ideologies surrounding ‘correctness’ in relation to:
– age-appropriate proficiency
– literacy
– mixing languages
– accuracy (in grammar, vocabulary, etc.)
(discourses may be present in reported practices or attitudes towards any 
of the above by parents, children, teachers, or community members)

Access Door-opening metaphor depicts the HL as:
– key to learning other languages
–  crucial to communicating with a wider range of people (including those 

in the heritage country)
–  important for facilitating adaptation to dominant culture through HL 

school participation

(continued)
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Discourse Criteria

Opposition Defensive ideologies and practices that construct the HL (and culture) as:
– needing protection and shelter
–  participating in power struggles with other languages at the institutional 

level
– participating in power struggles with speakers of other languages
– experiencing oppression by society or societal forces

Validation The HL seen as being validated by particular spaces; HL development 
efforts in these spaces validate HL speakers

Spaces that validate the HL include: 
– the home
–  travel to places where the language is spoken by the majority or a large 

minority
– ethnic group events
– community language schools
– community groups where the HL is spoken
– the regular education system (i.e., bilingual programs)

People that are validated by the HL include:
– children 
(e.g., hearing and speaking the HL spoken outside of their domestic circle; 
being publicly recognized as ‘experts’ or having an advantage because of 
their HL knowledge; interacting with peers with a similar cultural upbring-
ing in the same context of immigration)
– parents
(e.g., helping their children with their homework when it is in the HL; using 
their HL to communicate with other adults in public spaces; socializing 
their children according to their values in public, and feeling the support of 
other parents trying to accomplish the same goal)
–  parents, children, communities: social and emotional support; validation 

of cultural values, practices, and beliefs

Cosmopolitanism HL as key to fostering:
– a progressive worldview
– simultaneous local and global affiliations (multiple belonging) 
– hybrid/globally oriented identities
– intercultural understanding
– multicultural and multilingual awareness and appreciation
– a desire to make a positive contribution to society and the world

Tab. 7.1 (continued)

present in the selected publications. Naturally, the table provides a preliminary 
guideline that will benefit greatly in the future from the insights of those who use 
and modify it.
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Table 7.2 contains an alphabetic list of the studies that were included in the final 
analysis through the lens of the above criteria. Care was taken to ensure that a 
range of languages and contexts were included. As has been made clear through-
out this book, I take the stance that HL development processes are intimately tied 
to a variety of individual and broader factors (familial, social, ideological, histor-
ical, cultural, political, educational, economic, among others). These factors, I 
contend, are not static but constantly in flux and in dialectical relation with one 
another. Given that the goal of this book is to provide an up to date picture of 
the research domain—from micro- and macro perspectives—and to suggest ways 
forward, I find it necessary to constrain the analysis to a relatively short period 
of time, one which, hopefully, will still be reasonably similar and relevant when 
the insights drawn finally reach interested readers. Therefore, two decades was 
deemed an appropriate cut-off point for inclusion, a time period that yielded suf-
ficient linguistic diversity and a wide enough range of studies.

7.5 Discourses in the research literature

A meticulous examination of 24 publications using a detailed set of criteria 
revealed that the typology proposed in this book is compatible with contempo-
rary popular and scholarly discourses of HL development. Figure 7.1 provides a 
visual representation of how the discourses were distributed in the sample of 
studies. As this graphic indicates, discourse representation ranged between three 
and 21 out of the 24 publications. That is, the discourses were found in the lit-
erature at least 12.5% of the time and as much as 87.5% of the time. The most 

Selected sources

Cho (2008) *Nicholas (2009)
Chumak-Horbatsch (1999) Oriyama (2010)
Comanaru and Noels (2009) Pacini-Ketchabaw et al. (2001)
Dagenais and Day (1999) Park and Sarkar (2007)
Decapua and Wintergerst (2009) Pease-Alvarez (2002)
Gibbons and Ramirez (2004) Schecter and Bayley (2002)
Iqbal (2005) Slavik (2001)
Li, G. (2006) Sodhi (2007)
Li, X. (1999) Tannenbaum (2005)
MacPherson and Ghoso (2008) Thomas and Cao (1999)
Maguire (2005) Wong Fillmore (1991)
Nesteruk (2010) Xiao (1998)

Table 7.2 Selected sources.
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common discourse running through the selected sources was cohesiveness, with 
21 out of 24 publications containing some version of this discourse. Please refer to 
Table 7.3 for a breakdown of how each of the discourses was distributed across the 
selected sources. The first discourses I discuss in this section are the ones found 
to be more representative across the sources examined. Thus, my discussion pro-
gresses from most to least frequent.

7.5.1 Discourses of cohesiveness

The classic study on the issue of family cohesiveness could well be Wong Fill-
more’s, which speaks about the consequences of language loss for family unity 
and communication, especially in how it can negatively affect early childhood 
socialization. A frequently quoted excerpt from Wong Fillmore’s (1991) article is 
the following, also quoted in Chapter 2:

When parents are unable to talk to their children, they cannot easily convey to them their 
values, beliefs, understandings, or wisdom about how to cope with their experiences. They 
cannot teach them about the meaning of work, or about personal responsibility, or what 
it means to be a moral or ethical person in a world with too many choices and too few 
guideposts to follow. […] When parents lose the means for socializing and influencing their 
children, rifts develop and families lose the intimacy that comes from shared beliefs and 
understandings (343).

Wong Fillmore’s seminal article paints a bleak picture for minority family 
cohesion when children lose their first language. More recently, Thomas and 

Figure 7.1 Frequency of discourses in the literature consulted.
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Cho (2008) ✓ ✓ ✓ ✓ ✓ ✓ ✓ ✓ ✓

Chumak-Horbatsch (1998) ✓ ✓ ✓ ✓

Comanaru and Noels (2009) ✓ ✓ ✓

Dagenais and Day (1999) ✓ ✓ ✓ ✓ ✓

Decapua and Wintergerst (2009) ✓ ✓ ✓ ✓ ✓ ✓

Gibbons and Ramirez  (2004) ✓ ✓ ✓ ✓ ✓

Iqbal  (2005) ✓ ✓

Li, G. (2006) ✓ ✓ ✓ ✓ ✓ ✓

Li, X. (1999) ✓ ✓ ✓ ✓ ✓ ✓

MacPherson and Ghoso (2008) ✓ ✓ ✓ ✓ ✓

Maguire (2005) ✓ ✓

Nesteruk (2010) ✓ ✓ ✓ ✓ ✓ ✓

*Nicholas (2009) ✓ ✓ ✓

Oriyama (2010) ✓ ✓ ✓ ✓ ✓ ✓ ✓ ✓

Pacini-Ketchabaw et al. (2001) ✓ ✓ ✓ ✓ ✓

Park and Sarkar (2007) ✓ ✓ ✓ ✓ ✓ ✓ ✓

Pease-Alvarez (2002) ✓ ✓ ✓

Schecter and Bayley (2002) ✓ ✓ ✓ ✓ ✓ ✓ ✓ ✓ ✓

Slavik (2001) ✓ ✓ ✓ ✓

Sodhi (2007) ✓ ✓ ✓

Tannenbaum and Berkovich (2005) ✓ ✓

Thomas and Cao (1999) ✓

Wong Fillmore (1991) ✓ ✓ ✓

Xiao (1998) ✓ ✓

Table 7.3 Distribution of discourses in the literature consulted.

Cao (1999) wrote about a Vietnamese family where cohesiveness had become 
a serious concern due to the loss of the home language in the new generation. 
The authors lament the fact that language failed the family members when the 
topic of conversation deviated from “routinized interactive exchanges” (109), 
rendering parents and children virtually unable to talk about anything other 
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than such habitual daily interactions. Some publications, such as that of 
Dagenais and Day (1999), contain discourses of cohesiveness also in relation 
to the broader heritage ethnolinguistic community. They write that a mother 
in their study wanted “… her child to maintain oral competence in Vietnamese 
so that she [could] develop close ties with the Vietnamese community in Van-
couver and with family in Vietnam” (113). Therefore, the analysis showed that 
both forms of cohesion found in the data-set are also available in the research 
literature.

7.5.2 Discourses of identity

Not surprisingly, the second most common discourse that appears in the research 
literature is identity. Out of the 24 studies reviewed, 20 addressed the role of iden-
tity in HL development. This distribution is entirely consistent with the data on 
which the taxonomy was developed and with data collected for other studies in 
the past (e.g., Guardado 2002). Therefore, together with the discourse of cohe-
siveness, it is not unreasonable to propose these as dominant discourses of HL 
development. In fact, several of the publications examined contained the term 
identity in their title. Interestingly, the ubiquitousness of the discourse of iden-
tity in the literature should not be taken to imply a monolithic construct or an 
uncontroversial use of the term. On the contrary, there was considerable diver-
sity in the conceptual stance taken among many of the sources. For instance, the 
dominant identity discourse in the literature asserted that linguistic minorities’ 
ability to successfully maintain the home language gives them a stronger identity 
and sense of self. Pacini-Ketchabaw et al. (2001) reported that participating Latin 
American families saw L1 maintenance as a way to foster Latino identity. This dis-
course was also found in Schecter and Bayley (2002) who found that the heritage 
language was seen by their participating families as “a necessary social resource 
for maintaining cultural tradition and ethnic identity” (79). This stance was of 
high frequency in my own ethnographic data set which was used in the genera-
tion of the taxonomy under examination. Conversely, Pease-Alvarez reported that 
many parents saw the relationship between language and cultural identity in 
synonymous terms. Thus, the parents’ discourse on language loss included iden-
tity loss. Again, this finding is consistent with segments of the data set. However, 
based on some of her participants’ experiences, Pease-Alvarez surmised that HL 
development might not be necessary for cultural identity maintenance—presum-
ably, at least not equally for all individuals. 

Yet another dimension of the identity discourse found in the literature was 
participants’ sense of obligation to learn or maintain the HL because of their 
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family background (Comanaru and Noels 2009, Oriyama 2010). Oriyama talks 
about her Japanese descent participants in Australia feeling the need to raise 
their children fully proficient in Japanese. Some of her participants went so far 
as to claim that being Japanese in Australia, without the language—or without 
‘proper’ Japanese—made them non-Japanese. Comanaru and Noels reported that 
some of their participants in Alberta, Canada expressed guilt at disappointing 
others for their lack of heritage language proficiency. As Canadians of Chinese 
descent, they felt a sense of obligation to maintain Chinese because of their her-
itage. An identity discourse with a similar sense was also found in Nesteruk’s 
(2010) study, whose participants felt guilt and shame for not doing enough to 
see that the family heritage was continued in the next generation. There were 
other dimensions to the discourse of identity in the literature, such as the feeling 
of belonging and loyalty toward other multilinguals (Dagenais and Day 1999), a 
stance that points to the possible development of unique cross-group cultures 
among new generations in diaspora.

7.5.3 Less frequently found discourses

The five discourses in the middle of frequency were distributed in this way: 
utility, 12 studies; affect, 11 studies; validation, 11 studies; access, 11 studies; 
correctness, nine studies. The utility discourse category yielded interesting 
results. The analysis reveals that in some of the studies, the utilitarian dis-
course referred to economic benefits in a straight-forward manner. One of Saka-
moto’s informants explicitly noted the status Japanese language enjoyed and 
wished that eventually their children’s linguistic capital (Bourdieu 1977) would 
lead them to successful careers. This feeling held particularly true for partici-
pants who had lost their first language when very young (Kouritzin 1999). Other 
times, this discourse appeared more multidimensional. For Richard, a man of 
Cree descent in Kouritzin’s study, the usefulness of the Cree language traversed 
several dimensions, as illustrated by his words: “Cree could accommodate the 
Cree wants and needs more than English could. English became lacking; it was 
not as colorful; it was not as useful—it was dry. Cree became a more colorful 
world, became a more precise world. You could describe things in Cree you 
couldn’t describe in English” (71).

An aspect of the utility discourse in Dagenais and Day’s study as analyzed 
through the criteria set was an assertion of the ‘usefulness’ of the English lan-
guage in the world. The discourse was extended to include the heritage language, 
but not because of its utilitarian nature, per se, in the sense that English was. 
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It connected at various levels within the family and was understood as an inte-
gral component of the children’s trilingualism, which in itself was seen as useful, 
more than the heritage language by itself.

The discourses of affect were not found as frequently—or explicitly—as such 
in the literature as I had anticipated. Only slightly under half of the studies con-
tained discourses identified as affective. Their pervasiveness, however, should 
not be ignored given that some intriguing instances of the affective discourse 
were coded. For instance, Tannenbaum’s (2005) findings seem to problematize 
the role of affect in HL development. Affective relationships with the L1 can be 
avoided by using the L2, or the L1 can be used as a significant tool for affective 
meaning making in the family. Language can be seen as a tool for cutting ties with 
the past or for providing the past with continuity in the new country—in spite of 
past negative experiences. What is striking about the discourse of affect is that 
the very act of talking about HLs can be emotional in itself. The affect discourse 
seems to be ever-present in discussions of HLs, either explicitly or implicitly. This 
was the case in the data set and also in the research literature.

The discourse of validation, also with 11 instances in the literature, was 
found to mirror the data set at least at two levels: personal validation and societal 
validation. At the personal level, Decapua and Wintergerst (2009) described a 
German family’s trip to Germany. When the oldest child in the family took daily 
excursions on her own to different cities, she was able to fully appreciate the Ger-
man-language descriptions of exhibits in various museums. She was also able to 
communicate effectively with the German-speaking people around. These experi-
ences seemed to have a validating effect on her in how they made her feel that her 
language was valid and had a place in society. At the societal level, some studies 
also resonated with the data set. Sodhi (2007: 294) reported that the Sikh women 
in her study created a “third space” in their hearts and minds, which allowed 
them to embrace their new hybrid identities and thus “the best of both worlds.” 
“Safe houses” such as these—not only mental, but also physical—were found in 
the data set to have a powerful validating effect on members.

The discourse of access also had 11 occurrences in the literature examined. 
The review revealed that it mirrored the proposed taxonomy, particularly in the 
allusion in the discourse to a door-opening function. Park and Sarkar’s (2007) 
study used a HL development discourse of access to language learning and to 
academic achievement. Decapua and Wintergerst (2009) contained a discourse 
of accessing other cultures. Li, X. (1999) and Li, G. (2006) revealed the presence 
of discourses of access to participants’ roots and family connections and to their 
host cultures. The discourse in Nicholas’s (2009) study with Hopi Native Ameri-
cans referred to accessing other ways of thinking through language, and Magu-
ire’s (2005) study in Quebec, Canada, referred to language maintenance as a 
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doorway into the world. Therefore, the HL development discourses found in the 
literature were almost perfectly in line with the analysis conducted in Chapter 6.

The final discourse in this grouping, the discourse of correctness, also was 
not without multiple dimensions, reflecting the data set reported in Chapter 6. In 
Schecter and Bayley’s study (2002), the discourse of correctness often referred to 
dialectal differences and regionalisms, which were unacceptable by some of the 
highly educated Mexican parents living in California. This was echoed in Cho’s 
(2008) study where parents monitored their children’s use of MSN (an online chat 
tool) in efforts to ensure they used correct forms of Korean. Another type of this 
discourse was also present in this study as the parents insisted on the correct 
honorific forms in Korean. Chumak-Horbatsch (1998) contained discourses refer-
ring to how the quality of the Ukrainian the children spoke was very important to 
parents. In Oriyama’s study (2010), the correctness discourse equated speaking 
poor Japanese to childishness and therefore immaturity, a discourse that is often 
found also among adults studying an additional language. A further dimension 
of the correctness discourse, as analyzed in the previous chapter, was the prefer-
ence for language purity. Sakamoto, for instance, reported that parents attempted 
to create a home environment that kept the development of different languages 
rather separate, thus discouraging language mixing. Although Pease-Alvarez’s 
(2002) article only contained two other discourses (identity and cohesiveness), 
the discourse of correctness arose strongly in relation to code-switching. Accord-
ing to Pease-Alvarez, some of the participants used discourses against mixing 
languages and other participants spoke in favour of this practice. Parents, in par-
ticular, seemed to hold negative opinions of code-switching, seeing it as an index 
of linguistic incompetence. Children, however, were much more inclined to view 
language-mixing and switching behaviour in positive terms.

7.5.4 Least representative discourses

The least common discourses found in the literature were opposition, cosmopol-
itanism, and aesthetics. Depicting the discourse of opposition as having low rep-
resentation in the literature may be deceptive. Arguably, as also posited in Chapter 
6, all efforts to transmit heritage languages to the new generations, or even engag-
ing in conversations about such goals, can be interpreted as acts of resistance. 
These activities produce discourses laden with ideologies that implicitly contest 
the dominant and even official language structures. Therefore, oppositional dis-
courses may be seen across all the studies. Additionally, oppositional discourses 
of the rhetorically gentle type as well as the more forceful ones were unequivocally 
present in the literature. In Pacini-Ketchabaw et al.’s (2001) study, there was a 
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somewhat gentle, but clear, discourse of resistance toward assimilatin g forces. 
One of the parents, in an attempt to ensure her two sons did not assimilate too 
rapidly to the dominant culture, challenged the resistance she encountered at 
school, mainly in reaction to the teacher’s insistence that the family use English at 
home. The mother used an explicit discourse of opposition when she stated that, 
even if she knew enough English to communicate with her children, she would 
choose Spanish as it was the school’s role to teach them English and the family’s 
role to teach them Spanish. A less gentle discourse of opposition can be found 
in Li’s (2006) article. One of the participants, Mr. Ma, spoke explicitly about dis-
crimination being “very much alive in society” and a prevalent attitude “against 
the Chinese community” that he hoped would be diminished by the learning of 
English by the next generation.

The fact that cosmopolitanism discourses were largely absent from the lit-
erature could be seen as a predictable outcome. A commitment to heritage lan-
guages and cultures may be viewed as narrow thinking based on nostalgia and 
on attempts to cling to a romantic past, whereas a cosmopolitan outlook is more 
readily interpreted as progressively looking to the future. Only five out of the 24 
studies contained some type of discourse that could be described as cosmopolitan 
(Dagenais and Day 1999, Park and Sarkar 2007, Cho 2008, Nesteruk 2010, Oriyama 
2010), but in some cases this discourse was only alluded to in passing as part of 
larger themes. There were only budding traces of the discourse, but by and large, 
the scholarship on HL development has not, as of yet, taken up this relationship 
in and of itself. Thus, while focused discussions on the relationship between HL 
development and cosmopolitanism are still largely absent from the discourses, 
this is not to say that cosmopolitan discourse surrounding HL development exists 
only in exceptional cases or not at all. Further scholarly work looking at this rela-
tionship is needed to arrive at a fuller picture of this discourse in discussions of 
HL development. Chapters 13 and 14 are attempts to engage in this conversation.

Finally, the least discussed discourse in the literature was aesthetics, with 
only three studies containing any references to this category (Schecter and Bayley 
2002, Gibbons and Ramirez 2004, Oriyama 2010). Oriyama, for instance, writes 
that one of his participants “likes Japanese as a language and believes that Japa-
nes e often has better expressions [than English]” (86). Whereas the lack of cosmo-
politan discourses in the HL development literature may be seen as a shortcoming 
by some readers, the relative absence of aesthetics discourses could be welcome 
news by some who may interpret this almost non-existence as a possible sign 
that certain views that assign certain languages inherent characteristics, such 
as magnificence and beauty, and other languages primitivity and repulsiveness, 
may be on the decline. Finally, of the 24 studies reviewed, it is interesting to note 
that three publications (Schecter and Bayley 2002, Gibbons and Ramirez 2004, 
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Oriyama 2010) contained nine out of the 10 discourses, with only cosmopolitan-
ism being absent, and Oriyama contained eight, with only affect and opposition 
discourses not present.

The results of the examination presented in this chapter show that it is possi-
ble to take a discourse approach to discussions of HL development and to engage 
with the research literature in such deliberations. All 10 discourses proposed in 
Chapter 6 based on an ethnographic data set were found to exist in a selection 
of 24 studies from across languages and contexts when examined through a pre-
pared set of criteria. This indicates that the proposed discourse typology does in 
fact help tell the HL development story. However, as was made evident throughout 
the last two chapters, implicitly, but also at times explicitly, discourses are any-
thing but discrete and clearly defined entities. Discourses are always enmeshed 
in broader—and deeper—ideological stances and systems of meaning making. In 
the next chapter, I atempt to engage with such intricacy.

7.6 Chapter summary

In this chapter, I have presented the results of applying a discourse typology to a 
selection of publications that address HL development issues. I showed that the 
discourse typology developed as a result of ethnographic research is compatible 
with the academic discourses on this topic. To ascertain if this typology of HL 
discourses could extend to a broader circle of languages and cultural settings, 
I initially reviewed 47 relevant articles written on HL development and related 
topics in the past 20 years. Upon a close reading of the selected articles, I nar-
rowed the list of empirical sources to 24, where evidence of the discourses could 
be found.

I grouped the discourses that appeared in these 24 studies according to fre-
quency, and then discussed them for their unique findings and contributions 
to the literature. I then examined some of the factors that might have led to 
certain discourses being more frequent than others. Examples from the litera-
ture helped to demonstrate nuance and contribute to our conceptualization of 
the different discourses of HL development and bilingualism generally. In terms 
of a broad-sweeping conclusion, none of the higher discourse frequencies were 
remarkable. Cohesiveness and identity, for example, are well-established motiva-
tors of HL development. Some of the lower frequency discourses may have been 
such because of (1) recency to the field and thus lack of scholarly publications 
discussing these constructs (i.e., cosmopolitanism); (2) less emphasis currently 
being put on certain aspects of HL development or language in general (i.e., 
aesthetics); and (3) the fact that some discourses seem to underlie other, more 
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prominent ones, and thus when singled out, appear to receive less attention (i.e., 
opposition as possibly present in all of the discourses in some way or another). 
Although I had begun to engage with some of the overlapping characteristics 
of the 10 discourses identified and discussed in Chapter 6, the border-crossing 
qualities of the discourses of HL development—which reflect the fuzzy nature of 
discourse categories more generally—became exceptionally clear when applying 
this typology to the body of HL scholarship.
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8  Discourses III: Problematizing  
the discourse typology

8.1 Introduction 

In Chapter 7, I applied the discourse typology to a set of HL development studies in 
order to test its applicability to the body of knowledge in this research area. Through 
this analysis, I showed that the typology is at least consistent with the academic 
discourses on the topic, albeit loosely applied. In the present chapter, however, I 
intend to complicate the typology by deconstructing its artificial boundaries and 
looking at the deeper structures of the categories. I first provide a rationalization 
for taking a discourse-based approach to HL development. I then describe some of 
the ways in which the discourse boundaries are blurred and look at their various 
interrelationships, subdivisions, and characteristics. I end the chapter with some 
possible implications of taking a discourse-based approach to HL development.

8.2  Rationalizing a discursive approach to heritage 
language studies

An understanding of a variety of issues and factors, such as the individual, 
 familial, and societal benefits of HL development is well established in the 
 sociolinguistics research literature (e.g., Kouritzin 1999, Schecter and Bayley 
2002). More explicit analyses from the perspective of discourses, however, 
have not been attempted. It is by and large recognized in several interrelated 
 traditions of discourse analysis (Foucault 1980, Fairclough 1992, Gee 1999, Wodak 
et al. 1999, van Dijk 2008) that discourses are a social practice. Furthermore, in 
line with comprehensive macro and microanalyses of discourses on a range of 
topics, as shown in Chapter 5, I take the position that discourses are produced by 
 particular ideologies, situations, and contextual realities, and at the same time 
are constitutive of them. Following these theoretical and research traditions, this 
chapter takes the stance that discussions of factors affecting HL development, 
and of the consequences of maintenance and loss, can be profitably enriched by 
drawing on the ample interdisciplinary scholarship on discourses. Therefore, the 
chapter  revisits the diversity of meanings present in the families’ discursive con-
structions of language development and maintenance. I argue that, as is the case 
with all discourses, talk about HL development contains elements that indicate 
their origin. At the same time, this talk has the potential of effecting, or at least 
contributing to enacting, HL development in the new generations.
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8.3 Overlapping discourses of heritage language development

The existence of a persistent overlap across discourse categories and their recur-
sive interrelationships was revealed in the course of conducting the research on 
which the chapters in Part II are based. This was evident both in the data from 
which the discourse typology was developed, as well as in the meta-examination 
of the research literature. As Gee (2005) posits, there are no discrete discourse 
boundaries. These are constantly changing and new ones being created, con-
tested, or reconfigured all the time. He argues that it does not matter so much 
how we count the discourse categories as what the discourses do. They, he con-
tinues, are “defined in relationships of complicity and contestation with other 
Discourses, and so they change when other Discourses in a society emerge or die” 
(31). Clearly, the discourses analyzed in this book also do not exist as discretely 
defined entities; rather, they are fluid and in flux as a result of social life factors 
and processes of ideology formation and socialization, among many others. Like-
wise, each of the discourses can be further divided into additional discourses that 
have complex relationships among themselves and with other categories, and the 
categories themselves can be grouped in different constellations of discourses. 

8.3.1 Interconnected constellations of discourses and their attributes

A conceptual mapping of the discourses points to the existence of three discourse 
clusters. These groupings also display characteristics found in the discourses 
and are subject to the same types of interlinkages. In terms of interrelationships 
among all the discourses of HL development, affect emerges as the most central. 
An example of this is provided by Fishman who argued that there is a strong rela-
tionship between language and identity (1999). More specifically, as in his work 
In Praise of the Beloved Language: A Comparative View of Positive Ethnolinguis-
tic Consciousness (1996a), he wrote about the positive opinions—discourses—
espoused by speakers of languages from around the world about their own lan-
guages and how their languages are connected to ethnicity, religion, land, among 
other relationships. Fishman collected praising comments about different lan-
guages from all over the world and would sometimes read one of these comments 
to speakers of other languages and asked them to guess what language the com-
ments were about. Almost invariably, he asserted, they guessed the comment was 
about their own “beloved language.” This, inter alia, points to the role that affect 
plays in the construction of people’s perspectives on their own mother tongues, 
which arguably, also indexes a link to identity. I return to the significance of affect 
as an umbrella term shortly.
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Cluster 1 comprises identity, validation, cohesion, and aesthetics, with affect 
occupying the node position connecting all others. Cluster 2 is made up of three 
discourses: utility, access, and cosmopolitanism, and Cluster 3 only contains 
opposition and correctness. The discourse of identity in Cluster 1, for instance, 
can be easily sub-grouped with cohesiveness, affect, and validation. Likewise, 
thematic trends in the identity discourse include issues of ethnic/cultural pride, 
cultural continuation, and validation, the L1 as a link to family heritage, and 
multilingual identities as a common ground for the formation of friendships 
(e.g., Maguire 2005). The distribution of discourses into clusters, with affect in 
the node position, implies a dominant conceptualization of HL development as 
including at least the following: loyalty, nostalgia, history, self-esteem, emotions, 
passion, interconnectedness, continuity, belonging, acceptance, self-worth, 
family, and a feeling of prestige, among many other connotations. The central 
unifying umbrella term for Cluster 1, which according to this view, can be seen as 
largely dominant in the typology, is the notion of pride. 

Pride, then, may be understood as a meta-discourse of HL development, one 
that encompasses a variety of branches, some of which are present in Cluster 1. A 
sense of pride is possessed by families subscribing to a HL development project 
and developed by those individuals who succeed as the subjects of this project. 
Conversely, the lack of a sense of pride in the heritage language may lead to an 
unwillingness of families to transmit the heritage language to their children. This 
unwillingness may be the result of negative experiences in their home countries, 
and these experiences themselves possibly leading to negative language ideolo-
gies for families uninterested in pursuing HL development. More often, however, 
these language ideologies are the result of persistent hegemonic forces in their 
home cultures and in their host cultures. As was discussed in Chapter 4, there is 
a paradox of cultural reproduction in the way families often endeavour to contest 
the official language and social structures on one hand, and reproduce these ide-
ologies in their practices, on the other. The lack of a sense of heritage language 
pride may also be the result of the inability—for whichever reason—of individuals 
to develop and maintain their heritage language. As we discussed in the previous 
chapter in relation to the discourse of identity, lack of proficiency in the heritage 
language sometimes leads to guilt on both parents and children. This sense of guilt 
is often related to feelings of shame. This shame arises from the belief that individ-
uals and families were responsible for passing on the family heritage to the new 
generations and having failed. Hence, meta-discourses of pride lie at the opposite 
end of the language ideological spectrum, in relation to negative ideologies that 
may include a sense of shame. The pride discourse umbrella, then, can be con-
trasted with linguistic and cultural assimilation, emotional detachment from the 
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heritage language and sometimes even heritage language devaluation as a result 
of hegemonic language ideologies.

Cluster 2, made up of three discourses, utility, access, and cosmopolitan-
ism, implies a notion of HL development as a key that opens doors. Access, a 
discourse of HL development, may also be seen as the central concept in this 
cluster, and thus, also an umbrella term. Although the access meta-discourse 
is not as dominant as pride, it seems to play a significant role in the discourses 
of HL development in general. It is applicable to intimate connections to family, 
community, and culture, as well as to materially instrumental or broader goals 
such as socioeconomic mobility, intellectual growth, and a global sense of place. 
Furthermore, each of the discourses in this and in the other two clusters can 
be discussed in terms of their local associations. Access, on one hand, overlaps 
with utility. The HL is useful when accessing people’s own ethnic community. The 
frequent use of the ‘door opening metaphor’ in participants’ discourses is further 
evidence of this overlap as the language is seen as a key that opens different 
types of doors, including those leading to economic opportunities. On the other 
hand, access overlaps directly with cosmopolitanism. Access is part of a cosmo-
politan outlook when seen as a passageway to other cultures and communities. 
Cohesiveness is also part of cosmopolitanism when seen as the glue that unites 
the global village. Identity is also part of the cosmopolitanism umbrella when 
seen as a way of being in the world, and hybrid identities are the substance of 
cosmopolitanism when individuals draw on more than one cultural system as a 
source of identification.

Opposition and correctness make up Cluster 3. Together, they add the  critical 
edge to the discourses of HL development. The fundamental component of this 
cluster is its political substance. The political meta-discourse suggests that when 
seen in these terms, the number of discourses of HL development may not be 
a suitable measure of their significance. Despite being the smallest  grouping, 
 politics is a deeply rooted meta-discourse in HL development. Language is laden 
with ideology. Heritage language development and maintenance perhaps even 
more so given that sites of language maintenance are sites of ideological strug-
gle.  Heritage languages, as the underdogs in this interaction, strive to subsist in 
the midst of perpetual threat. Seen in this light, HL development seems to lie 
between politics and emotions.

The upshot of this discussion is the impossibility of speaking of discourses 
of HL development without acknowledging their inherent interrelationships. All 
the discourses are implicated with one another. No matter which way we look at 
them, their interconnectedness is clear. Thus, discourses can be understood in 
terms of interconnected constellations of discourses that can work in a multitude 
of configurations and sub-divisions.
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8.4 Implications of typologizing discourses

Drawing on ethnographic research data, the preceding chapters have proposed 
a discourse based approach to the study of HL development. Despite the argu-
ments made above in regards to the complex interrelationships among dis-
courses, I posit that dominant discourses of HL development may be found in 
ethnolinguistic groups. In my analysis I have taken a rather broad look at the 
discourses of HL development. These discourses, although not discreet, provide 
a first attempt at using this lens as a way of engaging in discussions on the topic. 
I do not intend, however, for this meta-view of HL development discourses to 
be seen as exhaustive; rather, this is to be understood as a preliminary effort 
of this nature. Many other discourses were identified and considered as part 
of this project, but it was beyond the scope of a preliminary model to attempt 
to provide a more comprehensive examination. It is expected that many other 
discourses of HL development may be proposed, and alternate relationships 
attempted, in future work.

8.4.1 Theoretical implications

An objective of the chapters in Part II was to illustrate the diversity of  discourses 
related to HL development that circulated among the participating  families, 
many of which have also been discussed amply in the literature, albeit  sometimes 
implicitly. At the same time, through this discussion I intended to further stress 
and describe the conceptual and practical complexity of the HL development 
issue. The postmodernist contention that “truth” and “knowledge” are plural, 
contextual, and historically produced through discourses has been found 
to be very much the case with the many dimensions of the HL development 
 phenomenon. From this perspective, the analysis has attempted to challenge 
the essentialist myth related to HL development, specifically around linguistic 
minorities’ interest in preserving and transmitting their cultural and linguistic 
heritage. Therefore, the chapters in Part II serve to support the view that the dis-
courses of HL development are as complicated as any other social phenomenon 
and these are interrelated and changing through time, space, socio-economic, 
and other contexts. Moreover, this analysis may enable scholars to look at HL 
development from a different perspective by providing discursive resources to 
“talk about” it in different ways. Thus, these collective of discourses can be seen 
as a typology that may help further theorize HL development. This preliminary 
operationalization offers a potentially useful heuristic to probe factors affecting 
HL development in families. 
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8.4.2 Empirical implications

Likewise, the outcomes of this analysis may be a starting point for researchers to 
relate this heuristic usefully to the substance of their own data and contribute to 
building a framework for future HL development study. One possible application 
of this emerging framework could be found in cross-linguistic comparisons of HL 
development. In this regard, the creation of a research instrument drawing on 
the present typology is already underway. Once finalized, this instrument may be 
initially tested with a segment of the Hispanic population in Edmonton, Canada, 
and subsequently, with a cross-linguistic sample in order to draw preliminary 
similarities, differences, and idiosyncrasies in these populations and to begin to 
refine the model. Further research and theoretical scrutiny will no doubt expand 
and fine-tune this line of inquiry or otherwise dismiss it as unproductive.

8.4.3 Dialectical implications

Given that discourses are constitutive of and constituted by social reality (Wodak 
et al. 1999), the contexts and situations in which discourses emerge shape and 
affect them. Similarly, discourses of HL development may have an impact on 
families and communities’ sociolinguistic realities. It is possible that families 
may be putting too much faith in HL development—by expecting so much from 
it—leading one to wonder whether they may be setting up themselves for future 
disappointment. Can HL development deliver on the promises implied in the 
(especially positive) discourses? It is my contention that regardless of whether 
these expectations are too ambitious or not, the fact that these desires are being 
thought and expressed discursively, in itself, may have an effect on what families 
do practically. Following Foucault (1972), who saw discourses as “practices that 
systematically form the objects of which they speak” (54), I would like to end this 
book section with the claim that making these discourses explicit and public may 
contribute to the spread of a HL development ideology and thus, ultimately con-
tribute to the promotion of heritage languages.

8.5 Chapter summary

In this chapter, I have attempted to problematize the boundaries of the discourses 
in the typology that I have been building from Chapter 6 in order to begin a dis-
cussion of the fluidity of discourses of HL development, and examine the possible 
implications of this lack of stability. It is helpful to conceptualize of the overlap 
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and interconnectivity present in the discourse categories in terms of constella-
tions, or clusters, that are interrelated in different ways. By looking at the dis-
courses in this manner, larger macro—or umbrella—discourses seem to emerge 
which unify elements from different clusters. Pride and affect are examples of 
these. Therefore, in this chapter I set out to show that identifying a number of 
discourses and the similarities and dissimilarities among them can help larger, 
meta-discourses to emerge and possibly unify the numerous areas of intersection 
and division.

