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Abstract

This thesis explores the Chinese heritage language maintenance attitudes and practices of
migrant families in Australia. Chinese heritage language maintenance in the 215 century is
situated at cross-roads: On the one hand, there is the well-established sociolinguistic fact of
rapid heritage language loss and shift to English; on the other hand, the rise of China has
significantly increased the value of the Chinese language globally. This thesis explores
Chinese heritage language maintenance against this tension between the well-known

tendency of assimilation to English and the emerging importance of Chinese.

Adopting a sociolinguistic ethnographic approach, the study focuses on the language
attitudes of both parents and children, heritage language practices both in and outside the
home, and children’s Chinese language proficiency outcomes and contributing factors. Data
were collected through open-ended interviews, informal conversations, participant
observation, the collection of evidence of literacy practices, postings on WeChat, and
background questionnaires. A total of 31 families, including 27 parents and 32 children,

participated in the study.

Findings show that parents are highly motivated to maintain their children’s Chinese
heritage language, while children’s attitudes to Chinese are more varied. Both parents and
children highlight the economic value of Chinese for career development and the symbolic
value of Chinese for identity expression. Even so, children sometimes resist learning Chinese
because they perceive Chinese to be an irrelevant and difficult language. The key factor

mediating children’s attitudes is their age of arrival and their age at the time of the research.

With regard to language practices diverse maintenance strategies in and outside the home
were observed. In the home domain, the common strategies employed are speaking
Chinese, practising Chinese writing, and consuming Chinese through media entertainment.
The major difficulties and obstacles undermining maintenance efforts are children’s
resistance, parents’ dual expectations with regard to heritage language maintenance and
mainstream educational success, and lack of societal support. Spaces outside the home for
Chinese language practice include community schools, mainstream schools and peer
communication in mainstream schools. Age of migration is highly relevant to children’s
language preferences and use at home, their perceptions of Chinese classes, and

engagement in peer networks.

Overall, language attrition and underdevelopment constitute the most frequent Chinese

proficiency outcome, particularly when it comes to reading and writing skills. However,



proficiency outcomes are variable, and outcomes correlate with age of migration, parental

involvement, print resources, and peer influence.

The study has multiple implications for migrant families, policy makers, and schools.
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Chapter 1: Introduction

1.1 Researching Chinese heritage language maintenance
Rapid heritage language attrition and loss is a well-established sociolinguistic fact in migrant-

receiving societies such as Australia. However, the rise of China and the growing global
importance of the Chinese language is another. This tension is at the heart of this research,
which investigates Chinese heritage language maintenance in Australia in the context of the
tendency in the country towards linguistic assimilation to English and the emerging
importance of Chinese. How do contemporary Chinese migrant families in Australia deal
with this tension? Are their children less likely to lose their Chinese, or is maintaining
Chinese as hard as ever, notwithstanding the increasing number of Chinese migrants in

Australia and the rise of China?

It was questions such as these that set me off on this research journey. | am motivated to
conduct research into Chinese heritage language maintenance in the Australian diaspora for
a range of reasons. These include my own educational and career background in China and
my parenting experiences prior to, and after, migration, as well as the emergent conflicts

between pervasive language attrition and increasing language maintenance desires.

My educational and career background as a major in English language education, in English
Chinese translation, and then as a language teacher in China instilled in me a passion for
language learning, particularly for English language learning. They also inspired me to further
my studies in an English-speaking country. Prior to undertaking PhD research in Australia, |
had completed all of my education in China. When | graduated as an English major twenty
years ago, | felt dissatisfied with my English fluency and was desperate to improve my English
language skills further. Five years later, | received my master’s degree in translation and
became a university teacher in southern China, but | continued to feel insecure about my
English skills, particularly English orality. During these two decades, | witnessed how English
fever spread across China and millions and millions of students invested huge amounts of time
and money into learning English, mostly with poor results, particularly in oral skills. I, like most
people in China, attributed the failure of English language education largely to the lack of an
authentic English-speaking environment and felt that being immersed in an English-speaking
country was the best solution. These experiences and frustrations of second language learning
have long prompted me to consider issues of second language learning in relation to first

language acquisition.
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These questions became even more urgent when | became a parent myself. Dissatisfied with
the English education in schools in China and my own English language learning trajectory as
mentioned above, | became convinced that it would be best to raise my daughter bilingually
from a young age. Therefore, when my daughter was three years old, | enrolled her in a
Chinese-English bilingual kindergarten in a city of southern China and started to focus on
reading her English bedtime stories. At the time, | gave little thought to her Chinese because
| believed it would be internalized and nurtured in the larger Chinese-speaking environment.
During the three years she spent in the bilingual kindergarten, her English literacy skills
gradually surpassed her Chinese literacy skills, and in the last kindergarten year, her English
reading comprehension significantly outperformed her Chinese reading comprehension. For
example, she could read her age-appropriate English picture books on her own, but she could
not read the Chinese ones. At that time, | felt amazed by her English performance and proud
of my language strategy. | received many compliments from her teachers and other parents.
She became a model student in the kindergarten and | also enjoyed being labelled a model

parent.

The situation dramatically changed when my child entered primary school. Within the first
three months in the primary school, she was identified as a problem student because her
Chinese proficiency did not meet her teachers’ expectations. There were quite a few times |
felt awkward to face her teachers’ complaints and critical remarks. There was one teacher
who said that she could not believe that a university teacher like myself would have nurtured
such a problem child. The shift from a model parent to a problem parent caught me unawares
and | felt extremely anxious. The anxiety increased as | supervised my daughter’s two-hour
daily homework. At that point, | started to feel regretful about the language strategy | had

adopted previously. | became desperate for a change of environment.

When | received a PhD admission offer from Macquarie University, | was excited to be able to
leave this messy educational and language situation behind for a while. When my family came
to Australia, my daughter was nine years old and had finished Year 3 in her primary school in
China. Now fully attuned to the importance of Chinese, it was not long after my family had
settled down in the new environment that we began to feel panic about her Chinese language
attrition. At the same time, my husband and | began battling a constant sense of impotence
to change her swift assimilation to English and Chinese language attrition. Within one year, |
found she had forgotten how to write most of the Chinese characters she had been able to
write before coming to Australia, let alone the short essays she had been able to write

previously. | also found that the few Chinese girls within my daughter’s network all spoke
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English with each other. That meant she had no opportunities to speak Chinese with her peers
in Australia. Once | had a better understanding of the differences between the Chinese and
Australian school systems, | began to realize that maintaining Chinese in Australia is far more

difficult than learning English in China.

Beyond this personal motivation, my current research is driven by known tensions between
pervasive language attrition and increasing language maintenance desires in the broader
Chinese diaspora. | will discuss the existing research that undergirds this thesis in detail in

Chapter 2.

In short, this research was originally motivated by my own perplexity and frustration with
learning English myself and maintaining my daughter’s Chinese, and further shaped by the
existing research into processes of language attrition, heritage language maintenance desires,
and varied heritage language proficiencies in the diaspora. Therefore, this research aims to
untangle the heritage language maintenance trajectories of Chinese migrant children and
their families in Australia with a focus on their language attitudes, language maintenance
strategies, and language proficiency outcomes. These questions are embedded in the specific
context of Chinese migration to Australia, so the next section will describe the demographics

of this context.

1.2 Chinese immigrants in Australia

1.2.1 History of Chinese immigration to Australia

Chinese migration to Australia can be divided into three distinct periods (Hugo, 2008; Jupp,
2001): first, the earliest influx of Chinese laborers in the second half of the nineteenth
century, associated with the discovery of gold; second, the decline and stagnation of Chinese
immigration under the White Australia Policy between the 1900s and the 1970s;third, the
rapid growth of contemporary Chinese migration from the 1980s until now. The fluctuation

of Chinese migration is shown in Figure 1. 1 (Hugo, 2005, October, p. 3):
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Figure 1. 1. China-born population in Australia from 1861 to 2004

Source: Price ef al. 1984; Australian Censuses and ABS 2005
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The earliest wave of large-scale Chinese migration to Australia can be traced back to the
1840s when the gold rush provided an impetus for Chinese labourers to seek their fortune in
Australia. “Between the 1840s and the 1890s, more than 100,000 Chinese entered the
Australian colonies” (Jupp, 2001, p. 197) and “[t]he Chinese were the dominant Asia-born
group in Australia in the late nineteenth century” (Hugo, 2008, p. 84). In the second half of
the nineteenth century, the majority of Chinese immigrants were from the two southern
provinces of Guangdong and Fujian (Jupp, 2001). Specifically, “[d]uring the peak of Chinese
immigration, and thereafter, almost all Chinese in Australia were Cantonese” (Jupp, 2001, p.
197). However, the enactment of the White Australia Policy (1901-1973) brought “a halt to
Chinese immigration” accompanied by “significant return migration”, and the Chinese
diaspora in Australia “saw a decline in the China-born population from 38,142 in 1861 to
6,404 in 1947” (Hugo, 2008, p. 84). The White Australia Policy, introduced in the early
twentieth century, “constructed the legal basis for the racial superiority of ‘whiteness’ over
‘Chineseness’ and other ‘colournesses’”(Mu, 2014b, p. 478) and started “the worst period of
exclusion of Asians in Australian history”(Shen, 2001, p. vi). It was not until World War Il that
the “Australian government gave temporary refuge to non-Europeans”, and a small number
of ethnic Chinese came to Australia as war-time refugees (Shen, 2001, p. 67). In fact, as a
result of Australian anti-Chinese movements, and China’s political environment of isolation,
very few Chinese came to Australia from Mainland China between 1949 and the late 1970s

(Shen, 2001).
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The end of the White Australia Policy in 1973, coinciding with the opening-up policy in China
in the late 1970s, started a new influx of immigration from China. According to Jupp (2001),
in the middle of the 1990s, mainland China became the third most important country of
origin, behind England and New Zealand. Meanwhile, “[t]he China-born population doubled
between the census years of 1986 and 1991, and by 1996 had increased a further 40 percent
to 111,000 people” (Jupp, 2001, p. 219). In contrast to migration from the southern Chinese
provinces during the colonial period, the new wave of migration in the last two decades of
the twentieth century brought, for the first time, significant numbers of students and
scholars from non-Cantonese speaking parts of China (Jupp, 2001). Jupp also stated that this
new trend of migration profoundly altered the composition of the Chinese population in
Australia. This aligns with Shen’s (2001) finding that the massive exodus of many Chinese
intellectuals from mainland China in the late 1980s and early 1990s markedly broke the
traditional patterns of Chinese migration mainly from Guangdong and Fujian province.
However, despite the increasing Chinese population from non-Cantonese areas, Cantonese
remained the Chinese majority language in Australia by the end of the twentieth century

(Jupp, 2001).

The continuing influx of migrants in the twenty-first century, with the rapid development of
Mainland China's economy, further altered the character of the Chinese population in
Australia. Different from most previous Chinese migrants, who came to Australia as gold-
diggers, wartime refugees and poor students, the recent migrants, who came to Australia
against the backdrop of the rise of China, represented a group of middle-/upper-class
Chinese who were mainly students, scholars, professionals and economic migrants. As Hugo
(2008) stated, these increased flows have occurred at a time when the Australian
immigration policy has become more focused on economic and skill criteria, so China-born
people in Australia are a highly skilled, highly educated, high income group. Similarly,
Galligan & Roberts (2007) pointed out that Chinese people settling today “are often fluent in
English, well-educated and often very prosperous” (p. 100). Specifically, “[sJome 78.1
percent of permanent arrivals and 79.5 percent of long term arrivals were drawn from the
top three occupational categories”, such as managers/administrators, professionals and
associate professionals (Hugo, 2008, p. 90). Overall, the new migrants from various parts of
mainland China have evidently enriched and restructured the composition of the Chinese
population in Australia. That is, the demographic transition has brought significant dynamic

changes to the Chinese diaspora in Australia, in terms of places of origin, languages and
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language ideologies, educational needs and orientations, and their identification with China

and Australia (see also Section 1.2.2).

This brief historical sketch of Chinese immigration/migration in Australia demonstrates the
dynamic composition of the Chinese immigrant population through these major historical,
political and economic periods. Since it is the relatively newly arrived Chinese families which
constitute the focus of this study, the next section will look at the Chinese population and

the Chinese language in Australia in the twenty-first century in greater detail.

1.2.2 The Chinese population and the Chinese language in 21t century Australia

The Chinese population and the number of Chinese speakers in Australia underwent a rapid
growth in the twenty-first century. In terms of Australia’s population by country of birth,
China, behind England and New Zealand, was the third largest source of immigrants at both
the 2011 and 2016 censuses (Australian Bureau of Statistics, 2017). According to the latest
statistics, the Chinese born population (651,000 people), which was only slightly lower than
the number of immigrants from England (992,000 people), having moved into second
position, accounted for 2.6% of the whole population (Australian Bureau of Statistics, 2019).
As shown in Table 1. 1 and Table 1. 2 the number of people born in China was rising
significantly, from 1.5 percent (318,969) of the Australian population in 2011, to 2.2 percent
(509,555) in 2016, and then to 2.6 percent (651,000) in 2018. Meanwhile, Chinese
immigrants predominantly inhabited urban locations in Australia, as shown in Table 1. 3.
Specifically, at the 2016 census, Sydney was home to 44% of the Mainland China-born

population of Australia, while Melbourne was home to 31% ("Chinese Australians," 2019).

With the demographic transformation of the Chinese population in Australia, the number of
Chinese speakers underwent a significant increase, along with the status of Chinese
languages themselves. Both 2011 and 2016 censuses showed that the Chinese language
became the most widely spoken language other than English in Australian homes (Australian
Bureau of Statistics, 2017). Before the end of the twentieth century, Chinese Australians
were predominantly of Cantonese descent, from the southern provinces of China,

and accordingly, Cantonese was the dominant language in the Chinese diaspora (see Section
1.2.1). Due to the sharp increase of recent migration from various regions of Mainland
China, the number of Mandarin speakers has now surpassed the number of Cantonese-

speakers by a wide margin.

As shown in Table 1. 2, Mandarin was the most commonly spoken home language other

than English in Australia, and the number of Mandarin speakers dramatically increased, from
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2011 (336,410 people) to 2016 (596,711 people). Though Cantonese was the fourth and fifth
most common home language respectively in the 2011 and 2016 censuses, the number of
Cantonese speakers only experienced a slight increase from 2011 (263,673) to 2016
(280,943). As shown above, Mandarin is gaining an increasingly prominent position
compared with Cantonese or other Chinese varieties. The prominence of Mandarin as a
home language is particularly highlighted in big cities such as Sydney. For example, in the
City of Sydney, among the 36.1% of people who spoke a language other than English at
home, up to 9.9% of the population, or 20,635 people, predominantly spoke Mandarin at

home (City of Sydney, n.d.).

