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Preface

The present handbook constitutes Volume 18 of the De Gruyter Mouton Handbooks of
Applied Linguistics. This series is based on an understanding of Applied Linguistics
as an inter- and transdisciplinary field of academic enquiry. The Handbooks of
Applied Linguistics provide a state-of-the-art description of established and emerging
areas of Applied Linguistics. Each volume gives an overview of the field, identifies
most important traditions and their findings, identifies the gaps in current research,
and gives perspectives for future directions.

In the late 1990s when the handbook series was planned by its Founding
Editors Gerd Antos and Karlfried Knapp, intensive debates were going on as to
whether Applied Linguistics should be restricted to applying methods and findings
from linguistics only or whether it should be regarded as a field of interdisciplinary
synthesis drawing on psychology, sociology, ethnology and similar disciplines that
are also dealing with aspects of language and communication. Should it be limited
to foreign language teaching or should it widen its scope to language-related issues
in general? Thus, what Applied Linguistics means and what an Applied Linguist
does was highly controversial at the time.

Against this backdrop, Gerd Antos and Karlfried Knapp felt that a series of
handbooks of Applied Linguistics could not simply be an accidental selection of
descriptions of research findings and practical activities that were or could be
published in books and articles labeled as “applied linguistic”. Rather, for them
such a series had to be based on an epistemological concept that frames the status
and scope of the concept of Applied Linguistics. Departing from contemporary
Philosophy of Science, which sees academic disciplines under the pressure to suc-
cessfully solve practical everyday problems encountered by the societies which al-
iment them, the founding editors emphasized the view that was only emerging at
that time – the programmatic view that Applied Linguistics means the solving of
real world problems with language and communication. This concept has become
mainstream since.

In line with the conviction that Applied Linguistics is for problem solving, we
developed a series of handbooks to give representative descriptions of the ability
of this field of academic inquiry and to provide accounts, analyses, explanations
and, where possible, solutions of everyday problems with language and commu-
nication. Each volume of the Handbooks of Applied Linguistics series is unique
in its explicit focus on topics in language and communication as areas of everyday
problems and in pointing out the relevance of Applied Linguistics in dealing
with them.

This series has been well received in the academic community and among practi-
tioners. In fact, its success has even triggered competitive handbook series by other
publishers. Moreover, we recognized further challenges with language and communi-
cation and distinguished colleagues keep on approaching us with proposals to edit
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further volumes in this handbook series. This motivates both De Gruyter Mouton and
the series editors to further develop the Handbooks of Applied Linguistics.

Karlfried Knapp (Erfurt), Founding Editor
Daniel Perrin (Zürich), Editor

Marjolijn Verspoor (Groningen), Editor

VI Preface
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Andrea C. Schalley and Susana A. Eisenchlas

1 Social and affective factors in home
language maintenance and development:
Setting the scene

We are delighted to have this volume included in the series Handbooks of Applied
Linguistics. As a field, applied linguistics investigates language-related real-world is-
sues – particularly those concerning language use, language acquisition and learn-
ing, and language teaching – and works towards describing and explaining these
processes and suggesting ways to enhance them. It approaches these issues from an
interdisciplinary perspective, drawing not only on linguistics but also on neighbour-
ing disciplines such as education, psychology, and sociology. Each of the earlier vol-
umes in the handbook series presents an overview of their chosen field, identifies
the most important traditions, their research findings, and gaps in current research,
and provides perspectives for future research directions. So too does this volume.

Couched in one of the main branches of applied linguistics research – bilin-
gualism (which in our understanding includes notions of multilingualism and
plurilingualism) – this volume focuses on social and affective factors in home lan-
guage maintenance and development. Bilingualism research has extensively ex-
plored linguistic and psycholinguistic perspectives, and educational practices
and outcomes. Yet the social and affective perspectives that impact on home lan-
guage maintenance and development have remained somewhat less researched, a
gap that is addressed in this handbook.

This is the first volume that brings together the different strands of research
into social and affective factors of home language maintenance and development.
Contributors from around the world present a rich harvest of research paradigms
and perspectives, providing a comprehensive and constructive overview of the
state-of-the-art in this flourishing field.

1 Delimiting the field

First, what do we mean by “the field”? What do we mean by “social and affective
factors in home language maintenance and development”? The components of this
notion are themselves ambiguous or complex, and so require some clarification. This
requirement applies to language – “language maintenance”, “home language(s)”,
“language development” – as well as to factors – “social factors” and “affective
factors”. In clarifying the meaning of these terms as used in this volume, we also
delimit the field of research with which the volume is concerned. Let us begin

https://doi.org/10.1515/9781501510175-001
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with “language maintenance” as the first real-world issue which this handbook
directs towards, before we turn to the second, “language development”.

Mesthrie and Leap (2000: 253) define “language maintenance” as “the continu-
ing use of a language in the face of competition from a regionally and socially more
powerful language”. As this definition indicates, language maintenance is about lan-
guage use, illuminated here from a sociolinguistic perspective rather than a purely
linguistic one, as the notion of “competition from a [. . .] more powerful language”
conveys. In the context of this volume, the more powerful language is typically the
language spoken by the majority in society, while the language being “maintained”
is a minority or home language. Continued use of the language being “maintained”
is by such definition not a given. Rather, it is an assertion of this language, by its
users, in a social fabric that relegates the language to “minority” status.

The notion “minority language”, in contrast to “majority language”, is often
used to refer to the language that needs to assert itself, as the very notion itself
makes the power imbalance explicit. Yet, whilst we recognise the wide-spread use of
“minority language” in bilingualism discourses, as editors of this volume we have
chosen to instead refer to these languages as “home languages”. Connaughton-Crean
and Ó Duibhir (2017: 23) define “home languages” as “languages spoken or used in
the home or community but which are not the majority language in the society”. As
we discuss in the following chapter exploring terminological issues (Eisenchlas and
Schalley this vol.), “home language” presents as a relatively neutral term that does
not take a stance in regards to, e.g., underlying ideologies or how much societal in-
fluence the speaker community may have. While it may be seen as referring to only a
restricted usage domain (the “home”), more important for this handbook is, however,
that it embraces the contexts where language use is negotiated, which is what con-
cerns the authors in their contributions here. We refer the reader to our chapter for
more in-depth discussions of terms.

Secondly, this handbook investigates social and affective factors in “language
development”, i.e. the development of new linguistic knowledge in all its breadth
and hence of language acquisition, and/or language learning, of the home language.
Language development focuses on the processes as much as the outcomes of these
processes, and the conditions under which they take place. In line with this hand-
book’s main scope and objectives, the chapters consider these processes, conditions
and outcomes particularly in terms of social and affective factors that come into
play – in “informal” contexts (such as within the family), “semi-formal” contexts
(such as within the community) or “formal” contexts (such as in educational institu-
tions like the school). Whenever instructional learning comes into the picture, lan-
guage teaching and approaches to teaching more generally are inevitably drawn into
the discussion. The handbook thus addresses all four major areas of applied linguis-
tics introduced at the beginning of this chapter – use, acquisition, learning, and
teaching of language – in relation to home language(s) of bilingual speakers.
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As the title conveys, this handbook’s lens focuses upon the social and affective
factors at play in home language use. “Social factors” are socio-environmental condi-
tions that shape home language maintenance and development as we explore here.
These factors include economic, cultural, legal and political constraints and expect-
ations, and societal norms and language ideologies guiding “what a broader commu-
nity sees as appropriate and expected linguistic practice” (Albury this vol). “Affective
factors” are psycho-social conditions that impact on home language maintenance
and development. They include individuals’ emotions and perspectives on identity,
culture and tradition, and impact beliefs and attitudes (cf. Curdt-Christiansen and
Huang this vol.). They point to individuals’ dispositions and tendencies to react fa-
vourably or unfavourably towards particular entities or events (see Sarnoff 1970;
Eagly and Chaiken 1993; Albury this vol.).

The overall guiding concern of this handbook is thus not language mainte-
nance and development from a linguistic viewpoint, but the push and pull fac-
tors that influence people’s affects, behaviours and stances in relation to home
language maintenance and development, and what effects these factors have.

2 Three levels of analysis: Macro, meso and micro

As we discussed in the previous section, the factors under consideration here are
generally socio-environmental or psycho-social. They are closely related to the soci-
ety as a whole (the macro level), or to individuals in their direct social contexts (the
micro level), and in both cases uncover what impacts on speakers’ decisions and
efforts when it comes to home language maintenance and development.

Research in the field can thus be roughly organised into these two levels of
analysis. Studies at the macro level are often necessarily at a high level of theoreti-
cal abstraction and focus on social systems at a large scale (e.g., nationally or glob-
ally). Studies at the micro level focus on individuals as members of small social
units (such as families and their language policies and practices). A third level of
analysis – the meso level – sits amidst the macro and micro levels. It constitutes
the grey area in between (Hult 2010), and can be seen as the level of analysis con-
centrating on community initiatives and efforts in relation to home language main-
tenance and development. As later discussion makes clear, studies at the meso
level reach across a few research foci, but the field still lacks systematic study and
coverage of this level (Juvonen et al. this vol.).

We use these three levels of analysis as the organising frame of this handbook.
We acknowledge, however, that sociolinguistic reality is more fluid than what this
frame may suggest. Although the levels may appear to be discrete, they interact
and impact on one another. Neither can they be interpreted as a simple continuum,
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since the meso level is not a necessary transition point between the micro and the
macro levels. For instance, families at the micro level may feel pressures from the
macro level (e.g., through educational policies), but may not respond to these pres-
sures by forming a meso level community and taking joint action. On the other
hand, macro level policy planners may listen to micro level families’ voices directly,
without being lobbied by meso level communities. We thus need to be mindful that
all levels of analysis are interwoven, and that any representation of real-world com-
plexity can be only a simplified one.

3 Handbook structure and content

The main body of this handbook is structured along the lines of the three levels of
analysis explained above. An introductory section discussing terminological and
methodological issues and challenges precedes the main body. The handbook is
therefore divided into the following four parts: 1 – Terminologies and methodolo-
gies; 2 – Bilingual speakers and their families; 3 – Grassroot initiatives; and 4 – The
role of society.

Part 1 provides readers with a foundation to the field of study. Parts 2, 3, and 4
each survey perspectives from the three levels of analysis: the micro level (the bilin-
gual individual as part of a family) in part 2; the meso level (the bilingual individual
as a member of a speech community) in part 3; and the macro level (the bilingual
individual as a member of society) in part 4. Parts 2 and 4 are further subdivided
into two topic areas, as outlined below. From here we explain each part and topic
area and the kinds of issues discussed in each, thus providing an overview of the
contributions to the handbook.

3.1 The basics: Terminologies and methodologies

Part 1, as the handbook’s foundation, gives centre stage to terminologies and meth-
odologies. Because the terms used for maintained language(s) are contentious, in
chapter 2 we review and distinguish these near-synonyms, including “minority lan-
guage”, “mother tongue”, “heritage language”, and “home language”, and critically
evaluate the concepts underlying these terms. We have restricted our discussion to
the terms that are of most relevance to this handbook. We compare and contrast the
terms on several dimensions, and – as may be expected – conclude that neither a
one-size-fits-all term nor a “best” term is workable here, due to the multifaceted na-
ture of the field (see also Wiley 2014). However, through this discussion we explain
clearly the reasons for choosing “home language” as the most appropriate umbrella
term for this handbook, identifying the term’s relative neutrality on social and
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affective factors in language maintenance and development, while still highlighting
social and affective factors as important.

Chapter 3 provides an overview of methodological issues encountered in the
field, and explores research aims and foci, research designs and participant popu-
lations across this field of research. Juvonen et al. (this vol.) seek to present “a
birds-eye view, bringing together, critiquing, and contrasting methodological
considerations” across the three levels of analysis in this handbook. The authors
discuss pitfalls they have identified for research in the field, including a lack of
generalisability of research results, restricted research coverage, limited reporting
on the data sets obtained, and a lack of procedural information on data analysis.
The authors also discuss some of the field’s challenges, including ethical consid-
erations, data management, and the dissemination of research findings. The chap-
ter concludes with an outlook to future developments in the field. The chapter is
not intended as a step-by-step guide on how to do research, but rather as provid-
ing a snapshot of the current methodological state-of-the-art.

3.2 The micro level: Bilingual speakers and their families

Equipped with the foundational background from part 1, part 2 of the handbook
moves to the first level of analysis, the micro level. Here the focus is on the bilin-
gual individual, as member of a family or of other close social groups. The chapters
in this part are subsumed under two topic areas. The first topic area illustrates the
self-conceptions of bilingual speakers and their affective reactions, casting the spot-
light on the affective domain. The second topic area addresses why and how fami-
lies maintain and develop the home language, placing its chapters squarely within
the research field of family language policy.

3.2.1 Self-conceptions and affective reactions

This topic area illuminates a number of affective domains and speakers’ reactions
to their social experiences. These include the subjective well-being of bilinguals
(chapter 4), anxiety as a negative emotion in home language maintenance and
development (chapter 5), and the formation of identity (chapter 6). Marking the
transition to family language policy research, chapter 7 turns to intergenerational
relations and the intergenerational transmission of home language(s).

Chapter 4 directs our attention to the subjective well-being of children and
their parents living in bilingual settings. In this chapter, De Houwer (this vol.) re-
views empirical studies and shows that young children’s well-being is put at risk if
their home language is disregarded in early care and they receive no support in
learning the societal language. Moreover, the studies show that not speaking the
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home language has negative effects on family relations, and that a well-developed
dual language proficiency is central to both children’s and parents’ well-being, and
hence is conducive to Harmonious Bilingualism.

In contrast, in chapter 5, Sevinç’s survey of emotional reactions and psychologi-
cal dimensions of home language maintenance (or language shift) examines pre-
dominantly negative emotions, identifying how bilinguals may, for instance, give up
plans to maintain their home language after experiencing negative emotions such as
anxiety, shame, or guilt. Exploring a relatively under-studied field, this chapter fo-
cuses “specifically on anxiety as a negative emotion in transnational contexts, and
its causes and effects” (Sevinç this vol.), to deepen an understanding of the affective
challenges bilingual speakers and families experience in their daily lives.

Chapter 6 moves to concepts of self in relationship to others, as constructed
through interaction. Tseng’s discussion of identity and home language maintenance
draws on research from a range of minority language contexts, and addresses key
areas of language socialisation and learning. This discussion shows that the relation-
ship between language and identity is “indexical, interactive, and constructed at
multiple intersecting scalar levels” (Tseng this vol.), and highlights the importance of
identity for home language maintenance. The chapter also ventures into the school
as a site of identity negotiations, where social and linguistic hegemonies related to
national identities and ideologies may be reproduced. Insights from indigenous com-
munities, and a brief discussion of globalisation and transnationalism conclude the
chapter.

Matters of identity also play a role in intergenerational relations, which are not
only crucial for transmitting and maintaining languages, but are also laden with
affect (as Sevinç identifies in chapter 5). They are the focus of chapter 7, in which
Purkarthofer problematises the notions of generation and of language. She posits:

When talking about languages being passed on, or using terms like language transmission or
maintenance, languages are not seen as objects to be handled but as processes requiring ac-
tive participation from all generations involved. (Purkarthofer this vol.)

The chapter discusses studies of language practices and policies that affect and are
negotiated by members of at least two different generations, including some that
highlight intergenerational challenges. Hence, while not focussing directly on fam-
ily language policy, the chapter provides a welcome transition between the two
topic areas in this part of the handbook.

3.2.2 Family language policy

The second topic area at the micro level deals with family language policy, which
entails the “explicit and overt planning in relation to language use within the
home” (King, Fogle, and Logan-Terry 2008: 907) as well as the “implicitly and
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covertly” implemented practices (Curdt-Christiansen 2009: 352). Family language
policy research is a burgeoning field of inquiry so the handbook looks into its past,
present, and future, focusing on theoretical concepts and research to date (chapter 8),
factors influencing the language policies of families (chapter 9), strategies and practi-
ces employed by families (chapter 10), the role of child agency in families’ practices
(chapter 11), and future prospects and visions for the field (chapter 12).

Chapter 8 traces the field of family language policy back to its roots in the early
20th century. Here Lanza and Lomeu Gomes (this vol.) document five phases of the
development of the field. They then overview scholarship published since the land-
mark article of King, Fogle and Logan-Terry (2008), pointing out the diversity of
populations and languages studied. The authors also raise theoretical issues such
as the complexity of the notion of family across time and space, and the sociolin-
guistics of globalisation. Overall, the chapter provides a thorough introduction to
the field of family language policy, aspects of which are examined in depth in the
chapters that follow it.

In chapter 9, Curdt-Christiansen and Huang present a model that illustrates how
internal factors such as emotions, identity, and parental impact beliefs, and external
factors such as language status and socio-economic and socio-political realities im-
pact on family language policy. Basing their discussion on empirical studies, they
show “how family language policy as a dynamic socio-cultural practice is shaped by
both linguistic and non-linguistic forces in different types of families, geopolitical
contexts, and macro level policies” (Curdt-Christiansen and Huang this vol.). They
also suggest directions for future research into emerging factors that have not, or
have only rarely, been taken up, such as the development of new technologies.

While Curdt-Christiansen and Huang focus on what impacts on family lan-
guage policy, Schwartz turns to the effects of family language policy in chapter
10, and discusses strategies and practices in home language maintenance and de-
velopment. She considers strategies as part of family language management and
hence of (mainly parents’) attempts to regulate language use, and home language
practices “as the actual routine use of languages in the family regardless of the
beliefs or management strategies” (Schwartz this vol.) employed by family mem-
bers, in line with Spolsky’s (2004) definition of language practices. After over-
viewing early concepts and pioneering contributions, the chapter turns to an
analysis of recent studies as the basis for an explicit discussion of home language
strategies and practices as currently understood in the field.

The actual use of languages in the family is not determined exclusively by parents,
though. Child agency plays an important role in home language maintenance and de-
velopment, as Smith-Christmas discusses in chapter 11. This chapter explains how re-
search on child agency has evolved over time, arguing that the concept of child agency
has come to fruition in family language policy research only recently; previously the
child had been seen as merely the “linguistic product” of parents’ language mainte-
nance efforts. Smith-Christmas (this vol.) proposes a framework encompassing four
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intersectional dimensions – compliancy, linguistic competencies, linguistic norms,
and power dynamics – to conceptualise how children exert their agency and thus in-
fluence family language policy.

The last chapter on family language policy, still at the micro level, is chapter 12
by Palviainen. Taking the current state of research on family language policy as her
point of departure, Palviainen (this vol.) explores future research directions in this
field. In particular, she asks who constitutes a family and argues that the family
needs to be seen as a dynamic and fluid system. She outlines three major topics that
need more recognition in the field, namely children’s perspectives, (non-linguistic)
emotions, and today’s mobile digital contexts in which families find themselves. The
chapter concludes with practical recommendations on how these perspectives can
be implemented in future research, theoretically and methodologically.

3.3 The meso level: Grassroot initiatives for home language
maintenance

Part 3 of the handbook widens the perspective to bilingual speakers as members of
speech communities. As section 2 indicates, the meso level constitutes the grey area
between the micro and macro levels. Here speakers take action – for instance, in
response to socio-environmental conditions and hence macro level pressures they
encounter – by way of pooling their micro level resources, such as time and knowl-
edge. Consequently, joint action in the form of community or grassroots initiatives
directed at home language maintenance and development are in the focus of this
part of the volume. Nevertheless, two issues make it difficult to clearly identify ef-
forts at the meso level: (1) what counts as joint action (in contrast to individual re-
actions) is not clear-cut; and (2) because initiatives are often not driven through
official organisations, it remains unclear how the “communities” are delimited and
who can and should represent these communities in research (see Juvonen et al.
this vol.). Consequently, the meso level has not been researched as systematically
and comprehensively as the other levels.

The contributions to this handbook reflect these circumstances. They address
rather different topics that have drawn researchers’ attention at this level: social
media and the use of technology (chapter 13), grassroots language planning in the
era of mobility and the Internet (chapter 14), community language schools (chapter
15), and drivers of home language maintenance and development in indigenous
communities (chapter 16). These chapters nevertheless exemplify a continuum,
from a rather dispersed ad hoc pooling of resources (chapter 13) to joint action of
tight-knit communities (chapter 16).

Chapter 13 signals the transition in discussion from micro level family language
policy to the meso level. Here Little (this vol.) discusses social media and the use of
technology in home language maintenance. Still focussing very much on the family
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context, Little points out that social media have the power to connect home lan-
guage speakers to family (in the wider sense) and to virtual language communities
more generally, and that the language of social media may influence children’s
sense of belonging. Little critically evaluates the tension between motivational ad-
vantages and developmental affordances of social media and technology in home
language development. She advocates for using technology to actively participate
in and interact with the wider community, thus drawing on the community as role
models for home language use.

Hatoss (this vol.) further extends and develops the idea of virtual connected-
ness across physical boundaries in chapter 14. Recognising that linguistic resources
are drawn and distributed with the help of the Internet, she explores grassroots lan-
guage planning from a translocal and transnational perspective. The chapter dis-
cusses international examples, with a case study from the context of the South
Sudanese Australian community, as illustration of bottom-up joint initiatives with
little or no involvement of official authorities. It shows that translocal approaches
can provide more equitable access to home languages, and argues that these find-
ings call for reconceptualising grassroots planning theoretically and in practice,
based on sociolinguistic theories of mobility.

Moving on to more established activities, Nordstrom (this vol.) reports on “com-
munity language schools” in chapter 15. Also known as “ethnic”, “supplementary”,
and “heritage” schools, these are one of the best known and reported initiatives.
Many were set in motion by parents, and are good examples of meso level commu-
nities’ efforts to enhance children’s target language maintenance and development,
and foster a sense of identity and belonging to the parents’ community of origin.
These schools can provide spaces where children can explore, contest, and negoti-
ate their flexible and multicultural identities, sometimes questioning the identities
imposed upon them by mainstream schools’ monoglossic language ideologies. This
chapter discusses the challenges and opportunities these schools afford children,
families, and communities.

While previous chapters in part 3 focus on migrant communities, Mayer et al.
(this vol.) take us to minoritised indigenous languages across the globe in chapter 16.
They adopt Ruiz’ conceptualisation of language as a resource, right, or problem as
framework for their discussion and in light of this review a diversity of family lan-
guage planning and community based activities developed to maintain, transmit and
in some instances revitalise indigenous languages. They then focus on a case study
based on Peruvian Amazonian and Andean indigenous languages, comparing the lin-
guistic situation across urban and rural contexts. Their study identifies factors condu-
cive to indigenous language maintenance, and concludes with a sober note about the
challenges that these languages face. Mayer et al.’s study in this chapter already
touches on, and thus establishes links to, the handbook’s next topic area of social
justice and inclusiveness.
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3.4 The macro level: The role of society in home language
maintenance and development

The final part of the handbook, part 4, takes the widest perspective, viewing bilin-
gual speakers as members of society at large. As we pointed out in section 1, eco-
nomic, cultural, legal and political constraints and expectations, as well as societal
norms and language ideologies of the broader community, impact on home lan-
guage maintenance and development at this level. The chapters in part 4 investi-
gate these sources of impact in two topic areas. The first topic area maintains a
broad outlook on society as a whole, discussing social justice and inclusiveness
from a number of different angles. The second topic area engages specifically with
language learning and teaching, which are amongst this handbook’s major areas of
interest (see section 1), bringing to the fore issues related to home language mainte-
nance and development that arise in the formal educational context.

3.4.1 Social justice and inclusiveness

As this topic area maintains a broad perspective across society as a whole, each chap-
ter centres around a particular topic in the field. These topics are language policy
and planning for language maintenance (chapter 17), language attitudes and ideolo-
gies on linguistic diversity (chapter 18), social justice and inclusiveness though im-
plementing linguistic human rights in education (chapter 19), and myths and models
of disabilities and home language maintenance and development (chapter 20).

Liddicoat (this vol.) provides an overview of language policy and planning for
home language maintenance in chapter 17, a topic traditionally deemed to be situated
at the macro level. He contends that “[l]anguage maintenance takes place in a context
that is shaped by the ideologies (Albury this vol.) and language practices of a wider
society and these constitute the policy context in which decisions are made about
maintaining a language or shifting to another.” He examines both macro level lan-
guage policies, which predominantly shape the context for language maintenance or
shift, and meso level language policies, which can provide resources and social envi-
ronments for language learning and language use that may not otherwise be avail-
able to the actors. While Mayer et al. (chapter 16, this vol.) can thus be seen as a
contribution at the meso level that also touches on macro level aspects, Liddicoat’s
chapter is a macro level contribution that also takes the meso level into account. Both
contributions are thus situated at the interface between these two levels of analysis.

Chapter 18 delves more into what lies behind language policies. Here Albury
moves the spotlight to language attitudes and ideologies, as two of the main factors
impacting on home language maintenance and development. He argues that a home
language has “a greater chance of ongoing vitality – and indeed transmission – if it
is prized and valued by society more broadly” (Albury this vol.). Drawing on
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examples from around the world, he delineates very clearly the theoretical constructs
of ideologies and attitudes, and explores the importance of research into language
ideologies and attitudes in the context of home language research.

In chapter 19, Annamalai and Tove Skutnabb-Kangas draw heavily on studies
of both language policy and planning, and language ideologies and attitudes. They
discuss the choice of language in education in relation to choosing a medium of in-
struction and to acquiring further language competence. Traditionally, they argue,
speakers of home languages have not been “privileged historically, politically and
economically” (Annamalai and Tove Skutnabb-Kangas this vol.) and need special
legal and government support at the local, national and international levels. They
set out existing international covenants that could provide the scaffolding for na-
tional and local policies, and evaluate multilingual education models. They advo-
cate for equity in education, and for trying to reach social justice through linguistic
human rights.

The latter is also addressed by Cheatham and Lim (this vol.) in chapter 20, where
they explore myths and models of disabilities in the context of home language main-
tenance and development. They focus specifically on emergent bilingual students di-
agnosed with learning disabilities, which is the most commonly diagnosed disability
for emergent bilingual students in the US context under discussion in this chapter.
After introducing the medical model of disability, which is, in connection with deficit
discourse, prevalent in schools, the authors advance the social model of disability as
an alternative, thereby also advocating for equity in education. They contend that
this approach holds promise for emergent bilingual students with and without a dis-
ability diagnosis.

3.4.2 Formal education and home language maintenance

The previous topic area has illuminated aspects of education from a social justice and
inclusion perspective, mainly that of bilingual students. The handbook’s last topic area
shifts from learning to teaching, and explores perspectives on formal education sys-
tems and their representatives, the teachers. First, it overviews models of formal educa-
tion and home language teaching across countries (chapter 21), followed by a
discussion of teachers’ beliefs and attitudes, i.e., their dispositions and tendencies to
react favourably or unfavourably towards home language maintenance (chapter 22).
The handbook concludes with a practical perspective in chapter 23, addressing how
home language maintenance may be managed and supported in the mainstream
classroom.

In chapter 21, Yağmur presents models of formal education and home language
teaching across mainly European countries. He too takes up the topic of policies,
beginning with an outline of policy perspectives on home language education
across four main forms of formal education: pluralistic, civic, assimilationist, and
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ethnist. He then critically evaluates the policy differences of primary and second-
ary schools in relation to home languages along nine parameters: target groups,
arguments, objectives, evaluation, minimal enrolment, curricular status, funding,
teaching materials, and teacher qualifications. Following this, he assesses the sta-
tus of the various models on this basis. The chapter concludes with the sobering
note that “only after full social acceptance of ‘immigrant’ groups, it will be possible
to incorporate their languages in school programs as part of school curriculum”
(Yağmur this vol.).

This indicates that social acceptance has a crucial role to play. How do teachers
position themselves in this regard? In chapter 22, Mary and Young (this vol.) shed
light on the importance of teachers’ attitudes and beliefs about children’s home lan-
guages and the impact these have on practiced language policies, classroom practi-
ces more generally, and students’ bilingual identities. They also explore some
factors potentially contributing to teachers’ beliefs and attitudes. These include
teachers’ prior experience with linguistic and cultural diversity both inside and out-
side of school, their knowledge gained through teacher education, their own lan-
guage experiences and ethnic background, and the impact of societal language
ideologies on their beliefs. The authors conclude with recommendations for teacher
education programs.

Paulsrud highlights the aspect of classroom practices even more in chapter 23.
In this final chapter of the handbook, she engages with the question of how home
language maintenance may be managed and supported in the mainstream class-
room. She introduces ideological and implementational spaces, and translanguag-
ing, as two related theoretical key concepts. She builds on these while discussing
selected studies, with a focus on the role of the teacher in the mainstream class-
room, and on classroom practices where she argues for a transformative translan-
guaging stance. Paulsrud concludes this chapter with a positive outlook, declaring
her ambition “to take a step away from the deficit perspectives often associated
with management of students with other home languages than the majority school
language” (Paulsrud this vol.) and instead consider how innovative strategies in
classroom management can support students’ linguistic diversity.
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Susana A. Eisenchlas and Andrea C. Schalley

2 Making sense of “home language”
and related concepts

1 Introduction

Reviewing the different conceptualisations of terms used in the field of bilingualism is
complicated by ambiguity and diverse disciplinary, geographical, and ideological
perspectives. Even a cursory look at the literature reveals a plethora of terms
referring to bilinguals/multilinguals and the languages they use. Common terms for
these languages include “majority” vs. “minority language”, “first” vs. “second lan-
guage”, “environment/mainstream” vs. “home/community language”, “foreign” vs.
“immigrant/heritage/ancestral language”, “native language”, “dominant language”,
“language other than X” (X being the “dominant” language of the country) and
“mother tongue”. Although these terms are frequently used as synonyms in aca-
demic and popular debates, they encode subtle (and not so subtle) conceptual
distinctions. However, the precise delimitations of these terms are not clear, and
none appears to be able to capture the different dimensions encountered in re-
search and practice. There is no one-size-fits-all term that can be drawn upon, in line
with Wiley’s (2014: 19) remark that “any attempt to apply a single label to a complex
situation is problematic.”

Despite these definitional challenges, we need to explore and problematise the
terms and their underlying concepts. As Skutnabb-Kangas and McCarty (2008: 3)
argue:

The concepts we use are almost never neutral. In contested arenas such as bilingual educa-
tion, words and concepts frame and construct the phenomena under discussion, making some
persons and groups visible, others invisible; some the unmarked norm, others marked and
negative. Choice of language can minoritise or distort some individuals, groups, phenomena
and relations while majoritising and glorifying others. Concepts also can be defined in ways
that hide, expose, rationalise or question power relations.

In this chapter, we use “bilingual” to refer also to “multilingual”, as the issues we
discuss are relevant to all who operate in more than one language.1 Bilingualism
can be studied as an individual and as a societal phenomenon (Cenoz 2013;
Edwards 2013). It has been investigated through diverse disciplinary perspectives,

1 However, we also acknowledge a burgeoning literature suggesting that multilinguals should be
studied separately, focusing in particular on the impact of bilingualism on the acquisition of addi-
tional languages. See Cenoz (2003) for an overview.
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with research drawing on linguistics, psycholinguistics, cognitive psychology, soci-
ology, education, speech pathology, and other related fields. Each discipline raises
specific questions and constructs its object of inquiry according to its paradigms, so
the absence of both a uniform view of the phenomena under investigation and con-
sistent terminology to refer to them is not surprising.

The lack of terminological consensus has theoretical implications. As Grosjean
(1998) noted, research on both bilingualism and its potential benefits is plagued
with conflicting results, which may stem partially from imprecision both in termi-
nology and in identifying moderating factors that may impact on bilingual achieve-
ment (e.g., age of onset, socioeconomic status, and languages used). This may have
deleterious consequences, since many educational decisions at the macro level of
language policy planning – including issues such as teacher training and profes-
sional development – could be based on misleading research findings.

There are also practical implications, as can be seen in education, clinical prac-
tice and other areas (De Houwer and Ortega 2018). Education policies in many
Anglophone countries, for instance, have traditionally taken a deficit view of the
languages of bilingual children. This can affect teachers’ expectations of such stu-
dents (Pulinx, Van Avermaet, and Agirdag 2015), leading, e.g., to wrong diagnoses
of learning difficulties, which are often attributed to the linguistic diversity to
which a student is exposed when other non-linguistic factors may be at play (see
Cheatham and Lim this vol.). This conceptualises additional languages as handi-
caps that prevent students from achieving their full potential.

This chapter aims to help set the scene for the handbook by discussing termi-
nological choices in the literature on bilingualism. Research on bilingualism has
continued to reach into new contexts, so a single chapter cannot adequately ad-
dress all the terminological issues raised by the many terms currently in use. We
therefore restrict our discussion to the terms used in contexts most relevant to this
handbook, and by corollary, to the scholarly fields most closely related to the
handbook’s topic: (applied) linguistics and education.

We begin by asking, “what does it mean to be bilingual?”, and discuss methodo-
logical and theoretical difficulties in trying to answer this question without ambiguity
(section 2). We then critically evaluate the terms used to refer to the non-mainstream
languages in the bilingual’s repertoire that are most commonly encountered in the
field of home language maintenance and development (section 3). Section 4 compares
and contrasts the distinctive characteristics of the selected terms, anchoring them in a
multi-dimensional space comprising linguistic and speaker dimensions as well as so-
cial and affective ones. Finally, we explain the choice of “home language” for this vol-
ume – for lack of a better alternative – in the chapter’s conclusion in section 5.
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2 What does it mean to be “bilingual”?
Definitions and challenges

In his now classic book, Bilingualism: Basic principles, Baetens Beardsmore argues
that “bilingualism as a concept has open-ended semantics” (1986: 1). He regrets
that definitions are continually “being proffered without any real sense of progress
being felt as the list extends” (Baetens Beardsmore 1986: 1). Definitions range be-
tween maximalist and minimalist perspectives, based on the threshold of linguistic
competence a speaker is expected to attain to be considered “bilingual”. The maxi-
malist or narrowest view considers bilingualism as “native-like control of two lan-
guages” (Bloomfield 1935: 55–56). This is the definition of the mythical, idealised,
“true” bilingual.

Yet, most researchers realise that this high expectation is seldom met. They pro-
pose more realistic, yet somewhat vague, views of a bilingual, such as “someone
who operates during their everyday life in more than one language and does so
with some degree of self-confidence” (Miller 1983: x). Similarly, Li (2008: 4) defines
a bilingual as “anyone who can communicate in more than one language, be it ac-
tive (through speaking and writing) or passive (through listening and reading)”.
Edwards (2004: 7) offers a minimalist perspective, opening his article on the foun-
dations of bilingualism with the claim:

Everyone is bilingual. That is, there is no one in the world (no adult, anyway) who does not
know at least a few words in languages other than the maternal variety. If, as an English
speaker, you can say c’est la vie or gracias or guten Tag or tovarisch – or even if you only un-
derstand them – you clearly have some “command” of a foreign tongue. Such competence, of
course, does not lead many to think of bilingualism.

In Edwards’ view, incipient bilinguals with minimal competence (cf. Diebold 1961),
such as second/foreign language learners in their initial stages of linguistic de-
velopment, would also be included under the umbrella term “bilingualism”. This
inclusion embraces the variety of acquisition contexts and linguistic experiences
of bilinguals, some of which acquire their language(s) in the home context since
birth, while others learn their language(s) in more formal settings, usually later
in life. Whether these two populations should be conflated is a matter of debate.
A problem with the minimalist perspective is that the definition becomes too en-
compassing and thus uninformative or unwieldy. The threshold that speakers
need to attain to be considered bilingual continues to be contested (Baker and
Wright 2017).2

2 It is for this reason that we interpret “speaker” broadly in this chapter, to also include, for in-
stance, passive bilinguals.
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The degree of linguistic competence in the bilinguals’ languages is thus signifi-
cant. It is the basis upon which speakers have been classified and conceptualised,
and has given rise to a number of dichotomies and categories encountered in the
literature, such as “balanced” (a.k.a. ambilinguals; equilinguals; ideal or symmetri-
cal bilinguals) vs. “unbalanced” (a.k.a. asymmetrical; semilinguals), or “ascen-
dant” or “active” vs. “recessive” or “passive”.

Measuring levels of linguistic competence is not, however, a straightforward
process, raising both theoretical and methodological challenges. The narrow defini-
tions above, for instance, assume that “native-like proficiency” is a self-explanatory
term, but operationalising it is extremely difficult given the amount of variability
monolingual speakers display.3 Thus Clyne (2005: 30) remarked: “Even a monolin-
gual’s ‘perfect’ command of their ‘one’ language is undefinable.” Moreover, schol-
ars agree there are several areas of abilities, and each of the macro skills (i.e.,
listening, speaking, reading, and writing) can be subdivided further. Edwards
(2004) posits that at least 20 dimensions of language can be assessed to determine
bilingual proficiency. He exemplifies his claim with speaking, arguing that speak-
ing involves skills related to the richness (or poverty) of expression in vocabulary,
grammatical accuracy, and level of accentedness. Similar subdivisions also apply
to the other macro skills. Therefore, decisions need to be made about minimal
thresholds for each of the macro skills, and about how to classify users with high
levels of proficiency (setting aside the problem of how these are measured) in some
skills (typically oral) but not in others (typically written).

Furthermore, knowledge of a language implies much more than mastery of a
linguistic system. Speakers need to develop competence in determining what is
appropriate to say to whom in particular contexts, and how to interpret meaning
beyond what is actually said. However, there is still no consensus on how to oper-
ationalise and assess speakers’ level of pragmatic or sociocultural competence
(Bardovi-Harlig 2012; Grabowsky 2016). Measuring levels of communicative com-
petence, i.e. the ability to use language accurately and appropriately, is compli-
cated in one language, and testing each additional language in the bilingual’s
repertoire increases the challenge.

The discussion about the degree of bilingualism a speaker needs to attain to be
categorised as bilingual appears to assume bilingualism refers mostly to a linguistic
phenomenon. It ignores or downplays other influential non-linguistic dimensions
of the concept, such as social and affective factors which are the focus of this
handbook. As mentioned above, some researchers have recognised other dimen-
sions that impact on bilingual attainment. Some have therefore proposed that any

3 What counts as a distinct language can also be hard to establish in some cases. Current discus-
sions around “named languages” in the translanguaging literature suggest that for some scholars
“named languages are social, not linguistic, objects” (Otheguy, García, and Reid 2015: 281).
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account of bilingualism needs to recognise the complexity of the phenomenon and
resist one-dimensional characterisations. Thus Chin and Wigglesworth (2007: 18)
argue that “bilingualism is not a concrete entity that can be quantified or dis-
sected”, and that using descriptors (such as age of acquisition, context of acquisi-
tion, degree of bilingualism, domain of use of each language) is more appropriate
than constructing a general definition of bilingualism.

With this aim, a number of models have been proposed to characterise bilin-
guals. The precise number and nature of dimensions included in these models are
still a matter of debate. Here we do not have space to discuss the different pro-
posals, and can only outline them briefly. The model in Skutnabb-Kangas (1988),
one of the most widely cited, proposes four aspects to describe bilinguals: origin –
which language the speaker acquired first; competence – which language the
speaker knows best; function – which language the speaker uses most; and iden-
tification – which language the speaker uses to associate with or disassociate
from others. Baker and Wright (2017: 3–4) identify eight: (1) ability; (2) use; (3) balance;
(4) age of onset; (5) development (i.e., whether bilingualism is ascendant or recessive);
(6) culture; (7) contexts; and (8) choice. Grosjean (1998) identifies six: linguistic
history; linguistic abilities; linguistic stability; language functions; language
proficiency; language mode (i.e., whether one or two languages are activated);
and demographic information. Along similar lines, Leung, Harris, and Rampton
(1997) argue for three: language expertise; language inheritance; and language
affiliation.

These dimensions are by no means as straightforward as the models cited
above suggest. Although usually expressed as categorical constructs, mostly they
should be seen as continuous (Butler and Hakuta 2004). Drawing clear boundaries
between diverse types of bilinguals within a given dimension is therefore difficult.
Furthermore, dimensions interact and impact on one another, and in some instan-
ces are interdependent. To give just one example, linguistic competence may be en-
hanced and further developed through language use, but at the same time, it
influences the range of contexts in which each of the languages can be used, which
in turn affects the purposes for which a language is used. Consequently, some di-
mensions appear to cluster together. Instructional domains, for instance, seem to
characterise late, elective, additive, probably prestige bilingualism. Finally, it is
widely recognised that bilingualism is a dynamic phenomenon and thus a bilin-
gual’s profile may change over time. Despite these limitations, categorisations are
still useful as a means of framing the discussion, and thus they will serve as the
basis for our analysis in section 4.

While the term “bilingualism” is open to different interpretations, further com-
plicating the situation are the different terms used to refer to bilingual speakers’
non-mainstream languages. Maintenance and development of these languages are
in focus in this handbook, so let us turn to these terms in the next section.
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3 Alternative terms to refer to non-mainstream
languages spoken by bilingual speakers

Implicitly or explicitly, the terms referring to non-mainstream languages in bilingual
repertoires – and their underlying concepts – encode differences in perspectives,
along the lines of dimensions such as the ones identified above. In this section we
unpack some of these terms, aiming to unveil conceptual and attitudinal implica-
tions underpinning their use, as well as the dimensions they foreground. We address
the key question: Which term is used when, where, by whom, and with what
purpose? Given the plethora of terms in use, we restrict our discussion to the terms
most relevant to this handbook, and discuss “minority language”, “first language”,
mother tongue”, “heritage language”, some commonly used abbreviations and acro-
nyms, and “home language”.

3.1 Minority language

We begin with “minority language”, since most of the terms used to describe lan-
guages of bilingual speakers and contexts hinge on the dichotomy between “ma-
jority” and “minority” languages. Skutnabb-Kangas and McCarty (2008: 10) define
a minority language as a “[l]anguage that is not the dominant language of a terri-
torial unit such as a state, because the speakers of the language have less power
(they have been minoritised), and the language is generally spoken by a smaller
number of people.” They argue, however, that the defining characteristic of “mi-
nority language” is its speakers’ lesser power in society rather than its speaker
number. As Nelde, Strubell, and Williams (1996: 1) put it, “the concept of minority
by reference to language groups does not refer to empirical measures, but rather,
to issues of power.” They add that these minority groups “lack the political, insti-
tutional and ideological structures which can guarantee the relevance of those
languages for the everyday life of members of such groups” (Nelde, Strubell, and
Williams 1996: 1).

State ideologies, particularly the equation between the nation-state and linguis-
tic homogeneity, serve to legitimise, regulate, and reproduce unequal access to
power and resources (Skutnabb-Kangas 1988), entrenching inequality among di-
verse linguistic groups. Thus, the lack of state support for “minority languages”
within a state’s territories, including restrictions on both access to allocation of re-
sources and inclusion in educational curricula, further minoritises languages, re-
gardless of the number of speakers. Historical examples in former colonial
territories attest to this. Cameroon, for instance, has two official languages (French
and English), one lingua franca (Cameroon Pidgin English), and 247 indigenous
languages. The two official languages are the languages of instruction, while the
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indigenous languages and Cameroon Pidgin English are excluded from the educa-
tion system (Echu 2004).

Two dimensions, both of a social nature, thus appear to be foregrounded by
“minority language”: the territorial unit (or state) as the restricted social context,
and the language group’s lack of power and minoritisation in that context.

3.2 First language (L1)

Focusing on the individual, the term “first language” (L1) is probably the most com-
monly used, but also the most ambiguous and prone to diverse interpretations. L1
is often used as a synonym for “mother tongue” and “home language” and con-
trasted with second (L2) or foreign language (FL). Naturally, all speakers have a
“first language”, including speakers of a mainstream language.

Part of the confusion around this term may stem from its inherent ambiguity,
since there are several dimensions in which a language can be “first”. Skutnabb-
Kangas and McCarty (2008: 6) define “first language” as “the language first learnt,
best known, and/or most used.” This definition entails three aspects: acquisition
sequence, proficiency, and extent of use. In bilingual contexts, the “first language”
tends to be the “minority language”, which may be dominant, and thus the speak-
er’s most proficient language, during the early years of life, but loses its dominance
once the speaker begins schooling in the mainstream language. When/if this hap-
pens, the first chronological language ceases to be the language that is “known
best”, and this descriptor then applies to the mainstream language (which may be
the second in order of acquisition). Similarly, the first chronological language may
be used only in limited contexts, such as the family. This applies particularly in the
absence of a community of speakers of that language and/or when there is no insti-
tutional support to maintain and develop languages other than the mainstream.
Here the mainstream language becomes the “most used”, while the “first” chrono-
logical language is used in restricted circumstances.

For “first language” to be helpful, then, its meaning needs to be clarified. Some
scholars appear to use this term to refer to the dominant language of a speaker, but
this assumes that a dominant language in a speaker’s life remains dominant through-
out their life, a questionable assumption given the dynamic nature of speakers’ lives,
linguistic repertoires, and language needs.

From this discussion, we suggest that the most salient dimension of “first lan-
guage” appears to be acquisition sequence: the “first language” is the one acquired
first chronologically. This goes hand in hand with the language being acquired in a
non-instructional way, as is typically the case with first languages. It follows that
the age of onset is early childhood, and during this life period at least some profi-
ciency is guaranteed (which, as we saw in the discussion of the usage domains,
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could be quite restricted). While the dimensions for “minority language” are social,
the dimensions for “first language” thus mainly concern the individual speaker.

3.3 Mother tongue

“Mother tongue” is another commonly used term, particularly in collocations such
as “mother tongue instruction”. It appears to be prevalent in the education context
and in human rights literature. Yet, defining it is not straightforward.

UNESCO uses the term in recommending efforts be made to provide initial edu-
cation in the mother tongue “because they [students] understand it best and be-
cause to begin their school life in the mother tongue will make the break between
home and school as small as possible” (UNESCO 1951: 691; emphasis added). This
description of a mother tongue assumes speakers’ proficiency, but the reference to
understanding seems to privilege oral/aural skills, while disregarding other aspects
of communicative competence.

Other definitions of “mother tongue” highlight diverse aspects. Skutnabb-
Kangas and McCarty define “mother tongue” as “[l]anguage one learns first, identi-
fies with, and/or is identified by others as a native speaker of; sometimes also the
language that one is most competent in or uses most” (2008: 11; emphasis added).
This definition is problematic, however, as it bundles together separate optional di-
mensions without problematising them further. Yet, unlike UNESCO’s characterisa-
tion, this definition recognises that someone may know one language best but feel
stronger emotional attachment to another, which they have learned and used at
home and associate with their early subjective experiences.

Some in the field object to the use of “mother tongue”. Romaine (1995: 18), for
example, argues that the term suggests that mothers are “the passive repositories of
languages, which they pass on to their children”. While this is a very literal reading
of the term, one can easily find such interpretations outside the field of bilingual-
ism research. The term’s underlying assumption is that mothers, as primary care-
takers of children, are ultimately responsible for intergenerational language
transmission. Yet this is no longer the case in many modern societies. Furthermore,
as several scholars noted (Gupta 1997; Romaine 1995), determining an actual
mother tongue is in many instances not a straightforward process, particularly in
mixed families where children may not have a single identifiable mother tongue.

At a societal level, deciding which language is the mother tongue has significant
real-life implications, including having or being denied the right to receive instruc-
tion in a specific language. Countries like Sweden, that offer students supplementary
mother tongue instruction, do so for only one “mother tongue”. Hence parents must
select one “mother tongue”, even if their children speak additional languages at
home. In Singapore, the state designates the official language of one’s ethnic group
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as the “mother tongue”, which students must study as a school subject.4 The ques-
tion thus has to be asked whether the term “mother tongue” is indeed the right term
to be used in these societal contexts, as it has acquired a different meaning from the
one adopted by UNESCO for individual speakers.

Overall, we can conclude that speakers’ identification is the most foregrounded
dimension for this term. Generally, a “mother tongue” is seen as transmitted by the
parents, and it is contextualised in the family. We see, too, that a substantial level
of proficiency is required for a language to be considered a speaker’s “mother
tongue”.

3.4 Heritage language

“Heritage language” has its origins in the education literature and policy circles
(Valdés 2001; Wiley 2014) and became prominent in the USA and Canada in the
1990s (Wiley 2014).5 It was introduced as a replacement for the language of
“quasi-speakers”, to move away from the deficit perspective that this term pur-
ported. This was an attempt to convey a richer and more accurate account of the
“non-mainstream” language component in bilingual repertoires. It sought to cast
a more positive light on “heritage” or “background speakers”, who were typically
contrasted negatively with both native speakers and second language learners. In
principle, the concept of “heritage language” includes all languages, since, as
Cummins (2005) notes, mainstream speakers also have a heritage. In practice,
however, the term is reserved expressly for speakers of languages other than the
mainstream. Heritage speakers have been identified as “those whose home or an-
cestral language is [a language] other than English, including those whose ances-
tors lived in this country prior to the establishment of the United States and those
who have come in recent years” (Alliance for the Advancement of Heritage
Languages, n.d., cited in Cummins 2005: 586).

Other definitions, however, downplay the centrality of linguistic proficiency,
and instead foreground the affiliative dimension. Van Deusen-Scholl (2003: 221),
for instance, defines heritage speakers as “a heterogenous group ranging from flu-
ent native speakers to nonspeakers who may be generations removed but who may
feel culturally connected to the language”. Valdés (2001: 2) observes similarly, “it is

4 The official Singaporean “mother tongues” are Malay, Mandarin and Tamil. Additionally, non-
Tamil Indian students have a choice between five Indian languages: Bengali, Gujarati, Hindi,
Punjabi, and Urdu (Jain and Wee 2015).
5 Cummins (2005) notes that the term emerged in Canada in 1977 with the inception of the Ontario
Heritage Languages, but only became prominent in the USA in the late 1990s in the context of pub-
lic policy.

2 Making sense of “home language” and related concepts 25

 EBSCOhost - printed on 2/9/2023 9:07 PM via . All use subject to https://www.ebsco.com/terms-of-use



the historical and personal connection to the language that is salient and not the
actual proficiency of individual speakers”. Thus, a speaker may claim – or be as-
cribed – a “heritage language” because that language has affective family connec-
tions for the speaker. This affiliation or attribution neither implies nor excludes
actual proficiency in the language. As Gounari (2014: 257) notes, for the heritage
language “survival and maintenance is justified upon its historical and personal
value, and not on real current societal needs. It follows then that the maintenance
of HLs [heritage languages] rests with the individuals and the communities and not
with the State or the federal government.”

Like all concepts in the field of bilingualism, the term “heritage language” has
been challenged by some scholars. Baker and Jones (1998: 509) argue that:

The danger of the term ‘heritage language’ is that, relative to powerful majority languages, it
points more to the past and less to the future, to traditions rather than to the contemporary.
The danger is that the heritage language becomes associated with ancient cultures, past tradi-
tions and more ‘primitive times.’ This is also true of the terms ‘ethnic’ (used in the US) and
‘ancestral.’ These terms may fail to give the impression of a modern, international language
that is of value in a technological society.

Significantly, scholars may use and understand terms such as “heritage language”
purely as academic jargon. Yet those terms could still take on a more “naive” mean-
ing in the public discourse – and/or in policymaking. It is therefore relevant not to
ignore the potential impact of such terms on social attitudes.

A further criticism relates to the essentialist view of speech communities that
the concept entails, with scholars increasingly challenging the notion of a linguistic
inheritance as the basis to classify speakers. As Gounari (2014: 260) asks poi-
gnantly, “whose heritage is maintained and who decided on it?”. García, Zakharia,
and Otcu (2013: 34) argue that “[l]anguage and ethnicity are not simple reflections
of ‘heritage speech’ communities, or of ‘practice communities’.” Individuals can si-
multaneously belong to or identify with several groups, and their agency allows
them to select which features of their identity to foreground or background in spe-
cific contexts. This includes selecting which language in their linguistic repertoire
to use, according to time, space, and situation. Rather than being homogeneous
entities, communities are composed of individuals that juggle multiple linguistic
and cultural identities. And in multilingual contexts, this agency even affords in-
dividuals the freedom to engage in “language crossing” and using languages (in
addition to the mainstream) that are generally not assumed to “belong” to the
speaker (Rampton 1998).

From an educational perspective, scholars (e.g., Polinsky and Kagan 2007;
Carreira and Kagan 2011) have distinguished between “broad” and “narrow” defini-
tions of heritage language and heritage language speakers. A broad definition of
heritage language emphasises the strong connections between cultural heritage

26 Susana A. Eisenchlas and Andrea C. Schalley

 EBSCOhost - printed on 2/9/2023 9:07 PM via . All use subject to https://www.ebsco.com/terms-of-use



and linguistic heritage, transmitted through family interactions. This perspective
highlights the identification dimension, since the individual adopts or is assigned a
language as part of their heritage by virtue of being born into a particular commu-
nity, without implying competence in that language. A narrower definition casts
heritage language as a language that “was first in the order of acquisition but was
not completely acquired because of the individual’s switch to another dominant
language” since early childhood (Polinsky and Kagan 2007: 369), which takes us
back to the question “what does it mean to be bilingual?”.

Different experiences with the heritage language make for wide variation among
speakers, ranging from basic (minimally, in aural skills) to advanced levels of com-
petence across skills. Even so, scholars agree that linguistic production and compre-
hension of heritage speakers fall short of those of the native speaker, who is taken
as the yardstick for comparison (Montrul 2002; Polinsky 2006). The view that heri-
tage language speakers acquire their heritage language incompletely entails a nega-
tive stance, as evident in discussion about the pedagogical challenges of providing
language instruction for heritage learners (Valdés 2005: 410).6 Ruiz’s (1984) perspec-
tive of “language as a problem” comes to mind here.

As our discussion reveals, several dimensions come into play for the term “heri-
tage language”. Most prominent and hence foregrounded is the felt connection be-
tween cultural and linguistic heritage. As to the identification dimension, speakers
identify with or are assigned to “heritage languages” for social reasons (e.g., being
born into a particular community). Furthermore, some scholars see the term as ori-
ented towards the past, which could have unwanted repercussions in public dis-
course and policymaking, as indicated above.

3.5 Abbreviations and acronyms

Here we focus briefly on a few of the most commonly used abbreviations and acro-
nyms. These terms are very prominent and influential in the educational discourse
of at least some (Anglophone) countries, and education is one of the main fields
under discussion in this handbook. As in the previous section (3.4), the terms we
discuss here reveal a “language-as-a-problem” orientation in language policy (Ruiz
1984; Skutnabb-Kangas and McCarty 2008), which is also referred to as a deficit
perspective (Yağmur 2015). We find that these terms foreground what their speakers
lack rather than the competencies they display.

6 See Valdés (2005) for a discussion of problems associated with teaching heritage language speak-
ers. One problem is that many heritage language speakers use stigmatised varieties and thus may
face discrimination from teachers of the standard varieties of those languages.
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A clear example is the term “Limited English Proficiency” (LEP), found in US lan-
guage policy documents. Skutnabb-Kangas and McCarty (2008) note a move in 2001
to substitute this term with the term “English Language Learner” (ELL), to convey
a more positive association. However, ELL, like LEP, still identifies speakers of
other languages by their lack, or limited knowledge, of the mainstream language,
while ignoring or devaluing the other language(s) and cultures they know.
Similarly, the terms “Languages Other Than English” (LOTE) or “Non-English-
Speaking Background” (NESB) have been common in Australian language policies
and education documents. Attempts to convey a more inclusive view of languages
and speakers have seen these terms replaced by ever more abbreviations and
acronyms that rapidly fall out of favour. In a guide produced by the New South
Wales Department of Education (2015) for appropriate terminology to refer to peo-
ple from culturally and linguistically diverse backgrounds, the following terms
stand out:
– CALD, “culturally and linguistically diverse backgrounds/communities” (which

includes all communities except the Anglo-Saxon);
– LBOTE, “language background other than English”; and
– EAL/D, “English as an additional language or dialect”.

Despite the seemingly good intentions, these labels still imply a binary distinction
between those who speak Standard Australian English and those who do not. The
well-intended guide inadvertently implies that only the latter are (visible) members
of communities, belong to ethnic groups, and require “additional support to assist
them to develop proficiency in English” (ACARA n.d.). “Additional dialects” refers
not to other recognised varieties of English such as New Zealand, British, or
Canadian English, but to traditional languages, creoles and related varieties or
Aboriginal English, namely, stigmatised varieties.

In terms of dimensions, the deficit or “language-as-a-problem” ideological per-
spective stands out clearly, and the terms are restricted to the education domain.
Moreover, they are understood to apply exclusively to the languages of minority
groups, even though some of the notions may try to display a more inclusive atti-
tude, as discussed above.

3.6 Home language

We conclude this overview of selected terms used to refer to bilinguals’ non-
mainstream languages with the discussion of “home language”, the term used in
the handbook’s title. Unlike most other terms examined in this chapter, “home lan-
guage” explicitly refers to a specific domain of use, the home. The home language
is thus understood as the language spoken in the home environment. But this do-
main specification is not to imply that participants in family interactions limit the
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use of their language(s) to the home domain, as some objectors to this term have
suggested (cf., e.g., Cunningham 2019).7 Rather, the home is understood to provide
a “point of reference” from which speakers navigate the world; it is the space where
negotiations on language use at the micro level predominantly take place. This is
highlighted by the field of family language policy research, where studies on
“home language” focus on the communicative practices in which families engage,
and attempt to document and understand individual and family driven language
policy and planning activities.

In this context, “home language” highlights a dynamic outlook built on speak-
ers’ agency. Language prominence and use in bilingual families are subject to con-
stant renegotiation, as speakers change their language use in accordance with their
perception of the context in which they find themselves at different points in time.
Moreover, “home language” implies a sense of contingency; for instance, children
will leave the home at some stage, families may disintegrate and blend with others,
or particular languages may be abandoned and replaced through migration (cf.
also Palviainen this vol.).

It seems obvious that every speaker – of mainstream or other languages – has
a “home language”. However, as we have seen with previous terms, this term too
is generally used in a restricted sense to refer to non-mainstream languages, as is
true for many chapters of this handbook. Even so, despite using the term in singu-
lar rather than plural, discussion in these chapters recognises that everyday com-
munication in some families is complex and might involve more than one
language. The continuous (re)negotiation of language use in everyday communi-
cation also shows that, in contrast to “heritage language” potentially being under-
stood as pointing towards the past (rightly or wrongly), “home language” is set in
the present.

Beyond this is an under-specification of other dimensions. In terms of linguistic
competence, for instance, “home language” accommodates a wide gamut of abili-
ties ranging from limited to native-like proficiency in the language(s). Yet speakers
need at least some proficiency for communication to take place. Similarly, in terms
of identity and inheritance, speakers, in particular children, vary widely, as some of
the chapters that follow illustrate. Some children identify strongly with the home
language, as we see in this excerpt from Ahmed, interviewed by Mills (2001) about
why he uses the term “home language”:

7 Replacing the term hemspråk (home language) with modersmål (mother tongue) in the Swedish
education system (creating the subject modersmålundervisning, mother tongue instruction) in 1997
was intended to emphasise that modersmål is another language that can be taught in school, rather
than used “only” at home. This move also reflected the subject’s stronger position in the curriculum
(Erica Sandlund; Nihad Bunar, both personal communication).
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Because Pakistan, even though I was born here, I class Pakistan as my home country. That’s
where the language originates from, so I call it my home language. We speak it at home and
like with my family and friends, well some friends. So, I call it my home language because
that’s one of the languages that I like to express things. (Ahmed, cited in Mills 2001: 398)

Others, however, show no identification with their so-called “home language”
and challenge what they perceive as a linguistic imposition from their parents
(see Sevinç and Smith-Christmas, both in this volume). This has potential to turn
the home into a source of linguistic anxiety, or a linguistic battlefield. Matters of
identification are generally dynamic, too, and the above-mentioned sense of con-
tingency suggests that feelings of identity and affiliation may change across
speakers’ lifespans.

Summing up, the foregrounded dimension appears to be identification.
Speakers negotiate their identification in the home, which in turn constitutes the
general usage domain of this term. The term’s group context is neither the territo-
rial unit nor the community (as it was for “minority language” and “heritage lan-
guage”, respectively), but the family. Moreover, home language speakers are
expected to display at least some proficiency in their current home language(s).

4 Comparing and contrasting the terms

So far we have tried to isolate the most prevalent dimensions highlighted by each
term. We are aware that these presentations somewhat oversimplify the complexity
of bilingualism, but we need to identify them in order to conceptualise the interplay
of the dimensions discussed in the previous section. In this section we attempt to sys-
tematise the dimensions that contribute to our understanding and usage of each of
the terms. Table 1 overviews these dimensions and their respective dimensional val-
ues, and indicates how these dimensions differentiate and characterise the terms.

Table 1 identifies a number of different types of dimensions, ranging from lin-
guistic and speaker dimensions to social and affective dimensions. The relevant di-
mensions for each type are indicated in the columns and displayed in italics across
the table (e.g., proficiency as linguistic dimension, acquisition sequence as speaker
dimension, ideological underpinning as social dimension, and identification as affec-
tive dimension). Rows characterise the terms listed in the first column. Empty cells
in the table signal that the dimension in question is not relevant to the characterisa-
tion or to the definition of that term. Otherwise, cell content indicates the specific
value assigned to a particular dimension. Cell values in bold indicate that this di-
mension is considered the most important specification dimension for a term.
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4.1 Dimensions

We start with some general observations of the dimensions themselves. Only one
linguistic dimension, proficiency, plays a role in characterising the terms. However,
proficiency does not constitute a primary dimension for any of the terms. Terms
such as “home language” and “first language” express the expectation that speak-
ers have at least some proficiency (in contrast to “heritage language”). Yet, this is
not foregrounded for any of the terms, since linguistic proficiency is not a determin-
ing dimension for the terms discussed here. Instead, a broad range of proficiency
levels is accounted for.

In relation to speaker dimensions, three of the four dimensions concern the indi-
vidual speaker’s acquisition history (recording when acquisition started, in which
order languages were acquired, and how acquisition took place), while only one di-
mension relates to the context in which speakers operate, namely, the usage domain.
Moreover, for only one term, “first language”, is a speaker dimension foregrounded:
“first language” is by default defined as the language that is first acquired in life8

(which in turn results in it being characterised as acquired in a non-instructional
way during early childhood).

A similar picture eventuates for the social dimensions, with three of the four
sharing a relational perspective on the speaker group (what kind of group it is and
in what context it is couched, which status the group has in society, and which
level of societal influence the group may have), while the fourth dimension ad-
dresses the ideological underpinning stakeholders entertain in relation to a spe-
cific term. Matters of influence (i.e., power) and ideology are essential to the
definition of terms, indicating (i) relative powerlessness for “minority language”,
and (ii) a cultural ideological underpinning for “heritage language”, and a deficit
(“language-as-a-problem”) underpinning for abbreviations and acronyms.

Finally, one of the two affective dimensions reaches directly to the core of affec-
tive factors (identification), while the other addresses whether the respective terms
orient speakers towards their past or situate them in the present. However, the only
dimension foregrounded is identification, primarily distinguishing “mother tongue”
from “home language”. The former is perceived to be associated with the individual
speaker (indicating a stable characteristic of the single individual – speakers can-
not “loose” their mother tongue from an identification point of view), while for the
latter, identification is subject to negotiation (indicating a dynamically adapting,
contextual specification, in line with the identification with home languages poten-
tially changing as a result of life experiences and in interactions with others).

8 But see the discussion in section 3.2.
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4.2 Terms

We now turn to a more in-depth discussion and comparison of the terms them-
selves. A quick glance at the table shows that some of the terms are restricted in
their definitional dimensions to only some of the types of dimension. For instance,
“minority language” is defined exclusively by social dimensions, disregarding the
other three dimensional types. This probably results in the term being considered
more as a general term, lending itself to a wide variety of discussions, and in partic-
ular to those at the meso and macro levels of research.9

“First language” functions similarly in that it predominantly displays speaker
dimension specifications, with the notion that first language speakers must have
had at least some proficiency in their early childhood, which in turn connects
tightly to them having acquired the language as their first chronological language.
“First language” is thus not specified with regards to social or to affective dimen-
sions, so is likely to be used less often in discussions of social and affective factors
in home language maintenance.

“Heritage language” and the abbreviations and acronyms also disregard two
types of dimensions, the linguistic dimension for both terms, as well as the speaker
dimensions in the case of “heritage language” and the affective dimensions in the
case of the abbreviations and acronyms. This can be taken as an indicator that “her-
itage language” does not make any assumption as to who the speakers are (and
whether they speak the language at all), while the abbreviations and acronyms are
disconnected from affective aspects, thus emphasising the more managerial per-
spective often found in educational approaches to bilingualism.

“Mother tongue”, in line with “heritage language” and “minority language”, dis-
regards speaker dimensions, indicating similarly the wide variety of speaker back-
ground characteristics that the term covers. However, of all the terms discussed
here, this is the term that assumes the highest level of proficiency. Finally, “home
language” displays a breadth in its specification that ranges across all four dimen-
sional types. It shares a number of dimensions (but differing values) with “mother
tongue”, which indicates a relationship between these two terms. This and sharing
the primary dimension of identification (yet with different values, as discussed
above) are likely to contribute to the intuition that “mother tongue” and “home lan-
guage” are not only very closely related, but are also found often in discussions of
social and affective factors in home language maintenance.

Some of the terms are uniquely specified, in that they are the only ones for which
a particular dimension takes a value. This applies, for instance, to “first language”,

9 However, note that the value assignment as “not powerful” may pre-empt use of the term in
some social settings, for instance in cases where colonial languages or languages of the ruling class
were imposed top-down. Although such speakers may not comprise the majority, it is inappropriate
to refer to their language as the “minority language” since they hold the power.
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which is the only term for which an acquisition sequence is specified. Similarly,
“minority language” appears to be the only term that points to a societal group of
speakers perceived as not powerful. These unique specifications impact on when
and how scholars use such terms, as they highlight and foreground rather unique
characteristics.

Other values assigned to the terms also impact on decisions about using them,
with scholars most likely to choose the terms that foreground aspects most relevant
for their discussion, while downplaying or disregarding others. For instance, “heri-
tage language” suits best in work on language anxiety (such as in Sevinç this vol.),
as it highlights the environment’s identification ascription and speakers’ cultural
community membership, while downplaying any assignment of proficiency and ac-
quisition history.

5 Conclusion

This chapter has illustrated how terms frequently used as synonyms for non-
mainstream languages encode their own distinctive concepts. We have compared
and contrasted the terms’ conceptual dimensions, as well as the values (if any) each
term assigns to these dimensions. Clearly, there is no one-size-fits-all term that can
be used for nuanced discussion, since bilingualism is multifaceted and perspectives
taken in research and practice range widely. Neither is there a single “best” term, as
each of these terms foregrounds different dimensions and hence aspects.

This handbook clearly favours one term over the others, though. Both title
and many of the chapters use “home language”. As we have explained, “home
language” is a dynamic term referring to interactional contexts where social units
of speakers, the families, negotiate language use in the here and now. This term is
therefore highly conducive to work on the micro level, in particular to discussions
of family language policy, highlighting the actual practices found in these family
units. Moreover, “home language” has no ideological underpinning, in contrast to
many other terms used in the field of educational research. It also appears to be a
good choice for educational contexts. The term’s obvious limitation, however, is
that it specifies the domain of language usage, restricting this domain to a speak-
er’s home. Here we have argued that “home” is not the same as “house one lives
in” (i.e., the physical space), and should be understood more broadly as referring
to a “point of reference” from which speakers navigate the world. As such, the
term is also well-suited to meso and macro level discussions, such as those con-
cerned with formal education.

Last but not least, “home language” highlights both social and affective dimen-
sions, without taking a strong stance. This term is not about power relationships, it
does not address cultural community membership, and it does not impart a
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“language-as-problem” perspective. Aspects of identification are not ascribed by
others, but are negotiated dynamically by speakers themselves. This is why we see
“home language” as a rather neutral term – and the best terminological choice for
this handbook.10
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Päivi Juvonen, Susana A. Eisenchlas, Tim Roberts, and
Andrea C. Schalley

3 Researching social and affective factors
in home language maintenance
and development: A methodology overview

The present handbook is the first volume that brings together the different strands
in research on social and affective factors in home language maintenance and de-
velopment. It therefore presents the first opportunity to explore some of the di-
verse methodological questions and considerations raised in the field over time,
and to discuss how different contexts and foci have impacted on research in this
area. This chapter seeks to provide a birds-eye view, bringing together, critiquing,
and contrasting methodological considerations across the different sub-areas. The
chapter is not intended as a step-by-step guide on how to carry out research. Our
focus here concerns what types of research have been conducted on social and
affective factors in home language maintenance, and to provide some initial
pointers to what we perceive as potential pitfalls and challenges in this research
field.

We begin with general observations about the research in this field in section 1,
pointing to commonalities and overlaps in research designs and data collection
methods. We then organise our discussion across the three levels of analysis set out
in the structure of the handbook – micro, meso, and macro. In section 2 we address
issues at the micro level, considering research on bilingual speakers and their fami-
lies. We move to the meso level in section 3, turning to research on home language
maintenance and development efforts as initiated and carried out by speaker com-
munities. Section 4 addresses the macro level, and considers societal regulation of
minority languages and their use. As these three sections make clear, studies on the
micro, meso, and macro levels delimit their participant cohorts and data sources in
different ways, according to their distinctive research questions and foci. Section 5
addresses a number of pitfalls researchers can and do encounter in the field, while
section 6 discusses general research challenges. Section 7 concludes the chapter
with brief summary and an outlook to future developments in this growing research
area.

1 Research in the field

The complexity of research in the field is a direct consequence of the diversity of con-
texts in which this research takes place. This diversity is reflected in the variety of

https://doi.org/10.1515/9781501510175-003

 EBSCOhost - printed on 2/9/2023 9:07 PM via . All use subject to https://www.ebsco.com/terms-of-use

https://doi.org/10.1515/9781501510175-003


actors who operate in a range of social environments at the micro, meso, and macro
levels, each actor with their own particular needs, experiences, and expectations.

At the micro level, actors are individuals (invisible planners, Pakir 1994) such
as parents and children. Actors at the macro level are bodies of authority, such as
departments of education, which have the power to manage change in language
policy and planning (visible planners). The meso level constitutes the grey area be-
tween micro and macro levels (Hult 2010). Actors at this level are communities,
whose members take joint action in response to pressures from below (at the micro
level, such as needs of minoritised families) and from above (at the macro level,
such as educational policies and their implications). These actors become research
participants for studies in the field, and as we illustrate through the remainder of
this chapter, the different factors surrounding participants (e.g., their backgrounds,
needs, experiences, expectations) inspire different research aims and foci, and mo-
tivate different approaches to data collection and analysis. The overwhelming body
of research on social and affective factors in home language maintenance and devel-
opment aims to explore the personal experiences of participants, to investigate the
cultural traditions or praxis of groups in particular contexts, or to examine discourses
and policies. This research has a view to not only documenting and understanding
current situations, but also to managing linguistic diversity, and/or to advocating for
social change.

The last decades have seen a proliferation of research methods in the field, and
thus the overview in a single chapter cannot do justice to them all. Readers may find
it useful to consult the several comprehensive overviews of relevant research meth-
ods that have been employed in bilingualism and second language acquisition re-
search (e.g., Copland and Creese 2015; Dörnyei 2007; Hinkel 2011; Li and Moyer
2009). In the following discussion we focus on some data collection techniques used
in the field. These techniques are identified in Table 1. We are mindful to note that
these techniques are among many that researchers have used seeking to tap into af-
fective and social aspects of home language maintenance and development. Other
techniques include narrative inquiry (Liu and Lin 2018), biographical accounts
(Kramsch 2006), linguistic landscapes (Ben-Rafael et al. 2006), linguistic portraits
(Wilson 2020), and diary studies and language logs (King and Logan-Terry 2008).

Each row in Table 1 represents a level of analysis: the micro, meso, or macro
level. The columns reflect the data analysis continuum from single-method pure
qualitative studies to single-method pure quantitative studies. Mixed-method stud-
ies are identified along the continuum. These include studies where two or more
different types of data are analysed only qualitatively (“mixed qualitative”), only
quantitatively (“mixed quantitative”), or both qualitatively and quantitatively
(“mixed qualitative–quantitative”). The cells of the table identify the type of data
(e.g., “interview”, “survey”) with a bracketed reference to a study exemplifying this
approach.
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Here it is useful to acknowledge a few challenges in reviewing the methodolo-
gies used in the field; we discuss some of these further in the remainder of the chap-
ter. The number of qualitative studies, particularly mixed qualitative studies, far
exceeds the number of studies in the other categories. This concentration is argu-
ably related to the area of research, as social and affective factors are well suited to

Table 1: Overview of data collection methods, sorted by level of analysis (rows) and type of data
analysis (columns).

Qualitative Mixed
Qualitative

Mixed
Qualitative-Quantitative

Mixed
Quantitative

Quantitative

Micro Observation
(Zhu )
Interview
(Fogle )
Focus group
(O’Rourke and
Nandi )

Ethnographic
(Smith-
Christmas
)
Interview +
Observation
(Curdt-
Christiansen
)

Survey + Interview
(Kaveh )

Survey +
Observation
(De Houwer
and Bornstein
)

Survey
(Van Mol
and de Valk
)

Meso Action research
(Patrick, Budach
and Muckpaloo
)
Interview
(Yelenevskaya
and Fialkova
)

Ethnographic
(Blackledge
and Creese
)
Interview +
Observation
(Arnberg )
Interview +
Focus group
(del Puy Ciriza
)

Survey + Interview +
Observation + Testing +
School certificate data
(Oriyama )

Macro Text analysis
(Dovalil )

Ethnographic
(Gynne, Bagga-
Gupta and
Lainio )
Interviews +
Focus group
(Björklund
)
Interview +
Fieldnotes +
Linguistic
landscaping
(Cunningham
)

Survey +
Card-ranking
activity
(Lundberg
)

Survey
(Pulinx, Van
Avermaet
and Agirdag
)

40 Päivi Juvonen, Susana A. Eisenchlas, Tim Roberts, and Andrea C. Schalley

 EBSCOhost - printed on 2/9/2023 9:07 PM via . All use subject to https://www.ebsco.com/terms-of-use



contextualised in-depth qualitative inquiry. Some cells in Table 1 remain empty, as
we were unable to locate relevant quantitative studies, particularly at the meso
level. We tried to categorise analysis methods more narrowly and to link them to
different types of data. However, this proved too difficult to complete, given the
dearth of detailed reporting on data analysis methods in many studies and that the
same type of data can be analysed from different angles. As Table 1 reveals, for in-
stance, observations can be analysed in both qualitative and quantitative ways.
Data collection and data analysis methods thus combine flexibly, eluding clear-cut
systematisation.

In the following sections we explore the basic characteristics and peculiarities
of research at the three levels of analysis, from micro to macro. In each case, we
briefly discuss research participants, research aims and foci, and research designs.

2 The micro level: Researching bilingual
speakers and their families

2.1 Research participants

The very notion of what constitutes the “family” in home language contexts has re-
cently undergone critical discussion (Lanza and Lomeu Gomes; Palviainen, both
this vol.). A Western idealised conceptualisation of the family containing two mar-
ried parents and one or more biological children has attracted most research atten-
tion to date. Yet this simplified view of a family does not necessarily represent
current contexts accurately. In any particular context, single-parent families may
be common, as could be separated parents, multi-generational cohabitation, same-
sex relationships, and so called “living apart together” couples. Moreover, a family
may include adopted as well as biological children. In other environments, the dis-
tinction between family and community may not be all that relevant to the research
participants themselves. Self-reflection about one’s own pre-conceptions on what
constitutes a family is necessary before seeking research participants and designing
research instruments (Palviainen this vol.). If a researcher implements a research
plan that assumes a family consists of two parents, one male and one female, then
single-parent or same-sex families are excluded by default. The family unit is not
always clearly defined in research, and when delimitation of a family is too narrow
to fit families participating in research, relevant data may be overlooked and thus
not collected and analysed.

Investigations of language from a familial perspective have drawn partici-
pants from a wide range of sociolinguistic environments. However, of all the dif-
ferent language parental constellations, the one that has received most attention
is in “WEIRD” (Western, Educated, Industrialised, Rich, and Democratic) contexts
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(Henrich, Heine, and Norenzayan 2010; Lanza and Lomeu Gomes this vol.), where
one of the parents speaks the societal language, and the other parent has emi-
grated to that country (e.g., Döpke 1992; Lanza 1992, but see Nakamura 2016 for a
non-Western example). A restrictive Western focus is also found in families where
parents share the same non-societal language, typically in families with two pa-
rents who are migrants to these “WEIRD” countries.

Non-migrant families with parents who share a language but live within inher-
ently multilingual milieus bring a novel set of research contexts to be investigated.
Some of these contexts have received considerable research attention, e.g., contexts
in Singapore (Curdt-Christiansen 2016), while elsewhere, research published in
English has been limited in many of the most multilingual societies in the world,
particularly in Central and South America, Africa, and South and Southeast Asia.
Further sites of investigation into home language maintenance have focused on
families belonging to autochthonous minority communities (Smith Christmas 2016),
families with transnationally adopted children (Fogle 2013), and families struggling
with disability (Cheatham and Lim this vol.). Contemporaneous families are found
in diverse and varied configurations, residing in diverse and varied sociolinguistic
environments. Any particular family could contain any constellation of members,
drawn from any of the groups mentioned above.

2.2 Aims and foci of research

Studies on home language maintenance from the familial perspective have var-
ied aims and research foci. We have identified two primary strands of research
foci, which are also reflected in the handbook structure. These are: (1) affect in
multilingual settings; and (2) policies, practices, and ideologies in multilingual
families.

The aims within the first strand of affect-focused research are often two-fold:
(1) to document affective issues associated with families in varied multilingual con-
texts, and (2) to discuss and implement these research findings into real-world
contexts where deeper understanding of the issues may lead to actual improve-
ments in the quality of life for individuals and their families. Focus areas include
socio-emotional well-being (De Houwer this vol.), anxiety (Sevinç this vol.), iden-
tity (Tseng this vol.), and intergenerational challenges (Purkarthofer this vol.).
Research in the second strand aims to understand how various factors ultimately
influence the transmission and maintenance of languages. This is especially rele-
vant to the topic of home language maintenance, as the family domain has been
identified as the “critical domain” of intergenerational language transmission
(Spolsky 2012), and the rupture of intergenerational language transmission can be
seen as a strong indicator of language shift (Fishman 1991). Focus areas of re-
search in this second strand include family language policy (Lanza and Lomeu
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Gomes this vol.), home language strategies and practices (Schwartz this vol.), the as-
sociation between context-specific factors and these practices (Curdt-Christiansen
and Huang this vol.), and child agency (Smith-Christmas this vol.).

2.3 Research designs

Typical research designs in family studies draw on various means of data collection.
These designs mostly use qualitative approaches based on interviews, observation,
or a combination of both. Some have used quantitative approaches, with surveys
the most common. Some studies mix qualitative and quantitative methodologies,
but there is still a lot of scope for innovative research designs combining qualitative
and quantitative approaches. The current focus of family research is overwhelm-
ingly on single-point studies. Longitudinal studies have much to offer to the field,
and while potentially difficult to conduct, would create considerable new knowl-
edge on how key issues evolve over time in given contexts.

The focused participants in this research area are often the children of multilin-
gual families. Despite this, research designs often centre their data collection on the
parents in such families, particularly mothers, for example by interviewing mothers
about home language regimes without including the perspectives of children or fa-
thers. Including all relevant actors in a research design is not always practicable,
possible or ethical, but critical evaluation of why a particular study did not include
certain family members would both be informative and signal the researcher’s
awareness of this need.

Studies should also more carefully critique the sources of their data, particularly
data collected by self-reports vis-à-vis data of actual language use. Self-reports may
differ from actual language use for several reasons (De Houwer 2009; Hult 2014),
and the literature has frequently observed discrepancies between stated language
policies and actual language practices (Palviainen and Boyd 2013; Schwartz 2008).

3 The meso level: Researching communities

In this section we move our lens on research from the more intimate social unit –
the family – to the larger social unit – the community – and hence from the micro
to the meso level. We direct our attention to home language maintenance and de-
velopment efforts as initiated or carried out by speaker communities. As in the pre-
vious section, we briefly delimit the key notion and identify the typical participants
of such research. We then overview common research aims and foci, and identify
key features of research at the meso level, highlighting the inherent difficulty of
evaluating it.
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3.1 Research participants

In sociology, the notion of “community” is generally defined rather broadly as a
social unit whose members share some norms, beliefs, values, or other salient char-
acteristics (Crow 2007). Communities also tend to share a sense of joint delimited
space, be this geographical (e.g., a country, region, city, or suburb) or, as more re-
cently acknowledged, virtual (e.g., a joint communication space on a platform such
as Facebook). This delimited space enables members of the community to jointly
plan and carry out initiatives, and hence to act as a unit, and to form (lasting) rela-
tionships with one another.

In the context of home language maintenance research, a community is then
understood as a group of people who form a social unit based on shared home lan-
guage(s) (for a problematisation of the notion of “home language”, see Eisenchlas
and Schalley this vol.), oftentimes shared cultural practices and values, and a geo-
graphical or virtual space affording members opportunities to foster relationships
with each other.1 Communities can differ greatly in their size, level of institutionali-
sation, and visibility. Examples include church groups, cultural organisations, and
community language schools, as well as informal gatherings of people who may
share some of the characteristics described above but have not formalised their
links with each other (such as informal playgroups and regular get-togethers). Such
communities usually cater to their individual linguistic and cultural needs through
joint member action.

While the notion of “community” is used widely in research, it is rarely defined
clearly, and research studies often do not explicitly delimit who constitutes the
focus community. Furthermore, a community comprises an aggregate of actors, but
only some of them can be included as participants in research studies. Typically,
participants are the members who are seen or position themselves as representa-
tives of the community. Thus, there is no guarantee that these actors’ views truly
represent the views of the whole community, which may be more heterogeneous
than the representatives may portray. An additional issue is that participants usu-
ally self-select to some degree (as they have to consent to participating in a study),
so researchers can reach only a specific part of a community. Critics claim that
this – and researchers’ frequent use of convenience sampling – result in biased par-
ticipant groups. Researchers therefore need to always be very explicit about the cri-
teria guiding selection of research participants, and possible effects of these on
research results or findings. Such considerations may lead to improvements in the
reporting of research studies (see also section 5).

1 Tyrrell (2015: 13) suggests the notion translocal for non-geographical joint spaces, to highlight
the “‘simultaneous situatedness’ across different spaces” that individuals experience. These spaces
include “home, school and other social (including virtual) spaces” (Tyrrell 2015: 13).
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3.2 Aims and foci of research

Reflecting the diversity of community types, studies on home language maintenance
at the community level have a variety of aims and research foci. Research has mostly
investigated (1) objectives of the communities; (2) initiatives and programs put in
place to achieve these objectives; and (3) the effectiveness of these initiatives and
programs.

In the context of home languages, community objectives typically include ad-
vocating for community needs, supporting social justice and inclusiveness, devel-
oping strategies for home language maintenance at the community level, creating a
sense of a cultural identity, and fostering strong links to the home culture.

Studies are conducted in various research contexts and across diverse sites.
This handbook illustrates some of the focus areas and research perspectives. Major
ones include: (1) motivations, operations, and success of community language
schools (Nordstrom this vol.); (2) counteracting geographical and linguistic isola-
tion through new technologies that form translocal virtual communities (Hatoss;
Little; Palviainen, all this vol.); (3) revitalising language through community efforts
(Mayer et al. this vol.); and (4) effects of macro level policies on the community and
its members (Albury; Annamalai and Skutnabb-Kangas; Liddicoat, all this vol.). Yet
research in the field is patchy, creating potential – indeed, need – for further sys-
tematic inquiries. Part of the research challenge lies in identifying relevant meso
level activities and their actors, as many that could helpfully contribute to knowl-
edge pass by unreported (e.g., informal playgroup activities).

3.3 Research designs

As the meso level is a fluid interface between the micro and the macro levels, many
research designs and methods used at this level overlap with those used at the two
levels on either side (such as ethnographic studies, interviews, surveys, and obser-
vations). Here we focus attention on features of research designs that are particu-
larly distinctive to the meso level.

The sharing of norms, values, and beliefs by community members leads to the
development of joint goals and actions. Community research often orients to com-
munity activities that are transformative and address issues of advocacy, social jus-
tice, and inclusiveness. Therefore, in addition to descriptive studies, research is
often undertaken through collaboration between researchers and communities, and
aims to drive social change. Typical examples of this collaborative approach are ac-
tion research (e.g., Patrick, Budach, and Muckpaloo 2013) and intervention studies
(e.g., Hatoss this vol.). These approaches seek to generate materials and knowledge
to benefit the community in the longer term. One of the main challenges, however,
is evaluating such research activities, as their impact needs to be measured. This is
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problematic for two reasons in particular. First, some of the benefits, and costs, are
appreciable only in the long term, and second, it is generally difficult to demon-
strate a causal relationship between the research activities undertaken and social
or other changes that may transpire subsequent to the research. Furthermore, given
that collaborative research is always – at least initially – a local response to local
issues, the abundance of confounding factors that influence research findings and
evaluations makes it hard to generalise from the research, its findings, and its con-
sequences beyond the particular context then under the lens.

4 The macro level: Researching bodies of authority

In this section, we focus on research at the level of society at which actors are bod-
ies of authority governed by common laws and regulations. These macro level au-
thorities exert regulatory power or influence at the nation-state level (e.g., national
government) or above (e.g., the European Union or UNESCO, as official bodies of
authority), and also below (e.g., through regulating the national education system).
Let us give an example here to illustrate the distinction between meso and macro
levels. Community language schools and other forms of education arising from
community level initiatives for minority language education are grassroots initi-
ated, bottom-up meso level activities, whereas the macro level on the other hand
focuses on top-down processes, e.g. the ones that regulate formal education provi-
sions (Shohamy 2006; see also Liddicoat 2014 and May 2015 on interaction between
these two levels).

4.1 Research participants

At the macro level, research data are often written documents, such as laws and poli-
cies on different levels of organisation of the society. These documents are interpreted
to echo the values and ideologies of society. However, individual representatives of
bodies of authority (such as representatives of schools or municipalities) also often
act as research participants in their capacity as professional stakeholders. Whereas
individuals at the micro level represent themselves, and at the meso level position
themselves as parts of and actors within a community, individuals at the macro level
act as spokespersons for the bodies of authority they represent. Hence, researchers
interpret for instance teachers expressing their attitudes and beliefs on multilingual-
ism as representing the prevailing attitudes and beliefs of those in the formal educa-
tion system (Cunningham 2019; cf. Mary and Young this vol.).
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4.2 Aims and foci of research

Research conducted on the macro level also presents a variety of aims and research
foci, with studies investigating ideologies, legislation, policies, affordances, practi-
ces, and stakeholder attitudes, and the interaction between them. This research
aims to: (1) document and critique the current state of affairs; (2) advise on best
practice and provide recommendations to stakeholders; and (3) evaluate the effec-
tiveness of policy changes and macro level initiatives.

In the context of home languages, macro level actors’ objectives typically con-
cern legislation in relation to minority language policy and language planning, and
regulation of educational provisions for minority language speakers. Macro level ac-
tors pursue these objectives through regulating, controlling and steering members
of society, i.e. these actors simultaneously represent and execute power. Most coun-
tries and autonomous regions in the world have legislation regulating the use of
languages at some level (Leclerc 2019), for example stating which language(s) can
be used in official institutions. However, not all countries acknowledge the linguis-
tic rights of speakers of its indigenous, colonial, and/or immigrant (minority) lan-
guages (Fishman 1999). The language of schooling as well as languages taught
within formal education have a recognised and profound impact on the mainte-
nance and revitalisation of languages all around the world (e.g., Liddicoat 2008;
Annamalai and Skuttnabb-Kangas this vol.). Yet states do not necessarily offer educa-
tion in or on a minority language. As Annamalai and Skuttnabb-Kangas, Paulsrud,
and Yağmur (all this vol.) illustrate, the organisation of minority language education
can take almost any guise, from rejection, to indifference, to supporting inclusive ed-
ucation on the grounds of social justice and linguistic rights.

Much of the research conducted and discussed in this volume has legislation
and policy documents as a starting point, when, for example, addressing research
questions about official institutions implementing policy into practice (Annamalai
and Skuttnabb-Kangas; Paulsrud; Yağmur; all this vol.). Studies on multimodal
uses and displays of language in public spaces also often take policy documents as
a starting point (Buckingham 2018; Gorter 2018), as do studies on educational pro-
visions offered and implemented (Paulsrud this vol.). The social regulative and leg-
islative systems themselves are also subject to extensive research, addressing
questions about the content of policy documents or about educational provisions
(Liddicoat this vol.), as well as the attitudes and beliefs of stakeholders (Albury; De
Houwer; Mary and Young, all this vol.; Lundberg 2019).

4.3 Research designs

Research focusing on the social and affective factors associated with home lan-
guage maintenance and development on the macro level utilises many of the
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research designs and methods of data collection used on the other two levels. It
thus shares both the benefits and the concerns associated with those levels, as dis-
cussed above.

A research design distinctive to the macro level is policy document research.
Here, regulations and policy documents are not merely used as supplemental back-
ground information as in other studies. Rather, they are analysed in their own right
to identify, describe and compare different contexts or to follow longitudinal
changes and developments across documents. Macro level policy document re-
search thus specifically studies the values and ideologies of society.

5 Pitfalls

This section summarises some of the pitfalls we encountered in the body of research
across the field of social and affective factors of home language maintenance and
development. The first pitfall concerns the absence of generalisability of research
results, given the uniqueness of each research context. We then focus on the re-
stricted geographical research locations and participant populations. Finally, we
discuss the underreporting of both data collection and data analysis methods.

5.1 Lack of generalisability

As we have discussed briefly above, and illustrated in Table 1, much research un-
dertaken within the field at large presents in-depth, small-scale, qualitative de-
scriptions of heterogeneous and complex realities in single-point studies. These
studies have identified important social and affective factors in home language
maintenance and development, but the effective disentangling of the interplay of
these various factors remains a challenge. Moreover, studies with single-point de-
sign do not enable researchers to identify correlations between factors, let alone
to effectively investigate causes and effects. Thus, the current scarcity of longitu-
dinal studies leaves researchers unable to assess the medium-to-long-term effects
of initiatives and practices at the different levels. These issues consequently make
generalisations from research data contestable at this time.

A way forward could entail ensuring that qualitative research findings can be
aggregated, similar to the aggregation found in meta-analyses carried out on quan-
titative results. However, this would require careful reporting on study participants
and procedures, over and above reporting on the features directly relevant to the
research questions of a particular study. It would open up the field for meta-studies
that in turn would produce generalisable and quantifiable findings. Only then will
researchers be able to provide convincing advice on matters of home language
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maintenance at the three levels, thus informing non-academic stakeholders as well
as other interested academics.

5.2 Restricted research coverage

As we indicated above, research to date has shown a clear bias towards the study of
“WEIRD” contexts (Lanza and Lomeu Gomes this vol.), which means that non-
Western, non-industrialised contexts remained under-researched. This assessment
applies to all three levels. At the micro level, research has typically focused on
idealised Western family contexts, ignoring disadvantaged populations in terms of
economic resources, educational background, or special needs. At the meso and
macro levels, research focuses noticeably on a select number of industrialised coun-
tries that traditionally have been strong targets of migration, and where most of the
internationally visible researchers in the field are based.

However, studies researching other contexts and participant populations are
becoming more common, as evidenced by abstract booklets of recent conferences
on bilingualism, and by major international congresses hosted in non-OECD coun-
tries. One clear example is the World Congress of the International Association of
Applied Linguistics (AILA), held in South America for the first time in 2017. Student
and staff mobility are fast becoming another source of cross-fertilisation in research
perspectives and interests.

5.3 Data collection: Limited reporting

Underreporting is a limitation noticeable in both qualitative and quantitative
studies, mainly in participant sampling, participant demographics, and the socio-
cultural context in which data collection takes place. This may impact negatively
on the interpretability of the research findings and obscure their contribution to
existing scholarship. As we mentioned above, for qualitative studies this may also
restrict the generalisability of findings. Quantitative studies, on the other hand,
risk brushing over important individual background factors. This could skew data
by conflating diverse populations, thus negatively affecting studies’ credibility
and their capacity to truly represent diverse participants.

Another pitfall relates to justifying a researcher’s choice of data collection
methods. Qualitative studies tend to be labour intensive, even when the pool of
participants involved is small, as they often involve collecting multiple types of
data, including the use of elaborate ethnographic collection methods. In this con-
text, triangulation (a “mixed qualitative” approach) is often seen as best practice.
However, any combination of data collection methods needs to be properly justi-
fied. Merely referring to excellent introductions to chosen research methods
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(such as Copland and Creese 2015) does not suffice as justification for a research-
er’s choice, nor does merely including a reference to the creator of a data collec-
tion method that a researcher wants to apply.

The development of stricter codes of reporting and clear justification guidelines
would improve research practices, thus helping to avoid or overcome the above-
mentioned pitfalls.

5.4 Data analysis: Lack of procedural information

Presentation of data analysis procedures may also have shortcomings through
underreporting. Research concerning social and affective factors in home language
maintenance seldom adequately explicates its methods of data analysis (e.g., it
may just state that a “thematic analysis” has been carried out). This underreporting
and vagueness on the analytic steps of research may have unintended consequen-
ces. First, the objectivity of the research process and its results may be compro-
mised since the analysis cannot be independently verified (e.g., how excerpts were
selected for analysis) and thus the researcher’s subjective interpretation can weigh
too heavily. Second, lack of transparency in the data analysis process hinders repli-
cability of studies. It is therefore of utmost importance that researchers are explicit
and transparent about the data analyses they have conducted.

6 Challenges

In this section, we discuss three particularly significant challenges that impact on
research in the field. The first concerns the requirement for ethical conduct at all
stages of research, from participant recruitment to data storage and archiving.
Parallel to this, and often in tension with ethical considerations, the second chal-
lenge concerns data management issues, ranging from questions of data coding to
storage and sharing. The third challenge concerns what happens with the findings
after research has been conducted, in terms of disseminating results to different
stakeholders and across disciplines.

6.1 Ethical considerations

As research in this area is so diverse, every research design can involve specific eth-
ical challenges. We thus concentrate our attention on a few general considerations.

Research in the field often revolves around investigating potentially vulnera-
ble individuals or groups of people, such as children and migrant populations.
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Focussing on social and affective factors frequently leads to the collection and han-
dling of sensitive information, which must be treated in an ethically responsible
manner. Ethical research needs to be grounded in an honest relationship between
researcher and participants. The researcher must obtain participants’ informed con-
sent to participate, which is not necessarily a straightforward process since partici-
pants need to be made aware of the purpose of the research project and how any
data concerning them will be handled. This process is further complicated for those
working with children, as children cannot usually consent by themselves to partici-
pate in research until they reach a certain age, depending on local laws and regula-
tions. Furthermore, researchers need to take into account potential intercultural
differences when working with diverse populations, as ethical concepts may not
translate readily between cultures (Copland and Creese 2015).

Ethical research designs critically consider whose interests are being met, and
who is really benefiting from a study (Canagarajah and Stanley 2015). Researchers
themselves often benefit professionally from any research output generated from a
project, but ethical research should be mindful of the well-being of individuals, fami-
lies, communities and institutions involved, and ensure participants are not harmed
in any way. Recognising that research participants may experience anxiety, stress,
guilt, and damage to self-esteem during the data collection process (Murphy and
Dingwall 2001), researchers should attempt to design research instruments in ways
that lessen the likelihood of participants’ distress. At the same time, however, we
need to acknowledge that the type of research reported in this volume has the po-
tential to give participants a voice and thus an opportunity to redress injustices.
Thus, clear benefits may result for the participants involved as well as for the
researcher.

6.2 Data management

Management of research data involves questions around the handling, organisa-
tion, and storing of data throughout and following the research process. This topic
continued to gain traction in recent years, particularly given the opportunities and
challenges afforded by ever-developing digital technologies (Berez-Kroeker et al.
2018; Thieberger and Berez 2012). Data management needs to be carefully planned
for each stage of the research process, including the data collection, preparation,
and analysis phases of a research project as well as general data storage (including
archiving the data past the lifetime of the research project). Such considerations are
important in relation to not only primary data (e.g., audio and video recordings, ob-
servational notes), and secondary data (e.g., transcriptions and annotations), meta-
data (e.g., contextual/situational information), administrative data (e.g., workflow
and data versioning information), but also to tertiary data (e.g., analytical findings)
(see Thieberger and Berez 2012).
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Researchers are encouraged (or even required, e.g., when applying for research
funding, European Commission 2016) to formulate an explicit data management
plan that clearly sets out their data management strategies. Although the issue of
data management is not near the forefront in this handbook, we expect it will be-
come a serious challenge in the future that researchers will need to address head-
on. Calls for replicability – where new data are collected under the same circum-
stances, and the results are confirmed by a follow-up study – have been superseded
by calls for reproducibility – where collected data are made accessible for re-
analysis, thus providing scientific accountability of the original results (Berez-
Kroeker et al. 2018). The former often appears impossible in our field (due to a mul-
titude of moderating factors), but the latter is most certainly achievable. Moreover,
making existing data accessible and achieving comparability across data sets will
allow researchers to analyse a larger collection of data, thus moving from small-
scale projects and case studies to carrying out comparative larger-scale research.
This could be to the benefit of all, also enabling more reliable generalisations to be
drawn from the data.

6.3 Dissemination of findings

Research findings surely need to be disseminated. However, researchers working
on social and affective factors that impact on home language maintenance and de-
velopment at times may feel they are caught between a glass ceiling and a “glass
floor”, in a position from which information flows neither upwards nor downwards.
Sometimes they may feel they are between “glass walls” that isolate them from
others working on similar matters in related fields. But if researchers want their re-
search to be effective in creating social change, they need to find ways to dissemi-
nate research findings beyond academia, to reach a range of diverse stakeholders.
This task involves identifying and addressing a number of challenges that seem to
hinder the flow of information in every direction.

As to the glass ceiling, research findings need to urgently flow upwards to the
macro level of language planning, so policymakers have robust and reliable data to
inform decisions about language provision. Yet as we discussed above, much re-
search in the field seems to be qualitative, involving small-scale projects or cases.
While this research can undeniably be very sound, it does not have the “numeri-
cal power” needed to engage policy makers. Findings from purely quantitative
large-scale studies may seem more convincing. However, here we urge caution,
since these studies so loved by policy makers may also involve risks. First,
Eisenchlas and Schalley (2017) found substantial confounding factors and meth-
odological limitations in meta-analyses of correlates of bilingualism, including a
lack of terminological clarity that may lead researchers in the field to inadver-
tently discuss phenomena that are slightly different while assuming uniformity of
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interpretations. Second, a publication bias (de Bruin, Treccani, and Della Sala
2015) may often prevent publication in the scholarly literature of papers reporting
on negative or no effects, thus providing a misleading picture of a phenomenon.

These two issues may lead policymakers to make decisions based on data that
is potentially methodologically flawed or skewed. Furthermore, purely quantita-
tive research may inform about results found on aggregates of participants, but
says nothing about what motivates these participants to act as they do. We thus
see advantages of mixed methods research combining quantitative and qualitative
research methods in a way that the findings validate and reinforce each other –
showing not only how much of what, but also how and why. This approach can
thus satisfy macro level planners without sacrificing rich insights into the human
experience that characterises qualitative research.

As to the “glass floor”, we argue that scholars need to find ways to translate
their findings to the broader population. Researchers in this field are often moti-
vated by a commitment to social justice and equity (Annamalai and Skutnabb-
Kangas this vol.; Eisenchlas and Schalley 2019) and therefore are well-suited to
take an activist role in supporting bilingualism. This role could involve a wide va-
riety of activities ranging from lobbying educational institutions and interacting
with traditional and social media to amplify the message, to delivering workshops
in the community addressing the benefits and challenges of bilingualism and de-
bunking some widespread myths and misinformation.

Finally, we need to deal with the “glass walls” that separate and compartmental-
ise disciplines. As stated in Eisenchlas and Schalley (this vol.), bilingualism is a com-
plex phenomenon, and as such, it can be, and needs to be, studied from a variety of
perspectives. While an impressive amount of research has been conducted following
diverse disciplinary traditions, scholars are yet to find a “common language” to en-
gage across disciplinary boundaries. This would entail, among other measures, de-
veloping codes of good/best practice that rigorously inform how research in each
discipline is conducted, development of reporting procedures that make findings in-
telligible across fields of study, and identifying and making explicit the disciplinary
assumptions and biases under which research in the field is conducted.

7 Conclusion and future directions

In this chapter, we have taken a birds-eye view of the aims and methods of data
collection and analysis within research on social and affective factors on home
language maintenance and development. We noted there is a motivated methodo-
logical bias towards qualitative research designs, data collection methods, and
analyses. However, we believe that if research on social and affective factors in
home language maintenance is to have an impact on decision makers, the field’s
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future opportunities lie in the use of mixed quantitative–qualitative approaches, ag-
gregation of current research results, careful selection of research participants, and
rigorous reporting of data collection and analysis methods, in order to gain general-
isable and reliable results. There is also room for more interdisciplinary research,
combining sociology, political science and (social) psychology with linguistics in
general and with applied and educational linguistics in particular, to account for
the complexities of topics researched in this field.

As a specialised area in bilingualism research, the study of social and affective
factors in home language maintenance and development is still somewhat under-
researched in comparison to the study of linguistic and psycholinguistic aspects of
language development and use. For example, during the last decade, less than a
quarter of the original research articles published in the Heritage Language Journal,
which is dedicated to disseminating results on all aspects of heritage language re-
search, focused on social or affective factors. However, the field is growing rapidly.
This handbook is a step in that direction, and new dedicated journals are also
emerging to disseminate research findings and generate interest more broadly.

As authors of a few chapters in this volume have explored, researchers in this
field are experiencing new challenges and realities that will impact on how research
in this field is conducted in the future. In particular, technological changes are al-
ready transforming actors and their behaviours at the three key levels. At the micro
level, new technologies allow families to effectively communicate with others
across borders and spaces (Palviainen this vol.) and to take their children’s home
language development into their own hands by accessing digital resources from
around the world (Little this vol.). At the meso level, technological developments
foster the creation of translocal communities, whose members are linked through
virtual joint spaces (Hatoss this vol.). Finally, at the macro level, digital technolo-
gies are now reducing the (often negative) impact of monoglossic language policies,
as more individualised educational activities can support children’s home language
development and thus acknowledge these children’s linguistic rights. Such techno-
logical advances thus bring with them challenges and opportunities to our data col-
lection methodologies. Communication modes are changing, and participant
populations are more dispersed geographically, but the importance of research
across all three levels in this field is unlikely to diminish.
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Annick De Houwer

4 Harmonious Bilingualism: Well-being for
families in bilingual settings

1 Introduction

1.1 Harmonious Bilingual Development/Harmonious Bilingualism

Home language maintenance, the main topic of this handbook, is a very emotional
subject for many parents raising children in bilingual settings. As reviewed in De
Houwer (2017), parents feel upset and ashamed when their children do not speak
the language that the parents speak to them. On the other hand, growing up in a
bilingual setting can lead young children to experience acute feelings of distress
(first documented by Dahoun 1995). A bilingual situation can thus influence subjec-
tive well-being.