As shown, sometimes the discourses relate to one another in more linear 
ways, such as the HL being thought of as useful for accessing the home or 
other cultures. Other times, they seem to take on more abstract relationships; 
for example, the way that HLs can be talked about for their ability to express 
emotion better than the L2, or how, no matter what is being said about the HL, the 
comment itself is being expressed affectively. It was my goal in this section of the 
book to show that insofar as discourses can be seen to “form the objects of which 
they speak,” the possible interrelatedness of the discourses of HL development 
and the promotion of HLs have potential to form an interesting and productive 
avenue of research in HL studies, from data collection to organization and inter-
pretation to analysis.

An issue that could not be overlooked in these last two chapters, however, 
is the one posed by attempts to identify discourses across the literature where 
examining discourses was not the aim. As every study seeks to answer a par-
ticular question or set of questions, these inform what data are useful, and thus, 
make their way into the published research findings. Clearly, the processing of 
data shapes the kind of picture that emerges in a particular study, which directly 
influences the discourses of HL present in the literature. A central limitation 
of the present analysis, then, is related to the fact that no research questions, 
methods, or complete sets of data of the studies were accessed, examined, or con-
trasted with one another. Therefore, it is impossible to know for certain whether 
the studies in which all 10 discourses were represented and those which only 
displayed a few are being accurately portrayed in this meta-analysis.
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9 The role of community

9.1 Introduction

This chapter begins Part III of the book by addressing one aspect of the heritage 
language development strategies found in families, namely their recognition of, 
and capitalizing on, the socializing power of the community. I first engage with 
some of the issues that have been researched in relation to communities more 
broadly as a way of highlighting their potential for families and individuals. Then 
I draw attention to the relationship of HL development specifically to communi-
ties. The core of the chapter is grounded in three grassroots community groups 
that explicitly pursued language and culture maintenance and this discussion 
is enriched by the description of additional organizations with similar and also 
different goals. Based on ethnographic data, I outline the informants’ motiva-
tions for starting and joining the groups and underscore some of the key per-
ceived benefits that are drawn from participation in the groups. I end the chapter 
with an interpretation and discussion of the role of the grassroots groups for the 
participants.

9.2 Why are communities relevant?

When it comes to HL development, the unit of analysis should be the family. This 
does not mean that HL development occurs equally across family groups. What 
this suggests is that the family is the central collective that facilitates socializa-
tion and maintenance processes. It is assumed that the family alone, especially 
the nuclear family, is not always—or frequently—able to facilitate this process 
without help. It takes a village to maintain a minority language, but it is the 
family that mediates between the individual and the village. Since the village—
the community—is embedded in the broader society, or, the “national culture,” 
it can play a buffer role between the minority family and the larger society. This 
relationship and embracement gives the family and its members a sense of 
community that validates their place in society and provides sources of support 
and belonging. In the previous chapters I described and provided examples of 
issues and concepts emerging from families’ experiences in their own homes, 
communities, and in society in general. However, we have not analyzed in detail 
the key role that community groups play in HL development. In the section that 
follows, I briefly discuss research from particular traditions, which, in addition 
to being of relevance to the issues that are the focus of this chapter, may also 
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provide further useful background to the entire discussion of the book. The role 
of communities as sources of practical and emotional support, coping mecha-
nisms, and many other factors are discussed. This research helps to describe 
and analyze how, in the absence of extended families, the village can be recre-
ated in diaspora as a key means of helping families socialize their children into 
favourable linguistic ideologies and as a source of essential types of support to 
adults.

9.2.1 Introducing the role of community through sense of community

The concept of sense of community (SOC) has been developed and empirically 
tested in dozens of studies following Sarason’s (1974) foundational work. McMil-
lan and Chavis (1986) define SOC as “a feeling that members have of belonging, 
a feeling that members matter to one another and to the group, and a shared 
faith that members’ needs will be met through their commitment to be together” 
(9). In this work, McMillan and Chavis have described the fundamental elements 
of sense of community: membership, influence, integration, and fulfillment of 
needs as well as shared emotional connection. As part of this work, they have 
also delineated the process of developing positive relationships, connections, 
and support networks as central to the survival and improved well-being of 
 communities. 

One specific line of inquiry has focused on resiliency. Sonn and Fisher 
(1996, 1998) have explored the resilient ways in which communities respond 
to adverse or stressful conditions, such as oppression and change. In their 
research with Colored South Africans,1 Sonn and Fisher (1996) found that 
because of their mixed ethnic ancestry, members of this group found them-
selves in-between cultures in the context of Apartheid. The researchers found 
that these individuals relied on mediating structures and alternative activity 
settings (e.g., extended family, schools, churches, sporting groups) from which 
they could derive community benefits such as a sense of psychological related-
ness, belonging, and security. Thus, through their participation in these activ-
ities they were able to resiliently reconstruct and maintain social and cultural 
identities that had been devalued, and as a consequence, denied to them. Sonn 
and Fisher likened the functions of these alternative settings to those fulfilled 
by Black churches in the United States.

1 A mixed ethnic group living in South Africa with a predominantly European ancestry com-
bined with several South African tribes and other ethnic groups (e.g., Indian).
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9.2.2 The therapeutic role of churches in Black communities

McMillan and Chavis (1986) briefly address the sense of community prevalent 
among Blacks, especially in relation to group membership, shared values, and 
shared emotional connection, but without specifically focusing on the role 
of Black churches in the lives of these groups. In related lines of scholarship, 
however, the study of the key role that churches play in Black communities in the 
United States has been increasing since the 1980s. Gilkes’ (1980) seminal work 
first identified the therapeutic function these groups play for the church mem-
bership (e.g., validation of experience). For example, informed by systems theory 
and group relations theory as their conceptual frameworks, McRae, Carey and 
Anderson-Scott (1998) have studied the ways in which different Black churches 
adjust how they operate depending on the needs of their membership. Although 
to my knowledge sense of community was not named explicitly in their work, 
the role Black churches play in the lives of their members can be understood as a 
function of the sense of community that is fostered through participation in that 
group. One of the key roles of the churches, McRae, Carey and Anderson-Scott 
(1998) found, was as supportive networks. Their research, based on focus group 
discussions with members of four Black churches in the United States, showed 
that Black churches offer a system-centered approach to dealing with the com-
munity mental health needs of African American populations. One of the tradi-
tional missions of the Black church has been to provide their community with 
material and psychological support. Black churches have served as mutual aid 
groups, providing for African Americans a sense of belonging, role models, 
interpersonal learning, and safe environments in which to share and express 
ideas and feelings. These churches, according to McRae et al. (1998), function 
as bridges that connect members to others who share similar values and reli-
gious beliefs. Because they foster feelings of acceptance and provide support to 
members, they often see the church membership as a family. In fact, they found 
that members who were from out of state relied on the church to fill the void left 
by the absence of family.

Grassroots groups, such as churches, are key players in the identity, social, 
and cultural development of communities. This is strongly the case for Black com-
munities in the United States. This process, Mays (1986) asserts, ought to be ana-
lyzed as situated in particular socio-historical contexts. For African Americans, 
such socio-historical reality is embodied in the slave trade. Mays argues that in 
order to understand the development of identity for Black slaves, it is necessary 
to see it as departing from that of the White master. These communities, and the 
shared social life of their members, shaped their identities and for this reason affili-
ation to the church became necessary as it provided comfort and practical support. 
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A sense of culture, family, pride, and self-respect was not available to Black slaves 
outside of the church context, which became a sort of protective sanctuary for 
them. The severe racial segregation that prevailed during slavery brought about 
the ghettos. In order to survive, these marginalized communities had to rely on the 
only resources they had at their disposal: each other. Therefore, the entire com-
munity had to take on the task of caring for its members. They became sources of 
material and emotional support and raised their children as big extended fami-
lies. This is not surprising, given that the extended family has been identified as 
a strong feature of Black communities (McAdoo 1995). The extended family unit 
has also been identified as a central feature of many other groups, such as Asian 
groups, and has been connected to an ideology of community centrality (Arthur 
2000). The extended family is also a key cultural orientation for Hispanic popula-
tions and has been examined using the term of familism.

9.2.3 Hispanic familism

Familism refers to core values that emphasize loyalty to the nuclear and extended 
family as a unit and relying mainly on this family for support. It can be described 
as a collection of strong feelings of identification and attachment of individu-
als with both their nuclear and extended families (Sabogal et al. 1987). With this 
attachment come strong feelings of loyalty, reciprocity, and solidarity within the 
family. Familism is a construct that has been examined in the context of Koreans 
(Kim 1990), Chinese (Lau 1981), and other groups. Familism has been shown to 
exist in all ethnic groups and in all individuals, to varying degrees, and it has been 
found to be one of the most important cultural values of Hispanics. The existence 
of familism in Hispanic cultures has been documented in a wide body of research, 
especially in psychology. It has also been found that Hispanics exhibit a signif-
icantly higher level of familism compared with other groups. For instance, it is 
suggested that familism is a more common feature of Latino families in the United 
States diaspora as they often display more cohesion, intergenerational exchange, 
and family support than do Anglos. Building on the above line of scholarship in 
combination with fieldwork with Hispanic community groups, a situated type of 
familism is proposed later in this chapter.

9.2.4  The role of grassroots community groups in HL development:  
British Columbia

The role of grassroots community groups has received little attention in its own 
right within the literature on HL development. Studies often provide a cursory 
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commentary on the existence of community groups or complementary language 
schools within a certain minority language context, but a review of the relevant 
literature suggests that the role that these groups play in the multifaceted process 
of child language and culture socialization remains largely unknown. The follow-
ing sections draw on data from an ethnographic study conducted between 2005 
and 2007 in the Hispanic community of Metro Vancouver. These sections high-
light the various roles that grassroots groups have played in the children’s herit-
age language socialization, and in the lives of the participating families, among 
other functions. In this part of the chapter I tell the stories of how the groups 
emerged out of desires and needs of community members in relation to their chil-
dren’s Spanish language socialization. In general, I found that families formed 
or became involved in these support groups in order to transmit language and 
culture to their children. Moreover, the study revealed that the families further 
exerted their agency by strategically turning these spaces into “safe houses” to 
resist assimilation and into venues for the Spanish socialization of their children, 
which enabled them to also transmit cultural values, such as familism. In the 
following section, I provide a brief introduction to the organization of each group, 
its purpose, and activities.

9.2.4.1 El Grupo Scout Vistas

Organization
El Grupo Scout Vistas was a Spanish-language boys and girls Scout troop. Its 
members met every Friday evening from 5:00 to 8:00 p.m. in a community school. 
The family of each child contributed about $50 a year to cover insurance costs. 
They also covered additional expenses like uniforms, fieldtrips, and other activi-
ties. By the time I learned about the group, it had gone through several incarna-
tions since its initial formation in December 2000. Mr. Maradiaga, co-founder, had 
been a Boy Scout in Guatemala from the time he was 11 years old and Mrs. Fernán-
dez, his wife and co-founder, had been a Girl Guide in the same country as well.

Purpose
According to the founders, philosophical differences between their conceptual-
ization of scouting and that of Scouts Canada were a primary motivator in the 
couple’s decision to officially join the independent Scouting Movement through 
Baden-Powell Scouting Association (BPSA) British Columbia in March, 2004. 
The leaders stressed that the objectives of their group were not limited to playing 
games and having fun. There was a much deeper impetus that attempted to 
educate and socialize children and youth into values related to physical fitness 
and nature. This scouting group differed from traditional scouting groups in 
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its emphasis on fostering a social consciousness in the children, which would 
help them to become responsible and contributing citizens of the larger society. 
But perhaps the way in which the group departed the most from other scouting 
groups was in its facilitation of the transmission of Spanish language and literacy 
as well as Hispanic culture.

Activities
Most of the activities conducted in the Scout group took place on the commu-
nity school grounds. These activities could be classified into language and lit-
eracy related, Scouts proper, arts and crafts, games, and sports. Therefore, the 
Scouts engaged in weekly activities designed to promote Spanish language and 
literacy learning in the children. In order to support this goal, a mini-library 
project was proposed by Mrs. Fernández, and implemented with the support of 
all the parents. Every week, between 30 to 40 books in Spanish were brought 
from members’ homes and spread on a table where a parent volunteer would loan 
them to the children. This proved to be an exciting time for the children.

Scouts proper activities were varied and numerous. With one hundred years 
of history from which to draw, the Scout Movement had already accumulated a 
plethora of traditional games and skills that had become classics in Scout groups 
around the world. In addition to a variety of games, these included knot tying, 
book binding, insignia sewing, wood carving, and other Scout-related arts and 
crafts. Besides Scout-based arts and crafts, they also engaged in more culturally 
related types of arts and crafts. This became particularly common during the 
Christmas holiday season. For example, one Christmas project involved the cre-
ation of a nacimiento (nativity scene) in a showcase at the local public library. 
Although the Scout Movement has no religious affiliation, these activities were 
planned in a meeting with the consensus of all the parents. In response to a ques-
tion I posed to the group leaders sometime later about this thematic choice, they 
explained that the intention was purely cultural and that such initiatives were 
fully directed by parents.

Outdoor activities varied widely and, like indoor events, were based on 
the regular Scout curriculum as well as other activities that were unique to this 
group. Outdoor activities involved recreational, community service, survival, and 
other purposes. In general, I observed that all the children had a positive atti-
tude toward outdoor events and they seemed to enjoy them a great deal. Activi-
ties in the outdoors included camping trips at least twice a year, hikes during 
the day and also hiking expeditions during the night, which focused specifically 
on orienteerin g and learning about nocturnal animals. The Scouting troop also 
participated in removing invasive weeds from parks, tree planting, park clean 
ups, competitions in cross-country marathons, visits to bird sanctuaries, tours of 
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the coast guard, taking part in Chinese New Year and Santa Claus parades, fund-
raising for hurricane victims in Central America, among others. During camping 
trips, Scouts learned about survival skills, fire building, cookery, archery, and 
a range of other Scout staple abilities. Some parents usually accompanied the 
group on fieldtrips, who assisted with transportation and supervision. 

9.2.4.2 El Centro de Cultura

Organization
El Centro de Cultura was founded and registered as a non-profit organization in 
1999. The group rented indoor space in a community centre owned by City Hall 
in a municipality about 30 km from downtown Vancouver, and each family paid 
$50 a year to cover the cost of rent. There was ample space available and furni-
ture arranged for group work, but no playground-type equipment. Overall, the 
facilities at the centre lent themselves to more structured, school-like work as 
opposed to free play and open activities. The families came together once a week 
for one hour, three times a month, but between set up for classes and clean up 
afterward, the group members only had 45–50 minutes of actual class-time avail-
able. There was considerable national origin diversity in this group’s composi-
tion, and hence, cultural and dialect diversity, which according to the parents 
greatly enhanced the participants’ experiences as they were exposed to a variety 
of cultural practices and linguistic richness.

Purpose
The original goal of the founding parents was to create something like an escuel-
ita (little school) and also have a sharing of skills among Latin families, such as 
guitar and cooking lessons. Reportedly, the comprehensive plan was not fully suc-
cessful due to the lack of volunteers; however, the escuelita did work as intended 
and continued to operate in a similar manner—run by a small group of volunteer 
parents—in 2012 when I last made contact with some of the members.

Activities
The group classes were organized in three levels by age (3–5, 6–9, and 10–15 year 
olds). Mrs. Martínez, who had been a parent-participant since 2000, explained that 
she became a teacher in the group “by accident” and had already been teaching 
for several years by the time of our interview. She initially resisted taking this role 
because she had not been trained as a teacher, but when they were unable to find 
anyone else to fill this role, she reluctantly accepted. Overwhelmingly, the teach-
ers of the two older groups almost exclusively conducted form-focused and liter-
acy-based activities without a noticeably significant emphasis on communicative  
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competence or performance. Many of the lessons observed had a dictation, 
grammar, and/or translation focus, and were also textbook-based. Following 
instructions and other practices traditionally associated with formal classroom 
learning seemed pervasive in all of the classes observed. For example, the objective 
of Mrs. Perez’s class was to teach the children grammar, regardless of what language 
was used to teach it. Besides socialization into traditional school-like lessons con-
ducted in English, the children were socialized to linguistic attitudes that empha-
sized Spanish through English translation and the privileging of grammar.

The focus of Mrs. Nieve’s class (teacher of the youngest age group) was on 
various types of arts and crafts, puzzles with Spanish syllables, and bingo games 
with cards containing pictures of an assortment of objects that included fruit, 
vegetables, and everyday items. These activities were supplemented with various 
children’s songs, action games, and stories. In general, the content was based 
on colours, numbers, and letters. The materials used came from books brought 
from Mexico, photocopies from different early childhood education (ECE) books, 
and from other sources. Because Mrs. Nieve had been trained as an ECE teacher 
in Mexico, the work in her class was varied and usually based on activities she 
used in her teaching prior to immigrating to Canada. The most significant feature 
in terms of language use was Mrs. Nieve’s efforts to maintain the focus of the chil-
dren on speaking Spanish. There was considerable variety in the types of strat-
egies she used to achieve this goal, including explicit requests, translating the 
children’s utterances, and sometimes recasting their utterances with the appro-
priate Spanish words substituted. In Chapters 11 and 12, I specifically describe 
and analyze some of these strategies in their interactional context.

9.2.4.3 La Casa Amistad

Organization
La Casa Amistad was formed by a mother in September 2004. Six families from 
various Spanish-speaking backgrounds met for about two hours after school 
once a week at the time I did fieldwork in the group between 2005 and 2006. The 
meeting space was rented for $25.00 per session and each of the families con-
tributed $30.00 a month. This contribution covered supplies, the cost of hiring a 
teacher (at $30 per hour) for one hour every two weeks and the rental of a place 
for families. The place was called Family Centre (a pseudonym), which was an 
actual house located in a residential area.

Purpose
The non-profit organization that rented the space to the group described the 
place as “A resource centre for families with young children to meet, make new 
friends, gain a sense of community, and receive ongoing support and assistance 
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in an effort to raise healthy, happy children.” Although the Amistad families 
met and conducted their activities independently from Family Centre, the space 
seemed fitting to the goals of La Casa Amistad. The setting and equipment 
available to them made it a welcoming place for families, especially those with 
small children.

The Group’s mission statement, written in English in September 2004, read: 
“Mission Statement—purpose is to meet regularly to pass Spanish speaking lan-
guage and culture to our children.” Elaborating on her mission statement, Mrs. 
Bedward, founder, explained that her idea was to get other people involved, who 
could help her by teaching her and her children, and other families’ children, 
Spanish through a variety of activities. According to her, because she left Mexico 
when she was seven years old, she did not know the type of activities that would 
be suitable for the group. In her words: “I was trying to get together a group to 
create the cultural contacts and the cultural environment, and the child-centred 
play environment that would bring that knowledge back into my life and back 
into theirs.” In order to accomplish these goals, Mrs. Bedward proposed a number 
of activities to the original six families that met for the first time, including arts 
and crafts, a book club, games, songs, birthday celebrations, and themed activi-
ties such as Día de Muertos, Navidad, and Día de Reyes, among others. She also 
proposed a simple division of labour, assigning jobs to different parents. The 
jobs included such customary roles as treasurer, accountant, and membership 
manager.

Activities
This group struggled with self-definition, and as a result, questions regarding 
the type of activities on which to base the group aroused ongoing tension. At 
the time of fieldwork, it had already become clear to all parents that a decision 
needed to be made regarding how the group’s activities would be conceptual-
ized: semi-structured, arts, crafts, and games-driven activities vs. structured, 
school-like literacy-oriented activities. Two not entirely separate issues were also 
causing tensions: 1) the multilevel nature of the Spanish language abilities of the 
children—and some of the parents—in the group and 2) the balance in paren-
tal involvement in conducting the group activities. The latter issue, which had 
lingered for some time, had already been partially addressed by the decision to 
hire a teacher—for two hours a month—a few months after the group was formed. 
The common denominator in all the parents’ agendas for participating in the 
group seemed to be HL development. They were committed to the promotion of 
the Spanish language in their children and sought out opportunities to pursue 
this goal. Deep down, however, their goals seemed to transcend language; they 
sought out opportunities for cultural awareness and transmission, identity for-
mation, and family value creation.
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9.2.5 The role of grassroots community groups in HL development: Alberta

This chapter’s discussion of the fundamental supporting roles that community 
groups play in relation to a broad range of issues among immigrant communi-
ties is enriched and expanded by recent work conducted with additional groups 
in neighbouring Alberta, Canada. Findings emerging from research with grass-
roots groups that did not explicitly pursue language and culture maintenance 
were found to offer comparable benefits to participants. Some of the functions 
identified in these were similar and others were different to those of the core com-
munity groups discussed earlier in this chapter. Nevertheless, all were equally 
relevant to the overall arguments posited here.

9.2.5.1 The Co-Op
As reported in Guardado and Becker (2013), research conducted in 2008 exam-
ined the experiences of two Chilean families in relation to the factors con-
tributing to HL development among their children. The families lived for two 
decades in a housing co-operative (The Co-Op) that had been built as a result 
of efforts by Chilean exiles in the city of Edmonton. According to the study par-
ticipants, The Co-Op became a mini-version of Chile in the middle of the city 
and as such, offered them a sense of place and belonging in diaspora. What 
they derived from the group, however, went much further and had special 
meaning for residents of all generations. For adults, it provided continuous 
opportunities for the open use of their language and for socializing their chil-
dren into the cultural orientations and other elements that were important to 
them. The Co-Op was important for the children as it helped them feel part of 
a close-knit community that embraced them and cared for them as their own 
when their parents were unavailable due to work or other commitments. Given 
these community cultural practices, it is not surprising that the ties the chil-
dren developed with their neighbours were stronger than the ones they had 
with their kin in Chile. The surrogate family relationships they formed were 
explicitly named by the participants who stated in interviews that these com-
munity members became their aunts and uncles (Guardado and Becker 2013). 
Thus, while growing up, the children reportedly experienced different types 
of ethnocultural discovery that gradually shaped their sense of ethnic self as 
adults. During their life in The Co-Op, the two families reported having the 
opportunity to naturally and collectively engage in a sort of language sociali-
zation that for immigrant minorities in general is only possible within the 
home domain.
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9.2.5.2 REPARA
In a recent study on heritage language development, Becker (2013) examined the 
experiences of several Chilean community members in Edmonton, two of whom 
belonged to a grassroots organization, Recordar para Actuar (REPARA). This group 
was formed by second- and third-generation activist youth whose families came from 
Chile as exiles in the early 1970s. The main goal for founding the group was to docu-
ment the progressive political culture and activities of the first generation, which 
included the study participants’ own parents and grandparents. It has been docu-
mented in a number of studies that Chilean exiles in the 1980s and 1990s engaged in 
significant work for the Chilean solidarity movement internationally (Paredes 2003, 
Simalchik 2006) as well as in Canada (Baeza 2004, del Pozo 2006, Ginieniewicz and 
Schugurensky 2006, Landolt, Goldring and Bernhard 2009, Shayne 2009, Palacios 
2011). With this body of scholarly work as a backdrop, Becker’s research zoomed 
in on the ways two second and third generation descendants of exiles described 
Chilean culture, their positioning in relation to this conceptualization, and the role 
their community involvement played in their HL attitudes and practices. 

The culture with which these participants identified was more similar to the 
one their parents knew when still in Chile in the early 1970s—aspects of which they 
brought with them to exile—as opposed to the contemporary culture they found 
when visiting Chile at different points in their own lives. More concretely, however, 
participants related to the “refugee culture” narratives in the midst of which they 
were socialized and which eventually “became the pulse of their diaspora identi-
ties” (Guardado and Becker 2013: 65). This locally constructed way of identifying 
was reportedly part of the motivation for founding the group, and at the same 
time, their diasporic identities were enhanced and fostered by their engagement 
in REPARA. Therefore, their openly political work in this grassroots group served 
a deeper purpose beyond documenting the solidarity movement activities of their 
senior relatives and raising awareness of their significance. Their identity seemed 
rooted in the local community, which included the Chilean refugee culture that 
evolved in Edmonton. Their group participation served as a means to accessing 
members of that refugee culture with whom they interacted in a variety of Spanish 
that in some ways was frozen in time in their diasporic community. As with the 
other groups analyzed in this chapter, REPARA served an important function in 
the validation, re-creation, and shaping of the participants’ identities.

9.2.6 Motivations for starting the groups

The main motivation for the founders of El Centro de Cultura and La Casa 
Amistad in creating these groups arose largely out of the fear that members 
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of the new generation would grow up without speaking the language of one of 
their parents. Indeed, both of the families that headed up these groups con-
sisted of intercultural/interlingual marriages, dramatically diminishing the 
opportunities for heritage language transmission in the home. The need to seek 
out opportunities for language practice, especially in a naturalistic context, 
was therefore cited by these leaders (and most of the families) as an impor-
tant reason for their participation in the group. El Grupo Scout Vistas was the 
only one of the three British Columbia groups whose founding motives were 
not first and foremost language transmission—at least in my interpretatio n 
of the participants’ perspectives. As mentioned above, the initial motivation 
for breaking away from Scouts Canada was due to philosophical differences, 
but it was also due to cultural differences as one of the founders, Mr. Mara-
diaga, explained: “… la solución  es simple, la creación de un grupo scout 
de estructura latina: nosotros … nosotros tenemos diferencias culturales abis-
males con ellos. Entonces y tenemos la concepción del escultismo desde otro 
punto de vista” [… the solution is simple, [which is] the creation of a Scout 
group with a Latin American structure: we … we have fundamental cultural 
differences with them. And we have a Scouting conception from a different 
perspective] (Interview: 11/05/05). Regarding their second motivation, social 
change, they felt that “El aporte del grupo es la formación de niños para que 
después como adolescentes, jóvenes adultos y como adultos puedan ser útiles 
a la sociedad” [The group’s contribution is forming children, who later as ado-
lescents, young adults, and adults, can be useful to society] (Mr. Maradiaga, 
Interview: 11/05/05).

The group’s third motivation revolves around the transmission of language 
and culture. What is interesting about this group, however, is that this transmis-
sion took place under the larger scouting umbrella; by definition, the role of the 
Scout group was to pursue goals related to community service, environmental 
awareness, and global citizenry. However, the leaders had aims that went beyond 
the mandate of Scouting. In this sense, the third major reason for starting the 
group was to contribute to the local Hispanic community, and in order to do so, 
knowledge of its language and culture(s) was necessary. Mr. Maradiaga and Mrs. 
Fernández explained how they intended to reach the community and contrib-
ute to the recognition and strengthening of the Hispanic culture as well as to the 
conservation and continuation of the culture and Spanish language in the new 
generations of Hispanics in the Metro Vancouver area. Thus, within the broader 
ethical framework of this group, language and culture transmission served a part 
of the more far-reaching objective of community service and social connectivity—
locally and globally.
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9.2.7 Motivations for group participation 

The main reasons for joining given by the families generally echoed those given by 
the grassroots group founders for forming the groups. While all of them, regard-
less of the group in which they participated, had heritage language promotion 
in common, the parents also identified many other reasons for being part of the 
groups. For example, they referred to the grassroots groups as spaces where they 
felt a sense of belonging, where they could “ser como son” [be who they really 
were], and as places where they could promote social relations, build a social 
network, and promote family values. Other reasons included fostering in the chil-
dren a sense of attachment to Spanish and an awareness of the Spanish-speaking 
world from a young age, so as to ensure that Spanish language and the parents’ 
associated cultures felt natural to the children as they grew up. It was hoped 
that the achievement of this goal would have positive implications for intergen-
erational communication with parents and grandparents, and would increase 
their children’s sense of self-esteem and cultural pride. The groups, being extra- 
domestic, were also desirable because they served as sites of validation where 
the children could see the heritage language and culture in a familiar context, 
but one not limited to the home and to single-parent input. Also, as informal to 
semi-formal, family-oriented community environments, many parents relished 
in the chance to be a part of their children’s learning outside of the home. To a 
significant extent, the adults interviewed by Becker (Guardado and Becker 2013) 
in Edmonton also talked about their lives in The Co-Op as children in very similar 
terms. In the next section, I outline some of the perceived benefits of participation 
in the groups. As it becomes clear below, the benefits of participation tended to 
expand upon the original reasons for joining.

9.2.8 Interpreting the role of the grassroots groups

9.2.8.1 Creating language and cultural spaces
The notion of safe house is related to Pratt’s (1991) concept of contact zones. She 
describes these zones as “social spaces where cultures meet, clash, and grapple 
with each other, often in contexts of highly asymmetrical power” (23). Therefore, 
when dominant and marginal cultures meet, they face tensions that arise from 
their unequal relations of power as well as their potentially disparate cultural 
value orientations and languages. In the face of these latent conflicts emerging 
from asymmetrical relations and clashing interactions, or contact zones, Pratt 
argues that “people need places for healing and mutual recognition, safe houses 
in which to construct shared understandings, knowledges, claims on the world 
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that they then bring into the contact zone” (36). Some immigrants in multicul-
tural societies, regardless of their integration status or level of fluency in their 
additional languages, may feel unable to completely feel a sense of belonging in 
their new environments.

Many of the families profiled in this book expressed feelings that evoked the 
safe house notion when talking about their participation in their respective grass-
roots groups, where they found a kind of refuge. When describing their experi-
ences in Canada, they alluded to the pain of displacement, the reality of contact 
zones full of the complexities of living in a new culture, speaking a new language, 
living without extended family, and attempting to socialize their children to par-
ticular cultural values and linguistic behaviours. For instance, mothers referred 
to the groups as spaces in which they could socialize in Spanish and have the 
opportunity “para soltarse” [to loosen up] in their own language. Thus, the 
groups were like safe houses for the parents—particularly for the mothers—where 
they could express themselves freely, in atmospheres they described as “emo-
tional.” For Mrs. Martínez, El Centro de Cultura was a space where its members 
could be themselves and could express themselves in their mother-tongue. They 
saw these environments as spaces where their language and cultures were vali-
dated and where they could display these cultural elements to their children and 
socialize them according to their cultural values. Mrs. Aguirre spoke of La Casa 
Amistad as a place that evoked a feeling of safety, comfort, and nostalgia that 
her family associated with “la casa de la abuelita” [granny’s house] (Interview: 
05/14/05), arguably one of the strongest connections to home language in dias-
pora. Thus, the groups enabled families to successfully foster social relations, 
form a sense of community, and promote values such as familism, which made it 
possible for them to provide a more authentic language socialization experience 
to their children.

There was also a strong sense that these safe houses provided a feeling of 
connectedness that served a therapeutic function. Mrs. Martinez, quoted above, 
more closely exemplified this interpretation:

Las mamás se quieren sentar a platicar, es un break y a platicar en su idioma, y como dije 
la mayoría tienen esposos que hablan otro idioma, entonces tú no te … cuando tú hablas 
otro idioma no estás tan relajado como cuando hablas tu idioma porque a mí me dicen 
“cuando hablas español tu cambias, y cuando hablas inglés eres diferente,” así que eso 
… eso es otro cosa que te hace ir a estos lugares, aquello de que es para tí, cuando hablas 
otro idioma, tú te sientes que no casi así … y cuando hablas tu idioma … es tan relajado y 
te sueltas, ademanes y expresiones y lo que sea no, entonces eso para ellos también … es 
un-es un momento de- de ser como son, de ser latino y eso es- es otra de las cosas que por lo 
que la gente va ahí también, y es una lástima que no-que no continúen yendo. (Interview: 
04/06/06)
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[The mothers want to sit and talk, it’s a break, and to have a conversation in their language, 
and as I told you, most of their husbands speak another language, so you don’t … when you 
speak another language you aren’t as relaxed as when you speak your language because 
people tell me “when you speak Spanish you change, and when you speak English you’re 
different,” so that … that’s another thing that makes you go to these places, that which is 
for you, when you speak another language you feel like no, almost like that … and when 
you speak your language … it’s so relaxed and you loosen up, gestures and expressions and 
what have you, right? So it’s the same for them, it’s a-it’s a moment to-to be the way you are, 
to be Latin American and that is-is also another reason people go there, and it’s a shame 
that they don’t continue going]

As suggested by Mrs. Martínez, Spanish was for them a comfort language, a lan-
guage that penetrated multifaceted levels of their selves. For Mrs. Martínez, the 
group benefits had a deeper value, which was the emotional connection that 
came from the connection to the mother tongue (Hispanic parents participating 
in Dagenais and Day 1999s study made similar comments). Spanish enabled them 
to connect to their most intimate part of their identity and allowed them to be who 
they truly were. It gave them the opportunity to socialize in Spanish, which pro-
vided a direct link to their innermost self. As Mrs. Martínez spoke: “… y cuando 
llegas a esos lugares, te abres, te relajas, te-te quitas lo canadiense y te quedas 
latino, te quitas como—como sin el pellejo de que te pones todo el tiempo de 
canadiense …” [… and when you arrive at those places you open up, you relax, 
you—you remove the Canadianness and are simply Latin American, you remove 
as if-as if you don’t have the Canadian skin you put on all the time …] (Interview: 
04/06/06). To Mrs. Martínez, being in the group was like stripping herself of the 
Canadian identity she had carved out of English over the decades, leaving the 
bare mother-tongue self.

Thus, the participating families constructed social spaces and networks that 
enabled them “to form bonds, support each other, develop a critical conscious-
ness, and construct subversive cultures” (Canagarajah 2004: 134) through which 
they resisted assimilation and further facilitated their efforts to socialize their 
children into their values and practices. However, assuming that just by bringing 
together people from the same cultural and linguistic background will automati-
cally translate into a safe house would be simplistic. This would ignore the com-
plexities of culture, particularly in the Latin American world where linguistic/dia-
lectal and cultural diversity exist in combination with racial, religious, regional, 
and other types of diversity. Nonetheless, the participants’ voices clearly revealed 
feelings of being heard, understood, and respected in the safe houses they had 
created in the grassroots groups. These feelings seemed to be absent in the expe-
riences of other families in my ethnography who spoke of dislocation, but did not 
take part in any of the grassroots groups.
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9.2.8.2 Linguistic and cultural validation
The discourse of validation was rich in the families’ conceptualizations of these 
settings. The safe houses the families had created and the activities they con-
ducted also fulfilled the function of providing an authentic context for Spanish 
practice and for validating the families’ language and cultures. Because the lan-
guage used in their activities was Spanish, these were important socializing spaces 
for the children. These grassroots groups provided opportunities for the children 
to experience linguistic and cultural immersion and to further validate the useful-
ness of their language. These opportunities were unique in the Vancouver context 
where Spanish does not enjoy strong ethnolinguistic vitality, but perhaps even 
more critical for the families in the Edmonton studies where the Hispanic popu-
lation was drastically smaller—particularly in the 1970s and 1980s. Therefore, the 
various language and cultural activities conducted by participants or the ones in 
which they engaged naturally in the course of their informal interactions helped 
turn these spaces into “agents of linguistic legitimation” (Jaffe 2005: 26).

An example of this legitimation was provided by Mr. Herrera who felt that 
beyond La Casa Amistad, his children’s opportunities to practice and become 
meaningfully involved in a Spanish-rich context were low. His family did not 
have an extended family circle to provide an authentic context for language prac-
tice, and the only opportunity to access such linguistic resources was La Casa 
Amistad. In the same vein, Mrs. Pérez felt that El Centro de Cultura gave her 
the opportunity to provide her children with an authentic context for Spanish 
practice and validation. She stated: “Veo que es muy bueno que mis niños vean 
que hay otras personas que hablan español aparte de mí” [I am aware that it’s 
good for my children to see that there are other people, besides me, who speak 
Spanish] (Interview: 05/12/06). Many parents constructed a similar discourse 
and asserted that it was essential for them to show their children that Spanish 
was a useful language and that there was a whole world out there where Spanish 
was the medium of communication. Others, like Mrs. Aguirre and Mr. Ramírez, 
who provided rich Spanish socialization at home to their children, wanted to go 
further by also immersing their children in a context where they could have a con-
sistent Spanish socialization experience that went beyond what they experienced 
at home or during their annual trips to Mexico.