Table 1. 1 Australia’s population by country of birth

Australia's population by country of birth — 2018 (a)

Country of birth (b) persons % (c)
England 992 000 4.0
China 651 000 2.6

India 592 000 2.4

New Zealand 568 000 23
Philippines 278 000 1.1
Vietnam 256 000 1.0
South Africa 189 000 0.8
Italy 187 000 0.7
Malaysia 174 000 0.7
Scotland 135000 0.5

All overseas-born 7 342 000 29.4
Australia-born 17 650 000 70.6

(a) Estimates are preliminary.
(b) With top 10 overseas-born countries listed for 2018.
(c) Proportion of the total population of Australia.

Source: (Australian Bureau of Statistics, 2019)
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Table 1. 2 Culturally and linguistically diverse Australia

2016

2011

Language spoken by a

person at home (top 5)

1 English only - 72.7% English only - 76.8%
(17,020,417) (16,509,291)

2 Mandarin - 2.5% (596,711) Mandarin - 1.6% (336,410)

3 Arabic - 1.4% (321,728) Italian - 1.4% (299,833)

4 Cantonese - 1.2% (280,943) Arabic - 1.3% (287,174)

5 Vietnamese - 1.2% Cantonese - 1.2% (263,673)

(277,400)

Country of Birth (top 5)

1 Australia—66.7% Australia — 69.8%
(15,614,835) (15,017,846)
2 England — 3.9% (907,570) England — 4.2% (911,593)
3 New Zealand —2.2% New Zealand —2.2%
(518,466) (483,398
4 China —2.2% (509,555) China —1.5% (318,969)
5 India — 1.9% (455,389) India — 1.4% (295,362)

Source: (Australian Bureau of Statistics, 2017)

Table 1. 3 Chinese population in major Australian cities (2016)

Capital city Population (2016 census) %
Sydney 487,976 10.8
Melbourne 356,324 8.5
Canberra 22,445 6
Perth 99,229 5.5
Brisbane 99,593 4.7
Adelaide 50,216 4.1

Source: ("Chinese Australians," 2019)

1.2.3 Chinese as a heritage language and Chinese language learning in Australia
The existing literature uses the umbrella term ‘Chinese’ to refer to all varieties of the Chinese

language. The Chinese varieties are basically grouped into seven major varieties or dialects:

“Mandarin (the northern), Yue (includes Cantonese), Wu (includes Shanghainese), Xiang, Gan,
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Kejia [Hakka] and Min", and many of the dialects are mutually unintelligible (Taylor & Taylor,
2014, p. 21). “Mutually unintelligible though the dialects may be, the Chinese are loathe to
call them ‘different languages’ (Taylor & Taylor, 2014, p. 22). “Chinese see themselves as one
unified nation of one ethnic group, the Han people, under one central government, speaking
one language, Chinese” (Taylor & Taylor, 2014, p. 22). Among the seven major varieties, “only
Mandarin has a corresponding written form, which is shared by all literate Chinese whatever
Fangyan [dialect]they may speak” (W. Li, 1994, p. 41). Mandarin, as the official language in
mainland China, holds unique prestige over all other varieties. Actually, as has been pointed
out by Wiley et al. (2008), Chinese people customarily refer to all Chinese varieties other than
Mandarin as Fangyan (‘dialects’). Since all the participants in my research come from
mainland China, they can all be considered as speakers of Mandarin, which is the official and
dominant language of mainland China. In fact, ‘Mandarin’ is the English language name for
the language while the participants generally use the term ‘the Chinese language’. The term
‘Mandarin’ is seldom used except to differentiate ‘Mandarin’ from other dialects. The “socially
constructed dispositions of the linguistic habitus, which imply a certain propensity to speak
and to say determinate things (the expressive interest) and a certain capacity to speak”
(Bourdieu, 1991, p. 37) may be related to the prestigious position of Mandarin as the lingua
franca in Mainland China. Thus, unless otherwise specified, the phrase ‘the Chinese language’

mentioned in the excerpts in my thesis refers to Mandarin.

Different definitions of Chinese heritage language learners can be found in the literature. He
(2008) defined a Chinese heritage language learner as “a language student who is raised in a
home where Chinese is spoken and who speaks or at least understands the language and is
to some degree bilingual in Chinese and in English” (p. 110) . Following Bhatti's (2002)
definition, Mu (2015a) proposed an age limit to identify someone as a Chinese heritage
language learner. In his view, “if born outside Australia, Chinese heritage language learners
had to have moved to Australia before the age of 13, as children below 13 are considered
less shaped by their learning experiences” (Mu, 2015a, p. 51). Combining these two
definitions, in this research, heritage language learners refer to the China-born children who

arrived in Australia before the age of 13.

As mentioned in the above section, the Chinese diaspora population and the number of
Chinese speakers among new immigrants has grown, and will probably continue to grow,
but it is widely reported that Chinese heritage language is rarely maintained and developed
between different generations (M. Chow, 1983; Curdt-Christiansen, 2013; G. Li, 2006b; W. Li,

1994; Luo & Wiseman, 2000). Amidst the tensions of a growing Chinese population and
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limited Chinese language maintenance, “[o]ne of the emerging challenges in relation to this
population is the maintenance of the home language, Chinese in this case, and the shift to

English” (Mu, 20154, p. 49).

Chinese as a heritage language has received increasing attention in recent decades in
Australia and around the world (He & Xiao, 2008; Mu, 2014a; D. Zhang, 2008). On the one
hand, with the increasing influx of Chinese migrants, Chinese, particularly Mandarin, has
become increasingly noticeable within various social settings. According to the latest
statistics, the China-born population became the second largest group of overseas-born
people living in Australia from 2017, with particularly strong growth since 2002 (Australian
Bureau of Statistics, 2019). Meanwhile, the 2011 and 2016 censuses (Table 1. 2) showed that
Mandarin was the most commonly spoken home language in Australia after English (see also
Section 1.2.2). Due to globalization and the increasing significance of the Chinese language
in the twenty-first century, learning the Chinese heritage language is increasingly gaining
prominence among Chinese families and within the Chinese diaspora (see details in Chapter

2 and Chapter 4).

On the other hand, the prominence of the Chinese language in the globalized world has also
resulted in increasing Chinese language learning by more and more non-Chinese background
students. As Tong & Cheung (2011) stated, “the rapid growth in the number of Mandarin
learners and speakers all over the world indicate the potential for development of Mandarin
into an international language after English” (p. 55). Chinese teaching began to be widely
incorporated into mainstream schools after the ALLP [the Australian Language and Literacy
Policy] was issued in 1991 (Chen & Zhang, 2014, p. 189). With the states of Victoria and New
South Wales taking the lead, Mandarin began to be taught in Australia nationwide as part of
the curriculum in primary and secondary education systems, including state, Catholic and
independent schools (Chen & Zhang, 2014, p. 189). Due to the rapid growth in the number
of Chinese migrants and the increasing prominence of the Chinese language, Chinese
parents and communities are endeavouring to maintain and develop the Chinese language
between the generations (see details in Chapter 2). As Chinese language learning
constitutes an important part of parental educational planning in Chinese migrant families
(see Chapter 4), the next section will examine the value of education within the discourse of

the Chinese diaspora.
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1.3 Education as a core value

Extant research has demonstrated that Chinese immigrant parents place an exceptionally
high value on, and are actively engaged in, their children’s education (G. Li, 2002, 2006c; J.
Li, 2001, 2004; Mok, 2015; Wu, 2011). Researchers usually attribute Chinese migrant
parents’ dedication to their children’s education to cultural influences such as Confucian
philosophy and their immigration situations. Traditionally in China, respect for education
and belief in diligence are emphasized as the crucial means of changing the destiny of the
individual and/or the whole family and thus achieving upward social mobility. Admiration of
academic achievement has been consistent throughout ancient and contemporary society.
This consistent desire for educational success can be interpreted by an old Chinese saying

AR T S, MEFBIEZBE (all occupations are less prestigious than that of a scholar) and
contemporary conceptions, such as ‘AR ZE 45z’ (knowledge changes destiny). The idea

of academic success being of critical value for a whole family can be dated back to the
Chinese tradition which regarded success in the imperial examination as a significant event

of ‘Yt=#E4H’ (bringing honour to the ancestors). Thus, succeeding in examinations serves as

a crucial means of achieving upward social mobility for the whole family. In fact, the imperial
Examination System and Gaokao (Chinese university entrance examination), from ancient to
contemporary China, have established the foundation of the prevailing desire for school
success. High academic performance is believed to be achieved by acquiring learning virtues
such as diligence, endurance of hardship and perseverance (Mok, 2015, p. 39). Meanwhile,
many researchers have argued that Confucian philosophy acts as Chinese cultural root which
constructs parental education expectations and practice (G. Li, 2002; J. Li, 2001, 2004; Mok,

2015; Wu, 2011). In particular, two widely-shared Confucian values — & (parental discipline)
and Z(filial piety) are highlighted as necessary for Chinese moral education (J. Li, 2004). &

(parental discipline) “in children’s early years is deemed necessary to help them develop and
adopt socially and culturally desirable behaviours” and Z(filial piety) “motivates the
children to perform in accordance with the desire of their parents” (J. Li, 2004, pp. 179-180).
In J. Li’s (2004) study of both parents and their adolescent children in seven Chinese
immigrant families, it was found that the parents strongly connected themselves to Chinese
cultural values, and ‘parental discipline’ and ‘filial piety’ were regarded as tacit rules in these
Chinese families. “School achievement was the parent’s top priority because they viewed it
as a ladder for life betterment” (J. Li, 2004, p. 171). Meanwhile, though this parent-child
consensus was influenced by the new migration context, most children in J. Li’s (2004) study

endorsed their parents’ expectations of academic excellence and associated their own
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academic desire with Chinese cultural values. They believed that school achievement, or a
prestigious university education, was a ticket to a future career, while school failure was a
betrayal of Chinese tradition, and a hazard that would jeopardize their future. As J. Li (2004)
stated, “since these prevailing cultural beliefs have been historically valued in Confucian
heritage and institutionally reinforced by the Chinese government, they represent a Chinese
way of life” (pp. 178-179). Although the immigrant Chinese families have resided in a new
country, they still identify with Chinese cultural values and strongly strive for upward
mobility through academic excellence. As G. Li (2002) stated, “the parents perceive
education as the pathway to their family and children’s long-range goal of employment,
good wages, and other benefits and are willing to make sacrifices to work toward these

goals for their children” (p. 20).

Besides, Chinese parents’ emphasis on education is closely associated with their immigrant
status. “Perceived disadvantaged minority status is another driving force underpinning high
parental educational expectations, science-oriented career aspirations, and children’s
striving for academic achievement” (J. Li, 2004, p. 180). In an analysis of the data of the
Canadian employment situation between 1971 and 1991, P. S. Li (1998) found that race was
still a significant factor influencing the employment sector and Chinese was under-
represented in many occupations, particularly management, academia and administration.
These minority and racial limitations may result in excessive fears and anxieties that drive
Chinese parents to hold high expectations for their children’s education (J. Li, 2004). To cope
with minority disadvantage, the parents in J. Li’s study placed high expectations on their
children’s academic performance and hoped that education would create a chance for
success in mainstream society. Further, “to avoid competing with mainstream society, all
seven families encouraged their children to excel in science subjects so as to take up

professions in engineering and other technical fields” (p. 486).

In addition to high parental expectations, Chinese parents have been found to take a more
active role in their children’s literacy learning and schooling (Chao, 1996; G. Li, 2002, 2006a,
2006b, 2006¢; J. Li, 2001, 2004; D. Zhang, 2008). Chao (1996) found that, compared with
Caucasian parents, Chinese parents not only placed a great degree of value on education,
but were also more prepared to invest in, and sacrifice more for, their children’s education,
to use a more direct intervention approach to their children’s schooling and learning, and to
convey a stronger belief that they could play a significant role in their children’s school
success. Further, Chinese parents are more prepared to take an active role in remedying the

shortcomings they perceive in their children’s schooling. For example, Chinese parents used
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Chinese math textbooks to teach their children and/or assigned additional homework to
assist their children’s math learning when they were not satisfied with the math education in
the mainstream schools (G. Li, 2002, 2006a, 2006b; D. Zhang, 2008). To assist their children
with better English skills, Chinese parents also engaged their children in a variety of reading
and writing activities at home such as dictating and copying words, reading to and with the
child, and asking children to write regularly (G. Li, 2002, 2006c). Besides, parents generally
encourage their children to pursue well-paid high-tech jobs, while discouraging their
children to specialize in the perceived unrealistic or impractical fields such as the arts (J. Li,
2001, 2004). Thus, Chinese tradition and minority status in the new country jointly

contribute to the high parental expectations of Chinese families.

In sum, given the increasing prominence accorded to the Chinese language, maintenance
and development of children’s heritage language may become an indispensable part of the

educational plan of many Chinese families, given that education is a core value for them.

1.4 Thesis outline

The study examines the trajectories of heritage language maintenance of Chinese children
and their families in Australia, with a particular focus on their language attitudes and
maintenance practices. This introductory chapter has explained my motivation for the
current research as an English language major and teacher in China, as a parent with the
desire to raise a bilingual child prior to and after migration, and as a researcher who intends
to untangle the tension between English language assimilation and heritage language
maintenance desires. After that, | provide an overview of Chinese migration to Australia,
historically and contemporarily, and describe Chinese immigrants’ educational ideology,

which is shaped by Chinese culture and migrant status.

Chapter 2 outlines the theoretical framework that informs the study and reviews the existing
literature that is pertinent to its themes. The chapter begins with an examination of
language ideologies and motivations in relation to second language learning and (Chinese)
heritage language maintenance. Then, the chapter reviews the theories of family language
policy in relation to heritage language maintenance, and examines the existing studies
focusing on language use patterns and language maintenance strategies of Chinese
immigrant families. Lastly, the chapter reviews the existing findings on the heritage language
outcomes of Chinese immigrant children and the factors contributing to their Chinese

language proficiency.
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Chapter 3 introduces the methodology of the study. It first provides the rationale
underpinning the qualitative ethnographic research design. Following that, the chapter gives
an account of the participant recruitment criteria and process, which is followed by a
delineation of the profiles of research participants. The 31 participating families in my
research represent a group of well-educated middle-class Chinese families living in Australia.
The chapter then goes on to explain the various methods used in collecting the data. These
methods include open-ended qualitative interviews, informal conversations, participant
observation, collection of evidence for Chinese literacy practices, use of WeChat posts and
hard copies of the background questionnaires. After that, my researcher positionality is
detailed along with the tensions | experienced between my roles as a fellow parent and as a
researcher, between being an expert and a novice, and as both an insider and an outsider.
Then, the chapter addresses the inductive thematic analytic method employed before

concluding with the limitations of the chosen methods.

From Chapter 4 to Chapter 7, | provide the findings of the study relevant to the research
guestions. In Chapter 4, | explore heritage language attitudes from the perspective of
parents in diasporic discourses in Australia. The chapter firstly presents how parents
associate their heritage language desire with an investment in their children’s economic,
career and educational future. Then, the chapter shows how parents see the importance of

Chinese for their children’s ethnic and cultural identity and family cohesion.