When subjective well-being is not negatively affected by factors relating to a
bilingual setting, we can speak of Harmonious Bilingualism. This is an expansion
on the notion of Harmonious Bilingual Development proposed earlier in De Houwer
(2006, 2015). Harmonious Bilingual Development applies when families with young
children in a language contact setting do not generally experience any problems
because of that bilingual situation, or have a positive subjective experience with
bilingualism. The notion of Harmonious Bilingualism increases the scope to fami-
lies with children beyond the early childhood stage. Harmonious Bilingualism,
then, is the more encompassing term to refer to a subjectively neutral or positive ex-
perience that members of a family in a bilingual setting have with aspects of that set-
ting. The counterpart of Harmonious Bilingualism is conflictive bilingualism. Both
Harmonious Bilingualism and conflictive bilingualism form two ends of a continuum.

Several studies have specifically assessed aspects of subjective well-being in bi-
lingual situations. Others have revealed aspects of such subjective well-being (or
the lack of it) more implicitly. This chapter aims to bring some of these studies to-
gether and consider how they contribute to a better understanding of Harmonious
Bilingualism and the factors supporting it. First, however, I discuss the notion of
subjective well-being.

1.2 Subjective well-being and the role of language

Subjective well-being is a multidimensional concept referring to “a broad category
of phenomena that includes people’s emotional responses, domain satisfactions,
and global judgments of life satisfaction” (Diener et al. 1999: 277). While its precise
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conceptualization is not clear, the relevant literature tends to define subjective
well-being in terms of “the experience of pleasant affect, unpleasant affect, and life
satisfaction” (Tov 2018: 3).

Subjective well-being (henceforth: well-being) is inextricably linked with over-
all physical and mental health, temperament, and personality (Lansford 2018). As
reviewed in Diener, Oishi, and Tay (2018), there are many other factors that affect
well-being, such as socio-economic status, the political system people live in, and
the quality of interpersonal relationships. Newland et al. (2018) studied these exten-
sively for 25,906 9- to 14-year-olds across 14 countries, relying on data collected
through the International Survey of Children’s Well-Being (ISCWeB), a worldwide
research survey on children’s well-being that analyzes children’s answers to a ques-
tionnaire (http://www.isciweb.org).

The general ISCWeB questionnaire does not, however, query anything related
to language, except as part of a question about language classes taken outside
school time. Also, the comprehensive Diener, Oishi, and Tay (2018) handbook does
not mention language as a factor in well-being. Yet, as studies of monolinguals
show, it certainly is. For instance, preschoolers with better pragmatic language abil-
ities enjoy higher peer status (Paulus 2017). Adolescents who are proficient speak-
ers have a higher chance of having successful friendships than peers who are not
(Durkin and Conti-Ramsden 2007). Low verbal abilities are a risk factor for antiso-
cial and delinquent behavior (Muñoz et al. 2008). People who stammer or who can
no longer speak fluently due to dementia or aphasia pay a dear social price. Even
receptive language skills impact how others perceive us: A study of 615 children in
middle childhood found that children with lower receptive vocabulary skills
showed increasingly troublesome behavior and suffered progressively more peer re-
jection, thus lowering their well-being (Menting, van Lier, and Koot 2011). These re-
sults are not surprising, given that we have known at least since Sapir (1927) that
language use in interaction is intimately bound with personality, which is a socially
ascribed and often verbally expressed construct of how we perceive others and our-
selves, with all the biases this may entail (Trofimova 2014). Thus, language plays a
fundamental role in well-being (Rose, Ebert, and Weinert 2016).

1.3 Well-being in bilingual settings: Some examples

Except for extreme cases of atypical language use as in aphasia, the role of lan-
guage in well-being is hard to see in individual interactions in monolingual set-
tings. Perhaps this is why the general well-being literature has not paid much
attention to it. In bilingual settings, however, the role of language in well-being is
much more immediately visible. Consider the example of my taxi driver in Portland,
Oregon, in March 2014. He was born in Ethiopia and had moved to the United
States as a young adult. He spoke English fluently. My driver’s first language was
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Oromiffa, and he self-identified as belonging to the Oromo people. He married an
English-speaking American who did not know any Oromiffa. In 2014, my driver was
the father of three young children and wanted them to speak Oromiffa. However,
after his first son, Ifaa, was born, my driver did not speak Oromiffa to him because
he thought it would confuse the child. He just spoke English to the baby. Yet Ifaa
grew up with Oromiffa from birth, through input from his aunt, who lived with the
family for the first two years of Ifaa’s life, and who interacted with Ifaa a lot and did
not know any English. Ifaa learned to speak Oromiffa through her, but stopped
speaking it when his aunt went back to Ethiopia just before his third birthday.
When Ifaa was about 4, his father started to speak Oromiffa to his children because
he was alarmed at the fact that Ifaa was not speaking much Oromiffa. At age 6, Ifaa
was able to speak some Oromiffa to the family back in Ethiopia (on Skype) but re-
fused to speak it to his father. My driver cited Ifaa as telling him there was no point
in speaking Oromiffa to him, because he spoke English anyhow. The father was
puzzled by the fact that Ifaa was able and willing to speak some Oromiffa with
other Ethiopians, but not with him as his father. Throughout the conversation, my
driver was very open about being upset because his son would not speak Oromiffa
with him. He expressed his long-held sense of grief about what he saw as his failure
as a father to transmit his first language to his elder son. Clearly, my driver’s well-
being was being affected by specific language choices in the family. He was not
experiencing Harmonious Bilingualism.

In another example, a child’s sense of belonging in preschool and overall well-
being were under attack because of her inability to verbally communicate in a new
linguistic environment and the lack of attention from that environment for her pre-
dicament. Zerdalia lived in Algeria during the French colonial occupation (Dahoun
1995: 35–36). She spoke Arabic at home. Her first day at a French-speaking nursery
school in her neighborhood came as a brutal shock. There was no sweet teacher to
greet her in Arabic and pronounce her name correctly. In fact, no-one spoke a lan-
guage she could understand. When the teacher called on her, she was stifled with
fear – in what language should she speak? Zerdalia soon realized that the language
spoken in her home and neighborhood was excluded at school. The following
months she paid close attention to the sounds coming out of the teacher’s and the
other children’s mouths and to how their mouths opened and closed. She realized
she would have to learn to do as they did in order to communicate with them. And
there was candy if you found the right words to say. One day, she gathered her
courage to get up and address the teacher, in the hope of getting a candy. Instead,
she got a cold disapproving stare and a finger pointing at her seat. Zerdalia felt un-
fairly treated, and her identity and her language crushed (Dahoun 1995 is recount-
ing her own experiences as a child). Thus, already at age 3, Zerdalia experienced a
lack of well-being due to the linguistic diversity she was confronted with, or, rather,
due to how that linguistic diversity was shaped in her environment. She was not
experiencing Harmonious Bilingual Development.
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The next example also shows a relation between linguistic factors and well-
being, but this time it is a positive one: The young man in this example prides him-
self on his bilingualism, and his bilingualism seems to contribute to his overall
well-being. John lived in Louisiana, United States, with his Canadian-American pa-
rents who spoke French to him (Caldas 2006). In Lousiana, John spoke English
with his friends. He spent summers in Québec, Canada, and had many French-
speaking friends there. When asked how he felt about being bilingual in Canada,
he said: “I speak well enough French to be perfectly integrated socially. In fact, my
bilingualism and Americanism actually gave me an edge” (Caldas 2006: 158). At
age 18, John thus seemed to be experiencing Harmonious Bilingualism, an im-
provement from 6 years earlier, when he had felt self-conscious and awkward
about being bilingual (Caldas 2006: 152–159).

A final example shows a more neutral relation between linguistic factors and
well-being: A German mother in Greece admitted that her children did not speak
German very well, but she considered this to be normal (Leist-Villis 2004: 166).
After all, she said, Greek is the environmental language in Greece, and nobody can
be perfectly bilingual. This is also why she did not pressure her children about
speaking better German. She found it good enough that they were able to make
themselves understood. If her children wanted to speak better German, it was up to
themselves to make that happen. This mother attributed no particularly negative or
positive aspects to her children’s lesser proficiency in the language she spoke to
them. She appeared quite satisfied with her bilingual family situation, and was
likely experiencing Harmonious Bilingualism.

The examples above show various degrees of well-being in people living in set-
tings where they themselves or a family member are in regular contact with more
than a single language variety. As the review below will show, there is indeed a large
degree of interindividual variation in how people experience their bilingualism.

2 Scope of the review

The studies selectively reviewed below hail from different disciplines and research
perspectives. Similarly to my earlier review of mostly European research (De Houwer
2017), I include both large quantitative and smaller qualitative studies. Their combi-
nation can likely tell us more about Harmonious Bilingualism than just a single re-
search perspective. I here widen the scope to studies worldwide. Included are
studies published in English, French and German. Most of the quantitative studies,
however, are limited to countries where English is the societal language.

One novelty of the present review is that it systematically brings together find-
ings about young children, adolescents and parents who are part of a family with
pre-adult children (Sevinç this vol. discusses families with adult children; De Houwer
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2017 only considered studies involving families in bilingual settings with children up
to age 6). “Family” here means a unit made up of at least one adult who lives with
and is responsible for at least one person who has not yet reached legally adult status
(excluded are institutions such as orphanages or boarding schools) (for a more in-
depth discussion of the notion of “family”, see Palviainen this vol.). Families are dy-
namic systems that are firmly embedded within and influenced by wider society
(Treas, Scott, and Richards 2017). Family members are autonomous persons who at
the same time are strongly dependent on each other. What happens to one family
member will affect the other(s) (Ram et al. 2014). Good child-parent relationships are
central to family well-being (Suldo and Fefer 2013).

The review only considers studies yielding information on well-being and lan-
guage use. Excluded are studies of well-being in bilinguals without a focus on lan-
guage. The discussion below is limited to links between well-being and aspects of
the bilingual setting in which respondents find themselves even if studies investi-
gate additional aspects such as academic achievement.

The bilingual settings covered involve language varieties considered to repre-
sent different languages, rather than varieties of the same language. “Home lan-
guage” here refers to any language not commonly used in public life in the region
where the family lives (see Eisenchlas and Schalley this vol. for a more in-depth
discussion); “societal language” refers to any language commonly used in public
life. Families may speak both a home language and the societal language at home.
Often, (pre)schools use the societal language, but some children are in institutions
using both the home and the societal language, or just the home language.

Quantitative studies (section 3) often measure aspects of well-being through
standardized assessment instruments. Many studies expressly examining well-being
in relation to language consider children as individuals, that is, not in relation to
their parents (3.1). Several other studies investigating well-being in bilingual settings
focus on the child-parent relationship (3.2). So far, I have found only a single study
systematically addressing aspects of parental well-being in bilingual families (3.3).
Aspects of parental well-being in bilingual settings have mainly become visible
through studies that happened to reveal some of those aspects as a result of a more
ethnographic approach (section 4).

3 Empirical research explicitly addressing
well-being in bilingual settings

3.1 Well-being in children in bilingual settings

When young children are raised with a single home language that is not the socie-
tal language, the first place they will meet up with another language in regular
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interpersonal contact is day care or preschool (De Houwer 2013). Bullying and vic-
timization by monolingual peers are real dangers for these emergent bilingual
children who do not yet speak the societal language well (see Chang et al. 2007 in
the United States, involving 345 emergent bilinguals between 4.5 and 5.5; and von
Grünigen et al. 2012 in Switzerland, involving 203 emergent bilinguals between 6
and 6.5). Importantly, Chang et al. (2007) found that teacher behavior modulates
bullying rates: Emergent bilinguals were less likely to be victims of peer aggres-
sion in classrooms where teachers spoke more Spanish (the children’s home lan-
guage) compared to classrooms where teachers only spoke English (the societal
language). Furthermore, the more teachers spoke English, the more they found
their relationships with children to be conflictive. In contrast, the more teachers
spoke Spanish, the less they felt that their relationship with the children was con-
flictive. von Grünigen et al. (2012) found that levels of bullying sharply decreased
as emergent bilingual children gained proficiency in the societal language.

Societal language proficiency is important for all children: In a large (N= 7,267)
cohort study in the United Kingdom, low levels of English proficiency at age 5 were
associated with social, emotional, and behavioral difficulties for bilingual and mono-
lingual children alike (Whiteside, Gooch, and Norbury 2017). Similarly, an even larger
(N= 261,147) cohort study of 5-year-olds in Australia found that children who were
not proficient in the societal language (again English) showed high levels of develop-
mental vulnerability on several measures of well-being, regardless of whether they
just heard English at home or another home language (Goldfeld et al. 2014).

It is thus not surprising that bilingual children who have developed good
levels of proficiency in the societal language upon (pre)school entry have an ad-
vantage over emergent bilingual children in terms of well-being. They may even
have an advantage compared to monolingual children who speak just the socie-
tal language. 5-year-olds with good proficiency in English but whose main home
language was not English experienced fewer social, emotional, and behavioral
difficulties than peers from monolingual English-speaking homes (Whiteside,
Gooch, and Norbury 2017). Bilingually reared 6-year-olds who did not yet know
much English upon entry in English-speaking primary schools (N = 6,361) were
consistently rated by teachers as being in the vulnerable range on several meas-
ures of well-being (Goldfeld et al. 2014). In contrast, bilingually reared children
who already spoke English fairly well (N = 37,657) did not show this vulnerability,
and had equal or even lower chances of being in the vulnerable range for well-
being compared to monolingual English-speaking peers, mirroring Whiteside,
Gooch, and Norbury’s (2017) findings. Another study from Australia found no bi-
lingual-monolingual differences for socio-emotional outcomes in 8- to 9-year-
olds, but did not consider levels of proficiency in the societal language at school
entry (McLeod et al. 2016; N = 3,240). In the U.S., Han and Huang (2010) and Han
(2010) found interesting differences amongst 5 types of children. They studied
12,580 and 14,853 children, respectively, who took part in a large cohort study
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spanning 6 years. Han and Huang’s (2010) sample consisted of “Asian origin”
children (N = 1,350) and “US-born, non-Hispanic White” children; Han’s (2010) of
“Latino origin” children (N = 2,888) and “US-born, non-Hispanic White” children.
They categorized children on the basis of language fluency at kindergarten entry
(the preparatory year before primary school). Both studies found that language
fluency status at kindergarten entry predicted later levels of well-being, viz., chil-
dren categorized as fluent bilinguals or non-English-dominant bilinguals sur-
passed monolingual English-speaking children, English-dominant bilinguals and
non-English monolinguals on measures of well-being 6 years later. In fact, chil-
dren who upon school entry did not know any English had the lowest degree of
self-control and interpersonal skills, and the highest level of internalizing prob-
lems 6 years later.

To prevent such long term negative effects of early developmental vulnerabil-
ity in emergent bilinguals, Han (2010) proposes that children should have the
chance to participate in high quality second language instruction programs as
soon as they enter school. While this is no doubt a good recommendation, other
factors can help as well. In their study of 2,059 Spanish-speaking Latino/Hispanic
children in the United States, Winsler, Kim, and Richards (2014) found that strong
skills in children’s home language help to fast-develop proficiency in the societal
language. Four-and-a-half-year-olds with stronger Spanish and stronger socio-
emotional skills made faster gains in English proficiency a year later compared to
peers whose Spanish was weaker and who exhibited more behavioral problems,
less self-control and lower degrees of initiative. Another U.S. study of somewhat
older children (N = 228) showed that dual language competence correlated with
well-being over and above other factors such as maternal education, levels of
poverty, family structure, classroom composition, child non-verbal IQ, or gender
(Collins et al. 2011).

The previous studies used teacher and/or parent ratings of aspects of child
well-being. Two studies used self-reports to explore links between dual language
proficiency and aspects of well-being. Van Der Wildt, Van Avermaet, and Van
Hecke (2017) found that bilingual 4th graders (N = 1,761) in Belgium who reported
knowing one of their languages much better than the other felt less of a sense of
school belonging than children who knew both their languages equally well (school
belonging supports well-being). In the Netherlands, Vedder (2005; N = 256) found
interesting differences between two ethnic groups. Turkish origin adolescents expe-
rienced slightly better psychological adaptation if they knew both their “ethnic”
language and the societal language (Dutch) well. Suriname origin adolescents, on
the other hand, showed lower degrees of psychological adaptation if they knew
both their “ethnic” language and the societal language well (unfortunately, Vedder
does not identify the “ethnic” languages). Vedder explains this discrepancy by dif-
ferences amongst Turkish and Suriname origin families in the extent to which they
emphasize the importance of the societal language. If Suriname origin adolescents
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try to speak the “ethnic” language well, they are in a sense rebelling against their
parents, who tend to emphasize the value of only the societal language, thus con-
tributing to lesser degrees of psychological adaptation. Turkish origin families, on
the other hand, consider the home language to be very important. This brings us to
the next section, which focuses on studies investigating well-being and adolescent-
parent relationships in families in bilingual settings. They were all carried out in
North America.

3.2 Well-being of children and parents in bilingual families

Tseng and Fuligni’s (2000) was the first quantitative study (N = 626) to draw a link
between teen well-being and language choice in bilingual families. It showed that
adolescents in California who did not speak the same home language as their pa-
rents felt more emotionally distant from them and were less likely to engage in con-
versations with them compared to peers who spoke the same home language as
their parents. In a later study of 414 9th graders, Oh and Fuligni (2010) found that
in addition to language choice the level of home language proficiency also mattered
for the quality of adolescent-parent reationships, reflecting similar earlier findings
by Portes and Hao (2002). Similarly, Boutakidis, Chao, and Rodríguez (2011) found
positive associations between 611 teens’ fluency in their home language and the de-
gree to which they respected their parents. They also found that the more fluent
teens were in their home language, the more highly teens rated the communication
with their parents.

There have also been studies involving both teens and their parents, all focus-
ing on Chinese as the home language and English as the societal language. These
studies used parental and teens’ self-reports on language use but included well-
being measures only for teens (through self-reports). In Liu et al. (2009; N = 444
teens and their mothers) teens who were proficient in their home language
(Chinese) and whose mothers were so too reported fewer depressive symptoms
compared to teens who were less proficient in their home language or compared
to high home language proficient teens with low home language proficient moth-
ers. However, no relation between teen well-being measures and a match in levels
of English proficiency between teens and mothers emerged. These findings are
consistent with earlier findings by Costigan and Dokis (2006), who studied 89 fa-
thers, 92 mothers and 92 12-year-olds in the same family. Fathers and mothers
spoke the home language more frequently than their children. Overall, teens re-
ported relatively low levels of depression and intergenerational conflict. Reported
intergenerational conflict and feelings of depression were lowest, however, for
children who spoke the home language and had mothers with high levels of home
language use. Conversely, in their study of 451 13-year-olds and both their pa-
rents, Weaver and Kim (2008) found that teens who reported highest depressive
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symptoms and who rated their parents as being least supportive had low profi-
ciency in the home language and lived in families where parents had low profi-
ciency in the societal language.

The studies reviewed here strongly suggest that teens feel best in families
where there is a match between teens’ and parents’ language proficiencies.

3.3 Well-being in parents of bilingually reared children

I have been able to find only a single quantitative study investigating aspects of
well-being of parents in bilingual families. In her in-depth structured interview and
questionnaire study with 100 mothers in Greece and Germany who spoke mostly
just German and Greek to their children, respectively, Leist-Villis (2004) included a
question about mothers’ global satisfaction regarding their bilingual family life.
Mothers had first-born children between 4 and 16 years. Most mothers (57) were
very satisfied with the bilingual child rearing and development process as a whole,
20 mothers more or less so, and 23 were not satisfied. 12 of these 23 reported feeling
they had utterly failed at transmitting their language to their child(ren), and felt
very bad about that. Mothers who were highly satisfied with their bilingual family
life tended to (1) have children who spoke the home language, (2) only speak the
home language to their children regardless of the situation, (3) have children who
attended a school that used the home language as a medium of instruction (exclu-
sively, or in addition to the societal language), (4) have a spouse who was able to
speak the home language reasonably well, and (5) have more home language
speakers in their social networks.

Other interview studies might include questions about how mothers feel about
their family’s bilingualism, but few do so systematically or in a standardized way.
Even if not asked, interviewees may happen to express evaluative feelings towards
their bilingual situation. Investigators might also gain insight into aspects of well-
being through observation. Section 4 reviews some findings gained through studies
that are not explicitly focused on well-being.

4 Empirical research implicitly addressing
Harmonious Bilingualism

Observational studies of preschool-age home language speaking children like
Zerdalia who did not know the societal language when they first started to attend pre-
school show extremely high levels of stress and unhappiness in these children, with
some withdrawing from engagement and remaining silent in preschool for up to two
years (Dahoun 1995, Algeria and France; Drury 2007, United Kingdom; Manigand
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1999, France; Kostyuk 2005, Germany; Nap-Kolhoff 2010, the Netherlands). These
qualitative studies complement quantitative studies demonstrating that children who
do not yet know the societal language when they enter (pre)school are especially vul-
nerable in terms of overall well-being (section 3.1).

A rare study based on ethnographic interviews with children gives some in-
sights into how they evaluated their bilingualism (Mills 2001). None of the 10 chil-
dren (aged 5 to 19) were very proficient in their home language (Urdu) but all spoke
the societal language (English in the United Kingdom) fluently. None of them ap-
peared to have any particular issues with their bilingualism, and accepted that they
needed Urdu for contacts with older relatives and/or with people in Pakistan, even
if they did not speak it very well.

If children still speak the home language a bit, its use may, however, become a
locus of intergenerational strife, conflict, and power struggle (Danjo 2018; Kheirkhah
and Cekaite 2015; Sevinç 2016). Children may actively refuse to speak the home lan-
guage in particular situations, answer only with single words, or change the topic
and with it the language (De Houwer 1999). Eventually, these strategies may lead to
children not speaking the home language at all. This negatively affects parents’ well-
being. Pakistani origin mothers in the United Kingdom expressed feelings of regret,
remorse, and guilt at what they saw as their failure to transmit their home language
to their children (Mills 2004). Such feelings are shared by parents all over the world
(De Houwer 2017). Often, parents mention that if their children were not to be able to
speak the home language they would no longer be able to communicate with grand-
parents and other relatives. Parents shudder at the thought. Rodriguez (1983: 29–30)
remembers his relatives’ fiercely negative reaction when as a child he could not
speak Spanish, his home language (see also Sevinç this vol.). Children are also ex-
pected to learn to use polite and respectful language forms when speaking to their
home language-speaking grandparents (Mills 2004). If not, parents will be blamed
for not raising their children properly. Wong Fillmore (1991) mentions a particularly
tragic example where a Korean origin father in the United States felt compelled to
physically punish his son for not using appropriate honorifics when the child’s
Korean-speaking grandfather came to visit. The grandfather had scolded his son for
not educating his grandchildren properly so they could speak polite Korean. The chil-
dren were taken in protective custody. Unfortunately, no-one involved recognized
the role that language played in this family drama.

It does not help that in-laws who do not speak the home language may also
create tensions. Leist-Villis (2004) reports that societal language-speaking in-laws
often voiced negative attitudes towards child bilingualism and/or to the home lan-
guage, which led to conflicts and made the speaking of the home language by
mothers and/or children into a battleground. In these situations, the parental cou-
ple relationship may be threatened as well: Spouses face the dilemma of either
going against their parents, or against their home-language-speaking spouse, who
in turn may not feel sufficiently supported (Leist-Villis 2004).
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Conversations in which children speak the societal language and parents the
home language involve divergent language choices (De Houwer 2019). The estab-
lishment of such conversations may have become a habit since children were pre-
schoolers. Regardless of their feelings about them, parents may have adjusted to
such conversations, as shown in Nakamura’s (2018) study of an Italian- and an
English-speaking father in Japan whose school-aged children spoke mainly
Japanese with them. A longitudinal and observational group study of parent-child
story-telling interaction in bilingual families in the United States similarly suggests
such adjustment. Park et al. (2012) traced home language maintenance (Cantonese
or Mandarin) in 68 children who were 6 years old at Time1 and nearly 7.5 years old
at Time2. They compared the amount of parental home language support in parent-
child interactions with assessments of child home language proficiency. Home lan-
guage support was defined as a combination of parental home language choice and
feedback on child home language use, including the use of “insisting” discourse
strategies which socialize children into using the home language. A lack of parental
home language support at Time1 was associated with children’s home language
loss at Time2. Importantly, this study found no evidence that parents decreased
their expression of warmth towards their young children with limited home lan-
guage proficiency. Likewise, fathers’ interactions with children in Nakamura (2018)
showed evidence of a child-centered and warm parent-child relationship, in spite of
divergent language choices. This stands in sharp contrast to findings for adoles-
cents and their parents (3.2), where interpersonal relationships may be strained and
conflictive if they speak different languages with each other.

There is less of a chance for conflictive bilingualism when children speak the
home language. Parents in recently immigrated Iranian families in the United
States mentioned that children started to take pride in knowing the home language
(Farsi) when they were asked to translate from English into Farsi for their visiting
grandparents (Kaveh 2018). Parents in Greece with school aged children who spoke
the home language (Albanian) appeared satisfied with their bilingual family experi-
ence (Chatzidaki and Maligkoudi 2013). Indeed, many are quite satisfied if children
speak the home language (Leist-Villis 2004). Others may not care much about the
home language and are satisfied that their children are highly proficient speakers
of other languages (Gogonas and Kirsch 2018), but such reports are rare: Most pa-
rents who speak a home language to their children want their children to speak the
home language, too. There are no reports of parents or children feeling bad because
of fluently conversing in the same home language.

Even if children speak the home language they may not want to use it outside
the home. Many maternal reports indicate that somewhat older children are embar-
rassed when their mothers speak the home language in public (Kaveh 2018; Leist-
Villis 2004; Little 2020). Examples abound of children telling their mothers to stop
talking the home language in public. This telling off and rejection of their home
language makes mothers feel bad. In most cases, though, they comply, and switch
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to speaking the societal language in public (Chatzidaki and Maligkoudi 2013; De
Houwer 2017).

Finally, parents are often insecure about how they should go about ensuring
that their children learn both the home language and the societal language (De
Houwer 2017). Many are torn between children’s need to learn the societal language
well, and their desire that children should learn the home language as well (Mills
2004: 184; Kaveh 2018; Sevinç 2016).

5 Research on well-being in families in bilingual
settings: A brief assessment and outlook

Research explicitly addressing well-being in families in bilingual settings so far is
mostly focused on children. We need more systematic studies like the one con-
ducted by Leist-Villis (2004) that assess parental well-being in bilingual settings.
Most of the information on parental well-being in bilingual families is rather scat-
tered and unfocused, given that it usually just happened to come up in an inter-
view. Also, this rather anecdotal information is virtually limited to mothers. We
know little about fathers’ assessments of their bilingual family life.

The information regarding bilingual children’s well-being mostly does not
take into account family level processes. Also here the research base needs to be
expanded.

Most of the large scale studies of well-being in bilingual family members hail
from North America, and are heavily tilted towards children in Hispanic and East
Asian origin families. Currently available information on well-being in bilinguals
does not indicate different patterns across countries. In particular, the two-country
study by Leist-Villis (2004) did not find any differences amongst maternal feelings of
satisfaction with their bilingual experience beyond the fact that different languages
and societies were involved. Yet, there may be regional or language-specific effects
that have thus far gone unnoticed. More comparisons across countries are in order.

Many families in bilingual settings have an immigration background. Recently
immigrated individuals may suffer from acculturative stress. Others, also those with
a less recent immigration background, may have experiences with non-language re-
lated discrimination. It is highly likely that overall processes of acculturation are
linked to language. It remains to be investigated, though, to what extent levels of ac-
culturative stress or feelings of societal exclusion are related to linguistic factors.
Especially young children’s experiences with social exclusion based on lack of inter-
comprehension (as in Zerdalia’s example) may have long lasting effects. These effects
may, however, go in either direction: Children may retreat from the new language
and society, or they may start focusing only on their new language and reject the
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home language and all it represents. Only long term longitudinal studies can reveal
the effects of either.

The available studies, however, already allow us to formulate some main
findings.

6 Well-being in bilingual families: Some main
findings

The review above shows that language choice and proficiency relate to well-being
in members of families living in bilingual settings. Language use in families living
in bilingual settings deeply affects family relationships within the nuclear family
and beyond. Furthermore, children’s positive or more negative language related ex-
periences in (pre)school are likely to not only affect children as individuals, but
also their families.

6.1 Home language use between children and parents

Parents and children may use the same language(s) in speaking to each other, and
thus follow the default convergent pattern for language choice (De Houwer 2019).
Although same language choice does not guarantee friction-free intergenerational
communication, both quantitative and qualitative studies show that well-being is at
risk if parents and children address each other in different languages. The pattern
whereby children speak the societal language and parents the home language does
not serve family members well.

Several surveys show that this divergent choice pattern of intra-family commu-
nication is quite common. A quarter of the 5,335 children in 2,250 families in
Flanders, Belgium, who heard a home language from one or both parents did not
speak that language but solely spoke the societal language, Dutch (De Houwer
2003). Longitudinal findings for 93 infants exposed to an indigenous language in
Australia and the societal language, English, show a nearly identical proportion of
sole English use by the time children were of preschool age (Verdon and McLeod
2015). A larger longitudinal study of children in Australia, this time including
speakers of any non-English home language, found that of the 666 children who
spoke a home language at age 2 to 3 only 78% still spoke that language by the time
they were 4 to 5 (Verdon, McLeod, and Winsler 2014). Slavkov (2017) reports similar
proportions of home language use by school-aged children in bilingual families in
Ontario, Canada. A fifth of 626 adolescents with a recent immigration background
in the United States reported speaking English to their home language-speaking pa-
rents (Tseng and Fuligni 2000). The fact that home language maintenance generally
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appears to be absent for about a quarter of the families surveyed suggests that
many families in a bilingual setting do not experience Harmonious Bilingualism.

A study investigating parent-child language choice in more detail concerns
1,086 families with at least one 5- to 7.5-year-old child in Texas and California
where Spanish was the home and English the societal language (Branum-Martin
et al. 2014). Amongst others, this study queried whether family members spoke
only/mainly Spanish to another family member, Spanish and English equally, or
mainly/only English. If we consider just the percentage of parents and children
who spoke only Spanish with each other, my comparison of data in Branum-Martin
et al. (2014; Table 2) shows that in father-child conversations 52% of fathers spoke
just Spanish but only 46% of children did so, and that in mother-child conversa-
tions 62% of mothers spoke just Spanish but only 52% of children did so. These
comparisons confirm the frequent occurrence of parent-child divergent choice con-
versations in which parents speak the home language and children the societal lan-
guage (the reverse pattern has not been reported).

Patterns of divergent language choice may start to occur quite early. Many
mothers note that children started to refuse to speak the home language soon after
they started attending a preschool in the societal language (Leist-Villis 2004:
187–192; Kaveh 2018; Mills 2004; Wong Fillmore 1991). In response to children’s in-
creasing use of the societal language at home, parents may start to speak less and
less of the home language, so that eventually the entire family just uses the societal
language (e.g., E-Rramdani 2003), with parental feelings of regret and shame as a
frequent result.

6.2 Children’s dual language proficiency

Apart from what happens with the home language and with intra-family communi-
cation, studies demonstrate that children’s proficiency in both the home and the
societal language is of importance to their well-being, and this from the very start.
In this respect children who have been raised with both languages from the very
start fare much better than children who have not had the chance to learn the socie-
tal language from when they were infants.

Parents are very much aware that dual language proficiency is important for
their children’s overall well-being and success in life. Society, however, may make
it very hard for parents to succeed in raising dual language proficient children.
Mothers complained about negative attitudes towards the home language in
(pre)schools and blamed these negative attitudes for the fact that children no
longer wanted to speak the home language (Leist-Villis 2004: 187–192). All too
often, teachers, speech therapists and pediatricians advise parents to solely speak
the societal language at home instead of the home language (Bezçioğlu-Göktolga
and Yağmur 2018; Kaveh 2018). Such advice is ethically reprehensible and legally
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unacceptable (De Houwer 2013). As Wong Fillmore (1991) already noted, teachers
harm parents and children with this advice. It makes parents feel insecure and thus
detracts from Harmonious Bilingualism (De Houwer 2015a; 2017). If home language-
speaking parents follow this advice, professionals are co-responsible for taking away
the best chance bilingual children have to grow up harmoniously: Supportive and
rich language input from expert speakers who love them.

7 Conclusion: The hallmarks of Harmonious
Bilingualism and how to support it

How family members experience their bilingual situation is intensely personal (De
Houwer 2015a). This implies that individuals with at first sight similar experiences
do not necessarily evaluate those experiences the same way. Yet the bulk of the lit-
erature that gives “accidental” insights into Harmonious Bilingualism in bilingual
families and the large scale studies addressing well-being in bilingual family mem-
bers does allow for some fundamental generalizations across different individuals,
contexts, and languages.

The central finding across all relevant studies is that families in bilingual set-
tings experience Harmonious Bilingualism when children develop good language
skills in both the home and the societal language from a young age. This dual lan-
guage proficiency allows children to develop and continue developing barrier-free
communication within and outside the family (Leyendecker et al. 2014).

All children eventually learn the societal language, though not necessarily to
high (enough) levels of proficiency. Several surveys of children’s and parents’ home
language use show, however, that home language maintenance is much less of a
given. A lack of home language maintenance is linked to a lack of Harmonious
Bilingualism in parents and adolescent children alike.

Home language maintenance is threatened when parent-child interactions
mainly consist of divergent language choice patterns in which parents speak the
home language and children the societal language. Parents tend not to be aware of
the importance of convergent choice patterns. Many lack what I have called an “im-
pact belief”, that is, a belief that they can influence their child’s language develop-
ment (De Houwer 1999). Yet parents can use conversational practices encouraging
very young children’s choice of a particular language (Lanza 1997). Such practices
tend to be successful. The parents in Greece with children who spoke the home lan-
guage (Albanian) all insisted that children speak Albanian at home with them and
other older relatives (Chatzidaki and Maligkoudi 2013). For many parents such in-
sisting strategies may not suit their parenting style (Currie Armstrong 2014).
However, the research evidence suggests that parents (and children) may be spared
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much sadness and frustration if they socialize children into answering in the same
home language that they were addressed in.

In addition to using insisting strategies, the parents in Chatzidaki and
Maligkoudi’s study tried to expose children to Albanian as much as possible, and
actively supported their children’s development of home language literacy. The
mothers interviewed by Leist-Villis (2004) pointed at the importance for the home
language of visits to the country where the home language was a societal language,
and of visits of relatives to the country where the family lives. A Greek mother in
Germany noted that her Greek mother came to stay with the family 6 months a year.
The grandmother did not speak German and this motivated the mother’s son to
speak Greek (Leist-Villis 2004: 177). My driver was grateful when I gave him tips
about how to increase his use of Oromiffa to his children and told him about the
importance of joint book reading. I also suggested that he should have his sister
record stories and rhymes and songs in Oromiffa that could then be played to the
children. The father was aware of having to choose activities that would interest the
children and became hopeful that he might be able to turn the tide with Ifaa and do
better with his younger children. Indeed, as discussed in other contributions to this
volume, there are many more factors supporting home language maintenance be-
sides convergent choice conversations. Frequent and qualitatively high home lan-
guage input to children is crucial (De Houwer 2018).

Age appropriate proficiency in the societal language is another pillar support-
ing Harmonious Bilingualism. Many parents raise their children with both a socie-
tal and a home language from birth. Parents in such bilingual families hold
various ideas about child bilingualism, the languages they should speak to chil-
dren, the language(s) children should learn, or the best way to teach children two
languages (De Houwer 1999). Some of these ideas are likely to support Harmonious
Bilingualism (e.g., if parents believe it is possible for young children to learn sev-
eral languages from early on), whereas others will not (e.g., if parents believe it is
harmful to children to learn several languages from early on). Early bilingual ac-
quisition is very much driven by the language input environment children find
themselves in, but parents are not always aware of this fact. Frequent and qualita-
tively high language input is important in any language.

Finally, (pre)schools have a crucial role in supporting Harmonious Bilingualism.
They can do so by showing respect for children’s home languages and thus bolster
children’s pride in their home language while children are acquiring the societal lan-
guage at school (De Houwer 2015b; Robertson, Drury, and Cable 2014). Zerdalia was
lucky to have another teacher in the second year of nursery school (Dahoun 1995:
38): Ms. Bruno was new to Algeria and held no linguistic or racial prejudices. She
made a patient effort to reach out to the silent Zerdalia, and Zerdalia opened up to
her. Ms. Bruno even visited Zerdalia’s home and tried to say some things in the local
Arab dialect. Because of Ms. Bruno’s “intelligence du coeur” (p. 38, intelligence of
the heart), Zerdalia started loving school and loving French. She continued to speak
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Arabic with her family and in the neighborhood, and describes how she came to
evaluate her bilingualism as positive. Chang et al. (2007: 265) note that “The
[teacher’s] acknowledgement of a child’s home language changes and elevates the
status of that child within the classroom”. School and home are intricately linked:
When children feel that their home language is respected at (pre)school, they will
show less of a tendency to reject it. This is uniquely shown in a study from
Belgium attempting to explain differential levels of self-rated home language pro-
ficiency in 312 10- to 12-year-olds (Dekeyser and Stevens 2019). Home language
proficiency was not only directly related to parental home language choice and
child-rated maternal home language proficiency, but was also higher in students
who thought they were allowed to speak the home language at school.

Families in bilingual settings may experience Harmonious Bilingualism most of
the time. Others may go through long periods in which they do not. The good news
is that Harmonious Bilingualism is possible even after families have had negative
experiences. As researchers, we need to investigate the causes of this ebb and flow
so that we may furnish families with the tools to help increase their resilience.
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Yeşim Sevinç

5 Anxiety as a negative emotion in home
language maintenance and development

1 Introduction

(1)1 My grandfather makes me stressed about my Turkish. He says that I can’t speak Turkish
very well. I should fix it (. . .) otherwise, I won’t be able to find a husband. He even says
even if I find one [husband], I won’t be able to communicate with my mother-in-law.

In this excerpt, ET, a 14-year-old third-generation Turkish-Dutch bilingual born in the
Netherlands, describes her interaction with her grandfather, when asked to explain
why she feels anxious speaking Turkish, her home language, with him. Her words
illustrate the contagion of anxiety, spreading from one generation to the next. The
three sentences of the grandfather’s statement, all contain negatives (‘can’t’ or
‘won’t’) that express his negative opinion about ET’s future because of her lack of
proficiency in Turkish. In this regard, this anecdote serves as a notable example of a
psychologically negative mindset or fixed language mindset – a belief that one’s lan-
guage ability is static and impossible to improve (Lou and Noels 2019). Relevant to
transnational and minority contexts, it also highlights that language anxiety is
clearly influenced by sociolinguistic and emotional pressure on normative standards,
cultural values, beliefs, and practices, such as the tension between home language
maintenance and shift (Sevinç 2016).

Negative emotions (e.g., anxiety) are most likely to be shaped by the family
group, society, and/or culture in which one lives, as are fixed language mindsets.
They can also be cultivated through a “monolingual mindset”, or “aggressive mono-
lingualism”, a perception that monolingualism is the social norm, as Clyne (2005)
defines it. It is present in ET’s familial context, particularly her grandfather’s world.
He strongly believes that all family members must adhere to their heritage cultural
norms, in ET’s case, finding a Turkish spouse, and hence they should achieve native-
like competence in Turkish.

The question arising from ET’s experience is whether it is possible to develop
and/or maintain home language skills by causing further anxiety or by carrying
heavy social and psychological baggage of negative emotions and experience
(e.g., pressure, intergenerational tension, and stress). The current chapter aims to
answer this question. In particular, it discusses how language anxiety becomes
prevalent in everyday communication in transnational communities, as it pertains

1 The interview excerpts used in this chapter are translated from either Turkish or Dutch to
English. Original texts can be obtained from Sevinç (2017) or by contacting the author at yesim.sev-
inc@iln.uio.no.
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to both the heritage (home) language2 and the majority language3 and how anxi-
ety, as a negative emotion, affects home language development in return.

Although the critical role of positive and negative emotions in language acquisi-
tion have received considerable attention in second language acquisition (SLA) re-
search, it has not yet been noted in transnational studies. Recent studies on
educational contexts highlight the importance of exploring positive emotions as well
as negative emotions (e.g., Dewaele and MacIntyre 2014). Given that the current
chapter deals with language anxiety as a negative emotion, starting with a general
introduction and discussion of emotions (both positive and negative) is fundamental.
I therefore begin this chapter with an overview of the link between positive and nega-
tive emotions and language acquisition so far as it is examined in SLA, in the educa-
tional context. Then, I outline emotional issues and psychological dimensions of
home language maintenance, as presented in family language policy (FLP) and trans-
national studies. For a better understanding of daily emotional challenges confront-
ing transnational families, I then focus on anxiety and its causes and effects as a
negative emotion. I elaborate on SLA research conducted on language anxiety in and
outside classroom settings, with a particular focus on transnational contexts. Finally,
I conclude with a discussion of implications for future research on emotion and emo-
tional reactions (positive and negative) in the study of home language maintenance
and development, along with implications for families and practitioners.

2 Research on positive and negative emotions

Emotion has proven remarkably difficult to define, being conceptualized as a
complex reaction pattern encompassing several coordinated processes that in-
volve subjective, experiential and behavioral elements, biological responses, and
social phenomena (e.g., Izard 2010). Having physical, psychological, social and
cognitive dimensions, emotions are reactions to the external world; they express
what is going on inside the body to the external world, and they exist for a rea-
son – each emotion has a purpose (MacIntyre and Vincze 2017). Solomon (1980)

2 In this chapter, the term “heritage language” is used, as it was preferred over minority or home
language by the Turkish immigrants in the Netherlands who participated in the studies summa-
rized in this chapter (i.e., Sevinç 2016, 2017, 2018, in press; Sevinç and Dewaele 2016; Sevinç and
Backus 2019). As the Turkish immigrants in these studies put it, the label “heritage language” illus-
trates the emotional value of Turkish to them better than the other terms, since they often strive to
maintain the Turkish language for the sake of their cultural heritage. They consider Turkish not
only as their home language but also as their heritage to preserve (Sevinç 2017). See Eisenchlas and
Schalley (this vol.) for a further discussion on the term “heritage language”.
3 Majority language is the language spoken by the socially or economically dominant group in a
national context.
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recognizes only two types of emotions at the most basic level, positive (pleasant)
(e.g., enjoyment) and negative (aversive)4 (e.g., anxiety). Since Fredrickson (1998)
developed the broaden-and-build theory of positive emotion, potentially rich and
powerful avenues for research have flourished in the field of positive psychology.
Fredrickson (1998) argues that positive emotions foster creativity and motivate
people to try new things, while they actively pursue health and well-being in the
absence of negativity (Fredrickson 2001). According to her theory, pleasurable
positive emotions can have a long-lasting impact on functional outcomes, leading
to enhanced well-being and social connectedness. Notably, positive emotions ex-
pand people’s mindsets over time in ways that reshape who they are.

The action tendencies produced by negative emotions, on the other hand, pow-
erfully dispose a person to a specific action at the time they are experienced (see
Fredrickson 2013). For instance, anxiety leads to the urge to avoid situations that
trigger anxiety, anger leads to the urge to impair progress in one’s life, and disgust
leads to rejection, as in reflexively spitting out spoiled food. More recently, in an
effort to show that positive emotions can lead to positive outcomes, scholars have
compiled an extensive list of domains in which happier people do better than less
happy people (see Lucas and Diener 2008).

Positive and negative emotions in educational contexts have received consider-
able attention in instructed SLA5 research. Yet there is a fundamental gap in the
literature; no research to date has examined the relationship between positive and
negative emotions and the social and linguistic outcomes of home language main-
tenance and development. The next section (section 2.1) delves into the instructed
SLA research on positive and negative emotions and language acquisition to date.
Then, the section 2.2 discusses the research related to emotions, migration, and
transnational families.

2.1 Positive and negative emotions in instructed SLA

Reflecting on the broaden-and-build theory in psychology (Fredrickson 1998), SLA
scholars have recently begun to emphasize the importance of exploring positive
emotions as well as negative emotions in educational contexts (Dewaele and
MacIntyre 2014; MacIntyre and Gregersen 2012a; MacIntyre and Mercer 2014;
MacIntyre and Vincze 2017; Schutz and Pekrun 2007). They eloquently argue for the
role of positive emotions in instructed SLA and demonstrate that studies have so far

4 Note that beside the terms “positive and negative (aversive) emotions”, the terms “pleasant and
painful emotions” are also widely used particularly in SLA research (cf. Oxford 2017).
5 The term “instructed SLA”, as used in this chapter, refers to language learning in classroom set-
tings, which is influenced by teachers, classmates, pedagogical materials, and so on (cf. Ellis 1991).
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ignored this role because they have been too exclusively focused on negative emo-
tions, such as foreign language classroom anxiety.

These studies have generated interest in applications of positive psychology in
instructed SLA and in studies of positive emotion (e.g., Arnold and Brown 1999;
MacIntyre, Gregersen, and Mercer 2016; Dewaele and MacIntyre 2016; Dewaele and Li
2018). In line with this trend, scholars have compared the effects of foreign language
anxiety (FLA) with that of positive emotions such as foreign language enjoyment
(FLE) (e.g., Dewaele and MacIntyre 2014, 2016; MacIntyre, Gregersen, and Mercer
2016). Studies have noted a relationship between higher levels of enjoyment and the
level of mastery of the foreign language combined with decreased levels of anxiety
(Dewaele and MacIntyre 2014). Additionally, Dewaele et al. (2018) have emphasized
the relationship between enjoyment and positive attitudes towards the foreign lan-
guage: Higher levels of foreign language enjoyment are linked to more positive atti-
tudes towards foreign language learning. Conversely, drawing on their research of
Mexican language learners’ assertions that negative emotions contributed positively
to their language learning, Mendéz López and Peña Aguilar (2013) indicate that al-
though negative emotions can be detrimental to foreign language learning, they can
also serve as learning enhancers. Given these findings, it is important to note that indi-
vidual differences in emotion regulation (i.e., habitual tendencies to use reappraisal
vs. suppression) and/or attitudes towards negative and positive emotions may play a
fundamental role in the outcome of language learning as well. Also, as suggested in
MacIntyre and Vincze (2017: 82), “the positivity ratio (Frederickson 2013) provides one
way to capture succinctly the notion that positive and negative emotions interact and,
to the extent that persons tend to experience positive emotions more often than nega-
tive ones, correlate well with language learning motivation”.

Emphasizing the power of positive emotions, MacIntyre and Gregersen (2012a)
propose that by invoking the imagination and using the power of positive emotion,
teachers can stimulate learners to effectively summon the cognition that modifies the
emotional schema, especially debilitating negative-narrowing reactions. However,
this development also raises the question about the role of concurrent positive and
negative emotions, namely mixed emotions, in language learning, considering the
fact that it is not always possible for individuals to definitively differentiate between
positive and negative emotions and that they can experience both positive and nega-
tive emotions at the same time (e.g., joy and guilt, happiness and fear). Drawing on
recent narrative research, as Oxford (2016) puts it, language learning situations are
often complex and cannot always be simplified to one or two emotions. Dewaele and
MacIntyre (2014) argue that positive emotions (e.g., enjoyment) must ideally be more
frequent than negative ones (e.g., anxiety) in a language learners’ emotional mix. In
reality, however, this is often hard to achieve particularly in transnational contexts,
given the crucial role of unequal power relations, together with resistance to power,
in individuals’ negative emotions and language learning situations (cf. Pavlenko
2013; Benesch 2017).
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Previous studies on psychological well-being additionally propose that mixed
emotions can be a good strategy of “taking the good with the bad”, which might
benefit individuals during difficult times by allowing them to confront adversity
and ultimately find meaning in the stress of life (Hershfield et al. 2013; Larsen et al.
2003). Hence, very relevant to transnational contexts, during difficult situations, a
mix of positive and negative emotions, a healthier pattern than pure negative emo-
tions, may be optimal for well-being (Hershfield et al. 2013) and perhaps for the lan-
guage learning process as well. Note that this argument is at this point only an
assumption. The possible effects of mixed emotions on language development are
still unclear in language learning and remain largely unexplored.

2.2 Emotion, FLP, and transnational families

Following scholars from various fields such as language and identity (Norton 2013),
sociocultural approaches (Garrett and Young 2009), language socialization (Garrett
and Baquedano-López 2002), language and desire (Motha and Lin 2013), and narrative
perspectives (Pavlenko 2005, 2007; Prior 2011; see Prior 2016: 3 for a complete over-
view), sociolinguistics has witnessed an increasing interest in emotion-relevant re-
search. Pavlenko (2004) discusses emotional aspects of language use in bilingual
families and the link between emotional expressions and language choice and domi-
nance in the family. Pavlenko (2005, 2006) also demonstrates that bilinguals’ sociolin-
guistic histories greatly influence their emotions. Negative experiences, such as
discrimination, can result in negative emotions, which can, in turn, result in a person
no longer speaking one language (Pavlenko 2005), which will eventually influence the
process of home language maintenance and development or lead to language shift.

In recent years, studies in the field of FLP have examined various aspects
of home language maintenance from sociocultural, educational, emotional, and
cognitive perspectives (e.g., Curdt-Christiansen 2009; King and Fogle 2006;
Lanza and Curdt-Christiansen 2018; Lanza and Li 2016; Li 2012; Spolsky 2012;
Tannenbaum 2012; see Curdt-Christiansen 2018 for a detailed review). Supporting
home language maintenance efforts, many scholars in the field of multilingual-
ism research have been committed to help increase public awareness regarding
the benefits of bilingualism and the exposure of the negative consequences of the
monolingual mindset (e.g., Eisenchlas and Schalley 2019; Piller and Gerber 2018).

In her contribution to the topic of bilingual first language acquisition, De
Houwer (2009, 2015) draws attention to the role of positive attitudes on the part of
people in a bilingual child’s environment in ensuring that the child grows up to be
happy and an expert speaker of two languages (see De Houwer this vol. for a further
discussion on harmonious bilingual development). Additionally, De Houwer (2009)
notes that bilingual children are often compared to their monolingual peers and say
of themselves that “I don’t speak either of my languages as well as a monolingual” or
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“in school I was behind the monolingual children” (De Houwer 2009: 308). These
monolingual mindsets based on standard norms can lead bilingual children to form
a fixed language mindset about their language skills along with negative emotions
such as anxiety, shame, and disappointment. Contrary to a growth mindset which
has been found to have a long-lasting positive impact on individuals’ motivation, re-
silience, and achievement in the general academic domain (Noels and Lou 2015 for a
discussion), a fixed language mindset can influence children’s beliefs about their bi-
lingualism in a negative way (cf. Lou and Noels 2019). Likewise, negative emotions
jeopardize bilingual children’s language competence, since they often avoid using
their languages in particular social contexts because of their negative emotions and
experiences (Sevinç in press).

Previous studies have examined the emotional component in FLP in regard to
the concepts of language emotionality, emotional need to belong, emotional dis-
tance, and family bond (e.g., Fogle 2013; Shin 2014; Zhu and Li 2016; see Hirsch and
Lee 2018 for a detailed overview). Affective relationships with extended family mem-
bers have been noted as key for ideologies that guide FLP management approaches
which are supportive of home language maintenance, either through daily language
practices or visits to the home countries (e.g., Guardado and Becker 2014). The emo-
tional need to belong in a transnational context is also found to reinforce the learning
of the home language over the majority language (cf. Pérez Báez 2013). Although
these studies provide ample evidence of the role of emotion in FLP, a solid focus on
the concept of emotion in the field has been treated only by Tannenbaum (2012), who
takes a psychoanalytic approach to the emotional explanation of FLP.

Tannenbaum (2012) discusses FLP from both sociolinguistic and sociological
perspectives, relating language closely to power and identity as well as to emotions.
She suggests that emotional aspects should be given a more prominent place in
FLP than they currently are, including when not expressed explicitly. Within
Tannenbaum’s psychoanalytic framework, FLP is seen as either a coping or a de-
fense mechanism; a coping mechanism as a family manages the competing de-
mands of its heritage and of its new environment, and a defense mechanism as it
provides security to family members against external pressures. One question that
arises out of this framework is what if transnational families fail to cope with these
demands and no longer defend themselves against the pressure internal and exter-
nal to the family. As Canagarajah (2008) suggests, families may forego home lan-
guage maintenance due to the pressure on them to join mainstream society and the
need to resolve intergenerational conflict (see Purkarthofer this vol. for further dis-
cussion on intergenerational challenges). Yet perhaps above all, this pressure elicits
negative emotions.

Tannenbaum and Yitzhaki (2016) investigated the emotional implications of
Arab families’ decisions about sending their children to Hebrew preschools in
Israel. Importantly, they present their interview findings in three major themes:
mixed cities, mixed identities, and mixed feelings. They illustrate that transnational
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families’ language/educational decisions come with an emotional price through
mixed feelings, yet they disregard the consequence of this emotional price in rela-
tion to family relations, home language maintenance, and/or well-being. All these
studies on the emotional aspects of FLP decisions are pivotal, as they assert that
the literature on FLP largely ignores significant contributions from psychological
and psychoanalytical approaches. However, the role and influence of different
types of emotions (i.e., positive, negative, or mixed emotions) in home language
maintenance and in FLP are still among the questions remaining to be answered.

As the quotation (1) by ET in the introduction of this chapter illustrates, language
anxiety within the family, along with other negative emotions, is simultaneously trig-
gered by social and linguistic factors. Crucially, it is also closely linked to the mono-
lingual mindset formed by family members or society. Drawing on the broaden and
build theory, it is safe to propose that anxious behaviors can be decoded by parents
and families through positive emotions and experiences. Given that positive emotions
expand people’s mindsets over time, it is important for transnational families to de-
velop not only linguistic competence but also stimulate positive emotions necessary
to overcome negative emotions (e.g., anxiety, shame, disappointment) about home
language development. Helping parents and educators become aware of their own
and their children’s mindsets and articulate interest in applications of positive psy-
chology in their FLP and practice can be a good starting point.

The remainder of the chapter will pay particular attention to anxiety in order to
establish the possible role of negative emotions in the processes of home language
maintenance and/or shift. The following section begins with a brief review of re-
search on language anxiety in the field of instructed SLA, where language anxiety
has been most widely researched. By doing so, the section also draws attention to a
fundamental gap in instructed SLA, regarding the investigation of language anxiety
in the world outside the classroom, particularly in immigrant and transnational fam-
ily contexts. Once this task is accomplished, the focus will shift directly to language
anxiety in transnational contexts and home language maintenance (cf. section 3.2).

3 Anxiety as a negative emotion

Broadly speaking, anxiety is the subjective feeling of tension, apprehension, nervous-
ness, and worry associated with an arousal of the automatic nervous system
(Spielberger 1983). “Anxiety is rooted in fear, one of the most basic of negative
human emotions” (Boudreau, MacIntyre, and Dewaele 2018: 150). It is closely related
to the emotion fear, which occurs as the result of threats that are perceived to be
uncontrollable or unavoidable (Öhman 2000). In the context of foreign language
learning, MacIntyre (1999) defines anxiety as “the worry and negative emotional reac-
tion aroused when learning or using a second language” (p. 27).
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Anxiety has long been known to narrow the scope of people’s attention and
thinking, and to debilitate language learners’ linguistic development and perfor-
mance. The debilitating effects of language anxiety has been well documented in
applied linguistics, specifically in the educational context (e.g., Rubio-Alcalá 2017,
see also Horwitz 2017 for a discussion on facilitating language anxiety). Various
studies on classroom contexts have found a negative relationship between lan-
guage anxiety and language achievement (Dewaele 2007; MacIntyre 1999).
MacIntyre and Gregersen (2012b) suggest that language anxiety, which disrupts in-
formation processing, causes learners to waste precious cognitive energy. Further
negative effects of language anxiety include lowering students’ confidence, self-
esteem, and level of participation (Horwitz, Horwitz, and Cope 1986), for example,
students may avoid using the language through mental blocks when speaking or by
skipping class (Gregersen 2003).

As noted in Beatty (1988: 28) for public speaking anxiety, whether referred to as
fear, speech fright, speech anxiety, audience anxiety, or state anxiety, “this nega-
tive reaction has negative consequences such as an immediate desire to avoid or
withdraw from speaking (Beatty, Kruger, & Springhorn, 1976), low verbal output
and nonfluency (Lerea, 1956), and physical discomfort (Greenleaf, 1952)”. This
brings to the surface the critical issue of whether language anxiety is a cause or an
effect of compromised language performance (Young 1986). MacIntyre (2017) sug-
gests that along with its academic, social and cognitive manifestations, language
anxiety is both the result of insufficient command of the target language and a fac-
tor that contributes to further negative effects on linguistic competence. From a so-
cial perspective, the low linguistic self-confidence associated with language anxiety
may also lead to avoidance of using the target language, as it prevents learners
from communicating and being sociable (MacIntyre 2017).

3.1 Language anxiety research in instructed SLA

Language anxiety is widely accepted as a situation-specific psychological phe-
nomenon and is usually linked to the formal learning of a foreign language in a
classroom setting (Horwitz, Horwitz, and Cope 1986). In educational contexts, it is
thought that the effects of language anxiety spill over into life outside the class-
room (Steinberg and Horwitz 1986). Because individual communication attempts
are often evaluated according to uncertain or even unknown linguistic and socio-
cultural standards, second language communication entails risk-taking and pro-
vokes anxiety (Horwitz, Horwitz, and Cope 1986). Particularly in transnational
contexts where linguistic and socio-cultural standards are more crucial and, in
some cases, even more challenging for transnational family members than for lan-
guage learners in a foreign language classroom setting, language anxiety can
effectively invade bilinguals’ daily communication (Sevinç and Dewaele 2018).
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Therefore, for students with an immigrant or minority background, it is, first of
all, reasonable to ask whether classroom anxiety spills into life outside the class-
room or language anxiety outside the classroom affects anxiety in the classroom,
or whether both dynamics work in tandem.

The literature also bears witness to an increasing trend of exploring heritage lan-
guage learners’ anxiety levels in classroom settings (Spanish: Coryell and Clark 2009;
Levine 2003; Tallon 2009, 2011; Chinese: Xiao and Wong 2014; Korean: Jee 2016;
Arabic: Odeh 2014). The majority of studies comparing heritage language speakers
with non-heritage language learners (i.e., foreign language [FL] learners) have pri-
marily investigated whether or not foreign language anxiety (FLA) affects a specific
group of learners like heritage language learners in the same way it impacts tradi-
tional FL learners (Tallon 2009; Xiao and Wong 2014). Overall, they conclude that
heritage language speakers’ anxiety levels tend to be lower than those of nonheritage
FL learners in the classroom context.

These studies have extended the scope of language anxiety research to include
heritage learners, but another essential question arises as to how accurate the outcome
of these studies can be when bilingual students with immigrant or minority back-
grounds are compared to FL learners, irrespective of possible pressure and tension that
they are exposed to outside the classroom because of their transnational status (e.g.,
pressure within and outside family). In other words, immigrant/minority students’ ex-
periences in the world outside the classroom must be incorporated into the research.

Methodologically, previous research on language anxiety has conventionally been
based on individuals’ self-reports, most often gathered through Foreign Language
Classroom Anxiety Scale, FLCAS, (Horwitz, Horwitz, and Cope 1986), the most com-
monly used scale particularly in educational studies. According to Woodrow (2006),
the existing tools (e.g., the FLCAS) for assessing FLA do not suit the second language
environment. Although Woodrow (2006) does not elaborate on the reasons why the
existing scales are not appropriate, she offers a new questionnaire – the Second
Language Speaking Anxiety Scale, or SLSAS. The SLSAS assesses anxiety of language
learners (e.g., international students) studying a language in a country where that lan-
guage is spoken (e.g., English in Australia) both in and out of the classroom. These
two tools, FLCAS and SLSAS, are widely used in language anxiety research, although
they mainly target speaking anxiety in classroom settings, leaving out other important
dimensions (e.g., the world outside the classroom) and skills (e.g., writing, reading).
Finally, Dewaele, Petrides, and Frunham (2008) offer a questionnaire relating to
communicative anxiety based on a 5-point Likert scale investigating individuals’ lan-
guage anxiety levels outside the classroom in five different situations, that is, when
speaking with friends, with colleagues, with strangers, on the phone, and in public.
These scales are useful tools to describe the initial momentum or set of appraisals
that a learner brings to a new language-learning situation. However, they neither
address the immigrant experience nor the unique elements of the transnational con-
text (e.g., socioemotional outcomes of home language maintenance and/or shift).
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More recently, Gkonou, Daubney, and Dewaele (2017) bring together a much-
needed collection of theoretical and empirical research in language anxiety, showing
that language anxiety should be viewed as a complex and dynamic construct and
researched through different methods and frameworks. In his contribution in
Gkonou, Daubney, and Dewaele (2017), MacIntyre (2017) introduces the Dynamic
Approach, reflecting that anxiety is constantly intertwined with a number of various
learner, situational circumstances and other factors such as physiological reactions,
linguistic abilities, self-related appraisals, pragmatics, interpersonal relationships,
specific contexts and type of setting in which people are interacting, and so on.
MacIntyre suggests that new methods must take into consideration the complex and
dynamic characteristic of language anxiety and cultural contexts in which the affec-
tive forces stemming from physical, emotional, and social components interact dy-
namically with each other.

All these theoretical frameworks and methodologies from educational contexts
have significantly advanced the research on language anxiety, but acquiring a
deeper understanding of anxieties experienced in transnational contexts will
depend on a more fruitful integration of the psycholinguistic and sociolinguistic
factors that concurrently contribute to experiences of transnational families and
home language maintenance and/or shift. Immigrant/minority students’ experien-
ces in the world outside the classroom should also be integrated into the research.
Filling this gap in the field, the following section summarizes recent research on
language anxiety in home language maintenance. Drawing on qualitative and
quantitative methods, it illustrates various intertwined linguistic, physiological, so-
cial and emotional factors in connection with individuals’ language anxiety experi-
ences. By doing so, this chapter further contributes to the Dynamic Approach
(MacIntyre 2017) and its innovative concepts (see also Gregersen, MacIntyre, and
Meza 2014, and Gregersen, MacIntyre, and Olson 2017 in Gkonou, Daubney, and
Dewaele 2017).

3.2 Language anxiety in transnational contexts

Compared to the sizable literature on SLA in the classroom context, few studies
have examined anxiety outside the classroom in transnational families. Bae (2014),
in an ethnographic study of Korean educational migrant families in Singapore,
demonstrates that uncertainty and tension serve as an unavoidable aspect of strate-
gic migratory choices and that the fierce pursuit of neoliberal subjectivity through
global mobility works to increase family anxiety. By shifting the focus specifically
onto language anxiety and relying on questionnaire, interview, and physiological
data (i.e., two measures of electrodermal activity – skin conductance level and skin
conductance response), Sevinç (2016, 2017, 2018), Sevinç and Dewaele (2018) and
Sevinç and Backus (2019) indicate that language anxiety can be pervasive in
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transnational contexts. Turkish families in the Netherlands face challenges related
to the use of their heritage language (Turkish) and the majority language (Dutch) in
various daily communicative situations that induce heritage language anxiety
(HLA) and/or majority language anxiety (MLA) across three generations.

Sevinç (2016) first reveals a possible ongoing shift that is occurring among
third-generation Turkish bilinguals in the Netherlands and discusses socioemo-
tional consequences of this shift in the home language (i.e., a vortex of tension and
pressure). The perceived sociolinguistic need to shift to Dutch and/or pressure for
full transition to Dutch, as well as immigrant parents’ expectations for their child-
ren’s academic achievements, cause third-generation children to experience ten-
sions and ambiguities in the process of home language maintenance. Similar to the
Spanish-speaking community in Puebla, Mexico that Hill and Hill (1986) examined,
Sevinç (2016) indicates that due to this tension and pressure, transnational families
experience anxiety in their daily lives. Turkish parents are well-aware of the lan-
guage shift in progress and are discontented with their children’s Turkish compe-
tence, which inevitably triggers further tension and anxiety in the family. This is,
for instance, how DG, a first-generation immigrant married to a second-generation
Turkish man, described her third-generation 13-year old daughter’s Turkish:

(2) DG: Her Turkish is terrible. Just now too, I was speaking Turkish outside, she didn’t under-
stand me, she was staring blankly. Even if she understands, she doesn’t respond in
Turkish. Because she finds Dutch easy, and automatically she starts speaking Dutch. In
fact, she knows [Turkish] but when she doesn’t practice (. . .) I don’t feel that she knows it
in practice. (. . .) I tell her “read Turkish books, watch Turkish channels”, she doesn’t do
any of that. (35-year-old, first-generation)

On the other hand, DG’s daughter, IK illustrated her interaction with her mother
(DG) regarding their home language use, also noting the tension it created:

(3) IK: My mother gets angry when I don’t understand her. She says “your Turkish is too bad,
read Turkish books, watch Turkish channels”. Then, we quarrel. Then, I don’t speak
Turkish with her. She asks in Turkish, I reply in Dutch. (13-year-old, third-generation)

However, when asked whether she or her husband had ever read Turkish books to IK
when IK was younger, DG answered “no” and continued emphasizing that maintain-
ing the home language was mostly a stress-triggering process for them, which, build-
ing on the research on instructed SLA, can be related to the absence of positive
emotions (e.g., enjoyment) within the family. As the consequence of all the tension,
pressure, and anxiety associated with negativity, we also see that the third-generation
IK consciously refused to speak Turkish with her mother at home.

In order to further explore language anxiety in the Turkish community in the
Netherlands, Sevinç and Dewaele (2018), drawing on questionnaire data, compared
the levels of heritage language (Turkish) anxiety and majority language (Dutch) anxi-
ety across three generations of the Turkish community (116 Turkish immigrants living
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in the Netherlands; 76 female, 40 male; 45 were first-generation immigrants, 30
were second generation and 41 were third generation, see Appendix 1, Table 1 for par-
ticipants’ demographic information). They investigated the link between immigrants’
language anxiety and sociobiographical (i.e., generation, gender, education) and lan-
guage background variables (i.e., age of acquisition, self-perceived proficiency, fre-
quency of language use). The study showed that levels of HLA and MLA varied
across the three generations in different daily life situations (within the family, out-
side with friends, outside with/around native speakers). Third-generation children
suffer from a high level of HLA in all five social contexts (see above), including the
family context, particularly when they speak Turkish with their fathers and grandpar-
ents. Interestingly, the majority of the third-generation group in the study reported
experiencing medium, high, or extreme HLA with their grandparents, based on a
5-point Likert scale ranging from not at all anxious (1) to extremely anxious (5). First-
generation immigrants reported experiencing high levels of MLA particularly when
speaking Dutch with or around Dutch people, while the second generation reported
experiencing anxiety in both languages, specifically in the so-called native Dutch
speaker context. Notably, the study revealed that language anxiety in minority con-
texts appears to be a response to a variety of issues not easily captured through ques-
tionnaires alone, since statistical analysis revealed no significant correlations
between language anxiety levels and language background variables in certain social
contexts (such as within family and with friends). This finding demonstrates that lan-
guage background variables and quantitative analyses on their own are insufficient
to explain language anxiety in transnational contexts.

As a proof-of-concept study, Sevinç (2018) further evaluated the level of language
anxiety among three generations of Turkish immigrants in the Netherlands by assess-
ing autonomic arousal associated with HLA and MLA (n=30, 21 female, nine male; six
were first-generation bilinguals, eight were second generation, and 16 were third gen-
eration, see Appendix 1, Table 2 for participants’ demographic information). During a
video-retelling task conducted by one Turkish and one Dutch researcher in six experi-
mental phases (i.e., baseline (2x), free (bilingual) mode (2x), monolingual heritage-
language (Turkish) mode, and monolingual majority-language (Dutch) mode), two
measures of electrodermal activity – skin conductance level (SCL) and skin conduc-
tance response (SCR) – were recorded. The two researchers carrying out the experi-
ment first introduced themselves, underlining that one of them came from Turkey
and spoke no Dutch, and the other one came from the Netherlands and had no
knowledge of Turkish. In monolingual modes, 28 video clips were viewed and de-
scribed by the participants, in Turkish with the Turkish researcher and in Dutch with
the Dutch researcher. The aim here was to examine high levels of language anxiety
when the participants spoke Turkish and/or Dutch in monolingual mode with or
around so-called natives, as they reported in questionnaire data (Sevinç and Dewaele
2018). Third-generation bilinguals, to a greater extent than first-generation bilinguals,
demonstrated greater autonomic arousal during the Turkish monolingual mode than
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during the Dutch monolingual mode (see Appendix 2, Figure 1 for a sample of raw
data from a third-generation bilingual, illustrating high levels of HLA during Turkish
monolingual mode). Findings of this study provide evidence for the relationship be-
tween anxiety, bilingual speech and physiological reactions. The study also refers to
the link between social factors (e.g., tension and power relations between so-called
natives and immigrants), language mindsets and anxiety. As it illustrates, in transna-
tional contexts, bilinguals may get their mindset fixed on the idea that they should
be able to speak both languages fluently around so-called native speakers.

Following video-retelling experiments, interviews were held with 30 partici-
pants (21 female, nine male; six were first-generation bilinguals, eight were second
generation, and 16 were third generation, see Appendix 1, Table 2 for participants’
demographic information). There were two interviewers – one of Turkish origin,
and one Dutch – and the subjects could choose their interviewer: 12 of them chose
the Dutch researcher and 18 the Turkish one. Interviewees were informed that they
could use both languages freely. All interviews were fully transcribed and trans-
lated into English. Procedures for “open coding” i.e., the process of breaking down,
examining, comparing, conceptualizing and categorizing the data were applied to
provide structure to the interview texts (see Strauss and Corbin 1990). Sevinç and
Backus (2019) reported interview results on the causes and effects of language anxi-
ety among Turkish immigrants in the Netherlands in two main categories that are
often interrelated: linguistic aspects (language use, practices, self-perceived low
proficiency, and language contact phenomena such as frequent code-switching and
mixing two languages) and socioemotional aspects (increased tension and pressure
and issues of identity and belonging). As MRB describes below, when explaining
their reasons for language anxiety, the majority of bilinguals in the study refer to
the pressure and stress caused by the monolingual mindset that bilinguals should
be able to speak both languages fluently:

(4) MRB: It is all about the pressure and stress. [It is] because of the wish to speak both lan-
guages in the best way. We live in the Netherlands, so they [Dutch people] expect us to
speak Dutch properly. Our parents are Turkish, but we were born here, still they [our pa-
rents] expect us to speak Turkish accurately. When trying to know two languages perfectly,
you get stuck in between the two. It is not easy. (27-year-old, second-generation)

The study also suggested that language anxiety in transnational contexts has to be
understood within a larger context of unequal power relationships (cf. Bourdieu
1977; Preston 2013). It revealed the discrimination and social exclusion that Turkish
immigrants face because of their bilingual language use both in the Netherlands
and when they visit Turkey. In Turkey, an emigrant Turk living in any West
European country is labeled as almancı, meaning ‘German-like’, regardless of the
country they immigrated to. Almancı (var. alamancı) has other negative connota-
tions as well, one of them meaning nouveau riche, with the implication that the
person has recently and easily become rich and is now flaunting that wealth.
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Negative evaluations of emigrants’ Turkish linguistic and cultural skills by Turks in
Turkey were often cited as one of the main causes of anxiety, along with fear of
being mocked and being excluded in Turkey. Taken together, all these factors com-
bine to form the cluster of linguistic and socioemotional causes of language anxiety
in this immigrant community.

In the extract below, CC demonstrates that his anxiety while speaking Turkish
is closely related to aggressive monolingualism, or the monolingual mindset that is
often linked with identity and ethnic allegiances and commitments. These findings
also show that research should not ignore immigrants’ negative experiences during
their visits to their home country and the impact of these experiences on home lan-
guage maintenance.

(5) CC: Because they [Turks in Europe] are afraid that they make mistakes (. . .) as a Turkish
person, you do not know the language? (. . .) I experienced that before that I talked Dutch
to my niece unconsciously. She is normal Turkish and lives there. She said: “You Dutch
guy! What are you saying?” She laughed at me and said I need to talk Turkish more, then it
should get better. It was a joke I know, but it was embarrassing, and this is a common reac-
tion there. (15-year-old, third-generation)

Related to FLP, interview findings showed that first-generation mothers blamed the
new generation’s anxiety in the home language (i.e., Turkish) partially on the
Dutch education system for not providing Turkish classes, but also on themselves
for inadequate parenting:

(6) NVO: Because they [Turkish children in the Netherlands] don’t learn Turkish at school, and
they can’t describe themselves in Turkish. But perhaps, most of all, they lack self-confidence.
For instance, many of them constantly speak Turkish, watch Turkish channels, they have
Turkish friends but still they think their Turkish is not sufficient. They live in the Netherlands,
they go to school in the Netherlands, and they are still not sure about their Dutch level. This
[anxiety] is not related to the language levels, it is related to their insecure lifestyle, it is related
to how we raised our kids. For instance, the way that we raise children is different from the
way that Dutch people do it. We raise our children with prohibitions, fear, and panic. They
[Turkish parents] say for instance “if you don’t speak Turkish well, you cannot be a Turk” or
they say “if you don’t know Dutch well, you won’t be able to earn money”. The children get
torn between these two [opinions]. Without letting children try and learn, we expect them to
be perfect with fear. That is why they grow up insecure. (43-year-old, first-generation mother)

NVO’s comments above also point to the negative mindsets of Turkish families in
her description of Turkish parents raising their children with prohibitions, threats,
fear, and panic and emphasizing their negative views of their children’s future such
as “if you don’t know Dutch well, you won’t be able to earn money”. Furthermore,
the parents’ threat, “if you don’t speak Turkish well, you cannot be a Turk”, illus-
trates the link between identity, language use, and language anxiety. In the quota-
tion below, on the other hand, SLD describes her mother’s anger and her own fear
when she makes mistakes as reasons for her anxiety when speaking Turkish with
her mother and grandparents. In this she is like many other Turkish children:
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(7) Interviewer: In the questionnaire you reported that you feel anxious, stressed, when speaking
Turkish with your mother. Why do you feel anxious?

SLD: Well, she corrects me immediately, sometimes gets angry. For instance, when I say
something incorrect, let’s say, when she gets angry and corrects me, I am thinking then, if I
make the same error again I get scared. As a human being, I mean one gets naturally uncom-
fortable, stressed.

Interviewer: Well, how about your anxiety with your grandparents?

SLD: With them, it’s because our Turkish is insufficient you know. It’s because they talk bet-
ter than us, sometimes you know uhm I can’t find Turkish words, Dutch words come to my
mouth, and sometimes I can’t be sure if the sentence is right. I also consider myself like that
and make myself stressed. (26-year-old, second-generation)

The feeling of having inadequate Turkish skills was prevalent across all three gen-
erations and it affected communication and relationships among family members.
Many compared themselves unfavorably to Turks in Turkey, citing the attitudes in
Turkey towards their linguistic incompetence as negative. Some second-generation
bilinguals also blamed their parents’ strict monolingual practices at home as it
caused tension in their family, wishing that their parents would have spoken Dutch
to them as well as Turkish. The majority of this second-generation group believed
that their bilingualism was a disadvantage because it often made them feel that
their life was a battle-ground, and their bilingual experiences were mostly negative
and stressful rather than positive and enjoyable. SLD, for instance, associated her
bilingualism with a conflict against two languages, as follows:

(8) SLD: We learned Dutch later at school. Nobody spoke Dutch to us at home. My parents did
not even come to school once to talk to my teacher ‘cause they did not speak Dutch at all.
It has been difficult for us. Although my Dutch has improved at school, there is still that
feeling that Dutch people speak it better, ‘cause they don’t have to fight with another lan-
guage all the time, like us. (26-year-old, second-generation)

As Machan (2009) indicates, language anxiety sometimes causes individuals to avoid
the issues they find disturbing; when speakers worry about grammar, pronunciation,
or vocabulary, the real source of their anxiety is often not the language itself but is-
sues such as their transnational status, ethnic background, immigration, or social in-
stability. Particularly in transnational contexts, language anxiety can often have
negative linguistic and socioemotional consequences at individual, family, and socie-
tal levels. For instance, due to language anxiety, transnational families may give up
on using their home language, which leads to language shift. As proposed in Sevinç
and Backus (2019), there is a “vicious circle” that connects immigrants’ language
knowledge, language use, and language anxiety. Bilingual children may ultimately
avoid using the language about which they feel anxious, which, in turn, causes addi-
tional anxiety and reduced proficiency in the home language, as DG illustrates when
describing the effects of her 13-year-old daughter’s anxiety in Turkish:
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(9) Interviewer: Well, how do you think IK’s stress related to her Turkish is influencing her life?

DG: (. . .) She loses herself, she screams, yells, gets aggressive! Then, she shuts herself
down, doesn’t speak Turkish with me, shakes her head, moves her eyebrows, argh! so
annoying sometimes. Seriously, sometimes she doesn’t speak with me at all. So I am tell-
ing her: her Turkish is not improving, it is not the solution! We will never get rid of these
problems like this! Especially for her, she needs to try to speak Turkish, so she doesn’t
hate it. (35-year-old, first-generation)

In the excerpt below, on the other hand, DTB relates how her daughter’s avoidance
of Turkish has compounded the alienating effects in a socioemotional nature:

(10) DTB: My daughter for instance last summer, she behaved too ill-tempered in Turkey. She
was not affected that much when she was little, but now when she couldn’t make herself
clear, when she panicked she had nervous breakdowns! And this time she caused many
problems. She is ashamed of herself when she can’t talk Turkish. Kids [in the neighbor-
hood in Turkey] invited her to play, but (. . .) because of her Turkish fear and these break-
downs she didn’t play with them once the whole summer!

(44-year-old, first-generation immigrant)

DTB’s daughter ST further elaborates on her experience regarding language anxi-
ety, emphasizing its debilitating effects on her language use.

(11) ST: I make myself upset, then I can’t say what I am supposed to say, I forget uhm the
things I know. As this [experience] happens, I get scared more. I don’t know, but bad, yes
very bad. When it happens, for example, uhm I am forgetting all the words then. Then I
give up [speaking]. (11-year-old, third-generation immigrant)

As the qualitative evidence from Turkish families in the Netherlands discussed in
this chapter makes clear, language anxiety can be an ever-present and unavoidable
experience in immigrants’ daily communication as well as in FLP. Concerning this
anxiety, there is plenty of blame going around: Children blame their parents,
parents blame their children, parents blame the education or political system and
children and parents blame themselves and/or the society, their home or host com-
munity members. It should be noted that transnational families around the globe
experience home language maintenance in multiple ways because of variations in
their value systems (e.g., identity, cultural norms) as well as the diversity of factors
contributing to language maintenance and/or shift observed in different countries
(e.g., notions of language prestige, linguistic and cultural ideologies). Home lan-
guage maintenance of transnational families may not always lead to anxiety, yet it
is worth examining the psychological baggage of FLP in which negative emotions
(e.g., shame, disappointment, frustration, stress, and anxiety) predominate, by com-
paring transnational families from different backgrounds across different countries.
This examination is imperative for a realistic understanding of the link between nega-
tive emotions, fixed language mindsets, and home language maintenance in different
transnational contexts.
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4 Summary, conclusion and future perspectives

I began this chapter by asking whether it was possible to promote and/or maintain
the home language by provoking further anxiety or when carrying the heavy social
and psychological baggage of negative emotions or experiences (e.g., pressure, inter-
generational tension, and stress). Clearly, maintaining the home language can be an
anxiety-triggering process for members of a transnational community, which, build-
ing on the research on instructed SLA, can be related to the absence of positive emo-
tions (e.g., enjoyment) within the family. Given the adverse effect of negative
emotions and fixed language mindsets on children’s bilingual language develop-
ment, as illustrated in this chapter, bilingual children may stop using the home lan-
guage to avoid experiencing negative emotions, which is likely to cause language
shift from the home language to the language of the mainstream community. Yet
when examining this question, I further propose that research on transnational con-
texts and FLP should account for positive emotions as well as negative emotions, as
argued in instructed SLA research. Likewise, future research should not underesti-
mate the investigation of mixed emotions, particularly when exploring home lan-
guage maintenance and language shift in transnational contexts (e.g., Tannenbaum
and Yitzhaki 2016). Individuals’ attitudes towards negative experiences and emotions
also need to be examined, since they may play a fundamental role in the outcome of
language learning and FLP (e.g., Mendéz López and Peña Aguilar 2013).

To recap, what is evident from the current review is that we should expand the
study of positive and negative emotions in instructed SLA beyond the educational
settings to everyday encounters in transnational contexts. Further questions regard-
ing emotion and language anxiety in FLP remain to be explored: What role do differ-
ent types of emotions (positive, negative, or mixed emotions) play in home language
maintenance and in FLP? How do they influence home language maintenance and
FLP? Does classroom anxiety spill into life outside the classroom (Steinberg and
Horwitz 1986), does language anxiety outside the classroom (heritage language and/
or majority language anxiety) affect anxiety in the classroom, or do both dynamics
come into play in the case of transnational students? Moreover, for a better under-
standing of language anxiety and the challenges faced by transnational families
across generations, studies should not ignore these families’ experiences during their
visits to their home country and the impact they have on the families. Crucially, visits
to the heritage country may not always support home language maintenance (cf.
Guardado and Becker 2014), particularly in the presence of monolingual mindsets or
aggressive monolingualism, since they can concurrently trigger anxiety.

Emotions, both positive and negative, are one of the components of FLP and an
extremely important domain for maintaining the home language because of their crit-
ical role in forming a child’s linguistic environment, beliefs about language, as well
as their language use and practice. Regarding the investigation of emotions in trans-
national families, further research should focus attention on the integration of
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knowledge and methods in sociolinguistics and psycholinguistics. New questionnaire
and interview tools should be developed to address the immigrant experience and
the unique elements of the transnational context (e.g., socioemotional outcomes of
home language maintenance and/or shift, comprising questions related to language
mindsets, identity, tension, power relations, pressure within the family, intergenera-
tional conflict, social exclusion and so on). Likewise, drawing on the evidence for the
relationship between anxiety, bilingual speech and physiological reactions presented
in this chapter, emotional and physiological components of the transnational con-
texts should not be overlooked. Bridging these gaps in the literature and methodol-
ogy can favorably advance research in SLA as well as FLP studies. We should draw
on methods used in both areas, since many of the research questions that are ex-
plored discretely in these areas are often complementary (e.g., questions of language
proficiency, language use, language anxiety, and challenges of bilingualism).

5 Implications for families and practitioners

Research on Turkish families in the Netherlands, as discussed in this chapter, has
uncovered a link between negative emotions, fixed language mindsets, monolin-
gual mindsets, home language maintenance in transnational contexts, and the vi-
cious circle of language knowledge, language use, and language anxiety.
However, as Gkonou, Dewaele, and Daubney (2017: 221) write, “negative emotions
such as language anxiety can be counterbalanced by maintaining and increasing
the positive ones”. Anxious behaviours may therefore be decoded by transna-
tional families through positive emotions such as enjoyment. Rather than com-
batting and triggering negative emotions and avoiding unpleasant experiences,
families should boost positive emotions by fostering greater engagement in lan-
guage use and increasing the appreciation of multilingualism in their lives
through enjoyable activities that are driven by imagination and interaction in tan-
dem. To prevent or break the vicious circle, “it is important to develop not only
communicative and intercultural competence but also the resilience necessary to
overcome anxiety about failures in intercultural communication” (Lou and Noels
2019: 499). Researchers, speech therapists, and social workers involved with
transnational families should focus on developing parental support strategies for
language anxiety. In order to lead to a more positive and effective FLP experience,
helping parents and their bilingual children become aware of the negative effects
of fixed language mindsets may encourage them to use their home language, to
reduce the anxiety within the family, and to help families view social interactions
as opportunities to improve the home language. Praising children’s efforts instead
of only their ability and helping bilinguals focus on their language development
rather than comparing them with their monolingual peers can facilitate home
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language maintenance. Suggestions to reduce anxiety provided by Oxford (2017)
based on a series of interventions for classroom use and autonomous language
learning from positive psychology can also be adapted in transnational contexts
and FLP. For instance, an increase in optimism and reduction in anxiety may
occur when family members improve their relationships, when bilingual children
are taught to focus on success factors and not to view negative situations as per-
manent, widespread and caused by themselves.
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Appendix 1

Table 1: Questionnaire respondents’ demographic information (Sevinç and Dewaele 2016).

st Gen. nd Gen. rd Gen.

(n = ) (n = ) (n = )

M SD Range M SD Range M SD Range

Age (Years)  . (–)  . (–)  . (–)

Gender

Female (n = )   

Male (n=)   

Table 2: Interviewees’ and experiment participants’ demographic information (Sevinç 2016, 2017a).

st Gen. nd Gen. rd Gen.

(n = ) (n = ) (n = )

Mean SD (Range) Mean SD (Range) M SD (Range)

Age (Years)  . (–)  . (–)  . (–)

Gender

Female (n = )   

Male (n=) – – 
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Appendix 2

Figure 1: High levels of HLA and electrodermal activity during Turkish monolingual mode. Sample of
raw data from a third-generation participant illustrating event markers, skin conductance level and
skin conductance responses and the six phases of the experiment, (BL1) baseline1, (FM1) free-
mode1, (NLM) Dutch monolingual mode, (TRM) Turkish monolingual mode, (FM2) free-mode2 and
(BL2) baseline2, respectively (Sevinç 2017a).
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Amelia Tseng

6 Identity in home-language maintenance

This chapter discusses the importance of identity to home language maintenance in
several key areas of language learning and socialization: individuals, families, schools,
and society. Identity’s important role in home language maintenance (also known as
community languages, heritage languages,1 and mother tongues, see Eisenchlas and
Schalley this vol. for a detailed discussion of terms) is well-established (Fishman 1972;
Kagan 2012). However, the relationship is complex. In sections 1 and 2 of this chapter, I
present a brief overview of the relationship between language and identity as indexi-
cal, interactive, and constructed at multiple intersecting scalar levels, with particular
focus on home languages and ethnocultural identity, (mis)understandings of heritage
language speakers, and the relationship between social relations and language dis-
crimination or prestige. In section 3 I address the importance of language and identity
in families for home language maintenance, followed by a discussion of schools as
sites of language and identity negotiation as well as the reproduction of social and lin-
guistic hegemonies related to national language identities and ideologies (section 4).
The chapter concludes with a discussion of critical issues in identity and home lan-
guage maintenance, such as a Western-centric research bias, insights from indigenous
communities, and globalization and transnationalism, and a summary of key points.

1 Language and identity

Sociolinguistic conceptions of identity have evolved from foundational work correlat-
ing linguistic variation with social categories (Labov 1972) to fluid, multifaceted con-
cepts of self in relationship to others which are constructed through interaction and
grounded in the broader sociocultural environment (Coupland 2007; Le Page and
Tabouret-Keller 1986). Identities are constructed at multiple scalar levels: individuals,
groups, regions, and nations, among others. Similarly, linguistic identity construction
takes place at multiple levels of interaction, from conversations to social roles and

1 The term “heritage languages” encompasses speakers’ sociohistorical relationship to a lan-
guage while avoiding the “balanced bilingual” construct which categorized them as deficient, al-
though the term has been criticized for over-emphasizing a sense of the past (García 2005; Li and
Duff 2008; Valdés 2014). In this chapter I follow Eisenchlas and Schalley’s (this vol.) useful termi-
nological schema, which distinguishes “home language” and “mother tongue” from “heritage
language” based on competence and affective dimensions of learning and use. In contrast, their
understanding of “heritage language” emphasizes the language’s cultural relationship, commu-
nity importance, and minoritized social status, without specifying conditions of acquisition and
competency.
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broader understandings of social groups and categories (Bucholtz and Hall 2005;
Bamberg, De Fina, and Schiffrin 2011). Identity construction relies on creating distance
and affiliation/alignment (Bucholtz and Hall 2005), or sameness and distinction (Irvine
2001), and is grounded in its sociohistorical context of production, emphasizing or
erasing information in line with existing beliefs and political motivations (Irvine and
Gal 2009). The languages we speak and the way we speak them index, perpetuate, and
redefine social group membership, as do the stories we tell about ourselves and others
(De Fina 2003; Pavlenko and Blackledge 2004; Silverstein 2003).

1.1 Language and ethnocultural identity

Language is an important index of ethnocultural identity, since cultural scripts or dis-
courses of habitual language behavior are associated with social groups and qualities
(Gee 2015; Goddard and Wierzbicka 2004; Silverstein 2003). Sociolinguistic associa-
tions with language range from group membership to general attitudes (e.g. “this ac-
cent sounds friendly”) and more structured ideologies, or shared sets of beliefs about
how language reflects social membership and characteristics (for example, level of
education) (Silverstein, 1979; Preston 2002). The beliefs about prestige, privilege, and
discrimination, which inform these language ideologies, relate to the broader social
context and to power dynamics. For example, Pavlenko (2002) notes that linguistic
prejudice parallels political exclusionism, nativism, and xenophobia, This point is
echoed by Zentella’s (1997) evidence of anti-Latino prejudice in the U.S. English-only
movement and Wiley’s (2007) overview of the historical ebb and flow of discrimina-
tion against minority languages in the United States. In another example, language is
often used as an official gate-keeping mechanism to restrict immigration (Blackledge
2009; Hogan-Brun, Mar-Molinero, and Stevenson 2009; Shohamy 2006). Critical ra-
ciolinguistic perspectives examining the co-naturalization of race and language within
hegemonic racial frameworks (Rosa and Flores 2017; Alim, Rickford, and Ball 2016)
demonstrate that U.S. Latinos’ Spanish and English are perceived by white Americans
as “broken”, incorrect, or inferior, while white speakers’ second-language Spanish is
celebrated (Flores and Rosa 2015; Rosa 2016). This echoes much research where elite
bilingualism is positively viewed while minoritized communities’ bilingualism is stig-
matized and seen as a barrier to assimilation (De Mejía 2002; Menken 2013; Romaine
1999).

1.2 Language ideologies and power

The notion of separate, bounded languages cleanly distributed across social groups
and territories is itself a sociopolitically-motivated ideological construct (Anderson
1991; Irvine and Gal 2009). Bilingualism is ideological, in that systems of belief
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about what it means to speak a language inform beliefs about bilinguals (Heller
2007). Grosjean (1989: 3) cautioned that, contrary to popular belief, “the bilingual
is not two monolinguals in one person”. However, a monolingual bias persists, in
that notions of language proficiency orient to monolingual speech norms and privi-
lege idealized native-speaker language as an index of group membership and au-
thenticity (Coupland 2010; Holliday 2015). Further, language standardization and
ideologies of (in)correctness relate to social power (Baker and Prys Jones 1998), ele-
vating certain languages and varieties at the expense of non-prestige ways of speak-
ing, and assume that normal bilingual practices are inferior or impure. For
example, code-switching or translanguaging between two or more languages is
often stigmatized rather than recognized as an important bilingual practice with its
own norms and social significance (Gumperz 1977), and lingering post-colonial in-
security stigmatizes varietal diversity in comparison to an idealized peninsular
Spanish (Zentella 2007, 2014). These ideologies are reinforced through social insti-
tutions such as schools, subordinating minoritized languages and exacerbating
prejudice against their speakers (Lippi Green 2012).

1.3 Dynamism of home-language identities

Language indexicalities extend beyond ethnicity to intersections with gender, so-
cial class, etc. and the negotiation of complex situational identities (Mendoza
Denton 2002). This is amply attested in the literature. For example, Bailey (2000)
demonstrated that Dominican American youth highlight their Afrolatino identities,
which are excluded from U.S. racial paradigms, through the use of Spanish. New
identities emerge in younger bilingual generations along with new linguistic reper-
toires. Lee (2002) found that Korean heritage proficiency correlated with bicultural
identity rather than a national/ethnic cline. Kagan (2012) observed that respondents
to the National Heritage Language Research Center Survey felt hybrid or intercul-
tural identities, and He (2006: 7) demonstrated that Chinese home language speak-
ers enrolled in university heritage courses desired not only heritage language and
culture maintenance, but “to transform the heritage language [. . .] and re-create
one’s identity”.

This section summarized the relationship between language and identity, pre-
senting a brief theoretical overview followed by a discussion of language and eth-
nocultural identity, language ideology, and dynamic sociolinguistic identities. The
next section will address the role of ethnocultural identity in home language main-
tenance, including a brief discussion of the complications that arise from misunder-
standing of bilingual language repertoires and behavior.
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2 Identity and heritage language maintenance

In this section I focus on heritage language speakers, a subpopulation of home-
language speakers according to Eisenchlas and Schalley’s (this vol.) schema, in that
they are raised in homes where a minority language is spoken and may have some
but not necessarily strong competency in this language (for example, they may un-
derstand the language but not have productive ability) (Valdés 2000: 1). Generally
speaking, the strong association between language and ethnocultural identity en-
courages heritage language maintenance (Clyne 1991; Fishman 1972; Giles and
Johnson 1987; You 2005). For example, Cho, Cho, and Tse (1997) found that family
and community (along with career options) were important motivations in Korean
Americans’ desire to improve their home language ability. However, cultural distanc-
ing and assimilation pressure encourage language loss, as minority languages face
stigma and discrimination. Systemic social discrimination and lack of opportunity in
South Africa and Peru caused parents to reject community-language education
(Banda 2000; García 2005), and Chinese American children perceived their home
language as ‘useless’ due to its lack of representation in social and educational con-
texts (Zhang and Slaughter-Defoe 2009). On the other hand, minoritized languages
can be a source of covert pride and resistance (Blom and Gumperz 2000; Labov
1972), factors which were important in the revitalization of Welsh, among other lan-
guages (Williams 2014). However, symbolic importance does not guarantee survival,
as demonstrated by the worldwide trend toward minority language loss.

2.1 (Mis)understanding heritage language speakers

The relationship between home language and identity relationship is complex for her-
itage speakers (Leeman 2015). Heritage speakers often speak stigmatized language va-
rieties and have little exposure to formal registers and to literacy (Valdés 2014).
Further, their unique language abilities are often misunderstood through inappropri-
ate comparison with monolingual native speakers despite their different contexts of
acquisition (Cabo and Rothman 2012). Heritage speakers typically show characteristics
of both second-language learners and native speakers (Lynch 2003), with abilities
along a bilingual continuum (Valdés 2014). Communicative practices also change
across generations. Clyne et al. (2015) note shifts from community-language pragmat-
ics to Australian English norms and cultural values amongst European migrants to
Australia, while Zhu (2008) notes that pronominal choice within and across Mandarin
and English, reflecting home-culture norms of collectivism and respect, is both a
source of conflict between Chinese parents and their U.K.-raised children and a means
by which youth negotiate new diasporic identities (also see Purkarthofer this vol.).

Hybridity and translanguaging are inherent parts of heritage speakers’ reper-
toires as they draw on their full ranges of linguistic resources to communicate in
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different contexts (Benor 2010; García and Li 2014). New hybrid languages practices
can negotiate and mark new identities (Tseng 2015; Spitulnik 1998), as seen in
Hurst’s (2009) findings that mixed language signaled local, urban township identi-
ties for South African youth. Hybridity can also distinguish later generations from
the parent/immigrant generation (Auer 2005), marking stances towards modernism
or traditionalism (Luke 1998), indicating resistance, and creating third spaces
(Bhatt 2008; Lee 2004; Hinnenkamp 2003).

Unfortunately, when viewed through monolingual-normed understandings of
proficiency, hybridity is often stigmatized as evidence of deficient or “broken” lan-
guage (Zentella 2014). This perception is often reproduced within families, commu-
nities, and schools (Carruba-Rogel 2018; Tseng, 2018), obfuscating home language
abilities. Misunderstanding the fluid, hybrid language practices common to heri-
tage speakers is problematic since delegitimizing language is a powerful way of del-
egitimizing identity. This pressure is conveyed through the dominant society, for
example in a U.S. politician’s attack on an activist for “claiming Cuban identity
without speaking Spanish” (Vazquez 2018), and reproduced in schools, a theme I
will return to in section 4. The belief is also reproduced within communities, with
consequences for heritage speakers’ acceptance and self-esteem. For example, Cho,
Cho and Tse (1997) note that Korean language proficiency was seen as a prerequi-
site for legitimate Korean/Korean American group membership and that heritage
speakers felt “insecure[ity], shame, general uneasiness [. . .] cultural stress” if they
were unable to speak Korean when and as expected by the community (a theme
also elaborated by Sevinc this vol.). Similarly, He (2006: 11) notes that Chinese heri-
tage learners (CHL) may “fail to achieve the identity of ‘a CHL community member’
through failure to act and feel in some way expected by the CHL community or due
to the CHL community’s failure to ratify the learner’s displayed acts and stances”,
demonstrating that community identity gatekeeping extends beyond proficiency to
broader expectations of communication and behavior.

In this section, I have discussed identity as an important factor in home lan-
guage maintenance (although its symbolic value does not in itself guarantee lan-
guage survival) and touched upon some complexities of heritage speaker language
and identity. The following section will address the importance of language and
identity in families for home language maintenance.

3 Language maintenance and identity within
families

Families are important sites of home language maintenance, and factors related to
identity can support or hinder this. In this section I describe families’ motivation to
maintain home languages as part of culture and identity, the importance of family
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interactions, identity concerns of later-generation speakers, and the impact of prac-
tical/economic concerns and linguistic prejudice on family language decisions.

3.1 Home language identity and maintenance

While the degree to which minoritized groups view home language as part of their
identities can vary, its cultural value and importance in intergenerational communi-
cation generally leads families to support language maintenance as part of ethnocul-
tural identity and family solidarity. Ample literature attests to this claim. Curdt-
Christiansen (2009) found that Chinese parents in Canada believe in an inseparable
relationship between language, culture, and identity, and Phinney et al. (2001) found
that families and languages played a key role in adolescent ethnic identity. Zhang
and Slaughter-Defoe (2009) found that parental belief in the importance of language
maintenance in family cohesion and ethnic identity helped establish a Chinese-
speaking family identity and language policy, and Li (1999) discusses explicit paren-
tal expression of positive ethnic identity to support child language use in the face of
prejudice. Similarly, Melo-Pfeiffer’s (2015) research on Portuguese immigrants in
Germany found that both the inner and extended family played an important affec-
tive role in home-language motivation amongst the younger generation. Guardado
and Becker (2014) also emphasize the importance of affect in language transmission
in families, aligning it with Latino family-centered cultural values or “familism” in
their study of a Peruvian family in Canada. However, actual family speech practices
can diverge from their language beliefs and intentions, as in Smith-Christmas’s
(2014) finding that a Scottish family undermined their strict Gaelic family language
policy through extensive English use amongst the parental (as opposed to grandpar-
ents’) generation, as well as parental use of Gaelic as the language of discipline.

3.2 Home language identity, social roles, and interaction

Family home language maintenance also relates to social identity roles and interac-
tion. Wong Fillmore (1991) noted the negative impact of home-language loss on
meaningful parent/child communication, while Cho, Cho, and Tse (1997) found
that the desire for better family connection motivated Korean Americans to improve
their home language abilities. Parents, grandparents, birth order, and gender can
affect language expectations and use (Spolsky 2012). Regarding parents, Morris and
Jones (2007) found that mothers’ roles as “language decision makers” in mixed
Welsh/English households, balanced with politeness concerns about non-Welsh
relatives, influenced how much Welsh children received, while Melo-Pfeiffer (2015)
noted the important emotional role of grandparents as a motivation for children’s
home language maintenance. Regarding birth order, Shin (2002) and Wong Fillmore
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(1991) found that younger siblings tend to be less home-language proficient than
older siblings due to less parental interaction and the influence of majority-language
schooling and bilingual older siblings. In terms of gender, Arriagada (2005) found
that U.S. Latina girls tend to maintain more Spanish than boys, perhaps due to social
roles that expect them to be more involved in the home. Moreover, in terms of inter-
actional identities, Li (1996) demonstrated the importance of home language use and
rejection as parents and children negotiate roles and identities, while Weisskirch
(2005) found that children’s language brokering supported their ethnic identity,
which they viewed as part of a family/community relationship.

3.3 Home language insecurity

The strong ideological connection between home language and ethnocultural iden-
tity makes it a potent site for heritage speaker identity and insecurity, as later gen-
erations’ language profiles interact with family and community expectations (see
also section 2.1). While families can support home language use, they can also cre-
ate home language insecurity through criticism (Krashen 1998). Lytra (2012: 95)
found that Turkish diasporic parents considered Turkish proficiency “one of the
most – if not the most – significant delineator of Turkish identity” and viewed their
children’s non-native accents as sources of shame, while King’s (2013) case study of
three Latina sisters in the United States showed that ideologies of idealized bilin-
gualism in their family create anxiety and frustration around both their Spanish
and English abilities (also see Sevinc this vol.). Negative messages to youths about
their home language abilities and bilingual practices from family and community
members can create identity conflict and even language avoidance (Hill and Hill
1986; Littlebear 2003; Tseng 2018; Urciuoli 2008).

3.4 Other identity factors influencing home language
maintenance in families

Family language policy, or language use and choice in the home and related do-
mains (King, Fogle, and Logan-Terry 2008; see also Curdt-Christiansen and Huang
this vol.), are affected by broader majority/minority dynamics. While raising bilin-
gual children is often considered “good” parenting based on cultural motivations,
family language decisions are also affected by linguistic prejudice and economic/
practical concerns (Spolsky 2012). These pressures often relate to broader language
assimilation or eradication ideologies as part of national identities and policies.
U.S. Latino parents who were punished for speaking Spanish at school are hesitant
to encourage home language maintenance (Bayley and Schecter 2005). Parents may
fear that home languages will prevent their children from learning the dominant-
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group language (a common myth about bilingualism), underscoring the importance
of educating parents on the benefits of home language maintenance (Eisenchlas
and Schalley 2019). King (2001) found that Ecuadorian indigenous parents held si-
multaneous pro- and anti-indigenous ideologies due to discrimination, leading to
family language policies that contribute to language shift; and similar patterns
have been observed in Ireland (Ó hIfearnáin 2013) and Australia (Simpson 2013).
Further, positive identity construction of “good” bilingual parent identity often in-
teracts with instrumentalist ideologies of multilingualism as a valuable resource
(Curdt-Christiansen 2009). Both perspectives can be seen in King and Fogle’s (2006)
findings that parents enrolled their children in dual-language schools to support
heritage and prestige bilingualism. While these beliefs can support home language
maintenance, they can also reproduce sociolinguistic hegemony by perpetuating
the hierarchies identified by Leeman (2006) at home languages’ cost. For example,
Zhao and Liu (2010) found that English’s high practical and prestige value, and asso-
ciations of Chinese with low socioeconomic status, discourages community-language
home use in Singapore despite official bilingual policies. Ideologies of multilingual-
ism as an index of cosmopolitanism (Garrido 2017) also tend to favor elite bilingual-
ism and bilinguals at the expense of minoritized speakers.

In this section, I have reviewed key aspects of identity and language within
families as they relate to home language maintenance, and drawn connections to
family-external identity factors. The following section presents a brief overview of
home language maintenance and identities in education within a broader frame-
work of sociolinguistic hegemony.