My analyses of these grassroots groups indicate that in contexts where 
Spanish does not enjoy a high status, families that have enough social, linguis-
tic, and cultural capital (Bourdieu 1977) at their disposal can exert their agency 
in order to offset the potential linguistic devaluing effect of the wider society. It 
has been argued that linguistic-minority families’ cultural practices may contrast 
greatly with those of the larger context (Pease-Alvarez 2002). In the so-called 
mainstream society often the language of minorities is not valued, has no use, or 
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both, and their cultural values clash with those of the dominant populace. The 
parents’ views about the role of the grassroots groups as socializing agents and as 
spaces for reiterating the value of Spanish to their children highlight the role that 
this valorization may play as a critical prerequisite in minority-language trans-
mission (Li 1999). The families’ perspectives reflect an attempt to resist assimila-
tive forces prevalent in the schools  as well as in the broader community and were 
constructed as strongly oppositional.

9.2.8.3 Social relations
Familism also displayed strong connections to language and culture devel-
opment and maintenance. Given that most of the study participants were 
 immigrants who had no blood relatives in Canada, cultivating social relations 
was an important goal in their lives. Most group members interviewed stated 
they had established close relationships with other members. As Mrs. Aguirre 
spoke about La Casa Amistad: “La parte más fuerte del grupo es la parte 
social” [The most powerful aspect of the group is the social aspect] (Interview: 
05/04/06). Like other parents, she also referred to her group as a special space 
where the way of relating with each other was “muy latina” [very Latin] and 
that the expression of feelings came more naturally. Despite their seemingly 
 successful integration into the broader society, many families still felt more com-
fortable interacting with people that shared much of their cultural background 
and experiences, and their groups seemed to provide such a space. Addition-
ally, group attendance was seen as a “leisure activity” by many parents. They 
often commented that part of the reason the grassroots groups fulfilled such a 
function was the symbolic and physical space that was created and the propen-
sity of that space to cultivate friendships among the participants. It is clear that 
the families valued social relations highly as a strong socializing factor in the 
linguistic and moral development of their children and in the well-being of the 
whole family unit. 

As indicated earlier, many Vancouver families who did not join any grass-
roots groups—even long-term Vancouver residents—expressed feeling discon-
nected from the wider society and stated that forming close relationships with 
other Canadians was not easily accomplished. They also shared that cultivating 
these relationships with other Canadians of Hispanic descent was not as easy as 
they had expected. They spoke of being on the margins of both cultures while 
feeling members of neither (Suárez-Orozco 1993). This was in part due to the 
diffuse nature of this population in Vancouver, and in Canada in general. Numer-
ous participants spoke of feelings of frustration and isolation and in some cases, 
a strong feeling of physically living in Canada, but keeping more in touch with 
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the social reality in their countries of origin. However, families that were able to 
create or join existing social networks, and therefore cultivate close friendships, 
particularly with other Spanish-speaking families, felt that these social systems 
played a crucial role in their lives, especially given their lack of extended family. 
They also felt these affiliations provided various types of support and became 
important language socialization agencies for their families in their efforts to 
transmit their language and cultures.

Since Hispanic immigrants in Canada may see other fellow Hispanics in their 
communities as their extended family (Suárez-Orozco 1993), based on my analysis, 
I argue that families that participated in grassroots groups created spaces where 
they promoted values such as familism and saw aspects of family attachment, 
including family solidarity and family involvement, as key in the development and 
maintenance of their home language. Inspired by Sabogal et al.’s (1987) definition 
of familism and based on extensive iterative cross-case analyses, I propose the 
term diasporic familism to explain unique attitudinal, affective, and behavioural 
features displayed by participants in immigrant grassroots groups. My notion 
of diasporic familism refers to the set of close family-like ties that evolve among 
non-kin individuals and families living in diaspora. In the absence of blood rela-
tives, core groups are formed by individuals and families in which members rely on 
each other for the types of solidarity, mutual support, and other forms of reciproc-
ity that are traditionally found in nuclear families. This definition shares character-
istics with the sense of community construct, particularly in relation to the feelings 
that families experience in these alternative activity settings. Furthermore, most 
study participants defined themselves in relation to membership in large families. 
They longed for the support they were used to receiving from family members, saw 
their families as resources for heritage language exposure and as sources of support 
for language and cultural maintenance, and as one of the main motivations for 
striving to achieve these goals (as language development and maintenance in the 
children fostered intergenerational communication and relationships). Not having 
such benefit was stressful and a source of sadness for some of the parents and their 
children, many of whom actively sought out proxy family relationships.

Additionally, family values, communication as well as language develop-
ment and maintenance were clearly interrelated for all the families. The major-
ity of the families, especially those without relatives living near them, spoke of 
a deep family emptiness that became excruciating during key periods of their 
adaptation in Canada and under certain circumstances thereafter (e.g., personal 
and family crises). Mrs. Aguirre, for instance, reported experiencing pain when 
the family immigrated to Canada because of the lack of the family support that 
she was used to in Mexico. However, because their nuclear family had become 
members and active participants in La Casa Amistad, the whole family seemed to 
consider the group as a surrogate extended family.
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9.3 Parallels across communities

There are many commonalities between the roles of Black churches and other 
community-based groups when compared to the grassroots organizations 
described in this chapter, both in Alberta and in British Columbia. Just as Black 
churches have been described as a bridge connecting individuals with a larger 
group (McRae, Carey and Anderson-Scott 1998), the Hispanic grassroots groups 
are social organizations that are based on the desire for language and culture 
socialization. These grassroots groups are a bridge that connects families to 
a larger group who share a similar culture as well as language beliefs, values, 
and practices. The existence of supportive social networks has been an essen-
tial resource and a source of resilience for African Americans, largely through 
churches, but also in relation to other groups. Both the HL development grass-
roots groups and the Black churches have provided their members with mate-
rial, emotional, and psychological forms of support. These groups have provided 
safe environments—safe houses—where members feel a sense of belonging. 
In this manner such supportive and non-threatening environments have func-
tioned like extended families for both types of groups. In them, they have found 
a refuge from physical subjugation as well as otherwise perceived oppressive or 
highly assimilative forces, where they have enjoyed feelings of safety, comfort, 
self-respect, and nostalgia. Both for Black church members and for Hispanic HL 
development group participants, these extended families have helped them vali-
date themselves as individuals and as valued members of their communities. 

In contrast to the founding motivations of the Black Churches, most of the 
grassroots groups described in this book had as their primary objective the trans-
mission of Spanish language and Hispanic culture(s) to their children. Upon 
close examination, however, many of the benefits of participation in these groups 
mirrored or approximated those experienced by members of Black Churches. 
For example, the community service activities conducted by the members of El 
Grupo Scout Vistas echoed the “giving back” to the community attitudes of Black 
Church members reported by McRae et al. (1998). Other commonalities between 
both types of settings include the transmission of cultural awareness, values, and 
pride, a sense of cultural relatability, safe houses, and the creation of extended 
families among members. Insofar as grassroots community groups can facilitate 
the creation of extended family-like situations, parallels can be drawn between 
Hispanic immigrants in Canada (e.g., in Vancouver and Edmonton) and Black 
Church members whose original family support networks often were reportedly 
in other parts of the United States. Also, just as “Black churches provide a sense of 
achievement and worth by involving [African Americans] in roles that are valued 
and respected and that may not be available in the dominant society” (McRae, 
Carey and Anderson-Scott 1998: 786), the psychological benefits (e.g., increased  
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self-esteem, cultural validation) that Hispanic families, and especially youth, 
derived from participation in the Canadian grassroots groups arguably provided 
fertile soil for language development and maintenance.

9.4 Grassroots groups as primary communities

Building on the growing body of scholarship in the area of sense of community 
(e.g. Sarason 1974, Heller 1989, Smith 1991, Mankowski and Rappaport 1995) as 
well as on their own research, Sonn and Fisher (1998) explain that even though 
individuals typically belong to various groups, which provide some of the mate-
rial for their sense of community, they are also grounded in a primary community, 
which “is the one that provides the values, norms, stories, myths, and a sense of 
historical continuity” (461). They posit that because ethnic groups are sources 
of cultural knowledge, which we may understand as values, beliefs, behaviours, 
and ways of meaning-making, these groups play the role of primary communi-
ties. It is conceptualized, then, that the grassroots community groups that are 
the focus of this chapter, also constitute primary communities for the Hispanic 
families and their children that participated in the group activities.

The individual and familial benefits that members of these primary commu-
nities derived from their participation were multiple and broad-reaching. In addi-
tion to the core objectives of the groups in relation to language, culture as well as 
identity development and maintenance, some of the benefits that resulted from 
the resourcefulness of the groups worked at a superficial, albeit important, level 
in terms of material support in the fulfillment of everyday needs. Members also 
benefited from the different dimensions of the diasporic familism that was fos-
tered, particularly in the feelings of solidarity, loyalty, and reciprocity they devel-
oped. One of the strongest forms of support appeared to be the sense of empower-
ment they felt in the groups. I posit that a validated or empowered person is more 
likely to promote speaking their stigmatized and possibly unsupported minority 
language and encourage its continued use with their children. 

Echoing the theory postulated by McMillan and Chavis (1986), these grass-
roots groups clearly displayed several of the elements that are central to a sense 
of community. Membership in the grassroots groups was an important aspect of 
the family members’ feelings of interconnectedness. The group members also 
appeared to influence the group activities and the roles of other members through 
their active participation and at the same time, participants were influenced by 
the dynamics of the groups in a variety of ways. McMillan and Chavis argue that 
these forms of influence are important to the development of a sense of commu-
nity in groups. Both in material and affective senses, the groups also provided 
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their members with support in the fulfillment of needs. Similarity of experiences 
among members has been described as central to the integrative role in commu-
nity, and this is something that both brought members together and kept them 
together. Finally, McMillan and Chavis posit that a shared emotional connection 
is the definitive factor in a true sense of community and this is perhaps one of the 
strongest threads found in the grassroots groups examined in this chapter.

9.5 Chapter summary

In this chapter, I have highlighted some of the many functions of community in 
HL development by looking at examples from my ethnographic study of Hispan-
ics in Vancouver as well as summarizing two studies conducted in Edmonton. 
When researching HL development, it is important to see the family as part of 
community and to understand both social levels as being engaged in a dynamic 
and reciprocal process. In this sense, while often overlooked, the community and 
its functions can be just as fruitful a social unit of analysis in HL development 
situations as the family.

Because the role of grassroots community groups has only recently been rec-
ognized and not examined in much depth in HL development studies, it is useful 
to draw comparisons with the benefits of community groups to other minority 
communities, such as members of the Black Church in the United States. Looking 
to these more established groups which have received some scholarly attention 
also sheds light on useful factors to consider when beginning to look at the 
effects of grassroots groups on HL development; for instance, Mays’ reminder 
that socio-historical contexts need to be taken into consideration in examina-
tions of this type is an important point. The social, emotional, psychological, 
material, and other benefits of participation in groups which older studies have 
identified help to orient examinations of the role of grassroots community groups 
in HL development.

Looking at the fundamental functions of Hispanic participation in grassroots 
groups is reinforced and supported by their common cultural value of familism. 
The grassroots groups examined in this book provided near-ideal sites where the 
expression of familism was welcome and natural. In turn, this value stood a better 
chance or at least added another avenue of HL socialization for the children. Based 
on my analyses of several exemplar grassroots community groups, in this chapter I 
have proposed the term of diasporic familism to refer to the set of close family-like 
ties that evolve among immigrants. In the absence of blood relatives, core groups 
are formed by these individuals and families in which members rely on each other 
for the types of solidarity, mutual support, and other forms of reciprocity that are 
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traditionally found in nuclear families. Benefits specific to the Vancouver grass-
roots groups included contextualizing and validating the HL outside of the home 
or biological family circles; time set aside for HL literacy activities; exposing their 
children to the cultural and dialectal/linguistic diversity in the Hispanic commu-
nity in Vancouver among many others shared by participants.

Importantly, these spaces were found to be prominent in all the discourses of 
HL as introduced in Chapter 6. What grassroots group participation meant for the 
parents and their children was evidently present in the discourses they produced. 
Notably, these discourses were full of ideological statements about the languages 
in the lives of their children and how this linguistic interaction impacted their 
socialization processes. The way families that participated in grassroots groups 
constructed HL development discursively suggested that their heritage language 
and culture aspirations were closely tied to their experiences with other group 
members. This I believe is a substantial indication that community, however it 
is defined, is a central aspect of HL development for families and as such should 
also be an important dimension of analysis in these investigations.
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10 Family language and literacy practices

10.1 Introduction

Community and family have long been seen as inextricably interdependent in HL 
development pursuits. The bonds of community and family together are so influ-
ential that Fishman wrote they are the “real secret weapon” (Fishman 1991: 458). 
Whereas community plays a centrally supportive role in the well-being of families 
and individuals, and consequently in their ability to realize their HL development 
goals, the family domain is the locus for heritage language continuity par excellence. 
Therefore, this is the first of a three-chapter series in which I introduce, describe, 
analyze, interpret, and discuss key policies, concepts, and practices that impact 
on language development and maintenance. In this chapter, I first address some 
general matters of concern to family activities. Then, I describe significant practices 
through revealing cases drawn from two different studies. These cases range from 
relatively unsuccessful home language practices leading to language loss in one 
family, to several highly successful cases utilizing a variety of strategies to pursue 
the development of ethnic identity, oral language proficiency, literacy, critical think-
ing, as well as the transmission and continuation of family and cultural values. 

10.2 The home context and heritage language development

As has been emphasized in previous chapters, the language and culture ide-
ologies that families espouse can be expected to have a strong impact on the 
home language policies that are implemented and the language practices that 
emerge. In other words, the language use choices that parents and children make 
have immense consequences for their future ability to communicate well, espe-
cially at more complex levels. For the immigrant family, being surrounded by 
the hegemonic forces and assimilative discourses of the dominant society often 
requires that the family make a tremendous effort to resist these forces in order 
to preserve their minority language and culture—at least in the home domain. 
In Canada, where there are virtually no large concentrations of certain ethnolin-
guistic groups, such as Hispanics, or regular waves of HL newcomers that would 
facilitate a more natural or unstructured development and maintenance of the 
language, families must pay special attention to creating frequent and engaging 
activities that necessitate the use the HL for participation.

Many studies have highlighted the roles of language socialization activities 
on HL development (Field 2001, Ochs 2002, Nonaka 2004, Garrett 2005, Friedman 
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2006, Howard 2008, Ochs and Schieffelin 2008) and have examined ways in which  
ethn olinguistic minority families and their communities use innovative tech-
niques to encourage their children to use the HL. One of the common threads 
throughout successful language socialization strategies appears to be the chil-
dren’s level of enjoyment of the activity; fun makes children unaware of their 
learning process and therefore is an integral part of what could be called a 
“natural” (subconscious) socialization process. Moreover, most games, musical 
activities, and other types of activities that are commonly found in HL commu-
nity groups have a moderate to strong social component. As was alluded to in 
Chapter 9, peer-group membership plays a central role in child and adolescent 
inclination toward HL development. However, when peer-groups are united and 
validated through gratifying language socialization activities, it would seem that 
the benefits of the activities are multiplied. The understanding of “enjoyment” 
may depend on individual factors such as age and interests. Younger children, 
for instance, might be more engaged by playful activities such as painting or 
arts and crafts, whereas older children might prefer more challenging or even 
“school-like work” such as that found in some of the grassroots groups. What 
seems to be important is the provision of engaging opportunities for enjoying 
explicit language socialization activities and generating interest in children 
to participate. Obviously, the activities in and of themselves are secondary, as 
there is no panacea activity that will ensure successful HL development. 

In the remainder of this chapter, I summarize five case study families emerg-
ing from two different qualitative projects conducted several years apart. Through 
these cases, I attempt to draw attention to family circumstances, policies, and 
practices that impact language development and maintenance in different ways. 
The first case serves to briefly exemplify outcomes on the less successful end of 
the HL development spectrum. The other four cases highlight factors, character-
istics, and strategies on the other end of this continuum.

10.2.1 A mother’s lonely struggle

The central participant of this case is Lisa, a 33-year old divorced mother of 
three children who had supported herself from the time she was a teenager in 
her home country. Lisa’s family had lived in Vancouver since 1991 after arriving 
from El Salvador. Lisa took part in a multiple case study I conducted in 2001 (see 
Guardado 2002, 2006) during which I made several visits to her home. During 
my visits, I noticed that the children tended to rely heavily on television and 
video games for entertainment. Apparently, watching television was one of the 
few activities in which they engaged together as a family. I also observed that the 
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children spoke English all the time, to Lisa and to one another. In our conversa-
tion s I heard a very frustrated parent. Lisa was outspoken and showed irritation 
with her children’s language situation, particularly their lack of proficiency in 
Spanish and the strong forces of assimilation outside the home. The children 
only spoke in English in and outside the home. She talked at length about how 
her children, Dolores aged 7, Tony aged 9, and Francisco aged 13, had great dif-
ficulty understanding and speaking Spanish. She described in much detail how 
the children had significant weaknesses in Spanish in terms of syntax, lexis, and 
pronunciation: “Pues el vocabulario en español es muy limitado. La pronun-
ciación también es mitad inglés y mitad español. La pronunciación definitiva-
mente que les causa muchos problemas y la verdad que ninguno de ellos puede 
leer o escribir en español” [Their Spanish vocabulary is very limited. Much of 
their pronunciation is also half Spanish and half English. Pronunciation defi-
nitely gives them many problems and none of them knows how to read or write 
in Spanish] (Lisa, Interview: 06/15/01).

She explained that their understanding of spoken Spanish was poor and their 
literacy was nonexistent, and because of this lack of proficiency, they refused to 
speak it and were therefore losing the HL. It is unclear, however, whether there was 
a cause-effect relationship or simply a correlation as their refusal to speak Spanish 
might have been due to other factors. Regardless, the language situation at that time 
was stressful and disappointing for Lisa, who according to her own account, was 
trying hard to raise her children bilingually. This quote addresses the language use 
patterns at home: “Ahorita hablan en inglés todo el tiempo … yo les hablo en español 
y ellos me contestan en inglés. Entienden, pero no lo quieren hablar. El inglés es 
definitivamente mejor que el español” [Right now they speak English all the time … 
I speak Spanish to them and they respond in English. They understand it, but are 
reluctant to speak it. Their English is definitely much better than their Spanish] (Lisa, 
Interview: 06/15/01). Lisa’s words echoed those of other participants whose children 
had also embraced English as their dominant language. Such parents had described 
their children’s efforts to use the HL, but these efforts had only allowed them to 
produce what they often referred to as “a deteriorated Spanish.” Lisa stated that her 
children, on the other hand, not only refused or were unable to produce any signif-
icant amount of Spanish, but had difficulty understanding her words. This reality 
was exacerbated by several factors, including having only one parent to model the 
HL, being born and raised in Vancouver without ever visiting their mother’s country 
of origin, and also their circle of so-called Spanish-speaking friends with whom they 
only interacted in English. Additionally, Lisa was quite proficient in English, a situa-
tion the children seemed to take full advantage of in all home interactions.

Frustratingly for Lisa, Hispanic friends did not seem to provide any advan-
tages to her children in terms of heritage language practice because they spoke 
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English with them: “Tienen amigos latinos. El problema es que solo se hablan 
en inglés. Yo lo que creo es que estan perdiendo el español porque casi solo 
pasan afuera de la casa y allá siempre estan hablando inglés” [They have some 
Latin friends. The problem is that they speak English among themselves, too. 
I believe that the reason they’re losing Spanish is because they’re outside the 
house most of the time and all their friends speak English] (Lisa, Interview: 
06/15/01). Lisa often stated that she felt alone in the struggle to transmit the 
language, as everyone outside the home spoke English, making it so much more 
difficult. She expressed frustration at making efforts to foster Spanish at home, 
only to see the entire broader community speaking English, effectively hamper-
ing her efforts. 

10.2.2 The role of family intimacy

The same year, I also conducted a case study with Carmen, a single mother from 
Colombia. She was happy to talk about her Vancouver-born, 17-year-old daughter 
Fay’s heritage language development and maintenance. In sharp contrast with 
Lisa’s feelings, Carmen was enthusiastic about her daughter’s language abilities 
and talked at length about their linguistic lives, from the time Fay was born. It 
soon became clear that the special moments that mother and daughter had shared 
together, bonding through a variety of activities focused on children’s literature, 
music, song, dance, poetry, arts, and story telling had been highly significant in 
fostering the heritage language. Carmen described these activities as the most 
treasured in her heart and the most influential in her daughter’s HL development. 
She stated: “… leíamos cuentos infantiles en español. Tenía yo música infantil 
en español de diferentes países de Latinoamérica, la cual escuchábamos con fre-
cuencia” [… we would read children’s stories in Spanish. I also had children’s 
songs in Spanish from different Latin American countries, which we listened to 
very frequently] (Carmen, Interview: 05/31/01). 

Therefore, for Carmen, her socialization project consisted of much more 
than a strong desire for her daughter to maintain the heritage language. It also 
went beyond attempts to persuade her daughter to use Spanish at home. One of 
the strongest discourses produced in her characterization of her ideologies and 
experiences with language with her daughter was that of affect. Moreover, the 
pride meta-discourse cluster seemed to dominate (see Chapter 8 for a discussion 
of this meta-discourse). Therefore, affect, identity, and cohesiveness were spoken 
of frequently. Additionally, an unexpected outcome of focusing strongly on arts, 
pop culture, and literature was the fact that Fay developed L1 literacy on her 
own. Carmen stated: “Un día ella me dijo, ‘mami déjame te lea esto.’ Yo casi me 
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caigo para atrás. ‘¿Pero quien te ensenó?’ le pregunté. Ella aprendió sola. Ella se 
autoenseñó a leer en español. Tanto era su interés en el idioma” [One day she said 
to me, ‘mommy, let me read this to you.’ I just about fainted. ‘Who taught you?’ I 
asked. She had taught herself. Such was her interest in the language]. Addition-
ally, Fay had clearly been strongly attached to her culture, and Carmen believed 
that it had been one of the most important factors in her daughter’s maintenance 
of the language: “Yo creo que yo no puedo apartar la parte afectiva del idioma, 
que definitivamente creo que es lo que más ha influenciado para que esta niña 
no haya perdido el idioma” [I don’t think I can separate the affective aspect from 
the language, and I definitely think that’s what has had the most influence on her 
language maintenance] (Interview: 05/31/01). 

To Carmen, as decried by Lisa earlier in the chapter, the lack of a larger eth-
nolinguistic community was a significant hurdle in transmitting the home lan-
guage and culture: “En los últimos 12 años, yo he sido su contacto principal con 
el español” [In the last 12 years, I have been her main contact with Spanish]. 
She realized that the opportunities for heritage language practice provided by 
the home were limited, given that she was the only parent, but also emphasized 
the need to take advantage of the few opportunities that the home provided for 
language use and transmission: “Tiene que utilizarse ciento por ciento en una 
forma en que se utiliza diariamente, como se utilizaría si viviéramos en nuestro 
país de origen” [It has to be used widely in all aspects of daily life, as if we lived 
in our own country]. She remarked, like Lisa, that having Latin American friends 
did not provide any advantages in terms of heritage language practice because 
all the children spoke English among themselves. Despite the absence of a large 
L1 community in Vancouver, Fay had developed a high level of proficiency in 
Spanish. Carmen attributed Fay’s accomplishments to several factors. In part, 
she attributed her success to her attachment to the culture through her frequent 
visits to places associated with the Latin American culture (i.e., Montreal, where 
Carmen’s brother lived with his family; Miami, where they had other relatives). As 
she stated: “El contacto con mi familia materna fue muy importante para man-
tener el español. También el hecho de que nosotros viajamos todos los años ya 
sea a Miami o a alguna región donde hay algún familiar que habla español o con-
exión latina. También yo creo que eso influyó en su idioma. Para ella fue muy 
natural continuar con el español” [The contact with my maternal family has been 
very important in maintaining the language. Also the fact that we travel to Miami 
or other places where there’s some kind of connection with Latin America, like a 
relative that speaks Spanish, had an impact on her language. It was very natural 
for her to maintain Spanish] (Interview: 05/31/01).

Thus, the extended family played a key role in HL development for them. 
Extended family members had helped expose Fay to language and culture in an 
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important way, and in some instances, she had been able to almost completely 
immerse herself in a Latin American-like setting, even in places like Miami or 
Montreal, just because of her close kinship relationships in those cities. As 
was the case with the families discussed in the previous chapter in relation to 
diasporic familism, Carmen saw her family as a resource for home language 
exposure and sources of support for language and cultural maintenance, and 
as one of the main motivations for striving to achieve those goals. Perhaps Fay 
also felt attached to her family members, even though all of them lived thou-
sands of miles away, and embraced the home language as a family connection 
and as a way of having access to them and to what they represented in her life. 
Carmen stated that at least every other year, Fay had the opportunity to visit 
family in Colombia, Montreal or Miami, in addition to family members visiting 
Vancouver.

According to Carmen, more than anything, the construction of a unique 
space for mother-daughter interaction, mediated by Spanish language and 
culture, appeared to have played a crucial role in the development of the lan-
guage use patterns and identity of her daughter. Additionally, the exposure to 
positive Latin American role models with whom Fay could identify undoubtedly 
played an important role. Importantly, the ability of her mother to provide her 
with opportunities to be in touch with part of her roots, albeit in geographically 
distant places, was a privilege to which many families do not have access.

10.2.3 “Language injections”

Mrs. Aguirre and Mr. Ramírez were middle-aged professionals from Mexico. 
They took part in my extended ethnography—many years after the first two 
cases described above—along with their three daughters: Perla, Florencia and 
Penelope (ages 2, 5, and 6 at the beginning of the study). They were a somewhat 
privileged, transnational family living in an affluent neighbourhood in Metro 
Vancouver, Canada. Having studied in a private bilingual school from kinder-
garten to grade 12, Mr. Ramírez was already fluent in English when he arrived. 
When the girls moved to Canada at the ages of two and a half and four (the 
youngest was born in Canada), they already spoke Spanish well. The family 
attributed the relative ease with which they learned English to the fact that 
they already had a solid foundation in their L1. Mrs. Aguirre remembered that 
shortly after their arrival, people in Vancouver started to question their decision 
to still speak Spanish to the girls, but apparently, the parents were immovable 
in their stance: “Pueden decir misa, pero nosotros vamos a seguir detrás de que 
ellas sigan hablando el español” [People can lecture us, but we are going to 
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continue emphasizing they keep speaking Spanish] (Interview: 05/14/05). The 
family made a deliberate and firm decision to create and maintain a rich Spanish 
language socialization milieu in which the girls could develop their Spanish lan-
guage and literacy abilities.

In general, the family maintained a Spanish-only policy at home, but this 
was not enforced at all times. As is the case in many immigrant families, a com-
bination of both languages was often used. Mrs. Aguirre and Mr. Ramírez spoke 
Spanish to the girls all the time. The girls spoke Spanish back to them most of the 
time. Among themselves, Florencia and Perla tended to use English—especially 
during play—although they were often reminded to use Spanish. With Penelope, 
however, the girls tended to use Spanish because otherwise—they explained—
she did not understand them. These language patterns were affected by variables 
such as the time of year, the interactants, and the context. For instance, it was not 
unusual for them to start speaking in English to Mrs. Aguirre right after school, 
because according to her, they still had not “… cambiado el casete en sus cere-
bros” [… changed the tape in their brains]. This was especially so when there had 
been a significant incident that the girls were excited about and wanted to relate 
it to their parents quickly.

The family had created a strong Spanish-language environment and often 
engaged in explicit activities to promote the language at home. However, their 
most significant shared activity seemed to be an annual visit to Mexico. They 
saw this as an exceptional situation for the family to spend time with their large 
extended family there; it was an opportunity that many other families with similar 
HL development goals did not enjoy. For them, it was a regular routine that for 
the past five years—almost as long as the girls’ lives—they had taken them at the 
same time, to the same place, to do the same thing: spend time with the family. It 
was an event that the girls anticipated with excitement and it was also by far the 
most important mechanism for the girls’ HL development. In an interview with 
the girls about their language behaviour, the topic of Mexico came up unexpect-
edly (Martín=interviewer):

 [Excerpt 10.1]
Florencia: ¿y te digo porque me gusta más México?= 
Martín: ¿porqué?
Florencia: ¿que aquí?
Martín: si
Florencia: porque
Perla: allí 
Florencia: allí tengo a todos mis primos
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Translation
Florencia: Can I tell you why I like Mexico better?
Martin: why?
Florencia: than here?
Martin: yes
Florencia: because
Perla: there 
Florencia: I have all my cousins there

What led to their comments about Mexico was a question about why they 
thought Spanish would be useful in the future. Florencia offered to reveal why 
she liked Mexico better, explaining that her cousins lived there. This suggests 
that the girls had a strong connection and affiliation to their family in Mexico, 
which undoubtedly had a strong influence on their socialization to speak 
Spanish and display a Latin American cultural identity. Therefore, the trips back 
to the ancestral country represented an essential language development and 
maintenance strategy and clearly all the family members valued the socializa-
tion experiences that these visits provided. These trips, the mother explained, 
were the centre of their annual language socialization cycle. For them one cycle 
ended in Mexico and a new one began in Vancouver in September upon their 
return. The girls’ Spanish proficiency was at its highest when they returned and 
over the following months it slowly decreased, until they received, in Mrs. Agu-
irre’s words, their next “Spanish injection” the following summer. Mrs. Aguirre 
described the incentives and interest of the girls during their stays in Mexico 
and the effects of these stays on the girls’ Spanish, especially at the end of the 
cycle when it became a struggle to keep them from switching to English:

Es como que cada año tienen un curso intensivo nada más de español, porque allá nadie les 
habla en inglés, nadie. Durante todo el año que estamos aquí, o durante los diez meses que 
estamos aquí, tú puedes ver el proceso de cómo el español se va quedando atrás. Ahorita ya 
es pleito. Ahorita ya es reto. Aquí me hablas en español. Yo especialmente les he marcado, 
en español … y no te entiendo. Y como ellas saben que yo no hablo bien, entonces para ellas 
es algo real. Pero como me ven que afuera a veces hablo, me dicen, si entiendes. Entonces 
les digo, sí, si entiendo, pero si tú no hablas el español yo pido un boleto para México, 
no pido cuatro. Porque en México nadie te va a entender en inglés. Ese eso es como un 
incentivo, o a lo mejor amenaza … para que lo hablen ¿me entiendes? Les encanta, lo están 
esperando. La pasan muy bien. Quieren hacerlo. (Interview: 05/21/05)

[It is as though every year they take an intensive course solely in Spanish because there 
nobody speaks to them in English. Nobody. During the whole year when we are here, or 
during the ten months we are here, you can see the process through which Spanish gets left 
behind. Now it is problematic. It is a challenge. 
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“Here, you speak to me in Spanish.” I have especially emphasized it to them, in Spanish … 
“and I do not understand.” And since they know I do not speak [English] well, for them it is 
real. But, since they see I sometimes speak when we are out they say, “you do understand.” 
So, I say, “yes, yes, I understand, but if you do not speak in Spanish I will only get one 
ticket to Mexico, not four [Mr. Ramírez often stayed behind working or joined them at a later 
time]. Because in Mexico nobody will understand you in English.” It is like an incentive, or 
perhaps a threat … so that they speak it, do you know what I mean? They love it; they are 
looking forward to it. They have a great time. They want to do it]

Mrs. Aguirre recalled an incident soon after their arrival in Mexico that year when 
Florencia and Perla had gotten into an argument, in English. She witnessed the 
whole exchange, but did not understand what had happened. She asked the 
girls and, still in the excitement of the moment, they tried to relate in Spanish 
what each had said to the other and it proved quite confusing. Perla reacted by 
turning to Florencia and saying: “Mejor peleemos en español de nuevo” [We had 
better fight again in Spanish] (Interview: 10/16/05), ending the conflict with her 
comment. Upon their return in September, they were still having their arguments 
in Spanish. There was no doubt that the girls had a high level of Spanish profi-
ciency and seemed comfortable switching between Spanish and English.

Having spent a significant period of time with the family as an ethnographer,1 
I can attest to the language proficiency of the girls, which was observed to be high. 
This was further corroborated through elicited and collected spoken and written lan-
guage samples in both languages. Their Spanish literacy did not seem to be age-ap-
propriate, but sufficiently comprehensible. Both Mrs. Aguirre and Mr. Ramírez 
stated that their goal was for the girls to develop a reasonable level of literacy:

Es una habilidad fácil de perder. Aunque no lo hables, siempre lo vas a entender. El segundo 
nivel es que además lo puedas hablar. Pero el hecho que lo puedas hablar no necesaria-
mente implica que lo vas a poder escribir. Entonces, esa es la tercera habilidad y que quer-
emos buscar que no se pierda. (Mr. Ramírez, Interview: 05/14/05)

[It is an ability that is easily lost. Even if you do not speak it, you will always understand 
it. The second level is that you can also speak it. But the fact that you can speak it does not 
necessarily imply that you will be able to write it. Therefore, that is the third ability and we 
would like for it not to be lost]

They made it clear that they wanted their children to understand it, speak it, and 
write it, and that it was with writing that they had the most trouble. They felt that 
it was easy to lose writing ability and for that reason they wanted to emphasize 
this area. The family seemed quite confident about the girls’ maintenance of the 
language, but appeared to view literacy as the “final frontier” to conquer.

1 Officially 18 months, but informally, about 24 months.
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10.2.4 Family literacy and the role of transnationalism

The Ruedas-Blanco parents, Mrs. Natalia Ruedas and Mr. Dimas Blanco, were 
professionals from Peru who moved to Canada in 2001. They were also part of 
the ethnographic study, along with the previous family and the one that follows. 
Their children were Graciela, Rogelio, and Olivia (ages 4, 11 and 13 at the begin-
ning of the study). The family had a fairly flexible Spanish-only policy at home. 
The parents spoke Spanish only, and generally, the children were also encour-
aged and expected to adhere to this rule. However, in practice it did not always 
hold. The two older children tended to speak some English to each other, but 
rarely in a sustained manner. The parents considered them English-dominant and 
were aware that English was what came naturally to them. They often tended to 
reply in English, but they were reminded to try to switch to Spanish. Mrs. Ruedas 
stated that when such instances occurred, the parents “… insistimos en que sea 
en español aunque se demore más” [insist[ed] that they switch to Spanish even if 
it takes them longer] (Interview, 03/29/06).

According to their family arrangement, Mrs. Ruedas stayed home and took 
care of the children’s extracurricular activities. Mrs. Ruedas in particular, was the 
one responsible for supporting the children’s Spanish literacy development, and 
to a lesser degree, also responsible for exposing the children to the language at 
all times. However, Mr. Blanco always reminded them to focus on Spanish and 
called from work to check on their language usage. Whenever he called he asked 
Mrs. Ruedas: “¿Y los niños han escrito algo en español este día?” [Have the chil-
dren done any writing in Spanish today?] (Mrs. Ruedas, Interview: 05/25/05). Mrs. 
Ruedas stated that although she was the one involving them in Spanish literacy 
and oracy activities, it truly was a family endeavour and both parents supported 
and reminded each other. They felt that if they left it up to the children, they 
would just switch to English and the Spanish language would be left behind. 
Therefore, the family pursued their goals even if these entailed a huge mental, 
emotional, and time commitment.