Chapter 5 shifts the focus from parents’ attitudes towards Chinese to those of their children.
The chapter gives a detailed account of children’s view of learning Chinese as being a chore,
difficult, (ir)relevant, an investment, or as a marker of identity. Meanwhile, the chapter
demonstrates how age at migration plays out in their multiple language attitudes. The
chapter also shows how language attitudes are dynamically contextualized within different

diaspora discourses.

Chapter 6 examines how these Chinese families used various strategies to maintain their
children’s Chinese language in the home. Their maintenance practices in the home Chinese
include speaking Chinese at home, Chinese literacy practice and the viewing of
entertainment programs in Chinese. Specifically, with regard to home language use, the
chapter demonstrates how age of migration plays out in children’s language use patterns.
With regard to literacy practice, the chapter shows how the various resources are employed
by parents and what barriers are encountered during the implementation of literacy

practices.
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Chapter 7 shifts the focus of maintenance practice from the home domain to the domain
outside the home. The chapter explores children’s Chinese language learning experiences in
community schools and mainstream schools, as well as their language practice with peers in
mainstream schools. Specifically, the chapter examines perceptions and experiences in
Chinese classes in different schools and through different stages of their mainstream
education. At the same time, it shows how age arrival factors influence their perceptions of

the classes and language use in mainstream schools.

Chapter 8 examines the children’s language proficiency outcomes and factors contributing
to their differential language proficiencies. This chapter reveals the trend of children’s
language loss, language attrition and poor language development, but also shows promising
examples of their heritage language development and advancement. The chapter then
illustrates four distinct contributing factors, namely, age of arrival, parental commitment,

print resources and peer influence.

Chapter 9 concludes the thesis. The chapter revisits the research questions by providing a
summary of the findings and conclusions. The chapter ends with an outline of the
implications of this study of heritage language for migrant families and language policy

makers.
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Chapter 2: Literature review

2.1 Introduction
This chapter reviews existing research related to heritage languages in migration contexts.

The chapter is theoretically framed along language attitudes, language maintenance
practices and heritage language outcomes, which are interacting with each other. As shown
in the diagram below (Figure 2. 1), language attitude serves as the driving force of language
maintenance practices which lead to ultimate language proficiency outcomes; meanwhile,
language outcomes will in turn influence learners’ language attitudes by strengthening or
weakening learner’s language learning wills, and then increase or reduce their language use

and practices.

Given that this is a vibrant and vast field of research, this chapter mainly focusses on
literature related to Chinese heritage language. The chapter begins with a review of
dominant language ideologies as well as research into heritage language attitudes of Chinese
parents and children in their migration context. Then it moves to a theoretical review of
family language policy and the existing studies of Chinese heritage language use and
practices in and outside the home. After that, the chapter focusses on the extant studies of
language proficiency outcomes of Chinese migrant children and the contributing factors to
their actual heritage language ability. Throughout, | identify under-researched areas. The
research questions, which are presented at the end of the chapter are designed to

contribute to closing the identified gaps.
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Figure 2. 1 An overview of the theoretical framework
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2.2 Attitudes to heritage language maintenance

In this section, | will review the different ideology camps in relation to second and heritage
language learning. The section will then turn to look, respectively, at parents’ and children’s
attitudes to Chinese as a heritage language. Finally, the section will examine conflicts and

convergences between the attitudes of parents and children.

2.2.1 Attitudes and motivation in heritage language learning
Language attitudes and motivation are recognised as important factors influencing language

maintenance. Individuals’ motivation to learn another language is largely based on their
attitudes towards the language and the community who speak the language (Lukmani, 1972;
D. Zhang & Slaughter-Defoe, 2009). Specifically, “positive learning attitudes and experience
was the factor most predictive of motivational magnitude (intended learning efforts in the
present) and direction (intended continuation of study in the future)” (Wen, 2011, p. 41).
Positive attitudes toward a heritage language often result in increased efforts in learning it,

and in higher proficiency levels, and vice versa (D. Zhang & Slaughter-Defoe, 2009).

In the past few decades, understanding of the role of attitudes and motivation in heritage

language learning has undergone a conceptual transformation from social psychological
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notions focusing on integrative and instrumental motivations to post-structural notions of

language learning as investment.

Attitudes and motivation in language learning research was pioneered by Gardner and
Lambert (Gardner & Lambert, 1959, 1972). These researchers identified two types of
language orientations, namely integrative and instrumental motivations. Integrative
motivations relate to the desire to identify with a particular culture and language
community, while instrumental motivations emphasize pragmatic and utilitarian benefits of
language learning, such as getting a good job or education credentials. However, “the two
motivational orientations may not be clear-cut or dichotomous” (Lu & Li, 2008, p. 92) and
learners’ motivations are likely to be both intrinsically and instrumentally constructed. For
example, Chinese heritage language learners in Wen’s (1997) study demonstrated both
integrative and instrumental motivations. Their initial motivation was intrinsic and related to
their curiosity about their own cultural heritage as well as their interests in Chinese arts and
literature. As they progressed in their language learning, their efforts became more

instrumentally motivated by desired results, such as high scores.

Irrespective of the type of motivation, positive or negative attitudes and motivations present
strong predictors of second language achievement:

[G]reater personal motivation—be it ‘instrumental’ or ‘integrative' —produces a

greater likelihood of attaining high levels of L2 proficiency. The same is likely true in

HLA [=heritage language acquisition], though the question of motivation in HL
[=heritage language] classrooms has gone unexplored to date (Lynch, 2003, p. 3).

Social psychological understandings of motivation have increasingly become framed in post-
structural terms in contemporary scholarship. As Cameron (2012) noted, “[t]he traditional
motives for acquiring or maintaining particular languages (e.g. that they are authentic
symbols of identity, or prestigious vehicles of ‘high culture’) are increasingly yielding to a

more calculating economic rationalism...” (p. 354).

In an extreme form of instrumental motivation, languages can be understood as operating in
a marketplace where different languages possess different market values. The concept of
the ‘linguistic market’ and ‘linguistic capital’ emanates from the work of Pierre Bourdieu (see
Bourdieu, 1977, 1986). Bourdieu's (1986) concept of capital offers a theoretical instrument
to examine the grounds on which language attitudes and motivation are constructed and
sheds light on contemporary scholarship in heritage language education. Bourdieu identified
various forms of capital. Economic capital is immediately and directly convertible into money

and “is at the root of all the other types of capital” (Bourdieu, 1986, p. 250). Cultural capital
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includes dispositions of the mind, cultural goods, and educational qualifications. These are
convertible, under certain conditions, into economic capital. Social capital is linked to the
possession of a durable network of acquaintances and recognition, which is convertible,
under certain conditions, into economic capital. Symbolic capital, finally, is “a reputation for
competence and an image of respectability and honourability” (Bourdieu, 1984, p. 291). For
Bourdieu (1986), capital represents power, extending from economic, cultural to social and
symbolic, and “how these forms of capital are distributed represents the immanent

structure of the social world”(Darvin & Norton, 2016, p. 28).

Bourdieu’s capital theory accentuates multiple values/capital of languages and the
transformation among different forms of capital, while Heller’s (2003, 2010) concept of
language as commaodities centers on the economic value of languages. Language
commoaodification has resulted in a burgeoning “language industry” of schools, tutoring
services, language learning materials or apps, which are based on seeking to profit from
language learning (Cameron, 2012; Gogonas & Kirsch, 2016; Piller, Takahashi, & Watanabe,
2010; Rubdy & Tan, 2008). In the area of foreign language instruction, languages have long
been treated as commercial commodities and English is the single most valuable commodity
in the global linguistic market (Cameron, 2012). The purchase of English language education
is widespread, both inside and outside English-speaking countries. Besides English, the
international lingua franca, any other language or language variety may also become a
commodity, particularly in the employment market. The market value of a language may
significantly influence language learning desires, choices and practices. For example, all the
Fujianese families in Zhang’s (2008) research, and some Cantonese families in Francis, Mau &
Archer’s (2014) research, encouraged their children to learn Mandarin rather than their
familial dialect because Mandarin was perceived as the most prestigious and profitable
Chinese language. Thus, attitudes towards language or dialects, positive or negative, may, to
a significant degree, be determined by power relations and commercial value. Both
Bourdieu’s concept of language as a form of capital and Heller’s language as commodities,

align with Norton’s (1995, 2000) notion of language learning as investment.

Based on the capital theory of Bourdieu (1986), Norton (1995, 2000) constructed the notion
of language learning as investment which recast the earlier concept of motivation with its
integrative and instrumental sub-categories. By investing in a second language, learners
expect or hope to have a good return on their investment; a return that will give them access
to “a wider range of symbolic and material resources which will in turn increase the value

of their cultural capital and social power” (Darvin & Norton, 2016, p. 20). Norton (1995)
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posited that “this return on investment must be seen as commensurate with the effort
expended on learning the second language” (p. 17). Thus, for Norton, as to the nature of
capital of languages, the role of investment has been accentuated once the proficiency of
certain languages is perceived to deliver certain benefits, which are not limited to
material/economic, but social and cultural. Over recent decades, language learning as
investment is considered foundational in language education and acquisition field, and
increasingly explored by researchers (Darvin & Norton, 2015; Norton & Gao, 2008; Peirce,

1995; Prendergast, 2008).

In sum, attitudes and motivations are widely believed to be highly influential in language
learning (Hancock, 2006; Lao, 2004; Lu & Li, 2008). The social-psychological model of
motivation dominated early research in the field. More recently, language has increasingly
come to be understood as a commodity or as a form of capital, and language learning as a
form of investment. This conceptual transformation has coincided with a transformation of
the value of Chinese, which is an increasingly powerful form of economic, political and
cultural linguistic capital. Against this background, which has seen economic aspects of
language learning come to the fore at the same time that Chinese has gained economic
clout, what does heritage language maintenance mean for Chinese migrant families? The

next section will review literature on parents’ attitudes to Chinese as a heritage language.

2.2.2 Parental attitudes to Chinese as a heritage language
As pointed out in Chapter 1, Chinese (and its varieties) is one of the largest diasporic

languages in the world. Therefore, this section will review the attitudes of Chinese diasporic
parents to Chinese language maintenance. A key theme in the literature examining attitudes
to Chinese as a heritage language relates to tensions between parents’ and children’s
attitudes. Parents have often been found to be highly motivated to pass on their heritage
language to their children, particularly for economic and career reasons, but also because
they regard the Chinese language as an intrinsic part of Chinese identity. After reviewing the
literature on parental attitudes and motivations in this section, the following section (2.2.3)
will review children’s attitudes and motivations. The second generation is widely reported to
lack motivation and to see Chinese as irrelevant, tedious and difficult. However, as Section
2.2.3 will also show, motivations and attitudes are never static and may shift over time as

children grow up.

Parental attitudes to Chinese, as shown in the burgeoning literature, are increasingly
constructed upon their instrumental motivation, with a focus on the economic value of

Chinese in the employment market (Curdt-Christiansen, 2014; Lao, 2004; Mau, 2013; D.
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Zhang, 2008; D. Zhang & Slaughter-Defoe, 2009; J. Zhang, 2009, 2010). First, the rise of China
undergirds parents’ growing aspirations for Chinese language maintenance. In the American
context, for example, parents’ “language loyalty” to Mandarin was “closely tied to their
perceptions of the career opportunities and prestige brought about by the prominent
economic growth in the home country”(J. Zhang, 2010, p. 253). Similarly, within the context
of Singapore, parents also associated their commitment to maintaining Chinese with its
increasing economic power, and commented “China is on the rise” or “China is a very
important market” (Curdt-Christiansen, 2014, p. 46). In this vein, “with increasing job
opportunities in China and other parts of Asia, economic advantage and social prestige have
become major incentives for language maintenance” (Man, 2006, p. 214). Second,
regardless of their dialect background, Chinese parents’ desire for their children’s heritage
language is generally linked to Mandarin, the official and most prestigious language of China.
For example, Fujianese parents were found to lack interest in their children’s Fujianese
maintenance but considered Mandarin a key resource for their children’s future (D. Zhang &
Slaughter-Defoe, 2009). Considering Mandarin a pragmatic asset in the job market,
Mandarin serves as the symbolic tie to their Chinese heritage, irrespective of their original

“wi

family dialect. Obviously, “/[plassing down’ all the heritage languages is undoubtedly
neither practical nor desirable, and the decision to maintaining [Sic] certain languages over

others is a political act” (Mau, 2013, p. 244).

Beyond economic motivations, the retention of Chinese identity and heritage is fundamental
to parents’ motivation for heritage language transmission, as documented in a number of
studies (Curdt-Christiansen, 2014; Hancock, 2006; D. Zhang, 2008; D. Zhang & Slaughter-
Defoe, 2009). First, expertise in Chinese is seen as the carrier of Chinese ethnicity and the
signifier of Chinese authenticity. Parents have been found to expect that their children can
use the Chinese language to express their ethnicity. This logic can be interpreted as “without
the Chinese language, you are no longer Chinese” (D. Zhang & Slaughter-Defoe, 2009, p. 84).
Further, speaking Chinese is also seen as the marker of authentic Chinese identity. “Not to
be able to speak one’s own mother tongue brings shame and has consequences” for people
as they may be positioned as ‘fake Chinese’”(Curdt-Christiansen, 2014, p. 46). Second,
Chinese is widely regarded as the linguistic and cutural heritage that should be maintained.
For example, almost all parents in Curdt-Christiansen’s (2014) study acknowledged that
learning Chinese was important for maintaining cultural values and maintaining ethnic roots.
Specifically, some participants expressed strong appreciation of the ‘beauty’ of the Chinese

language and saw ‘proverbs and idioms’ as representations of the beauty and knowledge of
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Chinese culture and literature. Similarly, learning Chinese literacy was perceived to be
inextricably linked with the transmission of traditional Chinese cultural beliefs, values and

norms by Chinese parents in Scotland (Hancock, 2006).

The importance of heritage language for communication with family members and to
maintain community connections is another frequently-mentioned theme in the research
literature (Francis, Archer, & Mau, 2009; Lao, 2004; Lei, 2013; H. L. Xu & Moloney, 2014; D.
Zhang & Slaughter-Defoe, 2009). For example, some parents were found to urge their
children to learn Chinese because they were afraid that their children’s lack of Chinese
proficiency would hinder them in communicating deeply and comfortably. Conversely,
parents whose children lacked Chinese proficiency reported the absence of precisely this
deep and comfortable communication (see D. Zhang & Slaughter-Defoe, 2009). Similarly, a
high proportion of Chinese-dominant parents in an American Chinese-English bilingual pre-
school expected that their children’s Chinese development would facilitate their

communication with Chinese speaking communities (Lao, 2004).

In sum, parents have been found to have a strong motivation to maintain Chinese as the
heritage language. They see Chinese as a valuable resource for their children’s future career,
as the carrier of Chinese ethnicity and as a signifier of Chinese authenticity, and also as a tie
to family and community connections. As pointed out above, children’s perspectives do not
necessarily align with parental attitudes and the next section will review the literature in

relation to children’s attitudes to Chinese.