4 Home language identity in education

I now turn to another important area: home language identity in education. While
the subject is extensive, I present a brief review of key points on several intercon-
nected levels: schools within society, classrooms and communities, and parent and
learner identity.

4.1 Imposition of dominant and deficit identities

Schools are sites of interaction between individual, community, institutional, and na-
tional identities, and have an important impact on home language loss or maintenance
(Cummins 2005; Tse 1997). Ethnic community schools often include home language
maintenance as part of cultural continuity. State schools enforce national language
identity by enacting national language policy, such as transitional bilingual education
encouraging shift to majority languages at the expense of home languages. These
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educational policies and implementation are affected by often-exclusionary official
policies such as “English Only” legislation in the United States (Flores and Murillo
2001). Further, schools often reproduce linguistic discrimination and ascribe deficit
identities to heritage speakers through misdiagnosis of bilinguals as linguistically or
cognitively impaired; the notion of “semilingualism”, or inability to speak either lan-
guage; high-stakes testing inappropriate to students’ language profiles; and biased
teacher attitudes and classroom practices (González 2012; Grosjean 2008). The negative
impact of this discrimination on students’ identity, self-esteem, and home-language
maintenance is well-established in the literature. In the United States, for example,
“heritage Spanish speakers have drifted about in a linguistic limbo, never quite fitting
into the monolingual English speaker or native Spanish speaker categories. Thus,
many have been unfairly judged by their lack of ‘proper’ Spanish skills or, even more
unjustly, been forced to abandon their heritage language in the face of the English-
only dictum” (Félix 2009: 161). Minoritized students also face systemic discrimination
that conflates race and language (see Rosa and Flores 2017), such that they are repri-
manded for speaking their home languages while white students are rewarded for
practicing “foreign languages”, and the linguistic hierarchy of English over Spanish is
reproduced within bilingual schools (Potowski 2004).

4.2 Home language and identity in classrooms

Misunderstandings of bilingualism and language and dialect hierarchies are also
reproduced at the classroom level. Where home-language support is available, heri-
tage students are often placed in foreign-language classes despite their different
learner profiles (Valdés 2014). Foreign-language curriculum overlooks heritage stu-
dents’ language skills and generally high “sociolinguistic and sociocultural com-
municative competencies” (Kagan and Dillon 2001: 509), creating assumptions that
they do not “really” speak the language (Abdi 2011), which negatively impact their
linguistic, cultural, and academic identities. Further, based on their ethnicities, her-
itage students often face unrealistic teacher expectations and are negatively viewed
as intimidating to other students (Leeman and Serafini 2017; Li and Duff 2008). Ill-
fitting expectations and curriculum can erase heritage speakers’ unique abilities
and create deficit identities.

Prescriptive attitudes towards “correctness” and non-standard dialects also cre-
ate identity conflict. Wong and Xiao (2010) note the difficulty of defining heritage lan-
guages when it comes to Chinese “dialects” and argue that dialect inclusion in home
language education supports positive learner self-identity. However, Li and Duff
(2008) found that, rather than expanding learners’ linguistic repertoires, programs
often offer “standard” varieties irrespective of their relevance to the local community.
Doerr and Lee (2009) similarly identified conflict over curricular decisions in a
Japanese heritage school, and Showstack (2012) found that monolingual standard
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Spanish was privileged over local varieties and translanguaging, both classified as
“deficient” Spanish, in heritage classrooms. These examples further demonstrate
how heritage students’ identities are essentialized in education through the ascrip-
tion of ethnocultural identities assumed to be homogenous, and the privileging of
monolingual prestige norms. However, home language identity within schools as
elsewhere is complex. For example, students may resist ascribed identities that are
inconsistent with their own senses of selves (Helmer 2013) and negotiate and con-
struct identities as bilinguals, students, and members of local social groups and com-
munities of practice, in addition to ethnicity.

4.3 Minority parental identities at school

The importance of identity in schools extends to family and community relations as
parental involvement in education supports home language maintenance (Arriagada
2005). While minority parents are agentive in community schools, their involvement at
state schools is often restricted, and negative identities are imposed: even as they are
excluded, they are portrayed as uninterested in their children’s education (Quiocho
and Daoud 2006). Some successful efforts have been made to value and incorporate
parental identities: for example, Moll et al.’s (1992) funds of knowledge teaching ap-
proach brings parents into classrooms as active intellectual contributors in order to
draw upon “historically accumulated and culturally developed bodies of knowledge
and skills” (Moll et al. 1992: 133). Furthermore, Harrison and Papa (2005) found that
incorporating kapa haka (Maori performing arts) in the curriculum creates community
connection and parental participation, and supports students’ identity development.
However, Burns (2017) and Palmer (2010) both note continued identity privilege of
white parents over minority parents in U.S. dual language immersion programs even
when school policies explicitly attempted to redress power imbalances (Burns 2017), a
trend that seems likely to continue with increased interest in elite multilingualism
under globalization (Barakos and Selleck 2019).

This section has addressed key factors in the interaction between identity and
home language maintenance in education on multiple intersecting levels related to
identity, ideology, and power in the broader sociocultural environment. The next
section will discuss further considerations for research on identity and home lan-
guage maintenance in terms of migration, indigeneity, and globalization.

5 Further considerations

This section addresses further considerations for identity and home language mainte-
nance, focusing on underexplored areas of migration and insights from indigenous
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language identities and revitalization in conversation with new questions raised by
globalization and transnationalism.

5.1 Research on home languages, identity, and migration

Much research on language and migration has focused on immigration to Western
Europe, North America, Australia/New Zealand, and the United Kingdom. Less re-
search has explored migration to and within Asia, Latin America, Africa, Eastern
Europe, and the Middle East (although see Li 2016 on the Chinese diaspora). To give
some examples of how research in these areas can add new perspectives on identity
and home language maintenance, Gu and Patkin (2013) found that South Asian youth
argued for home languages’ professional usefulness and importance in identity as a
means of resisting the lower social status imposed on them in Hong Kong, and, in a
further counter-discourse, argued for the superiority of their English over that of the
local Hong Kong Cantonese. This demonstrates a fluid navigation of the complex asso-
ciations between language and identity within a local social hierarchy as well as
English as a post-colonial and global language. In another example, Dyers (2008)
found domain-specific home language maintenance related to multilingual identity as
well as language-specific identity in families with multiple parental mother tongues in
a South African township. However, further research on the relationship between iden-
tity and home language in understudied migrant contexts is needed to enrich compar-
ative perspectives and combat Western-centric research bias.

5.2 Insights from indigenous communities

Indigenous communities offer unique insight into identity and home language dy-
namics. Questions of authenticity, identity, and agency influence the decision to el-
evate a particular language variety for official endorsement (López 2009), permeate
notions of who indigenous speakers are (Zavala 2019), and determine how, when,
and by whom languages may be used and/or written down (Currie Armstrong 2013;
Whiteley 2003). Indigenous home language and identity are also tied to political
sovereignty and cultural survival (Lee and McCarty 2017). Language rights are a key
issue in indigenous movements across Latin America (López 2009). However, iden-
tity is not enough to sustain indigenous languages in the face of ongoing neglect
and discrimination. For example, Australian Aboriginal languages are both salient
political/symbolic markers of identity and highly endangered due to a history of
state-sponsored linguicide, cultural repression, and forcible separation of children
from parents (Nicholls 2005), factors echoed in many other indigenous contexts
(Child 1998). López (2009) notes that while indigenous identity politics have ad-
vanced bilingual education throughout Latin America, inadequate understanding
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of multilingualism and of communities limit its effectiveness. Similarly, Mohanty
(2006) found that minoritized tribes in India take pride in their home languages
and associate them with group identity, but that while some groups have been able
to gain language rights through collective identity demands, others are resigned to
their marginalization.

5.3 Globalization and transnationalism

Globalization raises new directions for identity and home language maintenance re-
search through increased sociolinguistic contact and expanded power hegemonies. It
encourages global languages at the expense of minority languages and increases the
scope of instrumental language discourses and discourses associating multilingualism
with cosmopolitanism, elitism, and access to the world economy. Globalization also
increases migration and language contact, giving rise to superdiverse social contexts
(Blommaert 2010, though see Pavlenko’s 2014 critique) and to new language forms
and sociolinguistic identities which are often studied in terms of youth language, hy-
bridity, and style (e.g. Auer and Dirim 2003; Cheshire et al. 2011; Rampton 2017).

Increased mobility and new means of communication complicate the relationship
between home languages and transnational identities (De Fina and Perrino 2013), or
identities and communities that transcend national boundaries. For example, multilin-
gual immigrant adolescents use translanguaging and hybrid/multimodal language in
digital communication to maintain transnational social networks (Kim 2018; Lam
2009). While transnational indigenous communities can struggle to maintain language
in the face of home- and host-society pressure (Falconi 2013), transnationalism also
creates new possibilities for identity and home language maintenance. Transnational
indigenous identity was a key factor in the emergence of the activists leading demands
for language rights in Peru (García 2003). Similarly, transnational Andean hip hop net-
works support language maintenance and transformation (Hornberger and Swinehart
2012), and Pietikäinen (2008) notes the importance of transnational Sami media in cul-
tural identity, language maintenance, and linguistic hybridization. Further research on
home languages, identity, migration, and indigeneity is indicated as globalization and
transnationalism continue.

6 Conclusions

In this chapter, I have examined some key aspects of identity’s role in home lan-
guage maintenance. Identity is complex, dynamic, and socially constructed on mul-
tiple levels – individual, family, community, institutional, regional/national, and
beyond – all of which impact home language maintenance. While language’s
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strong indexical relationship with ethnocultural identity encourages home lan-
guage maintenance, identity alone is not sufficient support in the face of assimila-
tory pressure and structural discrimination. These macrolevel factors themselves
are part of language identity, in that they pertain to national language ideologies
which privilege dominant-group language and culture.

The connection between language and ethnocultural identity motivates home
language maintenance in families, as does language’s importance in family cohe-
sion. However, assimilatory pressure can influence families to shift away from the
home language. Further, the equivalence of language with in-group membership
can cause identity tension and discourage heritage language use amongst later-
generation speakers whose multilingual abilities and new linguistic identities are
criticized in comparison to monolingual norms.

Monolingual-normed and prestige ideology are also at play in classrooms, with
negative identity consequences for heritage speakers’ identities as home language
speakers and as students. Further, schools as a whole do not support positive mi-
noritized identities; dominant-group privilege is reproduced within bilingual educa-
tion, and minority parents are disempowered. Community schools offer more scope
for parental agency, but monolingual norming and prescriptivism remain.

Much remains to be done to understand new complexities of language and
identity under globalization. Multilingualism’s growing practical and prestige value
does not necessarily indicate support for home languages. Nationalism is increas-
ingly fraught, with language as a proxy for identity, legitimacy, and citizenship.
Transnationalism offers new directions for research on migrant and indigenous lan-
guages and identities. Finally, more research is needed on migration, identity, and
home-language maintenance in non-Western contexts to broaden comparative per-
spectives and correct Western-centric skew.
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Judith Purkarthofer

7 Intergenerational challenges: Of handing
down languages, passing on practices, and
bringing multilingual speakers into being

1 Introduction

There are few topics that are as cross-sectional as intergenerational challenges in
language practices. Research in multilingual contexts often has a strong focus on
specific age groups while others are treated as “background”. Children and parents
are the focus in family language policy research, language documentation and revi-
talization has traditionally focused on elders and has only recently also found an
interest in children as emergent speakers. In educational settings, teachers’ atti-
tudes can be in the spotlight while children are mainly talked about, or vice-versa,
and in most cases teachers and students belong to connected social worlds but
have divergent social experiences. The aim of this chapter is to give an overview of
studies dealing with more than one generation, but also to question the notion of
generations in frameworks of language maintenance.

Within the view on languages as social processes is the understanding of them
not being objects that simply emerge or can be handed down (or up for that matter)
from generation to generation, but are interactively appropriated, negotiated and
changed over time. When talking about languages being passed on or using terms
like language transmission or maintenance, languages are not seen as objects to be
handled but as processes requiring active participation from all generations in-
volved. Explicitly, intergenerational language transmission refers to a process
through which language(s) are taught and learned formally or informally (Borland
2006: 24) and make their way from one generation to the next, in rare cases also
bypassing one generation, if the grandparent generation passes a language to the
grandchildren generation directly.

In section 2 of this chapter, the notion of “generation” as a concept and how it
is relevant for multilingualism research is in focus. Section 3 then presents studies
through a generational lens, starting with research on language acquisition and in
the family context that highlight intergenerational challenges, i.e. multilingual up-
bringing in transnational contexts or family language policies with multilingual
speakers as primary caregivers. This is followed by research on language mainte-
nance in traditional minority contexts and in migration and diaspora, among others
in traditionally multilingual rural areas where three to four generations negotiate
changes in local language use. Section 3 also deals with multilingualism in institu-
tional language education, and how generational transmission through schooling
practices is relevant for children with multilingual repertoires. The final section 4
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highlights biographical research and how speakers navigate their multilingual lan-
guage biographies across the lifespan and through different generations. This sec-
tion also addresses some methodological challenges that relate to intergenerational
research and thus adds to the discussion in Juvonen et al. (this vol.). The conclud-
ing discussion in section 5 summarises the chapter and proposes future directions
for research. Throughout the chapter, I will use notions like home language, family
language and minoritized language, and while these terms are largely used as syn-
onymous, they highlight different social qualities (e.g. of being used in the home or
else being in a relatively minoritarian status vis-à-vis a majority language, that is
just as well used in the home). For an extended discussion, the reader is referred to
Eisenchlas and Schalley (this vol.).

2 Intergenerational challenges

2.1 The problem of generations

Generations can be looked at from a biological as well as social perspective. While
the lifecycle orientation in biology draws on the succession of individuals as they
are born, grow up and produce offspring of their own, the social understanding of
generations refers to shared cultural and social experiences that unite individuals
born at about the same time.

Generations and their relationships are discussed among the early problems in
philosophy and the emerging field of sociology at the end of the 19th century.
Dilthey ([1875] 1924), a German empiricist and philosopher, highlighted that the dis-
tance between (biological) generations was not to be measured in exact time but
rather “internally experienced”, while at the same time stressing the simultaneous-
ness of (social) generations. He was interested in the phenomenon of members of
the same social generations living through the same important influences, both cul-
turally and socio-politically, which would result in them forming a somewhat co-
herent group. Mannheim ([1923/1952] 1998: 170) extended Dilthey’s thoughts and in
his work The problem of generations suggested five important characteristics defin-
ing the succession of generations:

(a) New participants in the cultural process are emerging, whilst
(b) former participants in that process are continually disappearing.
(c) Members of any one generation can participate only in a temporally limited section of the
historical process, and
(d) it is therefore necessary continually to transmit the accumulated cultural heritage.
(e) The transition from generation to generation is a continuous process.

The ongoing change that is inherent in the image of generations means that mem-
bers of generations have to interact continuously (e), in order to welcome new (a)
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or see off former participants (b, c) or keep up the knowledge that was collected by
members of earlier generations (d). Researching any interaction can thus be seen as
(only) one moment in the continued sequence of intergenerational interactions.
Past, present and future have to be taken into account to understand how transmis-
sion and transition are taking place.

However, the understanding of generations is not universal, and researchers
in social psychology as well as in communications have researched relevant no-
tions in different countries and regions (Giles et al. 2003; Giles, Makoni, and
Dailey 2005; Giles, Khajavy, and Choi 2012). Intergenerational communication has
been in focus in publications across cultural contexts (e.g. Nussbaum and
Coupland 2004). An interesting finding is the cultural notion of generation and
age-group (Giles, Makoni, and Dailey 2005: 196): As the authors have shown for
comparable North American, South African and Ghanaian respondents of differ-
ent age groups, their perception of young adulthood, middle and elderly age differ
considerably, seeing a wider span in the North American respondent (young
adulthood starting earlier and middle age ending later) than in the other coun-
tries. While this does not explain the earlier onset of young adulthood, the re-
gional difference in life expectancy can account for the onset of elderly age
around 50 years in both African data sets whereas it was over 60 years for North
American respondents. At the same time, findings in this line of research have
shown that respondents in different geographical locations perceive intragenera-
tional communication as easier and less problematic (i.e. less risky or face threat-
ening) than intergenerational communication. In all researched geographical
contexts, communication with (older) relatives was viewed favourably in compari-
son to (older) non-family members (Giles et al. 2003).

2.2 The sociolinguistic problem of generations

Frameworks of language revitalization and language classification have used the
notion of generation as an important tool to assess the status of languages or
their degree of endangerment. Suslak (2009) shows how static notions of genera-
tions, as they have been present in sociolinguistic literature, fail to recognise the
inherent dynamics and even the options to move between generations. He calls
this, in reference to Mannheim’s work, the sociolinguistic problem of generations.

In Fishman’s (1991) scheme of intergenerational disruption of language trans-
mission, four of eight steps are defined by generational relations:1

1 Steps 1 to 4, not cited here, make no mention of generations, they apply to languages of little
vulnerability.
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5: The language is used orally by all generations and is effectively used in written form
throughout the community;
6: The language is used orally by all generations and is being learned by children as their first
language;
7: The child-bearing generation knows the language well enough to use it with their elders but
is not transmitting it to their children;
8: The only remaining speakers of the language are members of the grandparent generation.
(Fishman 1991, adapted by Lewis and Simons 2010:105, emphasis added by the author)

All of these steps rely on members of older generations to transmit their language(s)
to the younger generations – while they need not be biologically related, they are ad-
dressed as members of their age-groups, and shared responsibility in the community
is constructed.

The UNESCO (2009) Framework of the degree of endangerment of languages
builds on similar factors, and intergenerational transmission is seen as the safeguard
to keep languages alive. It distinguishes six stages of degree of endangerment:

Safe: The language is spoken by all generations; intergenerational transmission is uninterrupted.
Vulnerable: Most children speak the language, but it may be restricted to certain domains
(e.g., the home).
Definitely endangered: Children no longer learn the language as mother tongue in the home.
Severely endangered: The language is spoken by grandparents and older generations; while the
parent generationmay understand it, they do not speak it to children or among themselves.
Critically endangered: The youngest speakers are grandparents and older, and they speak the
language partially and infrequently.
Extinct: There are no speakers left. (italics added by the author)

In both of these frameworks, and others that follow similar patterns (e.g. Schmidt
1990; Krauss 1998), it is understood that each person can be classified as a member
of a generation and may grow up to become a member of different generations.
However, the speaker’s own position is not taken into account when assessing lan-
guages with the presented grids, and the prevailing image is that of older speakers
talking to younger ones. Repertoires that might overlap and diverse resources that
speakers draw on are not mentioned in the frameworks and there is little agency
foreseen for younger generations to react to elders.

Meek (2007), researching generational discontinuity among Kaska speakers in
Canada, found another possible interpretation of the generational grids discussed
above: She reports children perceiving themselves as not being old enough to
speak the minority language yet, as it was seen as special knowledge and thus re-
served for the elders. In work on Slovene speakers in Austria (Purkarthofer 2016),
parents voiced that once their children had learned enough Slovene in school, they
would feel confident switching “back” from the majority language, German, and
speaking Slovene with their children. While parents and teachers are members of
the same generation, parents felt that their own command of the minority language
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was not sufficient to act as role models for their children and thus, in generational
terms, it seemed that they were placing themselves as the (co-)children generation,
learning from the adult teachers.

In research dealing with multilingualism, we necessarily encounter issues of
intergenerational communication and both biological and social generations can
offer a lens to understand relationships and patterns of language use. But genera-
tional behaviour is not essentially the same all the time, it is instead made relevant
in interactions in different ways, along with other social factors like age, status,
power and language competences. In the next section, I will discuss the family, the
intergenerational lieu par excellence, and studies on family language policy to
point to the intergenerational lens in research on multilingualism and home
languages.

3 Challenges seen through a generational lens

3.1 Language acquisition in the family and family
language policy

Families are seen as the main site of generational contact, and even if this is not
exclusively so, studies on intergenerational transmission usually take families as a
starting point. Earlier chapters have already dealt with emotional needs and family
relations (e.g. De Houwer; Sevinç, both this vol.), while strategies of home language
maintenance (Schwartz this vol.) and the issue of child agency will be discussed
later in the handbook (Smith-Christmas this vol.).

Families are seen as dynamic systems, consisting of members of different
generations each having their own perspectives on, agency in and ideas about
languages and life. One important aspect in research is the experience of multilin-
gual linguistic repertoires of family members developing over time. Definitions
about what constitutes a family differ across times and contexts, and do generally
transcend the image of (just) two parents and their biological children (Cutas and
Chan 2012; Palvainen this vol.). Research on family language policy has gone
through four (Fogle and King 2017) or even five phases in the last two decades
(Lanza and Lomeu Gomes this vol.), from a focus on language acquisition of
children to a more sociolinguistic focus on conditions of language socialisation.
In order to study language socialisation, attention should be paid to the
linkages between micro and macro levels of analysis: A study design that takes
developmental changes over time into account is needed, encompassing an
ethnographic perspective, along with field-based naturalistic data collection
(Garrett 2017).
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Intergenerational challenges in family language policy research can be de-
scribed as either linked to policies and practices, and divergence between them, or
as linked to differences in expectations and perspectives. Other challenges in inter-
personal communication do of course also occur in family settings but will not be
the focus of this chapter.

Divergence between the policy and practices of a family has been repeatedly
reported and this has made it very obvious that research is needed on the models of
language distribution (with the most famous being the one-person, one-language
model) and plans for exposure and input. But research is also needed on interac-
tions in families, involving different generations, and taking language use and mul-
tilingual meaning-making into account. Studies focusing on the emergence of new
multilingual speakers have been conducted globally, but with a focus on bilingual
families in Europe and North America (for an overview see De Houwer 2017). From
the wide body of research, only some examples are given here, dealing with bilin-
gual first-language acquisition in young children (Lanza 2004), multilingual inter-
actions in daily routines (Van Mensel 2018) and interactions around the dinner
table (Tannen 2006). Languages come into the families by grandparents (Curdt-
Christiansen 2009), adopted children (Fogle 2012), and in and through transna-
tional networks (Zhu and Li 2016). Most studies report the importance of different
generations being present in the family, and identify specific strategies of parents
and caretakers that might differ from those of grandparents and other members of
the extended family. In contrast to the models of language maintenance, the trans-
fer of knowledge happens not only from older to younger generations but is rather
negotiated between all interlocutors. Studies from other parts of the world, Africa
in particular, are less common, but do emerge and present interesting data, e.g. one
study by Coetzee on adolescent parents (2018), raising their children in two ex-
tended family settings.

Recently, a focus on child agency is visible (Smith Christmas 2018, this vol.) that
has led to more studies on language transmission and learning in families (Said and
Zhu 2019), but also to a larger number of studies on older children, among them
school-aged children of Rwandan parents in Brussels (Gafaranga 2010) and teenagers
of Polish descent in Norway (Obojska 2017, 2018). In Gafaranga’s study, the manage-
ment of family languages is contrasted with face-to-face interactions, and the impor-
tance of the children being complicit or resisting intended adult language behaviour
is highlighted. In Obojska’s studies, the teenagers talk about their language biogra-
phies, but their language practices are also observed in relation to their social media
activity (see also Little this vol.). The participants in her research reported making
conscious choices with regards to the use of Polish outside of the home, mainly tar-
geting an online audience in Poland that followed their Norwegian adventures with
great interest.

Among the recent discussions of multilingual intergenerational exchanges is a
growing focus on digital interaction and also digital intergenerational interaction
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(for an overview, see Lanza and Lexander in press). Members of transnational fami-
lies communicate not only face-to-face, but their linguistic repertoires are widened
through diverse digital and mediated practices, from talking on the phone to text-
ing and using social media platforms. The interactions serve as occasions of lan-
guage use but of course they mainly strengthen the family ties (Szecsi and Szilagyi
2012). Kenner et al. (2008) show how intergenerational learning is happening
around a computer and how Bangladeshi grandparents and their grandchildren in
the UK mutually use a cultural tool to encourage interactivity and exploration.
Akther (2016) analysed a young boy’s use of two different scripts (English and
Arabic) for literacy and language practices with his grandmother, conveying mean-
ing through hybrid language use in English and Bengali, and found that this inter-
generational interaction negotiated the diverging and not congruent repertoires of
both participants.

Adult children are rarely the focus of research, with the exception of Soehl
(2016) who interprets French data from questionnaires about language behaviour.
His study is atypical in the sense that it deals with large data sets that were ac-
quired through telephone interviews as part of a nationwide survey, and that his
approach is quantitative in nature. Yet another approach is taken by Leglisé (2019),
who traces the trajectories of Brazilian families between French Guyane and Brazil,
using commented family genealogies in addition to biographical interviews. Her re-
search offers insights into continued transnational experiences and language
choices of women of the grandparent generation, using Portuguese and French
along with other resources with their spouses, children and grandchildren.

Challenges in intergenerational relations are also linked to parental expecta-
tions, motivations for language use and ideas of transmission. Expectations exist
about which languages should be kept in the family’s repertoire, which functions
need to be filled and which roles each speaker should inhabit, also in relation to
genealogies and traditional or modern images of society (Purkarthofer and Steien
2019). How explicit these expectations are is largely dependent on the sociopolitical
context and the personal characteristics of the speakers. Parental aspirations and
ideologies have been studied and the connection between language choices and
good parenting has been pointed out by King and Fogle (2006) in interviews and by
Piller and Gerber (2018) in online forums. Van Mensel and Deconinck (2017) focused
on desire in the language learning motivations of adults for their children.
Purkarthofer (2019b) looked at ideas and conceptions of parents as they were ex-
pecting their first child. The research participants were addressed as future parents,
but they were relying on their own upbringing and thus their own generational
alignment when they offered reasons and evaluations on what success in being a
multilingual speaker meant for them. It is thus visible that borders between genera-
tions are not clear-cut and that speakers draw on different experiences and changed
generational roles as they grow older.
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Future research is needed that covers social and geographical contexts that have
rarely been in focus. As grandparents, parents and children move along transnational
trajectories, their language repertoires differ considerably and conceptions of (only)
one family language across generations seem no longer fitting. Expectations regarding
languages in family settings are of course also important in relation to these changing
repertoires, and questions of communicative functions, symbolic value and the mean-
ing of transmission or language change need to be addressed. The extended family can
be seen as a nexus in language policy research, and it is of great interest how it relates
to other possible contexts. This will be the topic of the following sections, where I will
first focus on minority settings in section 3.2 and then move on to settings of migration
and diaspora, while acknowledging that these lines are not clearly drawn.

3.2 A generational effort – language maintenance
in minority settings

Multilingual families play an important role in transmitting regional minority lan-
guages, or reviving dormant languages. This section focuses on the situation of lan-
guage users in minority and diasporic settings, where the home language is usually
not the majority language (see also Mayer et al. this vol.). Power relations, the ability to
participate in societal discourses and to contribute to one’s own representation in a
majority language setting are part of the specific contexts in which generations are
called to action. I will thus discuss studies on efforts to transmit languages that tran-
scend the borders of the family, and I will distinguish traditional regional minority lan-
guage contexts (this section) from those of speakers in migration and diaspora (next
section). Attempting to present a geographical spread, I am aware that European and
Northern American researchers and languages are still overrepresented in the studies
that I will highlight.

Intergenerational transmission is considered an important predictor of lan-
guage survival and researchers dealing with minoritised languages have taken ef-
forts to research and highlight successful stories of transmission and revival (e.g.
Hinton 2013). While families have been the focus of research, many communities
world-wide have developed approaches to support the language acquisition of chil-
dren. New Zealand’s Ministry of Māori Development provides booklets, newsletter
and a website with what is considered relevant information for parents who want to
raise their children bilingually (Chrisp 2005). In this way, family efforts are met
with community or in this case state initiatives. Wales has started the distribution
of information material on early bilingual development via midwives taking care of
new-born children and their parents (Edwards and Pritchard Newcombe 2006).
However, a follow-up study (Tranter et al. 2010) showed that midwives were not per-
ceived as language professionals by parents and did not see themselves in this role.
Bilingual child-rearing would be brought up mostly in families that were already
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quite outspoken about it and met with midwives who were speakers of Welsh. It can
be assumed that there is a supportive effect of this kind of marketing material, but
given the experiences of midwives, it seemed less successful than has been expected.
While in the Welsh case parents no longer feared disadvantages for their children, in
other contexts these initiatives still compete with societal pressure, i.e. parents who
are afraid that their minority language would put their children at risk, as Lane
(2010) has shown for speakers of Kven in 20th century Norway.

Throughout the world, schools have been an important place for language trans-
mission, and chapters in this volume discuss formal education and home language
maintenance in more detail, focusing on models of formal education (Yağmur
this vol.), teacher attitudes (Mary and Young this vol.) and the mainstream classroom
(Paulsrud this vol.). Māori speakers in New Zealand have developed the concept of
language nests (kōhanga reo), pre-school childcare that immerses children into the de-
sired minority language (Lourie 2011). Hinton (2011: 312) reminds us that “it is also a
sweet irony to use schools for language revitalization since they have played such a
large role in language death.” For teachers and students, as they are also members of
their respective generations, educational institutions provide a meeting ground and,
especially in smaller communities, might be among the limited places where children
and adults are exposed to a minoritised language. Teachers are inscribed in complex
social schemes, meandering between grading and standardizing, acting as role mod-
els for minority or majority languages and as encouraging advocates of language
learning. Their training, however, often does not prepare them for these roles in an
appropriate way (Valdés 2017). De Korne (2017) presents two teachers, one in her 20s
and the other in his 60s, who each adopt a collaborative way of working towards
achieving communicative competence in Isthmus Zapotec, thus practising language
reclamation as self-definition. Both are taking the inner dialect variation and the mul-
tilingual realities of the region into account when welcoming new members into the
Zapotec speech community, but they are doing so by using their different generational
positions and personalities. Apart from the personality of the teachers (as highlighted
in De Korne’s study 2017), the wider policy plays its role in the relations between gen-
erations of language users and learners: Lourie (2011) demonstrates how changes in
the curriculum for language education influence perceived responsibility of non-
Māori and Māori learners, leaving the latter with the task to keep up biculturalism
and keep using the lesser-used language.

Generational expectations about who should learn in which way and to which
goal need to be answered in all contexts of learning. Todal (2006) describes a proj-
ect in Eastern Norway, which makes use of the Southern Saami language in school.
He highlights the positive effects on the children’s competences that were possible
by being able to hire a qualified speaker – but at the same time the difficulties to
find such a speaker in the area. Still, he also makes an interesting observation for
our topic: The children learned to speak Saami, but they would only ever use it
with adults and stick to Norwegian for peer interactions. This example also brings
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another immanent problem to the fore: A few years after the project ended, the
whole school was closed down due to lack of students. Across the world, it seems
to be a shared experience that adults and elders complain about the perceived loss
or infrequent use of minoritised languages by children. As Purkarthofer and De
Korne (2019) have shown for Slovene speakers in Austria and Zapotec speakers in
the Isthmus of Tehuantepec, this might not be the view of the children who see
themselves as speakers of the minority language. In other contexts, children are
even seen to be the driving force behind language differentiation and thus the
emergence of “new” indigenous languages (e.g. in the case of Light Warlpiri in
Australia, O’Shannessy 2012, 2015). In this case, after having had input in a baby
talk register of Warlpiri and Australian-English/Kriol from the adults in the commu-
nity, the language was used in the peer-group of children and developed into a new
paradigm distinct from the input languages.

Yet another strategy of intergenerational learning is used in Mentor-Apprentice
programs, mostly employed in the revitalisation of Indigenous languages with adult
learners. Canadian researchers found well-being effects in participants of a said pro-
gram (Jenni et al. 2017), among them a sense of reconnection after experienced trauma
through forced attendance at boarding schools, healing effects of becoming a language
mentor in elders, as well as a strengthening of the apprentices through a more positive
outlook and by taking on a leading role in the community. Basham and Fathman
(2008), in an earlier study about latent speakers that despite growing up in a multilin-
gual household never acquired the minoritised language, come to comparable con-
clusions as they highlight how the fear of being ridiculed and not having a trusting
relationship to proficient speakers can keep latent speakers from using their lan-
guage, even if they have a certain intuitive knowledge of it. But they also describe
how even for successful learners, communication and the use of languages outside of
formal domains is an issue well into advanced stages of learning. While children are
“naturally” perceived as language learners, adults have to be more explicit about
their will to learn (Chrisp 2005), which might be facilitated through explicit programs
(Basham and Fathman 2008). Terms like “new speakers” (Smith-Christmas et al.
2018) can address some of the assumptions about who is supposed to know what and
how speakers of a minority language can re-connect with the language well after hav-
ing reached adult age.

In all of the described settings, generational roles mix with other social roles.
Singer (2018) illustrates with her data from an anniversary ceremony on Australia’s
Northern coast how complex generational and societal patterns can lead to speakers
being identified with right or wrong T-shirts, used as an expression of belonging and
of alignment with clans, heritage, and language groups. Languages are in her context
not completely congruent with clans, but through a set of identification processes,
mostly along the lines of belonging to the coast or the inland people, families do ar-
rive at a shared understanding of which distinctions should be made relevant in a
given performance.
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3.3 Multilingual connections – languages across generations
in migration and diaspora

Languages of migration and languages of diasporic communities are subject to
change and may eventually move to the periphery of their speakers’ linguistic reper-
toires. In the example of the Maltese community in Melbourne, Australia, Borland
(2006) describes facilitating and motivating factors that work together to enable lan-
guage maintenance and intergenerational transmission. While the facilitating factors
are a favourable environment and opportunities for interaction (both in the diaspora
and with the homeland), she strongly links the motivating factors to intergenera-
tional exchange, in the form of upholding family communications and fostering fa-
milial ties. A third factor, not necessarily linked to generational lineage, is the
perceived benefit of bilingualism. Borland identifies a crucial moment when the chil-
dren generation reaches adulthood and leaves the family home: Only in some of her
participants’ families, the practice of speaking Maltese (or a mix of Maltese and
English) was upheld past this point. In cases where the parents expressed a feeling of
their language being stigmatized, and at times a preference for English themselves,
the children were more likely to switch to English or to speak less and less Maltese.

Sevinç and Backus (2017; also Sevinç this vol.) present an interesting approach
by analysing interviews with members of three generations of Turkish immigrants
in the Netherlands, talking about their feelings of anxiety in relation to their heri-
tage language but also the majority language in their country of residence. The au-
thors highlight how anxiety leads to less language use and thus no improvements
in language knowledge which in turn contributes to a further increase of language
anxiety.

In the case of Bangladeshi families in the London, the grandparents are crucial
in providing environments for their grandchildren to use Bangla in different ways
(Gregory, Ruby, and Kenner 2010): They model language behaviour, including liter-
acy and religious practices, and they shape spaces of observation and learning for
children of all ages. Ruby (2012) discusses in detail how one pair of grandmother
and granddaughter uses strategies of teaching and learning, and successfully en-
gages in Bangla literacy, and she concludes with the remark that those instances of
learning are rarely acknowledged in formal schooling, and that grandparents and
their resources are not sufficiently recognised.

This remark already points to intergenerational challenges that are present in con-
texts where speakers encounter institutions or are met with official language policy
(e.g. Hornberger 2014). Schools and formal environments for languages are in focus in
part 4.2 of this volume, and thus, only some aspects will be highlighted in this section.
Putjata (2017) analyses policy changes in Israeli schools, aiming at establishing a mul-
tilingualism friendly climate, and discusses how Russian speakers experienced both
the former, monolingual, and the more recent, multilingual, policy. Her findings show
a reduction in overtly negative feedback on the use of Russian and thus success in the
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policy goals. The reports from her participants, however, also indicate that change was
not that apparent in all schools or not perceived as a major change in practice.

Research on students and schools dealing with different languages should be
aware of the challenges that arise from intergenerational contact. Reath Warren
(2017) analyses curricula for mother tongue instruction in Sweden and Australia
and shows how aims and values are contradicted or constrained in some cases.
Monoglossic expectations hinder multilingual students to develop literacies in sev-
eral of their languages. Bigelow (2010) demonstrates with a careful study on Somali
youth in Minnesota how language use and literacy practices in Somali and English
are negotiated in the peer group but also with adult teachers and the researcher.
While Somali is used with family and peers, it is rarely used as a written language
and only a few of the teenagers have had schooling experience in Somali, not usu-
ally offered in the area.

Yet another case is described by Rienzner (2010) in her paper on Somali mother
tongue education entering the Austrian school system: A health professional drew
attention to the fact that intergenerational problems were encountered by Somali
mothers and their teenage daughters when it came to discussing bodily changes and
health prevention activities during puberty. While the mothers had acquired German
to some extent, they had not necessarily discussed health topics in their German lan-
guage classes, even less as they are surrounded by taboo and hardly spoken about in
mixed classrooms. The daughters (and sons, obviously) had had their health educa-
tion in the Austrian school system and were thus more proficient in these topics in
German. Their Somali, while being adequate for family interactions, did reportedly
not cover technical terms like specific body parts and biological functions. In con-
junction with a research project at the university, the Somali community with a wom-
en’s association as the driving force, initiated Somali mother tongue education in
Austrian mainstream schools and the expectation is that this helps to prevent the in-
terruption of communication in a period where health issues and personal develop-
ment call for personal exchange (Purkarthofer 2019a). If the mainstream school
system is not open for such proposals, grassroots initiatives that take on schooling
and education in migrant languages can offer relief (see Nordstrom this vol.).

The case of Somali/German exchanges around puberty highlights interruptions in
transmission – but it also demonstrates the failure to recognise intergenerational chal-
lenges that parents and their children face at times. In the above mentioned situation,
both sides were able to address each other in two languages and if using the frame-
works of language maintenance (as cited in section 2), transmission would be regarded
as successful. However, the communicative needs of the teenagers and of the parents
could not be fulfilled in any of the languages at hand. I would thus consider this an
example that accounts for language transmission that is not either happening or not
happening (in a binary opposition) but is instead partially successful. Such complex,
partial or combined transmission practices, inherently multilingual, are not repre-
sented in frameworks of language maintenance, and revisions might be needed.
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4 Becoming different generations – biographical
research, intergenerational understanding and
methodological challenges

The multilingual speaker can be seen from very different angles, as a rather solitary
individual through the lens of competence and testing, in relation to one or more
groups as a user of certain linguistic resources, and as a bearer of identities, affec-
tively linked to languages and speech styles. Furthermore, she is also linked to
other speakers through generational links. While early publications on language
transmission and shift focused on certain, relatively delimited languages, more re-
cent publications have problematised the notion of language as an abstract con-
struct and instead focus on the speaker as a whole person.

Speaker-centred approaches focus on multilingual speakers and their develop-
ing language biographies (Busch 2017; Purkarthofer 2019b). Such approaches take
the multilingual subject (Kramsch 2009), and its identity and language learning
(Norton 2013) as a focal point and highlight the importance of the diversity of re-
sources that speakers employ, transcending binary categories such as majority and
minority or home language. Over time, multilingual speakers form their communi-
cative or linguistic repertoire (Gumperz 1964; Busch 2012), consisting of language
competence; the individual’s biography including the history of language learning
and use; metalinguistic knowledge; speech styles, registers and the contexts of use,
and the ability to understand the social meaning of those; as well as aspirations,
ideologies and attitudes about languages. As speakers experience changes in their
lives, i.e. moving between speech communities, entering school or having children,
their repertoire is often changing as well. Changes in the linguistic repertoire can
be perceived as positive and liberating, opening new communicative worlds, but
they can also be frightening as in the case of forced language shifts.

Busch (2012) presents an example of a teacher living in the borderlands of
Germany and France, as the child of a French-German couple, moving repeatedly
between the countries. He describes his two main languages as they put him in an
exposed position in either language community, he sees himself “as belonging to
two language worlds but never entirely. Something always remains foreign and, as
such, suspect” (Busch 2012: 514). He expresses positive feelings towards both his
languages, emotions shared by many multilingual speakers, but also ambivalent
feelings about the social evaluations of one’s languages. As a child, his experiences
were different from the one’s he is having as an adult, and his generational position
influences the subject positions that he can inhabit as a multilingual speaker.

Speakers are perceived as members of different generations as they participate
in research projects, but in biographical research the aim is to understand how
speakers become different generations and how they make sense of their experien-
ces across the lifespan. Dilthey ([1905–1910] 1990: 307) has called for recognising
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the importance of the interdependency or “Wirkungszusammenhang” in autobiog-
raphies and the retrospective evaluation of experiences as they are linked to differ-
ent roles, ages and social positions. In a speaker-centred approach, the speaking
subject is conceptualized as one that uses a wide range of communicative resources
and draws on different meaning making systems, not necessarily attributable to
one or the other “language”. However, as Blackledge and Creese (2008: 535) note, it
is necessary to highlight the very real effects of languages as social constructs:

If languages are invented, and languages and identities are socially constructed, we neverthe-
less need to account for the fact that at least some language users, at least some of the time,
hold passionate beliefs about the importance and significance of a particular language to their
sense of ‘identity’.

Researchers in speaker-centred approaches tend to explicitly take their positioning
into account and the role of the researcher, who is also situated along the genera-
tional continuum, is thought to have an influence on the topics and the interac-
tions more broadly. Being a researcher comes with being a daughter, a father or an
elder (Giampapa 2011), it is linked to being a professional and sometimes a profes-
sional stranger (Agar 1980), and the cultural and societal expectations of research,
age, gender, religion, ethnicity, positioning, language(s) and professional status
cannot be ignored. Relations to the research participants are influenced by power
relations, questions of authority and previous experiences with research (Singer
2018; Maquire 2005). As knowledge and use of languages come with social hierar-
chies, these will also play a role in the choice of medium of data collection or in
the multilingual set-up of encounters. Securing understanding and integrating
strategies to ensure that participants and researchers are on the same page seems
necessary in the research process.

As most researchers enter the field as adults, working with children becomes an-
other important point in intergenerational research: Clark (2011) calls for methods
that take children’s voices into account, while Mayall (2002) highlights the need for a
sociology of childhood that thinks of children’s worlds using their relevant catego-
ries. Researchers in different fields have called for and developed methods to collect
data with children, using creative methods involving speech and drawing (Prasad
2018), photographs and video formats, storytelling techniques and identity texts
(Cummins and Early 2011).

5 Conclusions

Intergenerational challenges need to be addressed not so much as a research field on
its own but rather as a necessity in research that involves speakers. I argue that we
need to be more explicit about the generational positions of research participants,
but also mention their sense of generations, that is, their understanding of social
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relationships linked to biological and social generations. An explicit focus on inter-
generational relations, as in a workshop at the 20th International Congress for
Linguists in Cape Town in 2018,2 can be a good starting point to review one’s own
categories and re-examine assumptions about roles and competences linked to mem-
bers of generations. Being able to describe social relations and using terminology
that has meaning in a given context can be steps to enhanced awareness of genera-
tional challenges. It will be important to take speakers’ own categories (i.e. kinship
terms, heritage and alignment with languages) into account, but at the same time be
open for non-traditional family structures and relationships between generations.

In multilingualism research and with a focus on home languages, generational
transmission needs to be seen as the meeting of repertoires – not one language that is
passed on but instead speakers meeting with and in several of their linguistic resour-
ces. King (2016) makes a passionate case for looking both at learners of minoritised or
endangered languages, and mostly at those who are eager to learn despite being out-
side of institutional contexts, and at migrant learners who are on the verge of passing
the age of schooling. From the point of view of intergenerational challenges, I find
these learners to be of particular interest: While they might have been considered
learners “on the margins”, they are central actors in a generational line. They are pa-
rents, aunts and uncles, teachers and educators – or in the case of just-out-of-school
youths, they will be soon. Their interactions are likely to reach those younger as well
as those older than them and thus their language use is likely to influence other
speakers. Research on their experiences, their circumstances and motivations for
learning, and how they are linked to expectations for other generations, is needed.

Attention to the generational set-up of learning opportunities can help to work
along cultural or social expectations that might facilitate the integration of emergent
speakers, adult learners or speakers who perceive themselves as peripheral members
of a speech community. Breeching expectations can on the other hand open non-
traditional learning opportunities, i.e. for minoritised languages in urban centres.
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Elizabeth Lanza and Rafael Lomeu Gomes

8 Family language policy: Foundations,
theoretical perspectives and critical
approaches

1 Introduction

The family has come into sharp focus in recent sociolinguistic inquiry, spearheaded
by the burgeoning field of “Family Language Policy”. While the name was originally
coined by Luykx (2003) in her study of family language policy and gender socializa-
tion in bilingual Aymara households, it was through the now classic article by King,
Fogle, and Logan-Terry (2008) that it gained currency in the establishment of a key
field of scholarship. This field did not evolve in a vacuum, yet its clear profile in sci-
entific inquiry is witnessed by the myriad of publications bearing the title of family
language policy. The importance of investigating family language policies is clearly
articulated in King, Fogle, and Logan-Terry (2008: 907): “they shape children’s devel-
opmental trajectories, connect in significant ways with children’s formal school suc-
cess, and collectively determine the maintenance and future status of minority
languages”. Today the study of family language policy (hereafter FLP) has indeed be-
come a catalyst in promoting the sociolinguistic inquiry of language practices and
policies in multilingual transnational families, although not all such studies actually
refer to themselves as studies of FLP (Lanza and Lexander 2019). Emanating from the
field of language policy, FLP was originally narrowly defined as “explicit and overt
planning in relation to language use within the home among family members” (King,
Fogle, and Logan-Terry 2008: 907), with a firm anchoring onto the decision-making
processes families undertake in the home and how these may relate to child language
learning outcomes. Inspired by Spolsky’s (2009) tripartite model of language policy,
attention has been given to language ideologies, language practices and language
management in the family with Spolsky (2012) himself referring to the family as “the
critical domain” of language policy.

While firmly rooted in language policy research in its incipient days, FLP re-
search initially defined its purview in relation to work on child language acquisi-
tion, pointing out the need to assess the impact of language ideologies on language
use to the child, such as the one-person–one-language policy, and how this im-
pacted the child’s language development. Currently, however, studies of FLP en-
compass not only investigations of actual policies in the home but also language
practices, in other words, not only “explicit and overt planning” but also implicit

Note: This work was supported by the Research Council of Norway through its Centres of Excellence
funding scheme, project number 223265.
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and covert language practices, including literacy (Curdt-Christiansen 2013). This is
an approach that is along the lines of contemporary language policy research (cf.
Hult and Johnson 2015; Tollefson and Pérez-Milans 2018) through which language
practices may be seen as de facto grassroots language policy (King and Lanza
2019a). As King and Fogle (2013: 172) state, “FLP addresses child language learning
and use as functions of parental ideologies, decision-making and strategies con-
cerning languages and literacies, as well as the broader social and cultural context
of family life.” Accordingly, underlying language ideologies have been investigated
through the study of family language practices in multilingual transcultural fami-
lies (see Curdt-Christiansen and Huang this vol.) and in educational environments
(see Mary and Young this vol.). Whereas earlier FLP studies attempted to “draw
clear causal links across ideologies, practices, and outcomes” (King 2016: 731),
more recent work focuses on meaning-making, experiences, agency, and identity
constructions in transnational families (Zhu and Li 2016; King and Lanza 2019a; Li
and Zhu 2019; Purkarthofer and Steien 2019; Smith-Christmas 2019). Hence in the
course of about ten years, we have witnessed the establishment, transformation and
shift in focus of a field of inquiry that can provide an important key to understanding
the role language plays for family members, not only in regards to children’s lan-
guage development by the time they enter into the educational system of a society,
but also in the construction of a family’s identity, including both children and adults.

There are reviews of research on FLP that highlight various factors contributing
to, and impacting, family language policy (see for example, Caldas 2012; Curdt-
Christiansen 2018; Lanza and Lexander 2019; Curdt-Christiansen and Jing Huang
this vol.). The goal of this chapter is rather to provide an overview of the development
of the field of “family language policy” and its theoretical perspectives, tracing its
epistemological roots from the early 20th century and onward to the flourishing field
of inquiry in the new millennium. This involves crossing disciplinary borders to en-
compass research on child language acquisition, bilingual upbringing, language so-
cialization, and language maintenance and shift – all of which have contributed to
FLP as we know it today. We also aim to present a critical approach to the field with
an eye to its future.

In the following, we first give an overview of the roots of the study of FLP in
child bilingual acquisition research (section 2), covering both psycholinguistic and
sociolinguistic scholarship. Subsequently, we document the growth of the field
from 2008 to the present, presenting an overview of publications, indicating the di-
versity of populations and languages studied (section 3), and finally before con-
cluding (section 5), we provide an overview of relevant theoretical perspectives and
critical approaches to the field as it has developed thus far (section 4), in the hope
of paving the path for future innovative and socially grounded approaches to the
study of multilingual transnational families.
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2 Foundations: The family in research on home
language development

Home language maintenance and development pinpoints the family as the primary
social and affective unit for the language-learning child. However, in any study of
family language policies and practices, an important question to address is actually
how one may define family. In an article on family studies published 20 years ago,
Holstein and Gubrium (1999: 3) open by stating “The question ‘What is family?’ is
still controversial”. Twenty years later, this question is still controversial or at least
debatable in today’s highly connected society. Holstein and Gubrium (1999: 5) pro-
posed a social constructionist approach and argued for the importance of analyzing
the family as “interpretive practice”, positing that “[t]his view of interpretive practice
is quite different from the conventional vision of family as a group or object to be
described and explained”. This is in line with shifts that have taken place in sociolog-
ical understandings of family from traditional approaches that see “the family as a
social institution governed by rigid moral conventions to an idea of family and wider
personal life as diverse sets of practices” (Chambers 2012: 33). Correspondingly, while
the home may be the locus of the family and the hub for language maintenance and
development, the complexity of the notion of family is accentuated by the different
types of family with some as transcultural families resulting from immigration and
transnational movement, while others are from intercultural marriages and bonds;
some are recently established, and others have existed for generations. Globalization
only serves to intensify the encounters of different traditions, values and languages
of the various members of the family (Lanza and Li 2016). We return to the complex-
ity of families in sections 3 and 4 below (see also Palviainen this vol.), and now turn
to the development of the field of FLP.

In a commentary to a special issue on multilingual transcultural families
(Lanza and Li 2016), King (2016) points out the historical context of FLP research
anchoring it within a long line of research traditions, by sketching various phases
in its development. These may be summarized as follows:
1. Classic diary studies by linguist parents
2. Bilingual language acquisition studies focused on central psycholinguistic

questions
3. A turn to a more sociolinguistic approach: the establishment of FLP as a field of

inquiry
4. A turn to include a more diverse range of family types, languages, and contexts
5. A focus on globally dispersed, transnational, multilingual populations, and

ever-greater heterogeneity and adaptability in research methods.

While phase 3 marks the discernible onset of what is now called FLP (King, Fogle, and
Logan-Terry 2008), phases 4 and 5 are in progress, addressing researchers’ increasing
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awareness of, and concern for, the shortcomings of earlier studies of FLP. In this sec-
tion, we examine in particular the roots of FLP, that is, phases 1 and 2, as well as the
impact of other closely related established fields, namely those of language socializa-
tion and language maintenance and shift, in the turn to sociolinguistic approaches to
the family in phase 3. FLP initially took issue with studies of child bilingual acquisi-
tion and second language learning, posing questions regarding the impact of language
policy on language learning. FLP differs, however, from more psycholinguistically ori-
ented investigations of childhood bilingualism: “rather than targeting the child, the
emphasis of FLP is on the balance between and use of languages within the family
unit” (King and Fogle 2013: 172).

In the first phase of FLP, the role of the family and social life is highlighted.
Classic diary studies on bilingual children have provided important insights into
the study of bilingual first language acquisition (BFLA) and early second language
learning in a home context. Indeed, the very first documented study of FLP in a bi-
lingual family is Ronjat’s (1913) carefully detailed account of his son Louis’ bilin-
gual acquisition of French and German through age 4;10, with a French-speaking
father and German-speaking mother, living in France. Ronjat was advised by lin-
guist Maurice Grammont to employ what is referred to as the One person–One lan-
guage (“une personne, une langue”) method or policy, the impact of which is still
studied today (for example, Döpke 1992; Palviainen and Boyd 2013; Venables,
Eisenchlas, and Schalley 2014). Louis’ father spoke only French to him in the home
while his mother kept to German, and as predicted by Grammont, the child devel-
oped both languages and kept them separated. Another relevant diary study is
Leopold’s (1939–1949) four volumes focusing on his daughter Hildegarde’s simulta-
neous acquisition of English and German in the US, also using the One person–One
language policy. In Leopold’s work there is more emphasis on meticulous descrip-
tions of the child’s linguistic forms; however, language use in the family receives
due attention. His claim that the young child exposed to two languages from birth
does not learn bilingually but rather welds the dual presentation into one unified
system would come to have a strong impact on child language scholars in the years
to come (cf. Lanza [1997] 2004: 18–23).

In the second phase of FLP, the family took on a backstage role in the study of
bilingual and multilingual acquisition in developmental psycholinguistics, which
subsequently dominated research on bilingual and multilingual acquisition in chil-
dren. During this second phase, a focus was on the language-internal and individ-
ual cognitive mechanisms at play in the acquisition process (cf. Volterra and
Taeschner 1978), and what was called “input” was not seen as relevant for studying
the bilingual child’s purported transition to language differentiation from a stage in
which the two languages were welded, a claim forwarded by Leopold (1939–1949).
The interaction between the two languages, or language mixing, was at the heart of
the one system vs. two system hypothesis of bilingual acquisition. Lanza (1992,
[1997] 2004) took a sociolinguistic and discourse analytic approach in order to
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address this classic psycholinguistic question concerning early language differenti-
ation, arguing for the importance of studying parent–child interaction in evaluating
the child’s language mixing and positing that the question of one system or two was
not the right question to ask in regards to language mixing. The theoretical perspec-
tive employed was that of language socialization (cf. Duranti, Ochs, and Schieffelin
2011), which is at the very foundation of FLP work today. Children are socialized to
use language and socialization occurs through the use of language. That is, lan-
guage learning and socialization go hand in hand, and this occurs within interac-
tional contexts, as socialization is an interactive process, with the child as an active
agent (Schieffelin and Ochs 1986).

While developmental psycholinguistics moved away from the one system vs.
two system hypothesis with studies validating the separate development of two lan-
guages morphologically and syntactically (Genesee 1989; Meisel 1989; De Houwer
1990), an interest in the role of input in BFLA gradually evolved. It took time, how-
ever, before the claim was accepted that quantity or quality of linguistic input
might be relevant to the course of language acquisition (Snow 2014: 117). Today is-
sues concerning input and experience in bilingual acquisition have received in-
creasing attention with a focus on variation in input and the effect on language
acquisition (Grüter and Paradis 2014; Unsworth 2013). The family per se has not
been in focus, rather the quantity of input in each language and the quality of that
input defined and measured as various factors such as the variety of speakers pro-
viding language input, and the types of activities for which the language is used.
Nonetheless the importance of the family in bilingual development was clearly ar-
ticulated in Carroll (2017) in her appeal to developmental psycholinguists to con-
sider language socialization; she states that “the realities of bilingual family life are
complex and patterns of language use in the home, including patterns of parental
language use (studied via recordings), merit detailed examination” (Carroll 2017:
8). Although developmental psycholinguistics gave impetus to the onset of FLP re-
search, it appears that there is mutual impact across both fields. As noted by Quay
and Montanari (2016: 37), “The trend to study BFLA as part of FLP is expected to
increase awareness that the varied learning environments in which bilingual chil-
dren are raised in the home in the early years and outside the home in child care
facilities and educational institutions strongly affect their language and academic
learning”.

Hence two different approaches contribute to the study of the bilingual/multilin-
gual child in the family, as noted in the second phase of FLP: developmental psycho-
linguistics and sociolinguistics. Both have distinct theoretical and methodological
origins and distinct analytical foci. And within sociolinguistics, we see the impact of
research in both language socialization, and language maintenance and shift, as we
turn to phase 3. Each of these approaches has distinct origins and foci. As Ochs and
Schieffelin (2011: 1) state, “language socialization research integrates discourse and
ethnographic methods to capture the social structurings and cultural interpretations
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of semiotic forms, practices, and ideologies that inform novices’ practical engage-
ments with others”. Thus anchored in anthropology, this research views cultural
beliefs linked to child-rearing practices in the interactional process of language
socialization (cf. Okita 2002). Studying this requires an analysis over time and
hence ethnographic methods. The family is a “community of practice” (Wenger
1998), a social unit that has its norms for speaking, acting and believing and
hence “provides a focus on praxis, the cornerstone for language socialization”
(Lanza 2007: 47). The sociology of language and the seminal work of Joshua
Fishman (1991) are the driving forces behind the study of language maintenance
and shift in communities, including work on heritage languages (e.g. Döpke
1992; Higgins 2019) and encompassing a variety of research methods. Fishman
himself pointed out that it is the micro-level of face-to-face interaction and so-
cial life within the intimate family that plays a decisive role for language mainte-
nance and language shift.

Hence various research traditions have contributed to the field of FLP, as we
know it today. It has, as noted above, its origins in language policy research yet has
discernible influence in current studies from research traditions investigating both
language socialization, and language maintenance and shift (see for example Caldas
and Caron-Caldas 2000; Tannenbaum and Howie 2002). Moreover, the child’s agency
in socialization, language maintenance and shift, and language policy in the family
has also received increasing attention in studies of multilingual families (Gafaranga
2010; Kheirkhah and Cekaite 2017; see Smith Christmas this vol.).

3 The establishment of family language policy
(FLP) as a field of inquiry

FLP as a field of inquiry bearing this name dates back to King, Fogle, and Logan-
Terry’s (2008) seminal article, as noted above, and the ever-growing interest in fam-
ily language policies and practices is demonstrated by an increasing number of
publications, including books (for example, Fogle 2012; Schwartz and Verschik
2013; Smith-Christmas 2016; Macalister and Mirvahedi 2017) in addition to overview
articles in handbooks, anthologies, and encyclopedias (Curdt-Christiansen 2018;
King and Fogle 2016; Smith-Christmas 2017; Lanza and Lexander 2019). There has
also been a rise in the number of special issues of journals that have focused on fam-
ily language practices and policies (Curdt-Christiansen and Lanza 2018a; Higgins
2019; King and Lanza 2019a; Lanza and Curdt-Christiansen 2018; Lanza and Li 2016;
Li 2012). The individual studies in these contributions illustrate on the whole the myr-
iad of methods used in research to document family language policies and practices,
encompassing both qualitative and quantitative methods: large scale language use
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surveys, online questionnaires, interviews, language portraits, focus group conversa-
tions, ethnography, diaries, and interactional analyses of video recordings.

To trace the development of the field, Figure 1 presents an overview of the
growing number of publications self-identifying as studies of “family language pol-
icy”. While there are still many studies that deal with what may be considered the
scope of FLP and yet are not entitled “family language policy“, in our overviews we
focus exclusively on those studies purporting to be FLP. In order to get an overview
of these publications, we utilized the search engine Oria,1 which covers the well-
stocked university and research libraries of Norway, yielding results such as books,
articles, magazines, music, movies and online resources. Our focus was on books,
special issues of journals, and journal articles. Our search criteria required the men-
tion of family language policy in the title or abstract of the named work. We took
2008 as a point of departure given the publication of King, Fogle, and Logan-Terry
(2008), and set May 2019, the time of writing of this chapter, as the end cutoff
point. As we see in Figure 1, there has been an increase over time of publications
with various degrees of intensity over the past decade.

Figure 1: Number of FLP publications per year January 2008 – May 2019 (N = 164).2

1 https://www.oria.no.
2 We thank Research Assistant Mari J. Wikhaug Andersen for her indispensable assistance in find-
ing and documenting all of the relevant FLP studies and for constructing the figures and table.
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In tracing these publications over time, one may discern shifts in focus in FLP re-
search, as noted by King and Lanza (2019b). Initial research questions aimed to dis-
cern the link between explicit planning and parental language use, and language
learning outcomes in multilingual children, similar to the call to action in King,
Fogle, and Logan-Terry (2008). More recent studies, however, focus on (1) language
as a means through which multilingual adults and children define themselves and
their families; (2) globally dispersed, transnational or multilingual populations be-
yond the traditional, two-parent family; and (3) research methods that attend to
meaning-making in interaction as well as the broader context. In other words, refer-
ring back to King’s (2016) phases in the development of FLP, we see that FLP stud-
ies have moved into phases 4 and 5. The field has increasingly seen the need to
probe the impact of a diversity of family configurations, going beyond traditional
understandings of the nuclear family to investigate, for example, adoptive families
(Fogle 2012), families with co-located grandparents (Ruby 2012), and LGBT families
(see Goldberg and Allen 2012) in various contexts. The complexity of parenting is
clearly illustrated in Coetzee (2018) who emphasizes the processes of “family mak-
ing” across households. She documented the socialization of two young boys born
to adolescent mothers living in socio-economically marginalized neighborhoods in
Cape Town in a multilingual South African community. In contrast to the home en-
vironment typically portrayed in FLP studies, these children’s young parents do not
live together, but rather with their respective extended families and the children.

An overview of the FLP literature published between 2008 and 2019 indicates a
diversity of geographical locations reported as the context for the individual study
(Figure 2) and the languages investigated (Table 1). While Figure 1 lists all of the
studies self-designated as FLP studies, including overviews and theoretical discus-
sions, Figure 2 is more narrowly focused on actual empirical studies. It should be
noted that some publications were based on data collected in more than one coun-
try. In such cases, each country was counted separately. Smith-Christmas (2017: 18)
justly pointed out that “there is a dearth of research situated within Africa or the
Middle East (apart from Israel)”, and this we see clearly in Figure 2. In fact, Figure 2
illustrates that most studies, although not all, address FLP in what may be referred
to as “WEIRD” countries (Western, Educated, Industrialized, Rich, and Democratic;
Henrich, Heine, and Norenzayan 2010). We may ask: What about low-status lan-
guages in economically marginalized societies, as well as indigenous and endan-
gered language communities? And what about such languages in diaspora in
“WEIRD” locations? There is clearly a need to examine FLP in light of socio-
political parameters. This opens the discussion for critical approaches to the study
of FLP, to which we return in 4.2 below.

The language most often represented in the empirical studies covered in Figure 2
is English (N = 82). A wide variety of languages, however, is addressed in the sur-
veyed FLP studies from 2008 to 2019, as noted in Table 1. While this list does not
provide any information on how the individual languages were paired in particular
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geographical locations nor how they ranked in a sociolinguistic hierarchy in the spec-
ified geographical location, it nonetheless indicates a representation of speakers of
languages usually associated with certain geographical locations from across the
globe. Furthermore, it is interesting to note the terms that are used to account for the
languages used at home. For example, Curdt-Christiansen (2016), in her study of lan-
guage ideologies and practices of three multilingual families in Singapore, distin-
guishes between Hokkien and Mandarin as opposed to employing the cover term
Chinese, used in turn in her 2009 study on the languages used by Chinese parents in
Quebec, Canada (Curdt-Christiansen 2009).

Figure 2: Overview of the number of FLP publications by country (N = 146).

8 Family language policy 161

 EBSCOhost - printed on 2/9/2023 9:07 PM via . All use subject to https://www.ebsco.com/terms-of-use



The use of named languages, as illustrated in Table 1, also brings into question
the extent to which FLP engages with current sociolinguistic theorizing concerning
the nature of language and language in practice, with an emphasis on the multilin-
gual speaker’s linguistic repertoire and engagement with translanguaging. We re-
turn to this in section 4.2 below.

Table 1: An overview of languages (as named by researchers in their own studies) investigated in
FLP studies (2008–2019).

Afrikaans Greek Latvian Russian

Albanian Gujarati Lithuanian San Lucas Quiaviní Zapotec

American Sign Language Hakka Lokaa Scottish Gaelic

Amharic Haryanvi Luganda Sinhala

Arabic Hebrew Luxembourgish Slovakian

Azerbaijani Hindi Malacca Portuguese
Creole

Spanish

Bengali Hokkien Malay Swahili

Cantonese Hungarian Malayalam Swedish

Castilian Ibibio Mandarin Tagalog

Catalan Igbo Maori Tagalog/Visayan

Chinese Indonesian Marathi Taiwanese

Czech Inuktitut Marwari Tamil

Dutch Irish Ndebele Telugu

Efik Italian New Zealand Sign
Language

Teochew

English Japanese Nigerian Pidgin Tetum

Estonian Javanese Norwegian Thai

Farsi Judeo-Spanish ‘Ōlelo Hawai‘i Tibetan

Filipino Kalanga Persian Turkish

Finnish Khmer Polish Ukrainian

French Korean Portuguese Urdu

Fulfulde Kurdish Punjabi Veneto dialect

Galician Kutchi Putonghua Vietnamese

German Lao Qur’anic Arabic Zapotec
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4 Theoretical perspectives and critical approaches
to the field

FLP research has, as noted above, followed developments in the field of language
policy and planning through its shift in focus from explicit planning in relation to
language use in the family to including bottom up language policies through practi-
ces. We may evaluate to what extent other current theoretical perspectives may con-
tribute to enhancing the field.

There are two broad processes of change in the transformation of current socio-
linguistic research on multilingualism, as pointed out by Martin-Jones and Martin
(2017: 1), including (1) “broad epistemological shifts in the field of sociolinguistics to
ethnographic and critical approaches”; and (2) “increasing focus on the study of the
social, cultural and linguistic changes ushered in by globalization”. These changes
encompass the escalation of transnational population movements, the introduction
of new communication technologies and their intensified use, and changes taking
place in the political and economic landscape of different regions of the world. All of
these factors will impact on families and their linguistic heritage, with current schol-
arship in the field demonstrating the turbulence of contemporary globalization. For
example, Gallo and Hornberger’s (2017) three-year ethnographic study traces the ex-
periences of an eight-year-old girl following her father’s deportation from the US, and
poignantly illustrates how she engages with FLP within her routine daily interac-
tions, shadowed by the threat of deportation.

More generally, recent language-related scholarship has attended to certain de-
velopments in the social sciences – for example, decoloniality (Castro-Gómez and
Grosfoguel 2007; Mignolo and Walsh 2018), epistemologies of the South (Santos
2018), and southern theory (Connell 2014) – which challenge not only well-received
concepts about language and language use, but also foundational epistemological
and ontological assumptions behind the elaboration and reception of these con-
cepts. Heugh and Stroud (2019), for example, propose a southern lens through
which multilingualisms can be better understood. Pointing to the limitations of
northern literature to account for multilingual practices of peoples from the Global
South (including those in diaspora), Heugh and Stroud (2019: 7) suggest that “care-
ful listening to the voices of people of the south and close observation of their
agency and indeed ownership of linguistic citizenship, indicate that attempts to de-
fine and delimit the nature, variability and scholarship of multilingualisms found
in some enthusiastic northern literature are misplaced”. Another pivotal contribu-
tion to redressing the imbalance between northern and southern perspectives in so-
ciolinguistics is Milani and Lazar’s (2017) special issue on discourse, gender, and
sexuality. An important consequence of such approaches is also the expressed en-
gagement with southern literature. How this impacts FLP will be discussed below.
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In the following, we delineate some theoretical perspectives and critical ap-
proaches that address the changes outlined above, and illustrate how these per-
spectives and approaches may play out in family multilingualism research.

4.1 The complexity of family across time and space

As pointed out in 1, the notion of family is indeed complex as is communication
within families. Growing transnationalism is an earmark of contemporary society
with families often making many moves across geographical spaces. FLP studies
tend to capture a family’s policies and practices at any given point in time, while
these are indeed dynamic and change over time. Hence there is a need to trace
transnational families’ policies and practices across time, as emphasized by Hirsch
and Lee (2018). Decisions about language policies in the home may be rooted in vi-
sions to return to the home country or to make a future move, for whatever reason.
The family can be conceptualized as a dynamic temporal body and FLP should be
analyzed accordingly.

Technological advances have greatly transformed communication with social
media allowing transnational families to be multi-sited, or “stretched” (Porter et al.
2018), and yet interact intimately. Research on multilingual transnational families
has shown increasing attention to the interface between language use and media
use, that is, how families are constructed through multilingual language practices
“in contexts of transmigration, social media and technology saturation, and hyper-
mobility” (King and Lanza 2019b: 2). Nonetheless, this interest has so far not
brought about a substantial body of research on how linguistic practices in inter-
personal mediated communication affect family language policy and practices in
transcultural families. A number of investigations from digital anthropology and
media studies have zoomed in on the transnational family to study how the use of
media shapes the migration experience and contributes to the management of inter-
personal relationships. For example, in work on transnational family communica-
tion, Madianou and Miller (2012) introduced the term polymedia to highlight the
impact of a variety of media technologies on particular interpersonal relationships
(see Lanza and Lexander 2019, for an overview of work on digitally mediated lan-
guage practices in multilingual families; see also Palviainen this vol.).

Digital communication opens up a wide vista for the study of family language
practices and inherent family language policies across space. At the same time, such
mediated communication forces us to rethink theoretical conceptions of the fam-
ily as a space, particularly in regards to other digital and online media, for ex-
ample, online news media’s representations of families in periods of intensified
migration. Lanza (2020) points to a salient debate in the Norwegian media
prompted by an article published in a national newspaper concerning the poor
school success of children with a particular immigrant background. This led to a
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prominent Labor party politician advocating in the media that parents speak
Norwegian in the family and not their home language. The idea that politicians could
regulate language use in the home is against all Norwegian traditions, as Lanza
(2020) points out. Political pressure on family language policies ensued in the follow-
ing months after the politician’s profiled remarks. This incident calls into question
the very notion of the family as a private space.

In classic sociolinguistic theorizing, the family has been considered a private
domain, a cluster of settings and relationships affecting language choice (Fishman
1991). However, as scholars working on space have maintained, space is constantly
negotiated between various social actors having different discursive power, mate-
rial constraints, and spatial practices (Lefebvre 1991; Massey 2005). As such, the
family can be conceptualized as a space along the private – public continuum of
arenas of social life. The notion of the family as a “space” has been advanced in
applied linguistics – as a space for language learning (Canagarajah 2013) and a po-
tential safe space for the family’s language learning and use, especially important
for children (Purkarthofer 2019). Mediatized discourses on migrant families have
thrust the family into the public eye, and hence to be constructed as a public space
that can be commented upon, accepted and/or rejected. However, the family is also
negotiated as a public space in online media by parents themselves, especially
through online blogging (Lanza 2018a). The media of parenting websites, online
discussion forums, and blogs are a growing setting for exchanging experiences and
advice on raising children, with so-called ‘Mommy blogging’ as a specific type of
social media usage that is a common and growing phenomenon. Blum-Ross and
Livingstone (2017) take up intensive parenting in the digital age and note that
“sharenting”, that is, sharing parenting experiences, has become ever more digital,
visible, and scrutinized. FLP has been conceptualized as an important element of
good parenting, yet there is a scarcity of studies addressing the multitude of online
blogs/vlogs and online parental forums that focus on the raising of children multi-
lingually (but see Bello-Rodzen 2016; Piller and Gerber 2018). A close look at the
many multilingual parenting online blogs reveals that several offer consultancy
services in addition to advice to families aiming to raise their children bilingually/
multilingually. Furthermore, an innovative study of the “language consultant” as
“a new professional service for multilingual families” in expat situations (Daussa
and Limacher-Riebold 2018) illustrates how FLP can and has become a commodity
in late modernity, similar to online parenting blogs offering services for families.
Hence the family can be negotiated as a public space open for scrutiny and amena-
ble to change, as advised by public actors. In some cases, families are constructed
as public space by the media while in other cases, families actually choose to go
public.
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4.2 Critical approaches to family multilingualism

While there is increasing attention to mobility and linguistic diversity resulting in
widespread multilingualism in a European and North American context, there is a
growing interest and need to draw attention to Southern experiences of multilin-
gualism, mobility and diversity (cf. Léglise 2017; Skutnabb-Kangas and Heugh
2012). This was also documented in Figure 2 above. Discourses of multilingualism
have been circulating in Africa, Asia and Latin America for the past century or more
and have been appropriated into Northern debates in Europe and North America
and then returned, reconfigured, to Southern contexts (cf. Comaroff and Comaroff
2012; Connell 2014). Dialogue between northern and southern conceptions and
practices of multilingualism is paramount for advancing the field of multilingual-
ism (see Kerfoot and Hyltenstam 2017; Guilherme and Souza 2019) and this includes
the field of FLP.

Lomeu Gomes (2018) points out how many of the studies of FLP build ostensi-
bly on Spolsky’s seminal work on language policy and planning (for example,
Spolsky 2004, 2009). While this model has elucidated many interesting aspects of
FLP predominantly in the global North, it falls short in addressing important issues
relevant for the global South. Following Santos (2018), the global South refers not
only to the geographical South, whose populations have had the weight of domina-
tion from the global North, but also areas in the global North where certain groups
of people struggle against oppression and injustice. Lomeu Gomes (2018: 51) pro-
poses “a decolonial approach to family multilingualism” in order to advance the
study of FLP theoretically by moving beyond theoretical frameworks that can be un-
derstood as “Western-centric, canonic epistemologies”. Accordingly, such a critical
approach to family multilingualism may provide a more robust theoretical frame-
work to anchor social categorizations (such as class), and shed light on various mi-
gratory trajectories across the North and South. Such an approach may unpack the
discursive reproduction of how gender, race/ethnicity and social class are hierar-
chized in intercultural encounters of parents from the global South living in the
global North (Lomeu Gomes forthcoming). Moreover, it may reveal the affective di-
mensions of being othered as people attempt to make sense of themselves as belong-
ing to and constructing multilingual families (cf. Tannenbaum and Yitzhaki 2016).

A decolonial approach to family multilingualism would also challenge canonic
understandings of central concepts such as family, language and policy, which are
often taken for granted in various studies. While the notion of family is gaining in-
creased attention in FLP studies, the very conceptualization of language so central
to current sociolinguistic thinking (for example, “metrolingualism”, Pennycook and
Otsuji 2015; “translanguaging”, García and Li 2014; Li 2018; for a critical discussion
about “home language”, see Eisenchlas and Schalley this vol.) has not received suf-
ficient attention, as noted above in regards to Table 1 in which named languages
are listed as more or less autonomous systems that can be separated into discrete
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units and counted. Multilingual families seem, however, to orient to named lan-
guages while their activity is indeed translanguaging. There is a tension between
the purported need to maintain names for languages, as in the fight for language
rights of endangered languages, and the need to acknowledge the fluid borders of
named languages. Nonetheless, FLP has the potential to contribute to the theory of
language by engaging in the theoretical debates of named languages.

A critical approach to the study of policy and the extent to which certain practi-
ces can be conceived of as management (or policy) involves a tension in “the
blurred distinction between the concepts of language practices and language man-
agement” (Curdt-Christiansen and Lanza 2018b: 126). As noted above, in research-
ing contemporary multilingualism, Martin-Jones and Martin (2017) call for critical
and ethnographic perspectives. Our understanding of the relationship between pol-
icy and practice can be enhanced through more ethnographic perspectives and in-
teractional analyses revealing actual language practices in the family.

Many FLP studies are in fact already engaging in these critical discussions and
debates that go beyond the impact of Spolsky’s model, as Lomeu Gomes (2018)
points out. Pertinent examples that draw on concepts and debates from critical re-
search traditions include Revis’ (2016) employment of a Bourdieusian framework to
analyze child agency in FLP, and Nandi’s (2018) use of the Foucauldian concept of
governmentality to examine the language practices of parents. While drawing on
the works of Bourdieu and Foucault yields a necessary development in FLP, these
dialogues remain within the Eurocentric canon of critical research (see Mignolo and
Walsh 2018; Santos 2018). In order to capture the social reality of contemporary
multilingualism, the study of multilingual families needs to draw on Southern per-
spectives and realities of multilingualism and not only those of the global North.

5 Conclusion

In this chapter, we initially presented an overview of the foundations and develop-
ment of the field of family language policy, drawing on King’s (2016) phases of its
historical context. We then highlighted the scholarship in the field since the publi-
cation of King, Fogle, and Logan-Terry (2008), which marks the beginning of the
field identifying itself as “Family Language Policy”. Finally, we raised theoretical
issues relevant for the sociolinguistics of globalization, and culminated our discus-
sion in a presentation of a critical approach to the study of family multilingualism.

Research on FLP has demonstrated that family matters, not only for the multi-
lingual child’s language development, as revealed in earlier studies, but also for
the family’s identity and meaning-making. The family is embedded in society as the
context for home language development and maintenance with discourses on trans-
national families and heritage languages (Smith-Christmas 2019) potentially
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playing a significant role for promoting or dissuading multilingualism through heri-
tage language maintenance.

While FLP acted as a magnet to attract scholars to give more serious attention
to the family in sociolinguistic scholarship, time will tell whether the name will pre-
vail as an index to the field in future studies of multilingual families’ policies and
practices, or whether the field as initially proposed will “splinter”, which King
(2016: 731) foresees as potential. Although many current studies do not use the term
family language policy, they have been motivated by the wave of sociolinguistic
studies focusing on the family and home language maintenance. Returning to the
foundations of FLP research, the call for attention to the family as having explana-
tory value in developmental psycholinguistics may in fact be seen as an impact of
the field since its development. Hence a potential future sixth phase in King’s tax-
onomy of phases in the development of FLP (see section 2) may witness a returned
focus to the impact of FLP on child language learning outcomes. In order to effec-
tively study and understand the multilingual child’s language development, we
need to draw on insights from both FLP and multilingual acquisition research, both
sociolinguistic and developmental psycholinguistic approaches (Lanza 2018b). A
socially real study of FLP, however, must draw on the perspectives of a critical ap-
proach to family multilingualism. Indeed, the evolving complexity of the field of
FLP in the past decade bears witness to the complexities of families in the new mil-
lennium and the dynamic nature of home language maintenance and development
as manifested in family language policies and practices.
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Xiao Lan Curdt-Christiansen and Jing Huang

9 Factors influencing family language policy

1 Introduction

Family language policy (FLP), a critical element in home language maintenance in
ethnic minority contexts, is dynamically influenced by “a wide range of linguistic
and non-linguistic elements, variables, and factors” (Spolsky 2004: 41). As families
are a microcosm of a macro society, reflecting the larger sociocultural environment
in which they are situated, they constantly interact with others in socio-linguistic,
socio-cultural, socio-economic and socio-political contexts (Curdt-Christiansen
2018). Because of the social nature of families, the study of home language mainte-
nance with regard to FLP goes beyond parenting at home to encompass different
domains related to family decisions, such as education, and the public linguistic
space (Spolsky 2009) as well as many different aspects in individual family
members’ everyday life, including emotions, identity, and cultural and political al-
legiances (Curdt-Christiansen 2009, 2014, 2016; de Houwer 1999; King, Fogle, and
Logan-Terry 2008; Pavlenko 2004; Piller 2002; Tannenbaum 2012).

Recently, a number of important volumes and studies have addressed not only
how families navigate the use of language in the home, but also what impact social,
economic and political forces have on family language practices (for examples, see
Curdt-Christiansen and Lanza 2018; Curdt-Christiansen and Wang 2018; Macalister
and Mirvahedi 2017; Lanza and Curdt-Christiansen 2018; Lanza and Li 2016; Revis
2019; Smith-Christmas 2016; Fogle 2012).

This chapter starts with a brief introduction outlining the recent developments
of FLP. In section 2, the theoretical model of FLP is introduced to illustrate how in-
ternal and external forces interact to influence the formation of FLP, and definitions
are provided together with a critical discussion of the different types of these inter-
nal and external factors. Following that, in sections 3 and 4, major contributions to
the field are discussed with focus on a few major studies that examine internal fac-
tors such as emotions, identity, and parental impact beliefs, and external factors
such as language status, socio-economic and socio-political realities. By using em-
pirical studies, the chapter illustrates how family language policy as a dynamic
socio-cultural practice is shaped by both linguistic and non-linguistic forces in dif-
ferent types of families, geopolitical contexts, and macro-level policies. Section 5
outlines suggestions for future research into factors that have not been or are rarely
included in the field as they are related to recent development of new technologies
and depend on emerging variables resulting from increasing transnational migra-
tion and evolving language policies.
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2 Family language policy – a dynamic model

Research on family language policy (FLP) has developed considerably over the past
decade (see Lanza and Lomeu Gomes this vol.). Apart from examining what types
of practices were best for language transmission outcomes, more recent lines of FLP
scholarship have reframed key questions on FLP by recognising the family as a dy-
namic system in a changing world (King 2016). While language policies at large are
set to change or influence social structures and processes, language policies
enacted in a family domain are based on the individual family’s perception of social
structures and social changes (Curdt-Christiansen 2009). Immigrant parents often
encounter the dilemma of either raising their children bilingually or only in the so-
cietal language. While they often desire that their children maintain the home lan-
guage and at the same time learn the school language to succeed at school subjects
(De Angelis 2011), the dilemma to raise children bilingually or only in the societal
language is never a fading issue. There are many factors that influence parents’
choices about “what will strengthen their family’s social standing and best serve
and support the family members’ goal in life” (Curdt-Christiansen 2009: 326).

Curdt-Christiansen (2009, 2014, 2018) developed an FLP model illustrating the
complex interplay of FLP and its socio-cultural-political-linguistic environment (see
Figure 1). Building on Spolsky (2009)’s triadic model of language policy (see Lanza
and Lomeu Gomes; Palviainen; Smith-Christmas, all this vol.) and language social-
isation theory (Duranti, Ochs and Schieffelin 2011; Lanza 2007), this FLP model pro-
vides a theoretical conceptualisation to depict how different factors influence
family language decisions in dynamic ways.

2.1 The inner core

Situated within the broader socio-cultural, socio-economic, socio-political and
socio-linguistic context, the inner core represents the three interrelated components
of FLP. According to Spolsky (2004, 2009), language ideology, made up of beliefs,
refers to how family members perceive particular languages; language practices
refer to what individuals actually do with languages; and language management is
the interventional measures used to maintain and develop a particular language.

Within a family, there are rules and norms for speaking, acting and believing.
Making rules and decisions on what language(s) to practice and encourage, or to
discourage or abandon, depends largely on the beliefs and values that family mem-
bers ascribe to certain languages. Curdt-Christiansen (2009, 2012) contends that
this decision-making process is not only related to parental beliefs and goals for
their children’s multilingual development and educational success, it is also related
to the emotional and identity needs of family members.
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These beliefs and goals are driving forces for caregivers to provide language
and cultural environments as well as facilities, accessible to family members, for
language socialisation and maintenance. As deliberate and explicit efforts (lan-
guage management), these environments include literacy-related resources in the
home language, parental involvement/investment and different forms of capital in
engaging home language development. As implicit language socialization practices
(language practices), these environments refer to the linguistic and cultural resour-
ces for language use and practices. These environments are crucial for home lan-
guage maintenance and development because they provide the natural “speech
resources” (Blommaert 2008) to which children are exposed within and outside a
family. In other words, without an adequate linguistic and cultural environment, it
is unrealistic to expect any children to maintain and develop a home language.
Therefore, FLP decisions are influenced by language ideologies, the nature of inter-
generational speech resources, parents’ educational background, their own lan-
guage learning experience, their migration history, and the family’s economic
resources.

In this regard, the influencing variables can be divided into two major types of
forces or factors: internal factors and external factors. Although the two types of
factors are categorised as two distinct entities, they are actually closely related and
sometimes blurred together; they form the ideological bedrock for language
choices, linguistic practices and language investments at home (see Curdt-
Christiansen, 2009, 2014, 2018). In the following section, we provide a discussion of
the two types of factors.

Language Ideology
Beliefs and values

Language Intervention

–  Heritage language

Language Practices

–  Linguistic environment

–  Cultural environment

External Factors

–  Socio-cultural (e.g.

    religion)

–  Political (e.g. 

    educational policy)

Internal Factors

–  Emotion

–  Identity

–  Family culture and 

    tradition
–  Parental impact belief

–  Child agency

–  Home literacy environment

–  Economic

–  Socio-linguistic

Figure 1: Dynamic model of family language policy (adapted from Curdt-Christiansen 2009:335,
2014:37).
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2.2 Internal factors

Internal factors refer broadly to language-related variables that can maintain or
break a close family bond and intimate relationship between family members.
These factors include “emotion”, “sense of identity”, “cultural practices and social
norms” that parents or caregivers perceive as important and valuable for family
ties. Concomitantly, “parental impact beliefs” and “child agency” also play a cru-
cial role in home language maintenance (see Smith-Christmas this vol.).

The emotional factor concerns the role home language plays in the relationship
between the generations in a family. Research into emotions and language shows
that home language serves not only for heritage maintenance but also for strengthen-
ing the emotional ties between family members (de Houwer 1999, 2015; Okita 2002;
Pavlenko 2004; Tannenbaum 2012). Pavlenko (2004, 2012) points out that intimacy
and emotional development take place in two parallel processes during primary lan-
guage acquisition. The first is related to perceptual development where children form
their emotional concepts of all sensory modalities, such as visual, auditory, tactile
and visceral, through language socialisation. The second process involves linguistic
affective conditioning where children develop linguistic associations with emotionally
charged experiences and memories. During this process, words and phrases take on
affective connotations and have deep personal meanings in that some are linked to
love, others linked to fear, and others again linked to taboos. As a result, using the
primary language can invoke deep emotional reactions and make family members
feel “closer” in daily interactions. Home language fluency also enables meaningful
communication between generations (Wong Fillmore 1991).

The identity factor is related to an individual’s perception of self as a member
of a family. This identity is related to the ethnolinguistic origins of the family (see
Tseng this vol.). As a symbolic representation, home language is, in some families,
the most significant cultural and ethnic feature reflecting family roots and heritage,
despite the fact that family members may simultaneously take on other identities
related to their profession and have membership of multiple communities (e.g.
Little 2020). Heritage identity, in the context of intergenerational transmission, can
be a contested issue that may cause conflicts between family members (Blackledge
and Creese 2010; Zhu 2008).

The cultural factor refers to cultural practices and social norms to which a fam-
ily adheres. Like identity, culture can be interpreted and experienced differently
from one member of a family to the other and from one generation to the next
(Little 2020; Mu 2014). Within a family, some parents/caregivers may expect their
children to learn the home language in order to maintain a cultural “loyalty” to the
home country and continue to maintain certain cultural values and social practices
which may or may not be consistent with those of the host society. As a conse-
quence, the home language may be lost or altered because of conflicting values at-
tached to it (Curdt-Christiansen 2016).
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Parental impact beliefs (de Houwer 1999) refers to parental convictions about
their own capability and responsibility for raising children in a home language or
bilingually. Such beliefs are motivated by parents’ past educational experiences,
cultural upbringing and disposition, migration experiences, and knowledge of rais-
ing bilingual children. All of them are reflected through parental expectations of
their children’s linguistic and educational development (Curdt-Christiansen 2009).
This factor is one of the most crucial factors in home language maintenance as it is
directly related to parental involvement and investment in the process of language
learning and development.

Child agency, in the context of FLP, can be defined as children’s active role in
making decisions about patterns of family language use (see also Smith-Christmas
this vol.). While child agency is noticeable in immigrant families, the notion is com-
plex because generational gaps in cultural values and social norms exist inherently
between the parent/grandparent generation and the child generation (Fogle 2012;
Revis 2019; Said and Zhu 2019; Smith-Christmas 2016, 2018). Language socialisation
practices between mainstream society (including school and peer culture) and
home can be drastically different oftentimes involving competing social and cul-
tural values as well as political affiliations. Such competing forces can lead to emo-
tional, psychological and ideological consequences that may or may not lead to
home language loss (Little 2020; Pavlenko 2012). Therefore, child agency should be
treated with careful consideration in specific cultural or linguistic contexts (Ahearn
2001).

2.3 External factors

While internal factors tend to focus on close analysis of face-to-face interactions
and social life within the family (Curdt-Christiansen 2009, 2016; Curdt-Christiansen
and Wang 2018; Fogle 2012; Gafaranga 2010; Lanza 2004, 2007; Li 1994), families
do not live in a vacuum, isolated from the larger socio-cultural environment. On the
contrary, they are always influenced by external factors, including socio-linguistic,
socio-cultural, socio-economic and socio-political factors (Spolsky 2004, 2012).

Socio-economic factors refer to the economic forces or linguistic capital that a
particular language evokes or vice versa (Bourdieu 1996). In other words, they are
the interconnections between languages and the economy (Grin 2006). Language
economics is a field of study that seeks to address whether and, if so, to what de-
gree language variables affect economic variables, such as earnings and salaries.
Tollefson and Tsui (2018) argue that economic forces are central in most language
policies. FLP decisions on whether to continue developing a home language are
often related to the economic benefits to which the language can provide access.

Socio-political factors concern individuals’ rights, resources and access to ed-
ucation (e.g. language-in-education policy), civil activities, and political decisions.
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FLP is often influenced by parents’ concerns about their children’s education in the
societal/mainstream language. If immigrant families see their home language as an
educational barrier or problem, preventing them from accessing educational infor-
mation and their children from participating in education, then the chances of
maintaining this home language are very small.

Socio-cultural factors refer to the symbolic cultural values that particular lan-
guages represent. In this perspective, languages are viewed as manifestations of cul-
ture. As mentioned earlier (see child agency), mainstream culture and school culture
as well as peer culture can be strong forces that compete against or strengthen the
home culture (c.f. Tse 2001; Oriyama 2016). Therefore, FLP often faces challenges and
may struggle with the mainstream ideology to resist language loss.

Socio-linguistic factors provide resources for parents to form beliefs about what
kind of languages are good/acceptable or bad/unacceptable. Such beliefs are typi-
cally reflected in parents’ attitudes towards mixing mainstream language with home
language or their preference for a particular language variety. In immigrant contexts,
many Chinese parents, for example, decide to teach their children Mandarin rather
than their home dialect because of the prestige and instrumental value of Mandarin
in today’s world.

While the above discussion may present the factors as internal and external,
there is, in reality, no clear distinction between the two types of factors. Language-
in-education policy as an external factor, for example, influences parental decisions
on whether to (dis)continue home language development which is reflected in their
impact beliefs. Child agency is also a blurred factor between internal and external
categories as child agency is often related to school culture, peer culture as well as
mainstream culture. These cultures, by category, are external factors that shape
children’s agentive role in FLP. In this regard, internal and external factors are in-
herently related.

These factors, as evidenced in above discussion, act as driving forces for family
members to make critical decisions about continuity or discontinuity of home lan-
guages. Unpacking the influences of these factors can “enhance our understanding
of the power relationships between linguistic varieties and cultural and symbolic
values” (Curdt-Christiansen 2013: 4). In the following section, we present empirical
studies to demonstrate how these factors are interconnected and crucially shape
language ideologies and practices in different types of families.

3 Internal factors: Changing cultures, evolving
identities and conflicting views

When combating language shift and loss, immigrant families encounter tremen-
dous challenges from mainstream ideologies, children’s culture, and peer influence
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on children’s social values, as well as from public education and macro language
policies (Curdt-Christiansen 2009, 2016, 2018; Little 2020). In recent years, scholars
have paid particular attention to emotions, parental impact beliefs and child agency
(e.g. Fogle 2012; Pavlenko 2012; Smith-Christmas 2016; Tannenbaum 2012). These
shaping factors turn families into contested fields with conflicting views from differ-
ent policy actors (family members) within the same families.

3.1 Harmonious family relationship

Home language maintenance, as argued by some scholars (de Houwer 2009, 2015;
Okita 2002; Pavlenko 2004, 2012; Tannenbaum 2012), can be an important element
for a harmonious and cohesive family relationship. De Houwer (2009), for example,
studied a bilingual Dutch-English child (Lauren) in Belgium. At age three, Lauren
spoke fluent Dutch and understood some English. Her productive English, however,
was restricted to “yes” and “no”, which is understandable as her exposure to
English was limited and the input came only from her father who often traveled.
Her father perceived this linguistic behaviour as a “rejection” of him. De Houwer
argues that by not speaking the parents’ language, a child may affect the harmoni-
ous relationship in a family. Similar cases have also been reported by other scholars
where parents feel guilty for not passing on their heritage language (Curdt-
Christiansen 2016; Okita 2002). Okita (2002), in her study of children of Japanese
and English heritage in the UK, reported Japanese mothers’ conflicting feelings
about not using Japanese with their children when they started schooling in
English. Curdt-Christiansen (2016), in her study of Singaporean families, also illus-
trated the parents’ conflicting emotions and regrets for not passing on their heritage
language.

In addition to the conflicting feelings expressed by parents, studies have shown
that emotional expressions used by parents in their L1 emerge as more authentic,
natural and genuine (Pavlenko 2004). Therefore, terms of endearment or other
strong emotions expressed in L1(s) offer an opportunity for language maintenance.
The relationship between emotions and home language maintenance has been re-
ported by Tannenbaum and Berkovich (2005) in their studies of 180 adolescents
from families that immigrated to Israel from the former USSR. Focusing on attitudes
and other emotional aspects, they found that home language maintenance in
the second generation is associated with harmonious family relations which lead to
the well-being of immigrant parents and children. They concluded that successful
home language maintenance is largely attributable to children’s internalisation of
the emotional dimensions that their parents attach to the L1.
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3.2 Parental impact beliefs

While children’s emotional identification with their parents has a strong influence
on home language maintenance, parents’ impact beliefs (De Houwer 1999) about
their children’s ability to learn the home language can be a decisive factor, inform-
ing their FLP decisions and thus affecting the linguistic environment they provide
for their children. Such beliefs are often instantiated through parents’ expectations
of their children’s bilingual development. Pérez Báez (2013) studied language shift
of speakers of San Lucas Quiavini Zapotec within the home and in the diaspora con-
text in Mexico and California. She found that parents held weak impact beliefs in
their ability to support their children’s bilingual development leading to ineffective
FLPs and language shift in both home context and diaspora community. These
weak impact beliefs were derived from the strong external forces associated with
the assimilation ideology in the US. The example provides evidence for the close
relationship and blurred characteristics of internal and external factors.

In contrast to the weak impact beliefs, strong impact beliefs held by parents
have been found in diaspora context with regard to minority home language main-
tenance. Curdt-Christiansen (2009) studied Chinese immigrant families in Quebec
where Chinese, English and French were part of the children’s language repertoires.
Believing that “language is a window to the world” (Curdt-Christiansen 2009: 367),
the parents in her study provided rich linguistic resources for home language devel-
opment. The findings revealed that parents’ perceptions of maintaining Chinese
and developing French and English simultaneously (multilingual proficiency) were
clearly related to their past educational and migration experiences, and beliefs in
the market values of the different languages in Canada and beyond (Curdt-
Christiansen 2009; Zhu and Li 2016). Similar findings have been reported in studies
of immigrant families in other parts of the world, demonstrating that impact beliefs
are contributing factors that inform FLPs (Curdt-Christiansen and LaMorgia 2018;
Kang 2015; Li 2007; Ren and Hu 2013).

3.3 Child agency and home language maintenance

A harmonious and cohesive family relationship is not always easy to achieve in im-
migrant families. Migration background and experiences have crucial effects not
only on individual family members’ language practices but also on relational fac-
tors such as culture and identity. As family members have different encounters and
experiences during their migration trajectory, conflicts of identity and culture be-
tween generations may arise.

Zhu (2008) studied family language talk between parents and children in
Chinese diasporic families in the UK. Using a detailed analysis of sequential move-
ment in conversations, she demonstrated that “conflicts in values and identities are
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negotiated, mediated and managed” (2008: 1799). Family language policy in these
participating families is thus negotiated through intergenerational conflict talk as a
result of different life experiences, socio-cultural values and linguistic practices be-
tween members of different generations. Critically, Zhu points out that family dy-
namics and family values are changing because societies are changing; such
changes, however, have crucial effects on home language maintenance.

Also looking at the evolving sociolinguistic environment of immigrant families
in the UK, Little (2020) explored families’ attitudes towards home language devel-
opment and their efforts to support or develop the home language in their families.
Involving 212 families from a wide variety of cultural and linguistic contexts, she
looked into how attitudes towards heritage language may be linked to identity. By
asking “Whose heritage? What inheritance?” she drew attention to the notions of
peripheral vs. essential and pragmatic vs. emotional aspects of heritage language
learning. While parents may have an “essential/emotional” attitude to their home
language and view it as an essential aspect of their identity, children may struggle
to identify with their parents and find it difficult to understand their parent’s deep
emotional need. She points out that because of the external influence from school
and society, and because of the lack of resources for home language learning and
use, children tend to regard their home languages as peripheral. The study, again,
demonstrates the influences of blurred internal and external forces, which together
contribute to the incomplete home language development.

While the outcome of children’s home language development may not have been
as the parents expected, recent studies reveal that children can exert their agency to
make creative use of their heritage language and the mainstream language (Said and
Zhu 2019; Mu 2014; Zhu 2008; Smith-Christmas 2016, 2018). Said and Zhu (2019: 773)
reported a case of third generation Arabic speaking bilingual children who “mobilise
their multiple (and developing) linguistic repertoires creatively to assert their agency
in language use and socialisation”. By analysing mealtime interactions, they argue
that the acts of agency are enacted through the children’s knowledge and manipula-
tion of their parents’ preference for Arabic. These “bottom up” (child negotiation of
parental decisions) vs. “top down” (explicit parental decisions) language negotiations
are conducive for successful development or maintenance of home language. They
demonstrate that the children’s clever manipulation of their metalinguistic knowledge
contributes to their language learning and cultural appreciation of the “home” lin-
guistic environment, because family values go hand-in-hand with language develop-
ment through socialisation processes. They finally contend that a flexible FLP may
encourage active involvement in language learning and create positive experiences
related to home language development which, in turn, invite children to assert their
agency to develop a close family relationship. This positive perspective on the value
of children’s agentive role is congruent with De Houwer’s (2015) harmonious bilin-
gualism and Schwartz’s (2008) co-existence of L1 and L2 environment for bilingual
development.
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However, child agency does not always result in a positive home-language
learning experience. Very often, child agency can go against parental language de-
cisions for home language maintenance, thus causing conflicts within families.
Fogle (2102), for example, found three types of agency in children’s heritage lan-
guage development in adoptive families: resistance through ‘nothing’ response, in-
teraction through the frequent use of wh-questions, and influencing their parents’
language choice. Revis (2019) also studied child agency in Ethiopian and
Colombian refugee families and communities in New Zealand. Employing a
Bourdieusian theory as conceptual framework, she illustrated that there are gaps
between ethnic values and norms of parents and those with which the children
grow up in their new living context. As children are immersed in the educational
field where the prevalent cultural and linguistic norms of the broader society shape
their habitus, they bring such “embodied predisposition from the societal field to
their home environment” (Revis 2019: 188). In this regard, children act on their hab-
itus and make decisions about changes in their cultural and linguistic practices in
their families. Such changes are evidenced in their metalinguistic evaluations of
their parents’ ethnic language and the host country language (Said and Zhu 2019),
in their “medium requests”, demanding adults to repeat questions in the societal
language (Gafaranga, 2010; Smith-Christmas, 2016), in their sociocultural socialisa-
tion, and in their teaching of the mainstream language to their parents (Revis 2019).

These above-mentioned conflicting issues in families provide evidence of the
ways in which children contest their parents’ decisions with regard to their top-
down FLPs. As Mu and Dooley (2015) have observed, children do not just reproduce
their home language and culture, rather they establish a bi/multilingual space
where the languages and cultures of both the ethnic home and the mainstream so-
ciety co-exist. They may also establish a monolingual space where only the main-
stream language and culture are practiced. The latter illustrates a case of language
loss in intergenerational transmission which has critical implications for identity,
cultural continuity and societal cohesion. Home language maintenance and devel-
opment, thus, are not private matters confined to family and community domains.
Instead, they are closely related to external forces exemplified by broader sociopo-
litical policies and public ideologies, which will be explored in the next section.

4 External forces in FLP: Competing for space for
home language development

As illustrated in the above review, FLP tends to be competing for space with the
mainstream society and sociological ideologies. The competing forces are most visi-
ble in language status, political allegiance, educational goals and economic
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benefits brought forth by home languages. In what follows, we present some empir-
ical studies that illuminate the influence of these external forces on FLP formation.

4.1 Language status

The status of a home/minority language is a critical factor for its survival in a given
society (Curdt-Christianen and LaMorgia 2018; Curdt-Christiansen and Wang 2018;
Lane 2010; Ren and Hu 2013). Walls (2018) examined how immigrant Anglophone
parents, based in the metropolitan region of Barcelona, Catalonia, Spain, raised
their children in English by competing with the two official languages in the region:
Catalan and Castilian (Spanish). Because of the powerful status of English as valu-
able linguistic capital, both in its socio-economic capacity and as a global lingua
franca, all participating parents (n = 331) recounted deliberate and ambitious FLP
decisions for their children to attain a high level of English proficiency as well as
native or native-like levels of Castilian and Catalan.

In the same vein, Curdt-Christiansen (2009, 2014, 2016, 2018) found in Chinese
diasporic communities that parental decisions on maintaining Chinese are related to
the economic and political power brought forth by the language as well as to the
powerful position of China on the global economic-political stage. One of the Quebec
parents expressed her view this way (data from Curdt-Christiansen 2009: 364):

看中国的这个经济改革，有一种局势，

那个那个经济中心会移向东方。所以那

你要是会英文又会中文，你工作上的机

会会多很多。现在已经很明显，如果你

有一门技术，又懂几门语言，那你就可

以跨越很多障耐。

Look at the economic changes in China,
there is a tendency that the center [of fi-
nance] will move to the East. There will be
ample opportunities if you know English
and Chinese, the job opportunities will be
abundant. It is very obvious now, if you
have a skill and know a few languages,
you can overcome many barriers.

The positive view of Chinese language in this quote reflects its economic value and
powerful political status. When linguistic and human capital is ascribed to a home
language (Bourdieu 1996), FLP decisions for home language development can be
made with assertion, which can be directly reflected in their impact beliefs.

While the “high” status of a minority language has motivated parents to imple-
ment home language development policies, a “low” status of a language could force
parents to make the opposite decisions (Curdt-Christiansen 2014, 2016; Curdt-
Christiansen and Wang 2018; Wang 2017). Lane (2010), for example, studied a group
of Kven (a Finnic language) speakers in northern Norway. Aiming to understand the
macro (external)-micro (internal) connections contributing to the massive lan-
guage shift in this ethnic minority group, Lane conducted this longitudinal study
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through sociolinguistic interviews, participant observation, and feedback discus-
sion with participants. The research was situated within the context of the official
Norwegianisation Policy of the 1970s. The entire process of Norwegianisation had
imparted a sense of inferiority and shame to the Kven speakers, who had little
choice but to stop language transmission. In their own words, “[w]e did what we
thought was best for our children” (Lane 2010: 63).

These examples illustrate that in multilingual societies where minority/home
and majority/mainstream languages and cultures co-exist, “language ranking and
ideological conflicts can invoke complex systems of power relations that may or can
inhibit intergenerational language transmission” (Curdt-Christiansen 2018: 431). This
is particularly crucial for minority/home language maintenance in societies with an
explicit and strong monolingual ideology in public discourse, such as the UK and the
US. Kirsch (2012), for instance, studied Luxembourgish families in Britain, in which
she demonstrated the unbalanced power relationship between English, the dominant
societal and powerful global language, and Luxembourgish, the non-dominant
European home language. Although Luxembourgish is perceived as a European lan-
guage with a “high status” in Luxembourg, it struggles in vain on the linguistic bat-
tleground of the United Kingdom. Similarly, in multilingual Singapore and Malaysia,
Curdt-Christiansen (2014, 2016) and Wang (2017) have shown that even when home
languages are given official languages status (such as Malay, Tamil and Mandarin),
they are hierarchically ranked and placed below English. These studies are not
unique cases as illustrated by other researchers (e.g. Sevinç 2016; Curdt-Christiansen
and LaMorgia 2018). Many immigrant families have encountered similar issues when
trying to raise multilingual children in a new, monolingual society where peer pres-
sure, the political discourse and school policy are generating various pressures or dif-
ficulties for home language maintenance. In the following section, we discuss the
influence of public education and language-in-education policy on FLP.