Olivia and Rogelio regularly exchanged formulaic expressions in English 
mixed in with Spanish as in “Hurry up! Hace rato que te estoy esperando” [Hurry 
up! I’ve been waiting for you for so long] (Home observation: 03/29/06). There 
were times, however, when they engaged in English-only speaking episodes, 
especially when arguing, but as soon as an adult entered their physical inter-
actional space, they switched to Spanish. This was also true when Graciela, the 
youngest of the three, happened to be playing in English. The older siblings only 
spoke in Spanish to Graciela because they claimed that she understood Spanish 
better—a claim also made by the case family discussed above—but Graciela 
responded in English to them. To her parents, Graciela only spoke in Spanish 
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and even demanded it from them. Sometimes when they watched movies on 
DVD, Graciela would tell Mrs. Ruedas: “Ponme como hablo yo” [Put it on the way 
I speak] (Home observation: 09/28/06), meaning that she wanted to watch the 
version dubbed in Spanish. The language use patterns in the home exhibited lan-
guage socialization at different levels. The older children were being socialized 
by the parents regarding the Spanish-only rule, but this socialization was playing 
out on another level for Graciela, their younger child, who spoke Spanish to her 
parents, but answered in English to her older siblings, a likely indication that 
she was aware that her siblings were English dominant, or a result of her own 
socialization into the linguistic behaviour of her brother and sister as well as the 
broader community.

This family made use of several language and literacy development strate-
gies. These strategies often combined oracy and literacy-oriented activities and 
other times they focused on one particular area. For instance, cooking was an 
activity that Olivia enjoyed and in which she enthusiastically participated. Mrs. 
Ruedas explained in the following quote how Olivia took the initiative in this 
activity:

Mi hija mayor ya llega por allí y me dice “mami me gustaría aprender a hacer cosas de la 
cocina”, entonces le explico en español y lo entiende y a veces me dice, “pero ¿qué es esto?” 
y le explico en español y no se lo digo … a menos que sea un ingrediente que ella nunca ha 
escuchado en español y le digo “es lo que acá se llama tal cosa” y al final ella lo recoge en 
su cabeza como español. (Interview: 05/25/05)

My oldest daughter comes to the kitchen and tells me: “Mommy, I’d like to learn how to 
make things in the kitchen,” so I explain to her in Spanish and she understands and some-
times asks me: “but, what is this?” and I explain it to her in Spanish and I don’t tell her in 
English … unless it’s an ingredient that she’s never heard in Spanish and I tell her: “it’s what 
here is called such and such a name” and in the end she picks it up in her head in Spanish]

Mrs. Ruedas saw this as an opportunity to teach her daughter vocabulary related 
to cooking and to explicitly socialize her into using Spanish in another domain 
of language use. 

Other home language activities involved the whole family. About nine months 
after my initial home visit the family subscribed to a satellite television service. 
Mrs. Ruedas explained that part of the purpose for this acquisition was to expose 
the children to television programming in Spanish. Their provider was Telelatino 
(TLNTV), which offered Italian and Spanish language programming. Mrs. Ruedas 
and Olivia enjoyed watching Spanish telenovelas (short soap operas) together 
and the whole family watched a variety of shows ranging from newscasts to 
talk and game shows. The children seemed to enjoy the programs. When I asked 
Mrs. Ruedas whether the children ever made negative comments about the Latin 
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American programming, contrasting it with the North American one, she stated 
that both parents actively promoted the children’s interest in the shows. She felt 
that as with everything related to the Latin American culture, parents needed to 
be “… creativos para que los niños tengan ese interés, sino nunca vas a poder 
[hacer] que acepten y que les guste” [… creative so children become interested, 
otherwise you’ll never get them to accept it and to like it] (Interview: 05/25/05). 

Mrs. Ruedas looked for ways of exposing the children to Spanish on an 
ongoing basis, so she often took advantage of special occasions and events such 
as Easter. Although in Peru it was not customary to celebrate Easter with Easter 
Egg hunts, she liked to incorporate it into their activities, but with a pedagogical 
purpose. In the quote below she explained how she designed the activity:

Yo les hago pistas, como buscar un tesoro y a cada uno le hago diferentes pistas y les escribo 
todo en español. “¿Que es lo que más te gusta comer?” por ejemplo. Si hay uno que le gusta 
la pasta, entonces donde guardo la pasta, allí escondo el huevito. Es una manera de que 
lean el español y … siempre trato de que de alguna manera estén expuestos ¿no? (Interview: 
05/25/05)

[I give them clues to find a treasure and prepare special clues for each one and I write them 
in Spanish, for example: “What do you like to eat the most?” If one of them likes pasta, for 
instance, then I hide the egg in the area of the cupboards where I store the pasta. It’s a way 
for them to read Spanish … I always try to expose them to Spanish somehow]

They also used to have some type of literacy activity at home at least once a 
week, but Mrs. Ruedas lamented that unfortunately it was not always possible. 
Their family in Peru regularly sent them materials in Spanish such as books and 
comics, which they used for literacy-related activities. One activity they often 
conducted was having the children copy texts from Spanish books in order to 
practice writing and to increase their vocabulary. Other times the children read a 
book in English and talked about it in Spanish. All in all, Mrs. Ruedas was always 
looking for family activities that provided the children with practice in Spanish 
language and literacy. She explained that “en la casa tienes que ser creativo con 
el español: danzas, canciones, juegos, etc. Puede ser divertido para los chicos y 
a la vez ellos pueden internalizar un poco” [At home you need to be creative with 
Spanish: dances, songs, games, etc. It can be entertaining for the children and at 
the same time they can internalize some of it] (Interview: 05/25/05). 

It is evident that Mr. and Mrs. Ruedas did everything they could to promote 
a strong L1 identity in their children. The children’s own internalization of the 
relevance of this identity through personal connection to their family members 
in Peru was perhaps a positive and unforeseeable consequence of their parents’ 
efforts. This connection to family members in Peru seemed key to their main-
tenance of Spanish and of their ethnic identity. Regular communication with 
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extended family members by phone was undoubtedly a major factor in HL devel-
opment, as the whole Ruedas-Blanco family emphasized the strong ties they 
maintained with family in Peru. Perhaps more importantly though, according to 
Mrs. Ruedas, both adults and children had a strong nostalgia for Peru. She stated 
that “Los niños viven pegados a la familia” [they live[d] glued to the family] (Inter-
view: 05/25/05) that they had left there. She added that the children had strong 
emotional ties to their cousins, uncles, aunts, grandparents, and even their pets. 
Almost every summer, or during Christmas, the family spent time in Peru. These 
trips were always a source of great excitement for the children, who prepared well 
in anticipation of each trip making plans for how they would like to spend their 
time with family there and making a list of the special dishes and treats they did 
not want to forget to eat during their stay. They seemed to view Peru as an exten-
sion of their life in Canada, one that was in some ways richer and closer to their 
individual beings as well as collectively as a family. Because of the significance of 
Peru to the children, they were also somewhat ambivalent about the geographical 
spaces in which they moved and lived. Olivia, the eldest of the three children, 
once said that she wanted to move back to Peru and stay there to be with her 
whole family. Rogelio was undecided and said that he wanted to live both there 
and also in Canada. One day I asked Olivia, then aged 14, about her national iden-
tity and her attachment to Canada or Peru. She said that she felt more Peruvian 
than Canadian, but felt undecided about her geographical preference. There were 
many things she liked about Canada (e.g., nature) and about Peru (e.g., family). 

In an interview with Olivia, she indicated a clear desire to return to Peru. She 
enjoyed her life in Canada, but missed her family in Peru so much that she was 
willing to move back there just to be closer to them. Olivia’s strong connection 
to her family in Peru is arguably a significant factor in her own maintenance of 
Spanish as one of the main causes of L1 loss appears to be the failure of Hispanic 
parents to promote a strong L1 identity in their children. Olivia’s HL proficiency 
was high and her connection to family life in Peru, as was the case for the Agu-
irre-Ramírez girls, likely played a strong role in her successful HL socialization 
experiences.

10.2.5 Engaging in critical family literacy

Idalia Fernández and José Maradiaga, leaders of the Scout group described in the 
previous chapter, are the parents in the final case family profiled in the present 
chapter. They were a professional couple from Guatemala who immigrated to 
Canada in 1995 with their two-year old daughter, Idalia (Idalita). Diana, their 
younger daughter, was born in Canada in 1997. At the time I started my ethno-
graphic fieldwork in 2005, the girls were 8 (Diana) and 13 (Idalita). In addition to 
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their work with the Scout troop, the family reportedly worked tirelessly toward HL 
development in the home context as well. Although their repertoire of strategies 
was ample, in this chapter I would like to hold up one of their initiatives as an 
exemplary literacy practice. Family literacy refers to parents, children, and other 
family members’ participation in literacy activities in home and community set-
tings, either initiated purposefully or occurring spontaneously in their daily lives 
(DeBruin-Parecki and Paris 1997). 

It is currently claimed that language and literacy develops more successfully 
when children engage in reading activities with family members (Anderson et al. 
1985, Teale and Sulzby 1986, Saracho 2002), a belief that seemed prevalent in the 
Fernández-Maradiaga family. Along with culture and spoken language, written 
language was emphasized and promoted by them. Upon entering their home, 
 visitors might readily notice their collection of Spanish literature for children 
as well as school textbooks in Spanish (e.g., math). During our interviews, the 
parents also proudly pulled stacks of books from their shelves to show me, which 
contained many collections in various genres including literature, textbooks, 
comics, and reference books. They had materials for teaching Spanish literacy 
and other subjects, which they had obtained from Guatemala and from other 
Latin American countries. They explained that they had content area textbooks, 
as well as literacy textbooks, that were appropriate for their children’s age at that 
time and books saved for future years.

The parents used various strategies to support the girls’ language and liter-
acy development. Mrs. Fernández explained that the girls’ vocabulary in English 
was more varied than in Spanish and sometimes they tended to get confused 
with words. Whenever the girls used the wrong word or used an English word in 
their speech, their mother asked them to write the Spanish word five times on a 
piece of paper. The girls were present when this strategy was described and their 
reaction was just to nod and shrug their shoulders as if to indicate that it was a 
commonplace and uneventful routine. Besides addressing issues that arose from 
interactions in daily life, the parents also engaged the children in more structured 
and focused family literacy activities. 

An example of the family’s regular literacy activities was one undertaken by 
Mr. Maradiaga. This activity involved regular sessions of reading, discussion, and 
explanation using a small whiteboard. It was based on two books. The parents 
selected a first book, El Hombre que Calculaba (The Man Who Counted, Tahan 
1972), whose story was set in the Middle East. It was a book that related the adven-
tures of a man who used his mathematical abilities to solve problems he encoun-
tered in his travels, to amaze and entertain people, to resolve disputes, and to 
do justice. This book was somewhat advanced and was used mainly to support 
Idalita’s language development and to promote her mathematical understandin g. 
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Diana also participated in this book activity, but at a more elemental level as the 
book was recommended for children over 14 years old whose Spanish compe-
tence was age-appropriate. A second book, El Libro de la Selva2 (The Jungle Book, 
Kipling 1987), was used for Diana’s sake.

The learning activity based on these two books was conducted two or three 
times a week for 30–60 minutes, usually before bedtime. There was no fixed 
schedule for this activity and they simply looked for the right time when the girls 
were willing, were not too tired, and did not have much homework. The follow-
ing is a description of the routine: Mr. Maradiaga read to them and when the 
girls did not understand a word, they interrupted and he explained. In the case 
of El Hombre que Calculaba, Mrs. Fernández stated that “Al final cada capítulo 
es entendido en su totalidad incluyendo el problema matemático (en el caso de 
Idalita)” [in the end each chapter is understood in its entirety including the math 
problem (in Idalita’s case)] (Mrs. Fernández, E-mail communication: 02/08/06). 
She added that this activity helped Diana increase her vocabulary, but the mathe-
matical problems were beyond her level. When working with El Libro de la Selva, 
however, Mrs. Fernández asserted that Diana also understood it in its entirety. The 
girls’ attitude, according to Mrs. Fernández, was good. She wrote: “La respuesta 
es bastante positiva, y es mejor de la esperada, comentan de lo que se les ha 
explicado y en el caso de Idalita ha entendido muy bien la parte filosófica de la 
matemática. A Diana, le gusta escuchar las narraciones de la historia y las ironías 
que se presentan” [The response is quite positive and better than expected. They 
comment on what’s been explained, and in the case of Idalita, she has understood 
the philosophical aspect of mathematics very well. Diana likes to hear the stories 
and the ironies that come up] (Mrs. Fernández, E-mail communication: 02/24/06).

In terms of the rationale for their book choice, they explained that initially they 
considered other books such as the bible, popular novels, and children’s stories. 
However, they felt these books were not appropriate. She said: “Solamente se cum-
plían parte de los objetivos pero no todos, algunos libros son alienantes” [They ful-
filled only part of our objectives and some of them are alienating] (Mrs. Fernández, 
E-mail communication: 02/21/06), in the sense that the content provided a view of 
the world that was narrower than what they intended to promote. Because part of 
their broader language and literacy socialization objectives included countering “… 
la hegemonía de una cultura” [… the hegemony of the culture] (Mrs. Fernández, 
Interview: 05/02/05), they wanted to use books that allowed them to pursue the goal 

2 The parents were leaders in a Spanish-language Scout group and this book was the basis for 
the philosophy of the Scout section in which Diana was a member. See Guardado (2008, 2009 
and Chapter 9 in this book) for a detailed description and analysis of the group.
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of interrogating the dominance of Anglo- Canadian culture. They felt El Hombre que 
Calculaba was ideal for several reasons. She explained that they wanted to foster 
vocabulary development, philosophical understanding, and to improve their skills 
in mathematics. She also wrote: “El que tengan una base sólida intelectual con 
conocimientos en muchos aspectos, en la ciencia exacta y las ciencias sociales” [So 
they have a solid intellectual basis with knowledge in various areas, in the exact 
sciences and in the social sciences] (E-mail communication: 02/21/06). Addition-
ally, she wrote that another important reason was to give the girls an opportunity to 
“Que aprendan que la cuna de las ciencias no es exactamente Occidente, la historia 
se desarrolla en Medio Oriente, Bagdad” [… learn that the cradle of the sciences was 
not exactly in the West, the story is set in the Middle East, Baghdad] (Mrs. Fernán-
dez, E-mail communication: 02/21/06).

Mrs. Fernández also explained that part of the reason El Libro de la Selva was 
selected was because this book enabled them to help improve Diana’s compre-
hension through detailed explanations of the vocabulary and also explanation of 
the moral of the reading. According to the parents, the relevant moral of the book 
highlighted attributes of adaptability and survival in various circumstances, as 
well as responsibility, courage, friendship, and mutual support and solidarity, 
traits highly valued and dynamically promoted in other activities in which the 
family participated, such as the Scout group. El Libro de la Selva was the basis for 
the philosophy of the Scout section in which Diana was a member. This initiative 
provides a concrete and vibrant example of the range of possible family literacy 
practices that go beyond a focus on basic decoding-based or text-bounded prac-
tices. This example illustrates possible family literacy initiatives that can poten-
tially connect language, culture, and identity in novel ways.

10.3 How do the above practices fare?

The home practices described in this chapter suggest that the case families’ goals 
of socialization were multidimensional and included not only language, liter-
acy, and academic content, but also goals to socialize their children to particular 
values and identities. They attempted to foster holistic learning in their children 
in order to cultivate their moral development, and in some cases, a non-alienat-
ing stance as well as a broad worldview. In such cases, they assumed postcolonial 
attitudes and positioned their activities as oppositional discourses (Pratt 1991) in 
relation to the dominant society. Likewise, at least some of the families sometimes 
produced what may be interpreted as cosmopolitan discourses. Thus, through 
their language and literacy activities they endeavoured to foster a flexible and 
progressive—rather than a traditional—way of thinking, one that emphasized the 
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possession of adaptable dispositions and values, and aspired to the promotion 
of social justice and a rejection of what they appeared to construct as prevailing 
grand narratives (Lyotard 1984) (e.g., the supremacy of the Western world).

It has often been argued in the education literature that promoting family 
literacy should be a key educational goal. Given that in such a scholarship it has 
been proposed that family literacy activities should be promoted as a valuable 
practice in families by encouraging parents to realize that children’s schooling 
begins at home with parents as children’s first teachers (Bhola 1996), the lan-
guage and literacy socialization practices in which some of these families engaged 
were in line with such propositions and could be characterized as exemplary and 
worthy of emulation. The practices in some of the homes boldly transcended 
decoding-oriented literacy practices, recasting family literacy as a critical family 
literacy that not only focused on meaning-making and citizenship learning, but 
one that also interrogated the dominance of Western-origin meta-narratives, 
revealing ubiquitous societal assimilative forces, and at the same time fruitfully 
connecting language, culture, and identity. Many of these home practices were 
imbued with a variety of critical discourses, including discourses of opposition 
and of correctness.

It has been found that a family literacy program that incorporates compo-
nents that go beyond just a focus on reading and writing seems to offer more pos-
sibilities for success (DeBruin-Parecki and Paris 1997). This suggests that some of 
the family initiatives described in this chapter can have a positive effect on the 
education of their children. Since the promotion of family literacy activities and 
parental involvement with school has been suggested to have a strong potential to 
break down existing educational inequalities (e.g., those based on class and eth-
nicity) (Brain and Reid 2003), cases like the ones described can fruitfully inform 
educational policy and practice.

In this chapter I described some of the life circumstances and practices 
prevalent in five different families. Arguably, all of the parents could be heard 
speaking of a strong desire for and commitment to heritage language develop-
ment and maintenance in their children. Therefore, even though the outcomes 
in Lisa’s lonely struggle departed greatly from those of the other families, it may 
be impossible at this point to pinpoint exactly what went wrong for them. The 
foregoing analyses, however, hopefully provided the reader with some insights 
into what some of the dominant factors at play might be in relation to such dispa-
rate outcomes. The common denominator among all families, except Lisa’s, was 
the open implementation of home language use strategies, such as some kind of 
family language policy. In other words, they made a conscious effort to encourage 
their children to speak Spanish and had an explicit or implicit plan that they fol-
lowed. Additionally, several factors seemed to have contributed to the children’s 
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maintenance of the heritage language and culture in these families. For instance, 
Carmen reported that many features of their family life were responsible for Fay’s 
success, including the special time they spent together and the relationship that 
developed between the two through Spanish as well as her arguably rare ability to 
provide Fay with travel opportunities to keep in touch with her roots locally and 
abroad. Whether the family practices reported by Carmen and observed during 
my frequent visits were the ones—or the only ones—to which Fay’s successful her-
itage language socialization process can be attributed remains an open question. 
What I know for certain is that the last time I checked in with the family, as Fay 
approached her thirties, is that her commitment to the Hispanic culture and use 
of the Spanish language had solidified in a way that seemed natural and part of 
who she was as an adult.

Finally, one facilitating factor in children’s L1 culture and identity develop-
ment seems to be the frequent connection to the L1 culture, particularly, their 
attachment and regular contact with family locally and abroad. Frequent visits 
to the home country formed an important strategy used by many of the families 
described in this chapter (see Ahmed 2016 for similar findings). However, it is 
important to note that availability of resources and other conditions to make fre-
quent trips abroad are inconsistently distributed across families in my studies 
and possibly even more so in the larger population. In other words, not everyone 
gets to be transnational or to prescribe an annual language injection to their chil-
dren. Lisa faced many barriers to heritage language transmission and possibly 
had the least resources available to her. For Lisa, visits to El Salvador with her 
children were not in the realm of her life circumstances, a reality that might or 
might not have been a determining—or even an important—factor in the herit-
age language fate of her children. In the case of the Fernández-Maradiaga family, 
even though they had access to a variety of resources that they used creatively 
and frequently, they did not enjoy such a luxury either.

10.4 Chapter summary

The family cases I have described in this chapter serve to illustrate just how central 
the family is as a mini-community in HL development processes. These provide 
insights into some of the HL aspirations, frustrations, and successes of families 
as well as the family-specific activities and dynamics that emerge in them. As the 
family is the primary language socialization group of the child, an analysis of 
language practices and dynamics in the family domain can be very revealing—if 
not somewhat predictive—of language development and maintenance outcomes.
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I have shown that HL development is challenging for Hispanic immigrants in 
Vancouver, a city with a relatively small and diffuse Hispanic population. Assim-
ilative forces are strong, and opportunities where Spanish can be used are vir-
tually non-existent for families. As a result, factors such as peers, literacy activ-
ities, as well as fun and excitement (e.g., for travel) have been shown to have a 
positive effect on child and youth HL socialization. Based on the analyses with 
the families showcased in this chapter, it is possible to draw some conclusions 
regarding circumstances that can be considered more conducive to HL develop-
ment success. For instance, HL development is more likely to take place in fam-
ilies where parents are aware of their children’s HL situation and as a result use 
explicit measures to support its development (i.e., through explicit policies and 
strategies). Additionally, affective factors such as intimacy, excitement, identifi-
cation with the home country and culture, and the child’s personal interest in 
the HL and HL-related activities, bode well for heritage language development. 
Overall, engaging in rich family time such as travel, HL activities conducted by the 
family together (including literacy and games), and participation in grassroots 
groups like the ones described in Chapter 9 make up part of a healthier HL picture.

At the most general ideological level, a desire for HL development is essential 
for it to take place—without this desire, it is unlikely to occur in minority lan-
guage environments where the HL is not necessary for communication. This is 
not to say that there are not powerful forces internal and external to the home that 
have a major influence on the families’ ideologies, practices, and circumstances 
related to the HL. Nevertheless, this desire is only the first step of a thousand-mile 
journey that cannot be walked alone. Family—however broadly defined—is key to 
advancing in this journey.
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11 Family language policy and language regulation

11.1 Introduction

The goal of this chapter is manifold. First it provides an overview of the research 
literature in regards to heritage language policy, planning, and management. 
In particular, this section of the chapter acknowledges the emergence of the 
family language policy area of research and establishes the rationale for exam-
ining how multilingual families regulate language use. This aspect of the goal 
involves briefly reviewing the research literature that reports on metadiscursive 
comments made by parents as a way of providing an understanding of some of 
the lines of analysis more commonly undertaken in regards to HL policy and 
regulation within families. The area of the literature that is emphasized is that 
which engages in microlinguistic analyses of interactional data, within which 
the analyses presented in this part of the book are situated. A key goal of the 
chapter is to describe the analytical methodology, conversation analysis, as well 
as to engage in a discussion around transcription theory and conventions. In this 
chapter, I also define and exemplify essential terms used in applied linguistics, 
linguistic anthropology, and in other traditions, and show how these can be used 
to examine strategies found in multilingual caregiver-child interactions. Indeed, 
the key analytic constructs that form the backbone of the following chapter are 
introduced in this chapter. In short, it is the goal of this chapter to establish 
the foundational background for the technical analyses to be conducted in the 
chapter that follows.

11.2 Family language planning and management

Many studies have emphasized the practical difficulties families face in main-
taining a HL in the home (Chumak-Horbatsch 1999, Iqbal 2005, Guardado 2006, 
Li 2006, Torres 2006, Muñiz 2009, Xie 2010), whose findings have drawn our 
attention to the seriousness of these struggles for families. To my knowledge, 
not many studies have demonstrated empirically what such difficulties look 
like in practice through analyses of interactions. Scholarship on HL devel-
opment with a specific focus on metaregimentation of language use in fami-
lies, then, is still in its infancy (see similar comments by Lanza 2007). Work by 
Spolsky (2009) and Kopeliovich (2010) are examples of the few that highlight the 
need to focus on home language policies and management, which would help 
expand aspects of this research line. Lanza’s (2001) pioneering work in Norway  
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with a focus on English as a  heritage language has strongly advanced this line 
of inquiry. She posits that when investigating any aspect of the linguistic devel-
opment of children, research needs to “focus on the micro-level of interaction … 
through a discourse perspective on language contact in parent–child (caregiver–
child) interaction” (201) whether the topic of examination is interaction itself or a 
different issue. Following this line of inquiry, the central concern in the next two 
chapters is to delve into the finer details of caregiver-child interactional data with 
a particular focus on what have variously been referred to as directives (Matychuk 
2005), prompting (Ochs 1996), insisting strategies (Döpke 1992), parental dis-
course strategies (Lanza 1997/2004), and metapragmatic devices (Guardado 
2013a), among other terms in use.

A closely related area that is currently evolving out of the language planning 
literature is family language policy—a combination of child language acquisition 
and language policy scholarship (King, Fogle and Logan-Terry 2008). Fishman’s 
work reviewed in Chapter 1, particularly that which deals with intergenerational 
communication, language planning, and more broadly with the sociology of edu-
cation, can be seen as precursors to this evolving field. Family language policy 
includes aspects of language ideologies (Spolsky 2004) and is currently defined 
as overt planning related to the use of language among family members (King, 
Fogle and Logan-Terry 2008, Fogle and King 2013). This work, although not spe-
cifically addressing heritage language socialization, is relevant to the arguments 
presented in this book given that family language policies tend to emerge from 
particular language ideologies and are therefore central to heritage language reg-
ulation and use in the home. For that reason, this and the following chapter can 
also be seen as a response to King, Fogle and Logan-Terry (2008) who argue that 
there is a lack of language policy work with a focus on “the intimate context of 
the home” (908). 

11.3 Metadiscursive reports of language regulation

Our understanding of linguistic-minority families’ opinions and beliefs about 
heritage language development and maintenance is already established in the 
sociolinguistics literature (e.g., Kouritzin 1999, Schecter and Bayley 2002). Yet, 
the linguistic practices resulting from the families’ beliefs and policies are less 
frequently discussed explicitly (for exceptions see Zentella 1997, Lanza 2001, 
Schecter and Bayley 2002, Lanza 2007, Fogle and King 2013). Furthermore, the 
research that has provided actual interactional data collected from naturalistic 
family communicative events is considerably less abundant (Lanza 2007). Thus, I 
contend that there is a dearth of empirical evidence demonstrating how families 
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attempt to persuade, encourage, or otherwise coerce their children to speak the 
heritage language while immersed in a dominant-language environment.

With that in mind, I review some exemplars from the relevant research lit-
erature that address parents’ opinions about HL development. This overview 
facilitates the preliminary framing of the present chapter as I specifically draw 
attention to some of the studies that have analyzed linguistic exchanges between 
family members, particularly between adults and children. Thus, such studies 
provide the immediate backdrop for this and the next chapter. The data excerpts 
are drawn mainly from my ethnographic study with Hispanic families in Metro 
Vancouver in order to begin to investigate what linguistic tools the families 
employed in their daily interactions with the intention of managing their chil-
dren’s linguistic practices.

Many of the preceding chapters have frequently alluded to the rapidly 
growing scholarship examining several interconnected issues related to HL 
development such as rationales, attitudes and beliefs, causes and consequences 
as well as the role of ethnic identity in the various HL socialization processes. 
The parents’ self-reports on home language policies and enforcement constitute a 
frequent theme in the literature. This recurring result, often part of larger issues, 
has frequently described the adult caretakers’ attempts to ensure their children 
use the HL in day-to-day home communications and have often also reported 
on their frustrations in their efforts to achieve this goal. Studies of this nature 
include Piller (2001b), Park and Sarkar (2007), Li (2006), Zhang (2005), Eunjin 
Park (2006), Søndergaard and Norrby (2006), Kopeliovich (2010), and Guardado 
(2002). I should preface this discussion by noting that many of these studies did 
not intend to provide specific descriptions or analyses of how the participating 
parents enforced such strategies interactionally and therefore these were not 
included in their reports.

Piller’s (2001b) study on home language planning is an analysis of publicly 
available data posted on online forums that promote bilingualism, as well as 
recordings of interviews with middle-class interlingual couples who also agreed 
to record their own private conversations. Among other issues, Piller discusses 
the parents’ self-reports of their language planning and strategy use, particularly 
stressing the families’ efforts to emphasize the heritage language to their chil-
dren. Therefore, the prevalence of strategy choice and consistency in the parents’ 
reports are proposed as key factors in their language development and mainte-
nance success. 

In Park and Sarkar’s (2007) research, the authors did not intend to explain how 
Korean language regulation was accomplished, so they only noted that parents 
in their study attempted to promote the language in their children by speaking 
it at home, presumably as an implicit strategy. Li (2006) studied  biliteracy and 
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trilingual development in Chinese immigrant families living in Canada. As part of 
a variety of issues, she reported on the families’ Chinese-only policies and imple-
mentation efforts in the home, the children’s resistance to using the heritage lan-
guage, and the concomitant parents’ frustrations. Li’s findings further highlight 
the lack of certainty in the uncomplicated transmission of the parents’ attitudes 
to their children, without specifically shedding light on the regulation of Chinese 
language. Zhang (2005) provides a rather detailed account of how the partici-
pants attempted to enforce heritage language use at home. For instance, one of 
the fathers reportedly refused to respond to his daughter’s written messages to 
him unless they were written in Chinese. The parents also reported that they often 
“reminded” their children to use Chinese, which was the extent to which the topic 
was pursued. In a New York study, E. Park (2006) reported on the language social-
ization of politeness in Korean-American families. The families appeared to view 
the heritage language as the carrier of culture, and as part of this goal they fre-
quently attempted to convince their children to use the heritage language with 
statements like “say it in Korean.” Likewise, based on a study on Danish language 
maintenance in Australia, Søndergaard and Norrby (2006) described language 
management in general terms by explaining that participating parents insisted 
their children spoke Danish at home.

Despite the prevalence of self-reports on language regulation in the litera-
ture, the degree of insightfulness in this particular regard varies widely. In her 
study profiling a Russian-speaking immigrant family in Israel, Kopeliovich (2010) 
provides a poignant account of the families’ language attitudes and practices, 
focusing on the families’ enormous struggles in their HL development efforts. Par-
ticularly, the mother’s use of “battleground” analogies to describe her attempts 
to promote Russian language development and maintenance in the family under-
score the scope of the struggles they contended with in daily life. At times, the 
mother’s ardent statements sounded almost militant. She attempted to manage 
language use through direct requests to switch to Russian and would often say 
to her children “I won’t speak to you unless you talk to me in Russian” (168). 
Interestingly, as I have also written elsewhere (Guardado 2002), the children were 
more inclined to speak Russian with their father, who did not attempt to force 
them to speak Russian.

The interview-based study I conducted with Hispanic families in Vancouver 
over a decade ago (Guardado 2002) has provided some of the insights already 
addressed in this book. The goal of the project was to investigate the parents’ 
perspectives on their children’s language loss or maintenance, and based on 
what they told me I posited at that time that the type and tone of the discourse 
used to persuade their children to speak the heritage language might have 
had a facilitating or detrimental effect on their children’s HL  develo pment. 

 EBSCOhost - printed on 2/9/2023 11:02 PM via . All use subject to https://www.ebsco.com/terms-of-use



170   11 Family language policy and language regulation

This argument was based on their accounts of how they pursued the goal of HL 
development and also on the factors to which they attributed their children’s 
success in HL development, in the case of fully bilingual children. Addition-
ally, this interpretation resulted from the fact that the parents who had been 
less successful in their HL development efforts reportedly used a particular 
approach: demanding that their children speak Spanish (e.g., we tell them that 
they must speak Spanish; we force them to speak Spanish). Interestingly, the 
parents whose children had been the most successful in HL development never 
used this aggressive kind of discourse. Quite the opposite, they claimed to use a 
softer and encouraging tone and to frequently engage their children in conver-
sations about their feelings toward heritage language use. Therefore, although 
no parent-child interactional data were systematically analyzed in that study, it 
began to point out the ways in which parents regulate language at home as part 
of their language socialization goals.

11.4 The linguistic interactional picture

Although most—mainly interview-based—studies have discussed a variety of 
issues around identity, attitudes and beliefs, rationales, causes and consequences 
related to HL development, fewer investigations have presented actual interac-
tional data or have analyzed caretaker-child linguistic interactions in daily life. Of 
these, some notable studies have provided detailed and insightful analyses of lan-
guage practices in HL classes, such as the work of Agnes He (2001, 2004, 2006), 
and in less academic settings such as doctrina classes (Baquedano-Lopez 2000), 
Scout troop activities (Guardado 2009), careful examinations of code-switching 
across several generations (Zentella 1997), as well as thick descriptions of lan-
guage and cultural practices across geographical settings and family life situa-
tions (Schecter and Bayley 2002).

Lanza (1992, 1997/2004, 2001, 2007) has conducted some of the work avail-
able in relation to the analysis of linguistic interactional data in heritage lan-
guage contexts. Her language socialization research on English as a HL in Norway 
has provided an enhanced understanding of a variety of aspects related to the 
linguistic interactions of multilingual families. Some of these include practical 
aspects of the one person-one language strategy of interaction (Ronjat 1913), 
the contextually sensitive code-switching practices of very young children 
(Lanza 1992, 1997/2004), the key role of the mother tongue in the continuation 
of (national, ethnic, cultural) identities across generations (Lanza and Svendsen 
2007), and parental use of discourse strategies (Lanza 2001, 2007 see also Döpke 
1992). In relation to code-switching, her research challenges prevailing, although 
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somewha t implicit, views that this practice in infants might be due to lack of 
linguistic awareness and a sign of linguistic confusion. She provides evidence 
that there is no difference between the code-switching patterns of two-year olds 
compared to older bilinguals. Lanza also posits that code-switching in multilin-
gual interactions is used as a communicative resource and suggests the speaker is 
sensitive to not only formal but also social functions of language. Also of crucial 
relevance to Chapters 11 and 12 is Lanza’s work on parental discourse strate-
gies. Taking a discourse perspective, although using slightly different terminol-
ogy than the one I use in this book, Lanza (1997/2004) categorizes and analyzes 
some of the common linguistic strategies used by parents and care-givers in their 
efforts to promote some language practices (e.g., use of heritage language) and to 
discourage others (e.g., mixing). Based on fieldwork with a Norwegian girl, Siri, 
and her parents (mother: English L1; father: Norwegian L1), Lanza identified the 
following strategies:
1. Adult requests for clarification: these are instances of other-initiated repair 

in which an adult interlocutor informs the child that there is a gap in under-
standing, whether real or artificial. Adult requests for clarification roughly 
correspond to Ochs’ (1988, 1991) Minimal Grasp and Expressed Guess 
strategie s.

2. Adult repetition of the content of the child’s utterance, using the other lan-
guage. This is a simple translation.

3. A move-on strategy: the conversation simply continues.
4. Adult code-switches.

I return to some of these points in the next chapter when I analyze excerpts of 
interactional data.

In a similar line as Lanza’s work, a few studies have reported on actual inter-
actional data from families where Spanish is used in the context of English as 
the dominant societal language. Studies in this category, like Lanza’s, have gone 
beyond merely providing an account of parents’ self-reports and have presented 
a linguistic picture of home language use. Delgado (2009) investigated the lan-
guage socialization of a Mexican-descent family in Tucson, Arizona, focusing 
on whether their linguistic practices reinforced or hindered the maintenance of 
Spanish. Her research design included a combination of conversation analysis 
and language socialization in an attempt to describe how talk was organized in 
the family. Delgado’s findings provide insights into the daily life of the family 
and the mother’s desires and efforts to promote the HL for herself and the chil-
dren, the family members code-switching practices, and the challenges faced by 
all. Delgado found that both the children and the mother engaged in this language 
practice for the same reason: the mother code-switched in order to accommodat e 
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the children’s weak language skills and the children code-switched in order to 
compensate for their lack of Spanish proficiency. Delgado describes her study as 
a “fine grained” analysis of the family’s sequential organization of talk, particu-
larly code-switching. If the reader expects to find a turn-by-turn analysis of the 
interactional data as is the norm in CA-informed studies, however, it is not to be 
found in the written report.