2.2.3 Children’s attitudes to Chinese as a heritage language
As shown in the previous section, Chinese diasporic parents have often been found to be

highly motivated to enable their children to maintain their Chinese. Children’s attitudes to
Chinese, by contrast, tend to be more varied. The extant research shows that children’s
attitudes to Chinese centre on their views of Chinese as being an irrelevant, tedious and
difficult language, albeit beneficial for their future careers, and as being connected to their

ethnic identity.

Many second-generation Chinese children have been found to lack motivation for Chinese
language maintenance. The reasons for that lack of motivation are related to beliefs that
Chinese is irrelevant, tedious and difficult (Francis et al., 2009; G. Li, 2006b; Man, 2006; D.
Zhang, 2008; D. Zhang & Slaughter-Defoe, 2009; J. Zhang, 2009, 2010). Among 60 British-
Chinese children from complementary schools, for instance, those who were negative

towards their Chinese classes saw Chinese as irrelevant to their lives and Chinese learning as
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a pointless exercise with no benefit for their futures (Francis et al., 2009). It was Chinese
literacy practice, in particular, that was often resisted by children in the research. In an
investigation of the learning experiences of Chinese children in Chinese language schools in
Canada, as many as 63% of respondents stated that reading Chinese was "hard’ or ‘very
hard,” and 57% stated the same about Chinese writing. Additionally, 16% rated their classes
as ‘unpleasant’ or ‘very unpleasant’ (Man, 2006). Given their lack of motivation for Chinese
learning, most children, especially older children, reported that the only reason they studied
Chinese was to obey their parents (D. Zhang, 2008). Furthermore, the majority of these
children also reported that Chinese is a difficult language to learn, especially the complex
written system. That this perception is objectively true is evidenced by research that found
that compared to other languages other than English (LOTEs), Chinese language learners
progressed at a slower pace (Chen & Zhang, 2014). The large number of characters to be
mastered in the limited study hours available, in particular, constituted a significant

challenge for Chinese background and non-background students alike.

Children’s positive motivation to learn Chinese has been found to be strongly associated
with their view of Chinese as being beneficial for their future careers and school success, in
line with the views of their parents (Francis et al., 2009; Francis, Mau, & Archer, 2014; Mau,
2013; Mu, 2014b; Wen, 2011; Willoughby, 2017; H. L. Xu & Moloney, 2014). Firstly, the
perceived economic value of Chinese may become the dominant driving force for children’s
commitment to Chinese. For heritage Chinese learners in America, their decision to continue
learning Chinese tended to be “closely related to the perceived usefulness of the language
career-wise, and the perceived importance of the language in today’s global economy”
(Wen, 2011, p. 57). This instrumental orientation resonated with undergraduate students of
Chinese studies in the Australian context, where job or career considerations were found to
be among the dominant reasons for studying Chinese (H. L. Xu & Moloney, 2014). Besides,
for school-aged children, getting good marks became an important reason for studying
Chinese in school (see Willoughby, 2017). This suggests that “learning Chinese in recent
decades has been associated with some kind of economic gain rather than a deeper and
higher level of intellectual and cultural pursuit” (H. L. Xu & Moloney, 2014, p. 383). Secondly,
children’s increasing desire for Chinese has been found to pertain specifically to Mandarin.
Some Cantonese-heritage adolescents, for instance, considered Mandarin as “linked to their
ethnic origin and symbolic to their cultural identity” (Mau, 2013, p. 254). When asked about
their lack of motivation to learn their home language, Cantonese, they frequently mentioned

‘Mandarin is Chinese, and Cantonese is dialect’ as a reason. This power relation is also
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reflected in Francis et al.’s (2009) research, where some pupils perceived the benefits of
Mandarin as opposed to Cantonese. They “position Cantonese as archaic and ‘under threat’;
as the property of an older generation, irrelevant to younger generations in both social and
economic terms” (Francis et al., 2009, p. 533). As the instrumental value of Cantonese
decreases, learning Mandarin is potentially a logical choice that offers both a marketable
skill and a symbolic connection to their heritage for those pupils and families who no

longer use Chinese, of any dialect, as a ‘mother tongue’ (Mau, 2013).

Besides, children’s attitudes to Chinese is related to their perceptions of the relationship
between language and ethnic identity. Learning Chinese for the maintenance of heritage and
identity has been well-documented as a dominant reason for heritage language motivation
(P. Duff, Y. Liu, & D. Li, 2017; Francis et al., 2009; Francis et al., 2014; He, 2008; Man, 2006;
Mau, 2013; Mu, 2016). Firstly, the Chinese language is seen as the symbol of ethnic
embodiment. Young Chinese Australian adults, for instance, frequently linked their racial
identity - ‘looking Chinese’ - to the use and learning of Chinese (Mu, 2016). In this study, “all
participants were very much aware of the stereotype that Chinese looks were symbolic signs
for being able to speak Chinese” (Mu, 2016, p. 300). Similarly, in the Canadian context,
university students of Chinese ancestry, compared to non-heritage language learners, felt
much more strongly that they were learning Chinese because it was an integral aspect of
their self-concept (Comanaru & Noels, 2009). Second, proficiency in Chinese is widely seen
as the signifier of ethnic authenticity. In the identity exploration of adolescents attending
Chinese complementary schools, proficiency in Chinese was related to the concept of being
‘full’ or ‘proper’ Chinese, while lack of proficiency induced powerful emotions such as
‘disgrace’, ‘shame’ and ‘embarrassment’. Ethnic Chinese without Chinese proficiency were
sometimes even called derogatory names such as ‘BBCs’ or “bananas” (Francis et al., 2009;
Francis et al., 2014). Thus, “the perceived necessity for young people of Chinese origin to be
proficient in the Chinese language emerged as grounded in powerful moral discourses of
duty, identity and inclusion/exclusion” (p. 210). Thirdly, Chinese language and culture is
regarded as a valuable heritage that should be preserved. As described by He (2006):

[T]he vast majority of (adult) HL learners cite ‘cultural/social identity’ as the principal

reason for studying the language; to a greater extent than the SL [second language]

learner, the HL learner is likely to be motivated by an identification with the intrinsic
cultural, affective, and aesthetic values of the language” (p. 2).

This integrative motivation also resonates with that of heritage college students in Yang’s
(2003) study, where the search for Chinese roots was found to be the most important

reason for Chinese language learning.
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However, the view that links Chinese proficiency with Chinese identity is prevalent only
among children who are already engaged in learning Chinese. The identity perceptions of
those with limited or no Chinese proficiency are less centered on the language-identity link.
For young British Chinese people with limited Chinese fluency, for instance, ‘not speaking
Chinese’ did not preclude their identification as Chinese (Mau, 2013). Their Chinese identity
was constructed flexibly on Chinese cultural practices and traditional activities such as eating
rice, the celebration of Chinese festivals, and viewing Chinese TV programs. For these
speakers of limited Chinese, their hybrid Chineseness has transcended conventional
language ideologies, which consider the Chinese language as “the soul of Chinese identity”

(Shen, 2001, p. 123)

The variable relationship between Chinese proficiency and Chinese identity highlights the
situated and shifting nature of language attitudes in relation to language learning,
particularly as children mature. For example, many university-level heritage learners
admitted that, when they were younger, learning Chinese had been an unpleasant activity
forced on them by their parents. As young adults, they regarded it as a wise and worthwhile
investment (Wong & Xiao, 2010), however. These students saw Mandarin as ‘the next world
language’ and they hoped that it would help them to fully realize their goals and reach their
ideals of bettering their career prospects by becoming an ‘international’ person. This
suggests that both age, and the changing economic and political status of China, has a
transformative effect on heritage learners’ attitudes to Chinese. This transformation is also
evidenced in another group of university heritage learners who reported having disliked
Chinese lessons at a young age but were desirous to seek their cultural heritage once they
were grown up (He, 2006). Age is critical to understanding children’s shifting attitudes: “It
usually requires psychological maturation on the part of the individual to realise the true
value and benefit of knowing one’s HL and culture, which often comes at a later age” (J. S.

Lee, 2002, p. 130).

Overall, Chinese-background children demonstrate variable attitudes to Chinese. Lack of
motivation to learn Chinese is associated with perceptions of Chinese as irrelevant, tedious
and difficult. By contrast, positive motivation is related to perceptions of Chinese as career
investment and identity embodiment. The importance of Chinese proficiency for Chinese
identity is more likely to be expressed by children who are committed to Chinese learning,
while those with limited or no proficiency in Chinese are unlikely to link the Chinese identity
to Chinese language proficiency. In addition, it is important to note that children’s attitudes

to Chinese are dynamic, fluid and shifting. Positive and negative attitudes may change and are
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contingent upon children’s age and their maturation process as well as the changing role of
China in the world. As both parents’ and children’s attitudes to Chinese have been reviewed,
the next section will focus on the heritage language maintenance and strategies in and outside

the home.

2.3 Practices of heritage language maintenance
In the previous section, | reviewed parents and children’s attitudes to Chinese. Language

attitudes are one thing but they are insufficient without considering practices as another key
aspect of language maintenance. This section, with a focus on language practices, will start
with the conceptualization of family language policy in relation to language maintenance,
as well as a brief examination of the pervasiveness of language shift in migrant families
(Section 2.3.1). After that, the section will focus on Chinese heritage language use and

practices in the home (Section 2.3.2) and outside the home (2.3.3).

2.3.1 Family language policy and the pervasiveness of language shift
Family language policy, “the newly emerging field” (King, Fogle, & Logan - Terry, 2008, p.

907), is receiving increased currency within sociolinguistics as researchers endeavor to
explore the factors resulting in the different language outcomes of immigrant children
(Curdt-Christiansen, 2013; Smith-Christmas, 2016). The family domain is regarded as crucial
to answer the fundamental question why some children maintain or acquire their minority
or heritage languages while others fail to do so. Therefore, family language policy is widely
considered as critical to the success or failure in maintaining and preserving languages
(Schwartz & Verschik, 2013; Smith-Christmas, 2016; Spolsky, 2012; Xiaomei Wang, 2017).
A focus on family language policy is particularly relevant for heritage language practitioners
and learners because it deepens our understanding of how home language practices are
implemented, as well as how heritage language learners are best supported (King et al.,

2008).

Family language policy can be defined as explicit and overt as well as implicit and covert
planning in relation to language choices, use and practices within the home among family
members (Curdt-Christiansen, 2009, 2018; King et al., 2008). Thus, family language policy
refers to “the deliberate and observable efforts” by means of families’ conscious
involvement and investment as well as “the default language practices in a family as a
consequence of ideological beliefs” (Curdt-Christiansen, 2018, p. 420). Family language
policy takes into account of “what families actually do with language in day-to-day
interactions; their beliefs and ideologies about language and language use; and their goals

and efforts to shape language use and learning outcomes” (King et al., 2008, p. 909). Thus,
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research on family language policy has, to a great extent, observed and highlighted the three
interrelated core components: language ideology, language practice, and language management
(see Curdt-Christiansen, 2018; Curdt-Christiansen & La Morgia, 2018; Xiaomei Wang, 2017).
Language ideologies, as “the driving force of language policy” (Curdt-Christiansen, 2009, p.
354), are observed to impact, to a great extent, on family language choices, practices and
planning (see Curdt-Christiansen, 2009; Smith-Christmas, 2016; Xiaomei Wang, 2017). Since
language ideologies and attitudes have been reviewed in the previous section, the following
sections, with a focus on heritage language practices and management, will start with an
examination of children’s actual heritage language situation, i.e. the pervasiveness of

heritage language shift.

Over recent decades, accelerated language loss and attrition in immigrant children has
been widely documented (Clyne, 2001; Clyne & Kipp, 1996; Fillmore, 1991, 2000; Fishman,
2001). Research keeps echoing Fishman’s and his colleagues’ observation, from half a
century ago, that there is a significant break in intergenerational continuity in the use of
the heritage language in immigrant families (Fishman, Nahirny, Hofman, & Hayden, 1966).
Actually, inter-generational language shift within three generations, for example, is often
the norm for immigrant language behaviours (Clyne, 2005; Clyne & Kipp, 1997; Curdt-
Christiansen, 2009; Fishman, 1991; Piller & Gerber, 2018; Raschka, Li, & Lee, 2002;
Spolsky, 2012). “Most migrant groups have become English-dominant by the second
generation and English-monolingual by the third generation” (Piller & Gerber, 2018, p. 3).
Situated in the broad migrant diaspora, Chinese is not exempt from this pattern of language
shift. In an analysis of the language shift of second-generation children, which is now almost
two decades old, Clyne (2005) observed the massive intergenerational shift in Chinese
groups, ranging from four per cent in the first generation to 37.4 percent in the second
generation in Chinese families originating from the People’s Republic of China. Given the
massive changes in Chinese migration since then (see Chapter 1), the next section will
review more recent literature regarding Chinese heritage language use and practice in the

home.

2.3.2 Chinese heritage language use and practices in the home
Language practices are the observable behaviour and choices of what people actually do

with the varieties of languages (Spolsky, 2009). Family language practice, which is shaped by
family language policy, refers to “patterns of language choice and preference within the
family and in different contexts” and this practice could “reflect socio-cultural changes in

intergenerational interactions within immigrant families” (Schwartz, 2010, p. 178). Family
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language management refers to “efforts to control the language of family members,
especially children” (Spolsky, 2007, p. 430) and “[i]t starts with the parents’ decision about
the language choice to be used with the children” (Schwartz, 2010, p. 180). Thus, language
practice or language use pattern of Chinese children inside and outside the family may be

the result of parental intervention or negotiation between parents and children.

It is widely reported that first-generation parents generally promote Chinese-language use in
the home and predominantly speak Chinese to their children, while children, though
maintaining heritage language use to some degree, demonstrate an evident shift to English
(Curdt-Christiansen, 2013; Kuo, 1974; Luo & Wiseman, 2000; D. Zhang, 2008; D. Zhang &
Slaughter-Defoe, 2009; J. Zhang, 2009). A parental policy of exclusive Chinese language use
in the home is common, but rarely successful. For example, all the three families in J.
Zhang's research (2009) invested substantial efforts in their children’s Chinese and some
parents strictly enforced a Mandarin-only policy at home. However, children often code-

switched to convey their meaning at home or even habitually replied in English.

A key transition that usually marks the beginning of children’s language shift is the moment
when they start school in the host society. In Kuo’s (1974) study of the bilingual patterns of
47 pre-school children from 44 Chinese immigrant families, for example, it was found that
“[t]he beginning of the nursery school or kindergarten was obviously a turning point in terms
of language preference for the bilingual children” (p. 136). In this research, quite a few
children, once they picked up some English in school, were found to speak “almost
exclusively English at home” or to reject everything in Chinese despite parents’ efforts to

speaking Chinese to them. (p. 136)

Besides the tendency towards the increasing use of English and language shift, there
emerged noticeable generational differences in terms of the language used. That is, children
tend to use different languages to different generations, such as to their parents and
siblings. The differentiated language use with family members has been documented both
guantitatively and qualitatively (Curdt-Christiansen, 2014; Dai & Zhang, 2008; Kuo, 1974; G.
Li, 2006b; Mau, 2013; Raschka et al., 2002; J. Zhang, 2009). For example, in a survey of the
linguistic habitus of 80 college students of Chinese heritage, about 92% of the respondents
always or mostly used Chinese when speaking to their grandparents, 51% to their mothers,
47% to their fathers, but only 8% and 4% to their siblings and friends respectively (Dai &
Zhang, 2008). This finding echoes that of Kuo (1974), where approximately half of the 47

preschool children spoke English to their siblings and other Chinese children all or most of
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the time, while only a quarter of them did so to their parents. This bilingual use pattern
indicates that children “may continue to use the heritage language, but only minimally in a
limited environment, that is, in the home” mostly with their parents (Dai & Zhang, 2008, p.