4.2 Public education

Education is one of the most important factors – if not the most important – that
shape immigrant families’ decisions on whether to continue or to discontinue
home language practices for intergenerational transmission. It is understandable,
as Curdt-Christiansen (2009: 352) has argued, that parents usually want what “will
strengthen the family’s social standing” and usually do their best to support their
children. However, very often this best interest tends to make parents sacrifice
their home language and give way to the dominant school language. In this regard,
FLPs have to compete with language-in-education policy, and home languages
have to compete for space with school languages. In addition, parents’ inner voice
that speaks for the heritage language has to compete with the teacher’s advice on
developing only school language (Curdt-Christiansen 2014; Curdt-Christiansen and
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LaMorgia 2018; Bezçioğlu-Göktolga and Yağmur 2018; Gkaintartzi, Chatzidaki, and
Tsokalidou 2014).

To understand how external factors underlie the process of language decisions in
families, Baldauf (2005: 961) argues that “language-in-education planning, through
schooling can become the sole language change agent”. Curdt-Christiansen (2014,
2015, 2016) studied how language-in-education policy affects Singaporean families’
FLP. In Singapore, despite the fact that the state language policy recognises four offi-
cial languages – English, Mandarin, Malay, and Tamil – which are also the home lan-
guages of some of the recent and past immigrants from China, Malaysia and India,
the language-in-education policy has adopted English as the language of instruction
across all subjects in all schools at all levels. This political decision has resulted in
much less curriculum time allocated to the teaching of Mandarin, Malay and Tamil
(also referred to as the mother tongues) as a subject in schools. In her study of bilin-
gual Chinese families, Curdt-Christiansen found that there are competing ideologies
with regard to developing Chinese and English simultaneously. Concerned about
“losing out to English in a competitive society and a meritocratic educational system”
that emphasizes high proficiency in English, the parents had little choice other than
to place Chinese and English in opposing positions (Curdt-Christiansen 2014: 48).
This has resulted in their lower expectations for their children’s Chinese proficiency
and less sufficient provision of Chinese literacy resources at home.

Socio-cultural and socio-political realities are driving families to make difficult
decisions about their language practices. On the one hand, they desire to maintain
their cultural loyalty and linguistic continuity through intergenerational transmis-
sion. On the other hand, they have to negotiate social pressure and public educa-
tional demands. In a recent special issue on family language management, edited
by Curdt-Christiansen and Lanza (2018), researchers from different geopolitical con-
texts, such as England, Scotland and Luxembourg, showed that family language
management measures often encounter obstacles from public educational systems
where immigrant parents are forced to prioritise school languages and academic
matters (Curdt-Christiansen and LaMorgia 2018; Gogonas and Kirsch 2018; Smith-
Christmas 2018).

In a study of Chinese, Italian and Urdu-speaking families in the UK, Curdt-
Christiansen and LaMorgia (2018) showed the importance of the “conscious choice”
of the linguistic measures and literacy practices in shaping the “unconscious pro-
cess” of linguistic and cultural transmission in transnational families. While the
study shows that parents provide an environment and various language resources
that enable their children to maintain their home language and develop additive
bilingualism, it also shows the dilemma that parents encounter in their everyday
life and the challenges parents have as they struggle to keep up with social and
educational pressures and the demands of the educational system. As one of the
parents stated about choice of language at home (Curdt-Christiansen and LaMorgia
2018: 19):
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First of all, she [daughter] has to complete her school work. Currently, she is in a private pri-
mary school, so she has homework to do every day. When that is completed, it’s already eight,
time for bed. To read in Chinese, we really don’t have time for it. Because we both work and
have to make sure that one of us gets home before seven, so we take turns to bathe her and
supervise her homework. This is the main reason. Ideally, we should read to her in English
and do the same in Chinese.

This narrative illustrates one of the challenges that parents encounter when raising
bilingual children. The authors highlight that educational demands from the public
educational system have “coerced” the parents to promote English in the family do-
main, and that leaves them little time and energy to keep up with the children’s
home language development.

Within the educational context, language-in-education and space for home lan-
guage development are not the only competing forces determining parental deci-
sions. The teachers’ advice to parents regarding language practices at home, and
their expectations of the parental role in the schooling of immigrant children play a
key factor in shaping parental language choices and practices at home. Bezçioğlu-
Göktolga and Yağmur (2018) studied the impact of Dutch teachers on the FLP of
Turkish immigrant parents. By observing 20 families and interviewing 35 parents
and five classroom teachers, they found that there is a major mismatch between
teachers’ perceptions of the parental role in education and parents’ beliefs about
the language use at home, as illustrated in one of the interviews with a teacher
(Bezçioğlu-Göktolga and Yağmur 2018: 227):

You have to choose one language. I know a Turkish intern, she knew two languages but nei-
ther is good. She told me her parents speak only Turkish, so she has to choose between lan-
guages. I think if she lives here, she has to choose Dutch.

Although research in recent years shows that bilingualism does not cause confusion
and is not the cause of school failure, in this study the Dutch teachers still believe
that monolingualism should be the norm. In this regard, parents are influenced by
teachers’ beliefs and act upon teachers’ advice to watch Dutch TV with their children,
ask their children to play with Dutch schoolmates, and hire private tutors to support
children’s language learning in Dutch. The authors suggest that more research into
teachers’ knowledge of multilingualism and beliefs about bilingual education is
needed as it can facilitate immigrant students’ educational achievement and lan-
guage development (Palviainen and Mård-Miettinen 2015; Schwartz 2008).

The studies above show that in order to ensure more positive examples of bilin-
gual development, the public educational system and schools need to provide ade-
quate structures and facilities for heritage language development as well as
ideological support for families battling against language shift and loss.
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5 Outlook

The last ten years of empirical research has enriched the field of FLP with increased
emphasis on seeing each family as a dynamic unit in society. Language decisions
made in such a unit are always contextually situated and therefore shaped by the
broader context of the society. Accordingly, FLP research must look beyond family
confines in order to effectively investigate and interpret the home decisions made
by family members. It is evident from our review that internal and external factors
are not discrete and independent categories, rather they influence each other, and
together they form the ideological underpinnings of FLP.

In this final section of the chapter, we would like to point out, alongside the
internal and external factors which we have discussed above, some recently gener-
ated new factors that have not been or are only rarely included in the discussion of
FLP factors. These new factors are related to recent development of new technology
(see Palviainen; Hatoss both this vol.) and the changing social structure resulting
from increasing transnational mobility of people, resources, and capital.

An increasingly relevant force affecting FLP, which we would like to highlight
in this conclusion, is the digital media. The growing exposure to global satellite
broadcasting and easy access to the Internet have enabled immigrants to establish
instant contact and affiliation with religious, ethnic, and political practises happen-
ing in their countries of origin and other places around the world. The wide distri-
bution of computer-mediated online language learning and teaching, the free
access to digital language resources, and the constant connection with peer parents
from various settings around the world are all playing increasingly salient roles in
parents’ decision-making for FLP (Piller and Gerber 2018). For example, in our on-
going research project on British minority communities and FLP, we are observing
parents’ social media practices and the influence of such practices on their home
language use. Being a member of a parent chat group of 200 people on a social
media platform where hundreds of messages are daily exchanged can greatly influ-
ence a parent’s ideas and practices regarding home language use. Moreover, this
constant online connection with peer parents involves collective practices with re-
gard to language learning, home language maintenance, and language socialisa-
tion. A parent may easily start or reform an FLP under peer influence from such a
chat group.

To address this new phenomenon, we would like to call for more attention to
the cross-boundary connectedness, to being in a network and to being digitally net-
worked. Perhaps a new term – “Networked FLP” – would be of use for us to further
investigate the cross-boundary connectedness and its influence on FLP, such as
“how would grandparents’ weekly video chats with a grandchild affect the parents’
language planning and the child’s motivation to learn the home language?”

Secondly, we would like to call for further attention to the term “hybrid urban-
ism” (Rabinowitz and Monterescu 2008) in research on FLP and FLP factors. This
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hybrid urban norm of language use reinforces the earlier conceptualisation of FLP
as a complex, multilevel process of formulating, interpreting, and appropriating
certain plans and practices. We suggest further research on FLP to shed light on
this urban complexity and ensuing challenges, particularly in the lives of cosmopol-
itan families, to investigate how contextualised FLP links to national and regional
level political and economic forces, and how such a link is being negotiated,
adopted, and reproduced among parents, children, and other family members.

Thirdly, we would like to suggest that further FLP research devotes more atten-
tion to how neoliberal language ideology and policy (Piller and Cho 2015) and the
commodification of language influence FLP in our discussion of external factors.
Under the neoliberal language policy, the commodification of language has re-
sulted in new conceptualisations of individual parents and children, their reasons
for language planning and learning, and the ideologies that give meaning to their
everyday family routine and language use. Neoliberal language policy inevitably af-
fects parent’s FLP decision-making. Questions like “What language(s) will bring my
child a financially advantaged future?”; “Is my home language still useful in the
global market?”; or “Am I paying too much money and spending too much energy
on the maintenance of my home language?” are often heard from parents when
they talk about their FLPs. Thus, it will contribute to the field if specific investiga-
tions can be conducted with a focus on the impact of neoliberal ideology on FLP.
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Mila Schwartz

10 Strategies and practices of home
language maintenance

The more we know about micro-level features of the interaction between parent and child and
their correlation with the successful acquisition of an otherwise unsupported minority lan-
guage, the better we can give parents practical advice on factors which they have the power to
manipulate. (Döpke 1998: 46)

1 Introduction

De Houwer (1999: 75) raised an important sociolinguistic question: “why it is that
some children, regularly exposed to two languages from a very young age, actually
start to speak and continue to actively use these languages, and why other children, in
what are apparently very similar circumstances, do not”. This chapter seeks to answer
this question, at least to some extent, by zooming in on research on home language
strategies and practices, their purpose and meaning for home language maintenance.

Globalization has changed world demographics in recent decades, creating multi-
lingual and multicultural societies, communities, and families. Today, within the con-
text of multilingual societies, no single home language exists in isolation from other
community, state, or world languages. In addition, in light of the concept of the home
language theorized by the editors in the current volume, this notion will be used as an
umbrella concept for terms such as minority language, heritage language, first lan-
guage, or mother tongue. In addition, this chapter does not profess to provide a broad
meta-analysis of the available empirical evidence related to the field of home language
strategies and practices but presents an overview of its key theoretical concepts and
their empirical support. Thus, studies that have discerned a link between home lan-
guage strategies and practices and sociolinguistic aspects such as family’s socioeco-
nomic status, family type and structure, parental education, and family cultural and
ethnic background, are not included in the current analysis. Curdt-Christiansen and
Huang (this vol.) provide an overview of these relations.

This chapter is divided into six sections. After this introductory section 1, section 2
presents a brief overview of prominent theoretical frameworks that outline home
language strategies and practices. In addition, this section aims to clarify the differ-
ence between two primary concepts of the chapter’s topic: language strategies and
language practices. Section 3 includes a description of the major pioneering contribu-
tions to the field of parental discourse strategies and children’s bilingual development
in early childhood. The chapter continues with section 4, which analyzes some rela-
tively recent studies with focus on distinctive data on home language strategies and
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practices. The chapter concludes with section 5, which addresses some challenges in
current research and recommends directions for future research, and section 6, which
summarises the main points presented in this chapter.

2 Theoretical framework

This section briefly addresses the main theoretical concepts that ground the family’s
role in intergenerational home language transmission, and then raises important dis-
tinctions between the chapter’s key notions: language strategies and practices. The
family is considered an extremely important domain for studying home language strat-
egies and practices because of its critical role in forming children’s linguistic environ-
ment. Educators are frequently unaware of the family’s efforts to maintain the home
language while supporting children’s acquisition of the societal dominant language.
Important questions arise when classroom teachers try to understand children from di-
verse cultural and linguistic backgrounds. What do home language environments look
like and in what ways are languages and literacies in the children’s environment sup-
ported at home? How do home language practices differ from school experiences? To
seek answers to these questions, we need to address the concept of funds of knowledge.
This concept refers to “historically accumulated and culturally developed bodies of
knowledge and skills essential for household or individual functioning and well-
being” (Moll et al. 1992: 133). One can view home language strategies and practices
as family funds of knowledge, i.e., part of the experience and traditions stored and
maintained by the family. The chapter will illustrate how home language strategies
and practices, as family funds of knowledge, influence children’s home language ac-
quisition and development in interaction with their wider linguistic environment.

Fishman (1991), an early proponent of proactive language maintenance re-
search, put forward a model for Reversing Language Shift through efforts to retain
non-mainstream societal languages at family and community levels. According to
Fishman (1991), the family acts as a natural boundary, a bulwark against outside
pressures. Connection to intimacy and privacy makes the family particularly resis-
tant to outside competition and substitution. In this context, Fishman (1991) identi-
fied the most important point of intergenerational language transmission as being
use of the home language between family members. This is because the family con-
text is a critical initial stage in children’s language socialization and is their closest
language ecology.1

Furthermore, this role of the family was conceptualized within the notion of
family language policy (hereafter FLP, see Lanza and Lomeu Gomes this vol.).

1 Language ecology has been defined as “the study of interactions between any given language
and its environment” (Haugen 1972: 325).
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Kopeliovich (2006) and Schwartz (2008) suggested adapting Spolsky’s language
policy model to the family level. Spolsky (2004) distinguished between three com-
ponents in the language policy of a speech community: “its language practices –
the habitual pattern of selecting among the varieties that make up its linguistic rep-
ertoire; its language beliefs or ideology – the beliefs about language and language
use; and any specific efforts to modify or influence that practice by any kind of lan-
guage intervention, planning or management” (Spolsky 2004: 5). Spolsky argued
that, as in any other social unit, language policy at the family level may be analyzed
with reference to language ideology, practice, and management.

Concerning family language management, Schwartz (2010) defined two main
directions: first, internal control of the home language environment at the micro
level (e.g., establishing cultural family traditions and rituals associated with home
language, strict monitoring of home language strategies and practices); second,
seeking external control to maintain the home language by searching for a support-
ing sociolinguistic environment (e.g., community education setting). In this chap-
ter, the focus is on the first direction of family language management at the micro
level of the home environment.

Additionally, recent research on FLP has paved the way to a new concept –
child’s language-based agency (e.g., Fogle 2012; King and Fogle 2013). Child agency
in language use refers to the child’s actions and linguistic choices performed in a
given context or conversation, as a result of the child’s identity, culture, social ties,
environment, family, and language (Said and Zhu 2019). Accordingly, any discus-
sion on home language maintenance must take the child’s language-based agency
into account, as it is an essential component of the FLP (e.g., Schwartz 2010; Smith-
Christmas this vol.).

Finally, since the primary concepts of this contribution are the notions of “strate-
gies” and “practices”, clarifying the differences between these two notions is of high
importance to this chapter. Notably, in some cases, scholars who contributed funda-
mental research on family language s did not make a clear distinction between home
language strategies and practices (Okita 2002). Thus, for example, Okita (2002)
coined the term “language work” or “invisible work” to denote all the strategies and
practices undertaken by mothers in the bilingual rearing of their children. To address
this terminological ambiguity, this chapter suggests differentiating between strategy
and practice by defining home language strategies as a part of family language man-
agement and home language practices as a part of family language practices. This
component is characterized by applying certain strategies planned to directly regulat-
ing language input, and to control its quality and quantity in a given family context.
For example, the strategy of “the maximum engagement principle” is characterized
by significantly increasing the minority language input at home through parents’
purposeful use of this language between them and directly with the child (see sub-
section 4.2). At the same time, drawing on Spolsky’s definition of language practices
(2004), we can address the home language practices as the actual routine use of
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languages in the family, regardless of the beliefs or management strategies explicitly
or implicitly designed by the parents or siblings.

3 Pioneering contributions

This section will begin with the discussion of two important contributions in the
field of home language strategies, namely, pioneer studies by Döpke (1988, 1992)
and Lanza (1997, 2004). These four studies lead the way in our understanding of
genuine interactional processes through which the family realizes, negotiates, and
modifies its language policy in daily interaction, and highlight the role of home lan-
guage strategies. This section will end by addressing a pioneer study of De Houwer
(1999), who proposed a distinction between four dimensions that can help concep-
tualise the use of laguages in bilingual families.

3.1 Parents as minority language teachers

Döpke’s (1992) research focused on in-depth analyses of parent–child communica-
tion techniques in six mixed German-English-speaking middle-class families in
Australia. These families chose the One Parent One Language (OPOL) framework
whereby each parent speaks a different language to the child (Döpke 1988, 1992).
An advantage of this strategy is that the children learn to associate a specific lan-
guage with each parent and are, therefore, better able to decide which language to
use when addressing each parent. The OPOL strategy invokes principles of lan-
guage maintenance and is particularly relevant for parents who are striving to
maintain their home language in the context of individual bilingualism, where out-
side societal support is either minimal or nonexistent (Döpke 1988).

Döpke gained the following insights regarding the specific teaching techniques ap-
plied by parents whose children were willing to make active use of the home language,
German. First, that the quality of input, i.e., creating a language-conducive context2 –
a joyful, playful atmosphere and diverse sources of language input, providing positive
feedback, is more important than quantity in parent–child interaction. Second, pa-
rents’ personalities and their ability to apply various creative language teaching strate-
gies, such as where-is and what-doing questions and elicit verbalization in the home
language, are essential to language acquisition. Alongside the playful elements, these
parents explicitly asked their children to use the home language, and their joint

2 Recently, Schwartz (2018: 6) defined a language-conducive context as a learning environment
that is “rich in multisensory activities with a wide array of semiotic resources” and diverse
interactions.
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activities were structured and more didactic than in other families. Thus, the parent
played the role of language teacher, who applied diverse teaching techniques, e.g.,
perseverance with vocabulary, rehearsing routines, modeling, and patterning techni-
ques. Finally, the author’s analyses revealed that successful intergenerational trans-
mission of the home language is strongly related to the degree of child-centeredness
during parent–child interaction that current research discusses in terms of parents’
sensitivity to child’s language-based agency.

3.2 Parental discourse strategies

Döpke (1998: 49) argued that OPOL, as a language choice framework, “provides a
macrostructure, which needs to be realized through micro-structure” strategies of
daily parent–child interactions, creating a continuum between monolingual and bi-
lingual development. This continuum was investigated and defined by Lanza (1997)
in her study of two 2-year-old bilingual English-Norwegian-speaking children in
Norway, who were socialized at home within the OPOL framework. Their mothers
communicated with the children in English and the fathers used Norwegian. The
key research question addressed how parents’ reactions expressed in their dis-
course strategies were related to their children’s code-mixing patterns. Lanza iden-
tified five types of discourse strategies that parents use to socialize their children
into a particular linguistic behavior: minimal grasp, expressed guess, repetition,
move on, and code-switch. Adults use the minimal grasp strategy to indicate their
lack of comprehension of the children’s language choice; in the expressed guess
strategy, they pose yes/no questions in the other language and accept a simple con-
firmation as an answer; in the repetition strategy, adults repeat the children’s utter-
ance in the other language; in the move-on strategy, they indicate comprehension
and acceptance of the children’s language choice so that the conversation contin-
ues without any implicit and explicit “disruptions”; finally, adults using code-
switch either switch over completely to the other language or use intra-sentential
change of language. Parents who regularly employed the monolingual strategies –
minimal grasp or expressed guess – to respond to their children’s code-mixing, indi-
cated their apparent failure to understand the children’s code-mixed utterances. In
contrast, parents who employed the bilingual strategies, by providing a translation
equivalent or by code-switching, indicated their implicit acceptance of their child’s lan-
guage choice as the suitable communication medium during parent–child interactions.

De Houwer (1999: 79–80) proposed a distinction between four dimensions in
the ways two languages (one societal dominant language and one non-societal lan-
guage, e.g. home language) might be used in familial language practices. The first
dimension is whether parents use one or two languages in communication with
their child, namely how parents position themselves as monolingual or as bilingual
speakers. The second dimension refers to the degree to which parents share a specific
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societal or non-societal language, namely, if there is a “shared language space”
(1999: 79) between the parents or not. The third dimension addresses the question of
the minimal amount of input required for language acquisition by the child to occur.
Finally, the fourth dimension raises a question of the relative frequency of a particu-
lar language use in communication with the child. De Houwer (1999) claimed that
each of these dimensions might contribute to explaining whether a home language
will be transmitted intergenerationally or not. Further, in a large-scale survey study,
De Houwer (2007) showed that in a case where parents share the non-societal lan-
guage and both of them use this language in communication with their child, there is
a greater chance that the child will speak both of their parents’ languages, but in a
situation where both parents use the societal language alongside the OPOL strategy,
a child’s chance of growing up actively using both languages is minimal.

In summary, in these ground-breaking studies which are of particular interest
to researchers, parents and practitioners, explored parental discourse strategies
and configurations of language(s) use at home, in a case where one language was a
non-societally dominant language. They concluded that a thorough analysis of the
link between discourse strategies and patterns of language use at home would en-
hance, to some extent, our understanding of children’s willingness as well as ability
to communicate in the minority language in the future.

4 Recent contributions

During the last 20 years, research has focused on the management of home lan-
guage strategies and practices in families with immigrant and intermarriage back-
grounds and explored the nature of relationships between their home language
practices and children’s bi/multilingual experiences in both oral and written mo-
dalities. Before starting a description of key strategies and practices, the role of pa-
rental beliefs in designing the home language strategies and practices will be
addressed.

4.1 Parental beliefs and home language strategies and practices

Home language strategies and practices are inevitably related to the family lan-
guage ideology (Spolsky, 2004). Many immigrant and minority language speaking
parents feel strongly about teaching their children the home language as a way of
transmitting their values and traditions, strengthening their ethnic identity, and
keeping in touch with monolingual relatives (e.g., Kopeliovich 2010; Riches and
Curdt-Christiansen 2010; Schwartz 2010). To illustrate, in an 11-year-long ethno-
graphic research project, Kopeliovich (2013), as a parent-researcher, presented her
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own and her husband’s experience of raising a bilingual L1-Russian-L2-Hebrew-
speaking family in Israel. She incorporated a new perspective, of parents as lan-
guage teachers in the bilingual family. Drawing on an ecological approach (Haugen
1972), Kopeliovich coined the notion of the Happylingual approach as a manifesta-
tion of flexible home language practices. The Happylingual approach is an outcome
of the longitudinal search for parental strategies of how to bring up truly happy bi-
lingual children.3 The Happylingual approach reveals “the positive emotional color-
ing of the complex processes related to the heritage language transmission, a
special emphasis on the linguistic aspects of childrearing, unbiased attitude to di-
verse languages that enter the household and respect for the language preferences
of the children” (Kopeliovich 2013: 250–251). The study showed that the parents’ be-
lief in the Happylingual approach towards childhood bilingualism, enhanced by
planned and systematic language and literacy activities (e.g., home lessons in the
home language, thematic units of study, creative writing projects), resulted in the
children’s willingness to use the home language. To recap, parents’ language be-
liefs inevitably play a critical role in designing their home language strategies and
practices; those in turn play a powerful role in the children’s language use at home
and in their general linguistic development (De Houwer 1999).

4.2 Home language strategies and practices

Tables 1 and 2 present studies illustrating key strategies and practices that have been
identified and described in the literature. Due to space limitations, the number of il-
lustrations of each strategy and practice was restricted to two. In addition to data
novelty criteria, to give a more comprehensive and authoritative picture of recent re-
search on home language strategies and practices, the inclusion criteria were diver-
sity of socio-linguistic and geographic contexts, and the research methodology used.

4.2.1 Home language strategies

As mentioned above, home language strategies refer to family language manage-
ment. The following main strategies have been addressed below: OPOL, diverse dis-
course strategies (minimal grasp, expressed guess, repetition, move on, and code-
switch), maximal engagement with the minority language, and design of home lan-
guage environment. A selected number of studies using these strategies are listed
and described in Table 1.

3 Negative emotions in home language maintenance, manifested by children/adolescents whose
parents adopt a very strict family language policy and expect high levels of proficiency, are dis-
cussed by Sevinç (this vol.).
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The following paragraphs will briefly discuss the above presented strategies.4

As noted above, OPOL refers to long-term home language management strate-
gies, where in inter-lingual families, parents clearly assert in advance which parent
will speak which of the family’s languages in a consistent manner. As in the studies
by Döpke (1988) and Lanza (1997) addressed above, in most cases, one parent
speaks the societal dominant or majority language while the other speaks the non-
societal or minority language. Despite the popularity of this strategy, research
shows that this approach cannot guarantee successful inter-generational language
transmission in a case of minority language because, in many situations, the pa-
rents declaring to follow OPOL strategy do not in fact implement it very consistently
(De Houwer 2007; Yamamoto 2001). Thus, it appears that parents who are supposed
to use a minority language in communication with children often switch to their
non-designated language.

Maximal engagement with the minority language: Yamamoto (2001:128) has pro-
posed the “principle of maximal engagement with the minority language” claiming
a necessity of more input in the minority language in the context of inter-lingual
families: “the more engagement the child has with the minority language, the
greater her or his likelihood of using it”. Further, De Houwer (2011: 227) stressed
that the maximum engagement principle “may create much more of an environ-
ment conducive to using that minority language” in particular in a case when pa-
rents tend to use the minority language amongst themselves.

Design of home language environment: One of the parental strategies aimed at
adding to a quality of the home language input involves designing of the home lan-
guage environment through practices such as joint book reading in a joyful atmo-
sphere (see also above description of Döpke’s findings), and the use of devices
(e.g., storybooks, educational literacy-based games, computer games, and educa-
tional TV programs), which promote bilingual development. Family managing of
such language practices, such as joint parent–child book reading, are particularly
important, since they arise children’s interest in language, develop meta-linguistic
awareness, and provide them with family funds of knowledge. In addition, the con-
cept of joint parent–child book reading encompasses a socioemotional aspect of
parent–child interactions and time spent together, which has an inevitable impact
on the child’s emotional development as well as on cognitive and linguistic devel-
opment (de la Piedra 2011).

4 Note that the diverse discourse strategies were defined above (see sub-section 3.2 “Parental dis-
course strategies”).
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4.2.2 Home language practices

As defined above, home language practices refer to routines and traditions in actual
language use at home in interaction between family members. The following main
practices have been examined in the literature: goal directed code-mixing, flexible
language use, ritual language use, and reciprocal bidirectional learning. These
practices could be strategic, such as ritual book reading, as well as spontaneous
and routine, such as faith practices “embedded in meaningful contexts” of daily in-
teractions (Reyes and Azuara 2008: 392). Apart of the maintenance and enrichment
of the home language as a desirable outcome, these practices scaffold children’s
bilingual development in both oral and written modalities by developing meta-
linguistic awareness through inducing children to compare the prominent charac-
teristics of their languages and notice different aspects of oral language (phonemes,
morphemes) and print (e.g., Reyes 2006; Schwarzer 2001). Representative studies
using these practices are listed and described in Table 2.

In the following paragraphs, the above presented home language practices will
be outlined.

Goal-directed code-switching: Parents who usually adhere to use one language
at home, e.g., home language in immigrant families, or who generally stick to the
OPOL strategy in the context of inter-lingual families, might sometimes code-switch
and use mixed utterances in communication with children due to a specific prag-
matic goal. By crossing the language boundaries (Baker 2000) from time to time,
the parents create an effect of unexpectedness and even confusion, thereby eliciting
the child’s attention. Although this code-switching practice occurs infrequently, it
happens in salient situations and therefore indicates a new and authoritative model
of home language use.

Flexible language use and translanguaging at home: the Happylingual approach to-
wards childhood bilingualism/multilingualism means that parental management of
flexible language practices assumes a positive emotional coloring of home language
activities and an “unbiased attitude to diverse languages that enter the household and
respect for the language preferences of the children” (Kopeliovich 2013: 251). This ap-
proach reflects on translingual practices that have recently been researched within a
framework of family language practices (e.g., Alvarez 2014; Lindquist and Gram
Garmann 2019). Translingual practices take place in “translingual spaces” (Li 2018: 23),
where “different languages are brought together”, and where speakers use linguistic
resources from all the languages they know for meaning-making (García and Li 2014).
A more detailed discussion of translanguaging is presented by Paulsrud (this vol.).

Ritual language practices: Family language management involves controlling the
home language environment by establishing family cultural traditions and rituals
strongly associated with home language(s) (Schwartz 2010). Ritual language practices
are frequently observed during inter-generational learning where grandparents and
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children share daily religious activities, telling stories, reading stories and poems in a
home language as in a case of traditional reading and reciting Bengali poetry in
Bengali-speaking families in London. This day-to-day routine supported by grandpar-
ents give children a sense of security and self-esteem as home language speakers
(Kenner et al. 2004).

Bidirectional reciprocal learning: Of importance to our understanding of home
language practices is the concept of bidirectional learning. Recent research shows
that in immigrant families, home language support might be bidirectional, that is,
parents and grandparents serve as experts, scaffolding the knowledge of home lan-
guage and print, but become novice learners of the society’s dominant language
when performing language and literacy practices together with their children and
grandchildren (e.g., Kenner et al. 2004; Reyes 2006). In addition, bidirectional recip-
rocal learning was observed in interaction between siblings whenever both siblings
teach and learn from each other.

To summarize, the studies discussed above show that home language strategies
and practices are a result of the FLP with proactive bilingual management rooted in
the ecological perspective. This management could be strategic, such as planned
language activities initiated by family members, as well as spontaneous and rou-
tine, such as faith practices “embedded in meaningful contexts” of daily interac-
tions (Reyes and Azuara 2008: 392). Children’s exposure to the concept of print in
different languages at home helps them to develop hypotheses about scripts around
them, and as a result, their cross-linguistic awareness. The interactions with pa-
rents, siblings, and grandparents during ritual language and literacy activities are
characterized by their bidirectional nature, a mutual exchange of family funds of
knowledge, modeling, and synergies.

5 Evaluation of the current research landscape and
future research directions

This final section of the chapter raises some critical points about the study of strate-
gies and practices of home language maintenance and addresses future directions
for research. Attention will be drawn to three problematic issues in the empirical
study of home language strategies and practices which require proper attention in
future research. First, in most cases, ethnographic observation of the home lan-
guage strategies and practices has focused on family members’ interaction with pre-
school or elementary school children within a relatively brief period in their life
that does not extend beyond one year. Today, almost nothing is known about the
long-term impact of home language management on children’s linguistic, cognitive,
social, and emotional development in general, and their bilingual development in
particular. Although there is no question that additional factors, besides parental
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language use, play a role in intergenerational language transmission, there is still
very limited data about how successful strategies and practices are for intergenera-
tional home language transmission. We do not yet know the optimal proportions of
minority and majority language use at home, in order to provide the necessary con-
ditions for children to speak both languages in their future (De Houwer 2007). Do
both parents need to support the minority language use by increasing its input, to
apply the “principle of maximal engagement with the minority language” (Yamamoto,
2001), or should they stick strongly to the OPOL strategy as has been advised by practi-
tioners for years? Drawing on De Houwer’s and Yamamoto’s data, it appears that both
parents’ aspiration to provide maximal input in non-societal language sets the ground
for the child’s productive command of both languages in the future. Still, the strategy
of “maximal engagement” contradicts a flexible language use (move on and code-
switching strategies). Today, however, to the best of the author’s knowledge, there is
little, if any, research on how these contradictory strategies impact on children’s lan-
guage development in the long run. This void leaves us with many open questions re-
lating to the actual long-term effects of the discussed strategies, on the changes a child
undergoes in the transition from childhood to adolescence, as well as the influence
they may have on their bilingual competence and family language management in
their future. In addition, few studies to date have addressed the question of how home
language strategies and practices change over time when children grow older. Finally,
some scholars have made a connection between family cultural values and home lan-
guage strategies and practices (e.g., Riches and Curdt-Christiansen 2010), which may,
to a large extent, affect the developmental domains as well.

The second important issue in research on home language strategies and prac-
tices is the incorporation of children’s and adolescents’ perspectives in the studies,
alongside parental data. Few studies to date have addressed these potential partic-
ipants’ reflections on home language strategies and practices (e.g., Juvonen et al.
this vol.; Fogle 2013; Kopeliovich 2006). Using the children’s and adolescents’ re-
ports on home language strategies and practices could considerably strengthen the
validity of data collected through observations of home language and literacy activ-
ities. While considering the strengths and limitations of addressing the children’s
reflections on home language strategies and practices, Schwartz (2010) emphasized
that “we should take into account that (a) even if we cannot assume that the child-
ren’s views are fully reflected in what they say, they are not likely to try to please
the researcher by providing expected answers during the interviews (i.e., the halo
effect), and (b) the children’s language ideology seems to be affected considerably
both by parental language ideology and by the actual implementation of the lan-
guage policy at home” (Schwartz 2010: 186). Listening to the children’s voices
could provide us with understanding of a novel concept of child’s language-based
agency and agentic behavior in the process of language learning. As for the adoles-
cents’ retrospective reflections on their family language management, they may
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shed light on the longitudinal effect of the home language strategies and practices
and their modifications over time (see Fogle 2013).

The third point addresses the methodological challenges in the study of home
language strategies and practices. Even though research into home language strate-
gies and practices has grown exponentially over the last two decades, it has primarily
resorted to the use of qualitative data collection instruments (see also Juvonen et al.
this vol.). How can such overwhelming use of the qualitative methodology be ex-
plained? First, the diversity and heterogeneity of the family’s background character-
istics limits our ability to construct a large homogeneous sample for study. Therefore,
researchers have difficulty applying quantitative data collection methods such as
standardized tests for children and parental questionnaires, to perform statistical
analysis revealing the magnitude of the impact of the home language strategies and
practices on children’s bilingual development. Second, the use of qualitative analysis
might permit detailed observations of both the form and content of verbal interaction
(e.g., scaffolding questions, reading mediation, praise) and nonverbal interactions
(e.g., affectionate touch, gestures, smiling) between family members and their pat-
terns of language and literacy activities (Gregory 1998). Nonetheless, we can find
promise in current efforts to apply quantitative methods (e.g., Minkov 2019) and
mixed methods data analysis. As noted by Mackey and Gass (2005), in qualitative re-
search, quantification permits a more precise examination of phenomenon occur-
rence and facilitates the subsequent drawing of inferences. Frequency analysis of the
observed home language strategies and practices may pinpoint the strategies and
practices regularly used by family members versus those that are rarely used. As a
result, we may obtain a deeper understanding of the rationale behind the observed
home language and literacy interactions.

As a final point, in an era of globalization, an important question for future re-
search is how home language management navigates between conflicting expecta-
tions and demands concerning multiple languages in the family environment. More
specifically, the question is how family expectations to bring up children as global
citizens through their exposure to English in non-English speaking countries, for
instance, are negotiated with the emotional aspects of home language maintenance
or loss. Such a case of societal bilingualism exists in Malta, where Maltese and
English are the official languages. The picture may be complicated in cases where
the home language is either a local dialect or a regional language endangered by
the society’s dominant language. This is the case in China, where Putonghua is a
standard common language, English is a global language, and the local dialects are
gradually disappearing.

Another issue resulting from globalization is a growing number of the transna-
tional families. Transnationalism as the “phenomenon of living locally with global con-
nection” (Sarroub 2009: 64) created the novel concept of transnational literacies that
are utilized by families living across borders and are defined as “the written language
practices of people who are involved in activities that span national boundaries”
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(Jiménez, Smith, and Teague 2009: 17). Recent research shows that these new types of
home language practices develop due to the use of technology (see Little; Hatoss;
Palviainen, all this vol.). In this case, the availability of multimodal communication
technologies seems to significantly modify the ways in which traditionally family mem-
bers use languages in communication with each other.

6 Summary of the main points

Research on home language strategies and practices is grounded within diverse theo-
retical perspectives, such as funds of knowledge, Fishman’s Reversing language Shift
model, language ecology, Sposky’s FLPmodel and the Kopeliovich’s Happylingual ap-
proach towards home language management. The chapter explored the concept of
the family language management at the micro level of the home environment and
suggested a clear-cut distinction between two central notions: home language strate-
gies and practices. The chapter analysed how current research rooted in pioneering
studies of Döpke (1988, 1992), Lanza (1997, 2004) and De Houwer (1999), questions
such traditional strategies as OPOL via a more flexible and pragmatic use of language
at home and claims for taking into consideration a child’s language-based agency
and agentic behavior in the home language management. With regards to methodol-
ogy, although the analysed research on home language maintenance employs diverse
methodologies, linguistic ethnography is the leading approach to the study of strate-
gies and practices as it allows observing them in a naturalistic home environment.
Concerning the pedagogical implication of the overviewed data, it seems undisputa-
ble that in order to understand children’s cognitive, linguistic and emotional lan-
guage development, teachers, speech and language therapists, as well as policy
makers, need to explore the strategies and practices that parents use at home to sup-
port their children’s home language maintenance.
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Cassie Smith-Christmas

11 Child agency and home language
maintenance

1 Introduction

This chapter discusses child agency and its role in home language maintenance.
The concept of child agency has been orbiting “Family Language Policy” “FLP”
(King, Fogle, and Logan-Terry 2008; Lanza and Lomeu Gomes this vol.) for some
time now. In the first introduction of the term “Family Language Policy” as such,
Luykx (2003: 41) emphasises that “in the ‘language ecology’ of the family, children
are agents as much as objects. For this reason, socialization should be viewed in
terms of ‘participation’ rather than merely ‘transmission’.” Similarly, Tuominen
(1999: 71) characterises her findings of multilingual families in the US as suggesting
“that children in multilingual families not only ‘test’ their parents but often ‘run the
show’.” The import of child agency is also reflected in caregivers’ comments, often
as a rationalisation for undesirable outcomes, such as language shift (e.g. Kulick
1992; Kroskrity 2009) or use of swearwords (Coetzee 2018). Yet, as Fogle and King
(2013) rightly point out, the concept of child agency has not gained much traction
in FLP research until recently. Exactly what agency means and how it operates re-
main much-debated questions among some of social sciences’ most prominent fig-
ures (e.g. Giddens 1979; Taylor 1985; Bourdieu 1997, to name just a few). Emergent
through these discussions is “agency” on the one hand and “structures” on the
other, yet crucially, an emphasis on the highly reflexive relationship between the
two entities: as Giddens and Turner (1987: 8) put it for example: “agents, action,
and interaction are constrained by, yet generative of, the structural dimension of
social reality.” In exploring this reflexivity, a number of FLP researchers whose
work looks at child agency (e.g. Fogle and King 2013; Gyogi 2015; Bergroth and
Palviainen 2017; Said and Zhu 2019) anchor their analysis in Ahearn’s (2001: 112)
definition of agency as “the socioculturally mediated capacity to act.” Invoking this
definition, however, points to the potentially paradoxical challenge of discussing
child agency specifically in so far as the child is still in the process of acquiring the
sociocultural knowledge (including language) requisite for their capacity to act. As
Meek (2007: 36) puts it: “the degree to which a novice must ‘understand’ the consti-
tutive potential of language (Ochs 1996: 431) in order to reproduce, disrupt, or
transform the world around him or her remains uncharted and ambiguous.”

In grappling with the added challenge of considering child agency specifically,
FLP researchers have turned to other fields that focus on aspects of childhood and es-
pecially child-caregiver relations. In her work on the FLPs of refugees in New Zealand,
Revis (2016) for instance draws on developmental psychology in centring her analysis
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in Kuczynski’s (2002: 9) definition of agency as “individuals as actors with the ability
to make sense of the environment, initiate change, and make choices.” Like FLP re-
search, other related fields, such as developmental psychology and sociology, tended
initially to apply a unidirectional lens to caregiver-parent relations (Cummings and
Schermerhorn 2003; Morrow 2003). Strauss (1992) for instance likens earlier develop-
mental conceptualisations of children’s socialisation to a fax machine, where parents
were seen to transmit a copy of particular beliefs and behaviours to their children.
Similarly, as Fogle and King (2013: 2) point out, early child language socialisation re-
search – one of the main fields from which FLP research emerged – “tended to empha-
size caretakers’ roles in socializing children to and through language to culture-specific
norms” before advancing more reciprocal views of the socialisation process (see
Schiefflin and Ochs 1986; Garrett and Baquedano-López 2002; Kulick and Schiefflin
2004; Duranti, Ochs, and Schiefflin 2011). Echoing this sentiment, Morrow (2003: 113)
highlights how across various disciplines, the child is often seen as an outcome: chil-
dren are the proverbial “products” of their caregivers in both the biological and the
social sense.

It is this emphasis on outcome that is argued to account largely for the orbiting
nature of child agency in FLP research described earlier. As King (2016: 728) notes,
the initial phases of FLP research centred on the key question of “What beliefs,
practices, and conditions lead to what child language outcomes?” (emphasis my
own). With this focus on outcomes, FLP research has illustrated how and why a lan-
guage may be maintained in the family, which is in turn crucial to understanding
the processes of language shift and social change more generally (see Döpke 1992;
Lanza 1997; Curdt-Christiansen 2009; Ó hIfearnáin 2013, Bezçioğlu-Göktolga and
Yağmur 2018, to name just a few examples). However, this outlook unintentionally
privileged a unidirectional perspective. FLP’s early focus on language maintenance
meant interest was – and going back to Strauss’ fax machine analogy – in how the
child was (or was not) a copy of the caregivers’ linguistic practices. What was of
concern was whether or not the language was maintained, to what degree, and
what led to this reality, such as the amount of input both in terms of quality and
quantity, and the ideologies underpinning the caregivers’ language practices (see
for example, De Houwer 1990; Kasuya 1998). It was not until Gafaranga’s (2010,
2011) work based in Conversational Analysis therefore that FLP began to orbit back
towards looking at the crucial role children can play in shaping language use
within the family. Situated in the Rwandan community in Belgium, Gafaranga’s
work illustrates how children resist their caregivers’ use of Kinyarwanda by initiat-
ing what he refers to as “medium requests”. Here the child’s use of French is a bid
for French as medium-of-interaction, not Kinyarwanda. This alongside caregivers’
acquiescence to these bids is responsible for widespread language shift in the
Rwandan community. Thus, FLP research began to take a more active interest in
children’s role in thwarting language maintenance and in how children actively
shape the contexts for their own language input.
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The other key work that played a role in initiating what can be seen as the
“agentive turn” in FLP is Fogle’s (2012) study of transnational adoptive families (US
caregivers adopting Russian children). Fogle situates her analysis within an under-
standing of agency from second language socialisation (e.g. van Lier 2007; see also
chapters in Deters et al. 2015) and discourse analytic perspectives which privilege
the co-constructed, in-situ nature of agency (e.g. Al Zidjaly 2009). She identifies re-
sistance, participation, and negotiation as the three main ways in which the
adopted Russian children in her study enact their agency as speakers and in turn
shape the contexts for language learning in their new environment. Like Gafaranga,
Fogle emphasises how analysing child agency in the context of family language use
is not simply a matter of examining what the children are doing (e.g. resisting their
caregivers’ linguistic regimes) but understanding how these actions impact current
and future family language practices. Aligning with Kuczynski’s (2002: 9) emphasis
on change as discussed earlier, Fogle argues that (2012: 41) the key question con-
cerning child agency in FLP is: “at what point can children have an influence on
the construction of family language policies?”

Following Gafaranga and Fogle’s landmark studies in the shift towards a more
agentive view of the child in FLP research, several studies (e.g. Gyogi 2015; Revis
2016; Antonini 2016) discussed agency from a perspective of cases where the child
takes on the role of expert vis-à-vis their caregivers’ novice role due to the child-
ren’s greater linguistic and sociocultural competence in the majority language than
their caregivers’, for example such as sometimes occurs in immigrant families (see
also Kuczynski, Marshall and Schnell 1997: 36). With this agentive turn also came a
perceptible shift in focus, which King and Lanza (2019: 718) characterise as “in-
creasingly interested in how families are constructed through multilingual language
practices, and how language functions as a resource for this process of familymak-
ing and meaning-making in contexts of transmigration, social media and technol-
ogy saturation, and hypermobility” (see also Lomeu Gomes 2018; Lanza and Lomeu
Gomes; Palviainen, both this vol.).

We are now in this most recent wave of FLP research. Home language mainte-
nance is still of certain import, not only from a theoretical perspective but also from
the perspectives of caregivers going to great lengths to transmit their language to
their children (for very recent examples of this premise, see for instance Higgins
2019; Purkarthofer and Steien 2019). However, agency now appears in a different
light: The playing field has been levelled, so to speak, and children are now gener-
ally considered as equal co-participants in constructing the various and diverse
ways in which a language may (or may not) be maintained in the home (cf. Luykx
2003: 41, quote provided earlier). In doing so, FLP has highlighted the creative and
multifarious linguistic and paralinguistic resources through which children enact
their agency in everyday interactions, and ultimately, how these agentive acts
shape how individual families engage in the process of “doing being” a family (cf.
Auer’s 1984 term of “doing being bilingual”).
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The purpose of this chapter is to trace this trajectory of FLP research from its
initial focus on agency from a resistance lens to the more multidirectional focus
which characterises this most recent wave of FLP research. The chapter will thus
critically evaluate how certain acts are agentive, and what this means in the fam-
ily’s evolving interactions with each other and within the wider society. In making
these evaluations, the chapter will draw on a conceptualisation of child agency in
FLP as outlined in Figure 1.

Figure 1 illustrates the intersectional, multidimensional, and multi-layered nature
of conceptualising child agency in FLP. All four main dimensions (“Compliance
Regimes”; “Linguistic Competence;” “Linguistic Norms” and “Power Dynamics”)
are seen to intersect with each other in the convergence of the centre circle “Child
Agency.” For instance, as will be discussed at length in the chapter, both compli-
ance regimes and linguistic competence contribute to the formation of linguistic
norms within the family. The figure therefore does not imply these dimensions can
be easily disentangled from one another. Rather, it illustrates how their conver-
gence provides a meaningful starting point for examining the various ways in
which children can enact their agency in family interactions. As Revis (2016) dis-
cusses in her application of a Bourdesian framework to FLP, these diverse acts of
agency in turn are both the product of negotiation within the family and also

The Social Milieu

The Family

Negotiation and Change Negotiation and Change

Compliance

Regimes
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Figure 1: The intersectional, multidimensional, and multilayered nature of child agency in FLP.
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contribute to the process of change within the family (the inner layer); similarly,
interactions within the family are also circumscribed by, and also play a role in
shaping, the existent structures (e.g. linguistic and cultural norms; institutions
such as schools and government bodies) that constitute the fabric of the family’s
wider social milieu (the outer layer). It is argued that this intersectional, multidi-
mensional and multi-layered conceptualisation is necessary if we are take into ac-
count that, as Canagarajah (2008: 173) states, the family1 is a “dynamic social unit,
situated in space and time, open to socio-political processes”. The remainder of this
chapter therefore centres on the four main intersectional dimensions in this model
to discuss the multifarious and creative ways in which children can enact their
agency in everyday conversation, and in turn bring about changes in communica-
tion within the family and the family’s wider social milieu.

2 The role of ‘compliance’ in child agency

As previously mentioned, Gafaranga’s work (2010, 2011) on Rwandans in Belgium is
seen as one of the main impetuses for the agentive turn within FLP research. This
key study raises a number of theoretical questions about what counts as child
agency in FLP, especially in terms of the specific task of looking at language in con-
junction with child agency. One issue is that of compliance, which Kuczynski and
Hildebrandt (1997: 240) define in the developmental tradition as the child’s acquies-
cence to a caregiver’s command (e.g. “Pick up that toy”) within a certain timeframe.
In essence, as described in the introduction to this chapter, earlier FLP research
centred on the linguistic equivalent of “pick up your toy”: “Speak Language X;” the
ideologies underpinning this directive (that Language X is important for social/cul-
tural/heritage reasons; that it benefits the child to be bilingual, etc.); and how this
directive is indexed and reified in everyday interactions. This synthesis in turn
aligns closely with Spolsky’s (2004) tripartite model of language policy, which in
turn has been very influential in FLP studies (see for example King, Fogle, and
Logan-Terry 2008; Schwartz and Verschik 2013; Altman et al. 2014). At the basic
level, therefore, agency in the form of resistance is seen as the child not speaking
Language X.

Whereas in the developmental tradition the directive “Pick up your toy” appears
clear-cut, in the FLP tradition the parallel directive “Speak Language X” can be re-
ified in multiple ways on multiple levels. One study which clearly demonstrates this

1 In this chapter, the term “family” is used to refer to adult caregivers and their children, as this is
the implicit definition in most FLP work. For FLP work which widens the scope of this definition,
see for example Kendrick and Namazzi’s (2017) work on orphan families, where older children play
the role of caregiver to younger children.
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premise is Lanza’s (1997) landmark FLP study of caregivers in Norway who decide to
follow the “one-parent one-language” (OPOL) strategy, with the father speaking
Norwegian and the mother speaking English. This decision implicitly therefore sets
up Norwegian as the compliant code to use with the father and English as the
compliant code to use with the mother; in other words, the very act of setting up this
particular family language policy means that there is an underlying expectation of
compliance being related to language and interlocutor (cf. Palviainen and Boyd
2013). How this expectation is then brought to fruition hinges on how compliance is
established both synchronically (in the moment of interaction) and diachronically
(accreted over a series of interactions), an observation which aligns with the develop-
mental tradition and the concept that what children understand as compliance and
caregivers in turn accept as compliance is usually a matter of negotiation over time
and space through multiple interactions (Kuczynski and Hildebrandt 1997). Lanza
(1997) views this negotiation process in terms of a continuum of the discourse strate-
gies that a parent may use in initial response to the non-compliant choice (in this
case, English to the father, Norwegian to the mother) and how caregivers overtly
mark an utterance as a non-compliant code choice. Overt marking may include for
instance ignoring the child’s use of the non-compliant language until he or she uses
the compliant language with that particular interlocutor. Conversely, the caregiver
may choose not to overtly mark the child’s language choice in a particular utterance
as non-compliant: it might be glossed over in conversation, or the caregiver might
indeed code-switch to the non-compliant code choice, thus not reifying it as non-
compliant at all.

In direct reference to Lanza’s (1997) continuum, Gafaranga (2010: 257) illustrates
how caregivers in the Rwandan diaspora community tend to use the latter strategies,
by either glossing over the children’s use of French or in fact code-switching to
French themselves. Parents therefore are not overtly reifying Kinyarwanda as the
compliant code choice, which in turn raises an important question about compliancy
and its relationship to agency: to what extent can the children’s habitual linguistic
choices of French be considered an act of resistance if the parameters of compliance
have not been set in place? In other words, is the adult’s use of Kinyarwanda in the
first place equivalent to asking the child to pick up the toy, and is the child’s reply in
French the equivalent of the child refusing to pick up the toy, or does the fact that
the adult will then gloss over this use of French render this analogy incompatible? As
Gafaranga shows, the children’s use of French is indeed an act of child agency on
several fronts, even if the caregivers have not strongly established the parameters for
compliance. First of all, by, marking the adult’s utterance in Kinyarwanda as “fault-
able” (cf. Goffman 1981) through what Gafaranga (2010) refers to as a “medium re-
quest,” the child assumes an agentive role in the interaction, and manipulates the
power dichotomy between caregiver and child. Secondly, thinking back to the impor-
tance of choice and change as per Kuczynski’s (2002: 9) definition of agency, the
child has made their decision based on particular environmental factors (the fact that
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they prefer French; the fact that the use of French will, at worst, simply be glossed over,
or at best, accommodated – in other words, it will not be marked as faultable). Finally,
the child initiates a change within the environment, notably from Kinyarwanda as
medium-of-interaction to either parallel mode or French-as-language-of-interaction. As
Gafaranga shows, the accretion of these negotiations of language-of-interaction, where
again, the child “runs the show” (cf. Tuominen 1999: 71) is leading to widespread lan-
guage shift within wider social milieu of the Kinyarwanda community in Belgium.
Thus, the children are indeed engaging in resistance, thereby participating in one form
of agency,2 even if the caregivers are not setting in place the paradigm for compliance
in linguistic terms. A recent example of this can also be found in Canagarajah’s (2019:
29) study of Sri Lankan Tamil diaspora families, in which some caregivers accommo-
dated their children’s English dominance by adopting mixed language strategies in the
home.

There is also substantial evidence of course of caregivers’ deep concern that
their children are not speaking Language X. For instance, in Higgins’ (2019: 63)
study of the FLPs of “new” speakers (see Smith-Christmas et al. 2018) of Hawaiian,
a mother describes how her son sees English as a “forbidden fruit,” and how not-
withstanding the strongly Hawaiian-only policy of his caregivers, he is now using
more English. The mother, however, fears that if she is to “force” him to “talk more
Hawaiian,” it would only whet his appetite for more active resistance in the form of
using more English. A similar example is recounted in Kopeliovich’s (2013: 260)
study of her four children’s bilingual development in Russian and Hebrew in Israel.
Here, she describes how although her eldest child Yotam was initially very compli-
ant in terms of language choice, this shifted after he spent more time in the Hebrew
environment of the school:

However, at the age of 5, he was reluctant to switch to Russian even several hours after coming
home! He started to express clear preferences towards Hebrew over Russian. The ethnographic
log registered his frequent phrases like “I love Hebrew more”, “It is boring to speak Russian”.
He started to use only Hebrew when he played alone with his toys, he actively resisted our
attempts to switch the family conversation from Hebrew to Russian; he completely switched to
Hebrew in his communication with his friends from Russian-speaking families with whom he
had previously communicated in Russian. It was very hard for us to accept this behavior. [. . .]
We chose to avoid arguments and reproaches, as we were afraid to stick a label that could
later force the child into the role of a “linguistic rebel”.

Here it is clear to see the agentive nature of Yotam’s refusal to speak Russian, best
encapsulated by the phrase “linguistic rebel.” Yotam is not adhering to the compli-
ance regimes set forth by his parents, where Russian operates as the language-of-
interaction in the home. Going back to Kuczynski’s definition of agency, this example

2 As Ahearn (2001:115) emphasises, it is crucial that researchers not simply use agency as a syno-
nym for resistance.
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clearly shows how Yotam is able to “make choices” (in this case, the choice to use
Hebrew instead of Russian). This choice is mediated by different factors, which in
this case, appear to relate to his language attitudes. These are evidenced for example
through his metalinguistic comments, such as “I love Hebrew more” which in turn
resonates with other FLP research such as Revis’ (2016: 7) example in which an
Ethopian child in New Zealand insists on only speaking English because she feels
“Kiwi”. This type of language choice initiates change, not only in terms of the lan-
guage-of-interaction, but as seen from Kopeliovich’s framing of “hard to accept this”
and having to “avoid arguments and reproaches,” this type of choice is also emotion-
ally challenging (cf. Smith-Christmas 2016). Continuing with the theme of choice and
how it can lead to change in family language dynamics over time, the next section
examines the interface between language competence and choice, and the role this
relationship plays in conceptualising child agency in FLP.

3 Muddying the waters: The issue of language
competence and choice

In addition to raising issues of compliancy and its relation to agency, Gafaranga’s study
(2010: 248) also raises the question of how competency relates to choice, and therefore,
to agency. For example, the children’s preference for French over Kinyarwanda was re-
lated to their greater competence over the former as opposed to the latter. This observa-
tion prompts us to consider the question: to what extent can a child’s use of a
particular language be considered a choice if the child appears to lack the choice (i.e.
does not have the requisite linguistic skills) to say the utterance in a particular lan-
guage? My own eight year study (2016) of a family on the Isle of Skye, Scotland provides
a good case and point. The repercussive effects of language shift in this family meant
that the third generation – and especially the youngest member of the third generation,
Jacob, who was 4;0 when I recorded him in 2014 – lacked much productive use in
Gaelic and, like the children in Gafaranga’s study, answered in the majority language
(in this case, English) when addressed in the minority language (Scottish Gaelic). In a
recent article examining how Jacob’s grandmother Nana makes concerted efforts to
embed the language in child-centred contexts as part of her overall language mainte-
nance strategy (Smith-Christmas 2018), I contend that in many interactions, even if he
wants to, Jacob in fact lacks the linguistic capability to respond in Gaelic. However, I
posit that even in the absence of choice in many instances (as I suggest is the case for
Jacob), the child is still exercising their agency. First of all, it is well-established within
the literature on language choice, and particularly on code-switching, that an interlocu-
tor’s choice of one language over the other for (or within) a particular utterance often
relates to their competence in that particular language (Auer 1984). A specific language
choice in a particular instance is in turn the result of the interface of each interlocutor’s
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own linguistic trajectory and the interactional milieu that they are navigating at that
very moment, and in that sense, even if a speech act is constrained by competency, in
interactional terms, it is still a choice. Secondly, these choices do not exist in a vacuum:
in Jacob’s case, his answering in English is just one of the many ways through which
he actively resists his caregivers’ pro-Gaelic FLP. For example, as described in the 2018
article, in one interaction in which Nana, Jacob and I went to a seafood restaurant,
Jacob asked the names for various items on the wall (such as a fish, a crab, etc.) and
after Nana or I would supply him the answer in Gaelic, he asserted “no, not iasg”
(“fish”), thereby enacting his agency not only though his use of English, but also im-
plicitly telling us not to speak Gaelic. In another incident (Smith-Christmas 2016: 71),
Jacob’s great-aunt attempts to read him a story in Gaelic, but he is so vociferous in his
refusal to have the story read in Gaelic, that again, he constrains the adults in the lan-
guage they must use. Jacob accomplishes this through metalinguistic comments such
as “No I want it in English,” thus clearly enacting his agency even though, as discussed
earlier, in many ways he lacks the linguistic means to make a choice between Gaelic
and English. His overall choice is English, and he makes this point loud and clear.

In her study of two Japanese bilingual adolescents in the UK, Gyogi (2015: 258)
noticeably demonstrates the interrelated nature of competence and preference.
Writing about one of the two girls in her study, “Naomi’s interview suggests that
her language shift is mostly a competence-based one; the growing gap between her
English and Japanese proficiencies has pressed her towards this language shift,
rather than a conscious desire to challenge her mother’s beliefs.” Gyogi also shows
how Naomi incorporates these lapses in linguistic competency into a skilful way of
code-switching, masking her gaps and making it appear that rather than lacking
competency, she deliberately inserts English into utterances as a means to “show
off” that she knows English. Similarly, Boyd, Huss, and Ottesjö’s (2017: 523) analy-
sis of play sequence among children in an English-medium pre-school in Sweden,
shows how one child, Rose, speaks a nonsense language following her classmates’
use of Swedish in preceding turns, which according to the authors, is a means for
Rose to ratify her participation in the conversation, despite her lack of Swedish.
Thus, notwithstanding the potential of competence to place constraints on agency
(such that the choice dimension might be absent from children’s language acts), it
is clear that children employ multiple strategies to navigate the conversation, and
use what skills they do have in varied and creative ways, thereby enacting their
agency.

Further, in some instances, the child’s lack of competency may in fact be the
source of the child’s enactment of agency in the conversation, rather than an agen-
tive strategy to mask the lack of competence. In their study of an Arabic-English
family in the UK, Said and Zhu (2019: 776–777) demonstrate how six year-old
Hamid has been trying to make a bid for his father’s attention, but to little avail. He
then uses Arabic as a strategy in this endeavour, and a grammatical error in his ut-
terance then serves as an opportunity for his father to verbally attend to this lack of
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competency. Hamid is therefore successful in his attempt to gain a response from
his father while his grammatical error – although not necessarily intentional –
serves as a means for Hamid to further hold his father’s attention. Thus, in enacting
his agency by speaking Arabic, Hamid is able to attain his desired conversational
goals. Similarly, in my own work (Smith-Christmas 2016), one of my main observa-
tions about Maggie – Jacob’s older sister aged 3:4 when I recorded the family in
2009 – is that she tends to use Gaelic specifically when she wants to mitigate trou-
ble between her and her caregivers. This usually consists of single lexical mixes
(e.g. “I am modhail” in asserting that she is indeed being polite). Much of the effi-
cacy of this strategy essentially lies in the reflexive relationship between preference
and competence. Because Maggie does not use Gaelic very often, instances in
which she does use Gaelic become marked (cf. Myers-Scotton 1993), and in many
ways, constrains how she can use the language (i.e. lexical mixes versus full senten-
ces). Both of these often contribute to her caregivers’ affective softening towards
the strife at hand, normally through their overt amusement at her utterances. Thus,
although Maggie is constrained linguistically by what she can accomplish in Gaelic,
it is in fact this lack of competency that makes her use of Gaelic such a potent tool
for enacting her agency vis-à-vis her caregivers. It also resonates with her care-
givers – especially her grandparents’ generation – high use of code-switching and
mixing for effect, which is one of the hallmarks of Maggie’s family’s communicative
practices. It one of the key ways the family participates in “doing being” a family,
the concept of which is investigated in more depth in the next section.

4 “Doing being” a family: The negotiation of
linguistic norms

As illustrated in Figure 1, both compliancy regimes and issues of linguistic compe-
tence contribute to the formation of linguistic norms within the family. Again to re-
turn to Gafaranga’s landmark study, the accretion of the children’s answering in
French leads to the community norm of Kinyarwanda for adults and French for chil-
dren and therefore adults do not expect children to answer in Kinyarwanda; in fact,
hypothetically-speaking, the child’s reply in Kinyarwanda could be seen as a
breach in interactional norms and may result in a breakdown in communication
(see Kulick 1992; Smith-Christmas 2016). This highlights another challenge in con-
ceptualising child agency in FLP, especially in terms of Fogle’s (2012: 32) question
of “at what point can children have an influence on the construction of family lan-
guage policies”: to what extent can we see any speech act (in this case, language
choice) as an act of agency versus a reification of linguistic norms at work, and how
does this relate to the reflexive nature of agency, as both shaped by and integral in
shaping particular norms?
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In order to discuss this question, we will begin by exploring how children’s ac-
creted acts of linguistic compliance can become agentive, and in doing so, shape
linguistic norms within the family. The concept of compliancy as a form of agency
is well-established within developmental psychology (Kuczynski 2002), and in em-
barking on this exploration, I draw on my recent work in the Corca Dhuibhne
Gaeltacht in Ireland (see Smith-Christmas, under review) in illustrating how compli-
ancy can be a form of agency. In the following excerpt, the mother Mia explains
how she invoked discourse strategies, such as ignoring her daughters if they ad-
dressed her in English, in setting up Irish as the compliant choice, thereby firmly
establishing the language as the language-of-interaction between Mia and her
daughters. Here, Mia describes what happens when she breaks this interactional
norm:

Excerpt 1: Mia and her daughters.
1 Mia yeah yeah (.) yeah it doesn’t enter their heads not to speak to me in Irish

no matter who is in the company (.) and sometimes I recently decided (.)
oh God (.) I should make an effort when we are in company (.) and ad-
dress something to them in English so that the other person knows what
I’m on about (.) and they find that uncomfortable, they don’t like that

2 Cassie that’s great
3 Mia yeah
4 Cassie that’s great
5 Mia I know yeah, yeah it’s, it’s great (.) I’ve noticed that, they just kind of go

(.) they look at me weird (.) and they speak to me in Irish as if to say (.)
come on

This example clearly highlights the reflexive nature of child agency and language
choice. Irish is firmly established as the language-of-interaction between Mia and
her daughters; however, Mia occasionally tries to re-negotiate this norm in the com-
pany of interlocutors who do not speak Irish. Her attempts are unsuccessful, how-
ever, due to her daughters’ agency: they do not allow Mia to breach this norm.
Thus, even though their actions are compliant with Mia’s overall FLP, they are still
an act of agency, and in fact an act of agency that curtails Mia’s own agency. Her
use of English is sanctioned, therefore reflexively strengthening the norm of Irish as
the language of interaction in this family.

Similarly, Boyd and Palviainen (2013: 238, 241) show how children in Swedish-
Finnish OPOL families translate accreted compliance into agency. Like Mia’s daugh-
ters, they actively sanction their parents’ use of the “wrong” language. In one ex-
ample (Boyd and Palviainen 2013: 241) the daughter Sara takes a teacher-like tone
in informing her Finnish-speaking father that his use of the lexical item åtta (eight)
is “mother’s language.” The authors write that “this is a nice example of child
agency in that Sara effectively confirms her adherence to the interaction order of
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OPOL”. This sentiment is echoed in Palviainen’s work with Bergroth (2017) on the
pre-school-family interface, which demonstrates how children’s linguistic compli-
ance to pre-school linguistic regimes also can be seen as a type of agency. It is clear
therefore that there is a highly reflexive relationship between compliancy, norms,
and child agency. Children not only enact their agency in FLP in their choice to use
the code the caregiver has set up as the compliant choice, but also by enforcing
these compliancy regimes, i.e. by sanctioning their parents’ non-compliant choices.
The children therefore play a key role in how linguistic norms are established and
in turn how the language can be maintained in various ways. Further, children may
enact their agency by participating in normative practices in other ways that sup-
port language maintenance. In their study of multilingual families in Norway,
Obojska and Purkarthofer (2018: 257) show how one adult participant positioned
gifts of Polish books each time her father returned from Poland as a reflex of her
own agency. When she was younger, she would specifically request Polish books,
and therefore, in addition to participating in her family’s strongly pro-Polish FLP,
she took an active role in maintaining Polish in other domains. Similarly, Nyikos
(2014: 33) gives another example of a child enacting her agency by actively seeking
to promote her own language maintenance, a decision precipitated by a visit to the
home country (Slovakia) where the child was teased for speaking Slovak “with an
American accent.”

Van Mensel’s (2018) recent work on familylects of multilingual families in
Brussels is also highly illustrative of the way in which children play an active role
in shaping family linguistic norms. Firmly situated in the most recent wave of FLP
research, Van Mensel’s study takes a more resource-oriented approach, showing
how in spite of various asymmetries in individual family members’ linguistic com-
petencies (in one of the families, both parents – Ann and Ricardo – speak Spanish
but Ricardo cannot speak much Dutch), all family members exploit a variety of lin-
guistic resources in “doing being” a family (cf. Auer 1984). Multilingualism there-
fore plays a large role in the creation of these families’ particular familylects, and
the norms associated with these familylects are constantly being re-negotiated. For
example, in one instance (Van Mensel 2018: 243), Ann and Ricardo’s daughter
Daniela repeatedly asks her parents in Spanish if they would like more coffee, but
inserts the Dutch word “koffie” for instead of the Spanish “café.” Both parents
index that at some level, this instance of use is incorrect, but their motivations ap-
pear different, with Ricardo’s stance seeming to relate to politeness norms and
Ann’s to the use of mixing. Daniela, however, asserts in Spanish that she speaks
“really well” and van Mensel (2018: 244) concludes that Daniela is not resisting her
parents’ language choices per se, but instead is “resisting the ‘delimiting’ and ‘po-
licing’ of her language as she exploits the linguistic resources in her repertoire in a
playful and creative way.” In other words, she is actively shaping the norm of multi-
lingualism-within-the-family. However, this does not mean that the parameters for
language norms are boundless. For example, in one instance (van Mensel 2018: 242),
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Ricardo uses the wrong Dutch diminutive suffix (-etje when it should be –je) on the
word “boek” (book). His daughter then overtly corrects this, and van Mensel concludes
that “family repertoire thus appears to follow certain rules as well, and in this case it is
one of the children who imposes a normative restriction on what can be said, thus
illustrating how the family language policy is co-constructed by both children and pa-
rents.” Thus, members – including children – work together in establishing the param-
eters for linguistic norms in FLP as they evolve over space and time.

5 Re-negotiation of roles: Children’s empowerment
through linguistic and cultural capital

The last example – in which the child enacted a expert role vis-à-vis the caregiver –
resonates with the theme of this section: children’s empowerment through linguistic
and cultural capital. As Revis (2016) discusses in her Bourdesian approach to FLP in
refugee families in New Zealand, immigrant children’s experiences at school mean
that they often acquire linguistic capital more swiftly than their caregivers, and thus
are in a position to act as interpreters. This language brokering in turn may occur in a
number of different situations in both the public and private sphere, from doctor visits
and shopping, to informal visits with acquaintances (Antonini 2016). Some of these
situations might require the child to navigate challenging spheres of communication
(e.g. medical terminology in doctor’s visits) or might be particularly distressing, as il-
lustrated in Gallo’s (2017: 77) study where a child has to broker a conversation be-
tween her father and a policeman at the door. In this case, the stakes are particularly
high, as in the context of Mexicans in the US, any encounter with authorities had the
potential to lead to deportation. The gravity of these situations compounds the child’s
relative power vis-à-vis the adult’s disenfranchisement; even in situations not of this
nature (e.g. a social visit), we see a clear inversion of the expected caregiver-child re-
lationship. As Revis (2016: 8) discusses, this inversion can cause discomfort for care-
givers, and the accretion of language brokering interactions has the potential to cause
a shift in parent-child relations: “while some families only expressed concern about
the reversed order of authority, others added that this represented a challenge to
them as authorities in the home.” Thus, we see the child’s agency operating at two
different levels: first, in the child’s action (i.e. the act of performing language broker-
ing) and then at the change it brings about in the family – in this case, inverting tradi-
tional power dynamics. Language brokering in the case of FLP very clearly highlights
how linguistic competency adds another dimension to the bidirectional nature of lan-
guage socialisation. Not only are the children socialising the caregivers into being
caregivers, but in the case of transnational families, children also have the potential
to socialise their parents into the sociocultural milieu of their wider environment.
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In addition to language brokering, the linguistic competence asymmetry that
can exist between children and their caregivers may take other forms in opening up
avenues for children to use language to enact their agency in everyday interactions.
Zhu (2008) for example shows how the children of Chinese immigrants in the UK
use their greater linguistic competency in English to subvert traditional power
structures in managing conflict talk. The growth of minority language immersion
education is another means by which children may attain greater linguistic compe-
tency than their caregivers. In such instances, while the child may not normally
play the role of interpreter – as situations such as going to the doctor’s etc. are con-
ducted through the majority language – the child is still able to subvert caregiver-
child power relations. This often takes the form of the child overtly marking the
adult’s lack of linguistic competence, as seen in van Mensel’s example discussed
earlier, where the child corrected her father’s use of the diminutive suffix. This also
surfaced in my most recent research in the Outer Hebrides of Scotland (Smith-
Christmas, under review) where the mother in each family spoke Gaelic but the fa-
ther did not, and the children all attended Gaelic immersion education. In one of
the families, the father had acquired a moderate level of fluency in Gaelic, and
would try and speak it to me as the researcher when I was recording some of the
interactions. His sons were eager to correct any lapses in fluency and were very ani-
mated in their corrections, thus subverting the traditional caregiver-child power re-
lationship. Later in one of the interactions, the father capitalised on this power
reversal and used it to pedagogical effect by engaging the children in homework
activities, actively taking on the role of student while the children took on the role
of teacher. It therefore became a way for the father to play a role in enacting the
pro-Gaelic FLP that was typically his wife’s remit. His emphasis on his sons’ agency
also provided a way in which he could facilitate and further their linguistic and aca-
demic skills acquisition.

6 Conclusion

The purpose of this chapter has been to raise questions about conceptualising child
agency in the context of FLP. In doing so, we have focused on critically examining
what counts as agency and have explored the intricacies of the reflexive relationship
between agency on the one hand and structures on the other. The chapter has illus-
trated how the concept of agency is “layered, complex, and at times contradictory”
(Fogle 2012: 41). In trying to untangle these interwoven complexities and surfacing co-
nundrums, the chapter has centred on four main intersectional dimensions of child
agency in FLP research: compliancy; linguistic competencies; linguistic norms; and
power dynamics. It has explored these dimensions through the main criteria of choice
and change, focusing on how children can have an “influence on the construction of
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family language policies” (Fogle 2012: 32). It has examined how certain factors – such
as linguistic competency – may appear to constrain choice, while at the same time
demonstrating how the child employs a variety of strategies to circumnavigate these
constraints, thereby reifying his or her linguistic act as agentive. In addressing the
issue of compliancy and especially its relation to linguistic norms, this chapter has also
critically examined whether certain acts exemplify agency or not, underscoring that
when applying the criteria of choice and change, these acts are indeed agentive. This is
especially true in terms of change: the children’s linguistic agency has the potential to
shape not only language practices in the family, but to induce change beyond the
bounds of the family. In sum, the chapter has shown that there are many and varied
points in which, at some level, children may influence FLP. It has shown the value of
critically exploring the mechanisms by which these influences can happen and of con-
tinually questioning how a particular speech act is indeed an act of agency. As emphas-
ised in the introduction, FLP is only just now circling back to the importance of child
agency, and it is hoped that this critical examination will be fruitful in further explora-
tions of this important topic.
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Åsa Palviainen

12 Future prospects and visions for family
language policy research

1 Introduction

Although the roots of the field of family language policy (FLP) can be traced about
one hundred years back in time, it was after the seminal article by King, Fogle, and
Logan-Terry (2008) – in which the term FLP was introduced and defined – that the
FLP research field started to grow exponentially. The idea of combining previous
insights from psycholinguistic research on bilingual language acquisition and so-
ciolinguistic studies on family interaction with theory and concepts from the field
of language policy and planning (LPP) obviously filled a gap: Researchers were pro-
vided with conceptual tools to better understand processes of language mainte-
nance and change as a function of explicit (or implicit) language planning within
families, and they were able to apply a wider range of methodologies to empirically
examine these processes. (For more detailed descriptions of the development of the
field, see King and Fogle 2013; King 2016; King and Fogle 2017; Lanza and Lomeu
Gomes this vol.; Schwartz 2010; Smith-Christmas 2017).

In the first chapter on the topic area “Family Language Policy” in this handbook,
Lanza and Lomeu (this vol.) present an overview of the field. Their conclusion is that
much of the current FLP research revolves around making sense of multilingual family
language practices and ideologies, often in transnational populations, and covers an
ever-increasing range of languages and family types. The following three chapters all
provide different current perspectives from the FLP field. Curdt-Christiansen and
Huang (this vol.) show the importance of understanding the multilayered, complex
and dynamic sociopolitical contexts in which individual transnational family language
policy-making is situated, whereas Schwartz (this vol.) examines family language man-
agement at the micro level of the home environment. Finally, Smith-Christmas (this
vol.) focuses on child agency, and children’s displayed actions of resistance to or com-
pliance with the use of a minority language.

The aim of the current chapter is to envision future research directions within
the FLP field. I will discuss topics that need further recognition in future studies, to
better understand and do justice to multilingual family constellations and the con-
ditions they are formed by as we enter the 2020s. I will therefore discuss the inclu-
sion of child perspectives in the research (section 3) and the role of emotions in
family language policy-making (section 4), as well as point to the need for the
study of families in today’s mobile digital context (section 5). The final part of the
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chapter (section 6) puts forward some practical suggestions as to how these per-
spectives can be implemented in research: how to define the family as an object of
study, what research questions may be asked, and what methodologies can be
used. In the following (section 2), I will discuss the theoretical argument that runs
through the chapter that families, as well as the FLPs they negotiate and develop,
are dynamic across time and space.

2 FLP-making across time and space

The “family” is at the core of FLP research, and for this reason it is important for
the researcher to clearly establish what exactly this object under study is. As a unit
based on kin membership, which can vary in size, the notion sometimes tends to be
taken for granted (cf. Lanza and Lomeu Gomes this vol.). The objective of research
is often to describe the FLP of one or more separate family unit(s). These types of
study tend to be based on “snapshot” descriptions rooted in a given point in time.

The argument I put forward in this chapter is the need to see the family as a
dynamic and fluid system – rather than a fixed unit – where the individual is resid-
ing at the centre of his or her own universe of networks (Stern and Messer 2009).
Family systems as such are affected by external factors as well as individual ones
(Curdt-Christiansen 2016; Lanigan 2009; Tannenbaum 2012). Rather than mapping
one unified FLP of a particular family, I think it is important to acknowledge the
“multiple individual policies that include individual ideologies, management ap-
proaches, and practices within a single family unit” (Hirsch and Lee 2018: 890) and
as a researcher to assign similar weight to the different individual policy-makers.
Together, these agents make up the complex FLP web.

I further argue for the need to see FLP-making as a process that takes place
across time and space (Hirsch and Lee 2018). The temporal aspect is crucial; the
negotiation of different aspects of the FLP occurs on multiple time scales and all
individual members bring along their own historical bodies (He 2014; Hirsch and
Lee 2018; Scollon and Scollon 2004). Introducing a new linguistic variety into a
family system, processes of migration, family member re-configurations (such as
new siblings, restructured families, transnational adoption), individuals growing
and ageing, the introduction of new communication technologies, the start or
change of school, and so on, all potentially affect FLP-making, as a function of
time. As for space, the concept of home (domain) is often seen as crucial for – or
even as equalling – the family (Fishman 1991; Spolsky 2012). Eisenchlas and
Schalley (this vol.) argue that home does not necessarily imply a (physical) space,
but rather serves as a point of reference from which speakers navigate the world
and negotiate language use at the micro level. Following this line of interpretation,
the points of reference may vary for individual family members as they can

12 Future prospects and visions for family language policy research 237

 EBSCOhost - printed on 2/9/2023 9:07 PM via . All use subject to https://www.ebsco.com/terms-of-use



experience many different significant “home spaces” and have multiple senses of
belonging (Hirsch and Lee 2018; Tyrrell 2015). The traditional conceptualisation of
home (domain) is complicated by the fact that in our post-modern society the
boundaries between the private and public spheres have become blurred (Zhu and
Li 2016). Today’s transglobal family realities, saturated with social media and com-
munication technology, make it necessary to rethink more traditional concepts of
space (Hatoss; Lanza and Lomeu Gomes both this vol.).

These understandings lead inevitably to a reconsideration of the conceptualisa-
tion of FLP. In the original definition put forward by King, Fogle, and Logan-Terry
in 2008, the focus was on explicit and overt planning carried out in relation to lan-
guage use within the home among family members. Gradually this has been ex-
tended to include also implicit and covert planning, as well as literacy practices
(Curdt-Christiansen 2009; King and Fogle 2013; Spolsky 2012). In order to include
the dynamicity of language negotiation over time and space(s) that takes place
among individual members of a network who define themselves as of familial sig-
nificance, FLP is here understood as explicit and overt, as well as implicit and co-
vert, planning among the members in a family network in relation to their language
use and literacy practices across time and space. Importantly, literacy practices
also then encompass digital practices, not only as an outcome of planning but also
as a significant mediational tool.

3 Including child perspectives

The field of FLP has certain epistemological traditions which have also had an effect
on how children have been looked at and what methodologies have been applied to
research them. Theories of language socialisation, language transmission and early
language acquisition tend to see the child as a fairly passive receiver of language(s).
From this perspective, parents’ (and other [older] socialising agents’) language practi-
ces, strategies and ideologies serve – in interaction with environmental factors such
as the quantity and quality of language input and societal ideologies – as determin-
ing factors for language development. Moreover, as a consequence of the fact that
the FLP field links studies of child language acquisition, early second language learn-
ing and bilingualism (King and Fogle 2013), the focus has often been on parents and
children during their very first years of life (Juvonen et al. this vol.).

An increasing number of FLP studies have appeared with a focus on child
agency, including those in which the child is recognised as an active co-producer of
the FLP with the mandate to shape, reject and change policies (e.g., Bergroth and
Palviainen 2017; Fogle 2012; Kheirkhah 2016; Luykx 2005; Said and Zhu 2019; Smith-
Christmas this vol.; Zhu 2008). Acknowledging child agency does not, however, nec-
essarily mean that children’s own perspectives are taken into account, for example,
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in choosing data collection methodologies which give children a voice. Within the
field of new sociology (or anthropology) of childhoods (e.g. Prout 2011), childhood is
seen as socially constructed and it is argued that children’s worlds should be studied
in their own right, not in relation to adults. In processes of family migration, children
have shown to be key actors in transnational social practices, such as serving as lan-
guage brokers and contributing to family divisions of labour and relations of care
(Orellana 2009). Olwig’s (1999) research on Caribbean children who are cared for by
relatives rather than parents who have left for work elsewhere (also Madianou and
Miller 2012; Parreñas 2014), as well as Tyrrell’s (2015) study on the experiences of
Spanish migrant children in the UK, are examples where children’s voices and expe-
riences are being heard, theoretically as well as methodologically.

In many Western contexts, close family members and home settings play a signif-
icant role in the child’s life during the preschool years; during the elementary school
years the child’s independence and access to out-of-home spaces and social networks
increase, and the teenager is seen as autonomous in many respects (Lim 2016).
Although there have recently been studies on language practices and policies focus-
ing on older children (e.g. Caldas 2006; De Houwer 2015; Doyle 2013; Fiorentino 2017;
Kayam and Hirsch 2014; Kheirkhah 2016), more research is needed to understand the
processes of language maintenance and change along life’s trajectories (He 2014), in-
cluding the role of others such as peers and siblings (Parada 2013). As Zhu and Li
(2016) show, individuals of different generations within the same transnational fam-
ily may have very different sociocultural experiences. Moreover, across different cul-
tural contexts there may be other assumptions and expectations about the needs,
capacities and appropriate activities of children at different ages, as well as different
child-rearing practices (Orellana et al. 2001). Therefore we need a more thorough un-
derstanding of FLP formation as a dynamic process, involving the multiple individu-
als of the family, and as situated in a certain sociocultural context.

As for methodologies within the FLP field, there is a long tradition of observing
parent-child interactions in home settings as well as of collecting data on children’s
language practices and ideologies by means of sociolinguistic surveys or interviews
with the parents (typically the mother). This means that the data on children’s lan-
guage practices are mediated and filtered through the experiences and eyes of a
parent, and/or interpreted by an adult researcher (Boivin and Cohenmiller 2018; see
also Juvonen et al. this vol.). The (adult) researcher also makes informed (and ideo-
logical) decisions on what situations to record and observe, how to formulate ques-
tion items and categories in a survey, and which questions to ask as part of an
interview protocol. It is an inescapable fact that the researcher is a subject (and
adult), and in ethnographic research it is important for the researcher to establish
his/her own zone of identification (Scollon and Scollon 2004: 11). In her article on
how to listen to children’s voices in ethnographic fieldwork, Almér (2017: 404) asks
the thought-provoking question of “whether anyone who has reached adulthood
can ever find out what a child experiences and thus understand their perspective.”
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This is a critical question for FLP researchers interested in the perspectives and voi-
ces of the young: how do we, for example, avoid asking typically adult questions
and mediating adult perceptions of how things are? How do we really explore and
examine children’s language practices, ideologies and life experiences in their own
terms? How do we reverse perspectives and learn from the young?

4 Making sense of (non-linguistic) emotions

Tempting as it is for a linguist to rely on language-based models to explain child-
ren’s (bilingual) language development and processes of language maintenance
and change – a natural consequence of the FLP field’s emergence from the tradi-
tions of socio- and psycholinguistics, applied linguistics, language socialisation,
language learning, and language planning and policy – we must bear in mind that
language is only one of many dimensions affecting family life. There is a risk that
we will apply a linguacentrist perspective, i.e., we will exaggerate the role of lan-
guage(s), in the lives of multilingual families. To date we have a fairly large body of
knowledge on the impact of language attitudes, linguistic input, language ideolo-
gies, parental language strategies and the ascribed values of different languages in
minority/majority/endangered/sociocultural/educational etc. contexts on language
learning, transmission and revitalisation. We know less about the impact of other
aspects not directly related to language on these processes, aspects such as family
communication style, child and parent personality characteristics, or parent-child
connectedness (Van den Bulck, Custers, and Nelissen 2016).

The relationships between socio-emotional factors and language developmental
outcomes cannot be reduced to simplistic models of cause and effect, simply because
the human being is a fairly unpredictable and autonomous subject with emotions and
personality at the same time as (s)he is social and adaptive and part of complex dy-
namic systems (De Houwer 2015). As Tannenbaum (2012: 58) contends, FLP differs
from broader national and societal policies in that it involves emotional issues and psy-
chological dimensions such as a person’s “[p]ast and present experiences, hopes and
worries about the future, close interactions, attraction, aversion, love, hate, depen-
dency, alienation, closeness.” Along similar lines, Hirsch and Lee (2018: 890) explain
that a family ideology can be in favour of a certain language practice, but that individ-
ual ideologies may differ considerably, depending on “the intricate interplay of past
and present experiences, agency, desires, emotions, future plans, personality traits.”

From migration studies we have learned how children have been emotionally
impacted by growing up with biological parents living elsewhere, at a great geo-
graphical distance (Madianou and Miller 2012; Olwig 1999), and about the emo-
tional work and power dynamics involved in family cases where children serve as
language experts and language brokers for the parents (Orellana 2009), or when
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children are sent abroad to study (Hirsch and Lee 2018; Orellana et al. 2001).
Migration can be an emotionally dramatic – or even traumatic – experience and in
many cases this forces a shift to a new language and the (re)shaping of the FLP
(Revis 2017; Tannenbaum 2012). Other significant changes of condition that have
been described in the literature as affecting formulations of FLP are on the adoption
of children (Fiorentino 2017; Fogle 2012; Shin 2013), and on coming out as LGBTQ,
which was shown to affect bilingual identity and practices (Cashman 2017). Taking
into account the large number of reconstituted families nowadays, there are, how-
ever, still surprisingly few studies examining how changed family member constel-
lations – e.g., when parents divorce and members live apart (Levin 2004) – affect
FLP. When new families are formed, the linguistic ecologies may change, as well as
the social and power relationships within the family systems. Emotional dimen-
sions touching each individual member separately also affect the system as a whole
(Tannenbaum 2012).

Tannenbaum (2012) proposes a conceptual framework in which the psychoana-
lytical concepts of coping and defence mechanisms can be used to understand and
explain how family members negotiate their FLP. She criticises FLP research for
tending to leave out psycho-emotional dimensions and points out that the literature
to a large extent ignores significant contributions, conceptions and methodologies
from psychology, psychoanalysis and psychodynamics. Opening up to cross-fertil-
isation between the disciplines could provide new tools for analysis and create new
insights in our understanding of FLP processes and family dynamics, particularly
from the point of view of the emotions. Smith-Christmas (2017), in outlining future
directions in the FLP field, indeed proposes that explorations of the psychological/
affective realm are the next step in the field.

5 Connecting the family

The availability of and easy access to communication technologies have radically
transformed ways of keeping contact across time and space (Madianou and Miller
2012), and these changes have direct implications for how contemporary families
form and maintain social and emotional relationships (King O’Riain 2014). Whereas
research strands such as computer-mediated communication have tended to focus
on the linguistic content of online communication (e.g., Lee 2017), others have kept
their focus on the emotional consequences of choosing between the plethora of dig-
itally mediated tools now available for keeping in contact within transnational fam-
ilies (Madianou and Miller 2012), and on the complex issue of acting as a parent at
a distance (Parreñas 2014). Communication technologies are, however, not only
central to transnational multilingual families; they are also used to mediate, coordi-
nate and synchronise the daily lives of individually networked family members
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who live in the same household (Christensen 2009). The perspective of the children
is particularly crucial. Although parents in contemporary Western families tend to
have a more decisive role in the purchasing of media products, in helping children
to navigate media use and in setting the rules (Lim 2016), it is the children who are
often the key agents and take the lead when it comes to introducing new technologies
and changing media practices in families, in the literature known as the child-effect
(Van den Bulck, Custers, and Nelissen 2016). This includes changing the language
practices mediated through them.

Despite the significant role technology-mediated communication potentially
plays in processes of language transmission and change across generations in mul-
tilingual families, research on it is still scarce within the FLP field. One exception is
Hirsch (2017), who presents unique longitudinal data over 7 years of one mother
who had moved from Great Britain to Israel with her family. Hirsch could follow the
(re)formulations of FLP over time by tracking the mother’s postings in different
groups on social media (Facebook). Social media also turned out to be an important
space for the mother to reflect on her evolving language ideologies, management
and practices together with other mothers. In another study, Little (2019) examined
how parents of different cultural and linguistic backgrounds used digital technol-
ogy to support their children’s language development. It gives examples of explicit
parental management strategies for using technology to promote home language
maintenance (see also Hatoss; Little, both this vol.).

In order to get a better picture of how multilingualism, digitally mediated com-
munication and emotional relationships interact in contemporary families across
time and space, combined insights from different research disciplines are needed. A
notion from sociology that is potentially helpful for FLP researchers is the digital fam-
ily, by which Taipale (2019: 2–3) refers to everyone – from grandchildren to grandpar-
ents – who has at least some basic familiarity with communication technologies and
with some social media, and access to basic communication devices (such as a mo-
bile phone and the internet), and uses these to stay in touch with other family and
extended family members. A digital family is in these terms defined as a social struc-
ture based on the technologically mediated communication practices and routines
that take place between its individual members across generations and geographical
spaces. Lanigan (2009), in turn, suggests a socio-technological family framework
model in which familial, extra-familial and individual characteristics influence how
technologies are incorporated within the family context.

Sociological frameworks like Taipale’s (2019) and Lanigan’s (2009) have great
analytical potential. However, they often lack the language dimension, which is
where linguists come in. In order to develop “innovative research protocols that
can make sense of the mobile multi-screen, multi-app, multi-media and multi-
modal environment that surrounds families today,” which Lim (2016: 27) calls for,
we need to add issues that come with multilingualism.
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6 Topics for future enquiry

In order to expand our knowledge about FLP processes we need further empirical
evidence from a wider range of family types, languages, and contexts (Lanza and
Lomeu Gomes this vol.). However, simply adding more cases to the cumulative
body of FLP data is not enough; we should also have the courage to raise new is-
sues, ask new types of research questions, be open to unconventional research
methodologies, and challenge our own conceptual as well as epistemological tradi-
tions. In the following I start by suggesting different perspectives that the re-
searcher can take on what is a family, i.e., the object of study. After that I propose a
number of research questions, and methodologies that can be applied to respond to
questions like these.

6.1 Who is in the family?

When conducting FLP studies, the researcher needs to define for themselves what
is meant by family in that particular study, to identify his/her own position and
ideological underpinnings, and determine how family is going to be examined
(Wright forthcoming). This orientation informs the analytical stances and methodo-
logical choices, the questions that can be asked as well as the conclusions that can
ultimately be drawn from the data.

Family, seen as a fixed unit and defined in terms of the members it consists of,
is a common category in FLP research. Hence, in finding his/her research target,
the ethnographer may decide to search for a family unit that meets certain pre-set
criteria of membership and roles (e.g. a mother, a father and a child under school
age in ethnolinguistic community X, speaking languages Y and Z). In administering
a survey, a sociolinguist might include boxes to be ticked for family roles (e.g.
mother, father), to be used as statistical variables to explain specific language out-
comes. These are straightforward and powerful means of conducting research. Yet
one needs to be careful with the pre-conceptions that are involved in the proce-
dures: One gets what one asks for. In other words, defining and setting the criteria
for what counts as a family beforehand is a deductive and top-down process, in-
cluding the risk of implementing normative flaws (Ericsson 2017).

A more inductive and bottom-up perspective on what makes a family is to de-
part from the individual and focus on social and personal relationships and inter-
connected individual networks (Pahl and Spencer 2004). The observation of family
communities and examination of their practices and interpersonal ties of different
types and strengths can, for example, be done through social network analysis
(Milroy and Gordon 2003). Although Western notions of family stress kinship rela-
tions, there may be other personal relationships that are significant (Budgeon and
Roseneil 2004; Cashman 2017) and represent different types of ties, contacts,
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choices and commitments (Milroy and Gordon 2003; Pahl and Spencer 2004). It is
a challenge to decide where to draw the lines in these webs of relational links and
identify not only which these significant relationships are, but also how and why
they are significant. Lanza and Svendsen (2007) have suggested that social net-
work analysis should be supplemented with interpretative and constructivist ap-
proaches in order to account for issues of identity and ideology. Moreover, in
digital families (Taipale 2019) the networked practices and the use of communica-
tion technologies between members need to be mapped. Applying multilingual
practices to the digital family adds further dimensions into the complex family
web.

A third way of viewing the family is to see the family as an ecological and dynamic
system. In this view, we should be able to capture family dynamics and changes over
time and space, at the same time taking individual as well as external factors into ac-
count. This way of modelling the family is challenging but can be informed by theories
in related fields, such as dynamic systems theory in applied linguistics (Larsen-
Freeman 2012) or family systems theory in sociology (e.g., Lanigan 2009). In order to
examine the family as dynamic, emotional and built on interpersonal relationships, we
can learn from different branches of psychology (Tannenbaum 2012). If we see the fam-
ily as a complex and dynamic ecosystem, we may be informed by theories from the
natural sciences or even mathematical modelling. If the focus is on technology-
mediated communication and FLP, we can learn from communication theory,
computer-mediated communication as well as IT, and so on.

As FLP researchers – whether individuals or a community – we need to make
clear how we conceptually understand family and what the consequences are of
this understanding in terms of theorising, the questions we ask, the factors, targets
or phenomena we choose to examine, and the methodologies we apply. Some re-
searchers have argued that reliance on a family-based model of intergenerational
language transmission is a dominant narrative within sociolinguistics that needs to
be challenged (Cashman 2017). The ultimate critical question will be whether we
need a concept of family at all, challenging the validity of the construct. This in
turn will have important epistemological implications for the research field of FLP.

6.2 Potential research questions

Based on the discussion in this chapter, I will suggest some research issues that
could be further explored as part of the FLP field. In Table 1 a number of potential
research questions are formulated. The list is neither exhaustive – there are many
important aspects I have not been able to address in this chapter (see e.g. Lanza
and Lomeu Gomes this vol.) – nor does it necessarily present entirely new or unex-
plored issues. Rather, the list presents a collection of issues that deserve further at-
tention and that I propose could inform future studies.
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Table 1: Suggestions for research questions that may be asked and explored further as part of FLP
research.

Research questions

– How is “family” understood and researched by other related scientific disciplines such as
psychology, sociology, anthropology, economics, communication studies, or the natural
sciences, and to what extent can (and should?) FLP be informed by multidisciplinary
approaches, bringing in new epistemologies, perspectives and interpretations?

– How is family conceptualised, politicised, brought into the ideology and realised in practice,
in and by different states, and in different political, religious and community contexts across
the globe? How do these facts affect the way we pose research issues and understand our
objects of study?

– How do divorce and reconstituted family configurations affect a child’s (language) world? How
do changes in emotional landscapes and relationships in connection with reconstituted family
settings affect language practices and FLP?

– How do single-parent families navigate in multilingual contexts and how is family multilingualism
managed in sociocultural contexts where family membership is more fluid or non-normative?

– How do we, as (adult) researchers, cross age barriers and mediate true perspectives of the
young and their experiences? How can we learn from the young and their life worlds and
collaborate with them in the development of appropriate data collection methodologies? How
do we capture phenomena such as the child-effect (Van den Bulck, Custers, and Nelissen
2016), reverse questions and examine FLP processes as multi-way interactions?

– How is child agency perceived in family contexts in different parts of the world, in different
ideological, socio-economic, educational and religious contexts, and what are its
consequences for FLP? What is the impact of different cultural (or individual) practices of
child-rearing on processes of language transmission and change?

– In the negotiation and formation of FLPs, what is the role of inter-personal emotions and
power relations that are not necessarily linguistically encoded? How do we refrain from being
“linguacentric” (cf. discussion above) in our explanatory models of multilingual families?

– How do flight from war, experiencing a split family, and emotional turmoil affect different
members of the family and aspects of their FLP, and over time?

– What is the role of languages in emotional endeavours such as emotional streaming (King
O’Riain 2014) and intimate labour parenting (Parreñas 2014)?

– How do family members use different modes of technological communication to maintain their
networks (cf., Madianou and Miller 2012; Rudi et al. 2015; Stern and Messer 2009), over time
and space, and as mediated by language(s)?

– How can we, in Lim’s (2016: 27) wording, “develop innovative research protocols that can
make sense of the mobile multi-screen, multi-app, multi-media and multi-modal environment
that surrounds families today”, and add multilingualism to these protocols?

– How do technology-mediated communicative affordances serve to empower and transmit
home languages and identities within families, across (and within) generations? Do they
hinder language transmission in any way and if so, how and why?
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In each of these cases we need to critically examine to what extent they are relevant
to the key issues of FLP research (such as how home languages are transmitted,
learned, or changed in a family context), and the implications for policymaking (cf.
King 2016: 731) and (re)formulate our questions accordingly. Still we should be able
to pose questions in new ways too, not limited to a certain paradigm of questions.

6.3 Methodological approaches

The FLP field has always been defined by methodological and interdisciplinary di-
versity (King 2016) and this diversity has become even more significant in recent
years, along with new research interests. Curdt-Christiansen (2018) divides the
methods used in FLP into three broad categories: quantitative approaches (such as
survey studies), qualitative and interpretative approaches (e.g. interview, narrative
and ethnographic data), and sociolinguistic ethnography (including audio- and
video-recorded family interactional data). In the following I will suggest some
methodological and analytical (primarily qualitative and interpretative) approaches
that might be helpful in understanding and examining the sort of issues discussed
in the previous sections.

To connect with the issue of how the notion of family is understood across differ-
ent sociocultural, political or disciplinary contexts, critical discourse analysis (e.g.,
Wodak and Meyer 2009) is helpful. The analysis of linguistic landscapes (Gorter
2006), e.g., how family is reflected in public signage, may yield enlightening results.
Linguistic-oriented approaches are also possible, such as corpus analysis, concept, or
the lexical analysis (Litosseliti 2010) of, for example, official (policy) texts. If the
focus is rather on the individual and his/her perceived family and relationships, an
informant can be asked, “Who is in your family? Could you make a list?” or “Could
you place your family on this sheet of paper according to closeness and distance to
you?” (Levin 2004: 229). Prieto-Blanco (2016) has used photographs to elicit mem-
bers’ “circle of reference” in transnational families and Ericsson (2017) developed an
app to elicit discursive constructions of cisnormativity in interactions between pa-
rents and 5–8-year-old children.

If families are looked at in terms what members come together and do (rather
than who they are), mediated discourse analysis (Scollon 2001), nexus analysis
(Scollon and Scollon 2004) or Moment Analysis (Zhu and Li 2016) can be useful. The
point of departure in mediated discourse analysis and nexus analysis is social action,
i.e., “any social action taken by an individual with reference to a social network, also
called a mediated action” (Scollon and Scollon 2004: 11). All social actions are medi-
ated; this means that all practices – linguistically encoded or not – are shaped by
and filtered through subjective and collective experiences, beliefs, ideologies, inter-
action orders, expectations, and physical environments. Moment Analysis focuses on
frequent and regular patterns of linguistic behaviour and creative actions that have
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immediate as well as long-term consequences (Zhu and Li 2016). In mediated dis-
course analysis terms, these moments of repeated actions are called nexus of prac-
tice. The researcher cannot presuppose which actions, discourses and data are
relevant and need closer study. It is therefore up to the (FLP) researcher to identify
and recognise the relevant components of and agents in the nexus of practice.

Mediated discourse analysis is particularly powerful in unpacking multilayered
and complex social phenomena and understanding FLP-making processes on differ-
ent scales of time and space (see Curdt-Christiansen and Huang this vol.), and in de-
scribing FLP processes and discourses in single families (Palviainen and Boyd 2013;
Palviainen and Bergroth 2018). When the conceptual and analytical perspective is so-
cial action – rather than a fixed social unit, interconnected personal networks, or
space – the analysis of e.g. digitally mediated relationships in multilingual, transna-
tional or reconstituted family configurations becomes particularly fruitful. Applying
linguistic analyses of digitally mediated messages (e.g., Lexander 2018) or multi-
modal conversational analysis (Mondada 2016) to video call interactions can give us
information about processes of language transmission across time and space.

A strong argument throughout this chapter has been that we should see FLP as
a dynamic phenomenon and analysis should take into account that family configu-
rations, language ecologies, and significant relationships and memberships change
over time. The calls for true longitudinal studies of families (e.g., King and Fogle
2017) are challenging time-wise, as they might require the researcher to follow one
or more families for several years (see Smith-Christmas. this vol.). The time aspect
can, however, also be captured through, for example, retrospective interviews
(Palviainen and Bergroth 2018), or life cycle analysis (He 2014), or by tracing FLP
changes in social media (Hirsch 2017). Olwig’s (1999) study on the life stories of
four adults who reflected on their experiences of growing up in the Caribbean with-
out one or both parents focuses particularly on emotions and memories as a func-
tion of time.

In the technologically saturated world of today, where time and space are con-
flated, we need to try to understand the role of technical mediation in contemporary
family life, emotions and communication. As FLP researchers, we should particularly
aim to understand the role of languages in these digitally mediated processes, as
they carry the potential for language transmission and learning (Little this vol.). As
has been strongly urged in this chapter, every member of the family should have
their voice heard from their own perspective, including children of all ages. Taking
part, as FLP researchers do, in sociolinguistic ethnography and qualitative and inter-
pretative inquiries (Curdt-Christiansen 2018), we want to know what individuals do
with language and also what they think about what they do. The data collection can
be researcher-led, participant-led or co-constructed combinations of these. Methods
include shadowing or mobile ethnography (Czarniawska 2007), visual methods and
visual ethnography (Kalaja and Pitkänen-Huhta 2018; Pauwels 2015; Pink et al. 2016),
mixtures of observations, chatlogs and interviews (Androutsopoulos 2008), online
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ethnographies (Markham and Baym 2009), and participant-generated videos/record-
ings/diaries (Boivin and Cohenmiller 2018).

Boivin and Cohenmiller (2018: 589) encourage ethnographic researchers to
move away from the use of technology only as a simple data collection device and
propose “moving into a greater co-constructed dialogue between participants, ob-
servers, researchers, teachers, and community members with the use of digital tech-
nology used by participants during ethnographic observations.” A good example of
this type of research is the study by Noppari, Uusitalo, and Kumpulainen (2017). In
their study, the researchers carried out activity-oriented interviewing (an approach
in which materials prepared by the participants and clues found in the home envi-
ronment guide the interviews) with children aged 5, 8 and 11 years, wherever they
chose in their homes, about their media use. When data are co-constructed and par-
ticipants become researchers and choose their data, unexpected results, insights
and developments are made possible. In this way we can advance and develop the
FLP field methodologically by asking: What can we as professional researchers
learn from young informants in whose lives digital media is deeply integrated?
What happens when we put lab coats on children, empowering them as research-
ers? Engaging with even younger, pre-school and pre-literate children can be chal-
lenging, but for example Crump and Phipps (2013) and Almér (2017) have provided
some methodological ideas, and Ericsson and Boyd (2017) reflect on how to engage
such children in research in an ethically appropriate way.

Other possible methodologies include quantitative surveys (e.g., De Houwer
2007; Kayam and Hirsch 2012) and experimental designs. One ethical as well as meth-
odological challenge is how to examine the relationships between non-linguistic per-
sonal and emotional characteristics, such as shyness, introversion/extroversion or
self-confidence, and language practices. As De Houwer (2015) points out, it is in prac-
tice impossible for third persons, such as researchers, to decide on subjective well-
being – including affective information about how one feels – in a particular situa-
tion, but it ought to be of significance. In this sense we can probably learn from
psychoanalytical and psychodynamic protocols, as pointed out by Tannenbaum
(2012).