Zentella’s (1997) already classic, two decade, three-generation ethnographic 
study of working-class Puerto Rican families in New York’s El Barrio marks a 
move forward in our understanding of language use—particularly the grammat-
ical structure and social significance of code-switching—in bilingual and mul-
tilingual communities. Among a multitude of insights, Zentella aptly demon-
strates through thick description and analyses of family linguistic interactions 
how code-switching served a variety of functions in the families, such as social 
control, language teaching, comprehension, and management. Lanza’s (1992, 
1997/2004) research in Norway, reviewed above, has also provided compelling 
arguments regarding the nature of language mixing/switching in very young 
children.

Schecter and Bayley’s (1997, 2002, 2004) work covers a variety of issues, 
including attitudes and factors affecting HL development as well as strategies 
the families used in their attempts to enact language maintenance. Drawing on 
interview, observation, and recorded linguistic interactional data, they discussed 
the ways in which parents encouraged their children to use Spanish and how the 
children were admonished when caught departing from it. They pointed out that 
parents would often remark “¡Habla español!” (speak Spanish!) when children 
interacted in English with each other (Bayley and Schecter 2004). They reported, 
nevertheless, that even though statements such as this were found, the strategy 
that was used by parents the most was indirect requests, which was meant to get 
the children to switch to Spanish. What sets Schecter and Bayley’s work apart 
from other studies addressing parents’ metadiscursive comments of language 
regulation is that in addition to presenting parental self-reports, they also analyze 
the observed interactional implementation of such strategies in a highly contex-
tualized manner.

Building on the extant HL development scholarship, such as the studies 
briefly reviewed above, research is now orienting towards emerging fruitful 
avenues of investigation. I recently examined the ideologies, practices, and 
socialization processes (Guardado 2009) found in some of the families and vol-
untary groups described earlier in this book. This work linked microlinguistic 
interactions to macro societal forces in the analysis of informal home and com-
munity heritage language communication among adult caretakers and children. 
The analysis presented critical snapshots of heritage language socialization, 
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promotio n of favorable language ideologies, as well as the resistance to, and 
reproduction of, hegemonic linguistic forces among participants.

11.5 Heritage language socialization and conversation analysis

Understanding the microlinguistic processes that form the heritage language 
socialization practices of multilingual families requires more than just parental 
self-reports of language use; this endeavour calls for the close examination of 
face-to-face interactional transcripts (Lanza 2001, 2007). Although there is intrin-
sic value in analyzing interview-based parental reports of children’s linguistic 
behaviour, it is necessary to collect recorded speech of children’s actual utter-
ances in order to understand the home interactional picture in all of its contex-
tual dimensions (Lanza 2001). Expanding on Lanza’s call for a “conversationally 
oriented approach” (202) to the study of heritage languages within a language 
socialization framework, I explore the applicability of conversation-analytic prin-
ciples in uncovering and understanding the discourse strategies present in family 
interactions.

Applying conversation analysis to heritage language socialization research 
is an important feature of this book, but not an entirely unique contribution 
within language socialization. It has been used successfully in several other 
studies taking this theoretical perspective (He 2006, Talmy 2008, Delgado 2009, 
Talmy 2009, He 2013, Talmy 2015, He 2016). Agnes He has skillfully employed 
CA tools in the analysis of naturally occurring interactions among Chinese as a 
heritage language (CHL) speakers of various ages. For instance, she has analyzed 
the co-construction of forms of participation and the interactionally negotiated 
nature of HL identities (2006). In other research, He (2013) has utilized CA in the 
analysis of the meaning and various functions of code-switching for speakers of 
CHL. She found that code-switching serves to sequentially create context among 
CHL interactants, make requests, engage in self and other repair, etc. Research 
of this type demonstrates that even though CA has traditionally de-emphasized 
context, when combined with a contextualized theoretical and methodological 
perspective, such as language socialization, it can facilitate the fine-grained 
analysis of heritage language interactions. Indeed, a contextually specific, CA-in-
formed approach has the potential to strengthen language socialization research 
on parental discourse strategies. Thus, I argue that an applied CA perspective (ten 
Have 2001, 2007) offers powerful tools for analyzing and understanding inter-
connected issues of metapragmatic regimentation of language use and therefore, 
promises to help open productive lines of inquiry, potentially making innovative 
contributions to this area of research.
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11.6 Conversation analysis

The field of conversation analysis was founded by Harvey Sacks in the 1960s and 
1970s in collaboration with Emanuel Schefloff and Gail Jefferson (1974). CA refers 
to the systematic study of how people use language in everyday conversation, 
or talk-in-interaction. Its development was stimulated by Harold Garfinkel’s eth-
nomethodology (members’ methods) (1967), which focused on the “social struc-
ture of everyday lived experience” (Liddicoat 2007: 2). Goffman (1967) further 
emphasized the study of everyday interaction as a way of uncovering impor-
tant social information, directly influencing his graduate students, Sacks and 
Schegloff (Heritage and Clayman 2010). However, although Garfinkel also had a 
direct influence on their work, Sacks and Schegloff developed their own distinc-
tive approach to sociological research (Sidnell 2010).

Conversation analysis can be understood as the “grammar” of conversa-
tion and as such, assumes there is overwhelming order in how people speak—
that is, interlocutors construct conversation in orderly ways. From a CA per-
spective, there is a commitment on the part of the analyst to work with what 
conversation participants see and hear and on what actions are produced, or 
“done,” by conversation elements (e.g., pauses, prosodic features) and what 
interlocutors “orient to” (Schegloff 2007). In other words, CA privileges partic-
ipants’ perspectives by grounding its arguments in their observed behaviour 
(Grancea 2007). 

CA understands talk-in-interaction as sequences of actions and empha-
sizes the sequential organization of these actions (Schegloff 2007). Some of the 
key conversational constructs that apply to the analyses presented in this book 
include turn-taking organization (how speakers change), interactional adja-
cency pairs (conversation turns tend to occur in pairs), preference organization 
(preference for certain actions/responses), and repair (dealing with problems 
in conversation). Turn-taking, one of the core concepts in CA (ten Have 2007), 
refers to the orderly ways in which interactants take turns in conversation with 
minimal gap and overlap. Turn-taking describes the rules and components for 
the organized construction and allocation of turns at talk (Grancea 2007). In their 
seminal article on CA, Sacks, Schegloff and Jefferson (1974) describe the nature of 
turn-taking in conversation as follows:

It has become obvious that, overwhelmingly, one party talks at a time, though speakers 
change, and though the size of turns and ordering of turns vary; that transitions are finely 
coordinated; that techniques are used for allocating turns, whose characterization would 
be part of any model for describing some turn-taking materials; and that there are tech-
niques for the construction of utterances relevant to their turn status, which bear on the 
coordination of transfer and on the allocation of speakership (699).
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The simplest rules of turn-taking described by Sacks et al. state that in conver-
sation, the next speaker can be selected by the current speaker, a speaker can 
self-select, or the speaker can continue speaking. The implementation of these 
rules is locally and interactionally achieved turn by turn. Turn-taking in conver-
sation tends to occur in pairs. An adjacency pair (AP) is a sequence of two adja-
cent utterances by two different speakers in conversation and ordered as a first 
and a second. For instance, a question is usually followed by an answer. The first 
utterance (the question) is referred to as the first pair part (FPP), and it initiates 
the action; the answer is the second pair part (SPP) and it completes or flows from 
the initiation (Liddicoat 2007). Example of AP:

A: What’s your name? (FPP)
B: Daniel (SPP)

Some SPPs are easier to perform than others (Liddicoat 2007). This can be 
explained in terms of preference organization. Preference organization refers to 
how in a particular conversation, “certain actions may be avoided, or delayed 
in their production, while other actions are normally performed directly and 
with little delay” (Liddicoat 2007: 909). It is widely accepted in CA that there is 
a preference for agreement and expected responses in talk-in-interaction (Sacks 
1973/1987, Pomerantz 1984, Liddicoat 2007, Schegloff 2007). Interactants in con-
versation clearly design and deliver SPPs containing agreements to assessments 
and acceptances to invitations in a short and direct manner and without delay. 
These are preferred actions and their direct and immediate production is gen-
erally treated as routine and unexceptional. Pomerantz (1984) has called these 
overtly stated responses preferred turn shapes. On the other hand, disagreements, 
declinings, objections, refusals, and other forms of misalignment are dispreferred 
(Pomerantz 1984, Schegloff 2007) and their direct and immediate production is 
usually considered rude and unacceptable. These types of actions are uncom-
mon in casual conversation. What is customary and expected is for dispreferred 
responses to be marked by hesitations, hedges, pauses, delays, clarification 
requests, excuses, false starts, and so on. Therefore, an index of preference is 
contiguity—preferred SPPs (e.g., agreements) tend to happen contiguously with 
their FPP, while dispreferred SPPs (e.g., rejections) may be delayed and contain 
hedges and hesitations, and as a result occur farther away from their FPPs (Lid-
dicoat 2007). In lay language, when we agree with someone or accept their invi-
tations, there is generally no noticeable hesitation or pause before our responses 
and this is because these are not difficult or potentially embarrassing responses. 
When we are preparing to deliver bad news—a negative response such as a disa-
greement, a rejection, or a declining—we are more likely to attempt to soften the 
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response and this process causes us to stumble, pause, or produce false starts, 
which delays the response.

Finally, repair refers to the means speakers use to handle language problems 
that emerge in conversation (Liddicoat 2007). It is the ways in which conversa-
tion participants address and potentially resolve problems of mishearing and 
misunderstanding (ten Have 2007) and is sometimes set off by a complaint or 
clarification request such as “I don’t understand” or “what did you say?.” In such 
instances, it is referred to as other-initiated repair. Other-initiated repair tends to 
occur later in the turn sequence and may be preceded by a delay, thus providing 
an opportunity for self-repair. Although other-initiated repair may be common in 
certain specific conversational contexts (in classroom settings or between adults 
and children), research shows there is overwhelming preference for self-repair 
in conversation (Schegloff, Jefferson and Sacks 1977). It is argued that through 
monitoring, speakers notice erroneous or inappropriate output, triggering a self- 
initiated and self-completed correction. 

11.6.1 A few words on transcription

Readers might have noticed that I presented transcriptions of naturalistic inter-
actions in previous chapters without providing an explanation of transcription 
conventions. One of the reasons for this was that the analyses conducted there 
were not as detailed as the ones presented in the next chapter. Additionally, given 
that Chapters 11 and 12 are based entirely on microlinguistic analyses of naturally 
occurring family interactions, I deemed it essential to provide this type of expla-
nation in this chapter instead. Doing so in Chapter 4 where some interactional 
data were analyzed, for instance, would have positioned this key information too 
far from where it is the most relevant.

Ochs (1979) contends that “transcription is a selective process reflecting the-
oretical goals and definitions” (44). Thus, this is an appropriate point to also lay 
out some of my own biases about how the data are presented in the book. The 
analyses conducted in these two chapters, more than in any other chapter, epito-
mize the micro perspective promised in the sub-title of the book. When it comes 
to transcribing interactional data, many choices present themselves to the tran-
scriber and analyst. These may vary along a wide range of styles and degrees 
of specificity. Analysts working solely from a thematic analysis perspective often 
limit their transcription to summarizing what was said in the conversation. Since 
their focus is on the content of the data—often generated through interviews—
detailed transcription of the interaction is not needed and in fact, they argue, 
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such detail can undermine the smooth flow of ideas in the data.1 Other analysts 
working from the same thematic analysis perspective sometimes transcribe the 
speakers’ utterances verbatim, but without making any effort to capture the fea-
tures of the interaction. The focus then is on capturing meaning. Often this type of 
transcription involves loosely transcribing complete “repaired” utterances; that 
is, utterances without false starts, pauses, and other features of casual unscripted 
speech. 

Throughout the book I take a multi-level approach to transcription. Thus, 
multiple transcription versions are presented in different sections as appropriate 
for the goal at hand. That is, in chapters where the focus is mainly on the gist of 
the content, my transcripts are more “standardized” and “repaired” (as in the 
case of Chapters 6, 9, and 10). At times my transcripts are more “ethnographic” 
and include speakers and turns at talk, but without providing a fine-grained rep-
resentation of their interaction. Excerpt 1 in Chapter 10 is a case in point. Given 
that the analyses presented in Chapters 11 and 12 are directly informed by conver-
sation analysis, the conventions used in the transcripts are based on the Jefferso-
nian notation system, a widely accepted method for transcribing talk developed 
by Gail Jefferson (1984). Following Jefferson (1983), who points out that although 
it seems inappropriate to only highlight the features that are analytically rele-
vant, excessive detail can limit access to some readers. Notwithstanding the 
above, the talk notations in the excerpts contained in these two chapters may not 
always be relevant to the analysis or if they are, may not necessarily form part 
of the analysis conducted at the particular place where these excerpts appear. I 
have attempted to provide a relatively detailed transcription in an effort to keep it 
consistent throughout the two chapters. 

The type of transcription work contained in these two chapters is painstak-
ing. It involves the meticulous timing of pauses in tenths of seconds. A pause of 
two tenths of a second is generally considered significant when considering the 
interactional organization of turn-taking. In fact, from a CA perspective whenever 
there is a pause equal to or greater than two tenths of a second (notated as 0.2), it 
is assumed that something is up. For this reason, it is critical to note such pauses 
in the transcript when approaching data from a micro-analytic perspective. When 
we consider that everyday speech is filled with a complexity of features such as 
silent pauses, filled pauses, false starts, hesitations, repetitions, overlaps, ellipsis, 
and so on, we begin to realize how meticulous and time-consuming the transcrip-
tion work has to be. It is not surprising, then, that the fine-grained transcription 
of one minute of naturally occurring conversation can take one hour or longer.

1 However, see Talmy (2010) and Talmy and Richards (2010), for a counter-argument.
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To further complicate matters, one concern with this type of detailed tran-
scription is striking a balance between depicting the features of the interaction as 
accurately as possible within the constraints of text and producing a transcript 
that is readable. Another complication emerges with the transcription of trans-
lated speech. Decisions about how to approach the transcription of interactions 
containing code-mixing and code-shifting need to be made carefully, especially 
when the intended readership may only be proficient in one of the languages in 
the mix. According to Jefferson (1983), certain methods of transcribing talk (such 
as eye dialect2) may make the speakers look “stupid” rather than capture impor-
tant features of the interaction. This type of transcription presents speakers as a 
caricature. Clearly, given that stigmatized linguistic behaviour such as code-mix-
ing and code-shifting is generally pervasive in data generated in multilingual set-
tings, it is critical that the balancing act between readability and accurate interac-
tional representation be harmonized with interactant self-respect. Paraphrasing 
Duff (as cited in Roberts 1997), naturalistic talk ought to be transcribed in a way 
that allows the analyst to examine the medium without presenting the messenger 
in a stigmatized way. In other words, the human side of transcription has to be 
preserved so as to represent interactants in a dignified manner.

Another balancing act related to data representation is posed by the need to 
reconcile the language ideologies of the analyst with the readability of the text 
in which the data are embedded. In an article on the politics of transcription, 
Roberts argues that some journals and other publishers are adamant about only 
including English translations of data transcripts, a practice that has the effect of 
denying “the whole social person” (Roberts 1997: 170). She posits that such prac-
tice serves to stress the “power of English to represent everyone and everything.” 
Such strong ideological statements are particularly detrimental when the subject 
matter of a publication is precisely the validation and promotion of minority lan-
guages and the challenging of the dominant language structures in society and 
the world. Since most of the interview data on which this book is based were 
produced in Spanish, I had to translate the majority of excerpts into English. The 
interview excerpts that were originally produced in English are indicated with 
a note [original in English]. Otherwise, it should be assumed that excerpts are 
translations. In the spirit of the language ideologies advocated in this book; that 
is, the ideology to acknowledge and validate different languages (L1, L2, L3, etc.), I 
made a deliberate decision to provide the original quotes followed by translations. 
Interaction excerpts include both Spanish and English given that code- mixing  

2 Nonstandard respellings (e.g., wuz) that tend to denigrate speakers by portraying them as 
 uneducated or rustic (Preston 1985).
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and code-shifting are integral to the analyses I conduct in these two chapters. It is 
also an attempt to facilitate the verification of the analysis by readers.

In this book I take the position that one of the most illuminating sources of 
information regarding HL development is not how families say they talk—it is how 
they actually talk. I believe that it is their spontaneous conversation  produced 
in-situ that provides the most insights. For this reason, the transcriptions in these 
chapters are meant to provide as much information as possible, while being 
mindful of the caveats discussed above. These transcriptions do not only contain 
the words spoken by the participants, but also attempt to capture how these words 
were spoken (e.g., rising intonation), in what conditions (e.g., speech overlaps), 
and some of the contextual features of the utterance (e.g., background noise). Obvi-
ously, not even the best transcription in the world can represent linguistic behav-
iour accurately in text. Written text is only a partial depiction of what was spoken—
only a sketch at best. Therefore, we need to keep in mind that when analyzing 
transcribed talk we are only looking at part of the picture; part of the story. I hope, 
however, that the notation system I use in this chapter provides a clear enough 
representation of some of the salient features in the talk analyzed. These transcrip-
tion conventions, presented in Table 11.1, are based on the ones developed by Gail 
Jefferson (1984) and adapted from the modified system used by Wooffitt (2001).

Table 11.1 Transcription conventions.

Symbol Name Description

(0.5) Timed pause The number in brackets indicates a time gap in tenths of a second

- Hyphen A dash indicates the sharp cut-off of the prior word or sound

(.) Micro-pause A dot enclosed in a bracket indicates a pause in the talk of less 
than two tenths of a second

.hh A dot before an ‘h’ indicates speaker in-breath; the more ‘h’s, the 
longer the in-breath

hh An ‘h’ indicates an out-breath; the more ‘h’s, the longer the  
out-breath

((  )) Double  
parenthesis

A description enclosed in a double bracket provides additional 
information. It may indicate a non-verbal activity, for example 
((looking at Angela)). It may provide grammatical information in 
a translation, for example ((pl.)) indicates the original word in 
Spanish was marked for plural. It can also enclose comments or 
background information, for example, ((the answer ‘si’ could be 
in response to a non-verbal question)) 

: Colon Colons indicate that the speaker has stretched the preceding sound 
or letter. The more colons the greater the extent of the stretching

(continued)
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Symbol Name Description

(×) An ‘×’ enclosed in single parentheses indicates the presence of 
an unclear word in the recording. The number of ‘×’s enclosed 
indicates the number of unclear words

(guess) Parenthesis The words within a single bracket indicate the transcriber’s best 
guess at an unclear fragment in the recording

. Dot A full stop indicates a stopping fall in tone. It does not necessarily 
indicate the end of a sentence

Under Underlined 
speech

Underlined fragments indicate speaker emphasis

↑↓ Up/down arrow Pointed arrows indicate a marked falling or rising intonational 
shift. They are placed immediately before the onset of the shift

CAPITALS Capitals With the exception of proper nouns, capital letters indicate a 
section of speech noticeably louder than that surrounding it

°  ° Degree symbols Degree signs are used to indicate that the talk they encompass is 
spoken noticeably quieter than the surrounding talk

>   < Greater than/
Less than 
symbols

‘More than’ and ‘less than’ signs indicate that the talk 
they encompass was produced noticeably quicker than the 
surroundin g talk

= Equal sign The equal sign indicates contiguous utterances

[ Bracket A left-hand bracket indicates the beginning of overlapping 
speech, shown for both speakers. It also indicates that speakers 
start a turn simultaneously

Bold Bold typeface indicates the text was originally spoken in English

In the following section I introduce a series of concepts associated with corrective 
feedback, which I have found useful for thinking about and analyzing heritage 
language regulation in families. The above notation conventions are used in the 
data presented below.

11.7 Concepts associated with language regulation

11.7.1 Self-repair

Self-repair has been studied from various research perspectives, including 
CA in L1 settings (Schegloff, Jefferson and Sacks 1977) and classroom dis-
course in L2 settings (Kasper 1985). Self-repair often falls within the scope of 

Table 11.1 (continued) 
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communicativ e and psycholinguistic perspectives on second language acqui-
sition. From a psycholinguistic perspective the notion of self-repair is based 
on complex theories of monitoring behaviour, such as The Perceptual Loop 
Theory of Monitoring (Kormos 1999), which constitutes the foundation of self-
repair. Some of the interactions observed in my ethnography contained a type 
of corrective behaviour that could be characterized as self-repair. Although it 
was less common than the adult-initiated correction styles that are introduced 
later, there were some unambiguous manifestations of self-corrective behav-
iour by the children. These incidents usually involved code-mixing, as shown 
in the example below, rather than full-fledged code-switching. For example, 
in the following excerpt Graciela produced the Spanish equivalent of the word 
French almost immediately after finishing an utterance that included the word 
in English: (Teacher=Mrs. Nieve):

Teacher: ¿fuiste a la escuela hoy Graci?
 |did you go to school today Graci?|
Graciela: a::h si a French |yes to French class|
Teacher: ¿si? |yes?|
Graciela: al (.) francés |to French|

Mrs. Nieve, a parent-teacher in El Centro de Cultura, had a strictly enforced Span-
ish-only policy in her class and she usually modeled the expected behaviour by 
never speaking any English during class herself. In this interaction, although 
Graciela produced a word in English (French), Mrs. Nieve did not orient to it. 
However, Graciela corrected herself, pointing to her awareness of the language 
policy in the class, and suggesting she noticed that she had engaged in what was 
seen as an inappropriate practice for that setting.

11.7.2 Corrective feedback

Corrective feedback (CF) has a long history in first and second language acquisi-
tion research (e.g., Pemberton and Watkins 1987, Lyster and Ranta 1997, Matychuk 
2005). In first language learning, scholars have used the term motherese (also 
baby-talk, parentese, child-directed speech, caretaker speech) to describe parents’ 
and other caregivers’ communication style with infants and toddlers (Philips 
1973, Newport, Gleitman and Gleitman 1977, Ochs 1982, Schieffelin 1990). The 
term is frequently used to describe how adults alter the language they use with 
young children through shorter sentences and simplified grammatical structures 
(Matychuk 2005). 
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When studied as part of motherese, corrective feedback is provided in the 
form of explicit and implicit directives, which are tools used by parents to foster, 
expand, and regulate the linguistic practices of their children. Explicit directives 
are somewhat akin to prompting (e.g., “say thank you”), which refers to “caregivers 
providing explicit instruction in what to say and how to speak in a range of recur-
rent activities and events” (Ochs 1986: 5). Prompting behaviour has been observed 
in families in a variety of settings that include White working class families in the 
United States, Sesotho-speaking families in Africa, and Senegalese Wolof com-
munities (Miller 1982, e.g., Demuth 1986, Eisenberg 1986, Schieffelin 1986, 1990, 
Rabain-Jamin 1998). These explicit directives are used to elicit from children the 
required language form. In order to accomplish this goal, they typically use an 
imperative form with a specific prosodic feature for emphasis (e.g., word or syl-
lable stress), which is sometimes followed by some type of reprimand with the 
aim of further constituting their utterances as orders (Ochs 1996). In monolingual 
societies, prompting is commonly used to lead children to use a particular speech 
form, to “correct or expand children’s utterances to be socially appropriate and 
grammatical” and to “repeat and paraphrase their own speech” (Paugh 2005: 57). 

Implicit directives are used by adults as non-literal means of regulating chil-
dren’s linguistic behaviour. These are phrased in the form of hints or suggestions 
meant to produce the desired linguistic behaviour without explicitly naming it, 
but often relying on prosody. Ochs (1986) suggests that prosodic features have a 
strong prompting effect, even when they are not accompanied by explicit direc-
tives. When functioning as corrective feedback, motherese can also refer to how 
adults provide subtle corrections to children regarding their language errors (see, 
e.g., Sommerer 2006). These subtle corrections in the form of reformulations 
without the error are often referred to as recasts. 

Analyses of parental reports as well as observed naturalistic interactional eth-
nographic data show that one of the most pervasive language socialization strat-
egies the adults in the study employed with children to instruct them to switch 
to the heritage language and to cultivate favorable linguistic ideologies was the 
use of speech acts such as explicit and implicit directive forms. My observations 
indicate that explicit directives—commands—were by far the more common type 
of the two strategies as they seemed to come automatically to the parents. This 
is evidenced in the following example, which took place in La Casa Amistad, 
described in Chapter 9 (Mrs. C=Mrs. Clavel):

Child 1: ((Speaking in English)) (xxxxxxxxx)
Child 2: the program (xxx)
Perla: (xx) but (xxx) over there=
Mrs. C: =in SPANish hey hey hey. What’s the matter my friends?
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The context of this interaction was an arts and crafts project led by Mrs. Clavel. 
The children were caught having switched to English entirely, prompting an 
admonition from Mrs. Clavel. As with explicit prompting, her directive was ini-
tiated by an imperative form that carried a particular intonational contour (Ochs 
1986), which she followed with a rhetorical question. A much more extensive 
analysis of a similar, but longer, extract is conducted in the next chapter.

11.7.3 Recasts 

In second language acquisition, recasts are a common form of corrective feedback 
given to language learners (Schmidt 1990, Lyster and Ranta 1997, Lyster 1998, 
2001, Sheen 2004, Carpenter et al. 2006, Ellis and Sheen 2006, Nassaji 2007). 
A functional definition is provided by Nicholas, Lightbown and Spada (2001), 
who describe recasts as reformulations of a speaker’s incorrect utterances made 
by listeners. Part of the appeal of recasts is that they acknowledge the content of 
a speaker’s utterance, helping maintain the flow of communication and provid-
ing an alternative model (Nicholas, Lightbown and Spada 2001). However, some 
scholars call for a cautious construal of their usefulness as they consider recasts 
too ambiguous due to the repetition of the speaker’s statements. Recipients of 
recasts, it is argued, may interpret them as focusing on meaning, thus causing 
them to overlook the error made (Lyster 1998). Additionally, noticing, or paying 
attention to speech, has been suggested to activate language acquisition (Schmidt 
1990). Yet, because of the implicit nature of recasts, without directly calling the 
speaker’s attention to the error, the speaker may not notice a correction was 
made. To illustrate, the following is an example of a recast that may take place in 
an English as an additional language classroom:

Student: She go yesterday
Teacher: She went yesterday

11.7.4 Cross-code recasts

While there is already a relatively long tradition of research on recast usage in 
monolingual as well as in second language learning contexts, its use in HL devel-
opment contexts has not been examined. Whereas the type of recasts regularly 
discussed in the second language acquisition literature refers to within-code 
corrections, in this chapter I introduce what I term cross-code recasts (CCRs), 
which are meant to prompt a code switch. The analysis in my ethnographic data 
set showed that caregivers used two main types of recasts. They used recasts to 
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provide negative evidence to children regarding incorrectly formed utterances 
(e.g., verb forms, lexis, syntax), which were similar to the recasts investigated in 
the established domains of recast research cited above. The other type of recasts 
adult care-givers used were intended to offer a subtle code correction, that is, to 
keep the children focused on speaking Spanish. The following segment illustrates 
how the recasts used by adults were clearly meant to provide to the  children a 
reformulation of an utterance spoken in the wrong code (i.e., English), thus sur-
reptitiously regimenting their language use:

Graciela: this is black
Teacher:  ese es negro |this is black|

In this example, Graciela started the interaction with a phrase spoken in English 
and Mrs. Nieve used a CCR in response (ese es negro; this is black) by simply 
translating Graciela’s utterance. Thus, Mrs. Nieve contributed to the flow of the 
interaction, while providing a clue to Graciela that something was “up” in her 
utterance, without actually saying it. In other words, she corrected her implicitly 
while still acknowledging the content of Graciela’s words. This brief and de-con-
textualized excerpt may seem like an ordinary and inconsequential translation, in 
some respects similar to the translations reported by Lyster and Ranta (1997) based 
on research in a French immersion context in Montreal, Canada and to Lanza’s 
(1997/2004) adult repetitions in Norway. However, as it is shown in the next chapter, 
the deployment of this strategy did much more work than just translate or repeat 
Graciela’s English utterance. Several researchers have argued that because of their 
implicit, and therefore ambiguous nature, the modifications made in recasts may 
not be noticeable to learners. For instance, Lyster and Ranta (1997) suggest that 
other forms of correction, such as metalinguistic feedback, clarification requests, 
and teacher repetition of the error may be more effective than recasts.

11.7.5 Clarification requests

Clarification requests attempt to address problems of incomprehensibility, unlike 
recasts or commands, which seek to make a correction. Pragmatically, however, 
the clarification requests found in my interactional data were also meant to 
prompt a code-shift. Adult care-givers often used directives that exhibited 
non-explicit features, such as requests for clarification or statements of lack of 
understanding, or even of puzzlement (e.g., “I don’t understand,” “I don’t know 
what you’re saying”). These implicit clarification requests were frequently for-
mulated as questions or as other types of statements that were meant to function 
as directives given the context in which they occurred (e.g., children speaking in 
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English). These are similar to the clarification requests that Ochs (1988, 1991) has 
termed minimal grasp and expressed guess strategies. Lanza (1997/2004) has also 
found these types of strategies in her research on English as a HL in Norway. The 
following is a typical example of the type of indirect discourse parents often used 
to convey the message to children that they were using the wrong code for the 
social situation. (bold=English in original):

Olivia: I want an iPod
Mother: no te entiendo
Olivia: yo quiero un iPod 

In this particular interaction, the context made it sufficiently clear what it was 
that Olivia wanted and that her mother understood her request (“I want an 
iPod”). However, the mother formulated a directive explicitly by framing it as a 
request for clarification of her utterance, to which Olivia oriented, as evidenced in 
her next turn where she produced the utterance her mother was expecting. Much 
more was going on in this interaction, but we get to some of those details in the 
next chapter when we look at the entire episode.

11.7.6 Lectures

An uncommon, but nevertheless significant, characteristic of the children’s lan-
guage socialization processes was the parents’ use of explicit pleas urging the 
children to persist in their efforts to use Spanish within and outside their homes 
or grassroots groups. One case in point was a talk given by one of the parents at 
the end of a Scout group nature hike that was organized as part of a larger event 
that included an outing with parents and other children. This lecture was, in all 
probability, motivated by the pervasiveness of English in the children’s speech 
during the leisure activities of the day when the children ran and played in the 
large park and ocean front open area where the event took place. The parent’s talk 
was an invitation to the children to become more aware of the value of the Spanish 
language and to encourage them to continue speaking it. This lecture is analyzed 
in the next chapter where it serves to illustrate the role of lectures in the families.

11.8 Chapter summary

In this chapter, I have reviewed the relevant family language policy, planning, 
and management literature and introduced some of the key concepts I see as 
relevant to the process of heritage language regulation. I also provided basic 
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example s of how these concepts are embodied in the linguistic strategies that 
parents and other adult caregivers utilize in order to manage their linguistic inter-
actions, motivated by their language ideologies. As well, I have presented the lin-
guistic tools the participating families employed in their daily interactions with 
their children in their efforts to promote the continued use of the HL in family 
communication. In an attempt to build on and productively expand the existing 
heritage language development scholarship, it is also my goal in this chapter to 
set the stage for investigating the discursive practices in which ethnolinguistic 
minorities engage in their efforts to foster the development and maintenance of 
the HL. For this purpose, I introduced conversation analysis as a promising meth-
odology in this area when combined with language socialization as well as intro-
duced a sense of what a CA-informed analysis of these strategies might look like. 
However, a turn-by-turn analysis of extended interactions was not attempted at 
this time, given that the purpose of the chapter was to only lay the foundation for 
the analytical work that is performed in Chapter 12.

The body of research relevant to HL development has traditionally relied on 
thematic analyses of interview-based data. Many of these studies have reported 
on parents’ perspectives on heritage HL development in their children and have 
reported on their recollections of how they engage in the regulation of their 
 children’s language practices through directives of different types. However, 
with some notable exceptions, how these practices play out in their linguistic 
 interactions has not been extensively explored or demonstrated in the research 
literature. Expanding on King, Fogle and Logan- Terry’s (2008) words, work on 
home language policy and regulation has the potential to address key gaps in HL 
development by closely examining “what families actually do with language in 
day-to-day interactions; their beliefs and ideologies about language and  language 
use; and their goals and efforts to shape language use and learning outcomes” 
(909). Although this is an avenue of inquiry which is still just evolving, it can 
arguably benefit from various analytic perspectives; in this book I propose con-
versation analysis as a discourse analytic method for studying  caregiver-child 
discourse in HL socialization contexts. Thus, the next chapter provides analy-
ses of heritage language interactions through the use of CA-informed tools that 
enable a deeper look into the data.
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12 Heritage language regulation

12.1 Introduction

Having introduced in the previous chapter the terminology, analytical tools, tran-
scription conventions, and examples of linguistic devices employed by families 
to foster sustained heritage language use, this chapter examines these metaprag-
matic devices in detail and as they are used in daily interactions. Drawing on con-
versation analysis, introduced in Chapter 11, the chapter locates language-regu-
lating practices in the context of HL development on a continuum from complete 
explicitness to relative implicitness; however, it suggests that successful strate-
gies may not necessarily be related to degree of explicitness, but to interactional 
turn shape. I argue in this chapter that some processes of metapragmatic regi-
mentation of language use and the resulting responses to their deployment may 
have the effect of unwittingly oppressing children by silencing them. Given that 
much heritage language research has relied on self-reports of linguistic prac-
tice in families, I demonstrate the potential of CA tools for conducting detailed 
analyses of their actual practices in relation to linguistic regulation. The current 
analysis, then, shows that CA offers a practical set of tools for uncovering the 
interactional shape of caregiver-child interactions in HL development. Therefore, 
I cover some of the more common heritage language regulation strategies that 
parents and grassroots group members use to encourage their children to speak 
the heritage language and look at the potential implications of these strategies for 
validating or denying budding hybrid cultural and linguistic identities.