42).

Children’s language shift tendency and their differentiated language use patterns across
generations demonstrates the overwhelming pressures towards English language
assimilation from siblings, cousins and peers (J. Zhang, 2009), as well as the limited influence
of parents. In fact, “[c]hildren's desire to conform to their peer networks, on the one hand,
and the wish of the older generation to maintain the families’ first language in a second-
language environment on the other, underlies the ‘struggle’ between language maintenance
or language change” (Raschka et al., 2002, p. 23). These constant ‘struggles’ and strong
English assimilation shapes their differentiated language orientations in the family. That is,
their spoken language at home may be more Chinese-oriented during interaction with
parents, and particularly grandparents, but English-dominant with siblings and Chinese
friends. Speaking Chinese at home is one part of family language policy, and Chinese literacy
practice at home is another key strategy employed by many Chinese families as observed by
many researchers (Curdt-Christiansen, 2013, 2014; P. A. Duff, Y. Liu, & D. Li, 2017; G. Li,
2002, 20064, 2006b, 2007; Mau, 2013; H. Xu, 1999; D. Zhang, 2008; D. Zhang & Slaughter-
Defoe, 2009; J. Zhang, 2009). Parents have used a variety of linguistic resources such as
Chinese textbooks, Chinese literature, and Chinese media to facilitate Chinese literacy in the
home. Chinese literacy practice may be undertaken through character writing, story reading,
math drills or media consumption. These language materials become a good resource which
parents often use for home tutoring and assigning Chinese homework for their children (see
Curdt-Christiansen, 2013; G. Li, 2002, 2006b; D. Zhang, 2008; D. Zhang & Slaughter-Defoe,
2009; J. Zhang, 2009). G. Li’s research (2002, 2006a, 2006b, 2007) definitively documented
and detailed the specific strategies and resources parents employed in the home domain. In
her research, parents mainly used textbooks they brought from China to teach their children
Chinese characters and maths, used story books or other print materials to develop their
Chinese skills and build up their general knowledge, and assigned Chinese homework to
strengthen the effect of home tutoring. Actually, besides using Chinese language textbooks
and materials, Chinese maths textbooks were frequently used by parents to teach their
children’s literacy and numeracy and also to strengthen their language skills (G. Li, 2002,

2006a, 2006b, 2007; D. Zhang, 2008; D. Zhang & Slaughter-Defoe, 2009).
Besides print materials, Chinese media is a tool frequently used by parents, whether formally
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or informally, for children’s heritage language input. For example, all children in J Zhang’s
(2009) study consumed Chinese media organized for them by their parents. In one family,
watching films and programs in Mandarin was a legitimate substitute for practicing piano or
doing extra academic work. In this case, parents made sure to choose videos with Chinese
captions to support character recognition. In the Canadian context, students in Toronto
demonstrated a strong sense of ethnic identity, were desirous to learn Chinese and widely
used Chinese in various settings (Man, 2006), all of which contrasts with children’s heritage
language behavior in most other research. These unusually favorable results were embedded
in strong media support both at home and in the society, through a variety of Chinese
newspapers, television stations, magazines, video shops, and cinemas (Man, 2006). Up to 46%
and 43% of the students engaged ‘very often’ in the more ‘receptive’ activities of watching TV
and listening to the radio respectively. It was found that the Chinese reading and writing that
students were involved in was mainly through Chinese media, such as newspapers, magazines

and television programs.

Though parents employ various strategies and resources to maintain and develop their
children’s heritage language, they have experienced various barriers to their maintenance
efforts (see Curdt-Christiansen, 2013; G. Li, 2006b; J. Wang, 2012; D. Zhang, 2008; D. Zhang
& Slaughter-Defoe, 2009; J. Zhang, 2009). These barriers, which undermine maintenance
efforts, are typically children’s resistance, parents’ dual expectations and the assimilative

force of institutions and society.

Children’s resistance to heritage language practices presents a significant challenge for
parents to implement family language policies though some children are highly invested in
maintaining their heritage language on their own, either to comply with parental desires or
for their desired economic benefits (also see Section 2.2). For example, irrespective of
parents’ strong emphasis on heritage language learning, most Chinese children considered it a
useless language in the U.S. (D. Zhang, 2008). The difficulty in implementing a ‘language rule’
at home is constantly reported in research, where children’s refusal to speak Chinese
hindered the enactment of family language policy and accelerated their language attrition (G.
Li, 2006b; J. Zhang, 2009). In fact, in the constant conflicts between parent and child
preferences, the family is no longer an exclusive space of mother tongue dominance, but a
meeting ground for two competing languages — the ethnic minority language and the

mainstream language (Kuo, 1974).
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Besides children’s resistance, parent’s dual expectations present a big challenge for their
children’s consistent practice of Chinese. Parents, on the one hand, would like their children
to grow up proficient in both Chinese and English, but on the other hand they fear that
learning Chinese will negatively influence their children’s progress in English. Then they
normally suspend tutoring children’s literacy at home or stop their learning of Chinese in
community schools due to the pressing task of learning English (see G. Li, 2006b).
“Intrinsically, family language decisions are connected in significant ways with formal school
education as parents are concerned with their children’s social standing in the future”
(Curdt-Christiansen & Wang, 2018, p. 236). Thus, their language practices, grounded in the
social utility, power and value of a language in a given society, are often made without
taking into consideration the need for maintenance of minority languages (Curdt-

Christiansen & Wang, 2018).

Actually, both children’s resistance to language maintenance and parents’ dual expectations
reveal a lack of institutional and societal support for heritage language. Firstly, children’s
perception of the heritage language being ‘useless’ suggests a lack of support for heritage
language learning in English-dominant US society:
Although the parents may themselves value the heritage language and exhort their
children to do the same, the latter receive a conflicting, undercurrent message from
their school and the outside environment that reduces the heritage language to a

marginal, even “useless”, status. As a result, the children find it hard to agree with
their parents on the importance of the heritage language (D. Zhang, 2008, p. 124).

Secondly, parent’s prioritisation of English over Chinese is built on English-only principles in
relation to school success. They believe that children must be highly skilful in English to be
successful in an English dominant society. “For the immigrant family in particular, state-
controlled education commonly sets up a conflict between heritage languages and the
national standard language” (Spolsky, 2012, p. 6). The maintenance of heritage language in
migration contexts demands tremendous effort and perseverance, while powerful
assimilative forces from mainstream schools and the English dominant environment
discourage the maintenance efforts of individual parents and make them succumb,

eventually, to the English-Only norm prevalent in the host country (D. Zhang, 2008).

In sum, parents have been found to strongly support their children’s heritage language
learning by means of various strategies. Firstly, they may speak Chinese to their children in
the home. However, despite parental efforts, children tend to increasingly use English at home.

At the same time, children’s language use at home shows a clear pattern of generational
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difference. They may speak Chinese to their parents, but their language use with siblings and
peers predominantly follows the English-speaking norm. Children’s differentiated language
orientations in the family demonstrate the strongly assimilative pressure of siblings and peers
and also bear some traces of family influence. Another important Chinese language
maintenance strategy is practising Chinese literacy at home. To implement Chinese literacy
practice, parents use a wide range of print resources, including Chinese textbooks and
literature, as well as selected media programs. These resources are widely used for home
tutoring and homework assignments. However, these language maintenance efforts have
encountered distinct obstacles particularly children’s resistance, parents’ dual expectations,
and lack of institutional and societal support. The next section will focus on experiences of

Chinese language learning outside the home.

2.3.3 Chinese heritage language use and practices outside the home
Since the previous section reviewed heritage language use and practices in the home, this

section will move to examine children’s experiences of learning Chinese outside the home,
where formal instructions take place. Specifically, the section will focus on the domains of
Chinese learning in community schools, in mainstream schools and at the post-secondary

stage.

Due to the many challenges with effective heritage language tutoring in the home, parents
often turn to community schools as a means of regularizing their children’s language
learning, whether it be focussed on oral or on written skills (P. A. Duff et al., 2017). Chinese
weekend schools are highlighted as the major domain of Chinese heritage language
maintenance in a number of studies (Archer, Francis, & Mau, 2009; Curdt-Christiansen,
2004, 2009; Francis et al., 2009; Francis et al., 2014; G. Li, 2006b; Man, 2006; Mau, 2013;
Mau, Francis, & Archer, 2009; M. Wang, 2003; J. Zhang, 2009). Interviews with 60 pupils
from six Chinese complementary schools, for example, revealed that about 80% of the
participants had attended Chinese school for more than five years, and 13 (22% of all pupils)
had been attending for over 10 years” (Mau et al., 2009). Due to the popularity of Chinese
schools for the learning of Chinese, it will be meaningful to explore perceptions about

community Chinese classes from various perspectives.

The role and effectiveness of Chinese community schools is widely debated among parents,
students and researchers. The positive evaluation of Chinese community schools is centred
on the role of heritage language retention in identity construction. Firstly, community

language schools serve as a bulwark against language and culture loss (H. P. H. Chow, 2001;

Francis & Archer, 2005; Francis et al., 2014; Koda, Zhang, & Yang, 2008; McGinnis, 2005;
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Xueying Wang, 1996; J. Zhang, 2009). Chinese diasporic parents preferred “a school
education in the heritage language for their children instead of a sporadic learning at home”,
so, they believed that children could “learn the language more formally and consistently”
under systematic education in language schools (D. Zhang, 2008, p. 120). The crucial role of
community schools in transmitting the heritage language is also validated by the
documented positive evidence focusing on the outstanding learners and competition
winners of Chinese heritage language (see J. Zhang, 2009). Secondly, community schools
play a positive role in facilitating the formation of ethnic identity, cultural awareness and
ethnic socialization (H. P. H. Chow, 2001; W. Li & Wu, 2009; Mau, 2013; Wen, 2011). For
example, some students have been found to have a positive experience of Chinese weekend
classes, they found the classes interesting and culturally-informative, and then regarded
their community schools as enjoyable social places (Mau, 2013). Other students constructed
the Chinese school as an ‘idealised’ learning space with like-minded, Chinese peers, and
appreciated Chinese school as a safe space away from racism and from the pressure of
“being a minority within minorities” (Archer et al., 2009). The positive side of language
schools is identified as successfully injecting a healthy amount of cultural awareness into the
students and providing opportunities for students to establish a strong Chinese friendship

network (H. P. H. Chow, 2001).

However, negative aspects of learning within Chinese schools have also been found, and
some researchers problematize the effect of input, teaching methods and the actual
function of the schools. Firstly, extant research has shown that children rarely develop high-
level or age-appropriate proficiency by means of learning Chinese in heritage language
schools. In' S. Wang’s (2004) four-year-long in-depth study of Chinese community schools, it
was found that “there was no sense of progress or achievement” in the long term, and
“students basically stay at the same level, unable to move forward in their HL proficiency or
literacy” (p. 368). This perception is validated in M. Chow’s (1983) study of Chinese
adolescents from seven Chinese language schools in Toronto, where the adolescents’ ability
to read and write could be rated as poor. Secondly, the teaching techniques and contents
are viewed as being didactic and old-fashioned. Among those who described an overall
negative experience at Chinese schools, much of their dissatisfaction was related to the
teaching and learning, with typical comments, such as ‘boring’, ‘difficult’ and ‘insufficient
input’ (Mau, 2013). In fact, “[d]ue to the nature of the language (i.e. non-phonetic written
script, tone-based pronunciations), learning Chinese requires a certain amount of didactic,

‘rote’ learning that might appear alien to UK educated pupils” (Mau, 2013, p. 250; Mau et
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al., 2009) as well as “appear alien to Western educators” (Mau et al., 2009, p. 31). Thirdly,
Chinese community schools are criticized for catering more for ethnic socialization, rather
than for language learning. It has been pointed out that language learning inside the schools
is less effective in terms of language teaching and learning, but more effective with regard to
forming social networks with people of their own ethnic background or class-specific ethnic

groups (S. C. Wang, 1995; H. Xiao, 1998; D. Zhang, 2008).

Against the backdrop of both positive and negative scenarios regarding Chinese schools, the
large variation across community schools must be acknowledged, “some of which perform
better than some others in fostering a good environment and motivating students to engage
in heritage language and culture, and therefore in HL behaviour” (J. Wang, 2012, p. 75). In
fact, it is undoubtedly an extremely challenging task to develop children’s Chinese heritage
language to their full potential solely by means of Chinese language schools. Firstly, with
increasing numbers of ‘third’ generation immigrant children and a growing number of mixed
Chinese heritage children, along with the newer migrants from mainland China and a small
number of non-Chinese wishing to learn Chinese, Chinese complementary schools
undoubtedly face more new challenges to cater to their ever more diverse users (Mau,
2013). At the same time, even within the same classroom, the pupils’ Chinese abilities could
still vary considerably, although classes at Chinese schools are generally organized by ability
rather than pupils’ age (Mau, 2013). Secondly, limited hours of teaching each week and
insufficient language reinforcement outside the schools all add significant difficulties in

fostering high-level reading and writing skills (M. Chow, 1983).

In contrast to Chinese community schools, Chinese programs in mainstream schools are
under-researched. As Duff et al. (2017) stated, “[t]here appears to be scant research on
language learning and use among Chinese heritage language (Eisenchlas & Schalley) learners
in public, credit-based school courses — either those designed to teach Chinese or in other
mainstream subject areas in which students might be encouraged to produce multilingual
texts” (P. A. Duff et al., 2017, p. 424). The limited research that exists reports results of
Chinese language education in mainstream schools as being largely unsuccessful (see also
Section 2.4). In Australian schools, for example, a high drop-out rate in Chinese courses has
been found, and the overall retention rate of Chinese language programs beyond the
compulsory years was as low as 6% (Orton, 2010). Even in the comparatively favourable
scenario of Singapore, where Mandarin, as one of the four official languages, is taught as a

subject throughout primary and secondary education, many parents were found to seek
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private tuition to advance their children’s Chinese because they regarded Chinese language

input in school as far from being sufficient (Curdt-Christiansen, 2014).