7 Conclusion

In this chapter I have sought to map topics that I consider need further attention in
future FLP research, I have suggested research questions to be posed and offered
ideas on how to empirically conduct the studies. I have also put forward a concep-
tual understanding of the family context as dynamic and the family as comprised of
individuals who each have their own (changing) emotions, agency and ideologies.
In order to research and understand these complexities, cross-disciplinary
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initiatives and the courage to think outside the box theoretically as well as method-
ologically are required.

The question is whether the application of too diverse approaches, cross-
disciplinary initiatives and methodologies will lead to the FLP field losing its founda-
tion, its identity and its raison d’être, and a risk of being subsumed into other fields
(cf. King and Fogle 2017). King (2016: 731) argues for the need for a shared body of
central research questions and methodologies to be able to definitively and collec-
tively answer the questions and move the field forward. King (2016) further identifies
as a problem the fact that a research focus on meaning-making in families rather than
outcomes tends not to provide findings that are productive or responsive to policy-
making. Consequently, Lanza and Lomeu Gomes (this vol.) predict that the FLP field
will return to a language outcome focus in the future. In the context of the current
handbook, it is worth remembering home language transmission and including
that in the research issues. As Hirsch and Lee (2018: 885) conclude, “[a]lthough FLP
examines relationships with all languages in the life of a family, FLP regarding HLs
[=Heritage Languages] is particularly important to understand as it bears lasting influ-
ences on identity development, self-esteem, and academic achievement on children.”

The concerns raised are relevant and as FLP researchers we need to acknowl-
edge and discuss them. I do, however, think that in order for the field to advance it
is necessary to allow for a stage characterised by diversity and experimentation,
and to be ready to approach the topic with new ideas and in innovative ways. As
Smith-Christmas (2017: 25) puts it: “there is much at stake in FLP research, and it is
our job as researchers to see that we move the field forward.” As for future pros-
pects and visions for FLP, despite the risks and challenges associated with a fast-
expanding and diverse field, I am confident that FLP as an academic field is here to
stay. Regardless of how families are defined, language policy and practices within
multilingual families across time and space will continue to be important for our
understanding of the processes of language transmission and change. However, as
with all academic fields, in order to find its future identity FLP needs to grow, de-
velop and adapt in step with the changing times.
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Sabine Little

13 Social media and the use of technology in
home language maintenance

1 Introduction

The ubiquity of technology has led to the re-classification and expansion of many
terms used in the context of family and language research. Marsh et al. (2017), for
example, propose an expansion of the term “family literacy”, first coined by Taylor
(1983), ensuring that digital practices inherent in modern family life are more ex-
plicitly included in research and policy. A thus expanded notion of “family digital
literacy” is then distinct from the notions used in the existing research in the field
of digital literacy, with the former providing a specific focus on family digital practi-
ces, while the latter is more closely related to skills development linked to digital
practices, both internal and external to the family context.

Within the realm of multilingual families, the notion of family language policy
(Lanza and Lomeu Gomes; Palviainen, both this vol.) may require a similar “digital”
addendum, taking into account recent technological developments in the family
context. With uptake and availability of technology still continuing to rise, social
understandings of family language, with respect to policies and education, need to
consider family language policy from a technological perspective: What media are
accessed within the family, specifically by the children, and how access is actioned
within the family setting. Further questions need to be asked, such as: To what ex-
tent does the availability of media and the ability to access and navigate them influ-
ence the child’s attitude and use of the home language? In contemporary families,
technology facilitates a significant proportion of daily language input, especially as
children grow older. It is therefore of vital importance to critically explore and un-
derstand both the affordances and barriers technology puts in place, specifically for
multilingual families.

This chapter explores the use of technology and social media in multilingual
families, particularly those with younger children of primary school age. The focus
is first on a detailed exploration of motivational factors of technology, and how
these may be utilised for home language development (section 2), before it shifts to
how the language of social media and popular culture may influence children’s
sense of belonging (section 3). The research literature around screen time is then
critically evaluated (section 4), before this chapter looks at the affordances of spe-
cific technologies in relation to home language maintenance (sections 5 and 6). The
difference between consumption of, and participation in, media is discussed in sec-
tion 7, while the role of parents as gatekeepers is outlined in section 8. Finally, the
chapter offers conclusions on how technology may become more integrated into
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family digital practices, supporting home language development through parent-
child collaboration (section 9).

2 Motivational aspects of technology

Understanding how multilingual children view themselves both as individuals and
within their family, school, and social context, is an important consideration when
seeking to understand multilingual identities (Little 2020). Technology forms a sig-
nificant part of our lives, and the way we access, use, and relate to technology
forms an important aspect of our sense of self. Operating on the principles of auton-
omy, competence, and relatedness, self-determination theory (Ryan and Deci 2008)
seeks to understand motivational factors that may influence behaviour. Borrowing
from the notion of self-determination theory and curated identity, or the notion of
how we choose to display ourselves online (Potter 2012), we can conclude that our
lives online are as much part of our identity as our lives offline. Among multilingual
children, this “determination of the self” is arguably more complex, balancing com-
posite identities (Tseng this vol.) which have emotional links to the children’s and
the parents’ heritage, thus necessitating a careful examination of the place that
multiple languages have in the children’s life, and – in the context of this chapter –
how technology relates to this.

The increase in technology over recent years undoubtedly means increased ac-
cess for children to a large variety of both suitable and unsuitable online experien-
ces (Blackwell et al. 2014). However, the links between technology and motivation
require critical consideration. Early on in the literature around motivation and on-
line environments, Katz (2002) suggested that there might be a “‘psychological suit-
ability” for the medium, particularly among those

who held attitudes such as positive self-image, independence in the learning process, self-
confidence in the learning process, satisfaction with learning, internal locus of control, level
of control of learning, creativity, and motivation for study (Katz 2002: 5).

This was among the first publications highlighting the notion of an inherently moti-
vational pull of technology, at a time when many still saw the medium as being
particularly suitable to work with disaffected learners (see e.g. Franklin 2001). In a
study on the relationship between the motivation to engage in online games and
the motivation to engage with the home language (Little 2019a), background infor-
mation provided by 212 participating families showed that 82% of children had a
generic interest in online or mobile games, and an encouraging 78% of the families
declared that children were, in principle, interested in the home language. These
figures, and the resulting overlap amongst the two groups, highlight the potential
affordances of the medium specifically within the home language context, although
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the dichotomy of children as language learners versus children as game players
needs to be further explored (Little 2019a). Whitton (2013), for example, points out
that the enjoyment of playing games does not necessarily correlate with the motiva-
tion to engage in games-based learning, and that online games and access to tech-
nology raise complex tensions around equity and social inclusion. Just because a
child likes playing ‘Fortnite’ (an online multi-player game which rewards strategy
and collaboration) does not mean that the same child will happily engage with a
points-based vocabulary test, or a kanji writing app, and we need to be careful not
to oversimplify children’s interests, and instead as agents capable of expressing
their own digital preferences (Smith-Christmas this vol.).

At the same time, this distinction between different types of games does not
necessarily mean that there will be a clearly designated split between engagement
for entertainment and engagement for language learning. In fact, Kalantzis and
Cope (2012) discuss ubiquitous learning among the current generation of children,
whose learning, thanks to technological access and multiliteracies, is not confined
to the classroom or even to the family context, but may instead take place at any
time, through a variety of media, both formally and informally. With many opportu-
nities for online language engagement, then, it becomes ever more important to un-
derstand the complexities facing multilingual families, seeking to develop a holistic
approach to online technology and social media, which has the potential to em-
brace and support all family languages.

Looking at these complexities more closely, there are several important consider-
ations linked to expertise, knowledge, and power: While children may be comfortable
in the world of social media and online technologies, younger children in particular
may not necessarily have either the language skills or the ability to navigate resour-
ces in the home language. Similarly, fully grasping financial implications of online
resources – which ones need payment, which ones need subscriptions, which ones
are free, and which ones have hidden costs – may be difficult for children and/or
parents. Parents and children may also have very different views on the kinds of
games and apps that they find motivating, desirable, or useful, leading to inter-
family tensions. As a result, parents may prioritise “edutainment” games aimed at
language learning (Little 2019a). These games are often thinly veiled learning apps,
focusing on vocabulary learning or developing literacy skills. On the other hand,
games which have been designed purely for game play have been shown to include
up to 36 different types of learning opportunities, including semiotics, situated mean-
ing, cultural models, and textual and intertextual understanding (Gee 2004). As
such, they have the potential to support several forms of action-based language ac-
quisition (Glenberg and Gallese 2012). Nevertheless, they are often viewed by parents
as secondary or negative, and disregarded in favour of more obvious educational
games, which may hold little appeal for the children.

It is rare to find custom-made environments specifically for children who have
little confidence in their home language, and those that do exist are often tied to
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specific funding streams (e.g. research grants) which make it difficult to maintain
and update resources. Edwards et al. (2002) report on an interface enabling children
independently, or families collaboratively, to create their own books in a minority
language, while Eisenchlas, Schalley, and Moyes (2016) explore the affordances of
three custom-designed games played by nine children from German home language
backgrounds, reporting improvement in motivation to engage with the home lan-
guage, as well as advanced literacy development. While the resources created for
these studies are successful, they lack the funds to make them commercially viable,
and thus they often become unavailable once research funding finishes. Looking at
the commercial market, and being able to navigate it successfully, therefore becomes
a vital component in the search for sustainable and engaging opportunities for lan-
guage use.

Smith-Christmas (2018) explores how playful language engagement on the
child’s terms can help with the affective aspects of home language management,
assisting children in forming positive associations with the language, and ulti-
mately transferring these associations to attitudes and language use. Understanding
the children’s world view here is a vital enabler for a positive motivational relation-
ship between the child and the home language, and facilitating the child to lead their
own gaming explorations according to preference can have vital motivational impact
in terms of language engagement, even if language learning in and of itself is not a
core function of the game or app in question. A sense of identity and belonging can
be an important factor in children’s digital practices, making this a relevant focus for
the following section.

3 Social media and popular culture as belonging

Among children, access to social media and technology fulfils not only the role of
entertainment, but also has important social connotations, allowing them to access
playground conversations, and feeling a sense of belonging among their peers
(González 2005; González, Moll, and Amanti 2005). These social interactions form
an important part of identity construction, a way of negotiating the self as part of
social participation (Lave and Wenger 1991). Even in the early years, this identity
construction and social participation is influenced by media, as popular culture in-
forms children’s conversations and play (Arthur 2001; Marsh 2005), and children
frequently access a variety of media on the basis of their interests (Marsh 2009).
Among multilingual families, this can lead to a split between two language selves
(Orellana 1994), where one self fits in with that of peers and the majority language
speakers, whereas another is relegated to the family home. Understanding how
multilingual children negotiate their various interests and languages within a mul-
timedia context is therefore an important step in facilitating language development,
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as well as identity construction. While Potter (2012) discusses the notion of a cu-
rated identity in terms of how and what we choose to share online, this notion can
helpfully be extended by seeking to understand how children’s multilingual, multi-
media experiences, sometimes curated by parents, sometimes incidentally or formally
introduced in educational settings, can have an impact on identity construction.

One aspect of the construction of a multilingual identity is an understanding of
the cultural and social capital (Bourdieu 1986) children gain in their multilingual
lives. Similar to the notion of funds of knowledge (González 2005; González, Moll,
and Amanti 2005), Ashton (2005) warns that cultural capital which does not con-
form to the norms of the dominant society may potentially be seen as having little
value in that society. While her argument is presented as a call to include more popu-
lar culture in formal literacy contexts, it throws light on the complexities experienced
by multilingual families, whose cultural experiences – both online and offline – may
involve multiple cultural references ranging from babushkas to Bollywood. For
children, these experiences may provide cultural capital within the home context,
but may not necessarily offer much to enhance their social standing in the play-
ground. While parents may rightly argue that engagement with the home lan-
guage is not meant to improve social standing in the playground, it is nevertheless
important to seek to understand children’s lives from their perspective. Although
Ashton (2005: 38) concludes that

using popular culture to build on children's existing capital gives children of all social and
economic strata, racial and language groups the currency needed for full participation with
their peers and in academic pursuits,

this conclusion implies that all popular culture is universally popular, foreground-
ing Anglophone Western cultural capital and treating popular culture as a singular
concept, rather than as relevant to and popular among very different populations.
But even in shared popular culture, language can make a difference, with key vo-
cabulary being different from that of peers and preventing access to a fund of
knowledge that is shared among peers. For children inhabiting multiple “cultural
niches” (Boyd, Richerson, and Henrich 2011), this inhabitation of multiple cultural
and social spheres requires continual maintenance and effort, potentially involving
a multiple workload, such as learning the names of all Pokémon in multiple lan-
guages, or learning multiple names of Harry Potter creatures or spells. While this,
of course, also has multiple benefits, and maximises development of their social
capital, not all children view the effort as worthwhile (Little 2019b).

The previous sections discussed access, motivation, and negotiating multiple
or composite identities in different social spheres; however, screen time remains
the single most constant concern raised by parents (Little 2019a), thus warranting a
dedicated section in this chapter, highlighting key literature, and juxtaposing op-
posing views and ideals among families.
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4 Screen time

What kind of technology children should access, via what media, and how long they
should spend in front of this technology has caused much debate. While some view
screen time as a distraction from learning, others argue for media supporting learn-
ing, facilitating both language and literacy development (Robinson and Mackey
2003). Wright et al. (2001), for example, point to the benefits of educational content
for children; however, little is known about the viewing habits of multilingual chil-
dren, where arguably accessing media in the home language can be said to have edu-
cational potential, regardless of educational content, by increasing exposure and
access. Similar to the previous problematisation of motivation to play versus motiva-
tion to learn, in a multilingual context, we therefore need to re-define existing classi-
fications, and consider carefully what potential technology has for home language
development.

One recurring issue is that screen time is frequently used as a singular term,
while it actually incorporates a large number of potential interactions with media,
both active and passive, and the term ”screen” being used synonymously with many
different types of screen, without critically exploring context or use. Today, screens
are used in many multifaceted contexts, with increasing opportunities to mix online
and real-world engagement. Some games, such as Pokémon Go, for example, are
mainly played outside, by walking around, and several television programmes en-
courage physical activity. Leblanc et al. (2015) point out that this mis-association
works in two ways – not only is screen time seen as passive, but sedentary time out-
side of school is typically viewed as mainly screen time, when screens actually ac-
count for only one third of overall sedentary time, which also includes eating,
passive transport, and reading a book. With many studies around screen time among
children focusing on obesity (see e.g. Leblanc et al. 2015) and sleep patterns (see e.g.
Tzischinsky and Haimov 2017), a more nuanced understanding is required when we
consider what devices children use, what they access, the reasons they access it, and
other situational details. Only recently have governmental recommendations in the
United States begun to take the context and content of screen engagement into ac-
count (American Academy of Pediatrics Council on Communications and Media,
AAP, 2016). What is important here is to consider the correlation/causation complexi-
ties – the American Academy of Pediatrics Council on Communications and Media
(2016) finds, for example, that any speech delays among children who use screens
excessively are likely due to decreased parent-child interaction. This finding, then,
draws into sharp focus how technology and social media may be used constructively,
socially, and collaboratively, making it part of targeted parent-child interaction,
rather than a solitary, passive pursuit.

Cultural differences linked to screen time have been reviewed in terms of both
how sedentary habits may differ across countries (see e.g. Leblanc et al. 2015) and
how parental education and socio-economic background may affect access (see e.g.
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Atkin et al. 2014), but there has been little research into how cultural attitudes af-
fect children’s use of technology. Tzischinsky and Haimov (2017) explore the viewing
habits and sleep patterns of Muslim and Jewish children in Israel and discovered that
Muslim children in the study had longer viewing habits, earlier sleep times, and
more sleep disturbances than their Jewish counterparts. However, as a quantitative
study, the reasons for this could only be hypothesised, and require further critical
exploration before arriving at generalised conclusions based on language or cultural
differences.

In exploring children’s use of screen time, then, it is important to differentiate
between various uses but also the potential it has to facilitate greater language de-
velopment. In particular, this chapter focuses not on providing one-size-fits all an-
swers to the issue of screen time, instead suggesting facilitatory, collaborative and
family-oriented contexts for parents and children to explore issues together, and ar-
rive at personalised solutions. In the following, this chapter explores screen time
from the perspectives of accessing films or programmes, engaging with games and
apps, and participating in online social media practices, in each case exploring the
specific affordances linked to multilingual families.

5 Television, films, DVDs, streamed television,
YouTube and co

As outlined above, the definition of screen time is becoming ever more complex,
and nowhere is this more evident than in the context of watching filmed content.
While there used to be three or four channels at a family’s disposal, there is now
almost unlimited potential to access filmed materials, free and paid-for, in real-time
or on-demand, created by professionals or amateurs at a variety of levels, with sev-
eral media bridging the gap between consumption and engagement both online
and offline. Several programmes (including children’s programmes) offer opportu-
nities for interaction, through discussion boards, or posting images of work created
by viewers of the programme. This blurring of consumption versus engagement
makes it difficult to discuss some aspects of technology use without also discussing
others.

In a study conducted among bilingually educated pupils in Melbourne, Australia,
Molineux and Aliani (2012) found that TV and DVD watching at home was seen as the
most common bilingual practice among students in two of the three schools under in-
vestigation. However, a repeated study today may shift these results to online
practices, especially with the rapid development of streaming and online con-
tent. A differentiation according to devices may therefore not be the most help-
ful, instead, a focus on the type of medium (i.e. filmed content) may be more
appropriate. In this respect, filmed content remains widely accessible, enabling
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multilingual children to access content in their multiple languages, which may
ultimately help with at least passive language development. One study explicitly
explored and compared TV watching habits in both English and the home lan-
guage (Curdt-Christiansen and La Morgia 2018). Working with families with
Italian, Chinese and Pakistani backgrounds, they identified varying practices in
terms of both English and home language TV watching. Half of the Italian fami-
lies provided home language programmes for children (14 out of 28), while the
number was much smaller among the participating Chinese families (4 out of
28), and non-existent among Pakistani families (0 out of 10). While some of this
may be due to availability, at least some of the viewing habits are attitudinal,
since all languages are represented in some form or another on online streaming
platforms. Curdt-Christiansen and La Morgia (2018) suggest that Urdu may have
a diminished function in family life, since families were often second or third-
generation immigrants. However, it is often exactly these families that are
actively making efforts to keep the home language alive (Little 2017). Such dif-
ferences show how difficult it is to identify a one-size-fits-all approach for multi-
lingual contexts, which may be one reason why related studies tend to be small
size and qualitative, focusing on individual families rather than larger groups
(Juvonen et al. this vol.).

In one such study, located in a bilingual context in the United States, Orellana
(1994) explores young children’s language choices in relation to their viewing hab-
its. The data showed that children switched to English when engaging in play
about superheroes, since their experience with relevant media (superhero films,
comic books, etc.) were English dominant, while they were playing in Spanish at
other times. Orellana’s findings link TV viewing habits to both funds of knowledge
(González 2005; González, Moll, and Amanti 2005) and real-life play (Marsh 2005),
again highlighting the complexities families face when wanting to facilitate both
their children’s language and social development. This link between viewing and
real-life play and engagement is important, because it highlights just one of many
opportunities for language use. Real-life play further encourages physical action,
linked to improved language acquisition (Glenberg and Gallese 2012; Adams, Glenberg,
and Restrepo 2018), and challenges the perception of screen time as a purely passive
phenomenon. Understanding the links between the language children use to access
content, and the language children use to discuss content in their various social
spheres is a vital consideration for parents, especially since they may be the only peo-
ple in the child’s life to offer opportunities to discuss and engage with viewing content
in the home language. Co-viewing and considering activities that link viewing habits to
real life situations can create occasions for family communication, bringing content to
life, and bridging passive and active domains. For older children, creating as well as
consuming video content may be an option, something that is further explored in sec-
tion 7 which focuses on social media.
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6 Games and apps

The use of games and apps in multilingual families is among the least explored
when it comes to examining the affordances of different resources for language de-
velopment. While there is a considerable market of games and apps, accessing
them can be problematic for financial as well as technological reasons. Many pa-
rents are reluctant to provide access to computer games for younger children
(Hamilton et al. 2016), making the medium mainly relevant for children of primary
school age and upwards. Yet again, however, the literature remains dominated by
studies in the contexts of English as an Additional Language and foreign language
learning, often focusing specifically on learning outcomes. One example is pre-
sented by Ashraf, Motlagh, and Salami (2014), who evaluate the impact of online
vocabulary games on language learners’ vocabulary retention in Iran, reporting
positive results, a finding echoed by Sundqvist and Wikström’s (2015) research
among teenagers in Sweden, involved in digital gameplay. These studies are useful
in showing the learning potential of games and apps, but do not necessarily ad-
dress previously outlined issues concerning asynchronous language development
among home language learners. The difficulty in developing a solid research base
in the home language context is similar to the difficulties faced by developers who
might consider catering to this specific niche: Since each multilingual family is a
microcosm that is unique in its language composition, family composition, family
language policy and choices, there is simply no homogenous market that would
make it viable for games developers to cater for the specific needs of all multilin-
gual families (Little 2019a). Therefore, the best way forward for multilingual fami-
lies is to develop an awareness of available apps and games, and to consider
whether, where and how these may fit into family life.

Games may exist at a number of levels: commonly available games that have
been localised/translated into multiple languages, games aimed at language learn-
ers of the home language (e.g. foreign language learners), games aimed at young
native speakers looking to develop early literacy (early years market), and games
which originate in the country the language is spoken, specific to the local market.
Each has their own shortcomings and benefits. The easiest games to access, and
arguably most likely to fit in with a child’s fund of knowledge (González 2005;
González, Moll, and Amanti 2005), are games that are translated into multiple lan-
guages. These translations, however, depend on marketability, and will only exist
in languages where it makes financial sense to localise the game. Similarly, trans-
lations that only take into account language, rather than a sensitive cultural local-
isation, may be inappropriate in many contexts. Games aimed at foreign language
learners are often gamified learning apps, consisting largely of vocabulary lists
which are learnt in a number of playful settings, but which rarely offer a true game-
play experience. Games aimed at young learners for literacy development may be suit-
able if the home language speaker is young, but can create tensions with children’s
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sense of identity if they feel the content and visuals are too childish for them (Little
2019a). Finally, games which are aimed at native speakers may arguably offer the best
potential gameplay, in the most natural setting, but the language may be inaccessible
to less confident speakers, especially because a number of games require high literacy
skills.

Finding appropriate games and deciding which may be a good fit for any partic-
ular child can thus be problematic – parents may need to browse suitable websites
in the home language to identify suitable games, and then, in some cases, navigate
complex settings to enable access. Again, the home language may greatly limit the
choice and availability, but parents choosing to jointly access and discuss resources
with their children (AAP 2016) will not only widen the range of resources accessible
to them, but also be able to model language use and monitor their child’s gaming
habits simultaneously. Through co-playing, children who are less confident in the
language can therefore access more complex, and potentially more engaging, re-
sources, creating not only opportunities for more advanced language use, but,
again, facilitate a bridge between online and offline engagement, since parents will
be familiar with content and rules, and thus able to converse with children about
aspects important to them.

7 Online/social media consumption
and participation

As outlined previously, there is an increasing overlap between consumption of media
(whether viewing filmed content or playing games and apps), and online participa-
tion, since many programmes, films, and games offer social interaction opportunities
via the Internet. The use of social media thus potentially encroaches on all virtual
media use, and essentially represents any and all opportunities to use media to take
part in online activities. This may range from commenting on video content, commu-
nicating via social media platforms, and actively creating content for others to con-
sume and engage with. Although English has long been viewed as the lingua franca
of the Internet (Crystal 2003), it has been in steady decline, from 75% of all Internet
pages in 1998, to 45% in 2009 (Pimienta, Prado, and Blanco 2009). By 2018, it had
become impossible to analyse the Internet as a whole, and although English accounts
for 54% of the 100 million most accessed websites in 2019 (W3Techs 2019), this only
serves to problematise the attempts to linguistically homogenise a medium that is
both fast-evolving and flexible. With the Internet becoming more multilingual, oppor-
tunities for multilingual families are also on the rise.

In fact, language use and prevalence of languages online are becoming ever
more complex (Kern 2014), incorporating truncated and stylised language, both
spoken and written, as well as multiple versions of language mash-ups. Accessed
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content may be generated by native speakers or non-native speakers, in a multitude
of genres and for multiple purposes, including dialects and language variants.
These can be a useful opportunity to expose children to language variety and de-
velop confidence across linguistic genres, however, they can also become a barrier
to engagement. Social media, in particular, will feature code-switching or stylised
codes and acronyms (e.g. the “brb” = “be right back” sign-off in English), many of
which require existing familiarity with language and culture. Particularly for youn-
ger children, or those developing their skills in the home language, such environ-
ments may be confusing, and speak to parental fears in terms of what kinds of
language models children may access online (Little 2019a).

This section looks both at parental attitudes towards social media use specifically,
and the affordances of social media in the language-learning context. Multilingual
families and support for the minority languages are again under-represented in the
literature, necessitating continued “borrowing” from monolingual, foreign language
learning and English as an Additional Language contexts, as well as exploring the
generic literature around access and online participation across various countries.

The complexities of social media and the Internet are rarely fully explored in
studies. Instead, research frequently focuses on prevailing generic opinions, seek-
ing to gain an overview of a specific target population. In a qualitative study among
the parents of primary-school-aged children in Spain, for example, Bartau-Rojas,
Aierbe-Barandiaran, and Oregui-González (2018) explored parental attitudes to-
wards children’s Internet usage, and highlighted common fears and negative emo-
tions linked to inappropriate content and use, impact on social development, and a
mentality of instant gratification. More concretely, though, parents acknowledged
positive aspects linked to accessing information, developing digital literacy skills,
and, again, social development, through digital communication. Language was not
a focus in this study, nor was it specifically mentioned. Nevertheless, Bartau-Rojas,
Aierbe-Barandiaran, and Oregui-González (2018) identified a need for parental
training and awareness-raising, since many parents admitted to having little knowl-
edge of when, how, and for which purposes their children used the Internet. There
appears to be a sense of lack of control, similar to that discovered by Little (2019a),
with parents feeling disempowered regarding their children’s Internet use. Just like
this chapter, Bartau-Rojas, Aierbe-Barandiaran, and Oregui-González (2018) recom-
mend a participatory parenting style, authoritative in modelling good practice and
engaging children in communication early on, rather than being authoritarian and
simply forbidding Internet use.

Rama et al. (2012) explore older teenagers’ use of massively multiplayer online
games (MMOGs), specifically World of Warcraft, and its impact on language learn-
ing and socialisation, finding that it had considerable motivational impact. Their
study highlights the potential of online gaming and more generic social media use,
as technology provides access to an extensive network of other speakers of the lan-
guage, expanding opportunities for communication and giving language use a
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relevance and “relatedness” (Ryan and Deci 2008) which can affect positive lan-
guage engagement, use, and learning. While undoubtedly mainly relevant for older
learners (since social media use across many platforms is limited to children
13+ years of age), parents of younger children can borrow from the notion of rele-
vance to seek out age-appropriate opportunities for language engagement. Many
languages will be represented on online platforms that allow user-generated con-
tent, enabling children to access films or content produced by native speakers on
their topics of interest, allowing home language speaking children to fit their lan-
guage use around their identity.

One aspect of language development which may challenge parents is the topic
of active language use, rather than mere language consumption. Just like technol-
ogy itself may be used both passively and actively, so are the opportunities for lan-
guage engagement on a sliding scale, from consumer (e.g. watching content) to
participant (e.g. commenting on content) to creator. These different stages obvi-
ously require different levels of language use, and hold genuine potential for ex-
tended engagement with the language, and for further exploring a bilingual or
multilingual identity online (Potter 2012). Public participation on the Internet, how-
ever, has certain consequences and implications, not least taking into account as-
pects of privacy and online safety. It is beyond this chapter to discuss these in full.
Instead, the focus will shift to specific considerations linked to language and multi-
lingual identity when it comes to actively participating in, or creating content for,
social media contexts. This is particularly true of online content, since having an
Internet presence comes with a certain sense of permanence – although content
can be deleted, it is never quite certain whether it is truly gone. Most parents will
have ready-formed opinions on whether their children should contribute to, as well
as consume, the Internet, and the purpose of this chapter is not to influence that
opinion. Instead, it suggests the opportunities for families to discuss child agency
and parent-child interaction as linked to online participation. Children may, for ex-
ample, create a film or poster where they do not necessarily show themselves, but
which allows them to speak or write the home language. Accessing media suitable
for children in the home language, which often includes age-appropriate platforms
(such as monitored discussion boards), may offer another opportunity. Once more,
parental collaboration is most certainly helpful in helping children grow in confi-
dence, and in ensuring safety online. Younger children most certainly should col-
laborate with parents to use parental accounts, rather than having access to their
own, and a monitored email address can help to keep track of account messages
and communications.

For families with younger children, or families less willing to engage fully on-
line, privacy settings make it possible to use only a small part of social media, for
controlled use among family members and trusted friends. In balancing their role
as both gatekeepers and enablers, it becomes important also to consider the
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parental role specifically in the context of technology and social media use, which
is what the next section addresses.

8 Parents as gatekeepers, families as creators

To the reader of this chapter, it may appear that co-watching and co-playing comes
across as the panacea, which will make children willingly access, learn and use the
home language through technology. While this is a very simplistic view, it is true
that parents have a vital role to play in ensuring their children have access to high-
quality technology experiences in the home language, working collaboratively to
develop an understanding of accessing, evaluating, financing, and using appropri-
ate resources, since children will likely not be able to navigate the various barriers
identified in this chapter.

Parents function as gatekeepers at a variety of levels, ultimately controlling ac-
cess to both hardware and software. When and how children are able to access tech-
nology is therefore linked to a combination of parental beliefs, family finances, and
technological awareness. Within families, it is therefore important to understand
what drives parental decisions around technology use, and training and discussions
involving both parents and children will help each family to find a personalised solu-
tion, which will likely be as individual as any family language policy. A positive,
playful relationship of family communication which involves all family members
(Smith-Christmas 2018) allows children to bring in their expertise, preferences and
understanding. In being able to share, discuss, and potentially drive access to suit-
able technology, children are able to take a leading role in their home language de-
velopment, potentially facilitating agency and engagement. Through negotiation, for
example, children who are excited about creating content such as video game walk-
throughs or toy reviews may be encouraged to do so in the home language, with the
extended family as the immediate audience.

With advancing technology, creating content in the home language is therefore
a genuine possibility for families, facilitating active and creative use of the home
language. And this content need not be limited to video only. The online book writ-
ing interface reported on by Edwards et al. (2002) earlier in this chapter, for exam-
ple, has its parallel today in openly available story-writing apps, many of which
facilitate multiple languages, use of original photos, and a variety of dissemination
options. With the help of parents, children might use such an app to create a lasting
memory of a family holiday, using family photos, written titles and short narratives,
and audio-recorded content, turning technology use into a creative and joint family
endeavour. Writing of fanfiction may offer a similar outlet for older children.
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9 Conclusion: Parents and children as collaborators
in technology use

One of the most important guidelines from the American Academy of Pediatrics con-
cerns social and collaborative technology use, encouraging parents to take an inter-
est, test apps before the child accesses them, play them with the child, and engage
the child in conversation about them. This not only helps bridge the gap between the
”online” and the “real” world, but, particularly in the context of multilingual fami-
lies, crucially enables children to engage with content which may otherwise be too
advanced to access. Parents here can take on a scaffolding role, facilitating true
game play and shared enjoyment by providing access to higher-level language.
Taking into account the child’s preferences (availability allowing) can help the child
bring their own funds of knowledge (González 2005; González, Moll, and Amanti
2005) to the relationship. A joint exploration of what languages certain apps are
available in may help parents and children negotiate common ground, possibly even
allowing for increased access if this is in the home language.

Yuill and Martin (2016) demonstrated that the difference between electronic
books and paper-based books is in the reduced warmth and parent-child interac-
tion. What is yet unclear is where and how such lack of warmth might originate.
Potentially, however, it may simply be that, inherently and traditionally, electronic
media are not ingrained in the current parent generation as something that is
shared, whereas the current generation of children is much more used to viewing
technology as a social medium. It is therefore not only parenting practices but also
attitudes that will need to change, with parents acknowledging their status as
learner in the child’s digital world. The question is how this tension will evolve, as
this generation grows older and becomes parents themselves, especially as technolo-
gies continue to change, already facilitating game design and creation at user level.

In the meantime, working collaboratively with their children will enable pa-
rents to take their lead from and build on their children’s interests, thus utilising
technology’s affordances for both active and passive language development. Jointly
exploring and discussing children’s interests and how these may be furthered using
both technology and the home language encourages not only ongoing family com-
munication, but also opportunities for shared and creative media use. Throughout
this engagement, parents will be able to scaffold and model language, monitor
children’s access to age-appropriate technology and enhancing language skills.
Seeing technology and social media in all their variety, and with all their possibili-
ties, both passive and active, can help parents in building on existing family “funds
of knowledge” (González 2005; González, Moll, and Amanti 2005), expanding cul-
tural and linguistic understanding, as well as creating opportunities for children to
lead with their own expertise, and building on motivational affordances of technology.
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Anikó Hatoss

14 Transnational grassroots language
planning in the era of mobility
and the Internet

The purpose of this chapter is to theorise grassroots language planning in the context
of globalisation from below (Appadurai 2001). Grassroots language planning is de-
fined here as bottom-up initiatives to influence the language use of minority language
speakers without or with little involvement of official authorities. The chapter pro-
vides international examples of bottom-up planning to demonstrate how processes
and sites of grassroots language planning have moved beyond the local to the trans-
local and transnational space, and how grassroots planning is linked with wider pro-
cesses of transnational activism (Lacroix 2014). While locality of language practices is
recognised as equally important, the chapter showcases the way grassroots globalisa-
tion and activism mobilises social actors in the transnational space. These changed
contexts call for a theoretical shift in language planning and policy (LPP) and for stud-
ies to reconceptualise grassroots planning as a translocal activity using sociolinguistic
theories of mobility. The chapter aims to provide a brief overview of these develop-
ments and focus researchers’ attention on recent conceptual shifts. The discussion
draws on selected studies from international contexts but has a specific focus on the
South Sudanese Australian community in which the author has conducted empirical
research. This chapter is divided into three main sections guided by three research
questions. Section 1 is a theoretical overview of grassroots language planning in the
context of mobility, globalisation and the Internet; section 2 addresses the methodo-
logical challenge of exploring grassroots planning in transnational and translocal con-
texts; and section 3 provides a case study from the context of the South Sudanese
community in Australia to showcase how theory works in practice, including the chal-
lenges of using technology for implementing a grassroots literacy class.

1 Language planning from bottom-up

1.1 Why grassroot planning?

Language planning and policy has traditionally been conceived as a top-down ac-
tivity with involvement of government authorities, and the scope of such planning
was bounded to the state as per modernist ideologies of the nation state (Moriarty
2015). According to Ager (2001: 5), language planning refers to the “ways in which
organised communities [. . .] consciously attempt to influence the language(s) their
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members use”. It is widely accepted in the language planning and policy literature
that there are multiple levels of planning involving different actors which exert differ-
ent levels of influence on language. Kaplan and Baldauf (1997) identified three main
levels of planning: macro, meso and micro. While the distinction between these lev-
els has been subject to theoretical debate (see Liddicoat this vol.; Schalley and
Eisenchlas this vol.), in this chapter macro refers to top-down government policy,
meso to policies applied on institutional level (e.g. school) and micro to grassroots or
bottom-up processes initiated from the community or by individuals.

Bottom-up planning has received increasing focus of attention with scholars turn-
ing to explore how minority communities act to protect and promote their languages
through their grassroots movements (Blommaert 2008; Hornberger 1999). This shift
has occurred in parallel with the development of globalisation, and this is well re-
flected in current language planning and policy scholarship. For example, The Oxford
Handbook of Language Planning and Policy (Tollefson and Pérez-Milans 2018) lists
some of the following key words: globalisation, governmentality, inequality, late mo-
dernity, nationalism, and social media. Indeed, these words capture the most signifi-
cant themes in the field, and this chapter will touch on some of these. However, the
discussion here is necessarily selective and focuses on exploring grassroot language
planning in the context of global mobility. Family language policy is not discussed
here (see Lanza and Lomeu Gomes this vol. for discussion on family language policy).
First, the chapter discusses how globalization has impacted the field of language
planning and the implications for grassroots activism research.

1.2 Globalization from bottom up

While globalisation means different things to different people, it is generally associ-
ated with “global flows” and the “world in motion” (Appadurai 2001). Linguistic diver-
sity in immigrant contexts is on the rise, but sadly, globalisation has brought the
decline of indigenous minority languages, and there is a general consensus that global
forces threaten to eradicate the local and the distinctive, such as endangered indige-
nous languages (McCarty, Nicholas, and Wyman 2012: 51; Mayer et al. this vol.). These
processes, therefore, point towards a homogenisation of linguistic diversity as far as
the global linguistic landscape is concerned.

However, flows are not coeval, convergent, isomorphic, or spatially consistent
(Appadurai 2001: 5), but multidimensional, fluid and poly-scalar (Lacroix 2014: 653),
and they impact local linguistic ecologies in diverse ways. Against the global process
of homogenisation emerges a parallel process of “globalisation from bottom-up” or
“grassroots globalisation”. These bottom-up processes contest top-down globalisa-
tion and create new forms of knowledge transfer and social mobilisation indepen-
dently of the nation-state (Appadurai 2001: 3). Grassroots language activism in
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linguistic minority communities, particularly immigrant groups, is a good example of
such social mobilisation from bottom-up.

While nation-states have been perceived to be stable, globalisation is characterised
by disjunctures which produce fundamental problems of livelihood, equity, suffering,
justice, and governance (Appadurai 2001: 5). Therefore, there are two main lessons for
researchers in home language maintenance: (1) language use and language choices
need to be contextualised within these new transnational social fields (Levitt and Glick
Schiller 2004); and (2) research should focus on bottom-up processes as they hold a
deeper “ecological stance” (Coupland 2010: 17). Keeping these broad challenges in
mind, three general questions arise which have guided this chapter:
1. How can we conceptualise grassroot language planning in transnational social

fields? (section 1)
2. How can we theorise grassroots language planning from a post-modern and

critical lens? (section 2)
3. How can technology support the building and maintenance of transnational

networks and grassroot language planning? (section 3)

1.3 New social fields of grassroots language planning:
Locality and the transnational space

In order to address the first question, we need to consider what locality means in lan-
guage planning. The notion of locality has been subject to international theoretical
debate. According to scholars in human geography, places are social constructions
created through actions performed in a particular space (Cresswell 2004; Harvey
1996; Murray and Lamb 2018). As Murray and Lamb (2018: 1) argue “we appropriate
spaces, embody them, impose our identities on them and at the same time have our
identities shaped by the places we inhabit and the practices we engage in”. In lan-
guage planning, this means that language use can only be planned to the extent that
language users appropriate the spaces around them and to the extent that they en-
gage in activities which will allow them to mobilise their language resources in com-
plex multilingual spaces.

While language planning and policy sites have moved beyond the local, this
does not mean that locality is replaced by translocality. Local knowledge is an es-
sential part of translocal initiatives. Local knowledge is “context-bound, commu-
nity-specific, and nonsystematic because it is generated ground-up through social
practice in everyday life” (Canagarajah 2005: 4). While the locality is not ques-
tioned in this chapter, the term “local” has become problematic in the context of
language activism which transcends geographical and national borders. It is particu-
larly problematic to conceive locality in describing second-generation speakers. While
children of immigrants have traditionally been referred to as second-generation
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migrants, they are also first-generation locals, and researchers have increasingly con-
ceptualised their language maintenance alignments and identities in the “third space”
(Winter and Pauwels 2007: 181) which is somewhere in-between their parents’ source
country and their own. The term “poly-centric” has also been used to conceptualise
language planning and policy as a multisite social process (Halwachs 2011: 398).
Considering these points, grassroots planning is thus best described not just in physi-
cal locality but in transnational social fields where actors and actions span cross geo-
graphical boundaries.

Contemporary speech communities are local and global at the same time
(Canagarajah 2005), as they are interconnected through new media (Internet,
Facebook, Twitter, YouTube, etc.). In fact, traditional notions of “speech community”
have been contested as a result of new translocal communication technologies (Varis
and Nuenen 2017), and communities have, instead, been described as having multi-
ple boundaries, being increasingly connected and being sites and generators of grass-
roots responsibilities and power (Li 2018). Migration research refers to transnational
migrants who connect with their homeland and do not necessarily stay in their coun-
try of migration. An example is given from the US context by Levitt:

Over the past 20 years, Indian immigrants from Gujarat State have moved from villages and small
towns in western India, first to rental apartment complexes in northeastern Massachusetts, and
then to their own homes in subdivisions outside Boston. Watching these suburban dwellers work,
attend school, and build religious congregations here, casual observers might conclude that yet
another wave of immigrants has successfully joined in the pursuit of the American dream.

A closer look, however, reveals they are pursuing Gujarati dreams as well. They send
money back to India to open businesses or improve family homes and farms. They work closely
with religious leaders to establish Hindu groups in the United States, to strengthen religious life
in their homeland, and to build a global Hindu community transcending national borders.

(Levitt 2004, paragraphs 4–5)

Indeed, contemporary migrant families are less local, more transitory and their lan-
guage practices and membership status are contingent on relatively unpredictable fu-
ture trajectories (Song 2016). As families simultaneously operate in the “here and
now” of their adopted country as well as the “back at home” (Hatoss 2013), research-
ers have used the term glocalisation (García, Skutnabb-Kangas, and Torres-Guzmán
2006), and the notion of simultaneity to capture participation across multiple spaces
and over various periods of time (Warriner and Wyman 2013). On the other hand, re-
searchers have stressed that global forces should not deter us from the importance of
locality and situatedness of language practices (Pennycook 2017), notwithstanding
the emerging transnational space (Li and Zhu 2013).

Language choices are governed by complex factors, as language resources are
“stratified and distributed across time, space, and place in sociolinguistic ecolo-
gies” (Hornberger and McCarty 2012: 3). Languages come to contact and live side by
side, as different speakers share the same neighbourhood. However, languages are
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not equal in terms of power and, therefore, we need to think of them as being strati-
fied, with the more powerful ones being at the top. This is why theorists have ar-
gued that space is both horizontal and vertical in which language choices are
governed by scales (vertical space) of indexicality (Blommaert 2010; Blommaert,
Collins, and Slembrouck 2005). Indexicality means that language choices signal the
speaker’s position about what the expected code is in a given situation. These ex-
pectations are shaped by multiple levels (scales) of connections in the actual local
context as well as in the imagined broader space of where people have come from
and what they are doing in that context. For example, case studies in indigenous
minority contexts have provided evidence for temporal and spatial scales governing
language use (Hornberger and McCarty 2012), and such temporal and spatial di-
mensions have also been shown to impact immigrant communities’ language prac-
tices (Hatoss 2013).

Spaces of multilingualism are transformed by the dialogic (Bakhtin 1981) relation-
ship between immigrants and their hosts, as immigrants do not arrive to empty spaces,
but to spaces which are already shaped by the norms of interaction set by the people
who participate in them (Blommaert 2010; Blommaert, Collins, and Slembrouck 2005;
Blommaert and Rampton 2011). These spaces are shaped as newcomers add their lin-
guistic repertoire and negotiate language use through language games (Habermas
2002). In summary, immigrants’ language ecology is filled with complex power struc-
tures and language use extends beyond the physical space. A significant new domain –
discussed in the following – is the use of new media (social media, You Tube, the
Internet), which provide new spaces for language planning.

1.4 New forms of connectedness and the Internet

With the spread of new media and technology, new types of diaspora, termed here as
“cyberspora” (Hatoss 2013), emerge. According to Appadurai (1996), global flows do
not just refer to people on the move (ethnoscapes), but also to the dissemination of
information (mediascapes), technology (technoscapes), global capital (finance-
scapes) and ideas (ideoscapes). The development of technology had a major impact
on the way languages are used across the globe and through technology language
communities are more interconnected than ever before.

For example, in the German context, Internet-based fora were found to provide
an opportunity for home language usage and vernacular digital literacies played an
important role in creating local content for local audiences (Androutsopoulos 2010:
206). In addition, scholars working within the frame of critical multilingualism have
pointed out connections between transnationalism and transnational identities
(Blackledge 2010; Block 2004; De Fina and Perrino 2013; Mazzaferro 2018; Owusu
2003; Song 2012) as well as transnational aspects of home language maintenance
(Hatoss 2006, 2013; Kwon 2017).

278 Anikó Hatoss

 EBSCOhost - printed on 2/9/2023 9:07 PM via . All use subject to https://www.ebsco.com/terms-of-use



The Internet has, therefore, become an important medium in grassroots language
planning, language documentation, and language maintenance (Hatoss 2019b; Jany
2018; Jones 2014), and numerous case studies have provided evidence for the use of
social media for language revitalisation, such as the use of Facebook for the revival
of Yucatec Maya (Cru 2015) and Balinese (Stern 2017). Jany (2018) has argued that
technology is beneficial for smaller languages and attributes this to the fact that the
new generation is highly computer literate and its members are determined to con-
nect with the friends they leave behind when they move to another country (Jany
2018: 75). Similarly, Eisenlohr (2004) has emphasised the practical benefits of com-
puter technology for language revitalisation, stating that these techniques do not
need to be tied to a particular locale and they can be available to relatively small
groups of geographically dispersed language learners (Eisenlohr 2004: 24). Most im-
portantly, in addition to these practical benefits, computer technology was identified
as a tool in increasing the prestige of minority languages and “ideologically moving
them away from peripheral, rural, and obsolete positions in space and time”
(Eisenlohr 2004: 24). The use of electronic mediation is an important tool to “contest
ideologies of contempt and to formulate alternative ways of ideologically mapping
linguistic differentiation on time and space” (Eisenlohr 2004: 33). According to
Eisenlohr (2004), electronic mediation of lesser used languages can help remove ster-
eotypes of backwardness and create new iconicity where languages become indexical
of modernity.

In another study (Reershemius 2017), Facebook was shown to provide a useful
channel for the maintenance of low German, an autochthonous heritage language. In
another context, Matras stated: “the virtual space serves as an organic transnational
network through which a shared Romani cultural identity is celebrated via the medium
of a shared language” (Matras 2015: 302). Matras (2015) attributes the spread of Romani
to key developments of global nature, such as “increased networking and mobility op-
portunities, the rise of digital communication technology, the role of social media in
facilitating virtual communities, the strengthening of transnational forms of gover-
nance especially in connection with safeguarding regional and minority rights, and the
growing acceptance of multiple identities or ‘scapes’” (Matras 2015: 313). As touched
on above, another example, in the context of indigenous minorities, is provided by Cru
(2015), who reports that the use of Yucatec Maya on Facebook has had a much greater
impact on the vitality of the language than top-down government policy, as it has led
to an ideological shift of legitimacy of Mayan language from the ground up. Cru argues
that its presence on Facebook also led to the deterritorialised use of Mayan in a global-
ised and transnational context with Maya speakers living outside the local area of
Yucatán. A success story in a migrant context was the case study of Latino immigrants
in the United States (Noguerón-Liu 2013) where adult immigrants engaged with tech-
nology to develop digital literacies. The study concluded that as a result of the creation
of an online space Spanish was more valued, and community members used their
agency to materialize the delivery of the content (Noguerón-Liu 2013: 46). In this study
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the key to success was that “multiple social fields that spanned national borders over-
lapped and allowed the flow of educational resources across microlevel networks such
as family relationships and macrolevel structures such as the binational institutional
agreement that made computer classes in Spanish possible” (Noguerón-Liu 2013: 45).

Another study from the European context (Pelliccia 2013) has reported how
Greek students maintain their language and identity through online media while
living in Italy:

Equipped with technological know-how, people interviewed use all manner of technology
such as the internet, computers, software (‘Skype’), webcams, smartphones and all means
which allow for audio-visual communication in real time with friends and family both in Italy
and Greece. Through the internet they read the most important Greek daily newspapers or on-
line news portals such as ‘H Kathimeriní’, ‘To Víma’, ‘Ta Néa’, ‘Tromaktikó’, ‘Elefterotipía’, as
well as Italian and international ones (‘BBC’ and ‘CNN’) from which they collect information
on what is happening in Greece. Some even have satellite TV in their homes that gives them
the feeling of being in Greece while staying in Italy. (Pelliccia 2013: 75)

In summary, as the examples above have shown, language communities connect
translocally and participate in transnational social networks. They utilise technol-
ogy for building and maintaining these connections and to further their language
activism. Therefore, researchers have an emerging rich ground to theorise activism
in these new spaces. This challenge is discussed in the next section.

2 The theoretical challenge: New social spaces
require new concepts and methods

Considering the shifts in social spaces of language use and the increasing intercon-
nectedness through technology, there are a number of methodological challenges
facing researchers of language planning. In this section I will propose cosmopolitan-
ism as a new theoretical frame used in sociology to capture the transnational con-
nectedness of communities involved in planning their language. I will contrast this
with traditional nation-state-based (or nationalist) theories of language planning.

2.1 From nationalism to cosmopolitanism

Globalisation theorists and critical sociolinguists (Appadurai 1996, 2001; Block
2004; Blommaert 2010; Giddens 2000; Habermas 2000; Ricento 2010) have argued
for new social theories which are better suited to describe social processes in our
contemporary post-modern world. One direction in sociology is provided through
the concept of cosmopolitanism, which offers useful methodological insights for
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the study of language planning. Cosmopolitanism has been critiqued for being a
western concept and it has been largely used to refer to cross-cultural tolerance:
cosmopolitanism might be best understood as a way forward toward a more just
world (Levitt 2016: 276). However, cosmopolitanism is also a useful analytical lens
in sociology. Traditional social research based on the nation-state idea has become
unfit for the study of contemporary society (Beck and Sznaider 2006). Instead, a
cosmopolitan outlook which moves away from bounded territoriality is more suit-
able to describe grassroots actions involving transnational movements. The key ten-
ets of cosmopolitanism are summarised in Table 1 and contrasted with nation-
based approaches to the study of society, that is methodological nationalism.

In summary, the cosmopolitan outlook provides a useful theoretical tool to concep-
tualise transnational language planning and policy.

While the discussion so far has focussed on the sites of language planning and
policy, the next section will focus on motives and agency as the underlying forces in
grassroots language planning and consider why communities engage in planning
from bottom up, what constraints they face and how structure and agency come to-
gether to shape the social fields in which they aim to maintain their home languages.

2.2 Agency and equity

While the focus thus far has been on sites of language planning, this section turns its
attention to three important sub-questions: Who does the planning? With what power?
What does this mean for equity in language planning? Language planning and policy

Table 1: Contrasting methodological nationalism and cosmopolitanism (Hatoss 2013).

Methodological nationalism Cosmopolitan outlook

– clear distinction between national and
international

– blurred boundaries between national and
international

– contrasting stable and homogenous units – exploring dynamic and heterogeneous
units

– unit of analysis: the nation state – unit of analysis: the cosmopolitan space

– categories of analysis are rigid and static – categories of analysis are characterized by
‘fluidity’, ‘liquidity’ and ‘mobility’

– social actors are treated as separate and
belonging to one nation state

– recognition of interdependency among
social actors across national boundaries

– focussed on national – focussed on transnational

– uses national statistical indicators: mono-
perspectival – one ‘lens’

– uses multi-perspectival – multiple ‘lenses’
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has been increasingly theorised as involving complex interactions between structural,
cultural and agentive processes (Glasgow and Bouchard 2019). With the development
of the ecological approach to language planning and policy (Baldauf 2006; Mühlhäusler
2000; Pennycook 2004), researchers have turned their attention to decipher how com-
munities exercise their agency to manage their linguistic resources and how such pro-
cesses can be conceptualised with theories of language planning and policy. While
past language planning and policy theory saw individuals and communities as victims
or beneficiaries of certain historical and structural factors (Tollefson 1991), in current
language planning and policy literature there has been more recognition of the active
role individuals and communities play in shaping their linguistic future. Concepts of
grassroots planning, agency, advocacy, and activism are just a few which have become
some of the keywords in the study of language planning and policy.

Thus, the post-modern turn brought greater attention to agency in language
planning and policy (Baynham 2006; Bouchard and Glasgow 2019; Carter and Sealey
2000; Hatoss 2019a; Sikoli 2011; Šimičić 2019). While early language planning and
policy was criticised for being devoid of agency (Ricento 2000, 2006), there is a cur-
rent consensus in the literature that agency is relevant to every level of language
planning and policy, and not only top-down authorities (such as governments) but
also individuals can engage in agentive behaviour and influence language outcomes.
Agency research in language planning and policy, however, is divided between social
realism which recognises the cause and effect relations between agentive action and
linguistic consequences, and the discursive approach which argues that social reality
does not exist in its objective form but is partly conditioned and partly constructed
through discourse (Hatoss 2019a). No matter which side we accept, it is essential for
language planning and policy researchers to apply methodologies which “situate evi-
dence of agentive processes in relation to broader structural and cultural forces,
which act as constraints and enablements upon agentive movements” (Glasgow and
Bouchard 2019: 4).

Furthermore, critical theorists in language planning and policy have increasingly
turned their attention to social justice (see e.g. Piller 2016; Annamalai and Skutnabb-
Kangas this vol.). The linguistic human rights argument in language policy discourse
is not new; however, it has mainly concentrated on traditional indigenous minorities
and the protection of their language rights (Kymlicka and Patten 2003; May 2011;
Phillipson 2000; Skutnabb-Kangas 2000, 2008). Yet, equity and social justice are also
central to immigrant communities and grassroots language planning, as language in-
equities impact on community wellbeing and need to be examined in light of social,
political, demographic and power inequities. While linguistic diversity per se is not a
political problem, it becomes a problem when linguistic diversity is ignored (Makoni
and Trudell 2006: 21). According to Makoni and Trudell, while less powerful groups
are often the users of minority languages, “national unity need not imply cultural or
linguistic uniformity” (Makoni and Trudell 2006: 21). On the contrary, a stronger and
more equitable unity is achieved when national authorities recognise “the right of

282 Anikó Hatoss

 EBSCOhost - printed on 2/9/2023 9:07 PM via . All use subject to https://www.ebsco.com/terms-of-use



individual communities to distinct language and cultural practices, and do not with-
hold resources or power from such communities” (Makoni and Trudell 2006: 21).

Contrary to the moral and ethical obligation to support equity in language provi-
sion, top-down national policies rarely address the needs of all immigrant communi-
ties. For example, in Australia immigrant communities have three ways to maintain
their heritage language, but none of these programs cater for the needs of smaller lan-
guages. The first option is the Saturday Schools managed through the Ethnic Schools
Council of Australia (see also Nordstrom this vol.). Within this program, approxi-
mately over 100,000 students participate in learning 69 languages (CLA 2019).
However, these ethnic schools are dependent on the numerical strength in the ethnic
community, and smaller and more dispersed language communities struggle to run
sustainable programs. While ethnic schools have traditionally been viewed as bas-
tions of conservatism, they have been shown to respond to new trends in technology,
travel and migration (Cruickshank 2019). Secondly, children of immigrant back-
grounds can attend Languages Other Than English (LOTE) classes as part of the main-
stream education system, but language offerings are limited to prestigious and
economically useful, mainly European and Asian languages, and the levels are often
limited to beginners, which does not suit the immigrant children who are already con-
versant in the language. Therefore, smaller communities are left with the third option,
that is to set up their own grassroots programs. The next section explains why these
programs fill an important gap and respond better to local needs.

2.3 Local initiatives are more responsive to local needs
and more equitable

Several studies have illustrated that local initiatives can be more effective in language
planning than top down policies. For example, in a study in the European context,
Halwachs (2011) illustrates that more localised approaches to planning Romani, such
as the national Macedonian and the local Burgenland Romani approaches, have
been more successful than the international standardisation initiatives, as local ini-
tiatives were more responsive to the on-going developments in the respective speech
community and catered better for the needs and wishes of both the speakers and
their representatives. Therefore, the more language planning initiatives are rooted in
the respective speech communities, the more successful they are, as the lack of an
authorised body to implement or to impose language-planning efforts is thus com-
pensated (Halwachs 2011: 388).

Heterogeneity has been shown to be a key factor in the success of grassroots
planning initiatives. In traditional language planning and policy, ethnic communities
were often seen as homogenous, though, and home language maintenance studies
typically aimed to describe trends of intergenerational language maintenance of a
given speech community with tools designed for describing stable and homogeneous
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conditions (Clyne 2003). Drawing on the case of Romani, again, Halwachs (2011) de-
scribed the challenges of language planning on supranational and national levels for
Romani speakers, as the Romani groups are highly heterogeneous, speaking different
varieties, and groups also compete on the political level. Romani is mainly used for
symbolic purposes and there is no authority which could take charge of corpus plan-
ning. As Halwachs (2011: 384) argues, it is impossible to initiate language planning
activities which aim at a unified variety in such heterogenous groups, and without a
robust corpus planning, acquisition planning is doomed to fail.

As we have seen there are a number of factors impacting community language
initiatives, and top-down policy rarely solves the problem of small languages.
Grassroots planning plays an important role, but these programs are challenging to
set up and to make sustainable, as section 3 will discuss.

3 Case study of Cyberspora: Dinka literacy online
in Australia

In this section, I draw on a case study of an online Dinka literacy class (Hatoss 2013,
2019b) to illustrate the theoretical points raised in this chapter. The study is an exam-
ple of a bottom-up initiative using technology and illustrates the translocal nature of
grassroots language planning in a specific diasporic context. While the project was
initiated as part of a broader research agenda exploring intergenerational language
maintenance in the South Sudanese community in Australia (Hatoss 2013), the Dinka
literacy class was an unplanned outcome, resulting from the ongoing dialogue be-
tween the research team and the community. The next section explains how the proj-
ect came about, its aims and how it was implemented.

3.1 The project

During the ethnographic stage of the larger sociolinguistic project conducted in
the local South Sudanese and other African communities in regional South East
Queensland (Australia), one of the key findings that surfaced was that various
local Dinka language schools were initiated by individuals as the community was
keen to maintain their heritage language (the majority were Dinka speakers from
South Sudan). However, these programs proved to be unsustainable due to poor atten-
dance and shortage of resources. For example, most families did not have access to
transport and the volunteer teacher drove children to the Saturday classes back and
forth, which proved to be an onerous task. As the teacher explained, his whole
Saturday was occupied with collecting kids and then dropping them back to their
homes. In addition, the teaching resources were rather limited, and the community
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relied on schoolbooks transported across from South Sudan. There was a need to
make the program more engaging for children and to make it easier for them to partici-
pate. There was also a need to share the teaching task across more volunteers, which
meant involving people across various geographical locations.

The project developed from bottom-up, as the community was involved in formu-
lating the aims and the processes from the beginning. According to cultural tradi-
tions, the research team set up an initial meeting with the community leaders, where
the current state of affairs was discussed. A group of elders were invited and asked to
share their thoughts on the status of language maintenance activities in the commu-
nity. These discussions were in addition to a community-wide sociolinguistic survey
about language use and maintenance. After discussing the issues, the group decided
to create a learning opportunity where children could use computers and learn Dinka
in their own homes. This would solve the problem of sustainability as children from
different parts of Australia could engage with the program. The idea of having an on-
line program was also attractive, as language and teaching resources could be shared
across various locations.

As a result, and with help from the research team, an online program was de-
signed to teach basic Dinka literacy skills such as the Dinka alphabet and reading
short texts. However, there was a shortage of Dinka literacy materials, and as parents
emphasised the need to teach their children the traditional Dinka stories, it was de-
cided that the best way to generate content was to ask parents to record their stories,
which could be then written down and uploaded to the online platform for all children
to read and share. These texts were then placed online to be used in an asynchronous
learning environment. The recorded content was introduced by two teachers: a Dinka
speaker and an English speaker using a Voki-animated character. In addition, a syn-
chronous class component was added using the WizIQ platform. This platform used a
whiteboard and allowed teachers to write letters and words, while children also shared
their Dinka words online. Children from across two different states (Queensland and
New South Wales) engaged in these weekly classes. The pilot project ran for a period
of eight weeks. The researchers, including one from the Dinka community, were en-
gaged as volunteer teachers. These researchers reflected on the experience and asked
participants about their views on the program. The main outcomes are summarised in
the next section.

3.2 The project outcomes

As previously explained, the aim of the project was to engage Dinka speakers from dif-
ferent locations as they had difficulty attending traditional classes due to the geograph-
ical distances. We also aimed to make the project bottom-up by making sure that all
community members participated in the decision making and in all planning stages,
which included deciding on content, materials, material developers, and teachers,
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Based on participants’ feedback, the following benefits for home language mainte-
nance were identified. Participants reported that the project
– engaged all age groups in the community (i.e., children, youth, adults, grand-

parents and elders) in the local as well as in transnational communities;
– encouraged a whole family approach to the development of materials: parents

recorded oral stories in Dinka, children created picture books, etc.;
– enhanced participants’ identity engagement, reaffirming their own ethnic and

linguistic identity and cultural traditions;
– empowered parents in terms of their capacity to assist their children in their

literacy development;
– enhanced the visibility and audibility of Dinka in the community and beyond;
– raised the status of Dinka as a language of literacy and of educational value;
– enhanced the feeling of belonging in the diaspora transnationally;
– developed participants’ sense of agency and empowerment vis-à-vis the way to

learn and teach their language to the next generation; and
– allowed for the use of dialects and removed the sense of censorship associ-

ated with prescriptive grammar and the ideology of language as uniform and
monolithic.

Overall, the project proved to be a useful pilot to explore the possibilities provided by
technology in terms of grassroots language initiatives. As mentioned above, children
engaged with the project materials across two Australian states, namely, Queensland
and New South Wales. This demonstrates the translocal aspect of planning, as the
materials produced in New South Wales were also utilised by Queensland-based fami-
lies and vice versa. Since the project required active engagement from parents across
two states, it became a translocal site of grassroots planning where parents used their
agency to mobilise their linguistic resources. Parents were highly motivated to transfer
their heritage language to their children, and they were keen for their children to par-
ticipate. As these families came from refugee background, the project served an addi-
tional purpose of community building, particularly, in resilience building. In contrast
with top-down planning where community members were told what to do, the project
allowed them to use their agentive role to increase their sense of self-efficacy.

The sociolinguistic survey (Hatoss 2013) conducted in the community showed that
South Sudanese families were strongly motivated to maintain their home languages in
Australia. This motivation was linked to complex translocal spatio-temporal relations
such as the “here and now” in Australia, the “back home and now” in South Sudan,
and the “imagined future” either in Australia or in their homeland (Hatoss 2013).
Parents considered it important that their children maintained their home language
for cultural and identity reasons, but also for their potential future return to South
Sudan. They considered their home language critical for keeping ties with family
members and friends left behind in Africa as well as those who settled across the
globe, e.g. in the United States and Canada. This illustrates that transnational ties are
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not only channels for the dissemination of linguistic resources (agency as action) but
constitute important motivational factors for home language maintenance (agency as
motive) (Hatoss 2019a). These transnational aspects of language planning need atten-
tion in research. Researchers of language planning must look beyond who does what
in language planning in one locality and explore the actions and motives translocally.

Notwithstanding its positive outcomes, the project faced numerous challenges.
In terms of agency, it was difficult to come to agreement in the community about
who should fulfil which roles. Some participants had the view that the government
should be responsible for providing Dinka classes for their children rather than the
parents, as they were busy seeking employment and supporting their families. It was
also a challenge to keep the program running after the official project was over. In
terms of equity, the community valued that everyone had the opportunity to partici-
pate regardless of their location. However, as previously discussed, heterogeneity
proved to be a key challenge, as four different dialects of Dinka were competing in
the local and the translocal (across cities in Australia) linguistic ecology. While there
was a high level of mutual intelligibility across the various dialects of Dinka, the vari-
ous dialect groups have attached strong symbolic value to their local dialect and in-
sisted on their dialect being used for the development of learning and teaching
materials. For example, the teaching materials sent from South Sudan were written
in Dinka Rek, and were thus judged as unsuitable by Dinka Bor speakers due to the
vocabulary and spelling differences (Hatoss 2013).

Access to computers and the Internet was also a major challenge and curtailed the
success of the program. Even though most households had a computer in the home,
there were several children competing for access, and adults were also using the same
computer for their study and work purposes. Therefore, the so-called “digital divide”
(Noguerón-Liu 2013) was evident and this was consistent with other studies (see e.g.
Noguerón-Liu 2013) which argued that computer access was a major obstacle in the
development of online digital literacy programs for minority learners. Also, the digital
disadvantage was a factor at both ends of the migrant journey. This means that fami-
lies did not have computer access in their country of origin and continued to have lim-
ited access in their country of residence. Overall, the project was a useful endeavour to
map the possibilities and challenges in developing a grassroots literacy program on-
line, and the lessons learnt from this project are potentially useful for other minority
language communities also. These main lessons are summed up in the conclusion.

4 Conclusion

This chapter has provided a brief overview of current theoretical development in the
area of grassroots language planning, with a specific focus on conceptualising trans-
local, transnational initiatives assisted by the use of technology. There are three main
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points that are essential for future studies of home language maintenance. Firstly, the
analytical shift from the local to the translocal is essential, as sites of grassroots lan-
guage planning transgress national boundaries and connect communities across cities,
states, and nations. That is, grassroot language planning needs to be interpreted, ana-
lysed and evaluated as performed by transnational actors in transnational social fields.
Cosmopolitanism, as outlined in this chapter (also see Hatoss 2013), provides useful
conceptual tools and keeps scholarly attention on the fluidity, translocality and trans-
national dynamics of contemporary speech communities and their language planning
initiatives. Secondly, grassroots language planning initiatives play a crucial role in ad-
dressing issues of equity and social justice for diasporic speech communities. As nu-
merical strength (or weakness) of a language community is often a determining factor
in access to government funded top-down support for minority languages, bottom-up
planning is more responsive to small minorities’ local needs, their heterogeneity, and
resulting initiatives are more inclusive and more likely to be sustainable. Migrants’
agency and motivation to maintain their home language is linked to transnational so-
cial fields such as the projected and imagined return to the home country in the future.
Thirdly, as we have seen through the online Dinka literacy program, grassroots lan-
guage planning is likely to be successful if it involves engagement of the community
from the very beginning. The bottom-up language planning allows communities to en-
hance their transnational identity and cultural affirmation. The use of technology is a
catalyst in this process and provides new spaces for language maintenance and lan-
guage activism in diasporic and “cybersporic” contexts. The obstacles of the digital di-
vide can be overcome by the involvement of government support from both the source
and the host countries.

Researchers of grassroot language planning must not lose sight of the emerging
new media of language planning and must explore the transnational aspects of lan-
guage use, language motives, agency and language planning. Policy research trajecto-
ries focussing solely on the national and top-down level lose sight of globalisation
from bottom up. Minority communities, however, are equipped with agency and
transnational motives to influence the future of their languages within their own com-
munity as well as transnationally. They also have the capacity to make a change sym-
bolically through shifting old-fashioned ideologies and by creating new spaces for
minority languages in new media. For this, they need support from other agencies,
but these should remain secondary to the community-led initiatives.

As top-down policies do not always achieve their objectives (Ricento 2000), and
it is increasingly difficult for governments to accommodate the cultural and linguistic
diversity within state systems, grassroots activism continues to be key to language
maintenance in minority language communities. For this, technology provides excit-
ing new opportunities. Globalization from the top may lead towards linguistic homo-
geneity, globalization from bottom-up leads to the emergence of small languages in
wider spaces of communication, such as the Internet. These are exciting news for lan-
guage planning as action and research.
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Janica Nordstrom

15 Community language schools

1 Introduction

Around the world, millions of families are raising their children to become speakers
of two or more languages, thereby continuing to create linguistically diverse socie-
ties worldwide. In Australia, for example, 21% of the population speak a language
other than English at home, with the most common languages being Mandarin,
Arabic, Cantonese, and Vietnamese (Australian Bureau of Statistics 2017). Similar
figures are reported for the UK, where 20.6% of primary school aged students are
exposed to a language other than English at home (Department of Education [UK]
2017), and in the U.S., where 21.6% of the population speak a language other than
English at home (The United States Census Bureau 2017).

The importance of maintaining the home languages of children of migrants1 has
been long acknowledged for its social, cognitive, economic, and educational benefits
(e.g. Conteh and Meier 2014; Ginsburgh and Weber 2011). Yet, while many societies rec-
ognise the importance and possible benefits of language diversity, efforts to assist mi-
grant communities and their families with successful intergenerational language
transmission are often limited. Rather, around the world, migrant communities are
largely left to rely on their own expertise, creativity, and good-will when striving to
maintain and promote their children’s home languages and customs (Fee, Rhodes, and
Wiley 2014; Fishman 1991; García, Zakharia, and Otcu 2013). Having identified a need
for structured language learning that is not met by formal education systems, many
minority communities have come to set up their own schools, teaching languages and
cultures on evenings and weekends to school-aged children who are descendants of
migrants. These community language schools (also known as “heritage”, “ethnic”,
“supplementary”, “complementary”, and sometimes “Saturday” schools) are thus
global grassroots initiatives, examples of what Liddicoat (this vol.) describes as meso-
level planning where actors in-between the micro-level of the family and the macro-
level of the state become agents to meet particular local needs perceivably not met in
mainstream education policies (see also Liddicoat and Taylor-Leech 2014).

In English speaking countries, these schools date back some 150 years to the
mid-1800s. While it is difficult to pinpoint the first attempts of structured home lan-
guage schooling, records show that schools were established by Russian settlers as
early as the late 19th century in the UK (Simon 2018), by Germans in 1886 in the U.S.
(Fishman 2014), and by Jewish communities as early as 1865 in Australia (Norst

1 Following common Australian practice, the term ‘migrant’ is used instead of ‘immigrant’.
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1982). In the Australian context, as migration has continued, and socio-political
affordability has arisen, these schools and their enrolments have continued to in-
crease: from teaching approximately 61,000 students in one of 53 languages in 1982
(Norst 1982), to teaching over 100,000 students in approximately 70 different lan-
guages in 2018 (Australian Federation of Ethnic Schools Associations Inc. 2015).
Community language schools thus represent communities from all corners of the
world: Europe (e.g. Portuguese, German, Hungarian, Latvian, Spanish, Finnish, and
Swedish schools), Middle-Eastern (e.g. Arabic, Assyrian, and Dari schools), East Asia
(e.g. Chinese, Japanese, and Filipino schools), and Africa (e.g. Somali schools), to
name a few (Australian Federation of Ethnic Schools Association Inc. 2015; Cardona,
Noble, and Di Biase 2008).

Despite community language schools being major providers of languages educa-
tion worldwide, most countries do not gather systematic data about the schools that
operate within their borders (see Hancock 2018 for a Scottish example, or Fishman
2014 for a discussion in the U.S. context). Australia seems to be the exception to this
widespread lack of oversight. In Australia, state and territory government offers an-
nual per capita grants to eligible2 schools based on student enrolments, and many
schools thus provide their educational department with regular information regarding
student enrolments, teacher data, and school information. In many other countries,
however, it is difficult to gain an accurate or estimate overview of how many schools
exist or how many students are enrolled. In the UK, The National Resource Centre for
Supplementary Education (NRCSE) estimate that there are 3,000–5,000 “supplemen-
tary” schools, thus including not only schools teaching home languages and cultures,
but also other schools that focus on supporting and tutoring in mainstream curricu-
lum subjects (NRCSE 2019). In other countries, there are seemingly no umbrella organ-
isations for community language schools but schools are instead affiliated with
language specific associations, such as the Korean Schools Association of Northern
California, or the Chinese Schools Association in the United States (Wang 2017).

This lack of political and governmental acknowledgement, partly due to lack of
funding, reinforces the idea of these schools as “invisible” institutions, with main-
stream governing bodies and policy makers (and the public alike) having little knowl-
edge about the practices in these schools, how many schools operate in their
country, how many teachers are involved, or how many students are enrolled.
Indeed, Fishman (2014: 39) recalls how he twice attempted to scope the number of

2 To be eligible for state and territory funding in Australia, community language schools need to
meet a range of criteria. In NSW, for example, schools need to be registered as “incorporate associ-
ations” with insurance, have at least 20 students enrolled, teach a “sound educational program”
for a minimum of 2 hours per week for 35 weeks, and they must be open to all school aged children
regardless of their language background (NSW Department of Education 2017). Thus, enrolment
numbers provided often exclude playgroups and adult learners, as well as those schools that for
various reasons have not applied, or do not meet the criteria, for funding.
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heritage language schools in the U.S. “to determine [himself] what the government
had studiously ignored”. In his first attempt (in the 1950s and 60s) he located 1,885
schools, although he argued that there undoubtedly were hundreds more. Despite at-
tracting the attention of the FBI querying him if any of these schools had any commu-
nist agendas (none to his knowledge), Fishman repeated his count in the 1980s. This
time he identified more than 6,500 schools, but again he argued that there were thou-
sands that he had not been able to locate. Since that last count in the 1980s, there
seem to have been no further nationwide studies of community language schools in
the United States (Fishman 2014: 40). Rightly so, Fishman concludes that:

The determination of immigrants to develop and maintain heritage language schools for their
children should have been documented by the U.S. Department of Education or by the sepa-
rate state departments of education. However, as far as these official agencies were concerned,
no such schools have existed, unless they have been cited [i.e. criticised] for lack of bath-
rooms, windows or fire escapes. (Fishman 2014: 38)

Nonetheless, it is evident through the emerging research that community language
schools represent many different communities from all corners of the world. With di-
versity in language, heritage, migration trajectories, and host communities, any at-
tempt to theorising the aim and purpose of these schools needs to carefully consider
the historical, political and social contexts in which each school operates. Some simi-
larities in structure and operation however emerge. For example, community lan-
guage schools worldwide are often run by community members and parent
volunteers. They are primarily self-funded and typically operate for a few hours on
weeknights or weekends offering complementary language education to school aged
children and adolescents. Depending on the host country, some financial support
may be available. For instance, as mentioned above, state governments in Australia
offer minor funding to support eligible schools based on student enrollments (e.g.
NSW Department of Education 2017), and there is charity and non-government fund-
ing available in the UK (Simon 2018). Some schools also receive funding from govern-
ments of the home country, for example, Korean schools in the U.S. can apply for
funding from the Korean government (Kim 2017b). Classes are often held in borrowed
mainstream classrooms or community facilities such as churches. In the late 1990s
however, some community language schools in Australia also began offering online
or blended (alternating between face-to-face and online) learning environments in at-
tempts to overcome some of the challenges these schools face, such as lack of class-
rooms, resources, geographically dispersed communities, and decreased student
enrolments and motivation (see for example Nordstrom 2015a). While little is docu-
mented about online teaching in community language schools elsewhere, findings
from studies focusing on computer-mediated communication and use of weblogs
among adult community language learners have shown that Internet based commu-
nication might increase opportunities for language use, authenticity of language use,
as well as vocabulary development (Fitzgerald and Debski 2006; Hatoss this vol.;
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Little this vol.; Little, Meskill and Anthony 2008; Lee 2006), suggesting that offering
online learning environments might have pedagogical benefits for students in com-
munity language schools.

This chapter will provide an in-depth understanding of community language
schools and the main contemporary issues emerging from studies focusing on these
schools in different geographical contexts around the world. Although community
language schools exist worldwide, research has primarily emerged from North
America, the UK, Australia, and (to some extent) from wider Europe. The chapter will
describe parents’ and students’ perceptions of, and attitudes towards, the schools
(section 2), as well as ideologies and language practices often observed by research-
ers visiting these sites of learning (section 3). One of the key findings in current re-
search is that students and teachers alike often use their languages in flexible ways
and contest some of the teaching practices, issues that are discussed in section 4.
Although community language teachers (section 5) are rarely the focus of community
language school research, some emerging findings suggests that more attention is
needed that focus on teachers’ sense of teacher identity and professionalism, in order
to fully understand why schools operate as they do. Finally, in section 6, an overview
and forward-looking perspective of research into community language schools is pro-
vided before the chapter is concluded in section 7.

2 Parents’ and students’ perceptions
of community language schools

Despite diversity among community language schools, some common findings have
emerged from research across the world and from different communities. A first main
finding is that these schools, at least in English speaking countries, have the impor-
tant function to strengthen the cultural and/or religious identities of migrant children
and to foster a sense of belonging to a community and/or nation (Archer, Francis,
and Mau 2010; Arthur 2003; Blackledge and Creese 2010a; Borland 2005; Cardona,
Noble, and Di Biase 2008; Choudhury 2013; Conteh, Riasat, and Begum 2013; Francis,
Archer, and Mau 2010b; Ghaffar-Kucher and Mahajan 2013; Otcu 2010; Tsolidis and
Kostogriz 2008; Walters 2011; Wu 2006). These schools thus differ from other second
and foreign language learning providers, in that parents, educators, and students
alike, often contextualise their perceptions of their community language school
around notions of “belonging” with other native speakers and with a distant heritage
nation. For example, parents and educators in a large-scale UK study of four different
community language schools expressed that a sense of belonging was a driving force
behind these schools, where “teaching of affiliation to the homeland is one of the
motivating principles of the schools” (Blackledge and Creese 2010a: 198). Also in the
UK, Francis, Archer, and Mau (2010b) found in interviews with 21 teachers and
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24 parents in Chinese schools that underlying reasons for home language acquisition
were embedded in an idea of “being” someone. Asked why learning the Chinese lan-
guage was important, the informants commonly explained that it was important for
their children and students to learn Chinese, because they are Chinese. Similarly, pa-
rents and community language school staff in a study by Walters (2011), emphasized
notions of identity when constructing their reasons for complementary schooling, with
the Bengali language being described as “ours” and intertwined with the students’
“roots”, and parents of Swedish community language school learners in Australia ar-
gued that it was important that their children learnt Swedish because it encouraged
them to “feel” Swedish and being “accepted” as Swedes (Nordstrom 2015b).

However, it seems that this notion of “belonging” is equivocal because it is not
clear if it is the learning and teaching of the home language and culture that encour-
ages this sense of belonging, or if being surrounded by people alike enhances a feeling
of membership. That is, students’ sense of “ethnic membership” may be more the re-
sult of being surrounded by others alike (as found by Archer, Francis, and Mau 2010)
where individuals create a community of practice (Lave and Wenger 1991) rather than
the result of what is taught in the classrooms. Attending a community language school
might thus alleviate feelings of segregation that some students are subjected to in
mainstream education and offer refuge from racism sometimes encountered in their
everyday life (Creese et al. 2006; Francis, Archer, and Mau 2010b; Hall et al. 2002; Kim
2017b). For example, students in a Korean community language school in the U.S. ex-
plained how they can be “normal”, “legitimate”, and can “relate to each other more”
(Kim 2017b) in the Korean school than in their mainstream school. Similarly, Chinese
community language school students in the UK told Francis, Archer, and Mau (2010b)
that they felt more comfortable in their community language schools where they could
be “noisier” and “cheekier” than in their mainstream school. Francis, Archer, and Mau
propose that this may “perhaps [be] in relation to different interpellations and expect-
ations by teachers and other spectators” (2010b: 90) and that an absence of racism
and pressure to achieve can lead students to negotiate and construct different identi-
ties to those in mainstream schools.

Similar to their parents, many community language school students learn the
home language (at least partly) to create or maintain a strong sense of ethnic or
cultural identity. Both Chinese students in Francis, Archer, and Mau’s (2010a)
study and young 11–12 year-old Somali learners in the UK (Arthur 2003) explained
that learning their home language was important because of who they were, e.g.
“because they are Chinese” and because Somali was “their” language. A lack of
proficiency was, to learners in both studies, associated with notions such as
shame, outsiderness, and disgrace, while learning Somali came “with the advan-
tage of avoiding a challenge to the perception, in their own eyes or in those of
others, that they are native speakers [of Somali]” (Arthur 2003: 260).

It is increasingly argued, however, that perpetuating the home language and
education in community language schools is about more than creating a sense of
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belonging with other home language speakers and with a heritage community.
García, Zakharia, and Otcu (2013: 19) describe these schools (and other bilingual
programs) as providing contexts where students “live the language other than
English, not as heritage, but as life [. . .] in present and a global future”. Indeed,
parents from a range of communities around the world are echoing such claims.
For example, Chinese parents in the UK (Francis, Archer, and Mau 2010b), Persian
parents in the U.S. (Shirazi and Borjian 2009) and Swedish parents in Australia
(Nordstrom 2016) have emphasised home language learning and bilingualism as
having merit in academic and tertiary contexts outside of the community lan-
guage school, with parents and students alike arguing that being bilingual would
be good for their CVs, future work and travels.

Although students often agree with the overall aims and perceptions of commu-
nity language schooling, it is nonetheless worth noting that attending these schools,
for many students, is the parents’ decision (Francis, Archer, and Mau 2009; Kim
2017b; Mu and Dooley 2015; Tereshchenko and Cárdenas 2013). Interviewing 60 stu-
dents aged 11 to 13 at a UK Chinese community language school, Francis, Archer, and
Mau (2009) found that 37% of students claimed that attending the Chinese school was
their parents’ decision. A further 28% stated that although it initially was their pa-
rents’ choice, they now chose to come themselves, with only 27% of students said it
was solely their decision to attend. Reluctance towards community language school-
ing has also been noted by teachers, in particular as students approach their teenage
years. For example, Japanese teachers in Kano’s (2013) study explained that while
many young learners were seemingly content at their community language school,
students in early teenage years began “to display negative attitudes toward learning
Japanese, as their other interests and social lives develop” (2013: 110). This was also
confirmed by Mu and Dooley (2015). Asking five young adults to recollect their memo-
ries of attending a Chinese community language school when younger, Mu and
Dooley (2015: 509) quote the participants stating that they “hated learning Chinese
with a passion” and that they perceived there to be “no point” in attending commu-
nity language school when they were younger. However, as years went by and they
became young adults, they again became interested in learning their home language.
Drawing on Bourdieu’s notion of habitus (Bourdieu 1977), Mu and Dooley (2015: 510)
intriguingly argue that this change in attitudes towards home language maintenance
may have been taught rather than inherited, where “constant and ongoing family in-
culcation comes to shape participants’ internal attitudes, values, perceptions and dis-
positions in a largely unconscious way”.

298 Janica Nordstrom

 EBSCOhost - printed on 2/9/2023 9:07 PM via . All use subject to https://www.ebsco.com/terms-of-use



3 Monoglossic language ideologies
and contradictory practices

Community language schools are often described as having some kind of one-
language-only policy; an agreed understanding (explicit or implicit) that the home
language is to be used (preferably exclusively) in the classrooms (see for example
Blackledge and Creese 2010a; Choudhury 2013; Chung 2013). This is often embedded
in monoglossic ideologies of languages, in particular in a perception that languages
are separate entities where each language can be measured against a monolingual
standard (Blackledge and Creese 2010a; García 2009). In community language
schools, such ideologies often translate to teachers expecting students to use the tar-
get language exclusively while at the community language school (regardless of stu-
dents varying proficiencies) and/or a belief that the mainstream language is to be
avoided as much as possible by both the teacher and the students (e.g. Blackledge
and Creese 2010a; Chung 2013; Kim 2017b; Otcu-Grillman 2016; Otcu 2010). Although
English (or the dominant language) may be accepted in the classrooms for pragmatic
reasons, it is rarely valued as highly as the home language (Otcu 2013; Nordstrom
2015a). Instead, several community language teachers from a variety of studies and
communities have argued that because the home language is an intrinsic part of who
the students are (or at least who the teachers perceive the students to be), students
should keep their languages separate and only speak the home language at school,
despite students being more proficient in English than in their community language
(e.g. Blackledge and Creese 2010a; Otcu 2010; Wu 2006). The enforcement of such
one-language-only policies however differed, ranging from teachers ignoring or pre-
tending not to understand students when they speak the mainstream language
(Choudhury 2013; Chung 2013) to explicitly discouraging it by reprimanding students
when they speak the “wrong” language (Blackledge and Creese 2010a; Kim 2017b;
Wu 2006). Although little is known about the implications in terms of student learn-
ing and attitudes of one-language-only policies and practices in community language
schools, some research (e.g. Nordstrom 2015b) has highlighted that policies and prac-
tices that favour one language over the other can result in the pragmatic exclusion of
less proficient students, where the teacher avoids directing questions to less-profi-
cient students in whole-class discussions, or in other ways limits their participation
(see also Duff 2002 for similar findings).

Furthermore, there also appears to be a general trend where community lan-
guage teachers believe that maximising target language use in the classroom is the
most appropriate way to teach languages (Blackledge and Creese 2010a, 2010b;
Choudhury 2013). Such beliefs in keeping languages separate to optimise learning
are of course not unique to community language teachers. Cook (2001: 403) describes
how teachers’ “assumptions” that students’ first language (L1) should be discouraged
in the language learning classroom have “affected many generations of students and
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teachers”, ranging from explicit policies that L1 is banned from the classroom to a
more positive framing of maximising the target language. However, to explain beliefs
around separate ideologies in community language schools, Blackledge and Creese
(2010b) draw on Jaffe’s (2007) argument that when a minority community experien-
ces language shift to the extent that there is “a tip” (Jaffe 2007: 53) in the direction of
the mainstream language, fear of language loss causes the community to construct a
“fictive unity” (Blackledge and Creese 2010b: 9) that is embedded in an idea of dual
or balanced bilingualism (Jaffe 2007), thus starting to produce “structures of hege-
mony similar to those against which they struggle” (Blackledge and Creese 2010b: 9).
That is, monoglossic policies and ideologies that value each language according to
monolingual standards (García 2009) might not be the result of pedagogical consider-
ations, but embedded in notions of fear for language loss, identity, and belonging.

Despite language ideologies and policies that favour one language over the
other, research into language use in these schools have shown that students and
teachers indeed use languages in flexible ways (Blackledge and Creese 2010a;
Chung 2013; Hancock 2012; Li 2009; Otcu 2013; Wu 2006). For example, in a large-
scale study in the UK led by Angela Creese (e.g. Blackledge and Creese 2009,
2010a), as well as in a separate study by Choudhury (2013), it was frequently ob-
served how students challenged and questioned monolingual ideologies and school
policies by arguing for, and using, both English and the community language in the
classrooms. Blackledge and Creese (2010a) sum up these dichotomies in the notions
of “separate” and “flexible” bilingualism where separate bilingualism emphasises a
view of languages as systems clearly defined and separate from each other, while
flexible bilingualism relates to the view of multiple languages as semiotic resour-
ces, used in normative, flexible, ways.

These findings, highlighting the discrepancy between beliefs and practices in
community language schools, have in turn sparked a pedagogical discussion around
the use of language in community language school teaching. While using languages
in flexible ways is often perceived as “non-legitimate” actions (García and Li 2014:
58), it has been increasingly argued that pedagogical practices in these schools would
benefit from a “bilingual pedagogy, with two or more languages used alongside each
other” (Blackledge and Creese 2010a: 201) to meet the expectations and experiences
of young learners. For this purpose, García and Li (2014) use the notion of “translan-
guaging”, described as “multiple discursive practice in which bilinguals engage in
order to make sense of their bilingual worlds” (García 2009: 45, italics in original), and
as a construct which “liberates language from structuralist-only or mentalist-only or
even social-only definitions” (García and Li 2014: 42). While little research has focused
on the pedagogical benefits of deliberate translanguaging practices in community lan-
guage schools, Nordstrom (2015a) found that less proficient students who attended
online community language school classes were able to overcome the school’s mono-
glossic language ideologies and increase their participation through translanguaging
practices that were hidden from teachers and peers. That is, when students and their
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teacher interacted with each other through text-based computer mediated communi-
cation (i.e. “chatting”) without the use of video, less proficient students were found to
draw on all their languages in flexible ways to construct their participation (including
interaction(s) with parents and the use of bilingual dictionaries), unknown to the
other participants.

4 Pedagogy and curricula

Despite many students valuing the idea of home language learning and maintenance
for identity reasons and for their future travels and careers, findings continuously re-
port that students across school years and communities nonetheless contest part of
the curricula, teaching, and pedagogy within these schools by objecting to teachers,
being disengaged in classrooms, refusing to do homework, and mocking content
(Creese and Blackledge 2011; Li and Wu 2010; Otcu 2010). Several researchers have
observed this resistance in classrooms, noting that it is often linked to the teaching of
culture and cultural values and behaviour3 as static and fixed constructs existing more
in the past than being fluid in the present, thus rarely resonating with the experien-
ces and expectations of the students (Archer, Francis, and Mau 2010; Blackledge and
Creese 2009; Curdt-Christiansen 2008; Duff and Li 2014; Hancock 2012; Li and Wu
2010). When exploring social and cultural knowledge embedded in classroom resour-
ces in a Canadian-Chinese community language school, Hancock (2012: 109) found
that teaching resources for the young learners were “laden with ideological under-
and overtones” where cultural knowledge and ideologies were constructed, empha-
sising notions of obedience, perseverance, diligence, patriotism, conformity, achieve-
ment, modesty, and altruism. Blackledge and Creese (2009, 2010a), similarly, found
that teachers across different language groups often taught the language through sto-
ries of martyrdom and heroic events in attempts to foster “a sense of national belong-
ing that is firmly rooted in narratives of collective memories” (Blackledge and Creese
2009: 462) and functioning to “remind students of shared cultural heritage”
(Blackledge and Creese 2010a: 149). Moreover, Choudhury (2013) and Archer, Francis,
and Mau (2010), for Bengali and Chinese community language schools respectively,
found that schools had a strong focus on teaching social values tied to an idea of “cor-
rect” Bengali and Chinese behaviour, echoed in Otcu’s (2010) research where teachers
and administrators complained that students did not behave in ways expected of
“Turkish children”, and reprimanded them thereafter. While students often express
interest in learning about more contemporary issues and pop culture (Archer, Francis,
and Mau 2010; Kim 2017a; Li and Wu 2010; Nordstrom 2015b), such topics are

3 The use of italics emphasises the schools’ perceptions of cultures as static and fixed, rather than
fluid and continuously constructed.
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nonetheless rarely included in curricula and materials used in community language
schools.

Focussing on pedagogy and curricula is important in the discussion of how well
these schools serve their communities, because students’ attitudes towards their home
language and motivation for home language maintenance have been found to correlate
with their perceptions of their community language school classes (Chow 2001; Kim
2017b). For example, Chow (2001) found in a large survey of 510 Chinese community
language school students in Canada (with a mean age of 14.24) that positive experiences
of the Chinese community language school correlated with engagement with, inter alia,
Chinese media, ethnic pride, and self-assessed proficiency. It should be noted, however,
that students’ perceptions of their community language schooling also correlated with
age of migration, with students who arrived in the host country at an older age being
more positive to their community language schooling than those who were born in the
country or were very young at the time of migration (Chow 2001). This suggests that
current teaching practices in these schools may better suit students who migrated at an
older age but may not align with the experiences and expectations of other children and
adolescents who have lived most of their lives in the host community (Duff and Li 2014).
It is therefore suggested that schools and teachers need to strive to focus their teaching
around common reference points that are motivating for students (Blackledge and
Creese 2010a; Duff and Li 2014; García 2009). That is, language use, pedagogy, and cur-
ricula need to adapt to the uses and practices of languages in today’s global society
where languages are not idealised representations of heritage (Blackledge and Pavlenko
2001; García and Li 2014; Makoni and Pennycook 2007). However, some findings have
suggested that this “socialisation teaching”4 (Li and Wu 2010), at least partly, is the re-
sult of teachers’ insecurity and a lack of available resources and professional develop-
ment, and that teachers themselves often recognise the issues while striving towards
engaging in more motivating teaching practices that aligns with the lives of the students
(Hancock 2012; Walters 2011). Such issues thus point to the importance of available pro-
fessional development for this group of teachers.

5 The “marginalised” community language teacher

Although there is a dearth of research focussing on the needs and working conditions
of community language school teachers, common findings worldwide highlight that
some of the challenges this group of teachers experience include a lack of relevant

4 Li and Wu (2010: 37) use the term “socialisation teaching” to describe teaching practices where
“the teaching of specific linguistic structures” is routinely embedded in the teaching of broader
socio-cultural issues such as moral duties, socio-cultural ideals, or solidarity and unity with a
homeland.
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qualifications, training, and access to appropriate resources (Cardona, Noble, and Di
Biase 2008; Hall et al. 2002; Hancock 2012; McPake, Tinsley, and James 2007; Ruby
et al. 2010; Wu 2006). Teachers are often described as parents or community volunteers
(Archer, Francis, and Mau 2009; Choudhury 2013; Chung 2013; Hall et al. 2002; Otcu
2010; Walters 2011) or as native speakers of the target language with limited bilingual
proficiency (Hall et al. 2002; Walters 2011).

However, emerging evidence are suggesting that the stereotypical description of
community language school teachers as uneducated volunteers might be changing.
A recent study by Cruickshank, Ellsmore, and Brownlee (2018) focussing on commu-
nity language teachers in NSW, Australia, found that the typical community language
teacher in NSW was a female who has been in Australia for more than 10 years, and
who has full-time commitments outside of her teaching in community language
schools (see also Otcu 2013 for similar findings). The study furthermore showed that
these community language teachers have high qualifications: 87% had tertiary qual-
ifications, with 44.3% of these having qualifications in education, and 54.9% having
international teaching experience (Cruickshank, Ellsmore, and Brownlee 2018).

A key emerging issue, however, is that community language teachers routinely
feel marginalised in educational contexts. They are described as “invisible adjuncts”
(Cruickshank, Ellsmore, and Brownlee 2018: 7), quoted feeling tense relationships
with mainstream educators, and not perceiving themselves as “real” teachers
(Baldauf 2005; Cardona, Noble, and Di Biase 2008). This perceived lack of recognition
in mainstream education systems is often amalgamated by poor working conditions.
Many community language schools worldwide operate in “borrowed” mainstream
classrooms that are “clearly intended for other times, people, and purposes” (Tsolidis
and Kostogriz 2008: 324). Furthermore, teachers rarely have access to school resour-
ces such as the internet, whiteboards, and places used for storage (Archer, Francis,
and Mau 2009; Cruiskshank, Ellsmore, and Brownlee 2018; Tsolidis and Kostogriz
2008), resulting in the community language school teachers feeling “like unwelcome
guests” at the mainstream school (Cruickshank, Ellsmore, and Brownlee 2018: 26).

This perception of being marginalised in educational contexts is also sometimes
compounded by power relations between parents and teachers within the community
language school itself. For example, a Swedish community language teacher in
Australia concluded that she felt more “accepted” by parents and approached more
as a “professional teacher” in her role as a mainstream teacher, mainly because she
felt that parents in community language schools have a unique position and ability to
influence curriculum and classroom practices in ways that she did not always found
pedagogically sound (Nordstrom 2015b). Levels of parental engagement in community
language schools however appear to differ. In some schools, parents have been found
to have a strong and active influence on the school curricula (e.g. Tsolidis and
Kostogriz 2008), while at other schools, lack of parental engagement is a concern of
principals and teachers (e.g. Aravossitas and Oikonomakou 2018).
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6 Current and future research trends

Despite community language schools dating back some 150 years, our knowledge and
research focussing on these schools is still relatively new. Most available scholarly
works have emerged in the last 20 years, providing foundational insights and snapshot
of how schools operate and why. However, with each new insight, a new question also
seems to emerge, often asking how particular findings relate to other community lan-
guage schools. As seen throughout this chapter, a strong body of scholarly work has
emerged primarily from North America, the UK, Australia, and to lesser extent from
wider Europe. Nonetheless, research is still unevenly distributed, primarily focussing
Turkish (e.g. Creese et al. 2007; Lytra 2012; Otcu 2010; 2013; Otcu-Grillman 2016) or
Asian languages such as Chinese (Archer, Francis, and Mau 2010; Blackledge and
Creese 2010a; Chow 2001; Creese, Wu, and Li 2007; Curdt-Christiansen 2008; Hancock
2012; Li and Wu 2010), Bengali (Blackledge and Creese 2010a; Choudhury 2013; Creese,
Blackledge, and Hamid 2007), Gujarati (Blackledge and Creese 2010a; Creese, Bhatt,
and Martin 2007; Creese 2009; Martin et al. 2006), Vietnamese (Reath Warren 2018),
and Korean (Chung 2013; Kim 2017b). Emerging research focussing on smaller, less vis-
ible minority communities such as Ukrainian schools in Portugal (Tereshchenko and
Cárdenas 2013) and Swedish schools in Australia (Nordstrom 2015a, 2015b, 2016) are
thus increasingly important in order to achieve a broader and more holistic under-
standing of how different community language schools serve their communities in the
21st century.

To date, much focus on community language schools has aimed to understand
classroom practices as well as students’ and parents’ perceptions of schools and lan-
guages. Slowly emerging, however, is a discussion on how we can use this knowledge
to help community language schools overcome challenges related to resources, peda-
gogy, and staffing. With resources being sparse and sometimes outdated or irrelevant
for community language school purposes, some researchers have begun working with
schools to develop quality teaching material that aligns with students’ authentic and
contemporary use of language(s) (e.g. Sydney Institute for Community Languages
2018). Similarly, drawing on observations in classrooms of flexible language use, con-
vincing arguments urge teachers to draw on bilingual scaffolding and translanguag-
ing as deliberate pedagogical practices to improve language learning in community
language schools (see also section 14.3). Importantly, home language learners differ
from second language learners both in their needs and experiences (Carreira and
Kagan 2018). For example, home language learners tend to be more proficient in infor-
mal, every day vocabulary and have good pronunciation, and their reasons for lan-
guage learning are often embedded in notions of identity and community (Carreira
and Kagan 2018). Thus, it becomes a natural step for researchers to work closely to-
gether with schools and communities to assist them in developing sustainable teach-
ing resources and language policies that meet the needs of their students.
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Furthermore, few studies so far focus explicitly on teachers. A sturdy research
base in the field of mainstream education argues that understanding teacher identity
is important because it influences teachers’ self-esteem, efficiency, quality of teach-
ing, ability, and commitment, as well as effort in teaching (Beauchamp and Thomas
2009; Beijaard, Verloop, and Vermunt 2000; Hammerness, Darling-Hammond, and
Bransford 2005). Emerging research (such as those described in section 5) highlight
that these are prevalent issues in community language schools, where community
language teachers often struggle with their perceptions of themselves as teachers.
The issues are twofold. On the one hand, many community language teachers strug-
gle to feel confident in their own teaching and pedagogy, and thus it becomes crucial
to offer more and better professional development tailored to meet the needs of com-
munity language school teachers. While many teachers are first generation migrants
and highly proficient in their home language, they often lack pedagogical founda-
tions suitable for this distinct group of learners, who are often second-generation mi-
grants and less proficient in the home language. On the other hand, teachers also
struggle with for legitimacy in broader mainstream educational contexts, often feel-
ing marginalised in their roles as language teachers in community language schools.
Yet Cruickshank, Ellsmore, and Brownlee (2018) found that although many commu-
nity language teachers struggled with claiming space in the mainstream educational
context, the majority of the teachers interviewed wanted to become accredited to
teach in mainstream education, and it thus becomes crucial to find pathways for this
group of teachers. Indeed, at the launch of the Sydney Institute for Community
Languages Education, Cruickshank (2018) claimed that finding pathways for overseas
trained teachers to become accredited can result in an astounding $182 million eco-
nomic benefit for Australia, although he did not provide details as to how this was
calculated. Nonetheless, this highlights that there may be political incentives to in-
vest more research into community language teachers and teacher training.

7 Conclusion

Community language schools represent minority communities from all corners of
the world and they have grown to be significant (albeit often invisible) language
education providers worldwide. Nonetheless, it is evident that these schools differ
from other language providers who teach second or foreign languages in their aims
and purposes, and that they are important institutions where students can come
together with others alike, creating “safe” places that are free from racism (Francis,
Archer, and Mau 2010b; Hall et al. 2002).

Research into community language schools is still in its infancy, and findings
from second and foreign language learning research may not be easily transferable
to the context of community language schools. Some of the key findings from
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emerging research in community language schools, highlighted throughout this
chapter, have shown that these schools face their own unique challenges, often in
relation to teacher qualification, resources, available professional development, and
student motivations. Furthermore, despite large enrolment numbers worldwide,
schools still struggle for legitimacy and are (at best) peripheral in the educational sec-
tor. It thus becomes utterly important that educational departments worldwide recog-
nise these schools as valid sites for learning and the important work done by both
students and teachers. For students, this may be stronger recognition of community
language learning in their mainstream academic transcripts or for tertiary admission,
thus emphasising the educational value of community language school learning as
part of holistic education. For teachers, this could be recognition, in the eyes of the
educational departments, as professional teachers in the field of community lan-
guage schooling. This, of course, may require tertiary institutions and educational
departments working closely together to offer pathways and professional develop-
ment that focus on evidence-based approaches to language teaching in community
language schools, thus also assisting schools meeting the needs of their communities
and continue to encourage home language learning and maintenance.
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Elisabeth Mayer, Liliana Sánchez, José Camacho,
and Carolina Rodríguez Alzza

16 The drivers of home language
maintenance and development
in indigenous communities

1 Introduction

Indigenous and tribal peoples represent 5% of the 7.7 billion world population, with
roughly 370 million worldwide distributed over 70 countries and accounting for the
bulk of the world’s linguistic and cultural diversity. According to The World Bank
(2019), while indigenous peoples own, cultivate or occupy almost a quarter of the
world’s surface, they embody 15% of the world’s extreme poor and face problems of
marginalization and other human rights violations. Indigenous people speak roughly
three quarters of the approximate 7000 known spoken languages today (McCarty,
Nicholas, and Wigglesworth 2019). Despite the fact that language rights for indige-
nous and tribal peoples are enshrined in articles 13 and 14 of the United Nations
Declaration on the Rights of Indigenous Peoples, indigenous languages across the
world continue to have a minoritized status, despite efforts from indigenous commu-
nities, regional and in some cases even national governments to secure policies and
practices to turn this status around (Annamalai and Skutnabb-Kangas this vol.). The
development and maintenance of indigenous languages exhibit great variability
around the globe. It is driven by multiple factors, such as numbers of first and second
language speakers, access to intercultural bilingual education, and adequate lan-
guage policies and their implementation (Lo Bianco 1987; McCarty, Nicholas, and
Wigglesworth 2019; Coronel-Molina and McCarty 2016).

Traditionally, indigenous communities have been characterized by extensive
multilingualism on a global scale, dating back to premodern and precolonial times
(Boas 1940; McCarty, Wyman, and Nicholas 2014; Simpson and Wigglesworth 2008;
Vaughan and Singer 2018). In many modern and postcolonial societies their language
rights as well as the use of their indigenous languages are under threat or critically
endangered (Patrick 2012). Indigenous languages across the world exhibit different
configurations and vary in relation to the challenges these bring. For instance, indig-
enous languages in Australia and the USA are usually spoken and used in very small
communities, and most of these are endangered. In Latin America, however, these
languages may be spoken by a larger percentage of the population and enjoy differ-
ent degrees of vitality. However, despite having larger numbers of speakers, they re-
main minoritized and may encounter negative attitudes that lead to discrimination of
their speakers.
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This chapter will first engage in a global discussion of the major challenges faced
by indigenous languages’ maintenance and development, as well as revitalization ef-
forts in indigenous communities. This will be followed by an in-depth country-study
(Peru). The issues to be discussed include conflicting perspectives in language poli-
cies about minoritized indigenous languages as a resource, as a right or as a problem,
as well as local and family language planning, educational practices, language atti-
tudes and community-based activities.