As was the case when first introducing the thematic analysis in Chapter 6, 
in this chapter I would like to describe the procedures that were followed in the 
analysis of naturalistic interactions. These data were carefully examined through 
the language socialization lens in chronological order and through several itera-
tions. This analysis was conducted in the following steps:
1. Scanning data: I examined all naturalistic interactions several times (audio 

and video) in order to note important contextual features and to obtain a pre-
liminary sense of language socialization patterns

2. Pre-coding: I used the software application Transcriber to listen to record-
ings. During this stage I made general transcriptions, took notes, and labeled 
salient segments

3. Pre-selecting interactions: I reviewed rough transcriptions and labeled seg-
ments that seemed clear enough for detailed transcription

4. Detailed transcription: I transcribed clear segments in detail, noting overlapping 
talk, pauses, prosodic features, etc. (see transcription conventions in Table 11.1)
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5. Coding: I reviewed detailed transcripts, particularly noting exchanges in 
which speakers oriented to language (implicitly or explicitly), to activities, or 
which seemed to contain features especially relevant to language socializa-
tion. These segments were labeled and categorized

6. Re-contextualizing interactions: I examined fieldnotes and journal entries 
in order to recall and identify details of the circumstances surrounding the 
recorded activity/interaction

7. Extract selection: in the process of writing, I carefully examined detailed 
transcripts and selected exemplars for inclusion in the book. These were gen-
erally representative of language socialization patterns observed or evocative 
of a critical incident

8. Detailed analysis: the analyses contained in the book were first conducted 
in the actual process of writing the initial report (Guardado 2008a) and 
expanded with the assistance of notes and codes previously generated as  
a basis

12.2 Lectures as a defensive language socialization practice

The first excerpt is meant to provide an example of how lectures were at times 
used as a mechanism of defense against the prevailing assimilative forces in 
society. Defensive socialization has been described as a strategy used by immi-
grant parents in the face of dominant societal values that differ from their own 
(Knafo and Galansky 2008). The immigrant experience inevitably reveals a 
clash of values that can generate tension and stress in the lives of families and 
individuals. In response to this potential collision, many immigrant parents—
and local minority parents for that matter—often engage in practices designed 
to “pre-arm” their children with counter-arguments and rationales that are 
more in line with their own values (Goodnow 1997). In view of such observa-
tion, I have analyzed this linguistic practice—lectures—as a form of defensive 
socialization. The first language excerpt, introduced in Chapter 6 as an example 
of a discourse of aesthetics, took place in the Grupo Scout Vistas. The fathers 
of some of the children had been Scouts as children. One such parent some-
times became involved in the activities and joined the troop for the opening 
and closing ceremonies of the day. At times, he had words of encouragement 
for the children. One Saturday morning the troop went on a long hike, which 
concluded with a barbecue in a park, in which all parents participated. At the 
end of the event, the Scout troop was called to stand in a horseshoe formation 
for the closing ceremonies. Mr. Hernández, one of the parents, addressed the 
group about Spanish and the value of keeping it alive in the group (Mr. H=Mr. 
Hernández) (Observation: 06/24/06):
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[Excerpt 12.1] “a very beautiful language”
 1 Mr. H:  yo quiero decirles que estoy contento que hablen 

la lengua española, castellano. Este en si es un 
idioma muy bonito, y una de las cuestiones muy 
importantes de este grupo es (xx) y conservar 
eso. A los nuevos y a todos, yo les pediría que 
insistieran en hablar en español que traten de 
hablarse en español. Es un idioma muy lindo 
¿okay? Y este:: este también me da de veras mucho 
gusto ver a todos que hablan muy bien español y 
me permití invitar a unas otras personas amigos 
míos e:h van a seguir como más bien nutrias pero 
igual hay algunos lobatos que a mí me gustaría 
que conserváramos eso de que les hablen hablan 
perfectamente inglés como ustedes pero a mí me 
gustaría que más bien les hablaran que hablaran 
siempre en español que es parte de lo que nos 
distingue de los demás. ¿Estamos? ¿(Les parece) 
alguien tiene alguna pregunta o alguna otra 
(xxxxxx)? ((a child asks a question about who the 
new children were))

Translation
 1 Mr. H:  I’d like to tell you (pl.) that I’m happy to 

see that all of you speak the Spanish language, 
Castilian. This is a very beautiful language, 
and one of the most important features of this 
group is (xx) and to maintain that. To the new-
comers, I would like to ask you to persevere 
in speaking in Spanish to try to speak Spanish 
with one another. It’s such a pretty language, 
okay? And u::m um I’m also very glad to see that 
everyone speaks Spanish so well and I took the 
liberty of inviting some people who are friends 
of mine e:h they are going to start mostly as 
Otters, but there are some Timberwolves also and 
I would like all of us to maintain that practice 
of talking to them they speak English perfectly 
like all of you but I would like you to always 
speak to them to always speak Spanish because 
it’s part of what distinguishes us from others. 

 2
 3
 4
 5
 6
 7
 8
 9
10
11
12
13
14
15
16
17
18
19
20

 2
 3
 4
 5
 6
 7
 8
 9
10
11
12
13
14
15
16
17
18
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All right? (do you agree?) Does anybody have any 
questions o::r some other (xxxxxx)? ((at this 
point a child asked a question about who the new 
members were))

Mr. Hernández’s initial utterance was designed to recognize the efforts and gains 
of the children by congratulating them for their Spanish skills (lines 1–2). He then 
used a discourse of aesthetics, which contained a positive appraisal of the Spanish 
language: “This is a very beautiful language” (line 3). This discourse stated that 
maintaining Spanish was one of the Scout group’s objectives (lines 4–5) and 
appealed to the children to continue using it (lines 6–7). Subsequently, he con-
structed a discourse that was similar to the previous one with a second round of 
positive assessments: “It’s such a pretty language” (lines 7–8),  expressing satisfac-
tion with the children’s Spanish development (lines 8–9) and appealing to them to 
persevere in their efforts (lines 12–13). Finally, he acknowledged the children’s lan-
guage circumstances of living in an English dominant context (line 14), showing 
empathy for them, and made a final plea based on his own hopes for the children 
and the group. To close this sequence, he made a statement about the uniqueness 
of the group members based on the Spanish language and culture (lines 16–17). 

Mr. Hernández’s discourse contains several appeals to the children to use 
Spanish, which were interspersed with positive assessments of the language and 
statements of exaltation regarding the children’s language abilities. This combi-
nation of moves was designed to highlight the children’s success in learning and 
maintaining Spanish as well as to further sensitize them to the importance of 
continuing to do so, in a move that could be heard as a preemptive socialization 
strategy. In contrast to the use of more forceful commands (e.g., speak Spanish!), 
these explicit directives contained positive discourse, such as “I’d like to ask 
you,” instead of “you must.” As I argued in Chapter 11 and elsewhere (Guardado 
2002), the type of encouragement that parents give to their children to speak the 
heritage language may have a facilitating or a detrimental effect. The communi-
cation style used by Mr. Hernández had the potential of promoting a positive atti-
tude in the children as it couched an implicit directive within a positive appraisal 
of the children and the heritage language.

Mr. Hernández announced there were new members in the group and attempted 
to emphasize the expected standard linguistic behaviour in order to prevent the 
newcomers from altering the established language dynamics. He recognized the 
children’s linguistic choices and suggested that their preferred language might not 
be Spanish, which seemed to motivate his appeal to them to continue speaking 
Spanish. As part of that plea, he also indicated that Spanish use was valued and 
expected in the group. In order to have a stronger rhetorical impact, thus regulating 

19
20
21
22
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heritage language use, he proclaimed Spanish as a key cultural element that united 
everyone ethnically, distinguishing them from other groups in Canadian society. 

Although his call to the children did much more work than just emphasize 
the heritage language management efforts of the parents (see Guardado 2009, 
for further analysis), much of the illocutionary force of his speech—the speak-
er’s intention—attempted to strongly socialize the newcomers and oldtimers to 
the linguistic practices of the group, thus attempting to inoculate them from 
code-switching or full language shift. He strongly attempted to “defend” Spanish 
by depicting and rendering it the only “proper speech” in the group and equated 
Spanish with “linguistic correctness,” implicitly portraying English as a threat 
(Woolard and Schieffelin 1994).1

12.3 Cross-code recasts and conversational expansions

The next interaction comes from El Centro de Cultura, one of the grassroots groups 
that were discussed in Chapter 9. It was recorded in Mrs. Nieve’s class, the small-
est of the three classes in the group, with only three pre-school children in it. The 
interaction took place in the context of an arts and crafts activity with a focus on 
body parts, clothing items, colours, and other related lexical items, which could 
be characterized as somewhat typical of pre-school settings. The lesson started 
with Mrs. Nieve giving the children photocopies with pictures of clothing items 
and a non-gender specific doll. Mrs. Nieve’s warm up activity consisted of asking 
the children to name the items on the papers, which was done in less than two 
minutes, as the children had no difficulty naming them. The children were told 
that first they would colour the pictures and then they would cut them out. After 
cutting them out they would dress the doll as a girl or a boy.

Recasts, as defined in the previous chapter, are reformulations made by lis-
teners of a speaker’s incorrect language use. Recasts acknowledge the content 
of a speaker’s utterance and focus on communication while providing an alter-
native model (Nicholas, Lightbown and Spada 2001). Cross-code recasts (CCRs), 
on the other hand, are meant to prompt a code switch through a subtle code cor-
rection in the form of a repetition in the “correct” language. CCRs are similar to 
the adult repetitions using the other language reported by Lanza (1997/2004, see 

1  Although it may seem as if Mr. Hernández’s use of the term “castellano” (Castilian) created a 
dialectal hierarchy where the variety spoken in Spain was assigned a higher status than Latin 
American varieties (as is often the case), this was not so. Many Spanish speakers in Latin Amer-
ica use this term (castellano) even when referring to their local variety. It is a way of distinguish-
ing it from the other languages of Spain and Mr. Hernández appeared to use it in this sense.
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also Juan-Garau and Pérez-Vidal 2001). As the next example demonstrates, the 
recasts used by adults in the grassroots groups (and in their homes) were clearly 
meant to provide the children with a reformulation of an utterance spoken in 
the wrong code (i.e., English), thus regimenting their language use (Mrs. N=Mrs. 
Nieve) (Observation: 01/25/06):

[Excerpt 12.2] “this is black”
1 Graciela: this is black
2 Mrs. N: ese es negro |this is black|
3 Graciela: negro |black|
4  (4.1)
5 Graciela: black se dice negro |black is said black|
6 Mrs. N: exactamente |exactly|
7 Graciela: black se dice NEGRO |black is said BLACK|
8 Mrs. N: SI |YES|

In this context, Graciela started the interaction with what appeared to be a 
 think-aloud2 episode, using a phrase spoken in English. Mrs. Nieve recasted 
Graciela’s utterance in line 2 (ese es negro). Then in line 3 Graciela produced a 
preferred response by repeating the content word “negro”—the translation pro-
vided by Mrs. Nieve. The 4.1-second pause in line 4 appears to be the end of the 
sequence and the topic. However, given Graciela’s self-selection for another turn, 
it is clear the pause provided Graciela with “thinking” time. The significantly 
long silence before producing “black se dice negro” in line 5 is an indication that 
Graciela was still engaged with the content of Mrs. Nieve’s cross-code recast pro-
duced in line 2. In line 6 Mrs. Nieve confirmed Graciela’s realization. Graciela’s 
turn in line 7 is significant as she not only repeated her previous utterance, but 
also pronounced “negro” with heavy word stress and loudness of voice, to which 
Mrs. Nieve, possibly influenced by Graciela’s enthusiasm, also responded with a 
loud and high-pitched “SI.” 

This extract shows that Graciela produced an utterance in English, which 
departed from the official language policy in the group (i.e., to use Spanish only), 
prompting Mrs. Nieve to use a CCR in response. Graciela appeared to learn a 
new semantic relationship through Mrs. Nieve’s modeling of the item “negro.” 
Although she likely knew the word “negro” prior to this episode, the corrective 
feedback Mrs. Nieve provided seemed to get her attention, triggering her reali-
zation that “black se dice negro.” The 4.1 second pause in line 4 suggests Mrs. 
Nieve’s CCR might have led to Graciela’s noticing the problematic code use, 

2 Verbalized mental activity used while conducting a task (Davey 1983).
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prompting her to verbalize her recognition, as the emphasis in “NEGRO” indi-
cates. Her repetition of the utterance and the emphatic production of “NEGRO” 
clearly index enthusiasm, an arguably positive and desirable attitude in any lan-
guage acquisition situation.

This analysis shows that Mrs. Nieve’s recast acknowledged the content of 
Graciela’s utterance and, although no extensive communication followed, Mrs. 
Nieve’s stance generated topic expansion and the generation of several addi-
tional turns, leading to the closing of the interaction in a way that invited com-
munication. By focusing on the meaning of Graciela’s utterance and providing 
an alternative model to follow, rather than simply issuing a command to switch 
languages, Mrs. Nieve created a positive environment in which she continued to 
positively reinforce and support Graciela’s noticing and repetition of the correct 
utterance and commentary. Although this is a brief extract, it effectively illus-
trates the potentially facilitating force of CCRs in adult-child interactions in the 
processes of heritage language regulation.

12.4 Requests and negotiation

As opposed to issuing direct imperatives to the children, as I analyze later in the 
chapter, at times parents used firm, but somewhat less stern strategies. The fol-
lowing excerpt illustrates the use of polite requests. It also took place in El Centro 
de Cultura while Mrs. Nieve’s group of pre-school aged children worked on arts 
and crafts projects. The child participants in the interaction were two girls from 
one of the other classes that had joined Mrs. Nieve’s group for the activities of the 
evening (Mrs. N=Mrs. Nieve) (Observation: 01/25/06):

[Excerpt 12.3] “very hard words”
 1 Mrs. N: ¿Luisa y Cheryl podrían tratar de hablar tantito 
 2  español?
 3  |Luisa and Cheryl could you try to speak a little 
 4  Spanish?|
 5  (0.4)
 6 Luisa: okay
 7 Cheryl: si |yes|
 8  (1.9)
 9 Luisa: claro |sure|
10 Cheryl: the words (.) we’re saying are very hard words
11 Mrs. N: ¿como cual? |like which one?|
12  (1.0)
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13 Cheryl: I don’t know=
14 Luisa: =I don’t know
15 Mrs. N: ¿entonces como sabes que son muy difíciles?
16  |then how do you know they are so difficult?|
17 Cheryl: (‘cause) I forgot them

In this example, Luisa and Cheryl were engaged in conversation in English prior 
to the interaction shown; therefore, in line 1, Mrs. Nieve directed them to use 
Spanish. After a noticeable pause (0.4 seconds), Luisa agreed, but with a mark-
edly unenthusiastic “okay” in line 6. In line 7, Cheryl also agreed with a similarly 
produced “si” (yes). After a significant pause of 1.9 seconds, Luisa—line 9—reit-
erated her agreement with a “claro” (sure), again using clearly flat intonation. 
However, in line 10, Cheryl attempted to justify their use of English, namely, that 
the words they were speaking in English were too hard to be said in Spanish, to 
which Mrs. Nieve responded with an information question: “¿como cual?” (like 
which one?). Following a 1.0 second pause, in line 13 Cheryl informed her that 
she did not have such information, which was immediately reiterated by Luisa 
in line 14, as evidenced by the contiguity of her utterance (=). Mrs. Nieve asked 
how they knew these were difficult words in line 15, indicating that she was not 
satisfied with their previous replies, to which Cheryl countered that the evidence 
attesting to the difficulty of those words was provided by the fact that they had 
forgotten them. 

Despite the significantly soft locutionary force (Austin 1962) of Mrs. Nieve’s 
directive—the literal meaning of her utterance—, its perlocutionary force—the 
action performed as a result—can still be heard as dispreferred. However, given 
its moderate design, the participating children were still encouraged to orient 
to a stance of negotiation (see also Brooksbank 2017). The pauses in lines 5, 
8, and 12 clearly indicate the children were in disagreement with the direc-
tive. Their utterances in lines 6, 7, and 9, contextualized with flat intonational 
contours, confirm this assertion. This excerpt illustrates how in response to a 
command that was framed as a request, the children oriented to a challenge to 
a power figure—an adult and teacher. Even though some tension was evident 
in the exchange, the conversation still continued as Cheryl and Luisa co-con-
structed a challenge to Mrs. Nieve, the teacher, and politely but confidently, 
opposed the rules and made a case for speaking in English.

The metalinguistic discussion in this interaction illustrates the nature of 
conversational negotiation generated by Mrs. Nieve’s request and indicates 
resistance on the part of the children in response to her request. In the process 
of resisting the rule they co-constructed an explanation for why the words were 
hard, namely, that if those had not been difficult words, they would not have 
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forgotten them. This is also evident in the use of English in the last three turns by 
Cheryl and Luisa, suggesting their negotiation was at least partly successful, thus 
further confirming the dispreferred nature of their responses to the request and 
the instantiation of their resistance.

12.5 Clarification requests and conversational closings

The next excerpt occurred in the home of the Aguirre-Ramírez, the middle-aged 
professionals from Mexico that were discussed in Chapter 10. A Spanish-only rule 
prevailed in this home. It became clear in multiple interviews with the parents 
and the children that the parents employed an assertive heritage language regu-
lation style. They repeatedly commented on the three children’s persistent habit 
of speaking English among themselves, and both parents’—but particularly Mrs. 
Aguirre’s—constant reminders to use Spanish. The following excerpt took place 
in that particularly hard line language context as three-year old Penélope made 
herself busy at home while her sisters were in school. Penélope was holding 
a piece of paper in her hand when her mother inquired about it (Mrs. A=Mrs. 
Aguirre) (Observation: 01/12/06): 

[Excerpt 12.4] “un paper”
1 Mrs. A:  ¿que es eso Flo-Penélope?
2 Penélope: es un (0.2) paper=
3 Mrs. A:  =¿es un QUE?=
4 Penélope:  =un °paper˚ (xx[x)
5 Mrs. A:        [no entiendo
6 Penélope:  (xxxx)

Translation
1 Mrs. A:  what is that Flo-Penélope?
2 Penélope: it’s a (0.2) paper=
3 Mrs. A:  =it’s a WHAT?=
4 Penélope:  =a °paper˚ (xx[x)
5 Mrs. A:             [I don’t understand
6 Penélope:  (xxxx)

Mrs. Aguirre started the interaction by asking Penélope what it was she had in her 
hand. In line 2, Penélope seemed to struggle momentarily (0.2 second pause) just 
before producing “paper,” an indication that she might have been unsuccessfully 
looking for the word papel in Spanish. In line 3 Mrs. Aguirre spoke immediately 
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after Penélope used the English word “paper,” which Mrs. Aguirre did not accept. 
The contiguity of line 3 with line 2 suggests there was a sense of urgency in Mrs. 
Aguirre’s queries. She attempted to encourage Penélope to use the right Spanish 
word, raising her voice in the word “¿QUE?” (WHAT?), clearly indicating  emphasis. 
In her reply, Penélope again used the word “paper” and was still talking, possibly 
explaining what it was she had in her hand. However, as soon as Penélope pro-
nounced “paper,” failing to repair, Mrs. Aguirre appeared to decide that she had 
heard enough. She only seemed interested in Penélope’s code choice, evidenced 
in her overlap in line 5. There was no uptake of the message on her part once she 
had made her point through an implicit directive (“I don’t understand”) phrased 
as a clarification request. Rather than simply using a direct command (e.g., “speak 
Spanish”), Mrs. Aguirre drew on other linguistic resources to call Penélope’s atten-
tion to the appropriate linguistic behaviour. Ochs (1988, 1991) has termed these 
types of clarification requests as minimal grasp strategies. She explains that terms 
such as “I don’t understand” or puzzled facial expressions are commonly used to 
initiate the clarification of a presumably unintelligible utterance.

In implicit directives, which are often phrased as clarification requests, the 
message is expressed indirectly (Clyne 1996). However, given that this was a 
common occurrence in her family, it can be argued that the clarification requests in 
lines 4 and 6 together contained an explicit command through their prosodic fea-
tures (i.e., loudness of voice). In addition, these types of directives tend to rely on 
conversational implicature (Levinson 1983) in order to produce contextually situ-
ated meanings. Implicature is used to explain utterances that mean more than what 
is said. In the interaction above, Mrs. Aguirre’s utterance (“I don’t understand”) 
had a meaning that was quite different from what she actually said. Her utterance 
could be paraphrased as “I heard your answer, but I’m not going to accept it and I 
will pretend not to understand it until you say it in Spanish, the ‘proper’ language 
in the family.” Penelope was expected to draw this inference from Mrs. Aguirre’s 
utterance “I don’t understand” and produce the Spanish word papel. The impli-
cature of Mrs. Aguirre’s utterance was an explicit directive to display a particular 
language behaviour. Through her linguistic actions, Mrs. Aguirre was making an 
obvious attempt to reinforce the Spanish-only rule at home, making it clear that 
at least in this interaction she was not interested in the content of three-year old 
Penélope’s words, but in the code she used. This extract illustrates how the herit-
age language regulation processes found in the family created tensions that could 
interrupt the natural flow of communication, in this case, between a mother and 
her three-year old daughter. Mrs. Aguirre’s attempts to strictly regulate her young 
daughter’s language practices prompted an abrupt closing of the conversation, 
possibly also negating Penélope’s budding ethnolinguistic identity.
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12.6 Commands, resistance and sequence closings

In grassroots group gatherings, some parents were dubbed the “language police.” 
They frequently reminded the children to use Spanish through various forms of 
directives. Commands were by far the most common type of heritage languag e 
regulation strategy observed during grassroots group activities as well as in 
everyday home interactions. These seemed to come spontaneously to the caregiv-
ers, as shown in the following example. It took place in El Grupo Scout Vistas as 
Mr. Maradiaga was leading an activity designed to help the children learn the 
Scout promise, which is part of the fundamental philosophy of the Scout Move-
ment (see Chapter 9, and particularly Guardado 2009, for a more detailed descrip-
tion and analysis of the Scout activities). The Scout leaders had prepared slips of 
paper with the words of the Scout promise. These were distributed to groups of 
two or three children, who were instructed to put them in order. While working 
on the activity, Mrs. Fernández, one of the Scout leaders, discovered the chil-
dren in one of the small groups departing from the official normative standard 
(Spanish-only), prompting a stern scolding (text in bold was originally spoken in 
English) (Mrs. F=Mrs. Fernández; Mr. M=Mr. Maradiaga) (Observation: 02/24/06):

 [Excerpt 12.5] “why black?”
 1  ((children speaking English in background))
 2 Child: (xxx)
 3 Child: what?
 4 Child: WHY BLACK?
 5 Mrs. F: ↑español
 6 Child: ↓oh
 7  (8.0) ((background noise and talking))
 8  Mr. M:   en caso de (xx) de que no usen la coma  

déjenla los dos puntos la coma esos déjenlos 
o- obvienlas no se preocupen de eso lo que me 
interesa más es el (xxxxxx) déjenlos la coma

12 Mrs. F: en ↑españo:l (.) Tatiana
13   ((extended pause before Mr. M moved to the next
            phase of the activity))

Translation
 1  ((children speaking English in background))
 2 Child: (xxx)
 3 Child: what?

 9
10
11
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 4 Child: WHY BLACK?
 5 Mrs. F: ↑Spanish
 6 Child: ↓oh
 7  (8.0) ((background noise and talking))
 8 Mr. M:  in case (xx) you don’t use the comma leave 

it the colons the comma those leave them o− 
obviate them don’t worry about that what I’m 
interested in mostly is the (xxxxxx) leave the 

           comma
12 Mrs. F: in ↑Spani:sh (.) Tatiana
13   ((extended pause before Mr. M moved to the next 

phase of the activity))

After noticing that some of the children had switched to English or were code-mix-
ing (lines 1–4), Mrs. Fernández reminded them to speak Spanish, using rising 
intonation, to which a child (line 6) responded with an oh particle using falling 
intonation. A few seconds later, Mr. Maradiaga continued with additional instruc-
tions for the children (line 8), after which, Mrs. Fernández restated her admoni-
tion in line 12, again using rising intonation with an elongated vowel in the last 
syllable, as Tatiana had not complied with her request. 

It was discussed in the previous chapter that in many societies, prompting 
is commonly used to lead children to use a particular speech form or to speak 
in a way that is grammatically and socially appropriate (Paugh 2005), and in 
the case of bilingual children, to teach them ‘proper’ uses of both languages 
(Howard 2008), among other goals. In line with these functions of prompting, the 
grassroots parents used directives to elicit from the children the required code—
Spanish. In order to accomplish this goal, they typically used imperative forms 
accompanied by relevant prosodic features for emphasis, which were frequently 
followed by reprimands to further establish the imperative functions of their 
speech (Ochs 1996). As previously discussed in the book, the prompting effect 
and sense of urgency of imperatives, even without explicit directives, is signifi-
cantly augmented by the use of prosodic features.

The above excerpt is therefore a clear-cut case of directives phrased as com-
mands. The fact that Mrs. Fernández’s directive (line 5) used an imperative form that 
carried a particular intonational contour suggests that it was designed for “doing 
ordering” and to send the unequivocal message to children to switch to Spanish. 
What this turn does to children, however, is frustrate them. A child’s dispreferred 
second pair part (SPP) in line 6 uses the particle oh, which Heritage (1984) has 
analyzed as a change-of-state token. Heritage has demonstrated that this particle  

 9
10
11
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has several functions in conversation and usually means news receipt and a change 
of state in the recipient of a previous turn. It refers to an assessment of the first pair 
part  that often signals disagreement with its propositional content. He argues that 
intonational delivery is important in interpreting a change-of-state-token, which in 
some cases leads to a sequence closing. Therefore, the falling intonation used in 
“oh” in line 6, combined with the long pause in line 7 (8.0 seconds) are easily inter-
pretable as an index that the child was disappointed at the command issued and 
that it had the effect of closing the sequence. Furthermore, Mrs. Fernández’s even 
more stern command in line 12, evidenced by the rising intonational contour and 
stretched vowel sound, further constituted the severity of the admonition, effec-
tively ending the children’s participation in the conversation. 

12.7 Implications of the analyses

In this chapter, I presented a CA-informed analysis of the HL socializing strategies 
used by adult caregivers in their attempts to encourage and regulate young His-
panic Canadian children’s heritage language use. A cursory review of the types of 
interactions included may suggest that the analyses conducted located language 
regulation strategies in the participating families on a continuum from complete 
explicitness to relative implicitness. Table 12.1 may soon make it clear, however, 
that the level of implicitness of the directives used was relatively unrelated to 
their effects on the interactions. Commands and requests, which were classified 
as explicit in the table, both produced dispreferred turn shapes and stances of 
misalignment. However, a turn-by-turn analysis revealed that whereas com-
mands ended conversations, requests tended to foster negotiation. Therefore, 
even though both have been described as sharing some features (explicitness, 
resulting turn shape), they are also seen in contrast to each other in terms of their 
actual effects on conversation.

Lectures* Commands Requests Cl. Requests CCRs

Stance N/A Misalignment Misalignment Misalignment Alignment  

Turn shape * Dispreferred 
responses

Dispreferred   
responses

Dispreferred   
responses

Preferred 
responses

Action  
performed

* Conversational 
closings

Metalinguistic 
negotiation

Conversational 
closings

Conversational 
expansions

Type Explicit Explicit Explicit Implicit Implicit 

Table 12.1 Summary of metapragmatic strategies and characteristics.
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Figure 12.1 Continuum of parental metapragmatic strategies.

Conversational Closing Conversational Expansion

Commands Clarification Requests Requests CCRs

Even more strikingly, clarification requests and cross-code recasts were both 
classified as implicit in Table 12.1. Nevertheless, while clarification requests gen-
erated dispreferred turn shapes that motivated misalignment between the inter-
actants, CCRs fostered alignment through preferred turn shapes. Therefore, CCRs 
were found to engender conversational expansions while clarification requests 
produced abrupt conversational closings. I posit that explicitness and implicit-
ness are generally unrelated to what these strategies do in conversation given 
that how they are perceived and oriented to is based on their illocutionary force, 
which is ultimately consequential to communication.

In a 2002 article I argued that the type and tone of discourse parents used to 
encourage their children to speak the HL could have a facilitating or detrimen-
tal effect on their children’s language development and maintenance. While that 
argument was based on interview data that elicited parents’ accounts of how they 
pursued the goal of HL development, in this chapter I showed, based on micro-
analyse s of parent-child talk in interactions, that the approach parents use to 
encourage children to speak the HL can indeed have a facilitating or a detrimen-
tal effect on communication with their children. The present analysis revealed 
that it is not the implicitness or explicitness of the linguistic strategies that can 
have a detrimental or facilitating effect, but the rhetorical force of the linguistic 
intervention. Although illocutionarily—the speaker’s intention—the utterances 
summarized in Table 12.1 are arguably similar, the locutionary—literal meaning—
and perlocutionary—or result—forces are considerably different.

The analyses presented in this chapter closely resemble aspects of Lanza’s 
(1997/2004) findings in Norway. Building on concepts and terminology proposed 
by Ochs (1988, 1991), Lanza categorized the parental discourse strategies along a 
continuum based on their potential for fostering “a monolingual or bilingual inter-
actional context” (207). Seeing the present interactional analyses through Lanza’s 
analytical lens, it is clear that all of these metapragmatic strategies attempt to create 
a monolingual interactional context. Indeed, although commands make the strong-
est bid for a monolingual context, all other strategies carry a similar illocutionary 
force. Minimal grasp and expressed guess strategies (Ochs 1988) are both contained 
in clarification requests. Adult repetitions (Lanza 1992, 2001, 2007) are somewhat 
equivalent to CCRs. Therefore, as Figure 12.1 shows, the present categorization is 
best represented on a continuum that highlights the effect that the deployment of 
these monolingually oriented metapragmatic strategies have on the interaction.
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A methodological implication of this chapter in relation to the 2002 study stems 
from the potential of using CA tools in investigations of heritage language socializa-
tion. By using these tools, the chapter provides interactional evidence for my earlier 
hypothesizing that the nature of discourse employed by parents to encourage their 
children to speak the heritage language can be potentially conducive to mainte-
nance or to loss. Thus, through triangulation of different types of data and analytic 
techniques, it is possible to strengthen the research findings of thematic analyses.

A key thread found in the emerging themes was resistance of various types. 
All the strategies used by parents had either motivations or effects associated 
with forms of resistance. Commands, for instance, produced strong resistance 
and annoyance in the children and had a sequence closing effect. Requests to 
speak Spanish, although facilitating negotiation, also had a strong resistance 
component. Although the children affirmed their identities through resistance, 
this identity affirmation in itself also constituted an act of resistance (hooks 
1989). The lectures occasionally given to the children as a defensive socializa-
tion technique, were also a resistance performance on the part of the parents in 
a preemptive attempt to confront the hegemony of English and inoculate the chil-
dren against code-switching or full language shift. Clarification requests created 
tensions that interrupted the natural flow of communication between caregivers 
and children, which generated strong resistance and the closing of conversations. 
A recent study using Child Language Data Exchange System (CHILDES) data also 
highlights this issue (Brooksbank 2017).

Although parental planning of language use tends to be treated as a side issue 
in HL development scholarship (Piller 2001b), the goal of the present chapter—
and one of the goals of this book—is to attempt to bring home language planning, 
policy, regulation, and use to the forefront of research. It is my belief that these 
factors and processes are at the heart of this research area as the linguistic interac-
tions taking place between parents and children are some of the key sites of strug-
gle upon which family language ideologies are contested. These analyses consti-
tute an attempt to begin to “lift the hood” on the linguistic mechanisms operating 
in multilingual families. Thus, I examined the characteristics of the turns engen-
dering dispreference and disagreement between adults and children in daily inter-
actions. Additionally, emphasis was paid to the design of the dissenting responses 
and the actions performed by these sequences. The metalinguistic practices 
analyzed reveal parents’ attempts to revalorize Spanish in the English-dominant 
Canadian context in order to construe it as a “power code” (Hill 1985). 

Since speech is often a coercive force (Philips 1998), some of the very explicit 
processes of metapragmatic regimentation of heritage language use found in the 
data show that when parents coerce children to speak in a particular way, this 
practice often has the effect of unwittingly oppressing children by silencing them. 
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Thus, through the resistance manifested in some of the above interactions, the 
children affirmed their identity and their right to use the language with which 
they were most comfortable. In effect, they countered what they seemed to per-
ceive as a rejection of the linguistic affordances that characterized their evolving 
and potentially hybrid ethnolinguistic affiliations and practices.

12.8 Chapter summary

In this chapter, I have addressed the metalinguistic management of language use 
within families and grassroots community groups, a key aspect of HL development, 
which is often ignored in this area of research. I proposed using language sociali-
zation in combination with tools borrowed from conversation analysis in order to 
examine how heritage language regimentation takes place. For instance, lectures 
provided clear examples of how HL development discourses are utilized to strengthen 
the lecturer’s call. This form of defensive socialization is a strategy used by immigrant 
parents in response to clashing cultural values in order to “pre-arm” their children 
with counter-arguments and rationales that are in line with their own culture. Indeed, 
the lecture given at the beginning of the chapter served not only to reinforce or vali-
date parents’ heritage language attitudes and home practices, but also necessarily, to 
inform the children of the language values and expectations of the Scouting group.

While cross-code recasts as well as metalinguistic negotiations have different 
effects on conversation, both seem to show respect for the ultimate agency of the 
child. In the case of CCRs, this effect, in turn, led to conversational expansions, 
which arguably, would be conducive to HL development given the expanded inter-
actional opportunities. Clarification requests, on the other hand, tend to focus 
on form rather than function or meaning, which may have detrimental effects on 
conversation continuity. In the analysis presented, the deployment of a clarifica-
tion request seemed to abruptly end the interaction. Unsurprisingly, commands 
were the most common form of heritage language regulation observed; paradoxi-
cally, my microlinguistic analyses found them to be the least desirable, although a 
growing body of research suggests that these are the most common within families.

The analyses presented in this chapter showed that the level of implicitness 
and explicitness of the directives used was unrelated to the effects that they pro-
duced. One of the arguably undesired consequences of certain metapragmatic 
strategies, such as commands and clarification requests, is that they—presum-
ably unintentionally—deny the children’s right to hybridity in relation to their 
identities and linguistic practices. It is argued that these negative consequences 
of their deployment make a case for the introduction of a variety of rhetorically 
softer strategies in families in order to diminish this unfavorable effect. 
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13  A cosmopolitan turn in heritage  
language studies?

13.1 Introduction

This chapter takes up the cosmopolitanism discourse proposed in Chapter 6. It 
draws on a much larger collection of ethnographic participants’ comments in 
order to relate this notion to HL development. I first define relevant concepts, 
such as Generation 1.5, Third Culture Kids, cosmopolitanism, and transnation-
alism. Then I outline a multilayered view of identity within a HL development 
discussion, and examine what a cosmopolitan turn in HL development may 
mean for theory, heritage language socialization, and research. The chapter 
concludes by positing the intersection between HL development and cosmo-
politan identities as a potentially fruitful dimension to be considered in discus-
sions about the emergence of new hybrid identities. The discussions contained 
in this chapter serve as a catalyst for the ruminations I mull over in the next 
chapter.

13.2 Generation 1.5 and Third Culture Kids

Identity is a key concept that helps set off the discussion in this chapter. The 
study of identity development has a long tradition that has built on the work 
of Freud (1923/1961) and Erikson (1950). In applied linguistics, the relationship 
between identity and language learning has generated significant scholarship 
in the last decade. Postructuralists define social identity as the way individuals 
understand and view their relationship to the world and how that relationship 
is constructed in their lifetimes (Norton 2000). Language is the chief tool that 
members of social groups use in order to transmit their values and beliefs to indi-
viduals, which helps form individuals’ emerging identities. The language itself 
codifies many cultural elements, such as ideas about language and aspects of the 
speakers’ worldview. 

Two terms intricately connected to identity and HL development that are 
of critical relevance to the arguments made in this chapter are Generation 1.5 
and Third Culture Kids (TCK). Generation 1.5 (Rumbaut and Ima 1988) refers to 
those individuals who immigrate as children or teens to a new country. They are 
believed to grow up with characteristics of the first and the second generation of 
immigrants without fully fitting in either category (Ryu 1991). Although scholars 
have taken up various parameters to circumscribe membership in Generation 1.5 

 EBSCOhost - printed on 2/9/2023 11:02 PM via . All use subject to https://www.ebsco.com/terms-of-use



206   13 A cosmopolitan turn in heritage language studies? 

(e.g., age at immigration, linguistic ability, stage of education at time of immi-
gration), of interest to this chapter are their putative bicultural and multicultural 
identification and characteristics (Park 1999). The general consensus is that 
these are immigrant youth who have different complex experiences and identi-
fications from those of the first or the second generation. Thus, there is currently 
an increased interest in investigating the unique position in which Generation 
1.5 individuals may find themselves, the features and challenges of their lived 
experiences, and as a consequence, the distinctive ways in which these youth 
negotiate and construct their identities (e.g., Roberge 2002, Harklau 2003, Talmy 
2005, Kim 2008). Work of this nature also needs to address the unique ways they 
may learn to view, make sense of and interact with the world as a result of their 
experiences.