Currently, there is a growing body of research focusing on Chinese language learners at the
post-secondary level, but the teaching and learning of heritage language is rarely detailed or
elaborated. The current post-secondary Chinese language research tends either to address
the motivations of Chinese heritage learners or to compare Chinese heritage and non-
heritage learners in terms of their motivation and general performance (Comanaru & Noels,
2009; Dai & Zhang, 2008; He, 2008; Lu & Li, 2008; Wen, 1997, 2011; Y. Xiao, 2006; H. L. Xu &
Moloney, 2014; Yang, 2003). As to the dimension of motivation, in a close examination of
the particular motivational orientations of a group of Chinese heritage language learners in
one Australian university setting, it was found that motivation related to heritage and
cultural identity was balanced by the drive towards employment prospects or the perceived
economic capital of learning Chinese(H. L. Xu & Moloney, 2014). Regarding the comparative
analysis of heritage and non-heritage learners, it was found that heritage language students
were more influenced by instrumental motivation than non-heritage students (Lu & Li, 2008)
and they did not perform better in reading comprehension, vocabulary learning and
character writing, though they outperformed their non-heritage peers in listening and

speaking assessments (Y. Xiao, 2006).

In sum, studies of the formal instruction of Chinese heritage language centre on community
schools, mainstream schools, and the post-secondary stage. Firstly, perceptions of the role
and effectiveness of Chinese community schools have been found to vary. Positive accounts
argue that Chinese classes can help to stem the tide of language and culture loss as well as
facilitate identity formation and ethnic socialization. However, in other research Chinese
classes have been found to be ineffective in fostering high-level proficiency. Such accounts
present Chinese schools as sites of socialization over learning and report that teaching
techniques and contents are overly didactic and old-fashioned. Overall, existing research
shows that it is extremely challenging to develop high-level Chinese proficiency, given the
limited number of learning hours and the growing diversity of learners. Secondly, Chinese
programs in mainstream schools are under-researched and the existing studies reveal that
Chinese language learning in mainstream schools is, by and large, unsuccessful. Thirdly,
research in post-secondary Chinese language learning contexts tends to focus on learner
motivation or compares the motivation and general performance of heritage and non-

heritage Chinese learners rather than detail the learning and teaching of Chinese.
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The next section will focus on children’s actual heritage language outcomes, as well as the

factors contributing to these outcomes.

2.4 Heritage language proficiency and contributing factors
As shown in previous sections, parents’ aspirations regarding the development of their

children’s Chinese language proficiency have led to the adoption of various maintenance
strategies and practices, both inside and outside the home. In this section, | will review the
literature on the heritage language outcomes of immigrant children and the factors
contributing to these outcomes. Then, | will examine the factors contributing to childen’s

heritage language attrition, development and attainment.

2.4.1 Language outcomes: Language loss, attrition, maintenance and development
There is a broad consensus in heritage language research that language shift and loss are a

major tendency, and that heritage languages are rarely maintained and developed among
the different generations of immigrants (M. Chow, 1983; Clyne & Kipp, 1997; Curdt-
Christiansen, 2013; Fillmore, 1991, 2000; G. Li, 2002, 2006a, 2006b; W. Li, 1994; Luo &
Wiseman, 2000; D. Zhang, 2008; D. Zhang & Slaughter-Defoe, 2009; J. Zhang, 2009). In M.
Chow’s (1983) study of Canadian-Chinese adolescents from seven Chinese language schools,
for example, though the majority of the adolescents maintained positive attitude towards
ethnic language maintenance, there emerged a substantial ethnic language loss among
them. When migrant children reach young adulthood, their bilingual ability is typically
characterized by (near-)native level English proficiency (Jia, 2008; Jia, Aaronson, & Wu,
2002), and a weaker native language (albeit with varying degrees of proficiency) (Jia, 2008).
For many, Chinese heritage language development follows the pattern described by Y. Xiao
(2008a), “the HL learner has an early exposure to his L1, involuntarily switches to the
dominant L2, goes through a mainstreaming process, becomes a speaker of the dominant
L2, and comes to the language classroom to relearn his HL as a foreign language in his later

life” (pp. 264-265).

Against the pervasiveness of weak intergenerational transmission of the heritage language,
children’s literacy skills have been found to exhibit more severe attrition than speaking skills
(Dai & Zhang, 2008; Hendryx, 2008; Jia, 2008; Y. Xiao, 2006, 2008a). It may be the fact that
“heritage language illiteracy is another typical characteristic of CHL [Chinese heritage
language] learners’ linguistic habitus” (Dai & Zhang, 2008, p. 42). In a study of 85 recent
Chinese immigrants in New York, for example, Chinese heritage language reading and
writing abilities, compared with speaking abilities, started at a lower level and were subject

to greater attrition (Jia, 2008). This aligns with Hendryx’s (2008) research, where Chinese
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heritage language learners in Chinese language classes at the university level were more
likely to be proficient in speaking Chinese than in reading or writing it. Furthermore,
compared with non-heritage students, Chinese heritage language learners did better in
speaking and listening, and they did not show an advantage in reading comprehension,
vocabulary learning, and Chinese character writing (Y. Xiao, 2006). In fact, “[o]ver the
developmental time, the learner’s L1 lives a short life and transforms into a HL linguistic
system, marked with incomplete grammar knowledge and skewed language skills” (Y. Xiao,
2008a, p. 265). Thus, literacy becomes the first victim of intergenerational language shift,

indicated by the steep decline in literacy ability (Tse, 2001a).

Extant research attributes the negative result of heritage language performance in large
degree to strong assimilation pressures from the wider society (Curdt-Christiansen, 2013;
Fillmore, 1991; Luo & Wiseman, 2000), inconsistent or ineffective support from families
(Curdt-Christiansen, 2013; G. Li, 2006b; Schwartz, 2010) and unsuccessful language
education in institutions (Benz, 2015; Clyne, 2005; Moloney & Xu, 2012). Above all,
“[IJanguage-minority children encounter powerful forces for assimilation as soon as they
enter the English-speaking world of the classroom in the society's schools” (Fillmore, 1991,
p. 342). “When the dominant language substitutes for an ethnic language as the means of
communication, the erosion of that ethnic language increases” (Luo & Wiseman, 2000). “In
this era of globalized language battle, minority languages can easily be forced to give way to
the more powerful languages, thus leading to language loss” (Curdt-Christiansen, 2013, p.
293). Besides, parents’ linguistic desires do not necessarily translate into practices and the
implementation of family language policy often confronts sizable challenges (see Section
2.3.2). In addition, in most English-dominant societies such as Australia, language education
other than English is, typically, highly unsystematic and fragmented, and has long been
found to result in extremely low levels of language proficiency (Clyne, 2005; Lo Bianco, 2008;
Piller & Gerber, 2018). Despite over 40-year-history of teaching Chinese in Australian
primary and secondary schools, there has been limited sustained success in Chinese
language learning in Australian schools (Orton, 2016). Overall, migrant Chinese children
typically use Chinese, a mixed language, or English at home, receive mainstream education
in the medium of English and only pursue heritage language literacy at weekend Chinese
schools (Koda, LU, & Zhang, 2008; Koda, Zhang, et al., 2008; Y. Xiao, 2008a, p. 261). Thus, the
maintenance and advancement of Chinese solely depends on the availability of Chinese
instruction outside mainstream education, such as literacy study in weekend community

schools or activities at home, neither of which, however, has been fruitful (Y. Xiao, 2008a).
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Though children’s swift language shift often occurs within one or two years of schooling as
observed by a number of studies (G. Li, 2002, 2006a, 2006b; D. Zhang, 2008), language shift
or maintenance is also mediated by the age of arrival (see also Section 2.4.2). That means
late-arrival children may maintain their heritage language in the long run or experience
language shift later in their lives. In a three-year-long study documenting the linguistic
process of ten Chinese children and adolescents who immigrated to the USA between ages
5-16, for example, the younger arrivals (with arrival ages of 9 or younger) switched their
language preference from Chinese to English within the first year, were exposed to a
significantly richer English environment than their Chinese environment, and became more
proficient in English than in Chinese. Conversely, the older arrivals maintained their
preference for Chinese across the three years, were exposed to a significantly richer Chinese
environment than English environment, and maintained Chinese as the more proficient
language (Jia & Aaronson, 2003). Besides, immigrant children with similar arrival ages may
show different patterns of language proficiency from language loss to well development.
Children’s heritage language loss, attrition or development are related to parental
interference and children’s actual language practice both in and outside the home (see
Section 2.3). The next section will review the distinct factors contributing to children’s

heritage language proficiency.

2.4.2 Factors contributing to heritage language proficiency
Language loss is not a necessary or inevitable outcome when children acquire second

languages (Fillmore, 1991, 2000). Children’s language attainment is not determined by one
single condition or factor, but is “a result of many factors balancing with each other” (J.
Wang, 2012, p. 73). This section will review contributing factors, with a focus on age at
migration, family involvement and the use of print materials in particular, peer influence,

and institutional support.

Age at migration is a significant predictor of the degree of children’s heritage language
retention and proficiency (Chan, 1989; Fillmore, 1991; Jia, 2008; Jia & Aaronson, 2003;
Kondo-Brown, 2006; Luo & Wiseman, 2000; Mu, 2014b). Firstly, age of migration indicates
prior proficiency in the heritage language and the knowledge of the heritage culture, both of
which shape children’s language preferences and practices, and in turn influence their
decisions to maintain their ethnic language (Luo & Wiseman, 2000). In Jia & Aaronson’s
(2003) three-year longitudinal study, for example, most of the younger arrivals (who
emigrated at age nine or before) reported a lack of interest in further developing their

Chinese reading and writing skills because they found Chinese harder than English. In
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contrast, the older arrivals (who emigrated after age nine) all felt that Chinese was easier
than English and they subsequently continued to prefer, and use, Chinese. Over the three
years, the younger arrivals increasingly used English as the predominant reading language,

whereas the older ones continued to do most of their leisure reading in Chinese.

Secondly, age of arrival is closely associated with children’s peer preferences and choices,
which subsequently influence their language use and fluency. Following the above example,
over the three years, younger arrivals, as a group, dramatically increased the average
number of English-speaking friends and maintained low numbers of Chinese-speaking
friends (Jia & Aaronson, 2003). In contrast, older arrivals, as a group, had low numbers of
English-speaking friends but consistently high numbers of Chinese-speaking friends. This is
consistent with Luo & Wiseman’s (2000) research, where Chinese-speaking peers were more
influential for the emigrated-at-older-age group (i.e. emigrated after age 5), whereas
English-speaking peers were more influential for the emigrated-at-younger-age group (born
in America or emigrated at age 5 or younger). Thus, among children in immigrant families,
native-born, younger-arrived and older-arrived children “display different language patterns
because of different amounts of exposure to the native culture” and the different
composition of their peer networks (Luo & Wiseman, 2000, p. 310). It is those who migrated
at an older age than their younger migrant peers that are likely to maintain and/or continue

to develop Chinese to a greater extent, both in the oral and the written medium.

A large body of research literature points to the critical role of the family in heritage
language maintenance (Curdt-Christiansen, 2013; Dopke, 1992; Fishman, 1991, 2001;
Hinton, 1999; King et al., 2008; Lao, 2004; G. Li, 2002, 2006a, 2006b; X. Li, 1999; J. Wang,
2012; J. Zhang, 2009). Home language practice is regarded as the most crucial factor in
predicting whether or not the heritage language will be transmitted across generations (Lao,
2004). That is, “what parents do or do not do to support their children’s HL matters” (G. Li,
2006b, p. 29). Above all, parents’ active communication with children in Chinese “did
significantly, positively predict the possibility for the children to speak Chinese” (J. Wang,
2012, p. 76). Actually, “parents who actively involve their children in everyday conversations,
problem solving, and family interactions through the use of the HL tend to be successful in
intergenerational transmission of the language” (G. Li, 2006b, p. 18). Next, the consistency of
family language practice is presented as a major reason for optimal outcomes. In Raschka et
al’s (2002) field work with 34 children and their families, the children whose parents
consistently and exclusively used Chinese as the communication language generally achieved

good levels of Chinese fluency, whereas those whose parents used both English and Chinese
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interchangeably demonstrated, on the whole, a much lower degree of Chinese language
ability (Raschka et al., 2002). The rapid language loss of the young children in G. Li’s (2006b)
research was found to occur soon after their parents gave up Chinese reading and writing
practice in favour or English learning. Thus, “[p]arental attitudes and practices — ‘persistency
and consistency of use, as well as efficacious parental teaching techniques’— are the
strongest variables that consistently predict children’s competences in and attitudes towards

Mandarin” (J. Zhang, 2009, p. 205).

In terms of the efficaciousness of home language practice, home literacy activities, especially
the use of print materials, were increasingly found to be crucial for ultimate heritage
language attainment (Lao, 2004; G. Li, 2002, 2006a, 2006b; Spreadbury, 1994; Tse, 2001a; Y.
Xiao, 2006, 2008b). Children who are taught to read and write in the heritage language, and
who have consistent opportunities to interact in the heritage language through written texts,
tend to have more positive attitudes toward the language and are less likely to lose the
language (Fishman, 1991; G. Li, 2006b; W. Li, 1994). Children’s books, for example, are
necessary resources for children to foster positive attitudes towards literacy learning (G. Li,
2002) and then facilitate the achievement of high-level proficiency. In contrast, poor literacy
environments, those with a lack of print materials in particular, largely contribute to poor
Chinese language development (Hendryx, 2008; Jia, 2008; Koda, L, et al., 2008; Koda,
Zhang, et al., 2008; Lao, 2004; Y. Xiao, 2006, 2008b). In Lao’s (2004) study of both Chinese-
and English-dominant families, for example, children in a print-poor environment at home
generally found it difficult to further reinforce and develop the Chinese literacy they
developed at school. Overall, a supportive home language environment characterized by rich
print resources facilitates children’s positive attitude towards reading and writing (G. Li,
2002), while a lack of access to Chinese print limits children’s literacy growth in the language

(Lao, 2004).

However, families as the primary life context may only exert a short period of influence on
children, even if they keep trying to exert influence (J. Wang, 2012; J. Zhang, 2009). As
children age, peer groups soon exert a much stronger influence on children’s speech and
language behaviour (Kerswill, 1996) and when children reach a certain age, peer influence
may become the most predictive factor in children’s ethnic language maintenance (Luo &
Wiseman, 2000). Under the pressure of strong English assimilative pull, having peers with
whom one can speak the language is an important factor in heritage language maintenance
(Hinton, 1999). This peer influence not only helps a child develop positive attitudes towards

the heritage language, but also socializes them into different literacy-related activities in that
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language (G. Li, 2006b; Tse, 2001a; J. Zhang, 2009). For example, in the promising scenario of
Toronto’s success in maintaining children’s heritage languages (see Section 2.3), though
children used more English than Chinese with friends, they generally had quite a number of
Chinese-speaking friends in and outside school and regarded their heritage language
experiences with friends as enjoyable (Man, 2006). This suggests that Chinese-speaking
peers can consolidate parental influence on immigrant children’s ethnic language
preservation, while English-speaking peers may overwhelm any positive influence from
parents (Luo & Wiseman, 2000). In fact, children’s frequent and fluent use of either language
is closely associated with whether they socialize mostly with English- or Chinese-speaking

peers (Luo & Wiseman, 2000).