We will use the following terminology throughout the chapter “minority language”
refers to a language spoken by a minority of the population within a larger national or
regional context, whereas “minoritized language” refers to their minimized status in
the larger society either in terms of legitimization or actual language planning (Groff
2017: 136). A “local language” is “a language spoken in a fairly restricted geographical
area, and usually not learned as a second language by people outside the immediate
language community” (Kosonen and Young 2009: 12). A “national language” is “a lan-
guage that is considered to be the chief language of a nation state” (Crystal 1999: 227),
and an “official language” is “used in such public domains as the law courts, govern-
ment, and broadcasting. In many countries, there is no difference between the national
and official language” (Crystal 1999: 227). We will use the term “indigenous” to refer to
peoples, groups or communities that have coexisted since colonial times within and
across national boundaries. Importantly, indigenous peoples possess their own cul-
tures, institutions, customs, economic and political systems and languages (see ILO
2017 for definitions and legal conditions).1 We acknowledge that the term “indigenous”
to refer to peoples, groups or communities is controversial in some areas of the world
(African Commission on Human and Peoples’ Rights 2006).

2 Language-as-problem and language-as-right
perspectives on indigenous language policies

Ruiz (1984) originally articulated three orientations in language planning: language-
as-problem, language-as-right, and language-as-resource (Hult and Hornberger 2016
present further developments). The first concept arises from a monolingual ideal and
assimilationist mindset (Hornberger 1990) that results in limiting or eliminating multi-
lingualism. The notion of language-as-right relies on the idea that language is an es-
sential factor in enabling full access to healthcare, employment, legal rights, among
others. We should also note that the language-as-right perspective is not always

1 Australians refer to their indigenous populations as Aboriginal people or First Nations people, in
the United States they are referred to as Native American People, in Canada as First Nations and in
Latin America all groups that inhabited the continents before colonization are named indigenous.
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implemented in meaningful planning and practice policies. We first discuss these two
perspectives, and then turn to initiatives that shift the perspective to language-as-a-
resource.

2.1 Language-as-problem perspectives

National language policies tend to oscillate between the language-as-problem and
the language-as-right perspectives. Language-as-problem perspectives were per-
vasive in legislation of many newly independent postcolonial states in the 19th
and 20th centuries. Simpson (2008) notes that many countries faced the challenge
of continuing with colonial languages as official languages or choosing some of
the many indigenous languages spoken in their territories as official languages
creating a marginalization of indigenous languages. In many cases, the result was
the selection of a single national language, using it at all levels of administration
and in the educational system, and ensuring that it is employed as the official
means of interaction in the country. In the extreme case, minority languages have
no official status, for example in Honduras, where only Spanish is considered a
national language while indigenous languages such as Mískito and Mayangna are
not (Lewis, Simons, and Fennig 2015). Similarly, other Latin American countries
fail to recognize indigenous languages as official languages (Zajíková 2017).
Among them are countries where indigenous languages are no longer spoken,
such as Cuba, the Dominican Republic, Uruguay and Puerto Rico, as well as coun-
tries such as El Salvador where indigenous languages are spoken but the constitu-
tion does not mention them. This group further includes Costa Rica, Panama, and
Guatemala. The latter two countries have constitutions that acknowledge indige-
nous languages but do not declare them official.

The United States has no official language, although several states have im-
plemented English-only legislation at the state level which reflects the language-
as-planning perspective (Menken 2013). Arguably, the transitional language edu-
cation programs that have dominated bilingual education in the US throughout
the past 60 years also had as a goal to incorporate speakers of minority languages
into a society conceived of as essentially monolingual.

South-East Asian nations also faced the challenge of establishing official
languages after independence in a linguistically diverse region with over one
thousand languages (Kosonen 2005; Kosonen and Young 2009). These nations
faced a difficult balance between promoting a single official language as a sym-
bol of national identity and the fact that a significant percentage of the popula-
tion speaks a local language (Bradley 1985, 2007, 2019). The result has put
pressure on the maintenance of local languages. In many countries, English, as
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the former colonial language of current international importance also remains in
the educational system.2

The Australian Language and Literacy Policy of 1991 reversed the perspective of
the previous 1987 law (see below) to a language-as-problem perspective that lead to
“an almost exclusive emphasis on English” enforcing national literacy standards
(McKay 2001: 297). This policy resulted in the decline of the use of Aboriginal and
Torres Strait Islander languages, which can be seen as “a result of repressive poli-
cies, both explicit and implicit” (McKay 2001: 297).

Although national language policies built on the language-as-problem perspec-
tive constructed multilingualism as a practical obstacle to overcome, this perspec-
tive is rooted in social, emotional and ideological factors that relate to the powerful
role of language as a cultural and national identity symbol.

2.2 Recognition of minority languages as a right

Minority languages may have different degrees of legal recognition Furthermore, legal
recognition usually does not entail equal social status (Hinton and Hale 2001).
International agreements, such as the ILO Convention 169, have an important role in
elevating the legal status of indigenous languages. For example, many countries in
Latin America have passed legislation to protect indigenous languages rights at the
central government level inspired by Convention 169. Countries that recognize indige-
nous languages as official languages with some territorial restrictions in Latin America
are Nicaragua, Ecuador, Peru, and Bolivia. Argentina and Chile recognize indigenous
languages as co-official languages along with Spanish at the level of regional, but not
national, legislation.

Mexico does not have de jure official languages but gives indigenous languages
the same status as Spanish as national languages. Venezuela recognizes indigenous
languages for indigenous peoples, and, in Paraguay, despite there being other in-
digenous languages recognized by the Language Act of 2010 (Lewis, Simons, and
Fennig 2015), only Paraguayan Guaraní is a co-official language with Spanish spo-
ken by indigenous and non-indigenous speakers in a unique diglossic situation in
Latin America.

2 The promotion of a majority language as a national symbol can be seen in the case of Tagalog in
the Philippines, Lao in Laos, Malay in Malaysia, Burmese in Myanmar, Khmer in Cambodia and
Thai in Thailand, with some variations in each case. In the case of Indonesia, for example, the na-
tional language (Malay or Bahasa Indonesia) was different from the ethnic majority’s language,
Javanese (Guan and Suryadinata 2007). Sometimes national languages, as is the case of Bahasa
Malaysia, are used as lingua franca to communicate across indigenous language groups given their
mutual unintelligibility (Ting and Ling 2012).
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In the United States, some federal legislation in the United States protects and pro-
motes indigenous languages as rights: The Native American Languages Act (McCarty
2003: 160) and the Native American Languages Reauthorization Act.3

In some African countries like Cameroon and Sudan, indigenous languages
achieved official status after independence, representing examples of the imple-
mentation of inclusive postcolonial language policies.

India also represents an interesting attempt to promote minority languages as offi-
cial in a very complex linguistic landscape (Pandharipande 2002; Bhatt and Mahboob
2008; Groff 2017). Estimates of the number of languages in India vary from 270 re-
ported in the 2011 census (Kidwai 2019) to 447 reported in the Ethnologue (Lewis,
Simons, and Fennig 2015). Hindi, the national language, is spoken only by about one
third of the population but the Indian constitution also provides strong safeguards for
minority languages. It explicitly lists two sets of languages: 18 so-called “scheduled”
languages, later extended to 22, and 48 minority languages (Pandharipande 2002).

In multi-ethnic Singapore, bilingualism in English and a home language is one
of the pillars of the country’s strategy, indicating recognition of language as a vehi-
cle for ethnic cultures, and economic considerations. For example, Mandarin was
initially marginalized after independence, but has become much more prominent
as China’s economic rise made it more relevant for the Singaporean economy (Guan
and Suryadinata 2007: 79).

3 Minority and indigenous languages as resources

In parallel with the inclusion of language as a legal right, minority and indigenous
languages are now increasingly seen as resources. This shift in perspective has pro-
duced new revitalization efforts whose results can be classified at the national level
and at the local and regional level.

The Australian National Policy on Languages (Lo Bianco 1987; Moore 1996) illus-
trates a shift in national policy that unfortunately only lasted for four years. This na-
tional language framework, which was locally developed by all States and Territories
and was adopted by the Australian Government, gave Aboriginal and Torres Strait
Islander languages significant recognition as an important social and cultural re-
source. This policy pioneered very successfully the establishment of Regional
Aboriginal Language Centres as well as language management committees (McConvell
and Thieberger 2001). The introduction of bilingual education in the Northern
Territory was also highly valued by indigenous communities. Regrettably, it has been
marred by policy failures based on multifaceted misunderstandings and miscalcula-
tions, a deficiency of appropriate training for Indigenous educators and English as

3 https://www.congress.gov/bill/113th-congress/senate-bill/2299/text
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a second language teachers (Simpson, Caffery, and McConvell 2009; McKay 2001;
Simpson and Wigglesworth 2018). The introduction of the English-speaking policy la-
beled “First Four Hours” in addition to other negative changes all but wiped out
Bilingual Education for indigenous languages (Devlin 2011; Disbray 2014). As reported
by the Australian Bureau of Statistics (2017), of the estimated 250 Aboriginal and
Torres Strait Islander languages, less than half are still spoken in homes with 90% of
the indigenous languages in a critically endangered state.

3.1 Indigenous languages in national education policy

Education policies have a large impact on Indigenous home-language maintenance,
so it is no surprise that most changes in language policy have focused on local, re-
gional or national educational systems. We will begin the discussion with India’s
program, which is perhaps the most comprehensive attempt at incorporating
Indigenous languages into the educational system.

For several decades, India has developed an innovative language education pol-
icy that factors in its complex linguistic landscape and the recognition of linguistic
rights of its citizens. India’s constitution includes the right to maintain one’s culture
and language, and to develop minority languages through education, particularly at
primary levels (Bhatt and Mahboob 2008; Kidwai 2019). In addition to the introduc-
tion of a home or regional language at the primary level, two additional languages
chosen among Hindi, English or some other Indian languages are planned to be in-
troduced at later stages. However, as Bhatt and Mahboob (2008) point out, not all
states have implemented the three-languages policy equally. The goal of introducing
home languages poses a challenge for languages that lack scripts, or use scripts that
differ from the mainstream language.

In addition, the generalized three-languages policy and the increasing urbaniza-
tion and development of rural communities has resulted in reduced functional do-
mains for local languages in favor of regional ones. Some communities have reacted
against language regulations, demanding greater autonomy in setting their educational
or linguistic policies, as in the case of Bengali speakers in Assam (Pandharipande
2002). In other cases, minority communities have segregated from majority communi-
ties, elevating the symbolic status of their language, as in the case of Konkani speakers
in Maharastra and Karnataka. In most cases, however, minority linguistic communities
have assimilated (Pandharipande 2002). As in other situations around the world, local
languages face familiar challenges such as lack of educational materials, teachers, and
exclusion from many social contexts. As a result, Razz and Ahmed (1990, quoted in
Pandharipande 2002) suggest that half of India’s tribal population have already lost
their languages.
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Kosonen (2005) notes that in South East Asia, many children who are minority
language speakers only have minimal knowledge of the national language in which
education is typically delivered. These gaps potentially hinder their achievement
and their access to further educational levels. Kosonen (2005) and Kosonen and
Young (2009) describe several initiatives in which minority language education is
an opportunity to bridge the gap between the minority home-language and the na-
tional language. For these projects to be successful, local community involvement
is a crucial factor. At the same time, the unavailability of trained teachers who can
speak minority languages raises a big challenge for these programs.

Kosonen (2005) describes four different patterns in South East Asia: countries
in which local languages are used in education to a great extent, and all activities
are provided by the government, as in China. Second, countries like Vietnam,
where the government provides education in local languages, but these are not
widely used. Third, countries where both the government and non-governmental
groups provide education in local languages to different degrees, as in Malaysia,
Indonesia and the Philippines, and fourth, countries where non-governmental or-
ganizations carry the bulk of local language education, as in Thailand, Cambodia
and Myanmar.

Morocco’s language policy represents an interesting example of how language
policies have evolved from the non-inclusive postcolonial language-as-problem sta-
tus quo: Morocco’s traditional linguistic identity has been built on French and
Arabic. More recently, the country’s official stance has shifted, allowing for the intro-
duction of Berber in elementary education. Berber is one of the indigenous languages
spoken, in addition to French as a colonial language, Classical and Moroccan Arabic
(Zouhir 2014). However, this shift in national-level policy still faces challenges in the
language ideologies and practices of some Berber parents, who, according to Zouhir
(2014: 46), “seem to distance themselves from their Berber roots in an attempt to be
socially accepted into mainstream Moroccan linguistic culture.” In this case, the
strong symbolic status of French and Arabic as prestigious national languages chal-
lenges the affective connection to Berber as a family language for the Berber
community.

In sum, the survey of minority language education policy and practice reveals
several common threads: the need to involve local communities for initiatives to be
successful, the challenge of finding appropriate curricular materials and qualified
teachers, the need for political support. In some cases, we find increasingly urban-
ized and mobile populations whose connection to the symbolic identity of the in-
digenous language may be diminished. Finally, smaller indigenous languages have
a difficult challenge in expanding their social prestige and functionality in the
larger national context.
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3.2 Local initiatives: Indigenous language education

Ash, Fermino, and Hale (2001: 20) point out that “local language projects operate
independent of one another” as a result of the fact that “the structure of a local lan-
guage program is determined by local considerations.” In this sense, local programs
are unique, sometimes adapting methodologies developed for other populations,
other times developing original programs that stem from their local realities.
Language immersion schools in Hawaiian, Ojibwe, Mohawk, Maori, Navajo (Bishop
2003; Harrison and Papa 2005; McCarty 2003) are examples of local initiatives.
However, immersion schools are difficult to implement in communities with few
speakers or little control of the educational system. Other options include summer
immersion programs e.g. Acoma, Cochiti (McCarty 2003), language classes in a sys-
tem that operates in the majority language e.g. Hupa, Acoma, and Master-Apprentice
language learning programs (MALLP) that pair a master, a speaker fluent in the lan-
guage, and a dedicated learner, who is guided by the master through regular phone
calls and visits. This model has been implemented in Sauk and Chickasaw and many
other languages in the US (Hinton 2001), and in Canada, Brazil and Australia (Tom,
Huaman, and McCarty 2019). McCarty (2003) also discusses the Navajo Nation immer-
sion schools’ program, and the language reclamation efforts of the Keres-speaking
Pueblos of Acoma and Cochiti as examples of community-based efforts at promoting
immersion education in native languages.

Increasingly, minority communities have been questioning Western education
paradigms and incorporating traditional indigenous educational perspectives and
epistemologies (McCarty, Nicholas, and Wigglesworth 2019). These initiatives also
take different shapes. In some cases, traditional knowledge is included within
Western-style educational structures (cf. the Maori-language immersion school in
New Zealand as described in Harrison and Papa 2005); in other cases, indigenous ed-
ucational practices challenge formal educational practices more directly, as described
in contributions to McCarty, Nicholas, and Wigglesworth (2019) and Lee and McCarty
(2017). Or, as in the case of the urban Inuktitut in Canada, where state-driven lan-
guage policies void of appropriate cultural content, paved the way for community-
based “Indigenous-defined language and literacy learning activities” targeting not
only children but including families across several generations. Two long-term com-
munity projects “Photovoice” and “Sculpin fishing song” aimed at bringing back cul-
tural knowledge from the rural into the urban domain and extending it to cultural
and linguistic practices through literacy material prepared in multiple workshops
(Patrick, Budach, and Muckpaloo 2013).

In Australia, due to a small and shrinking indigenous population in conjunction
with a steady increase in urbanization (now 79%) with half of the rural population
living in remote or isolated areas in the Northern Territory, the promotion and valori-
zation of indigenous languages depends heavily on national language policies and
strongly on community-based support. The introduction of bilingual education in the
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1970s was highly successful at first but failed to address cultural and language needs
of aboriginal people. For example, for the Yolŋu people, the struggle for “Both Ways”
bilingual and multilingual education and teacher training for indigenous teachers
continues to present a challenge. Additionally, “aboriginalization” of the curriculum,
i.e. ownership of educational content of the Yolŋu people as well as representation at
the School Council and integration of the wider community, remain outstanding is-
sues (Stockley et al. 2017). Community involvement also came up as the top theme in
responses for key elements of language activities in the 2014 Indigenous Language
activity and Language attitude survey (Marmion, Kazuko, and Troy 2014).

3.3 Community-based initiatives

Across the globe, the lack of appropriate support for indigenous languages has given
rise to community-based efforts to develop and maintain their home languages glob-
ally, showing an increasing awareness of the language-as-resources perspective.
Here a distinction has to be drawn between urban and rural contexts due to different
opportunities and needs, although, in most cases both, urban and rural communities,
profit from most efforts through continuous connection, specifically in a digital age.

In urban environments, community-driven activities, raised from indigenous
people’s agency as a reaction to living in environments where they lack representa-
tion, may serve as incentives to pass on their language and culture to their children.
Patrick, Budach, and Muckpaloo (2013) link Inuit-centered literacy activities devel-
oped between an Inuit Children’s Center in Ottawa and a Family Literacy Program
to drivers of family language policy. This creates a link between urban Inuit and an
educational center for Arctic Inuit families in their homeland. At the core of this
collaboration was the exchange of travelling objects and cultural artefacts that
helped create a greater understanding of traditional Inuit culture and language in
the context of migration.

Rural remoteness worldwide poses enormous challenges for language vitality and
intergenerational transmission, calling for everyday language policies and practices in
and out of school to counter language loss. In the Australian Western Desert, Elders
use narratives and cultural activities to teach language, speech styles, registers and tra-
ditional knowledge within the extended family setting on country.4 Storytelling practi-
ces are filmed in order to document and promote indigenous languages and cultures,
to counter loss of oral practices, and to pass on traditional knowledge and culture to
the next generation (Kral and Ellis 2019).

4 Aboriginal Australians have a strong social, cultural and spiritual connection to their homeland
and to land- and waterways management.
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The availability of modern digital communication technologies across the world
has created invisible learning spaces without borders or socio-spatial confines
(Hatoss this vol.; Palviainen this vol.). Access to such technologies unites globally
Indigenous youth as they explore and share new / hybrid modes of cultural produc-
tion through song-writing and recording and film-making on media such as
Facebook and Youtube. Although oral and written language use is impacted by daily
communication practices of online messaging, SMS and WhatsApp text and visual
messages, the new practice is an invaluable addition to corpus building not only in
Australia but also worldwide (Kral 2010). Other Australia-wide online resources such
as National Indigenous Television on Demand (NITV), Indigenous Community
Television (ICTV), IndigiTUBE─featuring language and culture, ABC Indigenous
Radio for news and current affairs, TV and iview are fundamental instruments of and
for Aboriginal voices and promotion of aboriginal cultures and languages. The intro-
duction of narrangunnawali ─ Reconciliation in schools, and early learning and ac-
cess to online resources from AIATSIS (Australian Institute of Aboriginal and Torres
Strait Islander Studies).5

Finally, an important factor globally across urban and rural domains is raising
the status of indigenous languages through professionalization. Translation and in-
terpreting as public services serve multiple purposes and are often seen just as “so-
cial lubricants that prevent social tensions” (Serrano and Fouces 2018: 8). Although
this may be true to a certain extent, professionalizing these services raises not only
the status of indigenous languages, but also their economic value by creating pro-
fessional paid workplaces. Additionally, extending the practice of indigenous lan-
guages from the private into the public domain by regulation and certification
helps to ensure ethnolinguistic vitality of indigenous languages (Spolsky 2004).
Shifting from community-based voluntary work to paid professional work also im-
proves the status of indigenous languages by raising their economic value.

4 Language attitudes

An important factor that impacts minority language home maintenance relates to lan-
guage attitudes (Albury this vol.). We can distinguish several related threads.
Speakers of “pure” varieties are seen as more prestigious than those understood to be
influenced by the majority language. Since purer varieties tend to be identified with
older speakers, one unintended consequence of this ideology is that younger genera-
tions of speakers, who may speak varieties more influenced by the majority language,

5 AIATSIS is an independent Australian Government statutory authority that has been instrumen-
tal in raising awareness and connecting indigenous culture Australia-wide (AIATSIS n.d.).

16 The drivers of home language maintenance and development 321

 EBSCOhost - printed on 2/9/2023 9:07 PM via . All use subject to https://www.ebsco.com/terms-of-use



and sometimes may also be perceived as less proficient speakers, may feel less confi-
dent in their ability to use the minority language (Dorian 1994).

In some cases, communities that used to be monolingual in an indigenous lan-
guage and that lacked access to majority/socially dominant languages, have become
bilingual (Arguedas 1966) and have come to terms with the idea of indigenous lan-
guages becoming heritage languages (Hornberger 2005). In recent years, minority lan-
guage planning has begun to incorporate the notion of heritage speakers (Valdés
2000) and adult L2 speakers (Hornberger 2005). Heritage learners are exposed to input
that includes more frequent use of the majority language, and the resulting linguistic
abilities may be markedly different from those of older speakers, and in this sense mi-
nority languages share aspects of heritage varieties (Eisenchlas and Schalley this vol.).
In states that have invested in revitalization efforts of indigenous and minoritized lan-
guages, differences between “new speakers”, namely second language speakers of
these languages, on the one hand, and heritage and native speakers, on the other,
have opened the door to the debate of what constitutes being a native speaker of a
minoritized language (O’Rourke and Pujolar 2013; O’Rourke and Ramallo 2015).

Another dimension related to language attitudes involves the urban/rural divide.
Traditional population patterns tended to associate higher density of minority lan-
guages with rural areas. However, increased migration to cities means that large
numbers of minority language speakers are now located in urban centers, sometimes
creating more complex linguistic interactions as well as the need to redefine what
constitutes an indigenous linguistic identity in an urban environment (May 2014;
Davis 2018; Shulist 2018; Ferguson 2019). Sánchez et al. (2018) describe how attitudes
towards languages have changed over fifteen years in a community of speakers of
Shipibo who migrated from the Amazonian region of Pucallpa to the city of Lima,
Peru. Away from the traditional rural areas where minority languages were based,
some groups have begun to develop innovative initiatives where minority languages
may be rooted. These initiatives, however, face a multiplicity of challenges such as
lack of support from central governments and urban administrations that do not
view revitalization efforts as a priority. This is especially the case in the area of educa-
tion in indigenous languages (Hornberger 2008).

The case of local languages in India also illustrates the importance of attitudes
connected to the broader geographic divide. Most local languages tend to be rural,
whereas regional and national languages are associated with urban centers, with
economic mobility and progress. Even co-official indigenous languages such as
Guaraní in Paraguay are subject to this perception. Despite being considered central
in Paraguayan identity, Guaraní is at the same time associated with ruralness and
ignorance (Mortimer 2013). As a result of these assumptions, as local languages be-
come less functional, speakers perceive them as less valuable.

In the last section, we turn to the case of indigenous languages in Peru, which
show a clear example of how the changing urban/rural divide is altering the tradi-
tional perspectives on indigenous language maintenance. Peru also exemplifies the
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case of a country where, while legislation recognizes indigenous languages, main-
tenance depends on a combination of government policies, NGOs and community
initiatives.

5 Peruvian Amazonian and Andean languages
across urban and rural conditions

Peru currently has 19 language families, and 48 indigenous languages actively spo-
ken (Ministerio de Educación, Perú 2019). In the 2017 General Census (INEI 2017a),
22,209,686 individuals 5 and older (82,6%) declared Spanish to be the language they
acquired in childhood, followed by 3,735,682 Quechua speakers (13,9%), 444,389
Aymara speakers (1,7%) and 210,017 speakers of other indigenous languages (0,8%).

Language acquisition differs in the urban and rural contexts. In the urban context,
87,9% of the population acquired Spanish in childhood, 9.7% acquired Quechua, 1.1%
acquired Aymara and 1.3%, all other indigenous languages. In rural communities, on
the other hand, more children acquire indigenous languages than in cities: 61.8% ac-
quire Spanish, 30.3% Quechua 3.9% Aymara, and 3.2% other indigenous languages.
This distribution indicates that indigenous languages, while present in urban centers,
continue to have a stronger presence in rural areas.

Rural communities, usually not much larger than a town, are basic, officially rec-
ognized territorial organizations with title to communal lands. 64% of the 6682 rural
communities identified as belonging to one of the 20 indigenous people. The most
frequently spoken indigenous languages in those communities are Quechua (69.9%)
and Aymara (9.3%). Additionally, 17 other indigenous languages are also spoken (all
under 1%), as well as Spanish (21%, INEI 2017b).

Indigenous languages in the Andean and Amazonian regions of Peru have been
historically minoritized and their speakers have been traditionally discriminated
against. Their use is associated with indigenous and rural backgrounds. Given that
most of their speakers reside in rural areas, it is not surprising that the majority of
language planning and educational efforts are focused on rural populations.

Early efforts to gain official recognition for indigenous language rights started in
the late 1960s and early 1970s. In the 1980s intercultural bilingual education was over-
seen by a low-level unit within the Division of Elementary Education. As Sánchez,
Lucero and Córdova (2012) point out, the unit was promoted to a higher rank only in
1989, demoted again in the 1990s, and finally converted to a Division again in 2000.

Currently, the Ministry of Culture and the Ministry of Education are the main
sources of language planning dedicated to protecting the language rights guaran-
teed by the Constitution and the Language Rights Bill (Ley de Lenguas, Congreso
del la Repu ́blica 2011). The National Policy of Original Languages, Oral Tradition
and Interculturality, approved in 2017, has resulted in several initiatives, including
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(Ministerio de Cultura, Perú 2019): the program “Voces Vivas” (Living Voices), which
aims to revitalize the endangered languages Jaqaru, Kukama, Isconahua, Shiwilu, Uro
and Iquitu, the Technical Committee on Indigenous Languages (Comité Técnico
Especializado en Lenguas Indígenas, CTELI), which develops language policies, and
the program “Estado Multilingüe” (Multilingual State), which implements linguistic
rights in public administration currently focused on the Cuzco region and to a lesser
extent on the regions of Loreto, Ucayali, Junín y San Martín. A very successful initia-
tive has been the training of indigenous language translators and interpreters to assist
indigenous people in administrative processes. Graduates of this training program are
listed in the National Register of Translators and Interpreters of Indigenous Languages
created in 2014. In April 2019, the Peruvian Institute of Indigenous Languages, was
formally established, with the charge to promote research, documentation, preserva-
tion, development and teaching of indigenous languages in Peru.

5.1 Educational policies

Several initiatives in the early 1990s developed programs in intercultural bilingual
education at the Elementary school level, before the current legal framework was
created. As noted by Sánchez, Lucero and Córdova (2012), intercultural bilingual
education in indigenous languages and Spanish was already recognized as a funda-
mental right of indigenous peoples both by the Language Rights Bill (Congreso del
la Repub́lica 2011) and by Peru’s Ombudsman Office (Defensor del Pueblo 2011) and
further developed by law as a right from kindergarten to 12th grade. This law pro-
motes the use of indigenous languages by teachers and it seeks to ensure indige-
nous peoples’ participation in the formulation and implementation of educational
and language planning in indigenous languages (DIGEIBIR 2005–2007).

The 2015 National Plan of Intercultural Bilingual Education (Ministerio de Educación,
Perú 2015) aims to expand the number of indigenous children and youth attending
intercultural bilingual schools. These schools are defined as having an intercultural bi-
lingual education curriculum and materials in the indigenous language, and at least
one teacher with knowledge of the relevant indigenous culture and language. The pol-
icy aims to expand the percentage of children receiving pre-school intercultural bilin-
gual education, from 52% in 2015 to 90% in 2021. It also aims to increase the percentage
of students receiving elementary intercultural bilingual education, from 52.6% in 2015
to 90% in 2021 and the percentage of students who receive intercultural bilingual edu-
cation at the secondary education level from 0% to 50%. Some regions with high per-
centages of indigenous population and with indigenous teachers and administrators
such as Puno have made significant progress in developing an indigenous approach to
curricular development (Ministerio de Educación and CARE Perú 2009). In 2009, the
Huancavelica region also characterized by strong indigenous leadership approved an
ordinance that prohibits discrimination on the basis of many factors that typically
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identify indigenous peoples, among them language. In the region of La Libertad in
Northern Peru, several programs for the revitalization of Muchik, an extinct language
have begun to gain strength in recent years.

5.2 NGOs and local initiatives

Throughout the years, and even before the creation of an intercultural bilingual edu-
cation unit within the Ministry of Education, a succession of non-profit organizations
initiated and implemented indigenous bilingual education. Sánchez (2016) notes the
existence of multiple NGOs, many of them with indigenous leadership and member-
ship, whose work focuses on indigenous rights, among them language rights, revital-
ization, and intercultural bilingual education in many regions of Peru.

In the Amazonian region, AIDESEP (Asociación Interétnica de Desarrollo de
la Selva Peruana ‘Interethnic Association for the Development of the Peruvian
Rainforest’, 2019) is a macro-level organization. It represents indigenous organi-
zations from the northern, central, and southern parts of the Amazonian region
(65 federations representing 1,500 communities, around 650,000 indigenous
people, and 16 language families) (Sánchez 2016). It collaborates in teacher
training efforts with the Programa de Formación de Maestros Bilingu ̈es de la
Amazonía Peruana (Institute for the Education of Bilingual Teachers in the
Peruvian Amazonian Region, FORMABIAP). Efforts to revitalize the Kukama lan-
guage through communal schools are promoted by indigenous people in the
Loreto region, too. More recently, the Wampis indigenous people established
their “Autonomous Territorial Government of the Wampis Nation” declaring the
necessity to guarantee education in the Wampis language which in their view is
a mechanism to transmit their culture (GTANW 2015).

In the Andean macroregion, regions such as Apurimac, Ayacucho, Cusco,
Huancavelica, Junín, and Puno have either NGOs or regional efforts to support inter-
cultural bilingual education. Some like the Asociación Pukllasunchis’ (2016) educa-
tional projects focus on intercultural bilingual education in Quechua in an urban
school and a Pedagogical Institute for bilingual teachers. The HOPE Foundation sup-
ports a network of four intercultural bilingual education schools in the community of
Tiracancha, Cusco, where teachers and indigenous parents work together to generate
a participative and cooperative educational organization that has Quechua language
and culture at the center of their endeavors. In addition to intercultural bilingual edu-
cation, radio channels and social media play an important role in the promotion and
use of indigenous languages (IWGIA ‘International Working Group on Indigenous
Affairs’ 2016). IWGIA supports, along with Servindi, La Voz Indigena a radio station in
Shipibo in the Ucayali region and the Aymara radio program Wiñay Pankara in Radio
Pachamama in the Puno region (Servindi n.d.). Since 2016, the Peruvian State is pro-
moting news programs in Quechua, Aymara and Ashaninka.
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There are multiple radio programs that transmit exclusively in indigenous lan-
guages. One of those is Axenon Ikanwe, a radio program in Shipibo-Konibo that
started in 2017 and has as its main objective to strengthen the Shipibo-Konibo lan-
guage from the perspective of traditional indigenous knowledge and to promote the
end of language shift towards Spanish (Axenon Ikanwe n.d.). Despite governmen-
tal, NGO and community efforts, and even when indigenous communities have pos-
itive attitudes towards home language maintenance, the road to widespread
implementation of intercultural bilingual education and to a complete reversal of
language shift from indigenous languages to Spanish in Peru is still paved with ob-
stacles. An example of the difficulties of promoting and sustaining home language
maintenance in indigenous languages is Sánchez et al.’s (2018) study of Shipibo
speakers in the city of Lima. The study shows how despite positive attitudes among
urban speakers of the indigenous language Shipibo living in the city of Lima, lan-
guage shift is still likely to take place given the lack of intergenerational transmis-
sion of Shipibo. Such cases show that without sustained efforts from the whole
society, indigenous languages revitalization, maintenance and development will
continue to be a challenge.

While there has been progress at the local and the state institutional level, for
intercultural bilingual education to reach the majority of indigenous communities
in Peru further progress is needed in terms of generalized teacher training and de-
velopment, indigenous language standardization, and the development of cultur-
ally appropriate assessment techniques that also respond to national assessment
standards.

6 Conclusion

Indigenous communities across the world have been multilingual societies for millen-
nia, free of the confines of monolingual nation-states and with very different lan-
guage planning, management and practices from the explicit top-down monolingual
language policies employed by the latter. Therefore, in many postcolonial societies,
the coexistence of top-down monolingual language policies and traditional language
practices including linguistic repertoires consisting of indigenous and other lan-
guages have given rise in many cases to language shift, posing challenges to home
language maintenance. Sadly, few tangible improvements have been registered de-
spite the growing global focus and interest in indigenous languages.

In this chapter we have endeavoured to present a synoptic view of the chal-
lenges indigenous and minority languages face in maintaining and passing on their
languages to the next generation globally and locally, in a detailed case study from
Peru. We have shown how indigenous languages are seen as a problem, a right and
a resource (Ruiz 1984). Across the globe, we see national shortcomings in terms of
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bringing indigenous languages into the public sphere and raising thus their status
which would make them desirable to learn and practice in all domains. However,
we also witness a growing interaction between national policies and local and com-
munal efforts for home language maintenance reflecting positive language attitudes
and ideologies and allowing for group and language and culture-specific practices
across urban and rural domains.

Home language maintenance and development will continue to depend strongly
on recognising and actively supporting the fact that it is “the inherent human right to
learn, use and transmit a language of heritage and birth” (McCarty, Nicholas, and
Wigglesworth 2019: 4). A huge task that requires good will and action from all parts
of society.
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Anthony J. Liddicoat

17 Language policy and planning
for language maintenance: The macro
and meso levels

1 Language policy and planning (LPP)
as a field of study

Language policy and planning (LPP) has often been considered as an important factor
in language maintenance (e.g. Hornberger and Coronel-Molina 2004). However, the
position of LPP scholarship in language maintenance research has been ambiguous
and it has often been omitted from studies of language maintenance – for example,
García (2003) explicitly excludes language policy research from her state-of-the-art sur-
vey. Part of the cause of this ambiguity appears to come from an understanding of LPP
as an activity solely of nation-states and governments. This view constructs LPP as of
limited relevance to language maintenance, as much language maintenance happens
without specific government policy.

In discussions of LPP, there is often disagreement about the relationship be-
tween the terms “policy” and “planning”. For some, language planning is subsumed
in language policy (Schiffman 1996), for others policy is part of planning (Kaplan
and Baldauf 1997), and for yet others they are separate but related activities (Djité
1994), or the two have coalesced in such a way that making a distinction is no longer
useful (Hornberger 2006). In this chapter I will use LPP as a general term, acknowl-
edging Hornberger’s arguments about the coalescing of the field, but sometimes use
the more specific terms “policy” or “planning” to emphasise different aspects of ac-
tion around language. Where “planning” refers to decision-making processes and
“policy” refers to decisions, principles or guiding ideas that result from some explicit
or implicit decision-making process.

LPP scholarship has developed a more nuanced understanding of LPP as a focus
of study and considers LPP as a wide range of activities relating to language use, not
just in formal policy and planning documents. LPP needs to be considered in two inter-
related ways: as text and as discourse (Ball 1993). LPP documents are “textual interven-
tions into practice” (Ball 1993: 12) and they intervene by constructing representations
of a particular future state of society (aspects of future language learning or language
use) that is to be enacted through the implementation of the actions the planning and
policy requires. In articulating desired future states, planning and policy actors seek to
control agendas and constrain the field of interpretation of their texts. However, they
cannot control the ways in which documents are interpreted by readers, as any inter-
pretation happens within systems of values, priorities, beliefs and contexts. As a result,
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LPP is changing and contested representations. Different readers are likely to have dif-
ferent interpretations and may seek to shape implementation of provisions to achieve
their own valued aims. Implementation therefore needs to be negotiated by those in-
volved in its enactment in specific contexts. Therefore, local actors have forms of
agency in implementing LPP provisions in their local contexts (Baldauf 2006; Glasgow
and Bouchard 2019). Such agency does not amount to free will, but rather is con-
strained by aspects of society and context (Liddicoat 2019).

LPP does not just exercise authority by requiring people to act in particular
ways, but also by shaping how the phenomena they address are understood in the
society; for languages, LPP can state and shape beliefs and values about languages,
their utility and the criteria against which their utility, their place in the social fab-
ric, etc. will be evaluated. Thus, LPP documents are not simply administrative docu-
ments, they are ideological constructs. As ideologies are inherent in any form of
language use (Voloshinov 1929), LPP is not confined to administrative documents
but is also present in other texts (both written and spoken) and in practices that
construct beliefs about languages and how they are used, and that create affordan-
ces or constraints on language-related practice (Lo Bianco 2005). Such a view opens
up the scope of what can constitute LPP and recognises that LPP is not only overtly
expressed in documents but also covertly expressed in decisions taken at any level
of society that influence languages, their learning and their use (Shohamy 2006). In
this way, it is possible and useful to treat practices around language learning and
language use as forms of LPP, whether they are formally articulated or not.

Kaplan and Baldauf (1997) argue that LPP work operates at a number of different
levels within any society: macro, meso and micro. This more nuanced view of LPP is
useful for understanding the field when studying language maintenance, as it brings
to light the complex, interacting, and often conflicting policy positionings that occur
at different social levels as they are enacted by different actors. While the terms
macro-, meso- and micro-level have come to be widely used in LLP studies, the dis-
tinction between the levels is not fixed, and what any particular author may mean by
a term often has much to do with the context and point of view of a particular study.
The macro-level in LPP is most typically the work of government and government
agencies (Kaplan and Baldauf 1997). This has been the classical focus of LPP scholar-
ship. The place of government will vary according to the ways that societies are struc-
tured. In countries with strong centralisation, such as France or Japan, the macro-
level may be the national government. However, in federal systems, such as
Australia, the United States or Belgium, where some aspects of government responsi-
bility are located at regional levels (states, provinces, etc.), these levels may also be
considered part of the macro-level. The macro-level may also include supranational
bodies, such as the United Nations or the European Union. The influence of such bod-
ies may be less direct and less immediate than that of governments, but they may
nonetheless represent an important part of the context in which national level policies
are articulated and implemented. Often macro-level LPP is represented by explicit
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texts, such as constitutions, laws and policy documents, but may also be covert, exist-
ing in ideologies and cultural assumptions (Schiffman 1996) or in the silences in
which languages and their speakers are passed over and thus have no place in repre-
sentations of language learning and use in a particular polity.

The meso-level has not been well conceptualised in LPP research and has been
treated as different things by different authors. Kaplan and Baldauf (1997) focus on
the targets of LPP and define the meso-level as LPP for a sector of society or for a
particular group of individuals. However, they do not focus on who the actors are at
meso-levels. This means that while macro-level actors are usually identified as gov-
ernments and micro-level actors are understood as agents acting in local contexts
(Liddicoat and Baldauf 2008), there is less clarity about who meso-level actors are.
Miranda, Berdugo, and Tejada (2016), studying university language policy, attempt
to resolve this issue by understanding the meso-level as a fluid concept, with the
macro being represented by actors outside the university, the micro-level by academ-
ics and students and the meso-level by all actors between the two. This more fluid
conceptualisation is quite sensitive to context with the micro-level being the most
local level of actors and the meso-level those actors that intervene between the
macro- and the micro-level. Following from this conceptualisation, for language
maintenance, the micro-level can be considered to be language users themselves, es-
pecially families, the macro-level is the level of government, and the meso-level are
entities intermediate the two. Each level of policy interacts with language mainte-
nance in different ways and, in any attempt to understand LPP and language mainte-
nance, it is important to consider how the various layers work. This issue of family
LPP is addressed elsewhere in the present volume (Curdt-Christiansen and Huang;
Lanza and Lomeu Gomes; Schwartz; Smith Christmas; Palviainen, all this vol.) and
will not be developed further here. Rather this chapter will focus on the macro- and
meso-levels that provide a backdrop against which family LPP is enacted.

Across the three levels, there are two main types of LPP that have implications for
home language maintenance (see Kaplan and Baldauf 1997). These are language sta-
tus LPP, which deals with the use and functions of language varieties, and language-
in-education LPP, which deals with language teaching and learning. Status planning
may open or close spaces for the public use of language (van Els 2005). Language-in-
education planning may open or close spaces for languages in educational contexts
and foster or inhibit opportunities for development of literacy or expanded registers in
particular language varieties and for overall educational success (Liddicoat 2013).
However, other forms of LPP, such as corpus LPP involving the development of
scripts, orthography, lexicon, codified grammar, etc., and prestige or image planning,
which seeks to address issues of perception of language varieties, can also influence
language maintenance. Where languages have not created scripts, orthographies or
specialised lexicon, these may be seen as motivations to exclude such languages from
valued contexts, especially education (Liddicoat 2005). Prestige planning may alter
how particular languages varieties are seen by speakers and so promote or impede
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language maintenance (Baldauf 2004). This chapter will; now turn to considering
how macro and meso level LPP can influence home language maintenance.

2 Macro-level LPP

Macro-level LPP provide a socio-political context in which language maintenance
occurs. They do this by expressing the value that is given to language maintenance
(e.g. through status planning) and secondly by providing support (e.g. through lan-
guage-in-education planning).

Arguably, declaring a language to be an official or national language at national or
regional level provides the potential for strong support for a minority language at risk
of shift or loss, e.g. Irish in Ireland, Māori in New Zealand, Sámi in parts of Norway.
Such policies are usually status policies (van Els 2005) that identify the functions a lan-
guage will have in society, rather than focusing specifically on questions of mainte-
nance. Granting a language official status is a symbolic act of recognition of the
language and its place in the nation and a positive affirmation of the language and its
speakers, and therefore can provide a positive context for the transmission of a lan-
guage to future generations. Such policies may also provide for resources, educational
programmes and other forms of support for the language maintenance effort. However,
what is entailed in making a language official can mean very different things in terms
of how such documents address language maintenance. In some cases, status planning
documents may only relate to language use. Article 8 of the Irish Constitution recog-
nises Irish as the national and first official language and makes provision for its possi-
ble exclusive use in official communication. Thus, it gives recognition of the language
as a symbol of Irish identity and allocates to it possible functions but makes no com-
ment on language maintenance or the role of the Irish state in this. Instead, language
maintenance is addressed primarily through language-in-education policy, which has
strongly supported the provision of Irish-medium education and Irish language lessons
in schools. In other contexts, there may be reference to language maintenance in status
planning documents. In the case of Sámi, Norway has integrated a responsibility for
language maintenance in Article 108 of the Constitution: “It is the responsibility of the
authorities of the State to create conditions enabling the Sámi people to preserve and
develop its language, culture and way of life”. That is, the text has an explicit state-
ment of state responsibility for language maintenance but details of how this will be
done are operationalised in other laws and policy documents. Macro-level documents
such as constitutions and language laws are usually very succinct statements about
the language and do little more than frame the general context for language use. More
developed policy for language maintenance usually occurs in other forms of policy, es-
pecially for language education.
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Language-in-education policy provisions for education in minority languages is a
common way in which macro-level policy has supported maintenance. There are differ-
ent ways in which macro-level language-in-education policy can provide for language
maintenance. In some cases, policies for language maintenance may involve the teach-
ing and learning of minority languages in schools. In Colombia, the government policy
of etnoeducación (ethnoeducation) aimed at making access to indigenous languages a
normal part of schooling for indigenous children (Liddicoat and Curnow 2007). Access
to education in indigenous languages is recognised as a right in Article 10 of the consti-
tution. While the policy was originally intended only for indigenous groups, Afro-
Colombian groups have since argued that they too should have access to such pro-
grams as ethnolinguistic minorities, and the policy has since been extended to cover
them (Castillo Guzmán 2016). In laws developed to implement the constitutional provi-
sion, ethnoeducation is represented as a primary school program that aims to assist
children in their early educational development and facilitate their transition to
Spanish-medium education. While Colombia’s policy guarantees access to indigenous
language education, local conditions, such as teacher supply, availability of materials,
etc. often mean that provision of programs may be limited or problematic (Liddicoat
and Curnow 2007). Alternatively, language maintenance programs may be provided
through complementary provision. Australia’s adoption of a policy of multiculturalism
led to the introduction in 1981 of the Ethnic Schools Program1 (see Baldauf 2005). The
program provided financial support for schools run by ethnic communities as part of
their language maintenance work. Government-funded ethnic schools are organized
outside normal school provision and usually take the form of after-hours or weekend
classes. The policy provides resources for communities to offer education in their lan-
guages, but leaves responsibility for maintenance programmes with community
groups; language maintenance is therefore a task for individual communities rather
than part of schooling (Liddicoat 2013). These examples of macro-level policy from
Colombia and Australia represent rather formal, explicit and funded interventions into
language maintenance work, but macro-level policy may also be much vaguer and
general in the way it states a government’s commitment and responsibility for main-
taining minority languages. Japan’s policy relating to Ainu states only that the govern-
ment supports the promotion and teaching of Ainu culture, but gives little direction to
this (Maher 2001). These examples show that officially articulated policies may not be
enough in themselves to ensure provision and that support is needed in their imple-
mentation to turn the rhetoric into a reality.

At the international level, LPP favouring language maintenance has received
some support in documents relating to human rights (see Annamalai and Skuttnab-
Kangas, this vol.), such as the 1966 International Covenant on Civil and Political
Rights, which includes in Article 27 a provision for minorities to “use their own

1 Later renamed the Community Languages Element
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language”. This covenant provides a negative right to use language free from gov-
ernment interference. The 1992 Declaration on the Rights of Persons Belonging to
National or Ethnic, Religious and Linguistic Minorities further strengthens the pos-
sibilities for language maintenance stating in Article 1 that governments should
“encourage” conditions for the promotion and protection of linguistic identities.
Such documents provide a form of international level support for language mainte-
nance as a legitimate activity for minority groups, but are often quite remote from
the realities of individual groups seeking to maintain their languages (Romaine
2015).

Macro-level policies may also be antagonist to language maintenance and seek
to prevent it. In Spain, LPP under Franco represented a hostile environment for lan-
guage maintenance as minority languages were treated as a threat to national iden-
tity and stability, and policy was aimed at removing these languages from the
national language ecology (Vallverdú 1991). The explicit policy of Franco’s regime
was to remove the languages from the cultural sphere, close down minority lan-
guage media newspapers, and forbid the use of minority languages in everyday
contexts: names of children, commerce and even in telephone conversations (Ben-
Ami 1991). Further, the minority languages were stigmatized and ridiculed in public
discourse: e.g. No ladres: habla el idioma del Imperio [Don’t bark: speak the lan-
guage of the empire], which equates minority language use with a sub-human form
of behaviour. More recently, Kurdish language maintenance in Turkey has been as-
sociated with terrorist activity; it has been constructed in law as a form of material
support for the Kurdistan Workers Party (PKK) and militant Kurdish separatism
(Liddicoat 2018b). Skutnabb-Kangas and Fernandes (2008) reported a number of
court cases where supporters of Kurdish language education were found guilty of
terrorist offenses for activities such as speaking publicly in favour of Kurdish lan-
guage education for Kurdish children, demanding Kurdish language tuition, and
asking for optional Kurdish language courses. In such contexts, language mainte-
nance may become highly politicized as a form of resistance to the state, be carried
out covertly, or be allowed to lapse in favour of safer linguistic practices.

In most cases, however, macro-level LPP may be ambivalent. Educational policy
in Bhutan (Dukpa 2019) states that multilingualism in local minority languages,
Dzongkha and English is a key educational goal: “This plan of transition from home
language to Dzongkha to English can be seen as a golden balance between the goals
of multicultural identity, multilingual competence” (School Education and Research
Unit 2012: 133). However, it allocates no place for minority languages in the school
curriculum: “students acquire their home languages at home and Dzongkha and
English language in the school” (School Education and Research Unit 2012: 103).
Thus, Bhutan’s education policy gives value to home language maintenance but allo-
cates responsibility entirely to the home context.

Even where policies may appear to be supportive of language maintenance, the
actual situation is more complex as language maintenance is enacted within
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contexts of covert policy that construct less supportive discourses (Liddicoat and
Curnow 2014). Liddicoat and Curnow argue that there are three prevailing discourses
that threaten the place of minorities’ languages in school education: Discourses
about social cohesion, about competition between languages in the school curricu-
lum, and about language maintenance as a private matter. The discourse of language
maintenance as contrary to social cohesion is a manifestation of an enduring one
nation–one language ideology on understandings of national identity and citizenship
(see also Chiro 2014; Heugh 2014). Linguistic diversity can be seen as a threat to na-
tional unity and stability and thus language maintenance programmes can be per-
ceived as in conflict with the nation-building role of schooling. This view is behind
the bans on Kurdish and minority languages in Spain discussed above. Similar dis-
courses can be present in even nominally supportive contexts as can be seen in some
framings of the debate over the recent (re)introduction of mother tongue education in
Kenya. The response of the Kenyan National Teachers Union, as articulated by its
chairperson Mudzo Nzili, rejected mother tongue education as contrary to the social
role of schooling:

“As already indicated, the country is moving towards social integration and this cannot be
achieved when at the same time we have policies with tribal references as mother tongue shall
always prioritise tribes,” he [Nzili] said. “Education in Kenya is to promote unity within the
community”. (Waweru 2014)

Language maintenance can thus be constructed as contrary to the core purpose of
education and so even where overt policy is supportive of language maintenance,
covert policy may not be.

LPP for language maintenance may also be in conflict with a “common sense”
belief (Ferris and Politzer 1981) that more time spent on learning a dominant lan-
guage will lead to better acquisition of that language. Language maintenance and
LPP that support it may thus be conceived as problematic for the learning of the
dominant language and viewed as problematic for the future life choices of lan-
guage minority students. As Liddicoat and Curnow (2014: 282) argue this is “a view
of language that denies the possibility of any inter-relationship between languages
in the learning process and sees languages as fundamentally in competition”. It
leads to a discursive construction of linguistic abilities in a minority language as a
deficit to be overcome through education rather than as a social, educational or
identity resource, and thus sees little value in the development of that language as
a goal for educational practice or policy.

This conceptualisation of minority languages as barriers to the acquisition of the
dominant language has influenced government policy in relation to bilingual pro-
grams for speakers of Aboriginal languages in Australia’s Northern Territory and has
led to the withdrawal of support for these languages in favour of English (Liddicoat
2018a; Liddicoat and Curnow 2014). In 2008, the then Minister for Education intro-
duced an educational reform which required that all schools in the Northern Territory
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teach in English for the first four hours of schooling. The goal of this policy was to
promote English language literacy by increasing the time spent on English in bilin-
gual schools (Devlin 2017a, 2017b). This reform thus explicitly restricted the amount of
time that bilingual programs could allocate to students’ home languages in order to
defend the curriculum space allocated to English-only education. In her media release
announcing the policy, the Minister stated: “I support preserving our Indigenous lan-
guages and culture – but our Indigenous children need to be given the best possible
chance to learn English” (Scrymgour 2008), thus constructing Aboriginal languages
and cultures as a limitation on the chances that students have to acquire English. The
maintenance of Aboriginal languages is therefore a problem in education, because it
conflicts with what is perceived as the main language goal of education – the develop-
ment of English literacy. Similarly, in the United States, the No Child Left Behind
(NCLB) policy emphasized the place of English and in so doing undermined the legiti-
macy and relevance of bilingual education programs established under the Bilingual
Education Act (BEA) of 1968. The BEA has originally created space in education for
bilingual programs that would enable minority language speakers to develop literacy
in a minority language before transitioning to English medium education. The empha-
sis in NCLB on moving students into English-medium education as quickly as possible
constructed English language acquisition as the main goal of education and under-
mined the importance of developing students’ own languages, even constructing it as
an impediment to English learning (Evans and Hornberger 2005). Policies for lan-
guage maintenance can thus be vulnerable to an ideological position that the teach-
ing of one language is seen as presenting an impediment to the acquisition of
another. Liddicoat and Curnow (2014) argue that such discourses normalise limited
linguistic repertoires in education and preclude the possibility of conceptualising mul-
tilingualism as a normal form of human language use (cf. Agnihotri 2014).

In addition, the way that language-in-education policies position the learning of
minority languages in education overall may be problematic. Where LPP constructs
minority language learning as transitional, LPP may appear to include minority lan-
guages in education, and so promote their maintenance, but may actually ultimately
reflect a view of minority languages as having limited utility (Liddicoat 2013). These
dynamics can be seen in in the case of a USAID project in Ghana known as the
National Literacy Acceleration Program (NALAP) for early childhood education
(Rosekrans, Sherris, and Chatry-Komarek 2012; Sherris 2013). NALAP aimed to pro-
vide literacy resources and literacy instruction in 11 Ghanaian languages in kinder-
garten early primary schooling (Grades 1–3) before a transition to English-only
education. Ghanaian language literacy was developed alongside English as an addi-
tional language in preparation for transition in grade 4. NALAP replaced an earlier
English-only approach to education from the beginning of education and so can be
considered as potentially contributing to language maintenance work by providing
for the development of literacy in local languages and in so doing opening new, val-
ued domains of language use. However, such literacy programs, while they are
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beneficial for minority language learners, may not support language maintenance in
the long term. This is so especially where literacy in local languages lacks value in
the local context of family and community, where oral capabilities are more impor-
tant and opportunities to use literacy for authentic purposes may be very constrained
(Kamwangamalu 2010), and lack relevance in the wider context, which operates in
the dominant language. If there are no contexts for the application of literacy in mi-
nority languages in the valued domains of the market, it is difficult to see how minor-
ity languages can enter into the ideologies of value that are held by governing elites.
The valued repertoire for many minority students is seen only in terms of the domi-
nant language and their plurilingualism is not seen as something to be developed
through education but rather a problem that needs to be resolved for education to be
successful (cf. Ruíz 1984). Unless LPP also gives value to the non-dominant language
in its own right instead of seeing the value of such languages only in terms of what
they contribute to the learning of more valued languages, such programs may perpet-
uate prevailing ideologies that construct official languages as the sole legitimate
languages.

The usual focus of macro-level LPP is on the official, dominant languages of a
society. Much LPP is in fact silent about language maintenance efforts, seeing them
as private matters for individuals, families or communities. In some cases, such pri-
vate efforts may receive symbolic support from policy discourses that express a value
for maintaining linguistic diversity (e.g. multicultural policy in Australia) and states
may even implement policies that provide resources to support community level lan-
guage maintenance work (e.g. ethnic schools in Australia). Where policy is silent on
the role, value or status of other languages, this silence is consequential for the social
realities of languages in the nation; explicit policies inevitably construct hierarchies
among languages, with languages named in policies being awarded a higher place
on the hierarchy than languages that are not mentioned. Silence about languages
thus can equate with a perception that ‘missing’ languages are seen as less useful,
less worthwhile or less desirable than languages that are present in policies. Because
of this, macro-level policy contexts can frequently provide constraints on language
maintenance by representing such activities as less valued by the society and so mak-
ing the efforts required to maintain a language appear to be less rewarded and less
rewarding.

3 Meso-level LPP

Between the macro-level of the state and the micro-level of the family there are a num-
ber of LPP actors that can have an influence on language maintenance. Some of the
key actors at the meso-level are community cultural and leisure organisations, religious
organisations, individual schools, media and other language- and literacy-related
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services. The LPP of such actors can play a supportive role in language mainte-
nance when attention is given to the use of minority languages and this section
will consider how the language decisions of some of these actors can support lan-
guage maintenance.

3.1 Community organisations as language maintenance
policy actors

In many contexts of language maintenance, the linguistic community is the major
LPP actor for language maintenance outside the family. Many communities establish
organisations for language or cultural maintenance that can provide either contexts
of language use or more specific support for maintenance in the form of language
schools. As mentioned above, schools are important sites of language maintenance,
but such schools are not always supported by macro-level policies and institutions.
Where this is the case meso-level actors may provide the only LPP work that directly
supports educational development in a minority language (Liddicoat and Baldauf
2008).

Mougeon, Beniak, and Valois (1985) argue that schooling in a community lan-
guage can be crucial for language maintenance in contexts where children are con-
stantly exposed to the dominant language. However, such education is not often
provided by the regular school system and where this is the case, community organ-
isations may play an active role in language maintenance by providing educational
programmes to support language and literacy development either alongside or in ad-
dition to mainstream schooling provided by government. In some cases, minority lan-
guage communities may set up schools, usually in the private sector, to cater to their
community and to offer education in their home language. Such schools are often
associated with institutions that can provide financial support for their establish-
ment. Private sector schools have been a feature of Greek community language main-
tenance efforts in a number of countries such as Australia (Kalantzis 1985), South
Africa (McDuling and Barnes 2012) and the United States (Fishman 1980).
Complementary schools may adopt LPP in which the home language is the normal
language of instruction, or they may teach in the dominant language but provide the
home language as an important subject in the curriculum. Such schools require con-
siderable capital investment and so may not be a viable option for many communi-
ties, especially smaller and less wealthy ones.

A common model for schooling is for communities to provide education in the
community language as a complement to mainstream schooling as such programs are
less demanding in terms of financial resources and do not need to be located within
regulatory and bureaucratic mechanisms within the society. Such schools not only
open spaces for educational development in languages not offered in mainstream
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schooling but can also provide an important community resource that supports lan-
guage maintenance efforts more widely. As Creese argues:

Complementary schools serve as a social, linguistic, and cultural resource to their respective
communities and help counter the expected monolingualising mainstream. Their multilingual-
ism provides an institutional space to connect the languages of the home and community.

(Creese 2009: 272)

One particularly successful example of a community-based project supporting lan-
guage maintenance can be seen in the work by Māori to develop Māori medium ed-
ucation in New Zealand, beginning in early childhood education with Kōhanga reo
(language nests) and then moving into higher levels (Reedy 2000). These institu-
tions represent significant interventions by the community into the educational do-
main and a reconstruction of the possibilities for language use, development and
education within their local context. Such activities have the potential to be instan-
ces of what Alexander (1992) calls language planning from below, contexts in which
successful grassroots community efforts influence macro-level LPP work.

Community organisations outside the domain of education can also be relevant
policy actors for supporting language maintenance. Communities may sponsor cul-
tural groups that have as their aim the continuing of folkloric, artistic or performance
traditions. Nahirny and Fishman (1965) note that such organisations can play a sig-
nificant role in language maintenance work because they may function using the
community language and in so doing provide a context for language use and open
spaces for new language domains. However, for such groups language maintenance
is not the key focus and so their contribution to language maintenance will depend
very much on their LPP, whether explicit or implicit, and whether use of the com-
munity’s language is seen as relevant to or facilitative of their non-language goals.
The same is true for sporting clubs and other leisure organisations. Where commu-
nity organisations sponsor sporting clubs for community members, and where the
LPP of the clubs includes the community language as the normal language of com-
munication in training and on the field, such clubs may be an important domain for
language use and thus contribute to language maintenance efforts. Such sporting
clubs have been shown to have had an important role in the maintenance of commu-
nity languages in Australia (see Janik 1996: for Polish; Martín 1996: for Spanish).

Community organisations often represent a point at which macro and meso
level policies may intersect. Australia’s Ethnic School’s Program, discussed above,
is an instance of a macro-level LPP that actively supports such meso-level actors by
providing both funding and an institutional structure through which community
run complementary schooling can operate. In immigrant contexts, they may also be
supported by governments from the immigrants’ home countries (Hatoss 2006).
Such organisations can therefore provide links between a diasporic community and
the core community of language users. They also represent sites at which macro-
level LPP of external agencies can find contexts of enactment in other countries.
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3.2 Religious organisations as language maintenance
policy actors

Spolsky (2009: 43) argues that “religious language planning can play an important
role in providing support for the maintenance of a heritage language”. The LPP of
religious institutions can support language maintenance in a range of different
ways. The religious institution can provide a context in which the home language
of a community is used for religious services (Liddicoat 2012). The decision to use a
minority language for religious purposes is often not taken specifically for language
maintenance reasons; it tends to be a response to the needs of adult worshipers.
However, the use of a minority language for religious purposes does provide a con-
text for language use outside the home and is often associated with informal com-
munication or activities using the language outside the worship of the church.
Thus, the LPP of the institution, in terms of its religious use of a language, can cre-
ate a hub around which other language practices are used and developed.

Religious institutions also develop LPP in relation to how they teach faith les-
sons for children (Liddicoat 2012). Souza, Kwapong, and Woodham (2012) discuss
the LPP of a number of churches in the UK that cater for immigrant communities
and use the communities’ languages in their teaching of their faith. They describe
contexts where teachers of religion draw on their students’ languages in different
ways to promote learning, but also implicitly or explicitly contribute to language
maintenance. They report on a Catholic church catering for immigrants from Brazil,
where catechism is taught in Portuguese as a way of ensuring that Portuguese-
speaking parents can have a central role in their children’s catechesis. This means
that the church’s LPP is one that can harmonise with the family LPP of their congre-
gation. This policy does have consequences for how the catechism classes operate
as, although they use materials written in Portuguese, the children themselves are
not literate in Portuguese and so the classes have to rely on oral language use only.
The classes focus mainly on spoken language rather than on teaching literacy and
as such they can be considered more as providing opportunities for use of the lan-
guage in a religious context. At the same time, the classes do provide for the use and
development of specific registers of language – the language of religion – that may
not be developed in everyday home contexts and also integrate the language into a
culturally significant set of social practices. Souza, Kwapong, and Woodham (2012)
report that maintaining cultural traditions is an explicit motivation for faith lessons
in churches and that this motivation is central in the decision to use the community
language rather than English as the usual language of the lessons. Souza, Kwapong,
and Woodham (2012) also discuss a different model for supporting language mainte-
nance in the case of a Polish Catholic church in the UK which operates a Polish lan-
guage school on Saturdays. The school teaches catechism, but this is only a part of
the school’s curriculum. Most of the work of the school involves teaching literacy
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and language development in Polish, and in this way the work of the church is simi-
lar to other community organisations that take on educational functions.

Where religious practice does not take minority languages into consideration,
the result can be a reinforcement of pressures to shift to another, more dominant
language. Wang (2016) argues that the decision by Malaysian Catholic churches to
use Mandarin rather than Hakka in its liturgy has contributed to the loss of Hakka
in the community, as it has influenced local language ideologies about the value
and role of Hakka and has affected the linguistic ecology in which Hakka exits.

3.3 Individual schools as language maintenance policy actors

Corson (1999) argues that schools can construct environments of inequality for mi-
nority language speakers because they are routinely environments where the domi-
nant group exercises power. Schools therefore can be significant sites operating
against language maintenance. In fact, it is often after children begin to attend school
that family LPP become difficult to sustain. Even where macro-level policy is support-
ive of language maintenance, this does not mean that all schools respond in the
same way, or that similar support for language maintenance is found at all schools.

It is often the case that where there is macro-level support for maintenance pro-
grams in mainstream education, this support is only given where school leaders opt
to provide programs for minority language students. Scarino et al. (2013) found
that, although there was government funding for first language maintenance pro-
grams in schools in South Australia, whether a school offered such a program was
dependent on whether or not local school leaders felt that such programmes had
educational value for their students and so applied for the money. Thus, school
leaders may be important gate-keepers providing or withholding access to language
maintenance programs where these are supported by macro-level policy. Similarly,
Brown’s (2010) study of the Võro language in Estonia describes a situation in which
Estonia’s policy of elective study of the minorities’ languages was operationalised
differently in different schools. Some schools maintained the language in a minori-
tised and devalued position by excluding it from the regular curriculum and offer-
ing it after hours. Other schools, however, presented the language as a regular,
non-elective, part of the curriculum and enacted structures that gave value to the
language and positioned it as important.

Even where macro-level policy does not explicitly support language maintenance,
individual schools may do so by providing language programs for minority language
students within their curricula. Schools, thus, are not simply institutions that imple-
ment policies that have an impact on language maintenance but exercise local agency
in ways that can enhance or constrain possibilities for local communities.
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3.4 Media as language maintenance policy actors

Fishman (1991) has questioned the significance of the media in LPP, arguing that
other domains such as family, community or education played a more important
role. However, there is evidence that media LPP can and does have an impact on
language maintenance (e.g. Cormack 2007; Riggins 1992), and the significance of
media may have become even more important with the widespread use of social
media (Cormack 2013; Takam 2017).

Access to media is a key factor for minority language maintenance, and having
access to band-width for broadcasting is controlled by governments, whose macro-
level policies may influence access. In some cases, public broadcasting policies may
open spaces for minority language presence in the media which can be taken up by
community organisations. Minority language media may also be subsidised by gov-
ernment, as for example SBS broadcasting, especially radio services, in Australia
(Dreher 2009). The development of public broadcasting has thus been important in
giving minority language communities access to the technologies of broadcasting.
The development of computer mediated communication and the growth of the inter-
net has had an important impact on language maintenance work by opening new op-
portunities for communication for minority communities (Arnold and Plymire 2000).
Meso-level actors are now likely to use online modes, which are frequently cheaper
and easier to manage than other media.

As Cormack (2007) acknowledges, media have a much wider role than language
maintenance, but can play a significant role in assisting maintenance efforts, by
creating a stronger sense of community identity, showing that the community is
modernised and able to participate in contemporary life, and contributing large
amounts of language to the public sphere. Media thus can play an important role in
language maintenance by creating contexts for language use in valued domains
and may give the languages greater status and may encourage speakers to revive
and maintain their language (Ó Laoire 2000).

Media LPP that support minority languages are thus forms of prestige or image
planning (Ager 2006) – planning to enhance the perceived social value of non-
dominant language varieties – but they can also contribute to the perceived ethnolin-
guistic vitality of the language. This was the motivation for the establishment of minor-
ity language literary and cultural groups, such as the Catalan Renaixença, the Occitan
Félibrige or the more formally constituted Frisian Selskip foar Taal- en Skiftekenisse in
the nineteenth century, and thus modern media are continuing and expanding a tradi-
tion that has a longer history. One of the key aims of media actors is to provide media
communication that is equivalent to that provided by mainstream, dominant language
media, and often have materials directed to young people that may provide for motiva-
tion to continue using the language rather than shifting to the dominant language in
order to access valued aspects of popular culture. For example, the Brezhoweb internet
television station, which has broadcast in Breton since 2006, provides Breton language
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programming across a range of genres, including films, animation, news and current
affairs, documentaries, sit coms and sports broadcasts. Programmes are either pro-
duced in Breton or existing material is dubbed into Breton, thus creating a wide range
of media products for the audience across a broad range of ages (Buannic 2009).

In the case of media organisations, LPP that makes minority languages avail-
able is not enough in itself to support language maintenance and the quality of ma-
terial broadcast is also important. Sepeheri (2010) found that, although media in
Azerbaijani is available in parts of Iran, low quality and unattractive content mean
that the programs provided are not much used by the local community and that
Azerbaijani speakers are more likely to use mainstream media, which has better
content and better quality. Thus, an important part of the work of media language
planners involves not only decisions about language use but also decisions that
allow the language to be used for content that parallels the content and production
standards on mainstream media. This means that LPP overlaps with editorial policy
and frequently involves a strong level of support for translation as part of media
activity.

The development of online media has led to the emergence of new possibilities
for using media in language maintenance contexts (Hatoss this vol.) and allows
groups and even individuals to become involved in making decisions about the
presence and use of languages in the media. Electronic media, including social
media thus blur the boundaries between the meso and micro levels of LPP by creat-
ing affordances for both groups and individuals to engage in media LPP. Engaging
in minority language use on the internet has the potential to bring about changes
in language ideologies and challenge existing language regimes (Cru 2015). The
availability of social media in a minority language can provide authentic opportuni-
ties for using the language and at the same time support the development of social
networks of language learners (Lee 2006). Social media have the possibility of ex-
tending language use beyond the local community and create peer social networks
and popular culture groupings that can provide significant sites for socialization
into patterns of language use (Friedman 2011). Because they are not tied to geogra-
phy, such media may also draw in speakers who may otherwise not have access to
a community of language users because of migration (Cru 2015; Lee 2006).

4 Conclusion

Language maintenance takes place in a context that is shaped by the ideologies
(Albury this vol.) and language practices of a wider society and these constitute the
policy context in which decisions are made about maintaining a language or shift-
ing to another. In any society, the language of the dominant group exerts influence,
covertly or overtly, on the language practices of minority language speakers and
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promotes a shift to the dominant language. Where no explicit policy exists at macro-
level or meso-level to support maintenance of minority languages, then micro-level
actors maintain languages against the pressure exerted by the discourses that sup-
port the dominant language. LPP at macro and meso levels that are supportive of lan-
guage maintenance provide a context that can make it easier to resist the pressure of
dominant languages.

Macro-level policies supporting language maintenance may do little more than
shape the context for language maintenance in a positive way by giving positive
symbolic value to the continued use of languages and to societal multilingualism.
Additionally, they may also provide supportive structures in terms of educational
programmes or by officially sanctioning the use of the language in valued domains
in the society.

Meso-level policy actors can support language maintenance in two keys ways.
Firstly, they can provide resources for language learning or use that the family may
not be able to provide. Thus, schools can provide opportunities for developing liter-
ate language use and libraries and media can provide resources for entertainment
and information. They also play another, and perhaps more important, role in lan-
guage maintenance work. As institutions, meso-level actors can provide social envi-
ronments for language use and language socialisation. Thus, a football club, a
religious community, or a cultural group may afford opportunities to interact with
peers and to develop social relationships through the minority language. By creat-
ing contexts where a minority language is required for participation, they may offer
tangible social rewards for language use. The LPP of meso-level actors may contrib-
ute to the perceived ethnolinguistic vitality of a minority language by providing for
an expanded range of domains of use and especially by providing for language use
in valued domains.

Ultimately language maintenance depends on decision-making at the micro
level as it is at this level that languages are used and transmitted to future genera-
tions. Such decision-making is, however, supported or constrained by policies that
exist at other levels.
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Nathan Albury

18 Language attitudes and ideologies
on linguistic diversity

Beyond the ever-intriguing faculty of humans to acquire and creatively use their lin-
guistic resources, the maintenance of linguistic diversity is ultimately a social phenom-
enon. Our field acknowledges that a home language, in this case taken to mean a
minority or heritage language – such as of immigrant or Indigenous groups whose lan-
guage differs from the majority but is used in some homes – has a greater chance of
ongoing vitality, and indeed transmission, if it is prized and valued by society more
broadly, whether this be for social, cultural or economic reasons. Conversely, we may
have cause for concern if a language is marginalized through a discursive association
with, for example, socioeconomic immobility or oppositional identities. Language be-
haviours – and the maintenance of home languages in a society – are therefore dialec-
tically related to social, cultural, political and economic circumstances. It is in this
perspective that language attitudes and ideologies are pertinent themes in home lan-
guage research. These, as lines of inquiry, put a spotlight on how individuals, families
and communities feel about linguistic diversity and indeed the ongoing use – or not –
of specific home languages. With that in mind, this chapter specifically discusses the
relevance of researching language attitudes and ideologies vis-à-vis linguistic diversity
within the broader framework of home language research. It begins by outlining the
place of researching language beliefs in applied linguistics. The chapter then espe-
cially seeks to delineate and problematize ideologies and attitudes in theoretical
terms, and highlights the theoretical opportunities and challenges that they, as con-
ceptual resources, bring to home language inquiry. In doing the above, the chapter
draws on an international library of research on home languages.

1 Language ideology and attitudes
in applied linguistics

Since the 1960s with the seminal works of Lambert (1967), Lambert et al. (1960),
Hymes (1962, 1972) and Labov (1966), linguists have generally accepted that real-life
language behaviours – such as the realization and management of linguistic diversity
in the home – are not divorced from their social contexts. Instead, the application of
linguistic resources, as they manifest from our cognitive faculties, are mediated
through societal norms, beliefs and dispositions. Silverstein (1985: 220) later offered a
similar argument that language and society are “irreducibly dialectic” whereby effec-
tive meaning-making, through the range of semiotic resources made available by a
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language, is only made possible through culturally-situated intersubjectivities. The
notion is that language behaviours are guided by what a broader community sees as
appropriate and expected linguistic practice. Labov’s (1966) seminal and oft-cited in-
vestigation of New York accents proved this upon detailing phonological shifts which
denoted membership to social class and engendered speech stereotypically associ-
ated with that class. It is therefore the case that as much as humans are socialized
into linguistic competence, so too are we socialized into social, cultural and political
constraints and expectations of how language is or should be used. In such thinking,
a community’s broader milieu – laden with its social, cultural and political views
about what is good and what is not good about the social world – informs sociolin-
guistic practices. For the purposes of this volume, these practices include choices in
homes to use and transmit specific languages. A particularly salient influence in that
decision-making process is how individuals and communities feel about home lan-
guages – and multilingualism more generally – as these feelings manifest in lan-
guage ideologies and attitudes.

Ideologies and attitudes are pertinent in linguistic research because their impacts
can be felt widely across societal domains. Governments pursue language policies
that favour certain languages over others based in ideologies of nation-building and
perceptions of what constitutes a nation’s ethnolinguistic identity (Spolsky 2004).
Iceland, for example, is preoccupied with preserving its language to be as close as
possible to the ancient Norse language of the Icelandic Sagas. So strong is this con-
cern that the government routinely formulates and promulgates Icelandic neologisms
as alternatives to English loanwords and is even resurrecting ancient Icelandic mor-
phology. What is more, public attitudes to this ideological work are by and large very
supportive (Hilmarsson-Dunn and Kristinsson 2010). However, this preoccupation
means Iceland is largely silent on its emerging multilingualism subsequent to in-
creased immigration, especially from Eastern Europe, under Iceland’s regionally inte-
grated economic arrangements. Whereas supporting home languages and their
speakers through minority-medium instruction or welfare services has preoccupied
western states (cf. May 2014), an Icelandic apprehension about diversity – and the im-
pact this may have on the status of Icelandic – means the state is yet to catch-up with
European counterparts on matters of language rights. For example, whereas a child of
Polish labour migrants in continental Europe might access education that as an epis-
temological starting point anticipates multiculturalism and multilingualism in the
classroom, her peer in Iceland most likely cannot (Jónsdóttir and Ragnarsdóttir 2010).
Iceland’s dominant discourse and beliefs about Icelandic as an endangered language
therefore have tangible impacts on the status, and broader public perceptions of,
home languages.

The impacts of language ideologies and attitudes can also be especially pro-
nounced in the grassroots outside the purview of government but where beliefs hold
such power that they nonetheless regulate home language maintenance. Hornberger’s
(1988) seminal work in Quechua communities of Peru found grassroots ideologies that
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value Spanish/Quechua multilingualism, with attitudes that on the one hand pedestal-
ized Spanish for socioeconomic mobility but on the other hand positioned Quechua as
the preferred code for fostering solidarity. These beliefs guided sociolinguistic arrange-
ments and would be instrumental in determining the future role of Quechua in the
face of Spanish as a language of economy (see also Mayer et al. this vol.). My own re-
search amongst Indigenous and non-Indigenous New Zealanders (Albury 2016) re-
vealed ideological enthusiasm, shared by Indigenous and non-Indigenous youths
alike, for Māori language revitalization. Fostering the language was seen as pivotal to
postcolonial reconciliation, to naming the landscape authentically, and to the forma-
tion of a contemporary, quintessentially Kiwi identity. Nonetheless, the Māori language
was also seen to hold limited instrumental value. In turn, these New Zealand youths
offered attitudes that they are more inclined to study languages that are notionally
“more useful”, such as Mandarin or French, rather than partake in Māori language
revitalization.

Language ideologies and attitudes can therefore regulate linguistic diversity at the
macro and micro level. Spolsky (2004: 14) even describes community beliefs about lan-
guage as “policy with the manager left out” because beliefs can – in the absence of
any formal law or policy – nonetheless guide a raft of linguistic matters from who gets
language rights and who does not, whether someone chooses to study another lan-
guage and indeed which language, and what language is spoken to whom and in
what situations. However, this also raises the pertinent question – one which in my
experience muddles junior and senior researchers alike – of what in fact the difference
is between language attitudes and ideologies. Applied linguistic literature is prone to
using the terms interchangeably, and without necessarily clarifying the theoretical
understandings they presuppose when applying these terms (Kroskrity 2004). Some
scholars circumvent the dilemma of delineating them by instead capturing ideologies
and attitudes collectively as language beliefs, and do so with the perspective that their
delineation is perhaps unnecessary or impossible (Spolsky 2004; England 2017). I,
however, feel that their delineation is necessary and possible for the purposes of ro-
bust scholarship in home language studies. This now becomes the focus of this chap-
ter. What follows is my attempt to explain why that is so, beginning with a discussion
of language ideology.

2 Language ideology

The field is awash with competing conceptualizations of what in fact amounts to a
language ideology. What unites the different perspectives, however, is the premise
that language ideologies are social constructions, that they are products of the
human experience and its attempts to regulate social life, that they are shared by
some collective, and that they provide a framework of biases about the linguistic
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world or some part of it. This framework then becomes a reference point for con-
structing discourses, ideas, dispositions and decisions about language.

Language ideology research has its genesis in the pioneering linguistic an-
thropological works of Hymes (1977) and of Blom and Gumperz (1972). At a time
when their work was at the margins of both linguistics and of anthropology, they
argued that local language practices and variation, as they manifest within speech
communities, might be best understood through metalinguistic beliefs. Whereas
theoretical linguists have rightly argued that languages are all equal, the social
turn in linguistics would prove that social realities are more complex. Whether in
societies, communities, or homes, beliefs about language – for example about
how languages should be used, where they should be used, and their status –
mean that different varieties and behaviours are perceived through social filters.
They may index different socioeconomic standings or political affiliation, they
may diverge from or conform to agreed linguistic norms, or they may challenge
notions of ethnic belonging or national cohesion. Adding to this, Silverstein
(1979: 193) offered the view that language ideologies are “sets of beliefs about lan-
guage articulated by users as a rationalization or justification of perceived lan-
guage structure and use”.

It pays to note that a postmodern perspective might warn that ideology re-
search unnecessarily essentializes beliefs and the groups of people deemed to
hold these beliefs. Indeed, it is precarious to make definitive correlations be-
tween specific groups and specific beliefs, for example that all teachers of bilin-
gual school X uphold ideology Y on multilingualism, or that family Z does or
does not value bilingualism. In this regard, language ideology research runs the
risk of deemphasizing individual agency – such as how dominant ideologies can
be contested, negotiated, (re)interpreted or (re)articulated – in favour of consis-
tency between beliefs and groups of people which would make for neat and tidy
research. The question also arises as to what in fact constitutes a collective such
that an ideology can be attributed to it. While it is clear that society or social
groups may produce and share specific language ideologies, do smaller groups –
such as households – also constitute a collective that can foster and execute its
own ideologies or are they too small, as individual groups, for the purposes of
robust ideology research? These questions remain unanswered and their treat-
ment largely depends on individual research enterprises. This is not to say that
ideology research is fraught with epistemological anxieties. It is important to
be cognizant that language ideologies can exist in parallel and in competition
within a given collective. It is also important to note that what constitutes a col-
lective is open for negotiation, that within collectives there can be divergent or
minority views, and that approaches to ideology research ought to be made ex-
plicit. On this last point, language ideology research can be largely seen as either
descriptive or critical.
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2.1 A descriptive orientation

A descriptive orientation to language ideology seeks to research, identify and under-
stand the shared beliefs of some collective – where the collective is defined by the
researcher – about how language arrangements ought to be and why the collective
feels this way. Rumsey (1990: 346), for example, described language ideologies as
“shared bodies of commonsense notions about the nature of language in the world”.
The starting point, as such, is the local contexts and belief systems that make sense of
why communities feel and behave the way they do, as these help to contextualize and
rationalize ideologies. This was exemplified in Sandel’s (2003) work in Taiwan. There,
dominant ideologies in the home vis-à-vis the relationship between Mandarin as the
community’s majority language and Hokkien as a home language were in part ratio-
nalized by public histories. Sandel’s argument was that language ideologies about the
relationship, as they manifested in actual family language practices, could be dialecti-
cally traced to different discourses and policies over time that had been sponsored by
the Taiwanese government. This political history was essential background to under-
standing shared commonsense notions about language as they are held in the com-
munity and in homes.

For others, descriptive ideological research has especially focused on intersub-
jectivities within a community that need not be expressed, but nonetheless form
an unspoken collective sociocognitive template for dealing with language. For ex-
ample, Blommaert (2006: 510) defines a language ideology as “the unspoken assump-
tions that, as some kind of ‘social cement’, turn groups of people into communities,
societies, and cultures”. In other words, some beliefs about language are so norma-
tive that they need not attract metadiscourse, unless of course this normativity is
somehow challenged. Schiffman (1996) speaks of linguistic culture as a conceptual
tool which, for our purposes, can be considered a descriptive orientation to language
ideology. Rather than analyzing language ideologies through epistemological lenses
from the outside, researching linguistic culture means obtaining an emic view of the
collective “ideas, values, beliefs, attitudes, prejudices, myths, religious strictures,
and all other cultural ‘baggage’ that speakers bring to their dealings with language
from their culture” (Schiffman 1996: 112). Schiffman’s approach was inspired by his
ethnographic work in India’s Tamil Nadu. He discovered what he believed to be a
linguistic culture that did not expect him as an outsider to learn spoken Tamil, and
that any Tamil he did speak ought to have been of the formal written variety. So en-
trenched was this intersubjective belief that Schiffman was approached by local polit-
ical leaders to cease his ethnographic research. Another item of baggage that can
contribute to a linguistic culture is religion. From a theoretical linguistic perspective,
little difference may be noticed between spoken Hindi, Urdu and Punjabi, but their
delineation as separate languages is a local fait accompli on the basis of religion rather
than linguistics. Whereas Hindi is associated with Hinduism and uses Devanagari
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script, Urdu is associated with Islam and uses Perso-Arabic script, and Punjabi is asso-
ciated with Sikhism and uses Gurumukhi script (Schiffman 1996).

At this juncture, I have added folk linguistic knowledge to the mix of constituents
that may contribute to language ideology (Albury 2017). The “unspoken assump-
tions”, “social cement”, “sets of beliefs about language”, and “shared bodies of
commonsense notions” that amount to language ideology – as noted above – can
also include shared claims of knowledge. I take a Foucauldian view whereby knowl-
edge is socially constructed – and not necessarily empirically reliable – and each in-
stantiation of knowledge contributes to developing or challenging a regime of truth
based in the values, beliefs, and world views (Foucault 1980). Language ideology can
therefore comprise claims not only of what is desirable, but also of what is true and
what is not true about the linguistic world, regardless of the accuracy of such claims.
This is because it is discourses, rather than any preordained reality, that construct
perceived truths. This especially matters, of course, when claimed knowledge is used
to decide whether or not bilingualism is cognitively and socially beneficial, and how
it should be managed in the home, in that claimed knowledge in linguistics may help
determine whether a home language is at all transmitted (see also Purkarthofer
this vol.). My argument is, therefore, that what is claimed by a collective to be true
about the linguistic world warrants scholarly attention because this also guides local
language discourses, ideas and language policy decisions. Placing local knowledge
at the centre of ideology research is also postmodern in that it helps us to decolonize
linguistics. It does not herald academic knowledge as a final authority, but validates
local knowledge – as part of the human experience – as informing local truths and as
guiding local realities. Under such thinking, the academy is not the only source of
legitimate truths, if legitimacy is measured by local influence rather than academic
qualification. In the case of non-western scholarship, it also helps us to transcend
epistemological assumptions about language that may be covertly woven into our re-
search. For example, Fishman (1990) offered pioneering theories about how to stop
and reserve language shift in Indigenous communities. His lens did, however, har-
bour western values, including a direct relationship between language and identity
and the ideological salience of literacy. These are being questioned in postmodern
terms within emic-oriented language ideology work (cf. Romaine 2006). Placing local
ideologies of language at the centre of local sociolinguistic research avoids colonizing
local phenomena with epistemologically foreign interpretations and gives voice to
knowledge paradigms that do not traditionally feature in mainstream scholarship.

With the preeminence of Western perspectives in sociolinguistics, an oft-
described language ideology is the monolingual assumption (Cross 2011). The belief
here is that individuals and societies – of which the United States is a popular exam-
ple – are normatively monolingual, irrespective of actual linguistic diversity. Hence
the joke “If a man who speaks three languages is trilingual and a man who speaks
two languages is bilingual, what do you call a man who speaks only one language?
American”. Jokes aside, this ideology has been central to the formation of nation-
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states supported by the standardization of official languages. The genesis of such ide-
ology is in modernism – with its interest in cohesion and uniformity – and in as-
sumptions that ethnicity, language and statehood are directly correlated. Naturally,
no state is monolingual in practice and the ideology attracts scholarly discussion.
Transnationalism, migration and Indigenous activism mean that even in states that
ideologically claim to be monolingual, multilingual realities are increasingly visible.
Where homogeneity is challenged, the otherwise unscripted monolingual assumption
manifests in debates about linguistic orders. In the case of northern Norway, Hiss
(2013) discusses the panicked and seemingly racist discourses that emerged among
some communities in Tromsø when their town was tagged to be included within
the official Indigenous Sámi zone and therefore formally bilingual in recognition of
Sámi as an official language. The taken-for-granted Norwegianness of Tromsø had,
through political assembly, become open for debate. This created a stage for ideologi-
cal debate about the linguistic future of Tromsø that harboured a monolingual as-
sumption at its core.

In contrast, and in the spirit of looking beyond the West, I would argue that amul-
tilingual assumption may be a pertinent ideology on the ground in societies where di-
versity is normative and where routinely drawing on different language varieties is
unmarked. This has been the case in my research on sociolinguistic identities, practi-
ces and ideologies in multilingual and multicultural Malaysia (Albury 2018). For those
living in a society that hosts only a slight Malay majority, a plethora of Chinese, Indian
and Indigenous home languages, as well as prestige for English and Arabic for socio-
economic and religious purposes respectively, day-to-day communication is resource-
ful. It is defined by meaning-making and fluid multilingual behaviours akin to
translanguaging (Li 2011). The resultant ideology, as it has especially been expressed
by Malaysian youths, sees individual multilingualism as unmarked. Indeed, a Chinese-
Malaysian university student I encountered in Penang was at pains to impress upon
me the normativity of individual multilingualism in Malaysia and to contrast this with
local ideologies in the West. She explained “it’s like we are either a bilingual or multi-
lingual, we are not monolingual”. This is also the case in the Yanyuwa culture in
Australia’s Northern Territory, where husbands and wives speak different dialects but
with a passive understanding of each other’s variety (Bradley 2011). In India, daily
lives may cross Hindi as a national language, English as a working language, and one
or more local languages (Kalra 2017). The monolingual assumption can therefore be
contrasted with themultilingual assumption of other societies.

2.2 A critical orientation

Language ideologies lend themselves not only to description but also to critique be-
cause they are sites of power negotiations between speakers on the basis of differ-
ent languages and the perceived values they hold. A critical approach to language
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ideology is grounded in criticizing the sociolinguistic world for its inequalities, its
injustices, and its systems of domination. For example, Moita-Lopes (2014) refers to
Portuguese as an internationalized language and the principled need to recon-
struct, for the purpose of late modernity, what Portuguese even means as a term
and ideology. Doing so would be inclusive of identities, innovations and language
changes from Latin America and to be critical of the Eurocentrism – and its implicit
power relation embedded in a history of conquest and colonization – that is sub-
sumed within Portuguese as a label applied to language realities in Brazil. The goal,
in any critical orientation, is to identify such explicit or implicit inequalities and
ultimately liberate the marginalized “from the circumstances that enslave them”
(Horkheimer 1982: 244). A critical orientation therefore continues the legacy of the
pioneering critical social theoretical work of the Frankfurt school (Martin 1996), of
Foucault’s (1980) concern for social stratifications, and of Bourdieu’s (1991) notions
of linguistic capital – and language as symbolic power – that advantages some and
disadvantages others. Central to these approaches, for our purposes, is an under-
standing that certain languages come to hold – by virtue of social intervention –
greater value or prestige than others (see also Liddicoat this vol.).

On this last point, critical language ideology research has now become widely
premised in political economy (cf. Gal 1989; Ricento 2015; Piller and Cho 2013).
Political economy is understood to be “the study of the social relations – particularly
the power relations – that mutually constitute the production, distribution, and con-
sumption of resources, including communication resources” (Mosco 2017: 13). The
starting point is, as Muehlmann and Duchene (2007: 98) explain, that the “expansion
of nation-state economies, and the simultaneous strengthening of the private sector,
has also resulted in greater articulations between local, national, and supranational
identities, as goods, people, and information begin moving across boundaries at a
new pace”. This has created a new world order, for those in capitalist democracies,
that is typified by experiences of globalization including international connectivity
through media, migration and liberalized economics. This means that local lives
need not be only local, and that languages – and indeed linguistic diversity – become
increasingly valorized – or devalorized in the case of home languages – in terms of
their efficiency and place within the global order. Oftentimes this is to the detriment
of smaller languages and their transmission in homes.

Political economy – especially capitalism, late modernity and neoliberalism – is
therefore a framework for discovering and exposing linguistic hegemonies and in-
equalities subsequent to such valorization. Especially vocal, for example, are
Skutnabb-Kangas and Phillipson (2010) who argue that globalization, and the world-
wide spread of English that this encompasses, is killing off other languages.
Controversially, they add that English and its speakers commit linguistic genocide
and linguistic imperialism, such that globalization amounts not only to homogeniza-
tion but also to the coordinated spread of Anglo-American culture. They fear that
“the ‘manifest destiny’ that colonial Americans arrogated to themselves has been
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explicitly linked, since the early nineteenth century, to English being established glob-
ally” (Skutnabb-Kangas and Phillipson 2010: 80) and therefore to displacing other lan-
guages. Heller and Pavlenko (2010) also approach language ideology through political
economy. They propose that the value of specific languages is tied to the linguistic
marketplace in capitalist, neoliberal terms, and that this can devalue home languages
and their use. For example, the instrumental value of English, but also of other major-
ity languages that are seen to advance socioeconomic mobility, may overshadow the
perceived value of home languages that afford less socioeconomic mobility. The con-
cern then is that the world’s smaller languages are denied capital, such that their very
survival is unduly jeopardized. This creates a need to study language ideologies, vis-à-
vis economics and the power relations they create between languages. While these dis-
cussions are typically framed in theoretical terms, the rubber hits the road in otherwise
bilingual communities, schools and homes where the language of tradition becomes
pitted against the language of economy and connectivity, and where parents seek to
balance the transmission of culture and heritage with the perceived socioeconomic op-
portunity inherent to dominant languages.

Political economy therefore necessitates choice between some languages and
others on economic lines, and in this respect the critical approach has offered vocabu-
lary that is core to contemporary language ideology research. Two examples that are
especially salient are the notion of language hierarchies and of language prestige,
whereby a community attributes specific value or salience to a certain language or
variety above others for cultural, economic or social reasons. This builds on seminal
works on diglossia which sees varieties of a single language stratified for their high or
low status (Ferguson 1959), and on the expansion of diglossia to include the relative
roles and statues given to different languages in a multilingual society. Pervasive ex-
amples can be found in postcolonial societies where colonial languages have assumed
power and prestige over Indigenous languages. New Zealand is a worthy example in
that it is ideologically bicultural and bilingual in the interests of postcolonial reconcil-
iation, but multicultural and multilingual in practice as a result of liberal immigration
policy. English is hierarchized above minority languages, but a hierarchy of home lan-
guages also seemingly exists. Greater prestige is afforded to Māori as the Indigenous
language of the islands, and less prestige to Pacific languages as immigrant languages
(de Bres 2015). While prestige can be traced to histories, colonization, education de-
partments and language laws, language ideology becomes especially dynamic in
cases of covert prestige. Some languages or varieties may not enjoy official or high-
culture status, but may be valued for expressing specific, potentially marginalized
identities. This has been the case, for example, for Tunisian Arabic. Standard Arabic
and French, with their high-status and correlations to religion and culture, generally
hold overt prestige and occupy official domains. Nonetheless, Tunisian Arabic indexes
Tunisian heritage and culture and has attracted a covert prestige for the expression of
an in-group, quintessentially Tunisian, identity in the postcolonial pan-Islamic world
(Stevens 1983; S’hiri 2002).
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However, a problem with a political economic orientation to critical language
ideology is that it is often applied when analyzing language in a global context with
global dynamism. Doing so, however, assumes the operation of free markets or un-
censored digital mobility. These, as elements of a new world order, are often taken to
be a reality for all. This is not the case for language users outside the reach of com-
petitive capitalism. North Korea is as an obvious example of a closed market with lit-
tle domestic exposure to English through a transnational economy, meaning the
ubiquity of English as ideology and practice, and the alarmist discourse this might
entail, hold less clout. In a different example, Iran heavily censors access to digital
platforms that represent globalization, such as Facebook and YouTube, meaning con-
temporary understandings of language practices as increasingly networked and
transnational through the affordance of connectivity in technology can be problemat-
ized. Instead, linguistic capital and political economy in North Korea and Iran have
more domestic orientations than the more internationalized orientations of linguistic
capital and political economy in, for example, Europe or North America. As a theoret-
ical presupposition, political economy may therefore be primarily valuable when cri-
tiquing language arrangements in free, capitalist environments where languages
indeed function as transnational commodities in transnational spaces. What is more,
language contact studies show us that political economy is not qualified, in episte-
mological and cultural terms, to critique all local language arrangements. In the
Amazon and in Indigenous Australia, for example, linguistic diversity is in some
communities more strongly regulated by cultures of exogamy (Epps 2005) than by
economics. Because a critical orientation to language ideology is oriented in exposing
and rectifying inequalities, it also presupposes egalitarianism as a social ideal, de-
mocracy as a necessary goal, and ethnic rights as a universal value. These are, how-
ever, anti-structuralist ideas from the West and not necessarily ones valued in non-
Western cultures (Irvine and Gal 2000). We must therefore be cautious in universally
applying critical theory in language ideology research. For example, linguistic egali-
tarianism as a manifestation of multicultural policy is a political, social and economic
value in Singapore whereby Malay, Mandarin and Tamil are afforded equal status. In
neighbouring Malaysia, which hosts a similar diversity, local political culture has hi-
erarchized race and language under a system of ethnocratic pluralism. There, Malay
language and culture are codified as definitive of Malaysia within an ideology that
constructs local citizens of Chinese and Indian ancestry as disloyal visitors. A critical
orientation to language ideology may wish to criticize Malaysia, but it would do so by
presupposing Western values are well-placed to criticize Malaysian values.

The critical approach, and its emphasis on linguistic equality, also tends to as-
sume that personal and collective identities are intrinsically related to language. In
practice, however, this relationship is complex rather than a fait accompli, and de-
mands critical problematization in itself (cf. May 2000). For example, my research
(Albury 2016) in New Zealand suggests that a direct ideological correlation between
language and ethnic identity, as is familiar to European societies, may not exist or

366 Nathan Albury

 EBSCOhost - printed on 2/9/2023 9:07 PM via . All use subject to https://www.ebsco.com/terms-of-use



is at least contestable in the case of Māori. This seems entirely plausible if we agree
that identity is relational and we know that beyond dialectal differences, Māori
New Zealanders were monolingual prior to the arrival of the British. Instead, Māori
sooner identify across tribes in respect to the landscape and ancestry. Language
plays a backseat role to other values in identity formation. This all means that ap-
plying critical theory outside the cultures from which it epistemologically evolved
may at best overlook local value systems, or at worst advance western academic
imperialism. This is not to undo the value of critical approaches, but instead to be
reflective that critical theory epistemologically biases a western-centric world view.

Other salient notions in language ideology are the standard language and linguis-
tic purism. Specific language varieties can be codified as the official language of the
state, and their grammars, lexica and orthographies are managed centrally. In turn, a
collective comes to endorse that variety as normative and correct, including poten-
tially within homes and schools, such that non-conforming behaviours become
marked as incorrect or undesirable. In France, standard French was heralded as vital
to fostering national cohesion, while divergent practices were seen to threaten unity
(Spolsky 2004). In communities that have seen language shift – for example in dias-
pora communities or Indigenous societies that suffered colonization – language main-
tenance is often marked by purism in the pursuit of self-determination and the
restoration of what was lost (Dorian 1994). As language ideologies, standard lan-
guages and linguistic purism may primarily be the domain of sociolinguists concerned
with intra-language behaviours rather than with multilingualism per se. However,
their impacts can be detrimental on home languages undergoing revitalization in
homes. Zuckermann and Walsh (2011), for example, call on Indigenous communities
undertaking language revitalization to embrace rather than reject the hybrid linguistic
practices of Indigenous language learners for the sake of language maintenance.
Their point is that purism and standards constrict revitalization by ignoring natural
language change, interferences that are common to second language acquisition, and
the anxieties that purist discourses can inspire.

Not adhering to expected linguistic norms is known to result in linguistic dis-
crimination (see also Annamalai and Skuttnab-Kangas this vol.). Rickford and King
(2016) offer a compelling analysis of linguistic discrimination under America’s stan-
dard language ideology. This, they found, can even impede the criminal justice sys-
tem, as was the case of Jeantel, a witness to a murder trial. She gave evidence in
non-standard English, but doing so led the court to deem her evidence unreliable.
Her home language was, it was decided, unfit for civil purposes. The standard lan-
guage ideology was such that it marginalized Jeantel, by way of negative attitudes
towards her language, in a domain where equality and justice are supposedly core
pursuits. In this situation, language ideology manifested into associated attitudes.
This calls on us to also consider what amounts to language attitude and how this
is, or is not, different to language ideology.
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3 Language attitudes

In our daily lives we confront attitudes, as they are expressed by those connected to
us physically and virtually, to various social matters including language. Log on to
the Australian franchise of Student Flights, and one sees the company’s provocative
language attitudes woven into its destination marketing. “What’s that? You speak
French? Excuse me while I remove my pants. The votes are in and it’s unanimous:
French is the sexiest language in the history of ever”. For the same website Russian,
on the other hand, is apparently “quite an impressive purr of linguistic chaos.
Someone once described Russian speech as existing somewhere between the roar of
a walrus and a Brahms lullaby. Sounds about right” (Rigg 2013).

Attitudes are, therefore, subjective. They come to sociolinguistics from social psy-
chology, whereas language ideology scholarship finds its genesis in anthropology.
Reliable working definitions of attitude include that it is a “psychological tendency
that is expressed by evaluating a particular entity with some degree of favor or disfa-
vor” (Eagly and Chaiken 1993: 1), and that attitude is “a disposition to react favorably
or unfavorably to a class of objects” (Sarnoff 1970: 279). In the examples above, the
perceived sexiness of French is favourable, whereas the attractiveness of Russian is du-
bious. However, social psychological responses to linguistic diversity need not only
concern specific languages per se. Attitudes may be formed, for example, in respect to
a language policy (Baker 2006). In Catalonia, González-Riaño et al. (2019) found that
youths seemingly held more positive attitudes towards Catalan than their parents who
were more likely to hold positive attitudes towards Spanish. This speaks not only to
the support of the younger generation for Catalan language maintenance, but no doubt
also to broader sociopolitical biases in the context of Catalan’s vexed political situation.
In the case of Morocco, Marley (2004) found positive attitudes to French/Arabic bilin-
gual education with the view that these attitudes contributed to the success of that lan-
guage policy and the maintenance of both languages in Moroccan society. In such
cases, attitudes become especially pertinent, and indeed influential in the actual reali-
zation of societal multilingualism in places undergoing social and political transforma-
tion. In post-Hong Kong, the vexed relationship between Cantonese and Mandarin
synonymizes competing political interests under the gradual handover of Hong Kong
to China (cf. Lai 2011). Attitudes to the use of Mandarin or Cantonese can be seen as
indexing attitudes to Hong Kong’s political future, whereby Beijing allegedly supports
Hong Kong shifting to Mandarin while most Hong Kong homes remain fervently
Cantonese. Attitudes might also form in respect to multilingualism in itself. My work in
Malaysia (Albury 2018) has, for example, uncovered attitudes to the multilingual lin-
guistic landscape, linguistic diversity in Malaysian homes and schools, and even to
multilingualism as a cognitive phenomenon. These attitudes contributed to the con-
struction of discourses that supported, questioned, or discouraged the maintenance of
local diversities. It is through this relationship between attitudes and discourse that at-
titudinal research is firmly part of the sociolinguistic research enterprise.
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Whereas ideologies provide a blueprint for sociolinguistic ideas and behav-
iours, language attitudes only ever evaluate a specific phenomenon or occurrence.
That is to say, language ideologies are a socially-constructed reference point for
how things ought to function in society, whereas language attitudes are an evalua-
tion of whether, in what way, and to what extent, a specific language, language
practice, or other language matter, is favourable. For example, the monolingual as-
sumption discussed earlier may presuppose the normativity of individual and social
multilingualism. An attitude, on the other hand, is a person’s dispositional reaction
to a specific stimulus. Imagine the stimulus is, for example, the use of more than
one language in society in a place where the monolingual assumption reigns. An as-
sociated attitude, held by a person who subscribes to the monolingual assumption,
may be that multilingual practices in a specific context or domain are undesirable.
Depending on who holds this view, this attitude can influence the maintenance or
not of bilingualism in local contexts. In this regard, it could be argued that ideolo-
gies tend to be ill-defined whereas attitudes may be more definable. This is because
ideologies are typically unmarked and subject to social construction whereas atti-
tudes are dispositions vis-à-vis defined stimuli.

Language attitude research attracts both quantitative and qualitative approaches.
Ideological research on the other hand is fundamentally qualitative – making use of
discoursal and pragmatic analysis – to the exception of quantitative tools, such as cor-
pus analysis, that help to locate and quantify ideology-laden discourse in texts. Classic
attitudinal work is quantitative by tasking participants to rate their levels of agreement
to specific notions which serve as stimuli for soliciting a language attitude. This was
also the case in my research about the relationship between English and Māori in post-
colonial New Zealand. Some 1,300 university students were asked to identify, on a
five-point continuum from strongly disagree to strongly agree, how they felt about
statements including “revitalising te reo Māori is a good thing, even if it costs time and
money” and “it would be better if everyone in the country spoke one language in all
situations” (Albury 2016). The total sum of responses would therefore provide a data
set on attitudinal trends vis-à-vis these core policy topics. Other quantitative ap-
proaches may use a semantic differential scale, whereby participants rate to what ex-
tent they endorse certain evaluations of a specific linguistic matter. For example, the
matched guise technique might ask participants to indicate how intelligent, attractive
or kind a speaker is based on that speaker’s speech in a specific language or accent
(cf. Eisenchlas and Tsurutani 2011). The innovation is that attitudes to language are
inferred through evaluations of a speaker, and this is controlled for by the participants
also evaluating the speech of a local native speaker but not knowing that this is actu-
ally a bilingual who produces both examples.