The factors to which I would like to draw attention in this chapter relate to 
these individuals’ highly complex identities, especially their potentially multicul-
tural dimension, fluidity and dynamic nature, and hybridity. These individuals 
are able to move across generational, cultural, and linguistic boundaries in their 
social lives. Their ability to function and feel comfortable in different physical 
and symbolic spaces is related to their greater adaptability, transnational expe-
riences, and as Hurh (1993) has posited, their cosmopolitanism as evidenced by 
their creativity and ability to simultaneously identify with both their ethnic past 
and their adopted society.

The term TCK (Fail, Thompson and Walker 2004) is used to describe individ-
uals who spend a significant period of time in two or more ethnic and language 
cultural groups, and as a consequence, embrace elements of those groups into 
a third culture (Useem, Useem and Donoghue 1963). In a sense, their identities 
become greater than the sum of their parts. Generation 1.5, TCK, and HL learners 
share a variety of characteristics as they grow up in a culture (or cultures) that is 
not their parents’ original cultures and tend to develop identities that incorpo-
rate components from all of them. These experiences allow them to function as 
complex multicultural individuals with adaptable features who engage in trans-
national activities and embrace highly cosmopolitan characteristics.

13.3 Cosmopolitanism

The notion of cosmopolitanism promises to be useful in discussing issues of iden-
tity affecting the above individuals. Along with transnationalism, a related term, 
cosmopolitanism has become a popular concept in recent scholarship in fields 
such as sociology and cultural geography. Faist (1998) defines transnationalism 
as emergent communities comprised of individuals who are settled in different 
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national societies and who share common religious, territorial, linguistic as well 
as other interests and relationships across national boundaries. It can apply to 
the experiences of individuals and families who maintain strong cultural and 
familial ties to actual or imagined communities (Anderson 1983) in their coun-
tries of origin while living in the diaspora. 

The notion of cosmopolitanism is not new. Etymologically, it comes from the 
Greek term kosmopolitês, which translates as a citizen of the world (Roudometof 
2005). Cosmopolitanism connotes mobility of people, ideas, cultures, images, 
or objects (Germann Molz 2005) across spaces and a relationship between the 
local, the national, and the global (Starkey 2007). Thus, it refers to a “global 
sense of place” (Massey 1994: 12) that indicates a shift in collective and per-
sonal cultural identities that cultivates the recognition of others (Delanty 2006). 
A cosmopolitan disposition allows individuals to draw on the country of origin 
as a source of identity (Kastoryano 2000, Appiah 2006). At the same time, it pro-
motes in them a “stance of openness towards divergent cultural experiences” 
(Hannerz 1990: 239) and a feeling of being at home in the world (Brennan 1997). 
In other words, it assumes the possession of adaptable dispositions and “a 
commitment to global solidarity and global cultural diversity” (Smith 2007: 39) 
that nurtures multiple belonging. It can be understood as a synergy of many 
cultures, with at least two dominant ones. The relationship between transna-
tionalism and cosmopolitanism, then, is that while cosmopolitanism refers to 
the attitudes and identities (the ideology), transnationalism describes the indi-
vidual experiences. I continue to engage with—and expand on—these ideas in 
the next chapter.

Although cosmopolitanism has not been discussed in direct relation to 
HL development in the applied linguistics literature, associated terms have 
at times been indirectly referred to by scholars (e.g., He 2006). It is argued in 
this chapter that cosmopolitanism offers sufficient explanatory power to be 
extended fruitfully to discussions of identity in the HL development and main-
tenance scholarship.

The foregoing discussion in this chapter has dealt with various interrelated 
concepts that have relevance to discussions of identity for individuals living in 
multicultural and multilingual societies. In particular, these concepts encap-
sulate many of the characteristics that immigrant youth and the children of 
immigrants may experience. Although these children and youth may or may not 
fit definitions of Generation 1.5 or TCK specifically, I believe that considering 
such concepts in relation to cosmopolitanism can help elucidate key features 
of identity surrounding HL learners. Therefore, the foregoing descriptions are 
intended as an introduction to the possible cultural identifications of lingui stic-
minority children.
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13.4 Growing up ethnic or pan-ethnic?

The participants in my ethnography used a variety of terms to refer to cultural 
identity. These terms sometimes referred to specific ethnic identities (e.g., 
Mayan), nation-state identities (e.g., Guatemalan, Canadian), or pan-ethnic 
identities (e.g., Hispanic or Latin American). The Aguirre-Ramírez parents often 
referred to identity in terms of national origin, equating nation-state identity with 
ethnic identity, and other times used more encompassing identities. For instance, 
they felt that the maintenance of their own cultural roots meant the maintenance 
of a Mexican identity, as quoted previously when Mr. Ramírez talked about their 
daughters’ possible adoption of various cultural elements based on their experi-
ences in Canada: “Para absorber todo lo que están viviendo a su alrededor, pero 
sin perder las raíces y las tradiciones que traían o que tenemos en México” [To 
absorb everything they [were] experiencing in their surroundings, but without 
losing their roots and the traditions they brought or that we have in Mexico] 
(Interview: 04/15/06). Likewise, Mr. Maradiaga often used the term “Guatema-
lan.” At times the term seemed to encompass the whole nation-state and at other 
times, a more particular one, a Mayan Guatemala that emphasized his ethnicity. 
Thus, he seemed to refer to a generic cultural identity, a nation-state identity, 
but also an ethnic identity, Mayan, which illustrated the complex ways in which 
identity was experienced and portrayed by the families. 

The socialization of pan-ethnic identities was evident in the comments the 
families made about their home activities, as well as the activities in which they 
participated in their grassroots groups. Since the groups had members from 10 
different Spanish-speaking countries, this national origin diversity translated 
into cultural and dialect diversity. The following is an example of how issues of 
pan-ethnicity came up in one of the grassroots groups, La Casa Amistad, during 
an activity led by Mrs. Aguirre. The activity required the children to become 
involved in all aspects related to running a restaurant, including finding a name, 
creating the menu, and finally preparing the items in the menu. After introduc-
ing the activity, Mrs. Aguirre helped the children name the restaurant. This is an 
excerpt from the interaction that took place (Mrs. A=Mrs. Aguirre):

[Excerpt 13.1]
1 Mrs. A: ¿Cómo le ponemos al resrorán?
2 Child 1: España
3 Child 2: México
4 Perla: Español
5 Mrs. A: ¿que tal ‘Latino’?
6 Mrs. A: algo que unifique más
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Translation
1 Mrs. A: what should we name the restaurant?
2 Child 1: Spain
3 Child 2: Mexico
4 Perla: Español
5 Mrs. A: how about ‘Latino’?
6 Mrs. A: something more unifying

Mrs. Aguirre instructed the children to name the restaurant and several options 
were offered by everyone. She clearly avoided the use of a name that was spe-
cific to a particular country, so she attempted to elicit other ideas from the 
children (lines 5 and 6). She explained she was looking for a name that was 
more unifying in the Spanish-speaking world or at least in Latin America. 
Mrs. Aguirre offered “Que tal latino?” [How about Latino?] and then repeated 
“algo que unifique más” [something more unifying], and further elaborated on 
this idea before deciding to have a vote (excerpt not shown), in which España 
(Spain) obtained the most votes, although Restorán Latino was used in the end. 
Throughout this interaction, Mrs. Aguirre’s efforts to elicit a particular type 
of name for the restaurant showed clear efforts to socialize the children into 
pan-ethnic identities.

13.5 Growing up around other languages and cultures

Another aspect of the families’ socialization efforts that pointed to a hybrid and 
highly complex identity orientation in their children was their stance toward 
other languages and cultures. All the families placed great importance on having 
multilingual abilities and pursued these goals through Spanish-only policies at 
home, participation in HL development grassroots groups, enrolling their chil-
dren in French immersion programs, among other initiatives. Therefore, the 
families did not only count on Spanish to provide special opportunities, but 
also saw it as a starting point for learning other languages, and thus, increasing 
their professional and meaning-making potential. This was also evident in the 
parents’ own interest in learning other languages. Indeed, many of the parents 
were multilingual themselves and actively engaged in activities that promoted 
multilingualism in their children and other members of the community. This atti-
tude toward other languages and their speakers was also evident in the efforts 
made by the families in El Centro de Cultura, one of the grassroots groups, by 
accommodating three Chinese-speaking students in the group who were inter-
ested in learning Spanish.
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Although many previous studies have highlighted the potential economic 
benefits families assign to multilingualism, in Mrs. Pérez’ case, she was more 
interested in promoting cultural and linguistic awareness in her children. Such 
notions were particularly applicable in this case because the Spanish language 
is associated with cultural, racial, religious, dialectal, and regional diversity. To 
Mrs. Pérez, a key to helping open those doors was provided by the Scout group 
and El Centro de Cultura, two groups in which she participated along with the 
family’s other Spanish language socialization efforts. She stated in this regard: 
“Y claro, una vez ya lo tienen [idioma español], pues te abre muchas más puertas 
y puedes apreciar toda una cultura, no una, muchas, como España, Méjico, Gua-
temala, Argentina. Es que es maravilloso, claro imagínate. Aparte te abre las 
puertas para aprender otras lenguas latinas” [And of course, once they have it 
[Spanish language], it opens many more doors for you and you can appreciate 
a whole culture, not one, but many, like Spain, Mexico, Guatemala, Argentina. 
Because it’s so wonderful, for sure, imagine. Besides, it opens doors for learning 
other Latin (Romance) languages] (Interview: 05/12/06).

Like Mrs. Pérez, other families did not only use utility discourses but also 
went beyond the economic benefits they expected Spanish to afford their children. 
For instance, Mrs. Aguirre seemed to address, at least in part, the transferability 
of skills from one language to another (Cummins 1981, Crawford 1992b, Krashen 
1996, Cummins 2000), as evidenced in this quote: “Yo creo que abriéndote el 
canal de un idioma más, estás abriendo las opciones para otros idiomas” [I think 
that by creating an avenue for another language, one is broadening the options 
for other languages] (Interview: 05/14/05). The family’s efforts in HL development 
and maintenance were directed at creating opportunities for their daughters to 
build on that knowledge and learn other languages; forming the linguistic foun-
dations the children could draw from in their future language learning endeavors. 

The families’ views about other cultures were exemplified by the Ag uirre-
Ramírez parents. Mr. Ramírez stated that the family was interested in transmit-
ting and reinforcing the notion that there is more to language than just Spanish. 
They wanted the girls to really understand “… que no solo es el español. Que hay 
otros idiomas” [… that it is not only Spanish. There are other languages] (Mrs. 
Aguirre, Interview: 05/14/05). It appears that the main thrust in the family was to 
raise children who were aware of their roots and proud of who they were. At the 
same time, they wanted them to value the place where they lived, the languages 
that were spoken, and the cultures that were practiced in that milieu. Mrs. Aguirre 
believed that the girls’ experiences were enriched

… de toda la oportunidad que tienen de convivir con diferentes personas, de diferentes 
países, y creo que de alguna manera siempre las lleva a pensar en la propia, en las suyas, 
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en lo que nosotros acostumbramos a hacer, en todo lo que pretendemos llegar a hacer ¿no? 
creo que el reto que dice Orlando [Mr. Ramírez], que mantengan la [cultura] de nosotros y 
asimilen las partes positivas de las demás y que aprendan a respetar las diferentes [cul-
turas] … ese yo creo que es la base, o sea, la teoría aquí en Canadá es una de que tu respetes 
al otro individuo como es, en sus creencias, en sus formas de actuar, mientras NO interfieras 
en tu … no en tu espacio, sino que no provoque un daño al otro, lo que es la libertad, ser 
libre, y hacer lo que tú … a donde tú quieras llegar, pero sin dañar a otros, entonces yo creo 
que esa parte es muy rica para ellas. (Interview: 04/15/06)

… by all the opportunities they have to coexist with different people from different countries 
and I think that in some form it always leads them to think about their own [culture], in 
what we customarily do, in everything we intend to do, no? I think the challenge Orlando 
[Mr. Ramírez] is referring to, that they maintain ours [our culture] and assimilate the posi-
tive aspects of other cultures and learn to respect different [cultures] … that is what I think 
is the base, that is, the theory here in Canada is one that holds that you respect other indi-
viduals as they are, their beliefs, their behaviours, as long as you DO NOT interfere in your 
… not in your space, rather that does not harm others, what liberty is, to be free and to do 
what you … where you want to go, but without harming others, so I think that aspect is very, 
very enriching for them]

Mrs. Aguirre and Mr. Ramírez’s cultural beliefs reflected their understanding of 
Canadian multiculturalism, one in which all the different cultures ideally cohabit 
in the same geographical and socio-politico-cultural space, without interfering 
with one another’s cultural practices. Living in such an environment—a cultural 
market of sorts—the family members could choose to take what appealed to 
them and incorporate it into their own lives. The parents felt that the children 
would benefit from a socialization that allowed them to value all cultures, but 
at the same time, to feel proud of their own roots, holistically raising children 
that they appeared to describe as more emotionally stable human beings: “Todo 
esto le refuerza esa parte emocional, y yo digo que puede a la larga pues dar 
seres humanos, espero, más seguros y más fuertes, más orgullosos de sí mismo, 
pero además, interesados en los otros” [All this reinforces that emotional aspect 
and I think that in the long run it can, I hope, foster human beings that are more 
secure, stronger and prouder of themselves, but in addition, who are interested in 
others] (Mrs. Aguirre, Interview: 05/04/06).

In other words, they felt that the promotion and maintenance of their own 
cultural roots and an appreciation of other cultures was the ideal balance with 
which to grow up:

A lo mejor es el reto ¿no? Porque sí sería triste que perdieran esas tradiciones por absorber 
otras y no porque unas sean necesariamente mejores que otras, no, sino porque esas tradi-
ciones vienen de tus raíces ¿no? entonces, ese es el reto, tal vez lograr que las niñas, este, 
mantengan ese espíritu abierto ¿no? para absorber todo lo que están viviendo a su alrede-
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dor, pero sin perder las raíces y las tradiciones que traían o que tenemos en México ¿no? 
(Mr. Ramírez, Interview: 04/15/06)

[Maybe that is the challenge, no? Because it would indeed be sad if they lost these traditions 
as a result of absorbing others and not because some are necessarily better than others, no, 
rather because these traditions stem from their roots, no? So, that is the challenge, perhaps 
that the girls, uh, maintain that open spirit, no? to absorb everything they are experiencing 
in their surroundings, but without losing their roots and the traditions they brought or that 
we have in Mexico, no?]

13.6 Growing up with a broader vision of the world

As part of the process of awareness raising, culturally and linguistically, in Can-
ada’s multicultural context, the children in this ethnographic study, and to some 
extent the adults, might have been developing syncretic identities that were, in 
many ways, unlike those of their counterparts either in their countries of origin or 
in Canada. Moreover, the identities they attempted to socialize the children into 
also considered the other languages and cultures of the community as having a 
significant role in their identity development. These issues were highly reminis-
cent of descriptions of Generation 1.5 individuals and TCK, whose characteristics 
resemble those of heritage language learners in my data set.

Indeed, Mrs. Fernández and Mr. Maradiaga claimed to subscribe to a syn-
cretic notion of cultural identity that embraced much more than their own culture. 
Mrs. Fernández asserted: “La identidad cultural de las niñas es un híbrido. No 
podemos hacer un pequeño mundo dentro de estas cuatro paredes. Ellas tienen 
que conocer su cultura, pero tampoco encerrarlas en eso. No se puede. No 
estaríamos logrando nuestros objetivos, de que ellas tengan una visión amplia” 
[The cultural identity of the girls is a hybrid. We can’t create a mini-world inside 
these four walls. They have to know their culture, but we can’t enclose them in 
it. It can’t be done. We wouldn’t be achieving our goals for them to have a broad 
outlook] (Interview: 05/09/05).

Additionally, they seemed to suggest that an additional language, in this case 
Spanish, was also key to present and future learning and to accessing otherwise 
inaccessible physical, symbolic, and cultural spaces. When asked why he felt it 
was important for his children to maintain their Spanish, Mr. Maradiaga told me:

Un niño cuando habla más de un idioma intelectualmente crece. Ha habido estudios creo, 
que los niños son más inteligentes ¿no? Tienen otra visión del mundo que es lo que la otra 
parte que queremos darles a ellas. Otro punto de vista, varios puntos de vista y que ellas 
después escojan ¿no? La identidad cultural es necesaria para lograr mantener el español. 
No se puede saber de su cultura si no se sabe su idioma. Yo no puedo conocer más a fondo 
de los chinos, de los japoneses, porque no hablo la lengua de ellos. Ellos me podrán pasar 
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una información platicándolo, pero no es lo mismo. A las niñas les da una visión más 
amplia del mundo, no de un lugar más pequeño, pero del mundo (Interview: 05/09/05)

[A child that speaks more than one language grows intellectually. I believe there have been 
studies; children are more intelligent, no? They have another vision of the world, which is 
the other aspect we want to give them. Another point of view, many points of view and later 
they can choose, right? Cultural identity is necessary in order to maintain Spanish. We can’t 
know about the culture if we don’t know the language. I can’t have a deeper knowledge of 
the Chinese and the Japanese, because I don’t speak their language. They could give me 
some information through conversation, but it’s not the same. The [Spanish] language gives 
the girls a broader vision of the world, not of something that is smaller, but of the world]

In this quote Mr. Maradiaga asserted that there were two main reasons he felt HL 
development was important. First, it was important to their children’s sense of cul-
tural identity, and second, it would provide the girls with a “broader vision of the 
world.” This quote referred to the benefit of being able to function, think, and conduct 
analyses through two or more cultural systems (Schecter and Bayley 2002), enriching 
people’s worldview as well as increasing their meaning-making capabilities. 

Echoing the Fernández-Maradiaga parents, Mrs. Aguirre and Mr. Ramírez 
often stated that the maintenance of their own cultural roots and an appreciation 
of other cultures was an ideal balance they pursued. The values that the family 
espoused reflected a view that being Canadian meant embracing an affiliation to 
a broader identity beyond that of Mexican or Latin American. Mr. Ramírez con-
cluded with a question that he also answered: “¿Qué significa ser canadiense? 
Ser ciudadano del mundo” [What does it mean to be Canadian? To be a citizen of 
the world] (Interview: 05/14/05). This suggests that the family attempted to social-
ize the children into identities as global citizens.

13.7 Growing up cosmopolitan

The families included in this chapter held the view that Spanish maintenance 
was an important catalyst in socializing their children into a progressive world-
view. First of all, the parents implied to subscribe to a syncretic notion of cultural 
identity that strongly embraced their own culture. At the same time, they were 
aware that their children’s sense of identity was different from their own. The 
Fernández-Maradiaga family was aware of the outside influences on their daugh-
ters’ evolving identities and understood that they could not enclose them in a 
cultural bubble. Additionally, as asserted by Mrs. Fernández, one of their aims 
was to socialize them into a “broad world outlook.” This outlook can be seen as 
consistent with pursuing an understanding and appreciation of other cultures, 
drawing from them in the course of their identity formation.
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The Aguirre-Ramírez family had similar views. They placed a central value on 
bilingualism and multilingualism as part of a belief system that included valuing 
all languages and cultures equally. Mr. Ramírez stated the family was interested 
in transmitting a sense of value for languages other than Spanish. They explained 
they wanted to raise children who were “interested in others,” echoing scholars 
studying cosmopolitanism (e.g., Delanty 2006). They explained they wanted their 
daughters to absorb the cultural contents of their experiences in their surround-
ings, while at the same time holding on to their heritage, thus socializing them 
into hybrid identities as Canadians, which to them meant embracing an affilia-
tion to a broader identity beyond that of Latin American or Mexican. To them, 
Spanish maintenance in the context of the Canadian multicultural milieu meant 
socializing their children to be citizens of the world and incorporating aspects of 
the Canadian cultural fabric into their identification. These goals were associated 
with their cosmopolitan stance and their efforts to ensure their daughters have 
access to increased mobility, a characteristic of global citizenship (Lin 2003), in 
their future lives.

The Fernández-Maradiaga family also pursued these notions in various ways. 
Their socialization aims included a construction of Spanish development and 
maintenance as an essential factor in providing their daughters with a broader 
vision of the world. These goals entailed enabling them to mediate their thought 
processes and behaviours through more than one cultural system (Schecter and 
Bayley 2002), enhancing their world outlook as well as diversifying their abili-
ties for meaning-making across different physical, cultural, and symbolic spaces. 
All of this was part of their attempt to relate their children’s socialization expe-
riences with local, national (i.e., Canada and Guatemala), and global perspec-
tives (Starkey 2007) as well as to promote identity development that drew from 
multiple cultural sources (Kastoryano 2000). Their idealistic HL socialization 
goals also entailed maintaining an open attitude toward other cultures (Hannerz 
1990), and preparing them for creative thinking and intercultural flexibility (Ting-
Toomey and Chung 2007).

In addition to the above points, the broader study (Guardado 2008a) docu-
mented how the family’s language socialization aims included promoting good 
citizenship. The maintenance of Spanish language and culture were central to 
this goal. Based on interviews and observed interactions, Mr. Maradiaga and 
Mrs. Fernández’ understandings of good citizenship assumed the maintenance 
of Spanish language and culture. Likewise, they felt that for the children a cos-
mopolitan outlook presupposed developing a strong sense of belonging related 
to their original cultures and languages as well as an appreciation for other cul-
tures and languages. It presumed a commitment to the community, to the envi-
ronment, to social change, and to cultural diversity, in line with some of the 

 EBSCOhost - printed on 2/9/2023 11:02 PM via . All use subject to https://www.ebsco.com/terms-of-use



13.7 Growing up cosmopolitan   215

current conceptualization s of cosmopolitanism (Appiah 2006, Smith 2007). For 
them, language and cultural maintenance, good citizenship, and cosmopolitan-
ism were intertwined in various ways. 

Thus, the families’ construction of Spanish maintenance went beyond more 
usual constructions related to future economic benefits as expressed in utility 
discourses. It was aimed at maintaining strong cultural identities that were influ-
enced by their transnational activities. Nonetheless, it also encompassed impor-
tant elements of cosmopolitanism. Contrary to popular opinion, HL development 
was not just about preserving a mythic past; it was about raising their children 
as cosmopolitan people with the ability to establish social relations and to bridge 
gaps between local and global ways of thinking. Heritage language development 
was constructed in a progressive rather than a nostalgic and conservative sense, 
and as a way of creating a synergy of many cultures in the language socialization 
experiences in which they sought to immerse their children. In this way, the fami-
lies influenced the development of their identities in particular ways that fostered 
a global sense of place (Massey 1994).

The above discussion indicates that the families’ constructions of Spanish 
development and maintenance in their children were directly associated with 
identity. However, as Figure 13.1 shows, their stances toward cultural identifica-
tion were found to be highly complex and multilayered. The families appeared 
to be interested in socializing their children into locally defined ethnic and 
nation-state identities; however, this did not mean rejecting more encompassing 
affiliations such as pan-ethnicity. On the contrary, it was part of their view of 
Spanish as key to maintaining different, and often situated, levels of identity, 

Cosmopolitanism

Pan–Ethnicity

Nation–Statehood

Ethnicity

Figure 13.1 A multilayered view of identity.
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being legitimat e members of, and identifying with, a pluralistic society, as well 
as adopting a cosmopolitan outlook that emphasized global citizenry, and thus, 
a broader vision of the world. As individuals born elsewhere but growing up in 
a highly diverse society, the children in these families share many features with 
Generation 1.5 and TCK and are likely to become the adults their parents aspired 
for them to be.  

I argued above that the participating families’ constructions of HL develop-
ment echoed those found in current academic discourses of cosmopolitanism. 
One of the traditional criticisms directed at cosmopolitanism has been its elitism. 
It is important to note that some of the families in the study were somewhat more 
privileged than the general Hispanic immigrant population in Canada. Such char-
acteristic can be seen as consonant with a cosmopolitan orientation. However, 
many contemporary scholars of cosmopolitanism (e.g., Robbins 1998, Ribeiro 
2003) argue that it is time the term be extended to unprivileged individuals with 
a variety of experiences given the increasing movement and interdependence of 
humans across geographical and virtual spaces. 

A direct link between cosmopolitanism and HL development in this regard stems 
from particular ideologies about HLs prevalent in recent decades. Multilingualism 
among members of the upper classes in North America has been equated with what 
we might call cosmopolitan worldviews. Multilingualism among minorities has been 
seen as a problem and the chief cause for linguistic minority children’s failure in 
school and in society. Scholarship in the last three decades has done much to change 
this deficit view and to highlight the positive effects of multilingualism in individuals 
and society. It is this key moment that makes it possible to propose a cosmopolitan 
turn in relation to HL development for elite and non-elite populations alike.

13.8 Implications of a cosmopolitan turn

This chapter has shown, by drawing on ethnographic data, that many families 
use discourses of HL development and maintenance that construct this phenom-
enon as a crucial source of cultural identity for the families and their children. 
However, beyond this frequently reported rationale for Spanish development and 
maintenance, these parents also constructed their children’s HL development as 
a passport to a worldview that went beyond the limits posed by narrower notions 
of identity, such as ethnic, nation-state, or even pan-ethnic identities. Thus, these 
findings imply that for the participating families HL development is not a narrow 
goal, motivated by “backward” and nostalgic thinking, and based on the fami-
lies’ desires and efforts to cling to their past through their HL. Rather, HL devel-
opment should be seen as the result of an open-minded stance with wide-ranging 
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and far-reaching goals that can positively affect the broader society and at the 
same time promote enhanced intercultural relations, adaptable thinking, mutual 
understanding and learning as well as synergistic problem-solving.

Although the relationship between identity, L2 learning, and HL develop-
ment has been abundantly documented elsewhere, the findings demonstrate that 
for the families, the relationship between HL development and identity was much 
more complex than previously shown. In line with other research, the chapter 
analyzed some of the ways in which parents constructed HL development and 
maintenance as part of their goals to instill in their children an ideology of pride 
and self-worth rooted in their culture. However, the families’ desire to meaning-
fully connect to their nation-states of origin and their cultures does not imply or 
preclude the lack of desire to establish meaningful connections and affiliations 
with diverse groups spread across time and space. In addition to socializing their 
children into Spanish ideologies and Hispanic/Latin American cultural identi-
ties, these parents also attempted to inculcate a sense of value for other cultures 
and languages in the community, including English—a language ideology of 
inclusion. In this way they worked to add a hybridized, cosmopolitan layer to 
their children’s identities. Thus, Spanish maintenance was constructed as a tool 
that would enable children to develop syncretic identities that included a broader 
worldview. Through the development and maintenance of the language and the 
cultures of the parents, families endeavoured to socialize their children into 
values aimed at promoting good global citizenship. Thus, their conceptualization 
of identity did not only refer to often-cited notions that index generic and static 
identities. Theirs was one that pointed to multilayered and dynamic identities 
that encompassed a broad range of their experiences and those of their children 
and the effects of these experiences on their children’s evolving identities.

For certain individuals, such as the families profiled in this chapter, adopt-
ing a cosmopolitan stance may be seen as a key move to developing and main-
taining minority languages and cultures because individuals do not define them-
selves in nation-state, geographical terms only, but see themselves as citizens 
of a much larger conglomerate. Although linguistic minorities may maintain a 
strong affiliation with a particular nation-state or cultural group, as in the case 
of transnational families, their cultural associations may be much more fluid and 
dynamic—more flexible—as cosmopolitan individuals. These individuals, like 
TCK, may tend to adopt and adapt aspects of the cultures they interact with and 
embrace more syncretic identities.

The future in this research area promises to be a remarkable one as educa-
tors, scholars, and other social actors witness and examine how bilingual and 
bicultural identities are negotiated and perhaps transformed into multilingual 
and multicultural identities as local, transnational, and cosmopolitan identities 
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are re/constructed in the emerging global context. This chapter has only started 
to point out the ways in which the participating families constructed Spanish 
maintenance as a passport to a cosmopolitan worldview, suggesting the need to 
further expand our conceptualization of HL development and identity. I propose 
this understanding as a starting point for future scholarly discussion surrounding 
HL development and identity and as an avenue for research in this emerging area 
within applied linguistics. I conclude by positing the interrelationship between 
HL development and cosmopolitan identities as a potentially fruitful dimension 
to be considered in discussions about the future of emerging Canadian, and 
perhaps global, identities. These notions are further explored and extended in 
the next chapter.

13.9 Chapter summary

In this chapter, I have engaged with the notion of cosmopolitanism, which for the 
purposes of this book I am recasting as a discourse of HL development. As part of 
this discussion, I introduced the concepts of Third Culture Kids and Generation 1.5. 
Both of these have been described as people who take elements from their parents’ 
or their own childhood cultures and the host culture, a process that results in the 
forging of a cultural identity that is not entirely that of their parents’ upbringing, 
nor that of their host-country-born peers. Just as a bilingual person is not two 
monolinguals inhabiting in a bilingual’s body, so are Third Culture Kids and Gen-
eration 1.5 not two separate and essential identities housed in one person—they 
are unique individuals whose identities are the product of two (or more) cultural 
and linguistic experiences. The argument that I have advanced is that the nature 
of their unique identities disposes these individuals to having a cosmopolitan 
outlook, a latent possibility that is expressed discursively by parents.

I also distinguished between the notions of transnationalism and cosmopol-
itanism. While transnationalism has more to do with the individual’s experience 
across borders (such as the development of ethno-national communities in the 
diaspora), cosmopolitanism may depart from nationalist origins, but ultimately 
expands out to the individual’s sense of belonging in the broader global commu-
nity. In feeling such borderless belonging, the cosmopolitan individual is primed 
to become a conscientious world citizen. Because identity and HL development 
are intertwined, it is worthwhile to investigate this cosmopolitan avenue of iden-
tity, especially because most if not all children of immigrants experience linguis-
tic and cultural hybridity to some extent.

Although the study on which this chapter is based did not set out to inves-
tigate cosmopolitanism, it became clear that the parents from whom data were 
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collected were observed to explicitly socialize their children into a sense of global 
ethnic inclusivity (and even hybridity). In fact, parents seemed to see the fact of 
their children’s developing multilinguality and multiculturality as not only being 
a key to accessing other languages and cultures, but also as tied into an entire 
value system of good citizenship, which included multilingualism and multi-
culturalism. Data from the grassroots groups show that this consciousness was 
alive in those groups as well, as some activities sought to socialize the children 
into cosmopolitan identities within the community sphere. Parents also felt that 
encouraging their children to value other cultures and languages would have a 
boomerang effect on how they viewed their own roots. Ultimately, then, valuing 
their own roots through valuing those of others would have a strongly positive 
influence on their self-esteem and sense of self-worth in Canadian society.
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14 From multiculturalism to cosmopolitanism

14.1 Introduction

Drawing on recent work on cosmopolitanism, global citizenship, and critical 
applied linguistics, this chapter builds on the previous chapter in order to con-
tinue to extend the concept of cosmopolitanism as a viable goal within educa-
tion, particularly in Canada where the studies were conducted, but with possi-
ble implications for broader contexts. Special attention is paid to the inclusion 
of global citizenship goals in K-12 language programs in general, and in herit-
age language curricula in particular. I make a case for the consideration of the 
concept of cosmopolitanism as a key guiding principle at different levels of edu-
cation in formal, non-formal, and informal settings. I argue that in the Canadian 
context, multilingual education could play a more prominent role in educational 
agendas as it has the potential to promote cosmopolitan ideals. I conclude that 
in the framework of official bilingualism and multiculturalism, cosmopolitanism 
can fruitfully add to discussions about the role of education in the emergence of 
a Canadian identity.

14.2 The global race to “be” global

There is a growing trend in higher education worldwide toward internationali-
zation and the promotion of global citizenship. As well, many public and private 
school systems in disparate geographical settings are beginning to incorporate 
related objectives in their curricula. This tendency has also gained momentum in 
Canada as university presidents, school board and ministry of education officials 
as well as other individuals in positions of influence, endeavour to offer a world-
class education. In this frantically racing and evolving context, critics argue that 
these efforts are often motivated by economic goals as a result of prevailing ideol-
ogies surrounding globalization. Indeed, market economics seem to control pro-
cesses of globalization (Wodak et al. 1999). It comes as little surprise, then, that 
a growing debate in critical education within academic circles today stems from 
an increasing trend toward the commodification of education at all levels (Giroux 
and Myrsiades 2001, Naidoo and Jamieson 2005, 2008). Objectives related to 
human interconnectedness and the recognition and cultivation of global cultural 
diversity are less frequently emphasized. Moreover, although it is indisputable 
that language plays a key role in such processes, its significance is not always 
recognized.
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14.3  Transnationalism, cosmopolitanism  
and global citizenship

Although closely related to each other—and sometimes used interchangeably—
the constructs of transnationalism, cosmopolitanism, and global citizenship 
are not synonymous concepts. I explained in Chapter 13 that transnationalism 
refers to communities comprised of individuals settled in different national soci-
eties. Some of the characteristics of these groups and individuals are that they 
may embrace common religious, territorial, linguistic, and other interests across 
national boundaries (Faist 1998). The concept of cosmopolitanism has been 
employed for over two millennia, having been first used by the ancient Greek. 
It is said that Diogenes, a fourth century B.C. philosopher, famously declared, 
“I’m a citizen of the world.” Cosmopolitanism as a concept, then, was first devel-
oped by the Greek school of philosophers known as the Cynics—co-founded by 
Diogenes—to refer to universal love for mankind regardless of origin or political 
affiliation. The concept was later redefined and expanded by Greek Stoic philos-
ophers in the third century B.C., who emphasized ethics and added the principle 
of living in harmony with the universe. Almost 2,000 years later, Immanuel Kant 
proposed a federation of nations and perpetual peace, ideas that expounded cos-
mopolitan ideals and harmony among diverse peoples. 

Today, there is a myriad of definitions of cosmopolitanism—or cosmopoli-
tanisms—such as economic, moral, cultural, and other forms. To revisit the defi-
nitions provided in the previous chapter, a review of contemporary characteri-
zations of cosmopolitanism reveals that it is understood as mobility of people, 
objects, images, cultures, and ideas (Germann Molz 2005) across diverse spaces. 
It also suggests a relationship between the local, the national, and the global 
(Starkey 2007). Thus, it connotes a “global sense of place” (Massey 1994: 12) that 
emphasizes a repositioning of personal and collective cultural identities that 
fosters the recognition of others (Delanty 2006). A cosmopolitan outlook assumes 
a “stance of openness towards divergent cultural experiences” (Hannerz 1990: 
239) and a feeling of hominess in the world (Brennan 1997). Despite some per-
spectives that argue for the contrary, cosmopolitanism also allows individuals to 
draw on the country of origin as a source of identity (Kastoryano 2000, Appiah 
2006). Thus, a cosmopolitan disposition does not preclude narrower identifica-
tions based on local or national loyalties. In other words, it nurtures multiple 
belonging through the possession of adaptable dispositions and “a commitment 
to global solidarity and global cultural diversity” (Smith 2007: 39). 

Thus, cosmopolitanism is to be understood as a symbiotic blend of cultures 
where two or more are dominant. To sum up, the distinction between transna-
tionalism and cosmopolitanism is that the former describes the experiences of 
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individuals across borders and the latter refers to the attitudes and identities 
that these and other individuals may possess and subscribe to. It focuses on the 
moral responsibilities we have toward all human beings regardless of nationality, 
religion, political affiliation, color, language, geographical location, and social 
status, as an ethical obligation and an act of human rights promotion and preser-
vation. Therefore, despite an abundance of cosmopolitanisms, one element they 
share is that all humans should see themselves as members of one community—
one group—and that this community should be nurtured and protected.