Another important factor contributing to heritage language maintenance is “contact with
institutions”, including “both those in the HL community such as weekend language schools
and community organizations and those in non-heritage communities such as public
schools” that value the heritage language (G. Li, 2006b, p. 19). From the community level,
students who receive formal instruction in weekend language schools and are involved in a
variety of heritage cultural activities tend to develop more positive views of the language
and are exposed to a wider variety of literacy activities (Hinton, 1999; G. Li, 2006b, p. 19;
Tse, 2001b). Similarly, public schools that value and validate minority cultures and languages
in their instructional practices foster participants’ positive attitudes towards heritage
language maintenance (G. Li, 2006b). However, when schools devalue students’ first
language and enforce an English-only policy, this may result in students’ negative attitudes
toward their first language and culture and their rapid language shift to English (G. Li, 2002,
2006b).

In sum, studies with a focus on Chinese heritage language maintenance have found that age
of migration, family involvement, particularly home print environment, peer influence, and
institutional support are significant factors contributing to overall language proficiency
outcomes. The next section will summarize this literature review, identify the research gaps,

and formulate the relevant research questions.

2.5 Summary and research questions
In this chapter, | have reviewed relevant research into attitudes to Chinese heritage

language maintenance, practices of heritage language maintenance, and heritage language

proficiency outcomes. Following on from this, | will now identify the research gaps related to
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Chinese heritage language maintenance in Australia and formulate my research questions in

response to this lacuna.

| started by examining the ideologies and motivations in relation to heritage language
learning and attitudes that have been found to be specific to Chinese heritage language
maintenance. First, | looked at different ideology camps in relation to second and heritage
language learning from social psychological orientations to post-structuralist theories. The
social psychological school, pioneered by Gardner and Lambert, identifies two types of
language orientations, namely integrative and instrumental motivations. The former refers
to the desire to identify with a particular culture and language community, while the latter
emphasizes pragmatic and utilitarian functions, such as career or educational benefits. In
recent decades, social psychological understandings of motivation have increasingly become
framed in post-structural notions which see languages as capital and commodities, and
language learning as an investment. Post-structural approaches to attitudes and motivation
are theoretically grounded in Bourdieu's (1986) concept of various forms of capital.
Bourdieu’s conception foregrounds the convertibility of non-economic capital to economic
capital and the economic value of languages is further highlighted in Heller’s (2003, 2010)
theory of ‘commodification of language’, which treats languages as commodities on the
employment market. Both Bourdieu’s language-as-capital and Heller’s language-as-
commodity align with Norton’s (1995, 2000) notion of language-learning-as-investment, a

form of profit seeking by means of language learning.

Secondly, | examined parents’ and children’s attitudes to Chinese as a heritage language. It
was found that parents are generally highly motivated to pass on Chinese to their children
while children exhibit more variable attitudes towards Chinese. Parents focus on the
economic value of Chinese in the employment market, the symbolic value of identity
representation, and the social value of family communication. By contrast, children often
see Chinese as irrelevant to their lives and regard learning Chinese as tedious and difficult.
At the same time, children’s motivations and attitudes are never static but may shift over
time. Their positive or negative attitudes are contingent upon their age and maturation
process, as well as the dynamic power status of Chinese in the market. When children grow
older, they are more likely to engage in learning Chinese for reasons similar to those of their
parents. That is, they tend to see the importance of Chinese learning for their careers, school
success, identity embodiment, and heritage retention. Their desire for Chinese relates
specifically to Mandarin, the lingua franca of China. Thus, overall, parental and child

attitudes both conflict and converge.
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Following the review of attitudes to Chinese, | examined family language policy situated
within the discourse of pervasive language shift, as well as Chinese heritage language use
and practices in and outside the home. Firstly, | examined the role of family language policy
in the maintenance of heritage languages and drew attention to the phenomenon of
accelerated language attrition and lack of intergenerational continuity in the use of the

heritage language.

Secondly, | looked at how Chinese heritage language is maintained, particularly in children’s
actual language use in the home. To facilitate children’s heritage language learning, parents
adopt a variety of strategies and resources. The most frequently observed rule is that of
“Chinese-only at home”. However, despite parental efforts, many children experience swift
language shift once they start schooling. Besides the increasing use of English at home, they
demonstrate a distinct generational difference in terms of language use in the family. That
is, their spoken language may be Chinese-oriented in communication with their parents, but
largely follows the English-speaking norm in socializing with their siblings and Chinese peers.
Besides speaking Chinese at home, parents endeavour to implement Chinese literacy
practice at home. They use various print resources, such as Chinese textbooks and literature,
as well as ethnic media programs, for home literacy tutoring and homework assignments.
However, these maintenance efforts have encountered significant barriers, particularly
children’s resistance, parents’ dual expectations, and the assimilative force of institutions

and society.

Thirdly, | reviewed children’s experiences of learning Chinese outside the home, with a focus
on the domains of community schools, mainstream schools and at the post-secondary level.
Chinese community schools are regarded as the major domain where children can receive
formal instruction in Chinese, but their role and effectiveness in language maintenance is
controversial. Some studies have found that Chinese community schools are effective and
systematic, and evidently contribute to heritage language maintenance, the formation of
ethnic identity, and the strengthening of connections within the ethnic group. These findings
contrast with other research that shows the weak effect of Chinese community schools on
fostering high-level proficiency. This may be due to outdated teaching methods or an
orientation towards socialization rather than language learning. In fact, there exists large
variation among community schools, where some schools perform better than others in
heritage language instruction and education. At the same time, due to the growing number
and greater diversity in the backgrounds of learners, Chinese teaching in community schools

is confronted with growing challenges within the limited learning time available. Besides
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language learning in community schools, Chinese programs are also provided in some
mainstream schools, but the actual learning and language use in such classes remains under-
researched. The small existing body of research reveals that Chinese learning in mainstream
schools tends to be fragmented and mostly unsuccessful. Currently, research on Chinese
heritage language increasingly focusses attention on the post-secondary stage. These studies
center either on heritage learner motivation or on a comparison of heritage and non-
heritage learners in terms of their motivation and general assessment results, while heritage
learners’ learning processes and their actual language use in the classes remain mostly

unresearched.

Following the review of Chinese heritage language maintenance practices, | examined
Chinese migrant children’s Chinese language outcomes, and factors contributing to their
language proficiencies. Above all, language shift and attrition are the tendency, and Chinese
is rarely maintained across generations. In terms of heritage language recession, children’s
literacy skills were found to be more vulnerable to severe attrition than speaking skills. The
widespread lack of success in Chinese heritage language education is the result of a
combination of factors, including powerful forces for assimilation from the English-dominant
society, lack of consistent and sufficient input from families, and ineffective Chinese
programs in institutions. Besides, children’s language often swiftly shifts within one or two
years of schooling in the host country, but their language shift or maintenance is also
mediated by their arrival age. Late arrival children may maintain Chinese use in many
domains, even in the long run, or their language shift may occur much later in their lives. In
addition, language loss or attrition is not necessary or inevitable when it comes to heritage
language maintenance. Chinese children who migrate at similar ages may show different
patterns in their language outcomes, ranging from language loss to high-level Chinese
proficiency. These differentiated language proficiency outcomes are the result of multiple
interacting factors, particularly age at migration, family involvement and the use of print

materials, peer influence, and institutional support.

Firstly, age at migration is a significant predictor of language use patterns, heritage language
proficiency, and even the composition of children’s English/Chinese-speaking networks. That
is, an older arrival age is more closely correlated with frequent Chinese use, higher literacy
skills in Chinese and more attachment to Chinese-speaking peers, while a younger arrival age
is more likely to correlate with frequent English use, lower proficiency in Chinese and a
larger network of English-speaking peers. Secondly, families play a determining role in

intergenerational transmission of Chinese, especially when children are young. Families’
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influence is maximised by means of consistent engagement and the full use of print
materials. Thirdly, as children age, peer influence may become the most predictive factor in
children’s ethnic language maintenance. Chinese-speaking peers can facilitate children’s use
of Chinese and strengthen parental influence on their ethnic language preservation.
Fourthly, contact with institutions that value the heritage language greatly strengthens

participants’ positive attitudes towards Chinese and encourages their literacy practice.

As mentioned in the previous sections, most of the research into Chinese heritage language
maintenance focusses on children of similar age groups, such as preschool-aged children,
teenagers, or college students, while few studies on Chinese language maintenance target
heritage language learners of a broad age range. Besides, locally born children of migrants are
typically the foci of most (if not all) heritage language studies and the language trajectories of
Chinese migrant children as a group continue to remain largely unknown. In addition, existing
studies of the learning of Chinese mostly focus on a single domain, such as the home or
community schools, while research surveying children’s language use in broader social

settings is sparse.

With the aim of addressing these research lacunae, this study intends to focus on Chinese
migrant children (1.5 generation) of a broad age range (from primary school age to young
adulthood) and of various ages at the time of migration (from preschool age to pre-puberty
age), and to trace their heritage language practices in broader domains, including home,
community schools and mainstream schools. In particular, based on the findings reviewed in
this chapter, | will examine the language attitudes, heritage language use and practices, and
language proficiency outcomes of a group of Chinese migrant children and their families.
Thus, this study is designed to provide a cross-sectional inquiry into children’s heritage
language trajectories at different stages of migration and in different social settings. In this
way, the study hopes to make contributions to three sociolinguistic areas, namely language
ideologies and maintenance attitudes, heritage language maintenance practices in diasporic
contexts, and heritage language outcomes in migration contexts. The following five research

guestions have been designed to guide this study:

What are parents’ perspectives and attitudes towards Chinese maintenance?
What are children’s attitudes towards Chinese language and identity?

What language maintenance practices are evident in the home context?

What language maintenance practices are evident outside the home?

What language proficiency outcomes can be observed, and what are the factors
contributing to these outcomes?
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Chapter 3: Methodology

3.1 Introduction
This chapter presents the methods and approaches adopted in this study for data collection and

analysis. It starts with a presentation of the conceptual approach underpinning this qualitative
ethnographic research. Then, the focus shifts to an account of the rationale for the recruitment
criteria, the process of research participant recruitment, and the major recruitment channels.
Following that is the description of the profiles of the 31 participating families, particularly the 32
children included. After that, the chapter describes the various methods used in data collection,
specifically interviews, informal conversations, participant observation, evidence of Chinese literacy
practices, WeChat posts, and background questionnaires. Next, | reflect on my researcher positionality
and the multiple roles | have played during interaction with different participants. What follows is an
explanation of the major methods used in my data analysis. The chapter concludes with a discussion of

the strengths and limitations of the study.

3.2 Sociolinguistic ethnographic approach
This study intends to explore the heritage language maintenance of Chinese families in Australia.

Specifically, as stated in Chapter 2, it seeks to answer the following research questions:

What are parents’ perspectives and attitudes towards Chinese maintenance?

What are children’s attitudes towards Chinese language and identity?

What language maintenance practices are evident in the home context?

What language maintenance practices are evident outside the home?

What language proficiency outcomes can be observed, and what are the factors contributing
to these outcomes?

ukhwn e

Guided by existing research in the field, as reviewed in Chapter 2, to answer these research questions,
this study adopted a qualitative methodology, specifically drawing on a sociolinguistic ethnographic
approach. With the aim to provide locally, temporally, and situationally limited but thick and detailed
explorations of a research problem (Flick, 2009), qualitative research “stud[ies] things in their natural
settings, attempting to make sense of or to interpret, phenomena in terms of the meanings people
bring to them” (Denzin & Lincoln, 20183, p. 43). Ethnography in sociolinguistics is a systematic,
qualitative study of beliefs, culture, social interactions and behaviours of small societies (Denzin &
Lincoln, 2018b; Naidoo, 2012) with a focus on language use under social factors. One central concern
of ethnographic research is to “give insider accounts of what is going on in a particular society or
group” (Piller, 2002b, p. 184). Therefore, this approach is best suited to examining Chinese families’
worlds in relation to their children’s heritage language maintenance and also to letting “their voices be

heard and valued” (Chang, 2015, p. 62). It is particularly the following features of ethnography that
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make it ideally suited for the research problem at hand: situatedness, contextualization, partiality, and

subjectivity (see also Butorac, 2011).

Ethnography, as explained by Blommaert (2005), is “an approach in which the analysis of small
phenomena is set against an analysis of big phenomena, and in which both levels can only be
understood in terms of one another” (p. 16). The sociolinguistic ethnographic approach enables
research to situate “parents and children’s stories and experiences” and their ideologies, both in small
diasporic contexts at home and in the community and “in the wider social and political landscapes”
(Motaghi-Tabari, 2016, p. 48) of their home and host countries, and thus better understand their

contextualized practices and ideologies.

In my research, both parents and children’s language attitudes and ideologies, their heritage language
maintenance strategies, and their language outcomes cannot be understood outside of their
immediate home and current diasporic settings, their emergent social context in the migrant country,
and the dynamic political situation of both their home and host countries. In other words, participants’
beliefs and practices are not only connected to the broad social contexts in Australia and China, but to
the small contexts of their immediate home, diasporic communities and social circles. They are not
only related to their emergent domains in Australia, but to their previous situations in China and even
to the dynamic political power relationship between Australia and China. Therefore, the meanings of
these contextualized practices and ideologies are best understood if situated in both the wider and

smaller settings, the emergent and the previous situations.

These “situated events and contextualised narratives” are constructed and interpreted by both the
researcher and the researched (Blommaert & Jie, 2010, p. 66), as “through rapport building, active
listening, and observation, meaning and reality are co-constructed and contextualized rather than
comprising one intrinsic truth” (Gubrium & Holstein, 2003, as cited in Chang, 2015, p. 62). Actually,
“there are multiple realities” and “meaning is constructed between the researcher and the
researched” (Butorac, 2011, p. 37). This acknowledgement of the situatedness of truth makes it
possible for ethnography to deal with different, or even contradictory, ideas that might emerge from
participants at different times. Throughout my data collection and analysis, | frequently noticed
shifting accounts of participants’ language and educational ideologies and orientations. Ethnography
allows us to understand not only that these accounts may be prompted by participants’ divergent
thoughts and new situations, but also that they may be embedded in existing nuances within

participants’ understanding, as well as in their relationship with myself at different points in time.

In fact, the open and context-sensitive approach of sociolinguistic ethnography allowed my data

collection to mature over time. Initially conceived as an interview study for the most part, as my
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research proceeded, | was increasingly capable of noticing the greater richness and authenticity of
data generated from diverse data sources and increasingly realized the “value of initiating data
collection in a variety of settings” (Butorac, 2011, p. 39) and “the importance of engaging more than
one method of data collection” (Butorac, 2011, p. 40). Ethnography gave me the flexibility to respond

to, and go beyond, the collection of interview data, as | will explain in the following sections.

3.3 Participant recruitment
To answer my research questions, | developed a design that would allow me to recruit research

participants of Chinese migrant families in Australia with at least one focal child and one parent in
each family. It was decided that participating children should be old enough to articulate their own
ideas about Chinese language maintenance and so the minimum age was set at eight years.
Additionally, it was decided that focal children should have at least some Chinese language
experiences prior to migration, and so another criterion was that they should have arrived in Australia
at age four or above. Finally, it was important that focal children should have substantial exposure to
education in Australian schools. Therefore, they should have been enrolled in an Australian school for

at least one year at the time of data collection.