In qualitative research, attitudes might be identified within discourse or conver-
sational data as stances towards specific topics (Jaffe 2009) where participants use
evaluative adjectives to describe specific phenomena or premise their statements as
personal opinions. This was the case, for example, in Obojska’s (2017) analysis of
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online metalinguistic talk among Polish teenagers in Norway whose discourses re-
vealed various attitudes towards Polish as a heritage language and to Norwegian as
the majority language, including feelings of linguistic shame and obligation that
regulate participation in the different language groups, and even attitudes towards
the language attitudes of others. It is also the case in research on discourses
amongst Serbian users towards Cyrillic and Latin as Serbia’s two co-official scripts.
Attitudes include, on the one hand, that Cyrillic is valuable because it is intrinsi-
cally Orthodox and therefore Serbia’s most authentic script, and on the other hand
that Cyrillic is undesirable because it indexes Serbian ethnonationalism and conser-
vatism (Jovanović 2018).

Like ideologies, attitudes can be described or be analyzed through a critical lens,
but a core distinction is that attitudes need not be held by a collective whereas ideol-
ogies are shared beliefs. Attitudes can therefore be the phenomena of individuals and
need not constitute shared “commonsense notions” (Rumsey 1990: 345). That is not
to say that the same or a similar attitude cannot be shared. To the contrary, attitudes
may be held by groups of people who share a world view and researching the preva-
lence of a particular attitude helps to take the “attitudinal temperature” of the public
on specific language issues. The point, however, is that attitudes – with their genesis
in psychology – are by definition evaluative dispositions constructed at the point of
their expression.

To this extent, language attitudinal research is not without empirical problems.
Because attitudes are immediate responses to specific stimuli, their cognitive nature
means they may be better described as “an internal state of readiness” (Fasold 1984:
147) at a particular moment in time. These states of readiness may or may not be com-
municated in such a way they can always be accessed confidently, and may be sub-
ject to change. This also means that ideologies, as systematic belief systems that
construct social cohesion, are more durable than attitudes. This is because attitudes
may be informed by a wide variety of sources such as mood, motivation, individual
understanding, ego and personality (Ajzen 2005). Attitudes can also be a logical by-
product of what an individual believes to be true about the (socio)linguistic world,
such that assumed knowledge becomes a resource for developing an attitude. For ex-
ample, a pervasive attitude in New Zealand against making Māori language a com-
pulsory subject in schools did not originate in any negative disposition towards the
language. Instead, it originated in an assumption that the teacher workforce is too
weak to support such policy implementation, entirely separate to matters of linguis-
tics (Albury 2017). Taking an attitude at face value, without further investigation,
risks misinterpreting social psychological data.
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4 Conclusion: A nexus between language ideology
and language attitudes?

So far this chapter has delineated attitudes from ideology for the purposes of home
language research. However, the stage they share in sociolinguistics, their often inter-
changeable use, and their common interest in community perspectives, all imply that
they are nonetheless related. The genesis of a specific attitude can indeed sometimes
be traced to a systematic language ideology. This dialectical relationship has often-
times been an empirical conclusion in my own research into discourses about linguis-
tic diversity. Specifically, an individual’s attitude may be the obvious articulation of
an ideology to which the individual subscribes. For example, Figure 1 shows how
that dialectal relationship has manifested within discourses about societal multilin-
gualism in Malaysia. In the first example, a group of youths from the ethnic Malay
majority were tasked to discuss the desirability of Malaysia – to which their own heri-
tage language is indigenous – now being multilingual as a result of historic migra-
tions. They were also asked to reflect on the intermittent calls being made by the
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Figure 1: A dialectic relationship between language ideology and language attitudes.
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Chinese and Indian minorities for linguistic rights. The second example concerns dis-
cussions amongst a group of ethnic Chinese-Malaysian youths about what role
Mandarin should play in their community, given that Mandarin was not an historic
heritage language brought to Malaysia through migration but is routinely studied as
a second language. In both cases, Figure 1 gives examples of different attitudes ex-
pressed by individuals being consistent with the prevailing ideology that was identi-
fied within that group’s discourse more broadly.

Just as commonly, however, ideologies and attitudes may be incongruent. An ide-
ology of a collective may sooner be an idealized world view that does not translate into
individual attitudes that advance that ideology. A recurring example of this incongru-
ence results from what May (2014) might call a tension between the Local and the
Global. Here, the premise is that in the context of globalization and neoliberalism –
with their tendencies towards the homogenization of language and culture – ethnic
groups may share a concern for the maintenance of their languages in local communi-
ties, schools and homes. However, individual attitudes towards actively participating
in that ideology – such as by committing to heritage language learning or raising chil-
dren bilingually – may be less enthusiastic. That is to say, one may subscribe to an
ideology that is good for the collective but not to a congruent attitude if it is seen to
place burdens on the individual. For example, research from Ireland shows that Irish
holds high ideological value in constructing a sense of nationhood contextualized by
memories of English rule. Nonetheless, attitudes to learning and using the language
are oftentimes ambivalent, while attitudes to other European languages are positive by
seeing them as instrumental and cosmopolitan (Atkinson and Kelly-Holmes 2016). The
issue is that socioeconomic ambition and the utility associated with fluency in domi-
nant cultures and languages demotivates individuals and families from committing to
home languages. It can also be the case that other cognitive influences simply override
the influence of any ideology that might encourage linguistic diversity. For example,
the magnitude of linguistic anxiety, negative language learning experiences, or per-
ceived aptitude may result in negative attitudes towards active participation in home
language use, acquisition, revitalization or transmission (cf. Sevinç and Dewaele 2018;
Sevinç this vol.) despite ideological support for home language development.

I therefore conclude with the view that a nexus between language ideology and
language attitudes indeed exists, but it is a complex one that may be both dialectic
and incongruent. My interpretation is that they are indeed related, but that how they
diverge is as salient as their commonalities. They have different disciplinary and epis-
temological geneses and offer scholarship different – albeit related – theoretical and
methodological concepts. It is therefore futile to seek to theorize attitudes and ideolo-
gies as in all cases harmoniously complementary. Nonetheless, and as long as lan-
guage is seen as a social phenomenon, ideology and attitudes will remain essential
concepts for investigating grassroots engagement with matters of linguistic diversity
and the multitude of factors that guide the maintenance and development or not, of
languages in the home.
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E. Annamalai and Tove Skutnabb-Kangas

19 Social justice and inclusiveness through
linguistic human rights in education

Deprivation of access to quality education is a major factor contributing towards their [indigenous
peoples’] social marginalisation, poverty and dispossession.

(John Henriksen, Chairperson-Rapporteur, UN Expert Mechanism
on the rights of indigenous peoples, Henriksen 2009: 10)

Worldwide, minority children suffer disproportionately from unequal access to quality educa-
tion. Disadvantaged minorities are far more likely to receive an inferior education than a good
one. Disadvantaged minority children are more likely to start school later than the prescribed
age, if at all; they are less likely to be ready or well prepared for school; and more prone to
drop out or fail to achieve in school. That perpetuates the cycle of poverty, leaving them un-
able to later fulfil their human potential, to gain meaningful employment and to become re-
spected members of society.

(Gay McDougall, UN Independent Expert on Minority Issues, McDougall 2009: 7)

1 Introduction: The foundations for social justice
and inclusion of the powerless

In this chapter, we will, after a more general introduction to social justice and inclu-
sion of the marginalised, mainly concentrate on educational inequality, because
schools are the microcosm of the unjust society; they are the handmaiden of the pow-
erful to maintain their dominance. Educational inequality and discrimination will be
presented in relation to the language of instruction in several ways. After this introduc-
tion, we consider the following questions: In section 2, we ask what rights people
whose first language is not the society’s dominant language have in human rights
law? Are these rights implemented? In the following section 3, we ask what the role of
mother tongues is in education, and what should be done if we follow results from
large-scale educational research. In section 4, we compare educational models, show-
ing which ones achieve positive results; it will be clear from Table 1 what some of the
central characteristics of the “positive” programs are. Finally, in section 5, we discuss
some of the challenges in trying to reach social justice through linguistic human rights
in education.

Thinking of the role of education in the inclusion or marginalisation of people, it
is axiomatic that justice is a prerequisite for peace and there will be no peace and jus-
tice without the inclusion of the powerless; they have to be able to participate on
equal terms in the economic, social, political, cultural and educational domains of
a nation. Denial of participation on equal terms entrenches inequality in all of the
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above domains. It engenders violence, physical and psychological, in the relationship
between different people. It causes marginalisation of some people, which fences
them off from resources and destroys their sense of belonging. A recent United
Nations Development Programme (2017; referred to in Deen 2018) report, drawing
from extensive empirical analysis, shows that marginalisation is one of the main fac-
tors that drive young people in many nations into subscribing to the ideology of vio-
lence to solve problems and into taking direct action through violent means. Most of
the nations in the world are multi-ethnic and multi-lingual, though they may have
different policies in relation to their approach to plurality; they may thus have differ-
ent perceptions of nationhood. A nation is a state whose citizens share and defend
voluntarily the idea of belonging to it in spite of their historical, ethnic and linguistic
differences. Such a nation may at a given point in time be in the making, it may be
developing from a colony, or it may have been a political formation at an earlier point
in time. A just and equitable policy about the ethnic and linguistic differences is one
of the cornerstones in building a nation that ensures participation on equal terms for
all citizens and, consequently, equal justice. This is social justice, which offsets any
historical denial of opportunities. This is what will produce an inclusive nation.

When equal participation is denied for reasons of ethnic and linguistic differences
to perpetuate the existing power structure (an example of ethnicism and linguicism),
those excluded become the marginalised people who do not have control over their
lives. They could be referred to by the term minorities in the sense that they are non-
dominant people. People can be marginalised by many other ascriptions as well such
as religion, gender, sexual orientation, disability, the amount of formal education or
lack of it, etc., but the various kinds of marginalisation need to be treated separately.
The term “minority” does not have any official legal definition. But the term includes
people marginalised by their historical origin, by their place in technological advance-
ment and/or by their smaller number. We refer to them as ITMs; this stands for
Indigenous (such as the Saami in the Nordic countries) / Tribal (such as Gond in
India) peoples / Minority groups (this includes autochthonous, national, immigrant
and refugee minorities, the differently abled, and the minoritised/marginalised). The
last two are not absolute terms. They refer to people in relation to other people in a
power structure. They are appropriately called minoritised people, as “minoritised”
carries the semantics of transitivity. They are marginalised by someone denying them
agency. This understanding of ITMs as a product of an economic and political process,
rather than an independently standing entity, will explain the fact that marginalisa-
tion is relative: One people or group, who are marginalised or minoritised in one con-
text of power structure, may be marginalising or minoritising others in another
context of power structure. Groups or languages, which have dominant status in a na-
tional context, may lack dominance in an international context; those which have
dominant status in the regional context of a state or province may lack it in the na-
tional context (Mohanty 2019). To give an example, Hindi, being one of the two official
languages of India, is a dominant language in the Indian national context of multiple
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languages, but not in the international context (though Hindi has more speakers than
many so-called international languages). Tamil, the sole official language in the state
of Tamil Nadu, is dominant in relation to speakers of other languages in the state, but
it is not dominant in relation to other languages in the Indian national context. The
ITM languages in general do not have a dominant status in any context of a nation;
their non-dominant status does not shift in relational terms.

A people which is numerically smaller (thus a demographic minority) may still be
dominant because of historical, political, educational and economic reasons. People
numerically in the majority are non-dominant in this case. Two different examples of
this could be Russian speakers in Estonia, Latvia and Lithuania in the former Soviet
Union, or English speakers in many African countries, both during colonisation and
after political decolonisation. In ITM the “M” thus also includes such minoritised pop-
ulations along with demographic minority populations. Inclusiveness in their case
with regard to proportional representation in the political structure demands addi-
tional attention that largely lies outside the domain of education and requires a demo-
cratic polity. Inclusiveness of all in the polity is the means of ensuring that the
proportional representation does not tilt dominance in favour of one group over others.
Formal education can be and often is one important means of continuing the exclusion
of the minoritised people/s. It can also support the means of starting to break the ex-
clusion and enable the marginalised to start or continue the struggle towards social
justice. One way of including the excluded is to refer to their legal rights, which is
what the next section addresses. Often the powerless are not aware of which rights
they may have in national laws or international human rights law; therefore the legal
aspect, especially in education, is crucial.

2 Legal foundations

2.1 General and ITM-specific international instruments

While education can be one of the most important means to ensure social justice
and inclusion for the powerless, most importantly for the ITMs, there must be a
legal foundation1 to demand rights to education that supports this justice and inclu-
sion at the national and international levels (see UN OHCHR 2018).2 Therefore we

1 The section Legal foundations is to a large extent based on an updated version of Skutnabb-
Kangas and Dunbar (2010).
2 See Universal Human Rights Index (https://uhri.ohchr.org), United Nations Human Rights Treaties
(http://www.bayefsky.com), Indigenous Peoples’ Rights Database (https://www.chr.up.ac.za/chr_
old/indigenous/), and University of Minnesota Human Rights Library (http://hrlibrary.umn.edu) for
some of the links to human rights documents.
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will describe the most important international and regional instruments (legal
documents) that grant educational and linguistic rights. The literature about them
is vast (see Skutnabb-Kangas and Phillipson’s [2017] four edited volumes, Language
Rights). The various international instruments described here, from different politi-
cal contexts and pressure groups but with the same goals, work for equity and
human rights.

The principle of non-discrimination in both the International Covenant on
Economic, Social and Cultural Rights3 and the Convention on the Rights of the Child,4

guarantees the right to education for all, thus including ITMs. The Convention on the
Rights of the Child further stipulates:
1. States Parties recognize the right of the child to education, and with a view to

achieving this right progressively and on the basis of equal opportunity, they
shall, in particular:
(a) Make primary education compulsory and available free to all;

[. . .]
(e) Take measures to encourage regular attendance at schools and the reduc-

tion of drop-out rates.
(Convention on the Rights of the Child, Article 28, paragraph 1, emphasis
added)

Article 29 of the Convention on the Rights of the Child expands on the basic right to
education by stipulating:
1. States Parties agree that the education of the child shall be directed to:

(a) The development of the child’s personality, talents and mental and physi-
cal abilities to their fullest potential;

(b) The development of respect for human rights and fundamental freedoms,
and for the principles enshrined in the Charter of the United Nations;

(c) The development of respect for the child’s parents, his or her own cultural
identity, language and values, for the national values of the country in
which the child is living, the country from which he or she may originate,
and for civilizations different from his or her own;

(d) The preparation of the child for responsible life in a free society, in the
spirit of understanding, peace, tolerance, equality of the sexes [a reference
not found in the other instruments], and friendship among all peoples, eth-
nic, national and religious groups and persons of indigenous origin [a refer-
ence not found in the other instruments, and a very significant one for our
purposes; emphasis added];

3 ICESCR (https://www.ohchr.org/EN/ProfessionalInterest/Pages/CESCR.aspx); Article 13.
4 CRC (https://www.unicef.org/child-rights-convention/convention-text); Article 28, paragraph 1.
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(e) The development of respect for the natural environment [a reference impor-
tant in relation to the correlational and causal relationship between biodi-
versity and linguistic and cultural diversity].5

Article 30 of the Convention on the Rights of the Child makes specific reference to
minority and Indigenous children; drawing considerably on Article 27 of the 1966
United Nations International Covenant on Civil and Political Rights (ICCPR) – the
well-known “minorities” provision – this Article provides as follows:

In those States in which ethnic, religious or linguistic minorities or persons of indigenous origin
exist, a child belonging to such a minority or who is indigenous shall not be denied the right, in
community with other members of his or her group, to enjoy his or her own culture, to profess
and practice his or her own religion, or to use his or her own language.6 [emphasis added]

In such international instruments (and the regional ones below), every word is impor-
tant from a legal point of view. Their interpretations fill thousands of pages; the short
generalization of these resolutions is that still much more is needed, and implemen-
tation of many of the rights leaves much to desire (Skutnabb-Kangas, Phillipson, and
Dunbar [2019] call them “criminally inadequate”). Many more court cases than at
present are needed to force states to implement what they have signed and ratified.

2.2 Regional instruments

The right to education is also recognized in a number of important regional human
rights treaties. For example, Article 2 of the First Optional Protocol of 1952 to the
Council of Europe’s Convention for the Protection of Human Rights and Fundamental
Freedoms of 1950 (the European Convention on Human Rights, or the “ECHR”)7 provides
that “no person shall be denied the right to education”, and that the State shall respect
the right of parents to ensure that such education and teaching is in conformity with
their own religious and philosophical convictions. The right to education is expressed
even more categorically than in these European instruments in Article 17 of the African
Charter on Human and Peoples’ Rights of 1981 (the “African Charter”)8. Its paragraph 1

5 See https://www.Terralingua.org; Skutnabb-Kangas and Harmon (2018).
6 Although not specifically directed to education, Article 17 of the Convention on the Rights of the
Child requires States to “ensure that the child has access to information and material from a diver-
sity of national and international sources, especially those aimed at the promotion of his or her
social, spiritual and moral well-being and physical and mental health”. It further mentions in (d) a
“particular regard to the linguistic needs of the child who belongs to a minority group or who is indig-
enous” [emphasis added].
7 http://conventions.coe.int/treaty/en/Treaties/Html/005.htm
8 http://www.hrcr.org/docs/Banjul/afrhr.html
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simply states that every individual shall have the right to education. But in an African
context, this basic right is expanded upon in Article 11 of the African Charter on the
Rights and Welfare of the Child of 1990,9 which is generally similar to Article 13 of the
ICESCR.10 So, too, is Article 13 of the Additional Protocol to the American Convention on
Human Rights.11,12

In addition to the right to education, many minorities and Indigenous peoples
could benefit from additional education rights developed in a range of minority-
and Indigenous peoples-specific international instruments. It is important to recog-
nise that Indigenous and tribal peoples benefit from provisions directed at
minorities as well as those which are specifically directed at them. It should also be
noted, however, that many of the most important minority-specific instruments
have been developed in a European context with application primarily to European
states. There are relatively few Indigenous peoples in the European states (depend-
ing, of course, on how Europe is defined; some “European” instruments also in-
clude Russia; see, e.g. Zamyatin 2014, 2016a,b).

The most important of the Indigenous and tribal peoples-specific instruments,
the International Labour Organisation’s ILO Convention No. 169 of 198913 and the
United Nations’ General Assembly Declaration on the Rights of Indigenous Peoples
(”UNDRIP”) of 7 September, 2007, are both global in scope, but both suffer from
certain limitations: ILO Convention No. 169, as a treaty, creates binding legal obli-
gations for those States which ratify it, but thus far, only 23 states have done so.14

While the UNDRIP received very broad support within the UN General Assembly,
such support was not universal.15 Further, as a General Assembly declaration, it does

9 http://www.africa-union.org/child/home.htm
10 Among the provisions which are not found in Article 13 of the ICESCR but which are found in
Article 11 of the African Charter on the Rights and Welfare of the Child are that the education of the
child shall also be directed to the preservation and strengthening of positive African morals, tradi-
tional values and cultures (paragraph 2 (c)), and that States Parties shall take special measures in
respect of female, gifted and disadvantaged children to ensure equal access to education for all sec-
tions of the community (paragraph 3 (e)).
11 The American Convention on Human Rights (http://www.oas.org/juridico/english/sigs/b-32.
html) was signed in 1969.
12 https://www.oas.org/dil/1988 Additional Protocol to the American Convention on Human
Rights in the Area of Economic, Social and Cultural Rights (Protocol of San Salvador).pdf
13 http://www.humanrights.se/wp-content/uploads/2012/01/C169-Indigenous-and-Tribal-Peoples-
Convention.pdf
14 As of December 2019, they include Argentina, Bolivia, Brazil, Central African Republic, Chile,
Colombia, Costa Rica, Denmark, Dominica, Ecuador, Fiji, Guatemala, Honduras, Mexico, Nepal,
Netherlands, Nicaragua, Norway, Paraguay, Peru, Spain, and Venezuela.
15 143 States voted in favour, four opposed the Declaration (Australia, Canada, New Zealand and
the United States; all have since accepted it), and eleven States abstained (Azerbaijan, Bangladesh,
Bhutan, Burundi, Colombia, Georgia, Kenya, Nigeria, the Russian Federation, Samoa and Ukraine).
All but two of the 23 States which have ratified ILO Convention No. 169 (Colombia, which abstained,
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not, strictly speaking, create binding legal obligations; it is part of “soft law” (UN
OHCHR 2018: 23). Nevertheless, Paragraph 1 of Article 8 provides that Indigenous
peoples and individuals have the right not to be subjected to forced assimilation or
destruction of their culture. And Article 13, paragraph 1, states:

Indigenous peoples have the right to revitalize, use, develop and transmit to future genera-
tions their histories, languages, oral traditions, philosophies, writing systems and literatures,
and to designate and retain their own names for communities, places and persons.

Article 13, paragraph 2, continues by obliging the states: “States shall take effective
measures to ensure that this right is protected.” Article 14 continues:
1. Indigenous peoples have the right to establish and control their educational

systems and institutions providing education in their own languages, in a man-
ner appropriate to their cultural methods of teaching and learning.

2. Indigenous individuals, particularly children, have the right to all levels and
forms of education of the State without discrimination.

3. States shall, in conjunction with indigenous peoples, take effective measures,
in order for indigenous individuals, particularly children, including those living
outside their communities, to have access, when possible, to an education in
their own culture and provided in their own language.

State education (mentioned in 2 above) is at least supposed to be ‘free’ – involving
no payment of fees. But the Article says nothing about who is to finance the estab-
lishing and running of Indigenous/tribal peoples’ educational systems in their own
languages. Which ITMs have the financial resources to establish their own schools?

The 2006 Convention on the Rights of Persons with Disabilities (CRPD)16 further
specifies the right to education for persons with disabilities “without discrimination
and on the basis of equal opportunity” to “ensure an inclusive education system at
all levels” (Article 24). ITMs include all differently abled persons; the Convention,
however, mentions the Deaf people specifically.

The importance and the implications of these rights for ITMs and their rele-
vance to their education, and the sad stories about their lack of implementation,
are presented in hundreds of books (Skutnabb-Kangas and Dunbar 2010, Skutnabb-
Kangas, Phillipson, and Dunbar 2019, Skutnabb-Kangas and Phillipson (eds.) 2017).
If one wants both formal education and human rights to work for the cause of social
justice, ensuring the role of ITM languages in education is a central issue.

and Fiji, which was absent), supported the declaration. See http://www.un.org/News/Press/docs/
2007/ga10612.doc.htm.
16 https://www.un.org/development/desa/disabilities/convention-on-the-rights-of-persons-with-
disabilities.html
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3 The role of ITM languages in education

It is noticeable that no direct reference is made in any of the above provisions to a
right to education in or through the medium of any particular language or, specifi-
cally, to education in or through the medium of the mother tongue or first language
of the child, with rare exceptions. It is surprising that there is no separate reference
to linguistic groups in the provisions on education (as many human rights treaties
do make such a reference). But given the acknowledged close relationship between
language and ethnicity, it is unlikely that the omission of linguistic groups would
leave such groups outside the protection of rights provision, specifically, in educa-
tion in or through the medium of the mother tongue of the child.

The issue of the right to a specific medium of education has been addressed in
several court cases. Skutnabb-Kangas and Dunbar (2010: 16–17), having examined
these court cases, argue that

where children with limited linguistic skills in a particular language are subjected to education
through the medium of that language, this should be considered to be a denial of the sub-
stance of the right to education. We are strengthened in this view by the decision of the United
States Supreme Court in a very important case involving the provision of education only
through the medium of English to about 1,800 children of Chinese ancestry or origin who ef-
fectively spoke no English. The case, Lau v. Nichols,17 is relevant to the question of the interac-
tion of the right to education and the principle of non-discrimination. The Supreme Court
observed the following about such interactions in educational practices.

Basic English skills are at the very core of what these public schools teach. The imposition
of a requirement that, before a child can effectively participate in the educational program, he
must already have acquired those basic skills is to make a mockery of public education. We
know that those who do not understand English are certain to find their classroom experiences
wholly incomprehensible and in no way meaningful.

The case did not involve a consideration of a right to education, but by concluding that the
education here was “incomprehensible” to the students and therefore “in no way meaningful”
[the court‘s pronouncement] is clearly suggestive of a complete denial of any right to education.

In most countries, ITMs use in their home a language or languages that is/are differ-
ent from the one/s used in the public institutions created and controlled by the
state. Their languages are commonly used as a pretext for their exclusion from the
educational system, which is a prelude to exclude the speakers of these languages
from any rightful participation in every sphere, economic, political, social, cultural
and aesthetic. The status of their home language/s in schools is central to the policy
and practice of exclusion. For reversing this exclusion, the ITM language/s must
have a central place in the policy and practice of inclusion. Their languages cannot
be peripheral or an appendage to the policy and practice in any spheres, starting

17 (1974), 414 U.S. 563 (available at: http://straylight.law.cornell.edu/supct/html/historics/USSC_
CR_0414_0563_ZS.html).
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crucially from education. But including the language of education (or language in
general) has not seemed to be necessary in all inclusion planning.

A recent example is the 2018 UNESCO report Concept note for the 2020 Global
Education Monitoring Report on inclusion.18 Even when inclusion is both defined
and described in detail in the Concept note, language (as one of the most important
causal factors in exclusion in education) is not mentioned even once! This UNESCO
report discusses the development of the concept of inclusion and gives its own defi-
nition. It takes as its starting point the general comment 4 of the CRPD Committee
in 2016, which specifies that inclusive education “‘focuses on the full and effective
participation, accessibility, attendance and achievement of all students, especially
those who, for different reasons, are excluded or at risk of being marginalised.’
Inclusive education is a process, not an endpoint.” (p. 3) The concept note contin-
ues on the same page with:

Inclusive education has been described in its essence as a statement of political aspiration, an
essential ingredient in the creation of inclusive societies, and a commitment to a democratic
framework for action. It is both a call for democratic education and an education in democ-
racy. It addresses key questions about the kind of world in which we want our children to live
and the role of education in building that world. Accordingly, inclusive education is not re-
stricted to questions about where education takes place (for example, in segregated special
schools or regular schools), but also involves a range of elements that form educational experi-
ences and outcomes. These elements can include the content of education and learning mate-
rials, teaching and teacher preparation, infrastructure and learning environment, community
norms, and the availability of space for dialogue and criticism involving all stakeholders
(Concept note for the 2020 Global Education Monitoring Report on inclusion, p.3)

The mother tongue/home language (or languages) should of course be one of the
main elements listed above in the last sentence. It is the language/s through which
people have their primary socialisation and relate themselves to the natural and so-
cial worlds outside. This role of home languages cannot be ignored for the ITM peo-
ple, but their significance is often undermined by policy makers, as in the UNESCO
report above. Ignoring the home language/s is like valuing life support systems over
natural breathing. But “home language” is not a singular notion, it often refers to
multiple languages in functionally multilingual societies. A person in these societies
is likely to have a language repertoire rather than a single language for primary so-
cialization.19 This is inevitable, and a source of enrichment, in multilingual societies.
Every person must have a choice to use her language repertoire for the purposes she
considers beneficial to her. One or more than one language from the repertoire could
be chosen for social identification of the speaker by the speaker. This is the indexing

18 https://unesdoc.unesco.org/ark:/48223/pf0000265329
19 Swain’s doctoral thesis in 1972 recognised this – it was called “Bilingualism as a first language”.
Mohanty’s (2019) book describes in detail multilingualism as a first language.
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function of language. In “normal” circumstances, the home language(s) are chosen
for this function. The sense that these language(s) give to their speakers (and signers)
a sense of belonging to a speech community does not exclude a sense of simulta-
neously belonging to the larger society. Multiple identities coexist and are empha-
sized and distributed in different social contexts and for different social purposes.
Everyone in the larger society has a moral and democratic obligation not to use
anybody’s home language/s as a tool or pretext for exclusion. Hence social inclusive-
ness is built fundamentally on home language(s).

Inclusiveness is to have opportunities available to better one’s life by free choice.
Availing opportunities is accessing without hindrance the economic, political and
social capital of the state; being granted, mainly through formal education, the capa-
bilities to choose. According to Jean Drèze and economics Nobel laureate Amartya
Sen, “capability” refers to

the alternative combinations of functionings from which a person can choose [. . .] freedom –
the range of options a person has in deciding what kind of life to lead. Poverty [. . .] lies not
merely in the impoverished state in which the person actually lives, but also in the lack of real
opportunity – given by social constraints as well as personal circumstances – to choose other
types of living. Even the relevance of low incomes, meagre possessions, and other aspects of
what are standardly seen as economic poverty relates ultimately to their role in curtailing ca-
pabilities (that is, their role in severely restricting the choices people have). Poverty is, thus,
ultimately a matter of ‘capability deprivation’.

(quoted from Misra and Mohanty 2000a: 262–263; see also Drez̀e and Sen 2002: 35–36)

The loci of poverty, and of intervention, are in Amartya Sen’s view, economic, so-
cial and psychological, and so measures have to be taken in each of these areas.
Misra and Mohanty (2000a: 264) connect this view to education: “Psychological
processes, such as cognition, motivation, values and other characteristics of the
poor and the disadvantaged are to be viewed both as consequences as well as ante-
cedent conditions which are ultimately related to human capabilities”. The central
question in reducing poverty is, in their view: “What is the most critical (and cost
effective) input to change the conditions of poverty, or rather, to expand human
capabilities?” They respond to it themselves: There is “a general consensus among
the economists, psychologists and other social scientists that education is perhaps
the most crucial input” (Misra and Mohanty 2000a: 265).

What are the consequences for our argumentation for languages here? If poverty is
understood as “both a set of contextual conditions as well as certain processes which
together give rise to typical performance of the poor and the disadvantaged” in school,
and if of “all different aspects of such performance, cognitive and intellectual functions
have been held in high priority as these happen to be closely associated with upward
socio-economic mobility of the poor” (Misra and Mohanty 2000b: 135–136), then we
have to look for the type of division of labour between both/all languages in education
that guarantees the best possible development of these “cognitive and intellectual
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functions” which enhance children’s “human capabilities”. What is done today when
ITM children are instructed with a dominant language as the teaching language in sub-
mersion education is not enhancing but rather curtailing these functions, and thus de-
priving children of the choices and freedom that are, according to Sen, Drèze and
others, associated with the necessary capabilities. An ITM child in a submersion pro-
gramme may be physically included, but s/he is certainly psychologically and cognitively
excluded if she does not understand (most of) what the teachers and the textbook say.

Inclusiveness is also to be a beneficiary in the outcomes of the development of
the state. Such inclusiveness means the necessity of investment in all languages of
the state and in their resources by the policy makers as well as the private citizens.
Social justice is served when this investment is made, and the dividends are shared
across the peoples. Social justice, in contrast to criminal justice, is often viewed as
correcting historical malevolence that has happened through discrimination. But it
is more than that. It is also honouring the rights of the sovereign individuals as citi-
zens and as human beings. This also means honouring their right to their languages.

There is the imputed problem of “self-exclusion” by the minorities from their own
speech communities if they surrender their linguistic right of using their home lan-
guage in public domains such as education even when the country’s constitution pro-
vides it (Annamalai 2000). The larger society, including its policy makers and courts,
portrays it as a voluntary choice. Yet it is anything but voluntary, if we understand a
voluntary action as one that is without implicit pressures and falsely promised incen-
tives. In the choice of language in education there is no such voluntary action. The
formal structure of education makes the option of minority languages as teaching lan-
guages either non-existent or a kind of “special education” that is stigmatized. Thus,
the structure of education forcibly assimilates ITM children and (tries to) transfer(s)
them at least linguistically to another group, namely the dominant-language-using
group. Linguistic and often also cultural forced assimilation, in other words.

It bears repetition that the indispensable place for dispensing social justice is edu-
cation and the place of languages in education. It begins in the school. While school is
the microcosm of society, it is also the transformer of society. Language policy in edu-
cation should prevent the school from reproducing the inequalities of the society; it
should explicitly be planned to produce equality in the society. Hence the design of
mother-tongue-based multilingual education (MTB-MLE), as described below, is of ut-
most importance. Education, in other words, can be preventive of social ills, including
conflict. It is not just a moral imperative; it is an economic (and political) imperative.
Emphasizing the importance of education and its role in eliminating violence in soci-
ety, Jan Eliasson, a former Swedish Foreign Minister and chairman of SIPRI Board of
Governors (SIPRI, the Stockholm International Peace Research Institute) points out
that “aside from saving and improving human lives, studies suggest that investing
$2 billion in prevention [of conflict] can generate net savings of $33 billion per year
from averted conflict” (as reported in Deen 2018).
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The importance of education is also highlighted from another angle, namely, the
waste of human resources. Globally, over 260 million children and youth do not attend
school, and 400 million children quit school after completing primary school educa-
tion, according to UN estimates (released in mid-February 2018; see UNESCO 2018).
This education crisis would by 2030 leave half of the world’s 1.6 billion children and
youth out of school or without the most basic skills by 2030 (Sanam Naraghi Anderlini,
Executive Director of the International Civil Society Action Network, as reported in
Deen 2018). A large percentage of these children who do not attend school at all or are
pushed out of school early are speakers of ITM languages. Non-use of these languages
in school is an important aspect in the push factor (see, e.g. Mohanty 2019). Hence the
role of these languages in a well-designed multilingual education system cannot be
over-emphasised. Next we describe some aspects of this multilingual education.

4 Multilingual education

Multilingual education emphatically does not mean offering children more than one
language as subjects, along with other subjects. There are elite schools that teach se-
lected international languages as subjects besides the national or official language of
the state. Schools in India by policy require that students acquire differentiated profi-
ciencies in various languages before they finish school after ten years of schooling
(Aggarwal 1991). These schools are not multilingual schools. Multilingual education
means using at least two languages as languages of instruction, as media of educa-
tion, in subjects other than the languages themselves (modifying Andersson and
Boyer’s [1970/1978] classical definition of bilingual education).

There are many different models of multilingual education, some with “good” re-
sults (see Table 1 below), some less successful. For ITM children, the programmes
recommended must create an additive learning situation: The child learns well both
the mother tongue/s and additional languages (for instance a dominant language in
the country or state where the child lives, and an “international” language). There
are many success stories, as described in the literature in our references. One exam-
ple is in Ragnarsdóttir (2016) and her team’s other publications; these give good over-
views of inclusive education and detailed descriptions of how it can be organised.

Unfortunately, most ITM children, if they attend school at all, are in a subtractive
learning situation. They learn (some of) a dominant language (which is the main teach-
ing language in these submersion classes) at the cost of their own language/s, not in
addition to it/them. The school subtracts from the linguistic repertoire that the child
brings to school; the child is submersed (not immersed) in a foreign teaching language,
without any support.20 But inclusive education should offer both linguistic majority

20 See Skutnabb-Kangas and McCarty (2008) for some of the concepts in multilingual education.
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children and ITM children a chance to become high-level bi- or multilinguals. Table 1
compares six basic models of educational programmes, with “good” or “poor” results.
There are many variants of all of these. There is no one-model-fits-all; every model has
to be contextualised.

Table 1 presents comparisons of characteristics of some educational programmes
with “good” or “poor” results: 1. Segregation or 2. Submersion (for ITMs, with “poor”
results), 3. Minority Language Maintenance (for ITMs, with “good” results), 4. Immersion
(for Majority, with “good” results), 5. Dual Language (or Two-Way) (for both ITMs and
Majorities, with “good” results), and 6. ITM Revitalisation Immersion (for ITMs, with
“good” results). “Poor” results mean that at the group level, children do not reach high
levels of bi/multilingualism; they under-achieve at primary school, with negative results
for secondary and tertiary education and later life; they may have problems with their
identities and self-confidence (see Skutnabb-Kangas, Phillipson, and Dunbar 2019 for de-
tailed statistical descriptions of this from Nunavut, Canada). “Good” results means the
opposite: high levels of bi/multilingualism; a good chance of achieving at school and
later life, healthy self-confidence and positive often bi/multilingual identities. The order
of the programmes reflects their historical developments: Both segregation (e.g. in apart-
heid Africa) and submersion models (most ITMs in western countries, earlier and
still today) were initially common for ITMs. Long struggles by immigrant minorities in
the 1960s and 1970s resulted in maintenance programmes, which some national minori-
ties (e.g. Swedish-speakers in Finland, French-speakers in Canada and Afrikaans-
speakers in South Africa) had had for a long time. Immersion programmes with French
as the main teaching language for English-speakers started in Canada in 1967. Later
dual-language programmes combined in the same classroom a maintenance programme
for minorities and an immersion programme for majorities. And after long Indigenous
struggles, Revitalisation Immersion programmes for Indigenous peoples whose lan-
guages are seriously endangered or where children no longer speak them are rapidly
growing.

A classical submersion programme where a dominant language is the main teach-
ing language, can have ITM children only, or both ITM children and dominant lan-
guage speaking children (but the teaching through the medium of the MAJ (Majority)
language often happens as if this dominant language were everybody’s mother tongue
(MT)). The teacher is mostly a monolingual speaker of the teaching language in coun-
tries such as the USA, Canada, Australia and Aotearoa/New Zealand. In other countries
the teacher may know (some of) the MT of some of the students but is often officially
not allowed to use it. The children or parents have not “voluntarily” chosen this kind
of education; for it to be voluntary, alternatives should exist, and, very importantly, in
most countries parents are not offered enough high-level research-based information
on the long-term consequences of the model. Parents often do not speak or read the
languages in which the research is communicated. Often submersion programmes
through the medium of English have high status, both in ex-colonial situations but
also others, and parents are misled into believing that their children learn English well
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in them (see for examples Mohanty 2019; Rao 2017; Bunce et al. 2016; Skutnabb-
Kangas and Heugh 2011). There are examples of submersion programmes that work,
for instance, programmes for Korean, Chinese, Vietnamese etc. immigrant minority
children in the United Kingdom and Canada. But the enrolled children mostly have
special support for the mother tongues, such as grandparents living with the family
speaking the language, new flows of migrants speaking it, extra private MT teaching,
summer camps, books at home in the MT, etc. (for Canadian exemplary ones, see, e.g.
Cummins 2000, forthcoming).

Mother-tongue-based multilingual programmes are part of the language main-
tenance programmes in Table 1. Most research shows that the MT should be the
main teaching language minimally for the first 6 years, preferably longer. Thomas
and Collier (2002), comparing several programmes in a large-scale quantitative
study, write, for instance, that the longer the MT remains the main teaching lan-
guage, the better the results in not only the MT but in all subjects, and, importantly,
the dominant language. The language of instruction is also a more important factor
than the social class of the students, i.e. ITM children with low socioeconomic
status in these programmes can do as well as middle class children taught through
the medium of their language. There are thousands of articles and projects and
hundreds of books providing evidence to these claims. The arguments against these
programmes are political, not scientific.

Table 1 also shows that UNESCO’s (1953) claim that the mother tongue is axiom-
atically the best teaching language is not that simple. Segregation programmes
(such as apartheid teaching in South Africa, or Turkish-medium teaching of Turkish
immigrant children in Bavaria, Germany, both in the 1980s and 1990s) have the
goal to repatriate the children (for details, see Skutnabb-Kangas 1990). They use the
MT of the students, but the teachers do not often have good training, their salaries
are low, and the social circumstances are not conducive for positive school achieve-
ment for the children. On the other hand, it is perfectly possible to teach some chil-
dren through the medium of a language that they do not initially know, provided,
importantly, that the conditions in Table 1 are met. Again, there are hundreds if not
thousands of reports and articles describing these Immersion for Majority (i.e.
speakers of a dominant language) programmes. They were initiated in Canada in
1967 and have since spread to many countries.

It is important to compare the features of the Revitalisation Immersion model for
ITMs with Immersion for Majority. In both immersion models, the dominant majority
language, for instance English, is learned well anyway, even if it is not used as the
teaching language for the first years (e.g. not before grade six, most often even later).
It is taught as a mother tongue a few hours per week, and the children are sur-
rounded by it in the society where they live. In the Revitalisation Immersion model,
many of the children come from families where the mother tongue has ceased to be
transmitted from the parent (or even grandparent) generation to the children, and
the children are thus either monolingual or very dominant in the majority language.
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The ITM language can still be seen as their mother tongue, even if they know only
little of it or do not know it at all. In this case the mother tongue is not defined as the
language that the child has learned first (often a good definition of an MT) but as a
language that the child (and parents) identify with, even if they do not know it (or
know only a little of it).22

The Table also shows some of the features that the programmes with either
“good” or “poor” results have in common; for instance, both social and linguistic
goals for these programmes are positive for the “good” group, whereas the pro-
grammes with “poor” results in most cases prevent social mobility of the children.
The teachers in programmes with “good” results are bi/multilingual. This enables
them to support the development of the children’s metalinguistic awareness
(knowledge of how languages function), because they can compare the languages
involved. Metalinguistic awareness is, according to Mohanty’s (2019) detailed
long-standing studies, probably the main causal factor behind the many benefits
that bi/multilinguals as a group have over comparable monolinguals. The teach-
ing with “good” results also has cognitively demanding content.23

We do know how various groups of children should be educated for “good”
results that add to bi/multilingual skills: a fair chance of succeeding in school and
in later life, deep self-confidence, strong sense of identity, ensured social justice
and communal inclusion through participation in society. Why are then the solidly
research-based recommendations not followed in most ITM education? There are
countervailing forces and counter ideologies advanced by those who resist change
in education to perpetuate the status quo, which answer this question partially.

5 Countervailing forces against educational justice

Factors presented against using the optimal models of multilingual education in-
clude the following. First, policy makers responsible for language in education
often come from the elite class with a market-based view of efficiency in terms of
monetary cost. From this point of view, to have a variety of educational models ap-
pear as inefficient in several ways. The return of financial investment in MT-based

22 Articles in the 521-page Hinton, Huss, and Roche (2018) book describe tens of these revitalisa-
tion situations. Olthuis, Kivelä, and Skutnabb-Kangas (2013) describe in detail one revitalisation
project where the two missing generations of speakers of Aanaar Saami were recreated, and the
whole community (now numbering some 450 speakers) has got new life. Many speakers of very
small Indigenous and tribal languages are in a similar situation; the few native speakers are elders.
Obviously, it is incredibly wasteful, and criminal, first to almost or completely kill off these lan-
guages, and then laboriously recreate or revitalise them.
23 Many more of them, with comparisons and explanations can be accessed, for instance, in
Skutnabb-Kangas (1990), and in Skutnabb-Kangas and García (1995).
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multilingual education does not commensurate (measured in terms of GDP), as the
policy makers claim. This is an ideological position without empirical support.
There is empirical research that suggests the contrary. Walter and Benson (2012)
and Grin (2005), among many others, have shown that the costs of good minority
education are either marginal, or lower than submersion education. Grin asks both
what the costs and benefits are if minority languages aremaintained and promoted,
and what the costs (and benefits) are if they are neither maintained nor promoted.

Some of Grin’s conclusions from several publications are as follows:
– diversity seems to be positively, rather than negatively, correlated with welfare
– available evidence indicates that the monetary costs of maintaining diversity

are remarkably modest
– devoting resources to the protection and promotion of minority cultures [and

this includes languages] may help to stave off political crises whose costs
would be considerably higher than that of the policies considered [the peace-
and-security argument]

– therefore, there are strong grounds to suppose that protecting and promoting
regional and minority languages is a sound idea from a welfare standpoint, not
even taking into consideration any moral argument
(Grin 2003: 26).24

In addition, the enormous global wastage when children do not attend school or
are pushed out early is enormous, also economically.25

Secondly, MT-based multilingual education is perceived to be divisive: the claim
is that reproducing minorities as “unassimilated” minorities through education is
thought to work against national unity (by which policy makers mean uniformity). It is

24 We summarise Grin’s economic arguments from an email dated 15 January 2019 (partially presented
in Grin 2005): “ . . . simulation results comparing education through MT versus education through some
LWC [languages of wider communication] show that under plausible assumptions (which would also
be testable with suitable data), offering MT-medium education ‘pays for itself’, because it tends to result
in lower class repetition rates, thus reducing the average per-student cost – and thus freeing up commu-
nal resources. . . . The positive net effect of offering MT education is further reinforced if one takes into
account higher average skills, which gives people access to better jobs – and better jobs, which usually
are not just more interesting and more empowering for individuals, also tend to generate higher market
value, which in turns gives rise to higher tax revenue. In other words, through this channel too, offering
MT-medium education is a sound economic investment, even if you put aside linguistic human rights
(LHR) considerations. Putting it another way still, a properly conducted economic analysis of MT educa-
tion would generally dovetail with and reinforce LHR-based recommendations.”
25 George Monbiot (2018: 109), discussing Universal Basic Income trials in several countries, notes
that in “Madhya Pradesh, India – whose levels of poverty ensure that even small payments can
make a big difference – strong improvements were seen after six months in health, nutrition and
school attendance” (see also SEWA Bharat 2014). If parents can afford it (“small payments”) and if
they see that children understand what is said in schools and can participate, ITM children attend
school and stay there.
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believed that it is language differences that cause conflicts, and therefore they should
be eliminated through assimilation; education through the dominant languages is
supposed to lead to assimilation. But the opposite is true. Where language-based hi-
erarchies dovetail with political and economic hierarchies, it is these rather than lan-
guage differences that cause conflict; it is often precisely the lack of language rights
that leads to conflict, according to several peace-and-conflict researchers. Linguistic
Human Rights (LHRs), also in education, may be part of the solution; they can also
work to grant ITM languages more status and may enable ITMs to integrate instead of
assimilating. Still, most states continue the shortsighted and counterproductive poli-
cies of denying ITM children basic linguistic human rights, including proper mainte-
nance-oriented multilingual education. States may find themselves in a position to
pay huge reparations if this is continued. Some of those states which are now apolo-
gizing for the treatment that Indigenous children have suffered from in residential
and other schools (see The Truth and Reconciliation Commission of Canada 2015) are
now faced with their obligation; some others are already following (e.g. the Nordic
countries). ITMs as groups may also demand reparations for the loss of their liveli-
hood, sacred places and way of life; there are already many court cases. Granting
ITMs educational (and other) LHRs is a necessary part of conflict resolution by giving
them dignity and opportunities.

Thirdly, a historically and politically determined hierarchical social positioning
of languages in a society has more public acceptability than equality between lan-
guages; the “acceptance” is hegemonically manufactured by the very elites who are
the beneficiaries of linguistic stratification. This is achieved by the elites, who own or
control the instruments of communication such as the media and other resources to
influence thought, by framing the public discussion in a self-serving narrative and
thus wielding enormous influence over government policies.

Fourthly, the pyramidal structure of education from primary to tertiary levels al-
lows less and less local control of education as the levels go up, and this leaves little
room for a multiplicity of languages at the higher levels of the pyramid. The pyrami-
dal structure of education arose to meet the needs of a centralised economic and bu-
reaucratic structure needed to sustain an industrial economy. Decentralisation may
to some extent flatten this structure.

Fifthly, the ITM mother tongues learned through multilingual education have
today no material use in public domains after school and so learning the mother
tongues is unproductive. This puts the cart before the horse. A fundamental goal of
multilingual education is to effect a change in the existing linguistic organisation of
society, which today excludes the languages of the dominated communities from
the life of the wider society. With the changes advocated in this chapter, ITM lan-
guages would play some roles in public domains, i.e. there would be demands for
them. This can create more supply, which in turn can increase the demand, until the
situation is “normalised” (a concept used by the Basques and Catalans in Spain)
when the languages have their rightful and just space in society. Multilingual
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education prepares ITM students to make the changes successful. The most important
issue, however, is for ITM language speakers to maintain the dignity of their lan-
guages and to create a space for them in the public sphere.

Dealing with these counter positions and factors, which make “normalisation” of
the status of ITM languages more complex, is not helped by the national and state
level governments’ subversion of, and indifference to, implementing the good na-
tional policies and international agreements that are in place in many countries. The
very factors mentioned above probably cause much of the subversion and indiffer-
ence. The challenge is to cut the circularity in the problem. One way to meet the chal-
lenges is through advocacy with and by speakers of ITM languages, so that they
might stop believing that these countervailing factors are insurmountable and might
not surrender to the forces behind such ideological positions. Instead, they might re-
sist the power of persuasion of these forces through seeing how consent to policies
harming their long term interests could be manufactured (see Herman and Chomsky
1988) though various means including education.

This advocacy work with ITM speakers is equally important as advocacy with pol-
icy makers at national and international levels. Lo Bianco (2018: 36–37) analyses
some of its difficulties in detail. Opponents of minority language advocacy, he writes,
“often deploy ‘egalitarian’ and ‘participatory’ arguments” against activities which try
to reverse language shift (RLS), especially in “societies that prize democratic involve-
ment of citizens”. In his analysis of these cases, hostility to revitalisation efforts “orig-
inates not just in prejudice or negative judgment against minority communities but,
perversely, also from the liberal belief in the overriding importance of public and
undifferentiated participation by all citizens” (Lo Bianco 2018: 36). In our view, this
is a neoliberal ideology of what inclusion means. Lo Bianco continues:

[W]hether originating in political ideologies of liberal participationism, or more conventionally,
in nationalist demands for cultural assimilation, minority language advocacy must respond to a
series of what I call “entrapment rebukes.” These are arguments used against RLS advocates that
the activity of minority language revitalisation traps the community in poverty and the young in
atavistic ethnic identity. I have encountered entrapment rebukes in language policy advising and
research in Australia, Asia, Europe, Oceania, and North America. Liberal critics use entrapment
logic as a reproach, overtly or subtly, while nationalist interests make recourse to entrapment rea-
soning as a caution against social fragmentation. Both represent a serious obstacle to public mobi-
lisation for language revitalisation activity. Minorities must regularly display political loyalty to
the state/nation, its participatory ideals, or its dominant cultural norms, as they search for suffi-
cient cultural autonomy to cultivate inter-generationally secure language maintenance.

(Lo Bianco 2018: 37–38)
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6 To conclude

The strength of a good multilingual education is not limited to its educational success.
To successfully achieve linguistic justice for speakers of home languages that are not
privileged historically, politically and economically, it is necessary to sustain the use of
these languages in life outside and after school in political and economic domains in
defined ways which go beyond their use in cultural and social domains. Multilingual
education lays the foundation for this, but to erect a structure on it is beyond the field
of education; the needed expertise must be trans- and interdisciplinary and has to be
organised at the national level and coordinated internationally. It needs to challenge
the dominance of globalised growth obsessed market forces and authoritarian political
forces that move in the opposite direction. Some positive signs can be seen in the use
of communication technology by people who organise against injustice and exclusive-
ness, and in increasing acceptance of the idea that the global is the local, i.e. multiple
locals make the global. Linguistic human rights are a necessary but not a sufficient tool
in the struggle for social justice, but they do not seem to be forthcoming. It would be
rational to reduce poverty through organising ITM education according to research rec-
ommendations, i.e. use mother-tongue-based multilingual education. Even if the seri-
ous harm of not doing it has been well known for a long time, and the principles for
what to do have equally been known, this has not led to mother-tongue-based multilin-
gual education on a large scale. Alexander’s review of educational achievements in
Africa concludes “[w]e are not making any progress at all” (Alexander 2006: 9); “most
conference resolutions were no more than a recycling exercise” (Bamgbose 2002,
quoted in Alexander 2006: 10); “these propositions had been enunciated in one confer-
ence after another since the early 1980s” (2006: 11); “since the adoption of the OAU
[Organisation for African Unity] Charter in 1963, every major conference of African cul-
tural experts and political leaders had solemnly intoned the commitment of the politi-
cal leadership of the continent to the development and powerful use of the African
languages without any serious attempt at implementing the relevant resolutions”
(2006: 11). This has led to “the palpable failure of virtually all post-colonial educational
systems on the continent” (2006: 16). A similar analysis of other parts of the world
would quite probably share Alexander’s conclusions.

We need implementation of the existing good laws and intentions (there are
many).26 The sad situation is manifestly not a question of lack of information about
what should be done; the political will for that is mostly lacking. Alexander’s analysis
of reasons for it (2006: 16) states:

The problem of generating the essential political will to translate these insights into implement-
able policy [. . .] needs to be addressed in realistic terms. Language planners have to realize that

26 The United Nations OHCHR (2018) gives many examples from all over the world of Constitutions
which not only acknowledge ITM’s rights but make states firm duty holders.

396 E. Annamalai and Tove Skutnabb-Kangas

 EBSCOhost - printed on 2/9/2023 9:07 PM via . All use subject to https://www.ebsco.com/terms-of-use



costing of policy interventions is an essential aspect of the planning process itself and that no
political leadership will be content to consider favourably a plan that amounts to no more than a
wish list, even if it is based on the most accurate quantitative and qualitative research evidence.

What Alexander advocates is that the costs of organising or of not organising Mother
Tongue based Multilingual (MTM) education are made explicit in economic terms.
This necessitates a type of multidisciplinary approach to MTM education that mini-
mally includes expertise of sociolinguists, educators, lawyers and economists.
Without that level of engagement, it seems impossible to even start convincing states
of rational policies that would in the end be really beneficial not only for ITMs but for
the states themselves, including their elites.

When policy makers realize that hierarchical unequal societies are destructive for
all, including the rich,27 when those in power themselves start seriously experiencing
the consequences of the human consumption induced climate catastrophe, and
when the economic elites accept that the necessary economic de-growth can and
must be combined with the growth of necessary human rights for ITMs, some change
in education towards social justice and inclusiveness might be possible – unless it is
already too late . . .
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Gregory A. Cheatham and Sumin Lim

20 Disabilities and home language
maintenance: Myths, models
of disability, and equity

1 Introduction

In the United States (U.S.), public schools are increasingly charged with appropriately
meeting the educational and social needs of all emergent bilingual students. However,
systemic educational inequities exist for students from historically-marginalized back-
grounds who are emergent bilinguals (Harry and Klingner 2014). For emergent bilin-
gual students including those diagnosed with or at risk for disabilities, home language
maintenance and thus bilingualism are important to language development, academic
performance, identity as well as family and community functioning (Cheatham and
Hart-Barnett 2017).

Discussion of home language maintenance for emergent bilingual students, who
have been diagnosed with or are considered at risk for disabilities, is inherently com-
plex. Social and educational contexts as well as students’ academic, functional, and
behavioral characteristics, and educators’ implementation of effective educational pro-
grams (or not) can impact disability diagnosis. By examining key social factors, re-
search has contributed to better understanding of these students and their educational
contexts.

2 Statement of purpose

In this chapter, we focus on a critical social variable in the lives of students who are
emergent bilinguals – education – in relation to home language maintenance. First,
we briefly review myths regarding emergent bilingual students who are labeled as hav-
ing a disability. Next, we discuss challenges for schools regarding home language
maintenance through a nexus of the medical model of disability and deficit discourses
for minority students. In so doing, we advance an alternative conception of emergent
bilingual students and disability using the social model of disability as an equity-
oriented paradigm. This approach holds promise for home language maintenance for
emergent bilingual students with and without a disability diagnosis. Here, we focus on
students who are emergent bilinguals with reference to learning disabilities (LD),
which is the most commonly diagnosed disability for emergent bilingual students in
the U.S. (Orosco and Klingner 2010). Additionally, our discussion primarily focuses on
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U.S. schools and students although the findings may be of interest for researchers and
educators in other geographic contexts.

3 Myths about disabilities and home language
maintenance

Myths abound regarding emergent bilingual students diagnosed with disabilities
(Cheatham and Hart-Barnett 2017). These myths are likely to have a basis in deficit
discourses about minority students and their families, low expectations regarding
minority students, and misunderstandings of research. Consequently, these stu-
dents’ capabilities can be underestimated – “If they cannot learn one language,
how can they learn two languages?” is a question that educators and researchers
may ask. From this viewpoint, maintaining a home language and learning the dom-
inant language of society are expected to yield additional developmental chal-
lenges. Indeed, education professionals continue to make recommendations that
emergent bilingual students diagnosed with disabilities stop speaking their home
language in favor of the dominant language (e.g., English in U.S.) (Jegatheesan
2011; Jordaan 2008). However, emerging research suggests that a positive view of
home language maintenance and bilingualism is warranted for students diagnosed
with disabilities. Before delving into social contexts of disability and disability mod-
els, we begin by refuting two myths about these students.

The first myth is that home language maintenance, and bilingualism more gen-
erally, causes or contributes to disability or significant delay (C. Baker, 2017).
However, by comparing bilinguals to monolinguals diagnosed with and without
disabilities, researchers suggest that bilingualism neither causes nor compounds
disability (e.g., Kay-Raining Bird, Genesee, and Verhoeven 2016; Lund, Kohlmeier,
and Duran 2017). Notwithstanding limitations of comparison studies (see our dis-
cussion in section 5 regarding disability diagnoses), growing evidence indicates
that bilingualism is not inherently problematic for, firstly, students with reading
disabilities, when investigating reading, language, memory tasks (Abu-Rabia and
Siegel 2002), word reading, and working memory (Da Fontoura and Siegel 1995).
Secondly, for students diagnosed with autism, language skills (Hambly and Fombonne
2012; Ohashi et al. 2012), language and vocabulary skills (Petersen, Marinova-Todd,
and Mirenda 2012), and language and social skills (Reetzke et al. 2015) were largely
equivalent to those of monolingual children with autism. Thirdly, for students with lan-
guage disabilities (i.e., language impairments), it was found that grammatical and mor-
phological skills were not significantly different from those of comparable monolingual
students (Paradis et al. 2003). Fourthly, studies suggest that semantic and morpho-
syntactic skills of students with Down syndrome (Feltmate and Kay-Raining Bird
2008), their expressive and receptive communication, vocabulary, and mean length
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of utterance (Kay-Raining Bird et al. 2005), as well as their multiple language,
memory, and cognitive skills (Edgin et al. 2011) were not significantly different
from those of monolingual children with Down syndrome.

A second myth is that emergent bilingual students diagnosed with disabilities
should participate in education using only the society’s dominant language (e.g.,
English-only in the U.S.) rather than bilingual instruction (Cheatham and Hart-Barnett
2017). However, while research remains limited, studies illustrate that for bilingual stu-
dents labeled with a variety of disabilities, instruction incorporating the home lan-
guage is equally/more effective than second language only (e.g., English) education
(Cheatham, Santos, and Kerkutluoglu 2012). For example, students’ vocabulary, pho-
nological awareness, writing/reading, appropriate behavior, and narration skills were
as high or better with instruction that included the home language compared to domi-
nant-language only instruction. Studies focused on various outcomes for children with
autism, speech-language impairment, and intellectual disability (Gutiérrez-Clellen,
Simon-Cereijido, and Sweet 2012; Lang et al. 2011; Pham, Kohnert, and Mann 2011;
Rohena, Jitendra, and Browder 2002; Simon-Cereijido, Gutiérrez-Clellen, and Sweet
2013; Thordardottir et al. 2015; To, Law, and Li 2012). Most studies investigated lan-
guage learning for younger emergent bilinguals with language impairments. Studies
including emergent bilingual children considered “at risk” (i.e., students thought to be
at risk for disability diagnosis) have also illustrated that home language and bilingual
instruction tend to result in same or better outcomes compared to instruction without
the use of the home language (e.g., Durán, Roseth, and Hoffman 2014). Importantly,
evidence suggests that these students can also be included in general education envi-
ronments rather than being segregated to special education rooms and programs
(Cheatham and Hart-Barnett 2017).1

Some parents may not want their children to learn their home language, errone-
ously believing that bilingualism causes or contributes to developmental problems,
that two languages are too difficult, or that bilingualism is not needed (Cheatham and
Hart-Barnett 2017). Parents from multiple oppressed identities (e.g., low-income, racial/
ethnic minority, low English proficiency) and well-educated, high-income families who
have been misinformed may readily believe myths about disabilities and home lan-
guage maintenance. Nonetheless, research illustrates that parents of bilingual students
diagnosed with disabilities, including significant disabilities, may recognize the value
of the home language for their children’s cultural identity and communication needs
(e.g., D. Baker 2017; Hampton et al. 2017; Jegatheesan 2011). Emergent bilingual stu-
dents diagnosed with disabilities, who face challenges of marginalization in schools,
need inclusion in family and community life rather than isolation. Daily home activi-
ties, such as dinner table conversations, shopping, and religious activities, warrant

1 Studies of bilingualism for students who are deaf/hard of hearing are beyond the scope of this
chapter. Interested readers may refer to Willoughby (2012) and Wathum-Ocama and Rose (2002).
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home language development (Cheatham and Hart-Barnett 2017). Students’ identity as
bilinguals requires home language maintenance. Finally, the parent-child bond can be
placed at risk when families are convinced to adopt only the dominant society lan-
guage (Kremer-Sadlik 2005; De Houwer this vol.)

More research is needed regarding home language maintenance and bilingualism
for emergent bilingual students diagnosed with disabilities investigating, for example,
effectiveness of types of bilingual programs, and students’ language and academic
skills in relation to their functioning levels. Current evidence suggests that many
emergent bilingual students diagnosed with disabilities can be competent bilinguals
in accordance with their capabilities and attain positive language, academic, and so-
cial outcomes through instruction that includes the home language.

4 Home language maintenance, disability,
and social context

While studies address some myths about developmental and instructional outcomes
for bilingual students who may have disabilities, another key factor must also be
considered: U.S. societal and educational contexts include systemic deficit dis-
courses and educational inequities, which can impact these students’ education.
Consequently, emergent bilingual students, particularly students who have been
labeled as or suspected of having a disability, can face challenges to learning.
Within inequitable educational contexts, disability is complex and troubling. For ex-
ample, disability diagnosis for marginalized students, including students who are
emergent bilinguals, is a recognized problem (Artiles et al. 2005). These problems
exist despite U.S. educational disability law (i.e., originally PL 94–142 promulgated in
1975) that requires non-discriminatory evaluation to determine student disability and
includes a focus on individualized, appropriate education. As a component of discrim-
ination, disability diagnosis and associated educational remedies can assert dominant
group power over the students who are marginalized (Turnbull, Stowe, and Huerta
2007), resulting in oppression (Artiles 2013). As such, disability diagnosis and subse-
quent educational programming can be “disabling” by virtue of social context.

Thus, in this chapter we now turn to relationships between disability and home
language maintenance from a sociocultural and critical perspective in which deficit
discourses are ascribed to students who have what Crenshaw (1989) noted are multi-
ple, intersecting identities (e.g., language/racial/ethnic/socio-economic minority).
Emergent bilinguals in the U.S. are typically immersed in multiple, oppressive, and
compounding systems leading to low educational expectations, misunderstandings,
and under-education (Harry and Klingner 2014). As such, it is not uncommon that
students’ home languages are oppressed in favor of dominant language learning
(Artiles 2013).
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5 Home language maintenance in relation
to medical and social models of disability

Emergent bilingual students in U.S. schools can face deficit discourses, misdiagnosis,
and inappropriate education. The remainder of this chapter focuses on emergent bi-
lingual students suspected of having or diagnosed with learning disabilities (LD),
who constitute the majority of emergent bilingual students participating in the
U.S. special education system (Orosco and Klingner 2010). We discuss LD and home
language maintenance in relation to the medical model and social model of disabil-
ity. We focus on social and linguistic factors that contribute to difficulties for emer-
gent bilingual students suspected of and diagnosed with LD within these contrasting
viewpoints of disability. For this discussion, we adhere to a strict interpretation of the
medical and social model and extend the scope of these models to an analysis of bi-
lingualism. Although the medical model dominates U.S. educational discourse,
the social model, originated by disability studies scholars and disability rights acti-
vists, appears to be slowly impacting educational research and influencing the
U.S. education system.

The medical model of disability, which rests firmly in a clinical perspective on
human functioning, is the primary perspective on disability within education
(Arehart 2008). Like in medicine, identifying and addressing a biologically-rooted
problem relies on diagnosis based on the results of assessments, which lead to
“treatment.” Here, disability diagnosis and educational planning have appeal, be-
cause a disability label opens doors to special education services in the U.S. and
can provide students and families with explanations of learning difficulties
(Turnbull et al. 2015). In response to disability, schools provide instruction from
specially-trained professionals (e.g., special educators, speech-language patholo-
gists, physical therapists). The medical model can be appealing given its simplicity
(i.e., test, diagnosis, treatment). With its greatest applicability for disabilities rooted
in biology and psychology (Kalyanpur and Harry 2012), disabilities such as LD may
involve considerable professional subjectivity and thereby lead to bias against mi-
nority students, who may have different learning processes and needs (Harry and
Klingner 2014). In contrast, the social model of disability posits that disability is so-
cially is a social construction (Thomas 2004) and thereby accounts for social struc-
tures that assign disability to individuals (Oliver 1996).

In sections 5.1–5.3, we continue the discussion of the medical and social model
of disability. We critique three key features of the medical model in relation to the
social model and home language maintenance: (a) individualization, (b) diagnosis,
and (c) remediation. We highlight critiques of the medical model, and present an
alternate conceptualization of emergent bilingual students, home language mainte-
nance, and learning disabilities.
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5.1 Individualization

5.1.1 The medical model

The medical model of disability focuses on an individual’s perceived pathology in rela-
tion to “normal” individuals. Students who are different than dominant racial, cultural,
linguistic, or ability norms may be viewed in schools as having deficits in comparison
to those from dominant racial, cultural, and linguistic backgrounds (Artiles et al. 2010).
Thus, individual student differences can be equated with a “problem.” This viewpoint
reflects and socially constructs what Kachru (1994) characterized as monolingual bias,
in which bilingualism is conceptualized with reference to monolingualism without ac-
knowledgement of important differences between monolinguals and bilinguals.

For example, in U.S. general education settings, educators tend to compare emer-
gent bilingual students’ academic, language, or behavior skills to those of monolin-
guals, particularly standard American English spoken by White, middle-to-upper class
peers, and may presume that emergent bilingual students lack specific intrinsic lin-
guistic or cognitive skills. Moreover, in the individualization process, students’ skills
are decontextualized from students’ social, political, and educational forces (Arehart
2008). In so doing, poverty, societal discrimination, and inequitable educational
services are not considered related to students’ school performance differences.
Consequently, emergent bilingual students’ linguistic and communication skills may
be deemed by schools as “different” from the norm and, therefore, a “problem”, re-
gardless of social and educational contexts and educational services in which home
culture and language are ignored or excluded.

Pervasive deficit views can contribute to monolingual English speaking teach-
ers believing that students’ home language maintenance while learning the domi-
nant language (e.g., English) causes, or can contribute to disability or significant
delay (C. Baker 2017). Moreover, general educators may not want to teach emergent
bilingual students and may not know how to teach them (e.g., Bacon 2020; Walker,
Shafer, and Liams 2004). Furthermore, teachers may erroneously attribute charac-
teristics of second language acquisition and bilingualism to low motivation, low in-
telligence, and social problems (Cheatham et al. 2014). Based on deficit discourses
about bilingualism and emergent bilingual students, educators may advocate for
increased or exclusive English language services at the expense of home language
use in hopes of propelling students’ English language skills to be more like their
monolingual English speaking peers (C. Baker 2017; Mary and Young this vol.).

By placing a problem within the individual, the medical model of disability de-
contextualizes emergent bilingual students from marginalization and inequity within
schools and society (Artiles 2011). For emergent bilingual students, individualization
is infused with monolingual bias. Thus, emergent bilingual students’ different learn-
ing processes and needs can be erroneously conceptualized by school professionals
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as potential disabilities, which can lead to referral for special education evaluation
(i.e., comprehensive assessment to determine whether a student has a disability).

5.1.2 The social model

In contrast to the medical model’s individualization, which attributes a disability to
an individual’s impairments, the social model of disability emphasizes the social, en-
vironmental, political, or cultural structure that imposes disability on individuals
(Oliver 1996). In fact, this model proposes that disability is socially caused and, there-
fore, is a social construction (Thomas 2004). The cause of problems for individuals is
not inherent mental, physical, or cognitive impairments per se but social-structural
barriers that prevent people with impairments from fully functioning or participating
in the environment (Campbell and Oliver 1996). When society excludes or fails to ac-
commodate individuals’ impairments, people with varying needs in relation to their
impairments can become socially disabled (Oliver 2004). The social model, therefore,
results in an innovative understanding of disability that contests dominant social per-
ceptions of disability as an individual’s deficit (Campbell and Oliver 1996).

The social model reveals issues of social exclusion, discrimination, and oppres-
sion. The social model challenges the medical model’s pathologization, decontextu-
alization, and individualization of disability. Therefore, the main contribution of
the social model of disability is to provide an alternative conceptualization of the
“problem”, which leads to a rethinking of ways in which society defines, theorizes,
and designates disability (Oliver 2004). Consequently, the field of special education
is able to identify problems, such as negative labeling, stigmatization, or rejection
of individual differences.

In terms of linguistic diversity and inequity, the social model can promote atten-
tion to the socio-politics of monolingualism that oppresses bilingualism and to shift
from individual bilingualism to societal bilingualism. For example, the socio-politics of
a monolingual English ideology can undervalue and exclude linguistic diversity such
as bilingualism (Edwards 2003; Ellis 2006). This marginalizing mechanism reveals the
societal aspect of linguistic inequity and how the social model of disability vindicates
societal bilingualism. Policies and practices exercised in schools shape a bilingual stu-
dent’s language use, attitude towards language, and relationship to languages and to
speech communities of the languages. Societal bilingualism has developed an ecologi-
cal analysis of language (e.g., language as a social practice) and provides a way to ex-
amine emergent bilingual students’ home language maintenance or loss at the societal
level rather than individual level (García and Baker 2007). Thus, as the social model
challenges the problems of decontextualizing disability from surrounding disabling en-
vironments, societal bilingualism contextualizes the problem of negative language ori-
entations or internalizing practices within sociopolitical processes.
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Both the social model of disability and accounts of societal bilingualism argue
that society and its institutions should take the disabling effects and outcomes of so-
cial transformation of individual differences into account when considering emergent
bilingual students’ learning differences. Schools should review monolingual-biased
education policies and practices (e.g., the exclusive use of English in teaching, as-
sessing, and educational placements for multilingual students), which discourage
home language maintenance. Instead, educators can promote policies allowing for
students’ bilingual advantages in academic achievement. Additionally, educational
environments must be changed to address sociocultural, affective, and familial needs
for home language maintenance as discussed below.

5.2 Disability diagnosis

5.2.1 The medical model

Another feature of the medical model of disability that works with deficit view-
points of emergent bilinguals can be found during special education evaluation
(i.e., assessment to determine student disability). Individuals who are different
than mainstream norms have long endured misunderstandings and discrimination
regarding disability diagnosis. Students considered “different” are often marginal-
ized in schools and are at risk for disability labeling (Artiles et al. 2005; Sullivan
2011). This problem is amplified for students whose identities intersect across sev-
eral key parameters (i.e., poverty, non-White, other-than-English-speaking, labeled
with disability) (González, Tefera, and Artiles 2015; Artiles 2013). Thus, marginal-
ized students are defined not by what they are, but defined by what they are not
(Artiles 1998). Kalyanpur and Harry (2012) noted that the medical model sits in con-
junction with a clinical/statistical view of disability in which the “norm” for child-
ren’s skills, behaviors, functioning are measured, compared, and categorized.

Particularly problematic for schools is the diagnosis of LD for emergent bilingual
students, because it tends to focus on identifying student deficit. When students in
general education are suspected of having a disability, this approach follows a test-
diagnose-remediate procedure in which these students’ cognitive, linguistic, and aca-
demic skills are assessed (typically in English) and compared to other students on
the bell curve. However, criteria for LD diagnosis are vague: “A disorder in one or
more of the basic psychological processes involved in understanding or in using lan-
guage, spoken or written, which may manifest itself in the imperfect ability to listen,
think, speak, read, write, spell, or do mathematical calculations” (Individuals with
Disabilities Education Improvement Act of 2004; IDEIA, 2004). An agreed-upon, pre-
cise definition has not been established (Orosco et al. 2016). Without further detail,
school bias rooted in deficit discourses and monolingual bias can drive LD diagnosis.
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Additionally, U.S. schools traditionally diagnose LD via IQ-academic achievement
discrepancy: Students must have an intelligence score within what is considered aver-
age, and their intelligence scores must be significantly discrepant from their academic
achievement. For emergent bilingual students, this can lead to inappropriate diagnosis,
because this approach to diagnosis does not account for critical factors like bilingual-
ism and second language acquisition, particularly in relation to academic achievement.
For example, as a consequence of English-only education, home language attrition or
loss can occur. This is problematic because of the known importance to learning and
cognition between students’ home and second language (Lindholm-Leary 2012).

Emergent bilingual students’ standardized assessment scores may reveal weak-
nesses in the home language (due to lack of home language instruction) and in English
(as students acquire academic English in classrooms). Home and second language aca-
demic vocabulary is critical to a child’s developing cognition (Swanson, Orosco, and
Kudo 2017). Moreover, when students are tested in both home and second language
using translated tests, the two tests are typically not linguistically, functionally, and cul-
turally equivalent (Peña 2007). Additionally, standardized assessments of intelligence
and academic achievement do not account for typical characteristics of bilingualism,
such as code-switching. Consequently, students may be labeled as “semilingual”
(Grosjean 2008: 10; MacSwan and Rolstad 2006) without investigating limitations to
special education evaluation and students’ social and linguistic learning contexts.
Deficit labels do not acknowledge that bilinguals typically have linguistic strengths and
weaknesses as a response to the social conditions under which they learn and use each
language (e.g., English-only instruction) (C. Baker 2017).

Importantly, compared to emergent bilingual students who participate in bilingual
programs, students in English-only immersion programs are nearly three times more
likely to be identified as having a disability (Artiles et al. 2005). Additionally, academic
achievement skills in subject areas such as reading comprehension and mathematics
can erroneously point to disability, because they are intricately linked to students’ dy-
namic English language skills.

A final problem is also found in a contemporary approach to LD diagnosis in
U.S. schools using Response to Intervention (RTI).2 RTI is a movement away from the
medical model. It overcomes some weaknesses of the IQ-achievement discrepancy ap-
proach and has the possibility for improving LD diagnosis, because RTI focuses on in-
structional rather than student deficits. However, RTI can also be challenging for
emergent bilingual students, because instruction and assessment (e.g., via curriculum
based measurement) are often not geared toward emergent bilinguals including their
critical need for home language instruction and culturally and linguistically relevant

2 RTI is a student support model in which students receive evidence-based instruction at increas-
ingly intensive levels; if students do not learn in response to instruction, they may be referred for
special education evaluation.
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instruction (Orosco and Klingner 2010). Moreover, when curriculum-based measures
monitor student learning within RTI, emergent bilingual students can be disadvan-
taged if instruction and curriculum are not culturally and linguistically responsive
(Orosco et al. 2016), leading to deficit views of students.

Whether using the IQ-achievement discrepancy or RTI for LD diagnosis, emer-
gent bilingual students’ language use is a key aspect of diagnosis. Special educa-
tion evaluation typically occurs in English for emergent bilingual students (Phuong
2017), and as Kim (2017) noted, monolingual English verbal communication fails to
include students who present themselves differently. Even when both languages
are assessed, schools tend to measure emergent bilinguals’ lack of nativeness in the
dominant language (e.g., English) and, thereby, students’ failure to be “normal”
(Ortega 2014). When schools neither account for the total system for all languages
in a bilingual mind nor concede heterogeneous bilingual processing and competen-
cies (Cook 1997), schools are likely to underestimate bilingual abilities and to diag-
nose nonexistent deficits (Ortega 2016).

Emergent bilingual students are both over- and under-identified as having LD de-
pending on school contexts, individual student characteristics, and student popula-
tion characteristics (Artiles et al. 2005; Sullivan 2011). Inappropriate referrals to
special education and subsequent disability identification may occur because stu-
dents with language-related disabilities (e.g., LD) and emergent bilingual students
can share characteristics, such as poor oral language skills, syntactic and grammati-
cal errors, or comprehension difficulties (Ortiz and Maldonado-Colon 1986; Ortiz
2007). Moreover, the use of standardized assessment tools and LD diagnosis criteria,
which are rooted in the medical model of disability, can be problematic. Schools may
erroneously assume that the students’ language-related difficulties are due to second
language acquisition when, in fact, the student has an LD thus leading to under-
representation of students labeled with LD (Orosco et al. 2016). Furthermore, the
vague criteria for LD, the use of inappropriate assessment tools, and a lack of home
language instruction can contribute to emergent bilingual students’ inappropriate LD
labels. Indeed, Ortiz et al. (2011) suggested that 75% of emergent bilingual students
diagnosed with reading-related LD may be inappropriately diagnosed. Both under-
and over-representation are problematic in that the students do not have opportuni-
ties to access appropriate services designed to meet individual needs.

The prescriptive approach to conceptualizing and evaluating emergent bilingual
students within schools is dominated by deficit viewpoints, as the medical model of
disability may legitimize monolingual biased diagnostic procedures and instruments,
which are steeped in inferiority views of non-dominant languages (e.g., other than
English). Other consequences of disability diagnosis include stigmatization of students
and, as will be discussed below, educational planning that can exclude students from
home language/literacy learning, the general education learning environment, and the
general education curriculum.
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5.2.2 The social model

The social model of disability rejects the practice of localizing a perceived deficit
within an individual (i.e., individualization) and questions diagnoses based on the
medical model and its biased diagnosis systems. First, the social model challenges
the professionalized definitions, knowledge, and practice of an individualizing dis-
ability diagnosis. The social model defines disability as “a product of oppositional
structures within a socio-political system that produces disablement through in-
equities and social injustice” (Gabel and Peters 2004: 587). For example, this model
raises doubts about the taken-for-granted authority of the diagnosis system and its
prescribed remedies. If the traditional education system is able-bodied-people cen-
tered, then it attempts to solve the “problems” of people with differences (e.g., im-
pairments) and might merely reflect the biased nature of the education system. The
system, then, creates a power asymmetry between the dominant (e.g., able-bodied
professionals) and the dominated (e.g., people with differences or impairments)
and, consequently, generates social inequities and injustices. Namely, the social
model argues that disability is constructed through broad socio-political processes
across social and physical environments as well as individuals’ experiences func-
tioning within such contexts (Skrtic 1991). The social model, thus, is intended to
diagnose not individuals’ biological, intellectual, or psychological differences (i.e.,
impairments), but the extent to which a society is ill-prepared, unwilling, or fails to
accommodate those differences. The social model is used to identify societal rather
than individual problems.

To counter the problem, the social model of disability recognizes social divi-
sions, structural inequities, and power asymmetries that people with impairments
encounter (Barnes, Barton, and Oliver 2002). From this attempt, the field of special
education, which legitimizes its diagnostic system and remedial services to address
the perceived deficit within students (Harry 2013), is led to recognize the problem of
de-contextualizing aspects of such practice. As such, the social model helps schools
detect social barriers and conditions that transform minorities into being at risk for
disability or being disabled by/in schools.

The social model of disability can positively address various types of diversity.
Minority social identities (e.g., social class, race/ethnicity, gender, dis/ability, language
status) and associated lived experiences of the disabling environment are, therefore,
the objects of analysis (Barnes, Barton, and Oliver 2002). The social model provides
implications for linguistic inequity in relation to bilingualism such as identifying how
monolingual English society disables bilinguals, for example by promoting “One
Language Only” or ”One Language at a Time” (Li and Wu 2009: 193) resulting in detri-
mental effects on emergent bilingual students and their speech communities (Li 2016).

Moreover, the social model demonstrates that the problem is actually educa-
tion professionals’ biased understandings and school practices. As such, the social
model points to social disadvantages and inequities that limit bilinguals’ linguistic
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opportunities for home language maintenance in relation to educational, economic,
socio-cultural, or political constraints (Frattura and Topinka 2006). Monolingual bias,
native superiority, fears of bilingualism establish such social conditions, which prevent
bilinguals from becoming multi-competent bilinguals (Beardsmore 2003). The social
model of disability, thus, urges the field of special education to scrutinize how such
conditions regulate linguistic outcomes (e.g., home language maintenance or loss),
availability of options (e.g., English only education that suppresses bilingual educa-
tion), or (un)equal distribution of alternatives (e.g., limited access to quality bilingual
education programs for students diagnosed with disabilities).

5.3 Remediation

5.3.1 The medical model

A final key feature to critique about the medical model of disability that works in par-
allel with deficit views of minority students is the medical model’s focus on remedia-
tion. By placing the problem in individual students without reference to social,
contextual factors followed by disability diagnosis, schools may implement special-
ized instruction and professionalized practices to overcome consequences of disabil-
ity (Arehart 2008; Haegele and Hodge 2016). While typically well intentioned,
disability remediation can marginalize and oppress minority students and their home
languages. A central focus of special education services should be high quality inclu-
sion for students with diagnosed disabilities (i.e., providing students diagnosed with
disabilities with access to general education curriculum with typically-developing
peers in natural environments; DEC/NAEYC 2009). Despite legal mandates (e.g.,
IDEIA 2004), best practice recommendations (e.g., DEC/NAEYC 2009), and research
illustrating positive academic and social outcomes for students diagnosed with dis-
abilities and their non-disabled peers (e.g., Odom, Buysse, and Soukakou 2011),
schools within the U.S. struggle to successfully implement inclusion, particularly for
minority students (Artiles et al. 2010): Many minority students continue to be ex-
cluded from general education environments, and even when included, they may not
be provided with necessary supports for success.

Notwithstanding U.S. schools’ challenges to disability diagnosis for emergent bi-
lingual students, for those students who are diagnosed with LD, the medical model
tends to interconnect with deficit discourses as schools plan special education serv-
ices. U.S. schools struggle to meet the needs of students who have two perceived “pa-
thologies”: Disability and limited English language proficiency (LEP) (González,
Tefera, and Artiles 2015; Kangas 2017). This is what Cioè-Peña (2017) called an “inter-
sectional gap” in which students’ need for educational services for language learning
and disability services are inadequate.
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Emergent bilingual students are more likely to be segregated from typically de-
veloping peers than students who are not emergent bilinguals (Zehler et al. 2003).
Additionally, these students are likely to be placed in educational settings in which
English is the only instructional language (Zehler et al. 2003). Kangas (2018) found
another problem – a service hierarchy for emergent bilingual students such that
special education was prioritized over language services.

Moreover, as Kangas (2018) illustrated, there is a lack of professional collabora-
tion and misunderstandings about language education and special education poli-
cies. Even in schools where bilingualism is valued, school-level policies and practices
can result in emergent bilingual students being prevented from home language main-
tenance services (Kangas 2017). Furthermore, emergent bilingual students diagnosed
with disabilities may not participate in culturally and linguistically responsive in-
struction, which holds promise for enhanced content as well as home language and
dominant language learning (Orosco and Abdulrahim 2017; Ortiz and Robertson
2018). Thus, the medical model is integral to these difficulties, because it aligns with
a deficit view of emergent bilingual students who, according to this model, have
“problems” with both (dis)ability and English language proficiency (e.g., LEP), which
are conceptualized as two distinct pathologies, both requiring distinct remediation.

5.3.2 The social model

The social model of disability has implications for and aligns with particular ap-
proaches to providing educational services for emergent bilingual students diagnosed
with disabilities (e.g., inclusion, dual language programs for emergent bilingual stu-
dents diagnosed with disabilities). The importance of individual capabilities and socio-
political context to home language maintenance and bilingualism are well known
(Ortega 2014). This view embraces the interrelationships among individuals’ linguistic
systems, cognitive processes, and their socio-cultural experiences (Kramsch 2009). For
example, emergent bilingual students’ language development can be encouraged or
discouraged depending on ways in which their internal resources (e.g., cognitive or lin-
guistic capacities) interplay with external resources (e.g., environmental conditions for
language learning and use) (de Bot 2016). This echoes the social model of disability,
which views human diversity and associated cognitive or physical functioning as nat-
ural phenomena while remaining concerned with environmental (dis)ablement
(Baglieri et al. 2011). The social model of disability leads to emphasizing a democratic
society’s responsibility to optimize educational equity and provisions for all students,
which extends to emergent bilingual students’ academic achievement including
home language maintenance.

The social model of disability can liberate individuals diagnosed with disabilities
from the myth of (ab)normality (Reindal 2008). This model helps schools view minor-
ity students’ differences (e.g., race, culture, ability, language) with the intention to
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provide opportunities to learn the values of inclusion, respect for diversity, equity,
and full participation in all environments for all people (Connor et al. 2008).
Therefore, linguistic diversity, as it concerns emergent bilingual students, demands
that schools replace the fragmented approach to bilingualism with holistic ap-
proaches such as translanguaging pedagogy such that teachers and students can
flexibly use their entire language repertoire (e.g., home and majority language) to de-
velop students’ language skills corresponding to social, educational demands (López
and González-Davies 2015). Furthermore, the new perspective on home language
maintenance and bilingualism requires re-envisioning educational goals for emer-
gent bilingual students including those diagnosed with disabilities. Educational
goals can include emergent bilingual students becoming unique individuals, who
have multilingual repertoires which are unlike monolingual students (Cook 2016),
while addressing their unique cognitive, academic, social, and linguistic needs.

Based on the overarching principle that bilingual education is good for all stu-
dents (Fishman 1976), bilingual education has the potential to reform disabling ed-
ucation (García 2009). For example, bilingual education centers on an inclusive
and plural vision of linguistic diversity and variations (e.g., multilingual and multi-
modal language and literacy) and aims to maximize learning and communication
that uses more than one language (García 2009; Escamilla et al. 2014).

The detailed description of the use of two languages in teaching and learning is
beyond traditional education programs (e.g., ESL classrooms or English only spe-
cial education settings). Nevertheless, bilingual education can promote linguistic
differences and appreciation of human diversity (García and Kleifgen 2010) so that
all students can benefit regardless of their dominant languages, socio-economic sta-
tus, or educational placements. Thus, the vision of bilingual education “as a way of
providing meaningful and equitable education” (García 2009: 6) can be extended to
inclusive education for students who have been diagnosed with or are considered
at risk of having disabilities.

One promising approach to fulfill the vision of the social model of disability is
high quality, two-way bilingual immersion (TWBI) programs (i.e., dual language pro-
grams) in which language minority and majority students together learn two lan-
guages (Lindholm-Leary 2012; Lindholm-Leary and Borsato 2006; Lindholm-Leary and
Genesee 2010). Some evidence suggests that dual language programs also can lead to
positive outcomes for emergent bilingual students diagnosed with disabilities. For ex-
ample in one U.S. state, students receiving special education services and who partici-
pated in dual language programs, significantly outscored students not participating in
dual language programs in reading and math (Thomas and Collier 2014).

Within the TWBI programs, which consider bilingual processing, patterns, or com-
petency as natural and normal, emergent bilingual students may have less possi-
bility to be misdiagnosed as having a LD. Once emergent bilingual students learn
in an inclusive setting that allows for linguistic diversity and learning differences re-
lated to bilingualism, those students might have more opportunity for linguistic and
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educational equity. While TWBI programs provide the inclusive vision, such programs
can help emergent bilingual students envision their own goals for bilingualism and
biliteracy. In such an accepting and supportive environment, deficit discourses about
minority students can be counteracted by culturally/linguistically sustaining peda-
gogy (Paris and Alim 2014). Furthermore, emergent bilingual students can maintain
access to age/grade appropriate curricula and instruction in inclusive TWBI pro-
grams. Success requires teacher training in knowledge and instructional skills, for ex-
ample, teachers should be critical consumers of evidence based practices, which
should be adapted to fit emergent bilingual students’ culture and language needs
(Orosco and Abdulrahim 2017; Ortiz and Robertson 2018). Additionally, teachers
should provide support for emergent bilingual students through differentiated in-
struction based on current understanding of emergent bilingualism and the social
model of disability; implement student-centered instructional approaches for lan-
guage/literacy skills in both languages; support the transfer of linguistic knowledge
between students’ two languages (Ortiz and Robertson 2018); and provide effective
accommodations (e.g., visual cues, provide extra time to complete tasks, clarify mul-
tistep directions) (Klingner et al. 2014). Presently, there is a dearth of research about
ways educators’ can effectively address home language maintenance of students
with learning disabilities in classrooms in which students speak multiple languages.
In this case, the use of language interpreters, bilingual support personnel, translan-
guaging, and innovative staffing may be beneficial to support all children’s home
language maintenance in inclusive environments. Additionally, heritage language
schools and educators’ support for families’ home language maintenance may be ef-
fective. For more ideas on supporting multiple languages in single classrooms and
schools, please see Paulsrud this vol.

6 Conclusion

In summary, myths about emergent bilingual students and disabilities abound.
Emerging research indicates that these students, across a variety of disability labels,
can be bilingual and should participate in instruction including their home languages
and in inclusive classrooms. Particularly for emergent bilingual students diagnosed
with LD, many questions arise about disability diagnosis and educational program-
ming. Deficit discourses about minority students including emergent bilingual students
interconnect with the medical model of disability contributing to difficulties with home
language maintenance and bilingualism. To secure educational equity including
language rights for emergent bilingual students, schools can adopt the lens of the
social model of disability. This model can positively reposition bilingualism and,
therefore, promotes emergent bilingual students’ home language maintenance in
society and educational institutions. For emergent bilingual students diagnosed
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with disabilities, inclusive bilingual education can be implemented to meet their
linguistic, academic, and social needs. All these efforts, however, are aimed at
going beyond the realm of linguistic or educational benefits. As the social model
of disability enables us to challenge the neglected, marginalized, and disabled
status of bilingualism, it re-envisions the meaning and value of home language
maintenance as a liberating tool, with which linguistic minorities, such as bilin-
guals, can de/re-construct the monolingual biased society.
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Kutlay Yağmur

21 Models of formal education and minority
language teaching across countries

1 Introduction

There is scant information on formal education models and minority language teach-
ing in the literature. Minority language education is mostly organized by non-formal
education institutions (minority organizations, NGO’s, voluntary groups, and so
forth) in many countries. Only in a very limited number of national contexts, minority
languages, especially immigrant languages, are part of the formal education (Extra
and Yağmur 2012). Because the topic “formal education” has multiple dimensions
and layers, in this chapter, the focus is on the relationship between the states’ inte-
gration ideologies and the place of minority languages in formal education institu-
tions. The primary focus of the chapter is on the European context. Even though
limited references to Australia and Canada are made, this is just to point out the simi-
larities and differences with the EU practices.

According to a definition by UNESCO, “formal education is institutionalized,
intentional and planned through public organizations and recognized private
bodies and, in their totality, make up the formal education system of a country”
(http://uis.unesco.org/node/334633 last accessed 4 January 2019). Policy makers
and national educational authorities decide on formal education programmes.
Primary and secondary education programmes have the utmost priority for formal
education planners. Vocational education, special needs education and some areas
of adult education are often recognized as being part of the formal education system.
In terms of language education, the basic primary schooling is the most contested
area. The rules and regulations of language use in primary schools are strictly de-
fined. Educational institutions and policy makers do not always tolerate the use of
local dialects in schools, let alone immigrant minority languages. Nation-state ideol-
ogy promotes (and allows) the use of national language/s and chosen foreign lan-
guages in formal education.

Depending on the national context and the dominant language ideology, pol-
icy makers decide on which languages are to be taught in formal education insti-
tutions. The selection criteria might show large variation across countries. In
some national contexts, such as Australia or Canada, diversity policies are used to
promote the teaching and learning of minority languages but in some other na-
tional contexts, such as France or Turkey, the “national” state language has the
utmost priority and minority languages have very little place, if any, in the na-
tional curriculum (Yağmur 2017). Formal education models are mostly based on
the national priorities of nation-states. However, in some decentralized states,
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like Germany and the Netherlands, local authorities might make decisions in line
with supply and demand criteria for offering languages in schools. Even in the
same country, there might be different language teaching practices in various
levels of formal education. For instance, in the Netherlands, some immigrant mi-
nority languages are offered as part of the secondary school curriculum, but immi-
grant languages are generally not taught in primary schools. Given the complexity
and the diverse nature of the topic, it is not always possible to generalize about
models of formal education across countries. In line with the historical, demo-
graphic, economic and political circumstances, states identify priorities for lan-
guage teaching. The educational and political considerations in making decisions
for teaching regional minority and immigrant minority languages are fundamen-
tally different from foreign language teaching. While foreign languages are taught
for instrumental purposes, minority languages are taught mostly for symbolic rea-
sons such as ethnic identity and identification with a group.

The local national circumstances are the most decisive factor in making pol-
icy decisions. Even in the case of the teaching national languages, there can be
differences in policy and practice. For instance, in South Africa not all the
11 official languages enjoy the same degree of support in formal education. The
language education practices in formal education depend on the ideological
approach adopted by the national context and language education visions. In the
following sections, after a discussion of policy perspectives on state and heritage
language education in various forms of formal education (Pluralistic, Civic,
Assimilationist and Ethnist), the inclusion or exclusion of minority languages are
discussed. Even though the clustering of countries along ideological orientations
is common practice (Bourhis et al. 1997), there can be diverse policies for differ-
ent minority groups in the same national context. Depending on the type of inter-
group relations, cultural and the linguistic distance, the host society might adapt
various acculturation orientations for different minority groups. Moreover, there
can be several policies at different institutions for the same minority group. For
instance, both in the Netherlands and France, fundamentally different policies
are adopted for immigrant minority languages in the primary and secondary
schools. While Turkish and Arabic are not taught in primary schools, these
languages are offered in the secondary school curriculum. In order to critically
examine the policy differences in primary and secondary schools towards immi-
grant languages, an assessment of minority language education along nine pa-
rameters (such as target groups, arguments for teaching, funding, curricular
status and so on) is presented. By using the nine-parameter model developed by
Yağmur and Extra (2011), differences in policies across formal education models
are evaluated.
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2 Growing diversity as a challenge for formal
education institutions

As a consequence of growing globalization and large-scale population movements,
new social, cultural, and political meanings are attached to languages. Recently,
“languages of refugees” was added to the traditional classification of languages as
“national, foreign, regional/minority, and immigrant” (Eisenchlas and Schalley this
vol.; Mayer et al. this vol.). Nation-states function with “national language/s” con-
struction. Every nation-state has one or more official languages in which all the
services, e.g., in education, health care and economy, are provided. Education is
primarily provided in the state language. If there are other minority (regional or im-
migrant) languages spoken by the residents of a country, they are not always taught
in educational institutions. In general, some of those minority languages might be
used as support for the learning of the state language or might be systematically
excluded in the system (Williams, Strubell, and Williams 2013).

As documented by Williams, Strubell and Williams (2013) consolidation of the
nation-state is achieved by a national language that is used in all public institutions
including the labour market that systematically excludes all other minority languages.
The teaching of indigenous minority languages or immigrant minority languages de-
pends on the state policies. Policy makers of the state institutions decide which lan-
guages are admissible and which are not in the schools. As indicated by Williams,
Strubell and Williams (2013) even the teaching of foreign languages is linked to the
state’s external relations involving the diplomatic services, foreign trade and intellec-
tual pursuits. Globalization, however, challenges the nation-state institutions and im-
poses new demands on the economic systems; especially multinational companies
challenge the domination of single nation-state languages. Given the global develop-
ments and super-diverse societies, the traditional conception of language and society
might not be sustained. However, current practice of teaching and learning of minor-
ity languages is not in line with global developments. Despite somewhat inclusive
European Union (EU) language policies at a macro level, not all member states adhere
to multilingual policies at the state level. The EU promotes linguistic and cultural di-
versity but its vision regarding linguistic diversity has not always been shared by the
member states. As reported by Extra and Yağmur (2012), the European Charter for
Regional or Minority Languages (ECRML) has been ratified by Parliament in 11 out of
the 18 countries surveyed in the Language Rich Europe (LRE) project and only signed
by governments in France and Italy. It has been neither signed nor ratified by
Bulgaria, Estonia, Greece, Lithuania and Portugal. The concepts of “regional” or “mi-
nority” languages are specified in the Explanatory Report to the ECRML (Council of
Europe 1992: 3), but immigrant languages are explicitly excluded from it.

The position of minority languages in nation-state institutions show huge varia-
tion. Laitin (2000) makes a distinction between a “rationalized” language regime and
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a “multilingual” regime. If a language is imposed as the only language for educa-
tional and administrative purposes, the state has a “rationalized” language regime.
According to Laitin (2000: 151), states can achieve language rationalization by three
different methods: (a) rationalization through the recognition of a lingua franca
(such as Swahili in Tanzania or Bahasa in Indonesia), (b) rationalization through the
recognition of the language of a majority group (French in France or Han Chinese in
China), and (c) rationalization through the recognition of the language of a minority
group (e.g., imposition of Amharic on Ethiopia or Afrikaans in South Africa). If states
have not pursued any form of rationalization or were obliged by the social and politi-
cal circumstances to recognize language rights of minority populations, then these
states are said to have multilingual regimes. There are different forms of multilingual
regimes with varying numbers of languages. In India, for instance, one can talk of
language repertoires of 3 plus/minus 1 language regime. Different languages are used
for different purposes in different domains: Hindi for state documents, English for
higher civil services and big business, and the state language for state services and
education. Besides, an additional language is used for communication in the domestic
domain and within a linguistic group. There is also the 2 plus/minus 1 regime, in
which in addition to the mainstream language another legalized language is used, e.g.
Spanish (with Basque, Catalan) or Russian (with one or two official languages in fed-
eral republics plus a variety of minority languages). In some multilingual contexts,
some minority group members have neither the regional language nor the mainstream
language as their mother tongue. Such speakers are often trilingual. For instance,
Turkish speakers in Friesland in the Netherlands may be trilingual in Dutch, Fries, and
Turkish. In the case of Berber speakers from Morocco, this might be four languages
(Dutch, Fries, a Berber dialect and Arabic). Yet, Turkish or Arabic do not have any for-
mal status in the mainstream society. Most immigrant minority communities within
EU countries share this de facto multilingual position.

3 Language education and state ideology

The position of national languages within formal education is undisputed. In some
EU countries, most of the indigenous minority languages gained a securer position in
formal education. In line with the dominant state ideologies, the practice of heritage/
community language teaching shows variation across the globe. The terminology
used to denote heritage language teaching (minority, indigenous, immigrant, ethnic,
refugee, etc.) and the semantic load of those terms show the prevalent mainstream
attitude towards minority groups in each national context (for a comprehensive dis-
cussion see Eisenchlas and Schalley this vol.; Yağmur 2019).

In the literature, four clusters of state ideologies shaping integration and lan-
guage policies of immigrant receiving societies are identified (Bauböck, Heller and
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Zolberg 1996; Bourhis 2001; May 2001; Penninx 1996). These ideologies ranging
from highly inclusive to highly exclusive comprise pluralist, civic, assimilationist,
and ethnist ideologies. This categorization has some limitations as state policies are
not static and there are always changes in line with the changing conditions. For
instance, Germany was identified as having an ethnist ideology by Bourhis et al.
(1997) but some states, such as Berlin, Hamburg and North-Rhine Westphalia,
would perfectly fit the profile of a pluralistic ideology. As a matter of fact, heritage
language policies of some German states are the most inclusive in the EU. Bourhis
et al.’s (1997) grouping is based on citizenship and naturalization laws and this cat-
egorization does not reflect the actual practices in formal education. Keeping in
mind the limitations of such rigid approaches, models of formal education are as-
sessed in line with the main ideological orientations to minority languages in differ-
ent countries in this section.

A pluralist ideology proposes duties and responsibilities to be observed by all
members of a society. In this ideology, learning the official or mainstream language
is the responsibility of the citizens themselves, and the state provides opportunities
to facilitate language learning. Despite the inclusive approach to language learning,
the emphasis also falls on the full mastery of the state language. Australia is fre-
quently portrayed as fitting the pluralistic model in the literature. As reported by
Schalley, Guillemin and Eisenchlas (2015) Australia always promoted multicultural-
ism and multilingualism by making heritage languages an integral part of the edu-
cation for all Australian school children. However, following federation, there is a
growing emphasis on English only approaches. Concerning the home languages of
citizens, the state has no mandate in defining or regulating the private values of its
citizens in the domestic domain, nor their political or social affiliation. As different
from other ideologies, the state provides financial support for mainstream language
classes and for cultural activities to promote home language maintenance. Usually,
Australian and Canadian multicultural policies are good examples of the pluralist
ideology, but even in these contexts, immigrant languages are in a vulnerable posi-
tion (Rubino 2010; Burnaby 2008). According to Burnaby (2008), Canadians have
considered immigrant languages as deficit and encouraged immigrants, especially
children, to forget their mother tongue. Formal education has the potential to ame-
liorate social injustices – not to make everybody equal but to guarantee more equal
opportunities (Pöllmann 2009) but at the same time, it has the potential to achieve
full linguistic assimilation (and systematic indoctrination) of pupils from minority
backgrounds. Even in pluralistic models of formal education, the desired goal for
heritage language speakers seems to be the shift to the state language.

Civic ideology expects that immigrants adopt the public values of the main-
stream society. Like pluralist ideology, the state does not interfere with the private
values of its citizens but unlike pluralism, the state does not provide any provisions
for the maintenance or promotion of linguistic or cultural values of immigrant mi-
nority groups. A typical example of civic ideology was the Netherlands. However,
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recent shifts in ideology might characterize the Dutch policies as assimilationist or
even ethnist due to exclusionary policies. Especially immigrant minority languages
are seen as obstacles before the linguistic assimilation into mainstream society.

Assimilation ideology expects immigrant minority groups to comply fully with
the norms and values of the mainstream society. As different from pluralist and civic
ideologies, assimilation ideology encourages complete linguistic and cultural shed-
ding of heritage language and culture. In the name of homogenization of the society,
assimilationist language policies aim at accelerating the language shift and lan-
guage loss of immigrant minority groups. With its unitarian approach, Turkish or
French policies fit the assimilationist ideology cluster quite well. Basically, most na-
tion-states are assimilationist in nature. According to Waldinger and Fitzgerald
(2004: 1179), “as ideology of the nation-state society, the sociology of assimilation
necessarily obscures coercive efforts to build a nation-state society by excluding out-
siders –via control of external borders- and to distinguish between members and un-
acceptable residents of the territory – through regulation of the internal boundaries
leading to citizenship and legal residence.” For most immigrants the link between
old-ancestral homeland and new country of residence is an inevitable reality and
contributes to the shaping of a transnational identity; but for the nation-state ideol-
ogy, that link and identity are difficult to accept. Irrespective of the traditional and
conservative discourse on immigration and integration, however, immigrant minor-
ity groups maintain, build and reinforce multiple connections between their old and
new homelands. Identities of minority children are constructed in various ways in
mainstream schools reflecting their acculturation experiences. Having their roots in
another language and culture, they have to negotiate their identities and reconstruct
their linguistic and cultural repertoires. As shown by Yağmur and van de Vijver
(2012), linguistic assimilation of Turkish immigrants in France is the highest com-
pared to Turkish immigrants in other countries, such as Australia, Germany and the
Netherlands.