In July 2008, then Senator Obama stated: “The burdens of global citizenship con-
tinue to bind us together. Partnership among nations is not a choice; it is the one way, 
the only way, to protect our common security and advance our common humanity” 
(“A World That Stands as One,” Tiergarten, Berlin, Germany). Even though Obama 
was speaking from a particular perspective—a political agenda—that draws on the 
discourses of terrorism and “homeland security,” the essence of his arguments still 
holds. It does provide an example of the diversity of the locations where the dis-
courses of global citizenship can be found today, discourses that call for a federation 
of nations à la Kant. The idea of global citizenship has been around since ancient 
times, since the first recorded use of the term kosmopolitês, and has gained consid-
erable currency in recent decades as a result of unrelenting globalization processes. 

The terms of global citizenship, globalization, internationalization, and 
cosmopolitanism can often be sources of much conceptual confusion. Although 
they are potentially highly complex constructs that are understood differently in 
diverse disciplines and contexts, here I attempt to provide a simplified distinc-
tion between them. Essentially, internationalization is a form of reaching out to 
the world intentionally and purposively. Globalization, on the other hand, refers 
to global forces affecting our lives just like gravity, whether we like it or not. 
 Cosmopolitanism is an embracement of the human, cultural, and moral features 
of globalization and internationalization. I see an important distinction between 
global citizenship and cosmopolitanism. However, given that the concept of cos-
mopolitanism is less understood and does not have the buzzword status that 
global citizenship has today, I loosely refer to global citizenship as a close equiva-
lent to cosmopolitanism—an ideological steppingstone, if you will. Additionally, 
since processes of globalization tend to create favourable conditions for hybrid 
identities to evolve (Hall and Du Gay 1996), it is possible to draw on the concept of 
global citizenship as a mid-point between parochial and cosmopolitan identities.

Although Kant’s ambitious proposition of permanent peace among nations 
and peoples continues to elude humankind—as it perpetually has—the time may 
be ripe for educational scholarship and policy in Canada to harvest elements of 
over two millennia of cosmopolitanism propositions. The sections that follow are 
a modest attempt to address this argument.
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14.4 Cosmopolitanism and education

14.4.1 Higher education

Many universities across Canada are pursuing goals of internationalization (mainly 
through an increase of the international student population) and promoting global 
citizenship among all university members. The University of Toronto, The Univer-
sity of British Columbia, and the University of Alberta are promoting global citizen-
ship goals through rhetoric in their vision and academic plans, as well as concrete 
initiatives “on the ground.” For instance, the University of Alberta’s previous vision, 
part of former President Indira Samarasekera’s Dare to Deliver (2011)1 University 
Plan, stated that the university attempted to benefit an Alberta whose citizens and 
communities “are increasingly global as well as national and local” (7). The Global 
Education Network at this university is housed in the Department of Educational 
Policy Studies in the Faculty of Education. Inspired by the 2004 conference “Edu-
cating for Human Rights and Global Citizenship,” one of its main goals is to engage 
in local-global efforts that address social justice. The key players in this initiative 
at the time of writing were professors Ali Abdi and Lynette Shultz, who at that time 
were also spearheading the Global Citizenship Curriculum  Development (GCCD) 
project, which attempted to establish this university as an institution that was “rec-
ognized internationally as a leader in the field of global citizenship  education.” As 
part of this initiative, the team worked to incorporate global citizenship content 
into existing curricula, develop an undergraduate course on global citizenship, 
and develop a Global Citizenship Certificate Program.

The University of British Columbia states in its institutional vision that it 
fosters “global citizenship, advances a civil and sustainable society, and supports 
outstanding research to serve the people of British Columbia, Canada and the 
world.” It further ascertains its commitment to these goals in its latest strategic 
plan, “Place and Promise: The UBC Plan” (2009) where commitments, goals, and 
actions around global citizenship, social sustainability, aboriginal education, 
community engagement and other promises are carefully articulated.

Interestingly, global citizenship goals are absent from the University of Toronto’s 
discussion paper entitled “Towards 2030: Planning for a Third Century of Excellence 
at the University of Toronto.” It is only mentioned once in passing in the Synthesis 
Report of the above document: “the University benefits greatly from the multicultural 

1 The University of Alberta’s new institutional strategic plan, For the Public Good, was launched 
in September 2016, after this project was completed.
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milieu of the Toronto region, and the ethno-cultural diversity of our student body. 
These facets of the University help our students to become global citizens, but are 
not a substitute for travel and study abroad” (2008: 43). And yet, the University of 
Toronto has one of the most innovative and practically oriented initiatives around 
global citizenship focusing on K-12 education. With funding from the Canadian Inter-
national Development Agency’s (CIDA) Global Classroom Initiative, the Compara-
tive, International and Development Education Centre (CIDEC) at the University of 
Toronto is working on a number of projects with a global gaze. One of their projects 
is Educating for Global Citizenship in a Changing World, a freely downloadable book 
for practicing teachers and teacher educators in school settings in the Toronto area.

14.4.2 Language education

As for discussions of cosmopolitanism in relation to language, there are at least 
two important contributions. Guilherme (2007) critically examines the possi-
bilities English as a global language offers for acting as cosmopolitan citizens 
without the loss of local cultural identifications and ideologies. To this end, she 
calls for a critical pedagogy that makes learners aware of their rights and obliga-
tions as members of various local and global communities. She argues that in this 
way, intercultural freedom leading to cosmopolitan citizenship can be pursued.

Popp (2006) links bilingualism to cosmopolitanism through an analysis of 
Dora the Explorer, Nickelodeon’s foray into the pre-school television  viewership. 
The programming is designed with the assistance of a team of education, Spanish, 
and Latino culture experts and draws on Gardner’s (1993) multiple intelligence 
theory. Each episode features seven intelligences, including bilingualism. Each 
episode also tells stories drawn from Hispanic cultural experiences and has Dora 
use both English and Spanish in her interactions. Dora has been a tremendous 
economic success for the network and has popularized Dora as the “bilingual 
heroine.” Popp argues that parents, particularly non-Hispanic parents, see 
Dora’s bilingual practices as helping their children accumulate cultural capital 
and giving them certain distinction. He posits that this capital can be readily con-
verted into notions of cosmopolitanism. Thus, parents see the series as helping 
their children become cosmopolitan themselves.

14.4.3 Canadian K-12 curricula

With the goal of understanding this issue from the public school system perspec-
tive in Canada, I conducted an examination of Canadian educational policy and 
curricular documents. This work consisted of a preliminary analysis of the K-12 
curriculum documents for social studies and language programs in ten provinces 
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and three territories with the goal of identifying if, and to what extent, these pro-
grams promote objectives of internationalization, global citizenship, and cosmo-
politanism.

Early findings from provinces in the Prairies and Western Canada show 
that explicit objectives and content related to global citizenship and cosmopol-
itanism are absent from the British Columbia and Yukon documents. Implicit 
content related to these concepts is also mostly absent. The Prairie Provinces 
of Saskatchewan, Manitoba, and Alberta, on the other hand, paint a very dif-
ferent picture. Not only are these concepts an integral part of the social studies 
and language programs in K-12, but global citizenship is a central tenet of the 
language programs specifically for the three provinces. The language program 
curricula are based on the Common Curriculum Framework for International Lan-
guages, Kindergarten to Grade 12, which is a joint project of the Western Cana-
dian Protocol for Collaboration in Basic Education. The Common Curriculum 
follows an integrative framework of language learning which progresses spirally 
through all grades, starting from kindergarten (see Figure 14.1). The four pillars 
that support the curriculum are: applications, language competence, global cit-
izenship, and strategies. Thus, global citizenship is introduced in grade three in 
social studies, but it becomes central in language programs from kindergarten. 

The above summary suggests that current trends in the Canadian public 
school system are moving toward the promotion of broader worldviews, at least 
in some provinces. Additionally, a growing research literature suggests that there 
seems to be a trend among middle class Anglo Canadians toward bilingualism, 
mainly through French immersion. In the United States, Mandarin Chinese seems 
to be appealing to non-Chinese background populations (Weise 2007). There is 
increasing anecdotal evidence that this is the case in Canada as well. Research 

Figure 14.1 Spiral progression model.
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has shown that middle class immigrant families are also being drawn by the 
 popularity of French immersion (e.g., Dagenais and Berron 2001, Guardado 
2008a). These tendencies point to a growing recognition of the value and desir-
ability of multilingualism in Canada, a goal that has been recently stressed by 
several Canadian scholars (e.g., Duff 2007a). Given that immigrant Canadians, 
such as the Hispanic families discussed throughout this book, make direct con-
nections between heritage languages and a broader vision of the world, and con-
sidering that language education programs in some provinces also make similar 
connections and have built such goals in their curricula, it may be time to empha-
size these goals in educational policy and practice. It is suggested in this book 
that societal multilingualism may lead to cosmopolitanism in Canada, and that 
this move will benefit all society. This calls for a renewed, more ethical version of 
cosmopolitanism. A frequent critique of cosmopolitanism is its elitism. Today’s 
cosmopolitanism, however, has a new cast of characters (Robbins 1998). These 
emerge from the increasing movement and interdependence of individuals across 
geographical and virtual borders, which include nannies, guest workers, and 
members of various diasporas. I argue that it is time to think beyond a restricted 
and elitist cosmopolitanism and to move toward a popular cosmopolitanism, a 
notion that accounts for the desires, experiences, and forms of capital of privi-
leged and less privileged populations alike. 

14.5 From multiculturalism to cosmopolitanism

An important aspect emerging from the foregoing analysis relates to multicul-
tural and educational policy. Canada embraced an official multiculturalism 
policy within a “bilingual framework” in the early 1970s. However, the Canadian 
“bilingualism framework” seems to be fully supported across Canada only if it is 
French-English bilingualism. This was a good start in the 1960s when both lan-
guages (and associated cultures) were made official languages of the country, but 
four decades later, it is time to take the next steps. The implication that official 
multiculturalism should also be understood as multilingualism, at the moment 
does not seem to be of enough concern to those in positions of influence (e.g., 
policy makers, school teachers). There is need for a better understanding of how 
these official policies facilitate school boards’ efforts in fostering heritage lan-
guages, and how provincial ministries of education, school boards, and school 
districts across the country interpret Canada’s official multiculturalism policies 
as well as how they implement—or fail to implement—support programs. Inte-
grating HL programs more assertively in schools and creating more opportunities 
for minority and majority students to work together on language issues would be 
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an important step to take. It would be a key move away from a stance that privi-
leges the Anglicization and cultural assimilation of Canada’s linguistic minorities 
and toward adopting a position that champions the diversification of thinking 
and multilingualization of Canada’s Anglo majority as well as a way of promoting 
a cosmopolitan orientation in all of Canada’s populations alike. If this is not a rea-
sonable move for educational policy, then, we have to ask ourselves: Is Canada’s 
ideology of multiculturalism a deeply rooted value reflected in educational policy 
or is it only a “celebratory multiculturalism”?

14.6 Cosmopolitanism in educational practice

Within education and applied linguistics, cosmopolitanism has been discussed 
in relation to a number of perspectives. There appears to be a link, albeit loose, 
between this notion and the current emphasis in the academy on developing 
“global citizens,” particularly in college and university presidents’ discourses. 
More specifically, however, Allan Luke (2004) has called for a major rethinking 
of the teaching profession as cosmopolitan work. He argues that this reconcep-
tualization requires the “cultural, linguistic, epistemological diversification and, 
potentially, hybridisation of the very educational institutions where we work” 
(1439). He adds that this would entail the reenvisioning of a new transcultural and 
cosmopolitan teacher “with critical capacities for dealing with the transnational 
and the global.” This would also require the ability to converse with educators, 
researchers, curriculum developers, and educational bureaucrats physically as 
well as virtually across regional and global boundaries, especially in relation to 
the various forms of diversity that now are commonplace. Part of this ideal would 
require envisioning a world where everyone can speak as equals and “expanding 
the purview, scope, and gaze of the school curriculum” (Luke, Luke and Graham 
2007: 12). To date, Luke’s theorizing of critical pedagogy from a cosmopolitan-
ism perspective, particularly his propositions regarding teacher education, offer 
the most theoretically comprehensive and practical applications of this notion in 
education.

14.7 Cosmopolitanism and Canadian identity

Based on the above discussion, it is crucial to conceptualize the promotion and 
maintenance of minority languages in more progressive and encompassing terms 
that highlight the positive effects of this process and its role as a bridge to the 
promotion of multilingualism in society. Since classrooms are the locus for change 

 EBSCOhost - printed on 2/9/2023 11:02 PM via . All use subject to https://www.ebsco.com/terms-of-use



228   14 From multiculturalism to cosmopolitanism

(MacDonald and Monkman 2005), teachers need to more decisively promote sup-
portive classroom communities (Brown 2007). Thus, these classrooms need to 
become sites where languages and cultures, both minority and majority, are val-
orized and where both, linguistic-minority and majority students are given oppor-
tunities to foster positive multicultural attitudes and to cultivate their potential for 
multilingualism (Duff 2007a) as part of the school’s official ethos and agenda. This 
way, all students might have opportunities to develop strong cosmopolitan iden-
tities and grow up to be citizens who are not only tolerant of difference, but who 
embrace and value difference as a key social and human resource. Thus, these 
cosmopolitan citizens will develop dispositions and stances of openness towards 
diverse cultural experiences (Hannerz 1990), construct identities that combine 
local and broad senses of belonging (Luke, Luke and Graham 2007), and assume 
more adaptable dispositions as well as a stronger commitment to local and global 
cohesion and ethnolinguistic diversity (Smith 2007). Arguably, these are highly 
desirable assets in the current climate of unprecedented cultural exchange and 
globalization. Thus, a cosmopolitan turn promises to contribute to the educational 
needs of a rapidly changing global context.

Teachers in North America continue to be mostly monocultural and mono-
lingual (Nieto 2001, Rodriguez 2007). Given that teaching around and with dif-
ference is the most challenging question in education today (Luke 2004, Luke 
and Goldstein 2006), the above goals are not attainable unless their pursuit is 
extended to teachers so they develop interest and skills in additional languages 
and become more aware of multicultural issues (Nieto 1999), potentially leading 
to their own development of a broader vision of the world. Only then, I believe, 
the goal of advancing an effective culturally responsive pedagogy in multicultural 
and multilingual settings will be within reach.

14.8 Chapter summary

In this chapter, I have further engaged with the discourse of cosmopolitanism and 
global citizenship in relation to heritage languages and language education, but 
also in relation to education at all levels within the Canadian context. I pointed 
out that although cosmopolitanism has traditionally been seen as a feature of the 
world’s elite, in recent times its ideals have become popularized through political 
discourse, educational discourse, such as the vision statements and mandates of 
post-secondary institutions, as well as popular media. The millennia-long history 
of these concepts seems to offer hope that these will not fall into disuse, but 
rather take on new meanings and with them, reach and enrich all walks of life.
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A key argument that I have advanced in this chapter is the possibility of a cos-
mopolitan curricular focus at different levels of education within the Canadian 
context. I suggest that this has possible implications for the development and 
enrichment of a Canadian identity, particularly if multilingual education features 
prominently in promoting such a focus. Part of the rationale for this proposal is 
that if Canada is to call itself a country that embraces all cultures and their lan-
guages, then there should be more purposeful and explicit educational policies 
and practices that support this ideal. I posit that cosmopolitanism-inspired curric-
ula are a promising avenue worthy of consideration to begin achieving this goal. 
Whether or not all schools have an explicit mandate to promote diversity through 
visions and activities that are inspired by cosmopolitanism, the ever-globalizing 
world brings an inevitable diversity to all manner of learning contexts, and thus 
has the potential to be an exceptional opportunity for building intercultural and 
international mindfulness. I believe that cosmopolitanism-inspired multilingual 
and multicultural education has the potential to support heritage speakers, but 
also to foment a sense of unity, equality, and understanding between these herit-
age speakers and monolingual speakers of the official languages, thus nurturing 
an educational context that draws on the strengths and uniqueness of all Cana-
dians alike.
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15 Final reflections and ways forward

15.1 Introduction

In the preceding chapters, I engaged with several concepts and theories that I 
regard as closely tied to and inseparable from heritage language studies, namely 
discourse, ideology, and language socialization. After writing this book, I realize 
that I could have written a separate book on heritage languages in relation to each 
of these lenses, as the sources of data and other available information would have 
provided plentiful material for discussion. However, my goal from the start was to 
provide as holistic a view as possible based on my empirical work and thinking 
on the topic over the last two decades. To reach such a goal, I needed to look at 
the heritage language area from diverse theoretical and methodological vantage 
points provided by various traditions of linguistics and anthropology, enhanced 
by conceptual insights from philosophy, sociology, psychology, and education—
in short, a distinctly interdisciplinary enterprise. Indeed, my interest in writing 
this book the way I did was fed by a desire and perceived need to investigate 
and better understand heritage languages with the aid of concepts and tools from 
other disciplines. As such, it was a disciplinary border-crossing project at several 
levels. Because the perspective of language ideology provides a bridge between 
social theory and linguistics (Woolard 1998), throughout the book I attempted to 
uphold an analytical stance that considered power relations, which was informed 
by ideas from various critical schools. As well, I believe that a focus on intimate 
family communication provided an opportunity to link the study of heritage lan-
guages to the important issues of family daily life. It is my hope that the several 
bridges that I attempted to construct between heritage language studies and 
other scholarly as well as folk dimensions will serve as foundational points for 
the further development of this critical area of study. In this closing chapter, I 
intend to briefly recapitulate some of the ideas that I have discussed and possibly 
offer some final thoughts for facilitating the flow of these ideas into future con-
versation s.

15.2 Signposting to new conversations

In the five chapters that comprised Part I, my objective was to introduce aspects 
of the foundational research literature and the key concepts and theories that 
worked in concert to form the lens through which I intended to consider herit-
age languages. Chapter 1 introduced the research literature and described the 
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methods of research that were used in the gathering of the different datasets on 
which I based my  arguments. I also presented some basic concepts related to 
heritage languages and  considered issues of terminology. Chapter 2 provided the 
historical trajectory of heritage language studies beginning with the perspective 
of Joshua A. Fishman’s work, followed by an overview of selected aspects of the 
HL research literature. Although limited in scope and number, the themes and 
issues taken up in this overview began to set the stage for heritage languages from 
different vantage points throughout the book. 

The three chapters that followed, Chapters 3, 4, and 5, did the heavy theo-
retical lifting by engaging with the central theories that provided the analytic 
bite to a multiplicity of aspects of heritage languages, supporting and leading to 
the many arguments made. Chapter 3, Heritage Language Socialization, afforded 
the central theoretical and methodological paradigm guiding the arguments 
advanced in the book. Because of its roots in anthropology, language socializa-
tion has been intimately related to my ethnographic stance in one way or another 
from the beginning of fieldwork almost two decades ago. As a result, language 
socialization has performed multiple functions both in the preparatory work for 
this book, as well as during its writing, operating as the guiding epistemology, 
overarching theory, and focal topic. Crucially, a fundamental consideration in 
this chapter was the recent recognition of heritage language socialization as an 
area of research in and of itself. Thus, I initially traced the evolution of language 
socialization from work that focused mainly on monolingual communities to 
second language and multilingual contexts. I followed up with a discussion of 
the roles that foundational investigations in the latter contexts played in the sub-
sequent naming of work that deals specifically with heritage languages as herit-
age language socialization.

Chapter 4 introduced language ideology, one of the key concepts that acted 
as a continuous thread—sometimes invisibly, but other times prominently—in all 
the chapters of the book. As a young notion discussed in various fields, mainly 
anthropology, linguistics, and education, language ideology does not yet have a 
unified body of research—and perhaps never will. As a result, there is a diversity 
of definitions, some functional and others critical, some highlighting linguistic 
aspects and others casting a broader social net. As an even newer addition to 
heritage language studies, this notion is only beginning to be discussed explic-
itly and as such, lacks an operationalized definition. As I hope has been made 
clear in this book, for the purposes of engaging with this scholarly area, I view 
heritage language ideologies as the tentative systems of beliefs, understandings, 
justifications, and judgments held by minorities about their heritage languages, 
including when, where, how, and to what ends they should be used. Ideologies of 
heritage languages also include desires and expectations regarding the relevance 
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of these languages and language varieties in the lives of the new generations. 
These multiple systems are generally implicit, but ever present in the back of 
 people’s minds as they go about their daily lives and grapple with the challenges 
of interacting in the broader society in a language which they are sometimes 
not proficient. They also deal with these issues on a day-to-day basis with their 
children, both in and out of the home, so even if metadiscursivity is not always 
part of their daily talk, the tensions are nevertheless latently ever-present in their 
interactions. Thus, even though definitions of ideology are so complex, so multi-
ple, and so contested, what this book has attempted to do with ideology is to use 
these—albeit convoluted—understandings as a way to confront concepts that are 
difficult to grasp and relate them practically to family interactions.

Together, the five chapters in Part I of the book provided the disciplinary, 
theoretical, conceptual, and epistemological backdrop against which the dis-
cussions were set. Fittingly, Chapter 5 closed Part I by engaging with yet another 
contested concept: discourse. This chapter concluded Part I and provided the 
segue into Part II, which in its 3 chapters, proposed discourse as a way of dis-
cussing and researching heritage languages. The way I understand language 
ideology and discourse, as the terms are used in this book, they are inseparable. 
If language ideology stands between language and society, discourse may be 
seen as mediating between language and ideology itself. Part of the purpose 
of introducing discourse into studies of heritage languages responded to my 
growing awareness of a pervasive practice among linguistic minority speak-
ers, dominant language speakers, and members of the academy: talking about 
heritage languages in a complexity of ways. In my research and reflections, I 
observed the diversity of ideologies about dominant and minority languages 
that were present in these ways of talking about languages and saw a certain 
theoretical parallel with ways of talking about terrorism, patriarchy, the poor, 
and so on. Just as those ways of talking—discourses—were laden with ideas, 
beliefs, and evaluations about terrorism, patriarchy, and the poor, the ways of 
talking about heritage languages were also not neutral or value-free. As a result, 
unwittingly, I started thinking about heritage languages in terms of discourses 
loaded with judgments, commonsensical characterizations, and popular empir-
icist depictions of their place in society and in the intimate lives of individu-
als linked to them. Another aspect of the impetus that drove me to this type 
of discussion was that both of these concepts—discourse and language ideol-
ogy—are also interested notions that deal with critique and power and as such, 
are contested and the source of much debate and contradiction. Discourses of 
heritage languages are indeed inconsistent, heterogeneous, and highly situated 
collections of ideas, opinions, and ways of thinking and speaking about herit-
age languages.
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Chapters 6, 7, and 8, respectively, introduced a typology of discourses, 
reported on an analysis of how this typology articulated with the HL research 
 literature, and attempted to begin a discussion of the affordances and short-
comings of using a discourse-ideological approach to heritage language studies. 
Whether this is a sensible take on the study of heritage languages remains to be 
seen, but a recurring question when I think of discourses of heritage languages—
which remains unanswered—is whether and to what extent discourses impact 
families and society. There is evidence that public discourses can affect families 
and individuals’ beliefs and practices in various ways, sometimes negatively, 
such as in the case of discourses of what constitutes good or bad parenting (Okita 
2002). Thus, following Foucault (1972), who saw discourses as “practices that sys-
tematically form the objects of which they speak” (54), I posited that making the 
discourses of heritage languages explicit and public—assuming these discourses 
are supportive—may contribute to the spread of a HL development ideology and 
thus, ultimately contribute to the promotion of heritage language development.

The focus of Part III of the book was on the multifaceted strategies deployed 
by parents with the goal of fostering the socialization of the heritage language. 
These multifaceted socializing agents resided in different sites, including the 
home, community, and even in various transnational spaces. The chapters in this 
section (9, 10, 11, and 12) dealt overtly with the practical enactment of much of 
what I had discussed in the book. Indeed, the ideologies of language espoused 
by the participants and other actors described in the various studies reviewed 
and analyzed are acted upon at the individual, family, and community level. As I 
sufficiently alluded to in Chapter 9, the relevance of community ought to come to 
the fore in HL development discussions, and even if community itself is concep-
tualized in multiple ways, these varied views are arguably all relevant to heritage 
language studies. All ethnolinguistic groups conceive and establish grassroots 
organizations of some type, given the role of communities as sources of practical 
and emotional support and coping mechanisms, among others. Different pop-
ulations, and particularly immigrant minorities, form groups in order to satisfy 
needs they identify in their new culture. These needs may be related to religion, 
housing, education, ethnolinguistic and cultural connection as well as other 
special interests, but regardless of their central mandate, the language of choice 
in these groups tends to be the heritage language, and as such, almost all of these 
groups are de facto heritage language socialization settings. 

As Joshua A. Fishman advised us time and time again, there is just no sub-
stitute for family when it comes to HL development. But even what constitutes 
family per se may differ across cultures and possibly across groups within cul-
tures. Many groups, for instance, define family mainly as parents and their chil-
dren (i.e., nuclear family), while other groups place much more emphasis on the 
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extended family. Indeed, in many cultures today it is common for extended family 
members to live together within the same household. Hispanics, in particular, 
tend to exhibit high levels of familism. In some ways reminiscent of members of 
Black churches who derived a sense of family and belonging from them, many 
Hispanics tend to seek out surrogate extended families in the context of immigra-
tion for a variety of reasons. These groupings can be informal and unstructured 
or highly organized and systematically designed with clearly laid out agendas, 
at times with the mission to foster cultural values and heritage languages. If, as 
Fishman has declared, home is the real secret weapon of HL development, when 
the “village” is recreated in diaspora through collections of surrogate extended 
families, opportunities emerge for ethnolinguistic communities to pursue some 
of the most central HL development aims, namely the recognition of, and capital-
ization on, the socializing power of communities.

I have no doubt that the above conditions present many opportunities for 
so-called “town-gown” relationships. As post-secondary institutions across the 
globe are increasingly advancing goals of community engagement and even 
writing these objectives into their visions and missions, HL scholars are called 
upon to take note of this opportune historical moment. Grassroots community 
groups like the five investigated in British Columbia and Alberta, as described in 
Chapter 9, are ideal places for these academic investigators to practice a scholar-
ship that transcends one-way relationships based on academic agendas alone. 
These groups can be seen as ideal starting points for understanding the needs 
and desires of communities in relation to their HLs and cultures, and engaging in 
work that can directly benefit the communities.

Chapters 11 and 12 made it clearer than any other chapter that one of the 
central goals of this book was also to attempt to bring parental language planning, 
regulation, and use to the forefront of research, although as of yet, this sub-topic 
has frequently been treated as a secondary issue in HL development scholarship 
(Piller 2001b). It is my belief that these issues are at the heart of this research area 
as the linguistic interactions taking place in families are some of the key sites 
of HL development struggle. These analyses constitute an attempt to begin to 
uncover the linguistic mechanisms operating in multilingual families, such as the 
characteristics of the turns engendering dispreference and disagreement between 
adults and children in daily interactions. Additionally, emphasis was put on the 
design of the dissenting responses and the actions performed by these sequences. 
The metalinguistic practices analyzed in Chapter 12, in particular, reveal parents’ 
attempts to revalorize Spanish in the English-dominant Canadian context in order 
to recast it as a valuable language (Hill 1985). Since discourse often functions coer-
cively (Philips 1998), some of the explicit processes of metapragmatic regimen-
tation of language use analyzed suggest that parental discourse that attempts to 
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manage and dictate children’s language practices may have negative effects on 
family communication, a result that can arguably also be detrimental to their HL 
socialization goals. In light of the analysis presented in this chapter, which high-
lights the complexities found in the day-in-day-out struggles of families commit-
ted to HL socialization, it is possible to understand why many parents feel that 
the pursuit of multilingualism practices against a backdrop of monolingualism 
ideologies sometimes becomes a battle that seems almost impossible to win.

In Part V of the Handbook of Language Socialization, whose chapters specif-
ically address many of the issues discussed in the present book, Duranti, Ochs 
and Schieffelin (2012) introduced the set of chapters by explicitly referring to 
the “complex networks of informal and formal social institutions that regiment, 
or attempt to regiment, cultural and symbolic values associated with different 
linguistic varieties and discursive expressions” (485). In several chapters of 
the present book, I have addressed a variety of ways in which informal institu-
tions, such as the family and grassroots community groups, directly or tacitly 
attempted to regiment the value of the languages in the children’s lives. The lin-
guistic practices found in these and other settings were frequently designed to 
socialize the children into language ideologies that in the view of the adult car-
egivers supported the development and maintenance of the heritage language. 
The words of Duranti, Ochs and Schieffelin echo the language practices found in 
the families and grassroots groups that I have analyzed in this book, which once 
again emphasize the complexity of heritage language socialization and add to its 
further theorization.

The two chapters in Part IV of the present book, Family, Community and 
Education in Global Perspective, constitute my attempt at proposing a possible 
cosmopolitan turn for heritage language studies. I argue that the emergence of 
cosmopolitan identities, particularly rooted ones, may be more realistic today 
than has ever been in the last two thousand years. Fishman (1999) declared that 
English monolingualism, for instance, negatively affects global business prac-
tices, clearly rejecting the idea that globalization makes local languages irrele-
vant. On the contrary, he argued that just as Latin, an international language in 
its time, became irrelevant because of the emergence of local languages, so can 
English. I believe that we are slowly beginning to realize the effect of globaliz-
ing forces on families and their languages, the relevance of transnational prac-
tices, and the largely untapped but growing potential of heritage languages in an 
increasingly interconnected world. In a rooted cosmopolitan world, where indi-
viduals derive sources of identity from the local community, but act and nurture 
global loyalties, heritage and other world languages may not replace English, but 
will hopefully co-exist and foster ethical cooperation across ideological, cultural, 
and geographical borders.
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15.3 Research directions

Looking to the future, I have no doubt that all of the issues and specific lines of 
inquiry discussed in these chapters will continue to attract scholarly  attention. 
Through this work, our understanding of the interaction of discourses, 
 ideologies, and heritage language socialization will be given increasing gran-
ularity. To illustrate, I return to one thread from Chapter 3, namely, heritage 
language  socialization in linguistically mixed families. It was stated that this 
demographic faces multiple complexities in the language socialization of their 
children.  Considering the recent calls for increased research around interlin-
gual family language policy, socialization, and related issues, I am positive 
that researchers will find that this demographic offers fertile ground for exam-
ining the central issues of discourse, ideology, and heritage language sociali-
zation. If, as Ochs and Schieffelin have stated, learning language “goes hand-
in-hand with acquiring sociocultural knowledge” (1995: 74), HL development 
within the highly complex interactional dynamics of interlingual families must 
involve intricate processes of negotiation and socialization into highly varied 
and hybrid cultural values and practices. Ethnographic data using a language 
socialization perspective and other lenses have much to uncover and explain 
regarding the linguistic lives of families made up of various ethnolinguistic 
combinations. Ochs and Schieffelin (2008) posit “that the coexistence of two 
or more codes within a particular community, whatever the sociohistorical 
and political circumstances that have given rise to them or brought them into 
contact, is rarely neutral in relation to children’s developing linguistic and 
sociocultural competence” (10). Viewing the family as a community of sorts, 
it is argued that the social, linguistic, and political circumstances of interlin-
gual families pose significant challenges given the various interacting power 
relations. 

For interlingual parents, the complexities associated with HL socialization, 
along with the concomitant emotional, physical, and financial burden they often 
shoulder, can lead to feelings of confusion, guilt, anxiety, and frustration. As Tsu-
shima and Guardado found, this state of affairs is compounded by interlingual 
parents’ relative lack of access to knowledge regarding multilingual parenting 
and family language planning. Therefore, in addition to deepening research into 
the complexities, possibilities, and limits of HL development in interlingual fam-
ilies, it is of critical urgency that scholars ensure that knowledge created with 
families also returns to families in order to clarify ambiguities and inform their 
daily practice of heritage language. This presents an ideal opportunity where the 
community engagement proposed earlier can take place. Indeed, this scholarly 
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knowledge should also reach other stakeholders, such as community leaders, 
school personnel, health professionals, and other stakeholders who at times are 
in a position to provide linguistic advice to families.

Another area that warrants closer research attention is related to issues of 
class. Most of the families that participated in the studies that helped inform 
this book were of middle-class background. All of the families that were pro-
filed and analyzed in detail were in several ways privileged, at least enough to 
have obtained higher education qualifications. Their privileged status gave them 
access to material and symbolic resources that enabled them to engage in the 
heritage language socialization activities analyzed herein, including the forma-
tion of grassroots groups. Less advantaged families arguably face greater chal-
lenges in regards to HL socialization goals. They may also lack the disposable 
time and income as well as the social networks to participate in these groups. 
Unfortunately, given the socioeconomic composition of the various grassroots 
groups that were examined, no data were collected which would allow rigorous 
analyses of the ways in which language and class might have interacted in these 
groups. This is considered a limitation of the present work. If possible, it would 
be valuable to identify research sites in the future where families of different 
socioeconomic backgrounds participate and interact. This might allow analyses 
of pertinent questions of how ideologies of class related to language use manifest 
themselves in grassroots organizations such as the ones examined in this book.

15.4 In closing

As I write the final paragraphs of this book, I cannot avoid the unconscious 
awareness that even though my reflective work on heritage languages has been 
extensive, by no means have I expressed everything emerging from my rumina-
tions. I have written enough, perhaps, for this work to serve as a starting point 
for future conversations on the significance of heritage languages to humanity, 
for issues of heritage languages do not only concern the ethnolinguistic minori-
ties themselves. Rather, associated issues, discourses, ideologies, and practices 
impact on all society, for better or worse, and all society ought to be concerned 
about what transpires in this regard. I have collected some of the highlights of my 
thinking on this topic over the last two decades or so, which I hope, will at least 
inspire younger generations of thinkers and scholars of heritage languages and 
other interested individuals to pose new questions and revisit old ones.

Indeed, it is possible that new generations of scholars will rediscover ques-
tions that have been posed for decades and even view the work of figures such as 
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Fishman as sources of renewed inspiration. Some of them may even see Fishma-
nian sociolinguistics as a road map of sorts for the study of heritage languages. 
For instance, the questions that Fishman posed in his seminal article Who Speaks 
What Language to Whom and When? still resonate loudly today. The multitude of 
questions that can derive from the title alone can easily be linked in numerous 
ways to all the work on heritage languages that has been conducted since. More-
over, all the issues that are related to the many potential questions will no doubt 
speak to the work that will continue to be conducted in the decades to come. 
Given the need to conceptualize and analyze heritage languages using interdisci-
plinary approaches—which was so obvious to Fishman six decades ago—as it has 
become obvious to us in recent times, the implications of these questions are at 
least as relevant as ever.

To conclude, the discussion on heritage language studies I have undertaken 
in this book should be taken as a first gaze into a vast universe. Adapting an idea 
from Stephen Hawking’s book A Brief History of Time (1988)—about the Big Bang 
and Black Holes—we still do not have a unified understanding of heritage lan-
guage development and maintenance, but if we were to formulate such a theory, 
at least we know what some of its characteristics should be. In this book, I have 
attempted to uncover, illustrate, and discuss some of these features. Heritage 
language development is not only a linguistic phenomenon, but also a social, 
cultural, psychological, emotional, and political one. Thus, a complete under-
standing of its workings is bound to remain out of reach. Nevertheless, as a phe-
nomenon interpermeated with issues of ideology, power, identity, and everything 
that these multidimensional concepts themselves entail, it is our collective 
responsibility, as global citizens, to leave none of these issues unexamined in our 
ongoing quest to understand and support heritage languages and their speakers.
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