Ethnist ideology shares most aspects of the assimilation ideology; yet, it makes
it difficult for immigrant minority groups to be accepted legally or socially as full
members of the mainstream society. Citizenship and naturalization laws are quite
representative for distinguishing ethnist ideologies. The principle of ius sanguinis
(“law of the blood”) underlies acquisition of citizenship in such countries. On the
policy level, ethnist ideology seems to favour full linguistic and cultural assimila-
tion of immigrant minority groups but in reality, achieving full membership is not
easy. Even though there is variation between the policies of various states in
Germany, federal state ideology in Germany is identified as ethnist by Bourhis et al.
(1997). As argued earlier in this chapter, German states have divergent policies re-
garding the teaching and learning of heritage languages and the model of Bourhis
et al. (1997) remains simplistic and invalid for the German context.
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4 Position of minority languages in formal
education

Formal education is highly structured and normative in its organization. It has a rather
rigid and prescribed curriculum with its educational objectives, content and pedagogi-
cal approach. There is a national curriculum that schools, teachers and students alike
must follow. In line with educational objectives, students are evaluated for their learn-
ing by means of formal tests so that students can proceed to the next learning stage.
Conferring degrees and diplomas pursuant to a quite strict set of regulations is the
most common practice in most national contexts. The selection of foreign languages is
based on national and international priorities that are socio-historical, cultural and po-
litical in nature. Inclusion of minority languages in the national curriculum is not a
straightforward enterprise. The most important condition is the willingness of policy
makers to adopt inclusive policies, on the basis of which further educational steps can
be taken. The EU has been developing the most inclusive language policies in educa-
tion in the last two decades, but the member states are increasingly reluctant to imple-
ment EU policies. Some member states, such as France, Bulgaria and Greece, ignore
the EU regulations in order not to offer minority language education in formal educa-
tion institutions. The discrepancies between pluralistic EU policies and the member-
state applications are documented in the Language Rich Europe project by Extra and
Yağmur (2012). In this section, first, variable policy developments in member states re-
garding minority languages are explained, then, to show the complexity of the matter,
the contradictory practices within the same national context are discussed. As the dis-
cussion of primary and secondary school minority language teaching curricula shows,
labelling countries as pluralistic or assimilationist does not always help in understand-
ing policy making.

4.1 Policies on minority languages in formal education

Based on the data derived from the Multilingual Cities Project (MCP) and the Language
Rich Europe (LRE) Project, a discussion on the position of immigrant minority languages
in formal education institutions is presented in this section. Across Europe, large con-
trasts occur in the status of immigrant minority languages at formal education institu-
tions, depending on particular nation-states, or even particular federal states within
nation-states (as in Germany), and depending on particular minority languages, e.g.,
being a national language in another European (Union) country or not. Most commonly,
immigrant minority languages are not part of the mainstream education system in EU
countries. In Great Britain, for example, immigrant minority languages are not part of
the so-called “national” curriculum, and they are dealt with in various types of so-called
“complementary” education during out-of-school hours (e.g., Martin et al. 2004).
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Being aware of cross-national differences in denotation, the concept of community
language teaching (CLT1) is used when referring to immigrant minority language edu-
cation. The rationale for using the concept of CLT rather than the concepts of mother
tongue teaching or home language instruction is the inclusion of a broad spectrum of
potential target groups. First of all, the status of an immigrant minority language as a
“native” or “home” language can change through intergenerational processes of lan-
guage shift. Moreover, in secondary education, both minority and majority pupils are
often de jure (although seldom de facto) admitted to CLT (in the Netherlands, e.g.,
Turkish is a secondary school subject referred to as “Turkish” rather than “home
language instruction”); compare also the concepts of Enseignement des Langues
et Cultures d’Origine and Enseignement des Langues Vivantes in French primary
and secondary schools.

In all countries involved in the Multilingual Cities Project, there has been an
increase in the number of immigrant minority pupils who speak a language at
home other than or in addition to the mainstream language in primary and second-
ary education. Schools have largely responded to this home-school language mis-
match by paying more attention to the learning and teaching of the mainstream
language as a second language. A great deal of energy and money is being spent on
developing curricula, teaching materials, and teacher training for second-language
education. CLT stands in stark contrast to this, as it is much more susceptible to an
ideological debate about its legitimacy. While there is consensus about the neces-
sity of investing in second-language education for immigrant minority pupils, there
is a lack of support for CLT. Immigrant minority languages are commonly consid-
ered sources of problems and deficiencies, and they are rarely seen as sources of
knowledge and enrichment. Policy makers, local educational authorities, headmas-
ters of schools, and teachers of “regular” subjects often have reservations or nega-
tive attitudes towards immigrant language teaching. On the other hand, parents of
immigrant minority pupils, heritage language teachers, and immigrant minority or-
ganisations often make a case for including immigrant minority languages in the
school curriculum.

From a historical point of view, most of the European countries show a similar
chronological development in their argumentation in favour of heritage language
teaching. CLT was generally introduced into primary education with a view to fam-
ily remigration. This objective was also clearly expressed in Directive 77/486 of the
European Community, on 25 July 1977, which is the first and the last Directive on
immigrant languages in the EU. The Directive focused on the education of the chil-
dren of “migrant workers” with the aim “principally to facilitate their possible rein-
tegration into the Member State of origin”. As is clear from this formulation, the

1 This abbreviation should not be confused with “communicative language teaching” which is
widely referred to CLT as well.
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Directive excluded all immigrant minority children originating from non-EU coun-
tries, although these children formed a large part of immigrant minority children in
European primary schools. At that time, Sweden was not a member of the European
Community, and CLT policies for immigrant minority children in Sweden were not
directed towards remigration but modelled according to bilingual education poli-
cies for the large minority of Finnish-speaking children in Sweden.

Over the years, the demographic developments showed no substantial signs of
repatriating families. Instead, a growing immigration came about in many EU coun-
tries. This development resulted in a conceptual shift, and CLT became primarily
aimed at combating disadvantages. CLT had to bridge the gap between the home
and the school environment, and to support school achievement in “regular” sub-
jects. Because such an approach tended to underestimate the intrinsic value of CLT,
a number of countries began to emphasise the importance of CLT from a cultural,
legal, or economic perspective.

The historical development of arguments for CLT in terms of remigration, combat-
ing deficits, and multicultural policy is evident in some German states, in particular
North Rhine-Westphalia and Hamburg. In most other countries in the Multilingual
Cities Project, cultural policy is tied in with the mainstream language to such an ex-
tent that CLT is tolerated only in the margins. Cultural motives have played a rather
important role in Sweden. It should, however, be noted that multicultural arguments
for CLT have not led to an educational policy in which the status of immigrant minor-
ity languages has been substantially advanced in any of the countries involved in the
Multilingual Cities Project.

4.2 Evaluation of minority language teaching along
nine-parameters

Teaching English, French or German as a foreign language in European secondary
schools is common practice. Asking the rationale of schools for teaching these lan-
guages would be too odd because policy makers consider these languages as part
of the foreign language portfolio. However, in the case of so called “minority” lan-
guages, asking for the rationale for teaching indigenous or immigrant minority lan-
guages is the default practice. There are many conditions these languages should
meet before granting a space in the formal education curriculum. Derived from
Yağmur and Extra (2011), a cross-national overview of immigrant minority language
teaching in primary and secondary education along nine parameters is presented in
this section. Turkish and Arabic classes for primary school children were abolished
in the Netherlands as being “in contradiction with integration of immigrant chil-
dren”, which is why, the information presented here is therefore in retrospect.
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(1) Target groups
The target groups for CLT in primary schools are commonly children with an immigra-
tion heritage, defined as such in a narrow or broad sense. Narrow definitions com-
monly relate to the range of languages taught and/or to children’s proficiency in these
languages. The most restrictive set of languages is taught in Spain, i.e., Arabic and
Portuguese only, for Moroccan and Portuguese(-speaking) children, respectively. A
wide range of languages is taught in Sweden and Germany. The Netherlands, Belgium,
and France take an intermediate position. Sweden and France demand from the target
groups an active use of the languages at home and a basic proficiency in these lan-
guages. Special target groups in Sweden are adopted children; in Germany, ethnic
German children (Aussiedler) from abroad; and in France, speakers of recognised re-
gional minority languages. Sweden has the most explicit policy for access to CLT in
terms of “home language” (nowadays, back to “mother tongue”) instead of socio-eco-
nomic status. The target groups for CLT in secondary schools are commonly those who
participated in CLT in primary schools. De jure, all pupils are allowed to CLT in the
Netherlands, regardless of ethnolinguistic background; de facto, most commonly, a
subset of immigrant minority pupils takes part. In reality, school directors do not give
space to immigrant languages in the school curriculum even if there is demand for
these languages from the parents. CLT for secondary school pupils is almost non-exis-
tent in Belgium and limited to Arabic and Portuguese in a few secondary schools in
Spain.

(2) Arguments
The arguments for CLT are formulated in terms of a struggle against deficits and/or
in terms of multicultural policy. Whereas the former type of argument predominates
in primary education, the latter type predominates in secondary education. The
vague concept of “integration” utilised in all countries under discussion may relate
to any of these arguments. Deficit arguments may be phrased in terms of bridging
the home/school gap, promoting mainstream language learning, promoting school
success in other (“regular”) subjects, preventing educational failure, or overcoming
marginalisation. Multicultural arguments may be phrased in terms of promoting
cultural identity and self-esteem, promoting cultural pluralism, promoting multilin-
gualism in a multicultural and globalising society, and avoiding ethnic prejudice.
Whereas in the Netherlands and Belgium deficit arguments dominate(d), multicul-
tural arguments tend to play a greater role in the other countries. Deficit arguments
for CLT are almost absent in secondary schools, and multicultural arguments are
commonly favoured in all countries.

(3) Objectives
The objectives of CLT in primary schools are rarely specified in terms of the language
skills to be acquired. The vague concept of “active bilingualism” has been a common
objective in Sweden, whereas in Germany and Spain, reference is made to the
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development of oral and written language skills, language awareness, and (inter)cul-
tural skills. In none of these cases have more particular specifications been intro-
duced. In contrast, the objectives of CLT in secondary schools are commonly
specified in terms of particular oral and written skills to be reached at intermediate
stages and/or at the end of secondary schooling.

(4) Evaluation
The evaluation of achievement through CLT may take place informally and/or for-
mally. Informal evaluation takes place by means of subjective oral and/or written
teachers’ impressions or comments, meant for parents at regular intervals, e.g.,
once per semester or year. Formal evaluation takes place using more or less objec-
tive language proficiency measurement and language proficiency report figures,
e.g., once per semester or year. Informal evaluation may occur in lower grades of
primary schooling, formal evaluation in higher grades (e.g., in Sweden). In most
countries, however, no report figures for CLT are provided throughout the primary
school curriculum, and grades in study reports for “language” commonly refer im-
plicitly to proficiency in the mainstream language. If CLT report figures are given
(e.g., in France), such figures commonly do not have the same status as report fig-
ures for other subjects. The evaluation of achievement through CLT in secondary
schools takes place formally through assessment instruments and examinations.
Here, grades may have a regular or peripheral status. The former holds in particu-
lar for Sweden, Germany, and the Netherlands.

(5) Minimal enrolment
Minimal enrolment requirements for CLT may be specified at the level of the class,
the school, or even the municipality at large. The latter is common practice only in
Sweden, and the minimal enrolment requirement for children from different classes/
schools in Sweden is five (2003/2004). Secondary schools in Sweden may also opt for
CLT if at least five pupils enrol; four pupils are required in the Netherlands. All the
other countries are more reluctant, with minimal requirements for primary school pu-
pils ranging between 10–20 (Germany, Belgium, France), or without any specification
(for the primary school level in the Netherlands and Spain). In the latter case, enrol-
ment restrictions are commonly based on budget constraints.

(6) Curricular status
In all countries, CLT at primary schools takes place on a voluntary and optional
basis, provided at the request of parents. Instruction may take place within or outside
regular school hours. The latter is most common in Sweden, Belgium, and France.
Germany, the Netherlands (until 2004), and Spain allow(ed) for two models of in-
struction, either within or outside regular school hours, depending on the type of lan-
guage (in Germany), the type of goal (auxiliary or intrinsic in the Netherlands), and
the type of organisation (in integrated or parallel classes in Spain). The number of
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CLT hours varies between 1–5 hours per week. If CLT takes place at secondary
schools, it is considered a regular and optional subject within school hours in all
countries under consideration.

(7) Funding
The funding of CLT may depend on national, regional, or local educational authori-
ties in the country/municipality of residence and/or on the consulates/embassies of
the countries of origin. In the latter case, consulates or embassies commonly recruit
and provide the teachers, and are also responsible for teacher (in-service) training.
Funding through the country and/or municipality of residence takes/took place in
Sweden and the Netherlands. Funding through the consulates/embassies of the
countries of origin takes place in Belgium and Spain. A mixed type of funding oc-
curs in Germany and in France. In Germany, the source of funding is dependent on
particular languages or organisational models for CLT. In France, source countries
fund CLT in primary schools, whereas the French ministry of education funds CLT
in secondary schools.

(8) Teaching materials
Teaching materials for CLT may originate from the countries of origin or of resi-
dence of the pupils. Funding from ministries, municipalities, and/or publishing
houses occurs in Sweden, Germany, and the Netherlands, although limited resour-
ces are available. Source country funding for CLT occurs in Belgium and Spain. In
France, source countries fund teaching materials in primary schools, whereas the
French ministry of education funds teaching materials in secondary schools.

(9) Teacher qualifications
Teacher qualifications for CLT may depend on the educational authorities in the
countries of residence or of origin. National or state-wide (in-service) teacher train-
ing programmes for CLT at primary and/or secondary schools exist in Sweden,
Germany, and the Netherlands, although the appeal of these programmes is lim-
ited, given the many uncertainties about CLT job perspectives. In Belgium and
Spain, teacher qualifications depend on educational authorities in the countries of
origin. France has a mixed system of responsibilities: source countries are responsi-
ble for teacher qualifications in primary schools, whereas the French ministry of ed-
ucation is responsible for teacher qualifications in secondary schools.

The presented overview of given parameters shows that there are remarkable
cross-national differences in the status of CLT. There are also considerable differences
between primary and secondary education in the status of CLT. A comparison of all
nine parameters makes clear that CLT has gained a higher status in secondary
schools than in primary schools. In primary education, CLT is generally not part of
the “regular” or “national” curriculum, and, therefore, becomes a negotiable entity in
a complex and often opaque interplay between a variety of actors. Another remarkable
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difference is that, in some countries, CLT is funded by the consulates or embassies of
the countries of origin. In these cases, the national government does not interfere in
the organisation of CLT, or in the requirements for, and the selection and employment
of teachers. A paradoxical consequence of this phenomenon is that the earmarking of
CLT budgets is often safeguarded by the above-mentioned consulates or embassies.
National, regional, or local governments often fail to earmark budgets, so that funds
meant for CLT may be appropriated for other educational purposes.

The higher status of CLT in secondary education is largely due to the fact that in-
struction in one or more languages other than the national standard language is a tra-
ditional and regular component of the (optional) school curriculum, whereas primary
education is mainly determined by a monolingual habitus (Gogolin 1994). Within sec-
ondary education, however, CLT must compete with other “foreign” languages that
have a higher status or a longer tradition. It should further be noted that some coun-
tries provide instruction and/or exams in non-standard language varieties. In France,
for instance, pupils can take part in examinations for several varieties of Arabic and
Berber (Tilmatine 1997); Sweden offers Kurdish as an alternative to Turkish.

CLT may be part of a largely centralised or decentralised educational policy. In the
Netherlands, national responsibilities and educational funds are gradually being trans-
ferred to the municipal level, and even to individual schools. In France, government
policy is strongly centrally controlled. Germany has devolved most governmental re-
sponsibilities to the federal states that developed their own state policies showing large
interstate variation. Sweden grants far-reaching autonomy to municipal councils in
dealing with educational tasks and funding. With a view to the demographic develop-
ment of European nation-states into multicultural societies, and the similarities in CLT
issues, more comparative cross-national research would be highly desirable.

5 Formal programs and multilingualism

As seen in the previous section, ideological approaches to language and integration
alone cannot explain the complex decision-making process in formal schooling. There
is a sharp difference in the position of immigrant minority languages in the primary
and secondary schools, which cannot be explained by the pluralistic or assimilationist
models alone. The most important declarations, recommendations, and directives on
language policy in the EU support multilingualism in schools and societal institutions.
On numerous occasions,2 the EU ministers of education declared that the EU citizens’

2 In LRE book, Extra and Yağmur (2012) presents an overview of all the relevant communications,
directives and reports on the promotion of multilingualism. The following is a selective list of some
of the cited reports and communications:
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knowledge of languages should be promoted (Extra and Yağmur 2012). Each EU mem-
ber-state should promote pupils’ proficiency in at least two “foreign” languages, and at
least one of these languages should be the official language of an EU state. Promoting
knowledge of regional minority and/or immigrant minority languages was left out of
consideration in these ministerial statements. The European Parliament, however, ac-
cepted various resolutions which recommended the protection and promotion of re-
gional minority languages and which led to the foundation of the European Bureau

Council resolutions/Conclusions
– Decision of the European Parliament and of the Council on the European Year of Languages

2001 (2000)
– Presidency Conclusions of the Barcelona European Council (2002)
– Conclusions on multilingualism (May 2008)
– Resolution on a European strategy for multilingualism (November 2008)

– Conclusions on a strategic framework for European cooperation in education and training ET
2020 (2009)

– Conclusions on language competencies to enhance mobility (2011)

Conventions
– European Cultural Convention (1954)
– European Charter for Regional or Minority Languages (ECRML) (1992)
– Framework Convention for the Protection of National Minorities (1995)
– European Social Charter (rev 1996)

European Parliament resolutions
– Resolution to promote linguistic diversity and language learning (2001)
– Resolution on European regional and lesser-used languages (2003)
– Resolution on multilingualism: an asset for Europe and a shared commitment (2009)

Recommendations of the Committee of Ministers
– Recommendation N° R (2005)3 concerning teaching neighbouring languages in border regions
– Recommendation N° R (82)18 concerning modern languages (1982)
– Recommendation N° R (98)6 concerning modern languages (1998)
– Recommendation CM/Rec (2008)7 on the use of the CEFR and the promotion of

plurilingualism

Communications by the European Commission
– Communication 2005: A new framework strategy for multilingualism
– Communication 2008: Multilingualism: An asset for Europe and a shared commitment
– Green Paper 2008: Migration and Mobility: Challenges and opportunities for EU education

systems

Recommendations of the Parliamentary Assembly
– Recommendation 1383 (1998) on linguistic diversification
– Recommendation 1539 (2001) on the European Year of Languages 2001
– Recommendation 1598 (2003) on the protection of sign languages in the Member States of the

Council of Europe
– Recommendation 1740 (2006) on the place of mother tongue in school education
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for Lesser Used Languages in 1982. Another result of the European Parliament resolu-
tions was the foundation of the European MERCATOR Network, aimed at promoting
research into the status and use of regional minority languages. In March 1998, the
European Charter for Regional or Minority Languages came into operation. The
Charter is aimed at the protection and promotion of regional minority languages, and
it functions as an international instrument for the comparison of legal measures and
other facilities of the EU member-states in this policy domain (Craith 2003). In spite
of all the good intentions at the EU level, the policy makers in the member states
make a sharp distinction between languages as “national, regional (indigenous) mi-
nority, and immigrant minority”. Most of the regional minority languages are well
protected by legislation (only in some EU countries but not in many others, e.g.,
France, Greece, Italy and Poland) but immigrant minority languages are excluded in
most policy documents (see the outcomes of Language Rich Europe project in Extra
and Yağmur 2012).

In general, the policy makers in the EU member states are reluctant to mention
“immigrant languages” in policy documents. Explaining the causes of this reluc-
tance is not easy but a number of possible reasons can be suggested. As docu-
mented recently by Spolsky (2016), immigrant receiving European governments
often considered migrants as guest workers with a temporary status. Even after two
generations, the third generation is still identified as “immigrant”. For instance,
Piller (2001: 260) points out that “it is not uncommon to speak of ‘Auslaender in der
dritten Generation,’ ‘foreigners of the third generation’ ”, to refer to persons with an
immigration heritage. The fact that the third-generation descendants of immigrants
are still referred to as being the “foreigners” is the most telling for social inclusion/
exclusion of immigrants in the European context. Many European children, who
have immigrant grandparents, are still referred to as “immigrant”. In many cases,
so called “immigrant children” do not even speak the heritage language they are
associated with. Gorodzeisky and Semyonov (2009) argue that despite variations in
country of origin and ethnic background and despite variations in civil status
across countries, immigrants are considered outsiders in their host societies, which
leads to exclusion from equal rights. Piller and Takahashi (2011) provide evidence
for language being an instrument of social inclusion/exclusion in various immigra-
tion contexts. In this respect, it is easier to understand the causes of immigrant lan-
guages being excluded in formal education programs.

Another possible reason for exclusion of regional and immigrant minority lan-
guages in the formal school curriculum might be the social status attributed to
these languages. Ağırdağ (2010) investigated the causes of exclusion of immigrant
languages in Flemish schools in Belgium. He argued that bilingual skills of people
from an immigrant background are not recognized. Ağırdağ (2010) suggests that
immigrants are rarely referred to as “bilingual”, but rather as “linguistically dif-
ferent” (anderstaligen). In order to show the prevalent mind-set in the society,
Ağırdağ (2010) reports the statement of Flemish Minister of Education that the
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educational inequalities between natives and immigrants are only caused by “lan-
guage deficiencies” of immigrant pupils. In this type of reasoning, English plus
Flemish bilingualism is an asset but Flemish plus Turkish bilingualism is a defi-
ciency. Accordingly, this type of deficiency would lead to lower school achieve-
ment among children with an immigration heritage. If bilingualism of immigrant
children mean “deficiency” and “lower school achievement”, then this type of bi-
lingualism should not be promoted. Holding on to such beliefs, policy makers
cannot be expected to give space to immigrant languages in the formal education
programs.

Coupling immigrant bilingualism with lower school achievement is a widespread
misconception in many European countries. Immigrant languages are seen as ob-
stacles before the learning of the national state language in almost all immigration
contexts. Reflecting on the lower school achievement among immigrant children,
Ammermüller (2005) argues that the main reason for the low performance of immi-
grant students in the German context should be searched in their later enrolment in
schools and the less favourable home environment for learning. Most German stu-
dents achieve highly, because they have more home resources as measured e.g. by
the number of books at home. He claims that many immigrant children have lower
achievement levels because about 40 percent of all immigrant students speak a lan-
guage other than German at home. According to Ammermüller (2005), differences in
parental education and family situation are far less important. As in many national
contexts, also in the German context, students’ home languages are apparently
shown to be the culprits for low achievement in the schools. Most of the educational
experts and researchers unwarrantedly blame multilingualism of immigrant children
for lower school achievement. International literature on school achievement shows
that there are multiple factors that account for school success (e.g. Cummins 2014).
The school’s language policy, the structure of the curriculum, the teachers’ qualifica-
tions and experience with language minority children and parental factors account
especially for bilingual children’s school achievement. Whether the school has a bilin-
gual approach, or a submersion approach would make a huge difference in the lan-
guage development of minority language speaking children. Even though there is a
general reluctance to refer to immigrant students as bilinguals and to develop bilin-
gual programs for them, there is widespread support for bilingual programs (Dutch–
English or German–French) for native European students. Bilingual programs in high-
status languages find huge public support but strong negative attitudes surround im-
migrant children’s bilingualism. In a typical anti-bilingual fashion, many mainstream
teachers believe that immigrant children are overloaded when dealing with two lan-
guages, which lowers their proficiency in the national language (Mary and Young this
vol.). Preparing language minority children for more successful school careers ideally
requires a balanced bilingual approach in which children’s greater proficiency in
the home language is utilized to promote general cognitive development and the ac-
quisition of the school language (Leseman and van Tuijl 2001). However, given the
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widespread use of submersion models in most European schools, immigrant child-
ren’s first language skills cannot be further developed. As reported by Cenoz and
Gorter (2010) the idea that non-native speakers are deficient communicators is still
widespread in school contexts. The goal for second-language learners and users is
often to achieve native-like command of the target language, and this creates a feeling
of failure and incompleteness, especially among immigrant children.

Under the socio-political circumstances in Europe these days, it would be unre-
alistic to expect radical changes in the foreseeable future in the European formal
education system regarding immigrant minority languages. However, in other na-
tional contexts, for instance in the United States of America and Canada, some for-
mal education institutions incorporate immigrant languages in their curriculums in
the form of transitional or full bilingual programs. In the European context, Sweden
provides instruction in the home languages of children from an immigrant back-
ground. Based on the discussion presented above, it seems logical to suggest that
only after full social acceptance of “immigrant” groups, it will be possible to incor-
porate their languages in school programs as part of school curriculum.
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Latisha Mary and Andrea Young

22 Teachers’ beliefs and attitudes towards
home languages maintenance and their
effects

1 Introduction

Research dating back to the 1960s (Rosenthal and Jacobsen 1968) has highlighted the
impact that teachers’ beliefs and attitudes have on their actions in the classroom, on
their interactions with their students and on the extent to which they support stu-
dents in their learning (see Ashton 2015 for a complete historical review). These be-
liefs play a role in facilitating or hindering practices “by serving to filter, frame and
guide experience, decisions and actions” (Gill and Fives 2015: 1). While this is true
with regard to teaching practices in general, much attention has also been given to
the role that teachers’ beliefs about children’s home languages play in classrooms
and how these may affect their emergent bilingual and bilingual learners. Beliefs
about children’s home languages that are not informed by research may compromise
teachers’ effectiveness with their linguistically diverse students in several ways, in-
cluding holding low expectations for these children and limiting the educational op-
portunities which they offer to them (Ullucci 2007). Beliefs and attitudes also inform
educational language policies at an institutional level, as well as teachers’ practiced
language policies in the classroom, which can lead to schools communicating to fam-
ilies, overtly or covertly, the need to give priority to the language of schooling and
ultimately to abandon their home languages. Beliefs and attitudes are also an impor-
tant factor in achieving educational equity and social justice, since they are inter-
twined with individuals’ values, morals and commitment to their students’ success
(Gay 2015).

In this chapter we will first define the concepts of beliefs, attitudes and ideolo-
gies and situate them among the varying terminology used in the literature. We will
then discuss the notion of the teacher’s image of the child and the ways in which
children perceive and integrate the value attributed to their home languages at
school and the effect this may have on the children. We pursue this idea by address-
ing the issue of the use of certain labels to “name” emergent bilingual children and
the consequences of their usage. We conclude by examining the possible origins of
teachers’ beliefs and attitudes and the implications these beliefs have for educa-
tional and practiced language policies.
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2 Beliefs, attitudes and ideologies – clarifying
the concepts

Before reviewing the question of teachers’ language ideologies and their beliefs and
attitudes towards children’s home languages, we would like to start by discussing
what these concepts mean to different researchers in the field. The terms which ad-
dress the constructs of teacher beliefs and attitudes are often used interchangeably
and are neither systematically nor clearly defined (Gill and Fives 2015). It is for this
reason that some researchers have referred to teacher beliefs as a “messy” construct
(Fives and Buehl 2012; Pajares 1992), due to an apparent lack of consistency in the
literature in defining what researchers actually mean when investigating these con-
structs. Although many authors such as Hermans, van Braak, and Van Keer (2008)
place knowledge at the heart of their definition of beliefs, stating for example that
beliefs are “a set of conceptual representations which store general knowledge of ob-
jects, people and events and their characteristic relationships” (Hermans, van Braak,
and Van Keer 2008: 128), others (e.g., Fives and Buehl 2012; Pajares 1992; Pettit 2011)
have drawn attention to the intertwined relationship between beliefs and knowledge
and its problematic nature. Due to this interconnected relationship, Borg (2003) pre-
fers the umbrella term “teacher cognition” – which he defines as “what teachers
know, believe and think” (Borg 2003: 81) – a means of embracing “the complexity of
teachers’ mental minds” (Borg 2003: 86). Pajares (1992) attempted to resolve this
problem by focussing on the evaluative component of beliefs and in turn defining
beliefs as “an individual’s judgement of the truth or falsity of a proposition” (Pajares
1992: 316). In our review of the literature, a number of authors concur on this defini-
tion as the basis of an adequate assessment and analysis of teachers’ beliefs (Ashton
2015; Fives and Buehl 2012; Richardson 1996).

Attitudes can be seen as expressions of a particular belief or set of beliefs
(Eagly and Chaiken 1993) and in this way can be considered as a substructure of
belief systems (Pajares 1992). Fishbein (1967: 267) defined attitudes as “learned pre-
dispositions to respond to an object or class of objects in a favourable or unfavoura-
ble way”. Thus, in this chapter we use the term beliefs to refer to propositions held
to be true by an individual, whereas our use of the term attitudes refers to an indi-
vidual’s behaviour and response to situations and an expression of their beliefs.

Meta-analyses of the literature on teacher beliefs (Fives and Buel 2012; Hermans,
van Braak, and Van Keer 2008) have drawn conclusions with regard to some basic
elements concerning the construct of beliefs which are of importance for our discus-
sion on teachers’ beliefs about children’s home languages and their effects. One im-
portant aspect highlighted in the literature is their role as filters (Pajares 1992),
frameworks and guides for decision making (Gill and Fives 2015; Rimm-Kaufman
et al. 2006). In our context, this means that new information received by teachers is
filtered first through their belief systems which in turn determines how the new
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information, as well as new experiences, will be interpreted (Fives and Buehl 2012).
Teacher beliefs are also seen to be generally stable (Fives and Buehl 2012; Skott 2015)
and “only likely to change as a result of substantial engagement in relevant social
practices” (Skott 2015: 18). Consideration of these two aspects of beliefs, i.e., that
they are stable and open to change to a certain degree, will therefore be essential
when planning initial and in-service teacher education.

Finally, there is also a general agreement in the literature on the reciprocal rela-
tionship between individual beliefs and the context in which the individual finds
her/himself. Beliefs are thus situated within larger more central systems and must
be understood as being interconnected with such systems (Pajares 1992). Gates
(2006) goes so far as to refer to sets of beliefs as “covert systems” situated within
ideological stances influencing “how we elaborate meaning, interpret behaviour,
and shape our social reality with others” (Gates 2006: 353). Language ideologies,
defined by Silverstein (1979: 193) as “sets of beliefs about language articulated by
users as a rationalization or justification of perceived language structure and use”,
encompass both of these constructs. Thus, language ideologies not only concern
the beliefs and attitudes that individuals hold about language but also the practices
through which these beliefs are enacted (Gal 1998, cited in Razfar 2012), or as
Spolsky puts it, “what people do” with language (Spolsky 2004: 14). We will return
to this question in section 6.

3 The impact of teachers’ beliefs and attitudes
towards home languages on classroom practices

Research has identified several ways in which teachers’ beliefs and attitudes towards
children’s home languages may compromise or increase teachers’ effectiveness with
their linguistically diverse students (Cummins 2000; Saxena and Martin-Jones 2013;
Woolard 1998). Borg’s research (2003) in the area of teacher cognition and teacher
language ideologies points to the link between teachers’ beliefs and their practices in
the classroom (see also Razfar 2012; Kroskrity 2010; Pettit 2011). Teachers’ beliefs
about languages, about the children and parents who speak languages other than
the language of schooling and about how second languages are acquired have been
found to have an impact on the place attributed to children’s home languages in the
classroom and whether these will be silenced or used as a resource for learning
(Hélot 2010; Pulinx, Van Avermaet, and Ağirdağ 2015; Young 2014).

One concern raised by many authors is the effect teachers’ beliefs have on the ex-
pectations they hold for linguistically diverse children which when either low or unre-
alistic limit the educational opportunities offered to these students (Fitzsimmons-
Doolan, Palmer, and Henderson 2017; Garrity, Aquino-Sterling, and Day 2015, Ullucci
2007). Some studies (Gay 2015; Hernández 2001; Sharkey and Layzer 2000) reveal that
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when teachers believe bilingual students are not capable of mastering the curriculum,
they hold lower expectations for them and take part in what Sharkey and Layzer
(2000: 356) call a “benevelont conspiracy”, that is to say that teachers do not challenge
students, give them easier tasks or avoid calling on them for fear of embarrassing
them or putting them under stress. Pulinx, Van Avermaet, and Ağirdağ (2015) also
found that negative attitudes towards certain languages or varieties of languages influ-
enced teachers’ beliefs about whether students were competent and whether they
would achieve academic success. Gay (2015: 447) emphasises the role of beliefs in con-
tributing to self-fulfilling prophesies, in which “teachers get from students what they
expect based on what they believe is true”.

Another important area for concern are teachers’ beliefs about second language
learning as these are directly related to the place given to children’s home lan-
guages within the learning tasks implemented in the classroom. Much research has
drawn attention to teachers’ lack of knowledge of second language acquisition
(Karabenick and Noda 2004; Lucas, Villegas, and Martin 2015; Mary and Young
2018b; Pettit 2011; Reeves 2004) and how this leads teachers to deprive (emergent)
bilingual students of support and scaffolding through the use of their home lan-
guages and to neglect opportunities for biliteracy development. A common misun-
derstanding among teachers concerns the nature of second language learning.
Many teachers hold the belief that children are able to acquire a second language
rapidly through submersion, coupled with a strict language separation policy
through which they hear and are exposed solely to the target language in the school
context (Pettit 2011; Reeves 2004). Within this idea is that too much exposure to the
home language slows the progress of acquisition of the second language (Franceschini
2011; Karabenick and Noda 2004). This belief likens children to “sponges” who are
able to “soak up” a second language if immersed in it and if no other languages are
present to interfere with this acquisition. It is based on the idea that individuals acquire
a second language in the same way as they do their first language, through constant
contact and interaction in that language. While sufficient exposure, input, and interac-
tion in the target language are undeniably necessary elements of the process of second
language acquisition, research has also emphasised the crucial role an individual’s
first language plays in their language development, and the importance of cross-
linguistic transfer of the knowledge encoded in the first language (Cummins 1981,
2017). Cummins likens this misconception of language development to the image of
two separate balloons representing the child’s home language and another (second)
language. The schema illustrates the unfounded idea held by many teachers that an
increased amount of contact with the home language will not allow a sufficient amount
of contact in the language of schooling. The fear of failing to equip emergent bilingual
learners with the necessary linguistic competences to access the school curriculum
leads many teachers to advise parents to “make an effort” to replace the home lan-
guage with the language of schooling. In so doing, the teacher not only shifts the re-
sponsibility for school language development from the school to the home, but also
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endorses the idea that parents have to make a “choice” between using their home lan-
guage with their child or prioritising their child’s future. We concur with Skutnabb-
Kangas and May (2016: 126) that this is “false ‘either/or’ thinking – there is no need to
choose, one can have both”.

Finally, regarding the lack of knowledge about language acquisition and bi/
plurilingual development, in spite of the instrumental value and cognitive benefits
of bi/plurilingualism reported in the literature (e.g., Bialystok 2018; August and
Shanahan 2006; Cummins 2008), schools all too often fail to acknowledge minority
home language competences and consequently do not develop programmes in col-
laboration with families to nurture and support multiple language development
(Curdt-Christiansen and Lanza 2018).

4 Image of the child: The repercussions
of acknowledging or ignoring linguistic
and cultural capital

Teachers’ attitudes and beliefs are also directly linked to the image they hold of each
child present in their classrooms, which contributes over time to the construction of
the child’s identity. The term “image of the child”, taken from the Reggio Emilia ap-
proach to early childhood education (Edwards, Gandini, and Forman 1998), encapsu-
lates the powerful impact of the way teachers think about children, or the mental
picture of them they have in their mind, on the harmonious development of the child’s
self-image and well-being. Inherent to this approach, which emerged in Northern Italy
in the second half of the 20th century, is the view that children are competent, power-
ful, creative and curious and that all children possess strong potential for development
(Hewett 2001). Malaguzzi (1994), the founder of the movement stressed the founda-
tional nature of the image teachers hold of children and its consequential impact on
teachers’ behaviour and their relationships with children in the classroom. He advo-
cated the need for teachers to view children as intelligent, strong and beautiful
(Malaguzzi 1994), rather than looking for what is lacking in the child and encouraged
teachers to strive to draw on the wealth of resources and assets available to the child
and what s/he has to offer (Tijnagel-Schoenaker 2017). From this perspective, educa-
tors pay particular attention to the child’s unique competencies and to the “hundred
languages” children may use. The “Hundred languages of children” is a term used by
Malaguzzi (1994: 55) to describe the many ways in which children choose to communi-
cate and express themselves (Edwards, Gandini, and Forman 1998). Situated within
the socio-constructivist theory, the approach attaches importance to the various, multi-
ple forms of knowing that children may demonstrate and accepts the manifestation of
their knowledge through multiple channels (Hewett 2001). As knowledge is viewed to
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be actively and socially constructed by children, educators are thus called on to shed
their role of “transmitters” of knowledge and to endorse new roles such as those of co-
researcher, prompter, or designer in a bid to accompany and guide children on their
learning paths. Most importantly, in this approach, children are viewed as having not
only needs (educational and developmental), but are seen as having specific rights as
well (Rinaldi 1998).

Accordingly, teachers holding positive images of students who have knowledge
of other languages in addition to the language of schooling, will consequently com-
municate to them the value of their home languages and will consider them and
the knowledge first acquired in the home context as important resources for learn-
ing. This means first and foremost that teachers acknowledge the linguistic and cul-
tural capital of individual learners and secondly, that they recognise the right to
use the home language(s) in the classroom by allowing and encouraging children
to draw on their entire linguistic and cultural repertoires and to be active protago-
nists of their own learning.

Psychologists have also emphasised the important role of teachers as “significant
others” in children’s lives and the impact they have on children’s self-esteem and self-
perceptions as they mature (Burns 1982; Harter 1999; Humphrey 2003; Lawrence 2006;
Mruk 1999). Teachers play an important role in the development of academic self-
esteem due to their position as “experts” and authority figures and, in addition to feed-
back from peers, they constitute one of the most important sources of feedback with
regard to academic competence and self-worth (Humphrey 2003, 2004). Teachers’ ver-
bal and nonverbal communication have a strong impact on children’s self-esteem, and
specialists have highlighted the important role that communicating acceptance to pu-
pils, including acceptance of their home languages, can play in the development of
their self-worth (Humphrey 2003; Lawrence 2006).

Likewise, studies (Cummins et al. 2015, Moons 2010; Thomauske 2011) have re-
vealed the negative effect that deficit beliefs and visions of children’s home lan-
guages can have on the children themselves and demonstrated that children perceive
and integrate very early on the image that their teachers have of them and their home
languages. Children’s perceptions of the attitudes displayed by their teachers play
a role in regulating their behaviour, as these deficit visions are integrated into their
self-systems (Harter 1999). Teachers are quite often unaware of the images they con-
struct and communicate to children and parents as these often remain unconscious
constructs and are inherently linked to their language ideologies. Gkaintartzi and
Tsokalidou (2011), for example, found that despite teachers’ prevailing discourses in
which they expressed positive views on home language maintenance, the children in
their study had in fact integrated and internalised implicit deficit messages communi-
cated to them by teachers/the school concerning the value and legitimacy of their
home languages and that they had also understood, even at a very young age, the
power relations involved. These teachers had communicated to the children that they
had “equal” status in the classroom, that is to say that they were no different from
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their monolingual peers, and yet they had simultaneously deprived them of access to
their most powerful linguistic resource, their home language. As a result, the children
were disempowered by the teachers who had implicitly communicated to them that
they were lacking, low-achieving and weak as a result of their emergent bilingualism.

In contrast, Rosiers (2017) presents data from Belgium which reveals how some
teachers empower their students by valuing their home languages as cognitive
tools and allowing spontaneous translanguaging practices in the classroom. Duarte
(2018) also observed and documented translanguaging practices in primary and
pre-primary classrooms in Luxembourg and the Netherlands whereby teachers
were able to value home language competences and use them as scaffolding for
learning. Young and Hélot (2003) carried out a longitudinal study which docu-
mented how teachers recognised and valued home languages in the context of a
primary school project in France and how, as a result of this approach, children
found their voices, home school relations improved and previously ignored knowl-
edge and skills were shared.

Other studies (Bensekhar et al. 2015; Di Meo et al. 2015; Dahoun 1995) have
highlighted the detrimental effects teachers’ negative attitudes towards children’s
home languages can have on their willingness to speak their home languages at
school and whether they view them as legitimate and valued. Moons (2010) presented
data showing that not only did emergent bilingual children perceive that their home
languages did not have a legitimate place in the classroom, their peers in the class-
room had also integrated both negative and positive attitudes communicated to them
by the teachers. In classes in which there was openness to languages other than the
language of schooling on the part of the teacher, children’s peers demonstrated more
empathy and understanding towards their emergent bilingual peers, whereas in
classrooms in which speaking the home languages was considered socially inappro-
priate, peers followed the teacher’s example in rejecting children’s attempts to use
their entire linguistic repertoires, resulting at times in peers signalling to the teacher
when children were transgressing the classroom or school language policy.

Parents, too, have been shown to be affected by teachers’ explicit and implicit
attitudes towards home languages. In one study, Thomauske (2011) found that pa-
rents in France quickly understood the message, conveyed to them by teachers,
that speaking their home languages to their children represented a threat to na-
tional unity, would slow the progress of their child’s learning of the language of
schooling and thus contribute to low academic achievement. In a Turkish immigra-
tion context in the Netherlands, Bezçioğlu-Göktolga and Yağmur (2018) also re-
ported on diverging parental beliefs and teacher opinions towards the value of the
heritage language, with teachers emerging as the key actors in shaping parental
language choices and practices. Failing to acknowledge, value and build upon
home language competence can be likened to the amputation of a limb due to the
disempowering nature of such actions. Communicating to families that their languages
are worthless or even detrimental to their children’s educational development not only
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misinforms parents, but also places them in an unnecessarily stressful situation. De
Houwer (2017: 238) reported that “[t]here is overwhelming evidence that parental socio-
emotional well-being is negatively affected when young children do not speak the mi-
nority language that parents address them in” (see also De Houwer this vol). In a
recent study conducted with members of migrant families living in Frankfurt, Germany
and Strasbourg, France, Siemushyma and Young (2019) conclude that the use of
both the home language and the language of the host country is necessary for the
fuller realization of parenting functions. Teachers need to be made aware of the
considerable impact their attitudes and actions towards home languages have upon
migrant families.

5 What’s in a name? Naming students whose home
languages differ from the language of schooling

Given the privileged position of teachers as key agents in language education pro-
cesses and policies (Menken 2008; Menken and García 2010), we would like to turn
our attention to the terms used to name students whose home languages differ from
the language of the school. Teachers’ beliefs about the value of home languages are
also reflected in and shaped by the terms employed within their professional con-
texts to describe learners whose home languages differ from the language of school-
ing. Some of these terms may insidiously colour the vision of teachers, parents and
pupils towards these learners and their competences and therefore warrant a criti-
cal examination. Aligning ourselves with García (2009) and Grosjean (2010), we pre-
fer to use the term “bilingual” or “emergent bilingual” when referring to children
who function in more than one language in their daily lives. In this section we will
explain why we choose to use this term and why it is important to question and
reflect upon the terms employed when referring to children who navigate between
languages on a regular basis at home and at school (see Eisenchlas and Schalley
this vol., for a detailed discussion on the use of terminology).

The ways in which we refer to emergent bilingual children within the main-
stream, compulsory education system, the terms used both in official documentation,
but more importantly by practitioners themselves reveal much about the dynamics of
power and the image of these pupils constructed by schools. For example, in the
French context, these children have been referred to in official, ministerial documen-
tation chronologically since the 1970s as: enfants étrangers (foreign children), enfants
non-francophones (non-francophone children), enfants immigrés (immigrant children),
élèves de nationalité étrangère (pupils of foreign nationality), enfants venus d’ailleurs
(children from elsewhere), enfants nouveaux venue en France (newly arrived children
in France), enfants de migrants (children of migrants), enfants issus de l’immigration
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(children of migrant background), primo-arrivants (new arrivals), élèves nouvellement
arrivés en France (ENAF) (newly arrived pupils in France), élèves allophones nouvelle-
ment arrivés en France (EANA) (newly arrived allophone pupils in France). For a more
detailed discussion of these terms and their use by teachers, see Galligani (2012)
and Paul Kister (2016). Many of these terms label these children as outsiders and
convey a deficit perspective towards their languages which remain unacknowl-
edged and unnamed.

What is striking about some of the early terms (foreign children, pupils of foreign
nationality) is the close association of nationality and language. It should be acknowl-
edged that the terminological move away from associating language with nationality,
denoted by the current term “newly arrived allophone pupil” (M.E.N. 2012), is salu-
tary, given that nationality does not automatically confer linguistic competence in a
specific language on a national. It is perfectly possible to hold nationality without
mastering the official language of the country concerned if, for example, you have in-
herited your nationality from a parent but never lived in the country of origin of that
parent, or if you are a member of a linguistic minority group within a nation for
whom either schooling takes place in the minority language or for whom there is little
or poor educational provision in the official national language (see Piller 2016 for a
detailed discussion and examples). Children do not necessarily speak an official, na-
tional language just because they were born in a certain geographical location.
Linguistic competence is acquired through socialization within a specific context or
contexts (home, school, place of worship, local community etc.) which may be mono-,
bi- or multilingual. The complexities of individual, linguistic experiences and compe-
tences are not always investigated by teachers who are frequently unaware of the im-
portance of these demographic details, overlooking the opportunities to inform, adapt
and individualise their teaching approaches with (emergent) bilingual learners.

The variables associated with migration are numerous and complex and include:
reasons for the migration (parents’ professional choices/obligations, personal and
family ties, instability in the home country . . . ), conditions of the migration (forced/
chosen, direct migration from country A to country B/transit through a number of
other countries, accompanied/unaccompanied . . . ), status of those migrating (legal/
illegal, refugee, asylum seeker . . . ), length of residence in the new country (newly
arrived, temporary/permanent, first/second/third generation) etc. The linguistic rep-
ertoire of the child will reflect these variables. The complexity of the individual lan-
guage biography needs to be acknowledged, not oversimplified. Lumping individuals
together under a catch-all term is rarely informative, accurate nor useful. Teachers
need to be aware of these complexities and to question the terms used to describe
learners for whom the language of schooling is an additional language to their lan-
guage repertoires and to cultivate a positive vision of each child’s linguistic resources.
These issues need to be addressed during professional development programmes, as
discussed in the final section of this chapter.
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Clearly, progress has been made since the times when the term non-francophone
with its visibly negative orientation was used in the official texts published by the
French Ministry of Education to the present-day recognition of children’s “other” lan-
guages, inherent to the term allophone (etymologically from Ancient Greek ἄλλος,
allos = other and φωνή, phone = sound). However, the term allophone in France, as
well as the term alloglossa pedia (other language-speaking children) in Greece, have
also been criticised (Young 2014; Tsokalidou 2005) – firstly, because they focus on
the notion of otherness, consequently facilitating the “othering” of children, i.e. sin-
gling them out as different and therefore excluding them from the dominant franco-
phone majority, and secondly, by referring uniquely to the “other” language(s) the
term effectively ignores the presence of the developing language of schooling in the
child’s linguistic repertoire. His/her identity as a learner of the language through
which mainstream education is conducted is equally important to the child in terms
of being accepted as a member of the dominant group, feeling a sense of belonging
(Van Der Wildt, Van Avermaet, and Van Houtte 2017) and envisaging an empowering
learning trajectory. In Flanders, Ağirdağ, Jordens, and Houtte (2014) have similarly
called into question the term anderstaligen (linguistically different). While García
(2009) in New York uses the term emergent bilinguals as opposed to ELLs (English
language learners) or LEPs (limited English proficient students). Terminology such as
(emergent) bilingual or plurilingual would not only reflect the reality of these pupils’
linguistic competences but would also present these competences in a more posi-
tively connoted light, communicating and reinforcing these children’s identities of
competence (Manyak 2004) and belonging rather than of deficiency and exclusion
(Young 2017).

6 The impact of teacher beliefs on practiced
language policies

As we have already discussed, the terminology used to refer to (emergent) bilin-
guals and whether or not the languages they speak at home are valued has an im-
pact on the learners’ self-esteem, self-worth and sense of identity and belonging.
Menken (2008) has underlined the strategic position of teachers who interpret and
negotiate language policies and as such act as the “final arbiters of language policy
implementation” (Menken 2008: 5). Teacher beliefs are a key ingredient in the lan-
guage policy mix. They interact with all the other components of the classroom rec-
ipe and flavour the learning outcomes. Top-down policies can leave teachers
feeling disempowered, as they are often viewed as constraints on their professional
activities. Sometimes declarative policy is misunderstood by teachers and its enact-
ment exacerbated by a lack of knowledge in a specific domain. A teacher’s personal
belief system may even conflict with prescribed policy, leaving the teacher feeling
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guilty due to their inability to put the policy into practice. All these factors render
the language policy’s journey from paper to classroom a hazardous one, and one
which is reliant on the knowledge, understanding and engagement of the profes-
sional. The impact of knowledge gained through pre-service teacher education and
continued professional development in the areas of bilingualism, second language
acquisition and critical language awareness (García 2017) on teachers’ beliefs and
attitudes toward their (emergent) bilingual pupils and the relevance of this impact
for future curriculum development is discussed below.

Language policies are enacted in classrooms on a daily basis. Decisions concern-
ing language and languages are made by teachers and these decisions are not always
induced by top-down policy, they may also emanate from teachers themselves, bot-
tom-up. This alternative view of language policy relocates the focus of power and the
potential for innovation with the teacher in the classroom. Both Bonacina-Pugh
(2012) and Spolsky (2004) maintain that it is doing policy, of the bottom-up variety,
i.e. practiced language policy in education, that has the greatest impact on learning
due to the reiterative and personalized nature of classroom interactions The teacher
is the decision maker about which languages are worthy of interest and which are
not, which languages are legitimate tools for learning and which are not, and
whether the pupils learn about language and languages or whether they do not.

Such practiced language policies (Bonacina-Pugh 2012; also see Paulsrud this vol.)
may be overt, i.e. a teacher may instruct a child to use the language of schooling at
school exclusively and banish all home languages from the classroom, but they may
equally be covert. A disapproving glance or ignoring the fact that a child knows a lan-
guage other than the language of schooling, as we have seen, also has profound ef-
fects on learners. Research has shown that when learners’ identities are reinforced,
their well-being and self-esteem increases and they do better at school (Cummins and
Early 2011). The language(s) of the home are a key component of our identity, the lan-
guage(s) through which we initially perceive the world and through which we form
key relationships with those closest to us (usually family members). The role of affect
in relation to language has been documented by researchers (He 2010) as a key compo-
nent in learning and well-being. Acknowledging and valuing the language skills of
children and their families within the school context plays a key role in pupil well-
being and in home-school relations (Dusi and Steinbach 2016).

7 Factors contributing to teachers’ beliefs
about home languages and cultures

Having discussed the link between teachers’ belief systems and their actions, the
ways in which these impact on practiced language policies and whether bilingual
and emergent bilingual children’s learning is supported in the classroom, we now
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turn to an examination of the factors contributing to these beliefs. In section 3 we
discussed how teachers’ deficit beliefs about bilingualism and second language ac-
quisition are often based on erroneous notions about second language acquisition
(Grosjean 2010; Mary and Young 2018b; Young 2014) and lack of awareness of the
important role of language and culture in children’s knowledge and identity con-
struction. Below, we detail the four main factors which have been clearly identified
in the literature as having an impact on teachers’ beliefs with regard to home
languages.

The first factor which strongly emerges in meta analyses on the question of teacher
beliefs in relation to cultural and linguistic diversity is the link between teachers’ prior
experience with linguistic and cultural diversity both inside and outside of school
(Lucas, Villegas, and Martin 2015; Pettit 2011). Practitioners who have had experiences
with language minority populations and bilingual learners express more positive atti-
tudes towards students’ home languages and demonstrate a more acute awareness of
the positive role children’s home languages play in their learning (Fitzsimmons-
Doolan, Palmer, and Henderson 2017; Garmon 2004; Lucas and Villegas 2013; Garrity,
Aquino-Sterling, and Day 2015). Flores (2001) found that teachers with experience in
bilingual classrooms were more aware of the ways in which children’s home languages
supported their knowledge of the language of schooling than mainstream teachers
with no experience in bilingual classrooms and were also conscious of the benefits of
cross-linguistic transfer.

The second and equally important factor identified in the literature concerns
knowledge gained through teacher education. An important link has been shown be-
tween teachers’ positive attitudes toward children’s home languages and the amount
of preparation they receive during their studies and/or training. In particular, teach-
ers who reported having followed courses in multicultural education or linguistic di-
versity (Flores and Smith 2009; Lucas, Villegas, and Martin 2015; Montero and
McVicker 2006; Smitherman and Villanueva 2000) also demonstrated more favour-
able attitudes towards linguistically diverse learners. Youngs and Youngs’ (2001)
study of 143 mainstream teachers in the USA found that teachers who had received
training in English as a Second Language were significantly more positive about
teaching emergent bilingual and bilingual pupils than those who reported having no
training. In the same vein, researchers (e.g., Smitherman and Villanueva 2000;
Pulinx, Van Avermaet, and Ağirdağ 2015) have also found links between teachers’
negative beliefs about children’s home languages and their lack of training and/or
personal exposure to bi/multilingualism.

The third factor which has been shown to impact on teachers’ beliefs toward
home languages concerns the language experiences and ethnic backgrounds of
teachers themselves. In several studies, teachers who reported being bilingual or pro-
ficient in a language other than the language of schooling demonstrated more open-
ness to supporting bilingual learners (García-Nevarez, Stafford, and Arias 2005; Lee
and Oxelson 2006).
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The fourth and final factor addressed concerns the impact of societal language
ideologies on teachers’ beliefs. Dominant monolingual language ideologies which are
present in many contexts may also cause teachers to struggle to view (emergent) bi-
lingual pupils in a positive light. The association of nationality and language gener-
ally reveals a very monolingual vision or monolingual habitus (Gogolin 1994), where
a “one language one country” ideology is regarded as the norm. Such monolingual
visions tend to be deeply rooted in nation-building ideologies and discourses of na-
tional unity. Returning to our French examples, these traces of national language ide-
ology, encapsulated by the adage “Un pays, une nation, une langue” (one country,
one nation, one language) and enshrined in the constitution as the language of the
République (article 2 of the Constitution, modified by constitutional law n°95–880 on
4 August 1995) are not only a legacy of France’s turbulent political and social history,
they are still very much in evidence in twenty-first century French schools where lan-
guages other than French, the language of instruction, are often considered as illegit-
imate and therefore banished from the classroom and sometimes even from the
playground, too (Young 2014). Such exclusive, sometimes referred to as glottophobic
(Blanchet 2019) or discriminatory, language laws are not only applied in France.
Ağirdağ, Jordens, and Houtte (2014), working in the Belgian context, also report on
such monolingual policies.

Language ideologies and beliefs about language are extremely powerful
forces which influence the implementation of language policies resulting in the
support or the undermining of language transmission, development and learning.
They filter down to the learners and their families through the education system,
with teachers being recognized as key actors in this process (Menken 2008;
Menken and García 2010).

8 The importance of deconstructing beliefs and
nurturing informed professional attitudes – some
concluding remarks

If dominant monolingual ideologies remain unchallenged in our education systems
and accepted at face value as common sense in spite of being unsupported by re-
search, not only will the linguistic resources inherent to our multilingual, post-
colonial societies be lost, but those who lose them will bear the scars. In the interest of
social justice, equity and the realisation of the full potential of all citizens (Annamalai
and Skutnabb-Kangas this vol.), teachers need to be equipped with knowledge about
language, to develop critical language awareness (García 2017) and informed profes-
sional attitudes based on research findings. Publications such as Big ideas for expand-
ing minds: Teaching English language learners across the curriculum (Cummins and
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Early 2015), Enacting Multilingualism (Krulatz, Dahl, and Flogenfeldt 2018) and What
teachers need to know about language (Adger, Snow, and Christian 2018) are helping to
fill gaps in teacher knowledge about language and languages, but these accessible re-
search-supported handbooks need to be supplemented by opening up spaces for pro-
fessional development where professionals can exchange and confront their beliefs.
Belief systems supported by engrained ideologies do not evaporate overnight. Often a
prolonged period of reflection and readjustment to new information and alternative vi-
sions is necessary before innovative practices can be enacted.

Research has shown that providing (future) teachers with knowledge of first
and second language acquisition alone is insufficient (Garmon 2004; Horan and Hersi
2011). Many authors (Crookes 2015; García 2017; Hélot 2018; Lucas, Villegas, and
Martin 2015; Mary and Young 2018a; 2018b) emphasise the need for teacher educators
to provide opportunities for pre-service and practising teachers to critically examine
their beliefs about issues related to language. Several studies have proposed pedagog-
ical interventions in teacher education which allow pre-service and practising teach-
ers to explore and deconstruct their beliefs through reflective writing and discussion
tasks. Some examples are the use of blogs or traditional journals (Hsu 2009; Lucas
and Villegas 2013), reflection papers (Dolby 2012), Social Perspective Taking (Rios,
Trent, and Vega-Castañeda 2003) or Problem Based Learning (Mary and Young
2018b). In addition, García (2017: 272) reminds us that teacher education programmes
need to “develop prospective teachers’ abilities of how to use this awareness pedagog-
ically to change the world”. If teachers are to develop an “advocacy stance” (Lucas
and Villegas 2013: 104) in which they recognise their own agency in the classroom
(Mary and Young 2018a) and take steps to provide meaningful learning opportunities
for children, teacher education programmes need to help (pre-service) teachers better
understand the challenges bilingual children and their families face. This can be
achieved through access to the personal testimonies of children and parents (Mary
and Young 2018b) and by providing community-based learning experiences or field
work followed by guided discussion (Lucas and Villegas 2013). As language arbiters
(Menken 2008) who interpret, negotiate and do language policy in the classroom, in-
formed and engaged teachers are the key component to supporting and developing
multilingual competence amongst pupils and in so doing to making a positive contri-
bution to home language maintenance.
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BethAnne Paulsrud

23 The mainstream classroom and home
language maintenance

1 Introduction

Due to mobility and migration, many teachers today encounter increasing linguis-
tic diversity in the mainstream classroom as they welcome students from different
backgrounds. Students may have home languages that hold high prestige globally
or are national languages elsewhere, but they may also have home languages that
lack status and recognition. Likewise, their literacy and/or oracy skills in their
home languages may be strong or only emerging. Managing multiple home lan-
guages in the classroom may be seen as challenging and even problematic in
some countries, with policies framed along these lines, such as Australia (e.g.
Eisenchlas and Schalley 2019), while some countries that previously merely toler-
ated home languages now articulate support for them, such as Ireland (e.g. Dillon
2012; Department of Education and Skills 2017). In other countries, policies may
also allow more space for the inclusion of home languages in mainstream class-
rooms, such as Sweden (e.g. Ganuza and Hedman 2018).

Through examples of recent research from a variety of contexts, this chapter
aims to explore how home language maintenance may be managed and supported
in the mainstream classroom. Here, home language refers to languages other than
the majority language of instruction in the classroom (see also Eisenchlas and
Schalley this vol. for a discussion). The chapter first briefly presents how home lan-
guage and classroom management have generally been treated in the classroom,
and then turns the focus to language orientations (Ruiz 1984) in relation to home
language maintenance. The key concepts ideological and implementational spaces
and translanguaging are introduced, followed by the selected studies highlighting
the teacher, in relation to policies and to teacher training, and classroom practices.
The chapter concludes with final thoughts on how innovative strategies in class-
room management may support students’ linguistic diversity, and, in the words of
Hornberger, encourage multilingualism to “evolve and flourish rather than dwindle
and disappear” (2002: 30). Thus, the ambition with this chapter is to take a step
away from the deficit perspectives often associated with management of students
with other home languages than the majority school language.
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2 Background: Home languages in the mainstream
classroom

According to Young (2014: 157), “Children for whom the language of instruction is
not the language of the home are particularly dependent on their teachers for learn-
ing support.” The Organisation for Economic Co-operation and Development (OECD),
for example, emphasises the need multilingual students have for language support
in the classroom as essential to both school achievement and equity in society (Field,
Kuczera, and Pont 2007). However, in many educational settings, teachers are not
interested in their students’ home languages, do not know what they are, or see
home language maintenance as the sole responsibility of the parents (Dillon 2012;
Young 2014). Some teachers also report that parents do not want home language
maintenance to be a part of schooling, but prefer only majority language support
(Dillon 2012). Still, in others, teachers allow students to actively use their home lan-
guages to support their learning (e.g. Rosiers 2017). How home languages are in-
cluded or excluded in the mainstream classroom may be related to classroom
management choices. Curran (2003: 334) describes classroom management as “of
paramount concern for both new and veteran teachers”. She maintains that manage-
ment decisions are “even more complex” when students have different home lan-
guages. Curran calls for practical routines (such as designated library days) and
prepared classroom environments (such as labels in students’ home languages) to
give students with limited majority language skills a sense of structure and security.
She further argues that mainstream teachers need to affirm linguistic diversity, stat-
ing, “Teachers need to model a respect for all languages” (Curran 2003: 338). This
focus on linguistic diversity as positive is key to understanding how teachers can sup-
port home language maintenance in the mainstream classroom – and policy plays a
role in this.

Policies affording or constraining the maintenance of home languages link to the
perception of languages other than the majority language as legitimate for learning
(Rosén and Wedin 2015). The roles of national policy documents (e.g. in curricula)
and the local policies of the school (both implicit and explicit) can be considered in
light of Ruiz’s (1984) three orientations in language planning: language-as-problem,
language-as-right, and language-as-resource. Hornberger (1990: 24) offers a summary
of the three orientations:

Under a language-as-problem orientation, language is seen as an obstacle standing in the way
of the incorporation of members of linguistic minorities into the mainstream. Under a lan-
guage-as-right orientation, the right of linguistic-minority members to speak and maintain
their mother tongue is defined as a human and civil right. Under a language-as-resource orien-
tation, the importance to the nation of conserving and developing all of its linguistic resources
is emphasized.
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While Ruiz wrote about the situation of bilingual education in the 1980’s USA when
he specified the three orientations, the issues he identified then are still valid today
when we consider policy and multilingualism in mainstream schools across con-
texts. He emphasised the need to explore “what is thinkable about language in soci-
ety” (1984: 16), with questions related to the ideologies revealed in policy texts, the
ways we talk about language in relation to society, and which languages are con-
sidered legitimate for whom and when. According to Hult and Hornberger, it is
possible to “unpack and reflect upon the ideas aligned with each orientation”
(2016: 31) in the implicit or explicit directives in macro and micro policies as well
as in the classroom (see also Hult 2013).

2.1 Key concepts

While an understanding of language orientations frames this exploration of the
mainstream classroom and home language maintenance, this chapter engages with
two related concepts: ideological and implementational spaces and translanguaging.

2.1.1 Ideological and implementational spaces

Mainstream classrooms are embedded with ideologies that affect a teacher’s beliefs
and attitudes towards students’ home languages (see also Mary and Young this vol.).
Politics and policies on the macro level (see Liddicoat and Yağmur, both this vol.) indi-
cate ideologies about language status and hierarchies that should be implemented at
the micro level. According to Johnson (2010), official discourses open or close ideologi-
cal spaces and implementational spaces in schools (Hornberger 2002). National lan-
guage and education policies that promote and value multilingualism as a resource
open ideological spaces, which in turn allows for implementational spaces in practice
(e.g. the school or classroom level). Ideological spaces can also be closed or rejected,
thus making implementation difficult. Furthermore, ideological spaces promoting pos-
itive attitudes towards home languages are only potential spaces, as “language educa-
tors and users must take advantage of this space by implementing multilingual
education practices” (Johnson 2011: 129). Likewise, a lack of clear ideological spaces
places great responsibility on the individual teacher as well as teacher educators for
interpretation and implementation of practices promoting (or not) linguistic diversity.
Spaces can be linked to affordances and constraints for multilingualism in the school,
with affordances defined as “what is available to the person to do something with”
(van Lier 2004: 91) or possibilities offering action potential in the environment, and
constraints defined as obstacles preventing action (van Lier 2004: 4).

Even if the ideology in policy is in place, teachers may need implementational
tools. Liddicoat (2014: 121) argues that teachers need to develop their own “pedagogical
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and linguistic capabilities in order to implement pedagogical change”. Teachers have
the possibility to resist or support top-down policies – as well as to negotiate their own
implementation based on their own ideologies. Furthermore, promoting classroom
practices that actually support home language maintenance requires agency, as main-
stream teachers need to act on the ideological spaces they perceive in national policy
documents such as curricula and in the local policies of the school to create implemen-
tational spaces for affirmative practices.

2.1.2 Translanguaging

Translanguaging as pedagogy may play a role in affording home language mainte-
nance, as the recognition of the value of linguistic resources may enhance communi-
cation and foster inclusiveness in the spaces of formal education. Translanguaging
can be defined as “[. . .] a process by which students and teachers engage in complex
discursive practices that include all the language practices of students in order to de-
velop new language practices and sustain old ones, communicate appropriate knowl-
edge, and give voice to new sociopolitical realities by interrogating linguistic
inequality” (García and Kano 2014: 261). As a theoretical perspective, translanguaging
offers an ideological stance in support of multilingual pedagogy. The teacher in the
mainstream classroom may adopt one of two stances on translanguaging: scaffolding
or transformative (García and Kleyn 2016). A scaffolding stance embraces the view
that inclusion of the home language may be necessary for only a certain period, dur-
ing which the students may use their full linguistic repertoires while becoming profi-
cient in the language of instruction (usually the majority language). A transformative
stance, on the other hand, disrupts the language hierarchies in the mainstream class-
room, and instead promotes the bilingual development of students “in ways that go
beyond how monolinguals perform” (García and Kleyn 2016: 21). Thus, teachers recog-
nize that their students have valuable knowledge and experiences in their use of their
home languages that they can bring with them to the classroom.

The potential benefits that a translanguaging stance offers multilingual students
in the mainstream classroom have been widely accepted (e.g. Baker 2011; García and
Flores 2014), but some question translanguaging as a theory and pedagogy for the
minority language speaker (e.g. Ganuza and Hedman 2017; Jaspers 2018). Citing re-
cent research on translanguaging, Jaspers (2019: 84) identifies what he terms as “two
technical arguments” of translanguaging: as the natural norm for speakers and as
the key to successful instructional practices in the classroom. However, he maintains
that the focus on these two arguments is reductionist and creates value assumptions
of translanguaging that in turn restrict possibilities to affect policy. Furthermore,
Jasper (2019: 89) argues: “Even those teachers who are maximally aware of linguistic
diversity and prepared to adapt their curricula will in these circumstances have to
strike compromises [with other stakeholders such as the government] and will often
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not be able to prioritise students’ linguistic backgrounds.” Instead, he calls for a rec-
ognition of languages as desirable, and not only as part of a successful pedagogy,
which echoes Ruiz who stated: “the mother tongue is a good thing in itself” (2010:
165). While acknowledging Jasper’s concerns, in this chapter, the assumption re-
mains that developing students’ home languages may establish the value of those
languages as both desirable and as legitimate resources for learning. This can also be
related to the Ruizan language orientations, as “teachers with a translanguaging
stance have a firm belief that their students’ language practices are both a resource
and a right” (García, Johnson, and Seltzer 2017: 27). Translanguaging offers a step
away from monoglossic norms and monolingual ideologies and instead affords a re-
sistance to language hierarchies and a view of all linguistic resources as valuable.

3 The mainstream classroom and home language
maintenance: Selected studies

This section presents selected studies of the mainstream classroom and home lan-
guage maintenance in primary and pre-primary education. Many studies of multi-
lingual students concentrate on their academic achievement or attainment of the
school language (e.g. Broeder and Kistemaker 2015). In this chapter, the focus is in-
stead on studies addressing how classroom language management can adapt to in-
clude home languages to greater degrees across a variety of global contexts. This is
illustrated with studies focusing on teachers and policy, teacher training, and class-
room practices.

3.1 The role of the teacher

Here, I highlight a selection of recent studies of the role of teachers in the mainstream
classroom, especially in light of their possibilities to support multilingualism in the
mainstream classroom, and to resist preserving schools as monolingual spaces (e.g.
Piller 2016). Teachers’ beliefs about multilingualism influence how they interpret
spaces in policy, influencing their classroom management decisions in relation to
home languages. Hult (2013: 168) states that this may allow for “agency, creativity,
and the opportunity” to promote support for multilingualism in mainstream educa-
tion. Ideologies – and subsequently the accompanying practices – may also be
changed through increased awareness of students’ home language resources, for ex-
ample through teacher training, although tensions between policy and practice may
remain, as seen in the studies below.
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3.1.1 Teachers and policy

According to Liddicoat (2014: 127), there can exist a “silence about pedagogy in lan-
guage policy”, which may mean teachers in the mainstream classroom must instead
glean directives from implicit policy or rely on the ideologies shaped by their own
attitudes, knowledge or beliefs (see also Mary and Young this vol.). A focus on major-
ity languages as the legitimate language for learning may mean that “students’ native
languages may be tolerated, but not with the intent to develop or maintain [their
own] language and develop advanced bilingual skills” (de Jong 2016: 278). Promoting
should not be confused with tolerating (see also May 2015). If home languages are
promoted, then measures – whether they be top-down policies or grassroots teaching
practices – are in place that entitle students to use all their linguistic resources, and
not just the school majority language, in learning. If home languages are merely tol-
erated, they may instead be seen as an individual resource to be used privately and
not within the realm of education. In order to unquestionably promote home lan-
guages, school leadership needs to be supportive (Woodley 2016) and school and
government policies need to be in place (Varghese and Becerra Lubies 2013), as well
as visible and known to teachers (Dillon 2012). Here, studies at the intersection of pol-
icy, teachers and the mainstream classroom with linguistic diversity are presented.

In their study of teachers as actors responding to policy (both top-down and bot-
tom-up), Tarnanen and Palviainen (2018) present an investigation of teachers’ beliefs
and ideologies towards multilingualism in the classroom in response to the most re-
cent Finnish national curriculum (for an overview, see Zilliacus, Paulsrud, and Holm
2017). This national curriculum from 2014 explicitly recognizes the value of home lan-
guages. However, Tarnanen and Palviainen acknowledge individual teachers’ roles in
the reproduction or the resistance of language-in-education policies and highlight the
role that teachers’ ideologies have in the implementation of policies. Hence, in their
meta-ethnography of four synthesized studies, they analysed teacher talk in their aim
to create a “comprehensive description of teachers as policy agents and of multilin-
gualism in Finnish schools as it emerges through teachers’ beliefs and experiences”
(Tarnanen and Palviainen 2018: 6). Their findings indicate that teachers are slow to
develop new ideologies, ones that may more clearly support home language mainte-
nance in the classroom, despite the clear directives in the curriculum. Instead, dis-
courses of the separation of school language and home language persist. Accepting
other languages may be also limited to symbolic gestures such as knowing about
flags or talking about customs. Tarnanen and Palviainen conclude that despite a new
curriculum focusing on multilingualism, teachers tend to be reluctant to accept a mul-
tilingual turn (e.g. Conteh and Meier 2014), meaning that students’ home languages
may be valued but still not seen as legitimate languages for learning (see also Coady,
Harper, and de Jong 2016).

Sometimes, it is clear that certain language-in-education policies do not support
or promote home language maintenance. For example, in Malawi, where the national
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official language policy stipulates English as the national language, Kamwendo (2016)
strongly argues against the ensuing educational policy of mainstream English-medium
instruction for Malawian students. Few students have English as a home language,
meaning that the legislation does not grant the languages of the students status as
legitimate for learning nor as a right or a resource in the classroom. Likewise, home
languages would thus lack importance as a resource of expertise for the greater com-
munity. In another example, the United States, English-only policies in many states
limit the support of bilingual education and subsequently the recognition of home
language maintenance in the mainstream classroom (Hopkins 2013). In her study of
beliefs, attitudes and prior experiences of teachers in states with different policies
(Arizona, California and Texas), Hopkins (2013) found that several factors influence
whether or not working teachers see students’ home languages as resources to be
used for learning in the classroom. One such factor is the teachers’ own bilingualism
or teacher training in bilingual education (in this case, Spanish). The interviewed bi-
lingual in-service teachers indicated that their teacher training taught them to “think
explicitly about how to identify, connect to, and build on students’ [linguistic] knowl-
edge and experiences” (Hopkins 2013: 364). This reflects a transformative translan-
guaging stance, as the teachers created their own local levels of implementation in
resistance to policies that did not promote home language use. While Hopkins further
maintains that “even bilingual teachers in English-only contexts can leverage their
unique skills in their instruction of emergent bilinguals” (Hopkins 2013: 361), García
Johnson and Seltzer (2017) would counter that even monolingual teachers working
with bilingual students can use translanguaging practices to create spaces that dis-
mantle hierarchies and instead allow students’ home languages, as well as family
and community practices, into the classroom.

Teachers’ knowledge of multilingualism and home language maintenance may
vary greatly. For example, some may believe that students should be discouraged
from using their home language both at school and in the home, despite research
showing that subtractive bilingualism does not benefit learners (Cummins 2007;
Varghese and Becerra Lubies 2013). If the home language is relegated to home use
only, and schools ban the home language in school, students may not be able to
make use of all of their linguistic resources for learning. Pedagogical tensions may
also arise if teachers do not feel prepared to work with multilingual students, and
thus the role of pre-service and in-service training in forming teachers’ attitudes,
knowledge and beliefs about multilingual education is key.

3.1.2 Teacher training

To meet the increasing demands of the “linguistic and cultural needs” in classrooms,
Coady, Harper, and de Jong (2016: 344) underscore the need for “specialized knowl-
edge and skills in teaching and learning”. However, unless there are unambiguous
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directives in policy paired with a clear focus in pre-service training, there are open-
ings for inconsistent interpretation and unreliable implementation of practices sup-
porting linguistic diversity in the school. Hence, teachers may perpetuate a
monolingual ideology in the classroom instead of recognising the needs of a multilin-
gual school. Here, I present four studies of teacher training related to home language
maintenance.

In a recent interview study, Paulsrud and Zilliacus (2018) asked Swedish teacher
educators and pre-service teachers about the spaces for multilingualism in teacher
training. Those interviewed indicated that preparation for how to support linguistic
diversity in the mainstream classroom is deficient in teacher education and could be
afforded greater attention (see also Dillon 2012). Both teacher educators and pre-
service teachers highlighted the importance of multilingualism in the classroom and
the need to include multilingual perspectives and working methods in school and ed-
ucation. One teacher educator emphasised the importance of understanding ap-
proaches to home language use as a legitimate language for learning: “We need to
prepare teacher students to teach in a Swedish school that looks much different than
the one they went to themselves” (Paulsrud 2016). This is especially important as
teachers’ own experiences (e.g. their own schooling, exposure to languages, travels)
usually play an important role in their own approach to teaching. Another educator
agreed, “I mean, they are all definitely going to end up in a classroom that is multi-
lingual” (Paulsrud and Zilliacus 2018: 37). Paulsrud and Zilliacus (2018) also found
that there were uncertainties about the responsibility for multilingualism in teacher
education, as seen in one educator’s statement, “I think knowledge about multilin-
gualism is important, but it isn’t really our responsibility” (p. 41). Language teachers
called for more involvement from all subject disciplines, and all educators suggested
the need for reforms in teacher education in terms of content and course objectives.

Kolano and King’s (2015) study of 43 American pre-service teachers focuses on the
completion of one mandatory course on multiculturalism in their teacher education,
using written narratives collected over the course term. These pre-service teachers rep-
resented a homogenous group of mostly white females. Kolano and King’s aim was to
determine if a single course could affect these pre-service teachers’ attitudes and be-
liefs towards English language learners (i.e. students with home languages other than
the majority school language, English). The pre-service teachers indicated, among
other things, the importance of completing practical work experience, called clinical
field experiences, in a highly diverse school. Their experiences with diverse learners
had particular impact, as most had never spent time in such classrooms before. While
the focus of Kolano and King’s study was on multiculturalism, linguistic diversity was
a key component. One pre-service teacher in their study noted that her previous beliefs
about students’ home languages was not accurate: “I used to believe that I would
need to know a student’s primary language in order to effectively teach them” (Kolano
and King 2015: 14; see also García and Seltzer 2016). Kolano and King maintain that
through targeted teacher training, the pre-service teachers were able “to renegotiate
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their role to include an understanding of strategies, theories, and practices” (2015: 14)
to support students with minority home languages in the mainstream classroom.

In their study of pre-service primary school teachers in Botswana and Swaziland,
Kasule and Mapolelo (2013: 265) delve into work with mathematics word problems (de-
scribed as “mathematical exercises whose content is presented in story form”) in light
of students’ stronger proficiency in a home language. Both Botswana and Swaziland
have English-medium education policies for the compulsory school. The 33 partici-
pants in the questionnaire study did not themselves have English as a primary home
language but were expected to teach mathematics in English. Furthermore, Kasule
and Mapolelo saw a mismatch in pre-service teachers’ training in English and a na-
tional language, when they then later were employed in schools throughout the two
countries, where numerous home languages may be spoken. The premise in the study
was that students have both oral numeracy and oracy in their home languages. The
question was if and how pre-service teachers were aware of this resource, as the use of
the home languages for difficult maths problems was “officially discouraged in both
countries” (Kasule and Mapolelo 2013: 271). Their results indicate that these pre-
service teachers tend to rely on the English-medium school policy, rather than make
use of the home languages as a resource when working with difficult mathematics
word problems. Two challenges were clear: first, the students often encounter English
for the first time in formal schooling, and second, they may not have literacy skills in
their home languages. Although they rarely form a part of word problems, “home lan-
guages can play a role in solving and teaching mathematics word problems” (Kasule
and Mapolelo 2013: 272) but teachers need specific methodologies for teaching to stu-
dents with any home languages other than English or the national language. This is
especially key as teachers often do not share home languages with the young students
and pre-service mathematics teachers often lack courses in literacy in their education.1

Kasule and Mapolelo (2013: 272) conclude, “Raising language awareness in mathemat-
ics teaching is important.”

In-service training can also be key to forming teachers’ practices promoting
home language maintenance, as seen in Putjata’s (2018) study in the German con-
text. Putjata stresses that teachers need more than theories of second language
acquisition. Teachers need training covering three areas: Knowledge, strategies
of action, and beliefs about multilingualism in the mainstream classroom. She
conducted an intervention study over one year with 12 pre-primary teachers in
several German preschools, with an aim to understand how their beliefs about
multilingualism may be shaped in a time when “the prevailing political, institu-
tional and professional mind-set in many European countries remains a monolin-
gual one” (Putjata 2018: 260). The four modules studied by the teachers included

1 Compare with Barwell (2014) for a study of an English-speaking mathematics teacher working
with young Cree-speaking students in Canada.
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the following: (1) Inclusion and cultural diversity; (2) Multilingualism and linguistic
diversity management; (3) Multilingualism and fostering second language acquisi-
tion; and (4) Cooperation with parents (Putjata 2018: 264). Putjata’s questionnaires
(both pre- and post-test as well as one year after the training) together with her obser-
vations reveal that the teachers did indeed shift their beliefs. A key finding was the
teachers’ realisation “that allowing languages other than German does not hinder
child development; on the contrary, it even leads to positive outcomes” (Putjata
2018: 271). She identifies three crucial moments in the turn: New personal perspec-
tives from experiencing communication in a second language, practical applications
of trying new teaching methods, and implementation of said methods together with
colleagues. Importantly, Putjata notes that theory alone is not enough (see also
Paulsrud and Zilliacus 2018). The teachers needed to learn concrete “methods of lan-
guage fostering and multilingualism” (Putjata 2018: 271) and then experience and dis-
cuss their attempts to incorporate them. Putjata argues, “Including multilingual
language awareness in teacher training constitutes the key element for making an
educational turn towards multilingualism” (2018: 271).

Coady, Harper, and de Jong (2016: 361) maintain that educators pose a risk to
equitable education if they think the usual teaching practices will suit home lan-
guage speakers who may need more support, as many practices tend to be “un-
planned and unmodified”. They call for inclusion and inclusive teaching. Creating
an inclusive classroom requires teachers to learn “differentiated teaching strategies
for students with different learning needs” (Coady, Harper, and de Jong 2016: 363).
The pre-service teachers in Paulsrud and Zilliacus’s (2018) study emphasised the
need for practical teaching experience in working with multilingual students. As
one said (Paulsrud 2016), “I have, like, nothing [with multilingual students] at my
work placement. I have deficits. I don’t know how I will handle it if I end up in a
school with multilingual students or, like, multiculturalism.” These sentiments
echo the lack of focus on multilingual students in the classroom in Putjata’s 2018
study of the German context. In order to develop their teaching skills in relation to
linguistic diversity in the mainstream classroom, future teachers need to be intro-
duced to both theoretical and practical knowledge. This applies to in-service teach-
ers as well.2 The four studies above have illustrated that targeted pre-service and
in-service teacher training with a focus on attitudes, beliefs, and knowledge may be
one way to achieve this (see also Mary and Young this vol.). Changing ideologies
may affect how implementational spaces for creating language-as-resource orienta-
tions are possible.

2 See Dooly and Vallejo (2020) for a study of an in-service training workshop exploring both how to
work with multiple home languages in the mainstream classroom and why.
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3.2 Classroom practices

In the classroom, either teachers choose to reinforce a monoglossic mind-set with
teaching and learning through one language only, or they may choose to recognise the
potentials of affording the use of all languages as resources for learning (Jones 2017).
Bonacina-Pugh (2017: 2) calls the “interactional norms of language choice” in the
classroom “practiced language policies”; and she argues that what is legitimate must
be seen through both critical and practical lenses. Jones identifies two possibilities for
arrangements for using all of the students’ home languages: separate bilingualism and
flexible bilingualism (2017: 202). In lessons upholding separate bilingualism, teachers
alternate between one or more languages, but still keep them separate, for example in
parts of the single lesson or during times of the day, similar to Cummins’s description
of monolingual instructional assumptions (2007). With flexible bilingualism, however,
teachers engage with multiple linguistic resources through the lesson or school day.
This section explores three studies of how teachers may do this.

In their study, Falchi, Axelrod, and Genishi (2014) challenge the practice of label-
ling children who do not speak the majority language at home as “at risk”. They
argue that due to, for example, having another home language than the school major-
ity language, young students are often viewed as lacking through this moniker alone.
They propose the opposite of a deficit perspective, instead seeing the children as pos-
sessing skills and knowledge already from home. They choose the term emergent bi-
lingual, “to honour the complexity of children’s language development and recognize
that they are developing their home language(s) as well as English” (Falchi, Axelrod,
and Genishi 2014: 346). In their longitudinal study of literacy practices in early pri-
mary years, they study the trajectory of emergent bilinguals in an American school in
New York City over five years, with special focus on two multilingual children. While
one student, Luisa, was a model participant in the lessons, the other, Miguel, was
rather distracted and lagged behind in literacy. Miguel’s struggles with performance
in English literacy skills left him labelled as “at risk”, despite his apparent abilities –
albeit lack of interest – to write in both English and Spanish. However, the teacher
created classroom practices that recognised the multilingual and multimodal capital
that Miguel expressed, allowed him to use both his Spanish and English linguistic
resources in writing, and praised him for his artistic talent, making “curricular space
for herself and her student” (Falchi, Axelrod, and Genishi 2014: 362). Thus, the
teacher attempted to afford flexibility within a rather restricted curriculum and liter-
acy discourse; and in doing so, she resisted the dominant discourse of what makes a
“good” student. In conclusion, Falchi, Axelrod, and Genishi question assumed norms
of literacy, calling for acknowledgement of the many resources that students bring
with them to the classroom, including oral storytelling and art, indicating a transfor-
mative stance.

In another study, Prosper and Nomlomo (2016) investigate literacy practices in
South Africa, where students often have home languages different from the medium
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of instruction. The South African “Language-in-Education Policy advocates the main-
tenance of learners’ home languages by promoting additive bi- or multilingualism
in education” (Prosper and Nomlomo 2016: 80), although there are problems with
implementation. Prosper and Nomlomo explored teachers’ work with multilingual
storybooks (Afrikaans, English and isiXhosa) in a linguistically diverse classroom, fo-
cusing on how teachers may support the proficiency their young students have in
their home languages. They observed a teacher and her assistant working with liter-
acy tasks following story reading during 17 lessons spread over two terms. The focus
was on how reading in students’ home languages promotes biliteracy. General find-
ings indicate that while students had access to stories in other languages (albeit not
all of the students’ languages were represented), their literacy activities following the
story time were limited to English only, despite the teacher’s awareness of “cognitive
benefits of the learners’ home languages in literacy learning” (Prosper and Nomlomo
2016: 86). The students spoke at least five home languages other than Afrikaans,
English and isiXhosa, but these were “invisible” in the classroom activities (2016:
87). Also, Afrikaans and isiXhosa were relegated to listening activities; and students
did not use these languages in their own reading, writing or speaking activities: “the
learners were just passive listeners as they were not afforded opportunities to read
the stories on their own and to engage with texts in reading and writing in their
home languages” (Prosper and Nomlomo 2016: 87). Hence, Prosper and Nomlomo
conclude that while multilingual storybooks are a positive part of the classroom prac-
tices, teachers need more direct preparation for how to work with home languages
together with the medium of instruction, especially if they themselves are not profi-
cient in all of their students’ home languages. Simply having materials in different
languages in the mainstream classroom is not enough if teachers are to be able to
“support and exploit the linguistic and cultural capital embedded in the learners’
home languages” (Prosper and Nomlomo 2016: 89).

According to García and Seltzer (2016: 24; see also Curran 2003), while teachers
may not know all of their students’ home languages, they can still create a classroom
environment and classroom practices that allow the home languages to flourish:

[I]t is possible for teachers to build a classroom ecology where there are books and signage in
multiple languages; where collaborative groupings are constructed according to students’
home language so that they can deeply discuss a text written in the dominant school language
using all their language resources; where students are allowed to write and speak with what-
ever resources they have and not wait until they have the “legitimate” ones to develop a voice;
where all students language practices are included so as to work against the linguistic hierar-
chies that exist in schools; where families with different language practices are included.

These possibilities are illustrated by Woodley (2016; also García and Seltzer 2016) with
her classroom study of Mr. Brown, a 5th grade teacher who teaches 27 students with
eight different home languages, including Spanish, Polish, and Arabic. Mr. Brown
only speaks his native English and limited Spanish and American Sign Language, but
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he fills his classroom with the languages of his students (e.g. word walls and labels).
He also makes active use of an interactive white board for scaffolding, presenting both
content words in different languages and images, and for translation. He “normalizes
the classroom’s diversity” (García and Seltzer 2016: 27) through his translanguaging
stance, and legitimizes the students’ home languages as resources for learning and
communication.

According to Paulsrud and Rosén (2019), “Keeping languages separate reinforces
an ideology that resists a view of linguistic diversity as a resource.” They maintain
that rather than directing measures for home language support only at students who
may be categorised as second language learners or minority language speakers, mul-
tilingual pedagogy benefits all students. Allowing and promoting the use of home
languages in the mainstream classroom through, for example, translanguaging strat-
egies can increase metalinguistic awareness not only of the bilingual students but
also of the so-called monolingual students (Woodley 2016). Falchi, Axelrod, and
Genishi’s study (2014) show this is possible if a teacher recognises the students as
individuals with resources, opening up implementational spaces. However, Prosper
and Nomlomo (2016) assert that merely recognising the languages is not enough to
create a scaffolding stance. A transformative translanguaging stance is needed to dis-
rupt hierarchies in the mainstream classroom that may limit practices to the majority
language (see also Bonacina-Pugh 2017).

4 Conclusion

This chapter aimed to explore how home language maintenance may be managed
and supported in the mainstream classroom. Tarnanen and Palviainen (2018: 12)
maintain that we are in “times of educational and societal transformations” –
and, I argue, that must also lead to a transformative view of language in the main-
stream classroom. According to García and Sylvan (2011: 398), “Imposing one
school standardized language without any flexibility of norms and practices will
always mean that those students whose home language practices show the great-
est distance from the school norm will always be disadvantaged. Clearly, monolin-
gual education is no longer relevant in our globalized world.” Spaces for this
flexibility of practices and norms may be found on the macro level of government
policies or the micro level of the school; and they affect teachers’ possibilities to
promote home languages as valuable resources (e.g. Ruiz 1984) in the mainstream
classroom. “Practiced language policies” inform teachers which language/s are
appropriate for which situation (Bonacina-Pugh 2017: 9). These on-the-ground poli-
cies may be created when ideologies supporting home languages open up implemen-
tational spaces in the classroom, just as they may close spaces for such support.
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Ideologies are embedded in macro and micro policies, and “schools ideologically
construct or disassemble linguistic boundaries” (Paulsrud and Rosén 2019). If these
ideologies reinforce language hierarchies and denote only certain languages as legiti-
mate for learning, tensions may arise for primary school teachers if they wish to im-
plement teaching strategies that resist a monolingual mind-set (see also Helmchen
and Melo-Pfeifer 2018). In education, a language-as-right orientation aims to ensure
equal access to education (de Jong 2016), with both the majority language and the
home language included. Thus, this orientation may support the recognition of the
right to home language maintenance in the mainstream classroom, resisting the risk
that students may instead be given access to the majority language of instruction as
the only right. Translanguaging, which affords the inclusion of all students’ “ways of
knowing and languaging” (García, Johnson, and Seltzer 2017: 13), needs to be a part
of teacher education and of the pre-primary and primary school classroom.
Educators must understand both the theoretical principles behind a translanguaging
stance that supports home language maintenance and development, and the real
practices that translanguaging pedagogy can encompass.

The studies in this chapter, however, show that even with policies in place that
either potentially constrain home language maintenance (Hopkins 2013) or explicitly
afford home language maintenance (Tarnanen and Palviainen 2018), it is up to the in-
dividual teacher to act upon the ideological spaces in those policies. Teachers’ own
education may affect how they exercise their agency. According to Helmchen and
Melo-Pfeifer (2018: 11), teacher training is key to “envisaging the implantation of multi-
lingual teaching practice and curricular changes aiming at integrating multilingual
strategies as cognitive and affective strategies de facto” (original emphasis). This in-
cludes understanding how a student’s home language may affect learning in the main-
stream classroom and subsequently how this may affect the need to differentiate the
teaching practices. This understanding is connected to spaces perceived and spaces
acted upon in policy and practice, and one way to respond to these spaces is through
translanguaging, which may be seen as an implementational strategy in the main-
stream classroom. Translanguaging is relevant in this chapter for the possibilities a
scaffolding and transformative stance offer practices promoting home language main-
tenance. For example, a scaffolding stance is clear in the studies by Woodley (2016)
and Prosper and Nomlomo (2016), while Falchi, Axelrod, and Genishi (2014) offer a
study illustrating a transformative stance.

Several factors related to how mainstream teachers support home language
maintenance are not covered thoroughly in this chapter, due to space, although they
warrant further exploration. These include an understanding of the role of teachers’
identities in forming their attitudes (see Mary and Young this vol.); the role of teach-
ers who are themselves multilingual (although see Hopkins 2013); and the lack of
qualified multilingual teachers in many mainstream setting. Regarding the last point,
for example, teacher educators in Paulsrud and Zilliacus’s (2018) study call for the
recruitment of more multilingual students in teacher training. Also, there is a need
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for more research in understanding exactly how home language maintenance can be-
come a legitimate part of practiced language policies in the classroom, through trans-
languaging or other practices.

The selected studies presented in this chapter indicate that the relation between
mainstream classroom management and home language maintenance depends much
on how students’ home languages are recognised, promoted, and valued instead of
merely tolerated in the mainstream classroom. Returning to the words of Hornberger,
how can we see that teachers in the mainstream classroom are finding ways to en-
courage multilingualism to “evolve and flourish rather than dwindle and disappear”
(2002: 30)? Echoing previous calls to move away from the “two solitudes” approach
(Cummins 2007), Kleyn (2016: 203) is very clear: “Building a classroom community
that is inclusive of all students’ languages and cultures is important. Students cannot
and should not be asked to leave their home language and cultural practices at the
door.” An educational policy that affords ideological and implementational spaces for
multilingualism in schools also resists systems of social inequality, and thus supports
social justice as well as access to democracy (Johnson 2010). In order to create unam-
biguous spaces for home language maintenance in the classroom, both better pre-
service and in-service teacher education and solid multilingual educational practices
are required. Only then, can educators recognise, promote and value all students’
home languages as a right and resource in the mainstream classroom.
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educational success 1, 175, 339, 396
edutainment 259
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emotions 6–8, 63, 68, 84–108, 174, 176, 177,

180, 182, 213, 240, 241, 245, 247
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– positive emotions 85–87, 90, 100, 101, 200,

206, 209
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380, 389, 401, 404, 407, 411, 413–416,
444, 465, 473

ethics 50–51, 76, 248, 283
ethnic group/identity 24, 28, 69, 97, 114, 177,

194, 199, 283, 286, 297, 341, 360, 372,
380, 426, 434, 455

ethnic language 26, 69, 70, 183
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ethnicity 26, 111, 117, 118, 143, 166, 363, 384,
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ethnography 40, 45, 49, 72, 93, 134, 157–159,

163, 167, 199, 202, 204, 208, 210, 211,
214, 239, 246–248, 284, 469, 284,
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expressed guess strategy 198, 200, 202
external factors 7, 116, 174, 176, 178, 179, 181,

186, 188, 189, 237, 244

family 41, 42, 67, 222, 237, 238, 242–246
family language policy (FLP) 6–8, 29,

85, 88–90, 99–102, 115, 116, 134,
135, 153–173, 174–193, 195, 200,
218, 220, 223, 227, 230, 232,
236–253, 257

family relationship 6, 75, 90, 134, 180–182,
280

familylect 229
father 43, 74, 243
fieldnotes 40, 134, 208, 210
first language (L1) 22–24, 31–33, 88, 133, 156,

180, 182, 194, 299, 300, 384, 385, 441,
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fixed language mindset 84, 89, 96, 99–101
FL (foreign language), see foreign language
FLP (family language policy), see family

language policy (FLP)
focus group 40, 159
folk linguistics 362
foreign language (FL) 23, 87, 91, 92, 117, 265,

305, 388, 425–427, 431, 437, 438
formal education 11, 34, 46, 47, 293, 319, 378,

379, 386, 425–443, 467
frustration 78, 99, 115
funds of knowledge 118, 195, 205, 210, 211,

214, 261, 264, 270

gaming/games 204, 205, 209, 258–260, 262,
263, 265–267, 269, 270

generalisability 5, 46, 48, 49, 52, 54
generation 6, 84, 94, 95, 97, 98, 100, 112–115,

121, 130–149, 177–181, 210, 242, 245, 270,
286, 320, 383, 391, 439

geographical space 44, 54, 132, 137, 160,
161, 164, 166, 242, 276, 279, 285, 295

globalisation 7, 120, 121, 155, 163, 213,
274–276, 288, 364, 372, 427
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grammar 20, 98, 286, 339, 367, 402, 410
grandparent 72, 95, 114, 133, 135, 136, 140,

160, 206, 210, 211, 286, 391, 439
grassroots initiative 8, 9, 46, 154, 293, 358,
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group context 30, 31, 32
group influence 31, 32
group status 31, 32
guilt 51, 72, 87, 180, 454
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habitus 183, 298, see also monolingual
habitus

Happylingual approach 200, 206, 209,
214

Harmonious Bilingualism 6, 63–83, 88, 182
hegemony, see linguistic hegemony
heritage language 4, 17, 22, 25–27, 30–34,

54, 85, 92, 94, 109, 111, 112, 117, 121, 140,
158, 168, 176, 180, 182, 183, 194, 249,
283, 284, 322, 348, 357, 370, 372, 426,
439, 450

heritage language education 182, 426, 428,
430, 432, see also home language
education
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heritage speakers 112, 113, 115, 117, 121, 322
heterogeneity 155, 281, 283, 284, 287, 288
home language 2, 4, 5, 6, 9–12, 17, 23,

28–35, 47, 54, 67, 109, 166, 385, 432,
434, 440

home language development 1–13, 38–58, 71,
85, 86, 90, 155, 167, 168, 176, 181–184,
187, 203, 205, 262, 269, 312, 327, 372,
404

home language education 11, 117, 182, 409,
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home language environment 195, 196, 200,
204, 205, 206

home language maintenance 1–13, 38–58, 63,
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464–481
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identification 21, 25, 27, 30–35, 139, 181, 385,
426

identity 6, 9, 26, 30, 97, 109–129, 143, 154,
176, 177, 181, 182, 245, 258, 260, 261, 277,
286, 342, 358, 366, 367, 380, 386, 404,
430, 448, 453, 454

– ethnic identity, see ethnic group/identity
– (trans)national identity 6, 115, 116, 120, 278,

288, 314, 315, 342, 343, 358,
364, 430

ideological space 466, 467, 477

ideological underpinning 30–32, 34, 188, 243
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– language ideology, see language ideology
– societal ideology, see societal ideology
image of the child 444, 448–451
immersion 231, 319, 389–391, 409, 414
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implementational space 466, 467, 473, 476,

478
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412, 414, 415, 416, 431, 473,
477, 478

inclusiveness 10, 28, 45, 288, 316, 318,
377–400, 415, 429, 467

indigenous community 6, 109, 116, 119, 120,
160, 278, 312–331, 341, 357, 362, 367,
378, 382, 383

indigenous language 9, 23, 47, 75, 119, 121,
139, 275, 282, 312–327, 341, 344, 363, 365,
367, 371, 389, 390, 392, 427, 428, 433

inequity, see equity
input, see language input
integration 144, 320, 343, 389, 394, 425, 428,

430, 432, 433, 434, 437
interaction order 228, 246
interdisciplinary, see cross-disciplinary
intergenerational challenges 6, 42, 89,

130–149
intergenerational communication 75, 114, 132,

134–136
intergenerational conflict 70, 72, 84, 89, 100,

101, 141, 182
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133, 134, 136, 137, 140, 177, 183, 185, 186,
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287, 288, 295, 303, 351
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164, 243, 244
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207–209, 212, 239, 246–248, 296, 298,
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joint action 4, 8, 9, 39, 44, 45
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history
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competence
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212–214, 238, 240, 242, 260, 263–265,
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213, 275, 312, 317, 358, 389, 390
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language input 77, 78, 135, 139, 156, 157, 196,

197, 199, 203, 205, 212, 219, 238, 240,
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language instruction 24, 27, 69, 403, 409, 410,
415, 432, 435, 437, 441, 467
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160, 165, 182, 183, 188, 240, 259, 267,
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179, 183, 187, 213, 300, 320, 340, 407,
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395, 465, 467
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350, 358, 360, 365, 366, 379, 384, 394,
395, 411, 416, 428, 431–433, 439, 440,
464, 466, 470

language teaching 1, 2, 10, 11, 188, 197, 198,
285, 287, 293–297, 301–306, 324, 339,
341, 344, 425–443, see also home
language education

language transmission 6, 10, 42, 114, 130, 135,
137, 138, 141, 142, 186, 200, 205, 218,
238, 242, 245, 247, 249, 340, 357, 364,
365, 372, 456, see also intergenerational
transmission

language use 1–3, 6, 7, 9, 10, 18, 21, 29, 34, 43,
47, 64, 67, 70, 73, 75, 77, 88, 94–101,
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260, 264, 266–268, 274, 276, 278, 285,
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346–348, 350–352, 372, 406, 407, 410,
425, 470, 471

language vitality 10, 279, 312, 320, 321, 350,
352, 357

Languages Other Than English, see LOTE
law 46, 324, 339–341, 359, 365, 379, 404, 429,

430, 456, see also legislation
LBOTE (Language Background Other Than

English) 28
learning difficulty 18, 405
learning disability, see disability
legislation 47, 117, 314–316, 323, 439,

470
legitimacy 121, 279, 300, 305, 306, 344, 345,

362, 432, 449, 450, 454, 465, 466,
468–471, 477, 478

LEP (Limited English Proficiency) 28, 412, 413,
453

levels of planning
– macro level, see macro level
– meso level, see meso level
– micro level, see micro level
Limited English Proficiency (LEP), see LEP
lingua franca 22, 184, 266, 315, 428
linguicide 119
linguicism 378
linguistic ability 21, 93, 322, 343
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linguistic norms 8, 111–113, 118, 121, 158, 175,

183, 221, 222, 227–232, 278, 360, 367,
468, 474

linguistic preference 179, 182, 200, 206,
225–227, 269, 270

linguistic purism 367
linguistic resources, see language resources
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literacy 78, 136, 140, 141, 154, 176, 186, 200,
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longitudinal study 43, 48, 73, 75, 184, 200,
202, 209, 210, 242, 247, 450, 474

LOTE (Languages Other Than English) 28, 283

macro level 3, 4, 8, 10, 18, 33, 34, 38–41, 45,
46–49, 52–54, 121, 134, 174, 180, 184,
275, 280, 293, 325, 338–347, 349, 350,
352, 359, 427, 466, 476, 477

macro skills 20
– listening, see listening
– reading, see reading
– speaking, see speaking

– writing, see writing
mainstream classroom 12, 138, 464–481
mainstream language 17, 23, 26, 28, 29, 179,

182, 183, 185, 299, 300, 317, 318, 428,
429, 432–435, see also majority language

majority language 2, 12, 17, 22, 26, 85, 89, 94,
95, 100, 115, 116, 131, 133, 137, 138, 140,
142, 185, 203, 205, 212, 220, 225, 231,
260, 315, 319, 321, 322, 361, 365, 370,
388–391, 414, 464, 465, 467, 469, 471,
474, 476, 477

marginalisation 120, 160, 302, 303, 305,
312, 314, 316, 357, 364, 367, 377–379,
389, 403, 404, 406, 407, 408,
416, 434

matched guise technique 369
maximal engagement strategy 196, 200, 203,

205, 212
medical model of disability, see models of

disability
mediated communication 136, 164, 188, 241,

242, 244, 245, 247, 295, 301, 350, see also
computer-mediated communication; digi-
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medium of instruction, see language of
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mental health 64, 381, 397, 407
meso level 3, 4, 8–10, 33, 34, 38–41, 43–46,

49, 54, 275, 293, 337–340, 345–347,
350–352

meta-analysis 48, 52, 194, 445, 455, 469
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183, 205, 206, 225, 226, 360,
392, 476

meta-study, see meta-analysis
methodology 5, 38–58, 93, 101, 142–143, 200,

213, 214, 236–239, 243–249, 280–282,
319

– action research, see action research
– biographical research, see biographical

research
– conversation analysis, see conversation

analysis
– diary study, see diary study
– discourse analysis, see discourse analysis
– ethnography, see ethnography
– fieldnotes, see fieldnotes
– intervention study, see intervention study
– interview study, see interview study
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– linguistic landscape, see linguistic landscape
– longitudinal study, see longitudinal study
– matched guise technique, see matched guise
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– mixed methods, see mixed-methods
– moment analysis, see moment analysis
– narrative study, see narrative study
– nexus analysis, see nexus analysis
– observation, see observation
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reaction
– qualitative study, see qualitative study
– quantitative study, see quantitative study
– questionnaire, see questionnaire
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data
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134, 158, 184, 194, 196, 214, 236, 237, 275,
280, 293, 338, 339, 345, 351, 352, 359,
446, 466, 476, 477
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monolingual bias 111, 406, 408, 410, 412,

416
monolingual habitus 437, 456
monolingual mindset 84, 88–90, 96, 97, 100,

101, 472, 474, 477
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133, 186, 194, 371, 377, 384, 385, 388,
390–392, 394, 428, 429, 434, 465, 468

mother tongue instruction 24, 29, 141,
432, see also minority language teaching

move-on strategy 198, 200–202, 212
multidisciplinary, see cross-disciplinary
multilingual 17, 130–149, 157, 160, 162, 167,

168, 185, 244, 258, 363, 371, 390–392
multilingual assumption 363
multilingual education 11, 320, 387, 388–394,

396, 397, 466, 470
multilingual speaker, see multilingual
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