There were around ten months from the start of my PhD studies to the day | received ethics clearance
—the moment when my recruitment and data collection could legitimately start. | made use of this
time to establish various social networks. Recruitment can be a difficult undertaking (B. J. Lee, 2014),
particularly for novices such as myself, who was not only new to research but also new to Australia.
Fortunately, my daughter’s school provided me with an initial chance to meet Chinese children and
their families. However, her school was white-dominated and Chinese children accounted for a very
small proportion of the school population. Furthermore, they had mostly been born in Australia and so
did not fit my selection criteria. Even so, by the time | received ethics approval, | had built a small
network of Chinese families through my daughter’s network. Because my daughter was the initial

reason for the formation of that social circle, families with girls were predominant in that group.

Another network | established was with people from the church where | took my daughter for her
weekly Bible study. The reason for me, an atheist, taking my daughter to a Christian church had
nothing to do with my research initially. Instead, | hoped that the church environment would provide
my daughter with some moral guidance during her adjustment to her new environment and her
mental development. However, beyond my expectations, the English-speaking church ended up

playing a very important role in my participant recruitment in the initial stage of my PhD studies.

Overall, participant recruitment caused me considerable anxiety in the first ten months before the

official start of data collection (on receiving ethics approval) and | considered many strategies.
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However, because of the networks | had established in the pre-recruitment phase, recruitment proved
surprisingly easy. However, recruiting in this way meant that sometimes | was introduced to potential
participants who were slightly outside my recruitment criteria (e.g., the child had arrived in Australia at
age three instead of age four). In these cases, it would have been rude to reject them, and the
recruitment criteria were relaxed in the interest of maintaining good relationships with my networks.
This approach is in keeping with the ethnographic approach (see 3.2) and allows me to collect richer
data (see 3.5 below). In total, the focal child in three families was slightly outside the pre-defined
recruitment criteria: Daughter 1 had migrated at age 3, and Daughter 2 and Son 6 were only seven

(instead of eight) years old at the time of the interview (see

Once | had received ethics approval, | undertook formal recruitment through five channels: my family
social network, the network of the church | regularly visited, the network of fellow PhD students,

advertising, and snowballing (Table 3. 1).

Table 3. 1 An overview of recruitment channels

Recruitment channels Number of participant families recruited
Family social network 11

Church social network 6

Fellow PhD student social network 2

Advertising 3

Snowballing (through other participants) 9

Total 31

The next section describes the profile of the families recruited through these channels.

3.4 Participants

A total of 31 families, comprising 27 parents and 32 children were recruited for the research (

). All these participants migrated to Australia from mainland China. Of the 27 parents, 24 were
mothers and only three were fathers. In family language research, this distinctive gender imbalance,
with a prevalence of women, has also been observed by other researchers (e.g. Piller, (2002a); Torsh,

2020).
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In terms of parents’ educational backgrounds, the majority of participating parents are well-educated,
and the majority of parents have some level of higher education (Table 3. 2). Their high level of
education is also reflected in their visa types, where Skilled Migrant entrants and work or study visas
predominate. Regarding the employment situation prior to their migration, Table 3. 2 shows that most
of these families were employed in professional fields such as IT, law, finance, and medicine, which are
generally considered desirable and high-paying jobs in China, even if not all participants were able to
find work at the same level after migration. In short, the families in the study are a group of well-

educated middle-class Chinese migrants to Australia.

Table 3. 2 An overview of parents’ educational & professional experiences & interview status
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In addition to the parents, there were 32 participating children (18 girls and 14 boys) from 31 families.
At the time of data collection, children ranged in age from seven to 28 and they had arrived in
Australia at different ages between three and 13 years old. They had been in Australia for various
lengths of time, ranging from one to 25 years (see Table 3. 3 for details). In terms of their school
experiences in China and Australia, 13 children came to Australia at pre-school/kindergarten age, 14
children at primary school age, between Year 1 and Year 5, and five children at secondary school age,

between Year 7 and Year 9. This also means that they had different years of school education in China.

As data collection proceeds, age of arrival emerges as a significant factor in the heritage language
development trajectories of migrant children, this study divides these children into early arrival and
late arrival groups for convenience of analysis. ‘Early arrival children’ in the research refer to those
who migrated before age 9 when their Chinese language proficiency is not yet solid and stable. These
children typically have less than three years of primary schooling in China. ‘Late arrival children’ refer
to those who migrated at or after age 9. All of them have had at least three years of primary schooling
in China and they can generally be considered to have formed a solid foundation in Chinese language

proficiency prior to their migration.

Table 3. 3 An overview of children's general educational experiences (sorted by age of arrival)

Name Age / Age atdata  School year School year Years of Interview
year of |collection started in at data residence language
arrival Australia collection

From Preschool to Kindergarten

Daughter 1 3yrs 28 Preschool N/A 25 N/A
/1992
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Daughter 2 4.5yrs 7 Kindergarten Year 2 3 Mandarin
/2014

Son 3 4.5yrs 9 Kindergarten Year 3 5 English
/2012

Daughter 4 4.5yrs 9 Kindergarten Year 4 5 Mandarin
/2012

Son 5 4yrs 11 Preschool Year 5 7 English
/2010

Son 6 5yrs 7 Kindergarten Year 2 2 Mandarin
/2015

Daughter 7 Syrs 10 Kindergarten Year 5 5 English
/2013

Son 15 5yrs 10 Kindergarten Year 5 5 English
/2012

Son 8 5yrs 15 Kindergarten Year 9 10 English
/2007

Daughter 9 5Syrs 15 Kindergarten Year 9 10 English &
/2007 Mandarin

Daughter 10 5yrs 18 Kindergarten 1% year of Uni 13 English
/2004

Son 11 6yrs 10 Kindergarten Year 4 4 English
/2013

Daughter 12 6yrs 10 Kindergarten Year 4 4 Mandarin
/2013

From Year 1 - 6 in Primary school

Son 13 7yrs 8 Year 1 Year 2 1.5 English &
/2016 Mandarin

Daughter 14  6yrs 24 Year 1 Uni graduate 18 English
/2000

Daughter 15  7yrs 12 Year 1 Year 6 5 English
/2012

Son 16 7yrs 15 Year 2 Year 9 8 Mandarin
/2009

Daughter 17 8yrs 10 Year 2 Year 4 2 Mandarin
/2015

Daughter 18  8yrs 9 Year 3 Year 4 1.5 Mandarin
/2016

Son 19 8yrs 11 Year 2 Year 5 3 Mandarin
/2014

Son 20 9yrs 10 Year 3 Year 4 1.5 Mandarin
/2016

Daughter 21 8yrs 13 Year 3 Year 7 5 English
/2012

Daughter 22 9yrs 23 Year 3 5" yearof Uni 14 Mandarin
/2004
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Son 23 10yrs 12 Year 4 Year 6 2 Mandarin
/2015

Daughter 24 10yrs 23 Year 4 Uni graduate 13 Mandarin
/2005

Son 25 10yrs 25 Year 4 Uni graduate 15 N/A
/2003

Son 26 10yrs 12 Year 5 Year 6 2 Mandarin
/2016

From Year 7 - 9 in high school

Daughter 27  11yrs 21 Year 7 3" year of Uni 10 Mandarin
/2008

Daughter 28  13yrs 23 Year 7 Uni graduate 10 Mandarin
/2008

Daughter 29  13yrs 24 Year 8 3" year of Uni 11 Mandarin
/2007

Daughter 30  13yrs 19 Year 8 2" year of Uni 6 Mandarin
/2012

Son 31 13yrs 18 Year 9 2" year of Uni 5 Mandarin
/2013

Total 32
children

3.5 Data collection

3.5.1 Introduction
My data collection comprised two distinct phases: an initial period of intensive interviewing in June

and July 2017 and a subsequent period of more varied data collection from August 2017 to May 2019.

During the initial period, which started immediately after my ethics approval was granted, | recruited
15 families, mostly through my pre-existing networks. The experience | gained from the initial
intensive interviewing period greatly reduced the pressure | felt related to participant recruitment and
allowed me to conduct the ensuing data collection more reflexively, and with greater piece of mind. In
the subsequent period, spanning from August 2017 to May 2019, besides ongoing data analysis and
thesis writing, | interviewed 16 further families, returned to previously interviewed families, collected
evidence of literacy practice, kept follow-up contacts with all the interviewed families for data
clarification, and conducted numerous conversations and observations with the families | became
increasingly close to. In sum, the data collection methods include interviews, informal conversations,
participant observation, evidence of literacy practices, WeChat posts, and background questionaries (see

Table 3. 4). Each data type will be described in detail in the following.
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Table 3. 4 An overview of data collection methods

Interviews Section 3.5.2
Informal conversations Section 3.5.3
Participant observation Section 3.5.4
Collection of literacy practices Section 3.5.5
WeChat posts Section 3.5.6
Background questionnaires Section 3.5.7

3.5.2 Interviews
Open-ended qualitative interviews constitute the main part of my data collection and were conducted

with both parents and children. In total, 27 parents and 30 children, from 31 families, attended at least

one interview.

Interviews were audio-recorded with participants’ permission. All the interview sites were chosen or
decided by parents and/or children, normally in libraries, cafes, and participants’ homes. With the
permission of both children and their parents, children’s interviews were conducted without the
presence of parents because | assumed that children might feel freer to share their stories if their
parents were not present. In terms of interview languages, Mandarin was tacitly adopted as the
interview language with all the adults, except Father 15 and Mother 25, who chose to switch to English
a few minutes after the start of interview. As to the interview languages of the 30 children, | asked for
their preference and encouraged them to use their dominant language. Eighteen children were
interviewed in Mandarin, ten children in English, and two children in both English and Mandarin (Table

3.3).

Before every interview, the topics relevant to my research questions were drafted to guide my
interview and to make sure our discussions were on track. In all interviews, | asked them to tell me
about their Chinese language experiences prior to migration, Chinese language practices and
socialization after migration, language attitudes, and expectations vis a vis the heritage language. With
parents, we normally expanded on the drafted topics and our interviews generally lasted between one
to three hours. With the children, topics and interview format depended somewhat on their age. With
children below age 10, | encouraged them to share their stories about language learning and practices
both at home and in schools and the interview normally lasted for around 30 minutes, but with
teenagers and young adults, we explored broader topics in relation to bilingual development, identity
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perceptions, language policies and education systems, and the interview normally lasted between one

to two hours.

During interview sessions with parents, | found that pre-established intimacy did not necessarily
generate the anticipated productivity, while the interviews with the participants with whom | had no
previous communication sometimes gave me a pleasant surprise. My experiences of multiple data
collection methods often confirmed the view that interviews are “not more important than the other
kinds of materials... People tend to perceive them as slightly threatening, formal and abnormal speech
situations” (Blommaert & Jie, 2010, pp. 44-45). In a formal interview situation, parents with whom |
had pre-established intimacy were more likely to avoid or downplay the difficulties and struggles that
they had elaborated on in personal communications. In the children’s interviews, | experienced
significant struggles with language choices in the initial period of data collection. On the one hand, |
felt unsure which language the children preferred to speak to me in — a Chinese background
researcher who speaks Chinese with their parents. On the other, | strongly desired to interview
children in their dominant language(s). Because some English-dominant children felt obliged to speak
Chinese to me, even if they struggled to express themselves in the language, | tried to encourage them
choose their stronger language but not discourage them to use their heritage language. Interviews in a

child’s stronger language tended to be much more spontaneous and productive.

3.5.3 Informal conversations
The informal conversations include all personal communications relevant to Chinese language

maintenance carried out between the participants and myself, and occasionally those between other
Chinese people and myself on various occasions in Australia. Most of the informal conversations took
place between me and the twelve researched families with which | had established intimate rapport

before or during data collection, with eleven parents and twelve children involved intensively.

As an extension of my interviews, the voices of “an ethnographic nature” (B. J. Lee, 2014, p. 101) from
private communications over such a lengthy period of time reflected participants’ divergent and
dynamic thoughts, ideologies and circumstances, many of which might not have been heard at all if |
had only conducted interviews. For example, some of my close participating parents seemed reluctant
to share some parts of their life stories in formal interviews, yet they felt comfortable revealing these
stories to me in our personal chats. After these naturally occurring conversations, | took notes in
Chinese on points which were relevant to my research or which struck me as salient and interesting.
The bits and pieces revealed through casual chatting made me gain a deeper and more comprehensive
understanding of my child participants’ Chinese learning experiences, both in China and in Australia,
their identity constructions and perceptions, their language outcomes and bilingual abilities, their

home language environment and practice, and of the parent participants’ linguistic and educational
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backgrounds, their expectation for their child’s bilingualism and education, and their ideologies with

regard to their child’s heritage language and identities.

3.5.4 Participant observation
Similar to informal conversations, observation spanned a lengthy period of time, from my initial

concern with children’s education in the Chinese diaspora from the time | embarked on my PhD
research to the completion of my data analysis. On various occasions, | observed parent-child language
interactions, children’s language use with peers, home literacy practices, and the books and movies

children read and watched.

All the observations were recorded in my field notes as soon as was practical after they occurred. The
observation with families in my routine network was more intense, particularly with the Chinese
families in my daughter’s school. In other words, | intensively observed nine families with eight
primary school aged children and one university student. The intensive observation occurred naturally
as it suited our routines. It took place at different sites, either in public places such as libraries, ice

rinks and community plazas, or in private homes to which | was invited.

Participant observation, coming from the researcher’s ethnographic involvement, yields detailed data
on participants’ dynamic language ideologies and circumstances, language activities and strategies,
which complements the data from interviews and private conversations and allows for the analysis of

children’s holistic language development.

3.5.5 Evidence of literacy practices
A large amount of evidence regarding Chinese literacy practices was collected and photographed with

the permission of participants. The collected artifacts mainly consisted of the textbooks and
workbooks used at home and in Chinese schools, children’s writing samples, school reports from
Chinese courses and exams, literature books children read at home, as well as Chinese language

competition certificates.

I normally photographed documents such as these at participants’ home. Before each collection, |
made a list in advance of the types of materials that | thought might be most meaningful for my
research, and also invited parents and children to prepare any documents they thought constituted
evidence of their children’s Chinese language growth. These artefacts not only testify to children’s
Chinese language development but also illustrate the language ideologies and practices families
engaged in.

3.5.6 WeChat

WeChat (Weixin or “f{{Z” in Chinese) is “an instant messaging (IM) and social network site (SNS)

platform, enablinginteractive exchange through mobile devices, so-called mobile social media” (J. Xu,
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Kang, Song, & Clarke, 2015, p. 22). WeChat users can “transmit real-time voice intercom, video calls,
group chat, and post pictures on the WeChat activity timeline (Moments), which, like Facebook,
allows users to share photos and updates with their contacts, publish status updates with illustrations,
or other content such as comments and retweets or forwarding” (J. Xu et al., 2015, p. 21). WeChat
acts as the major tool for social interaction and friendship maintenance not only in China but in the
Chinese diaspora, including in Australia. Through WeChat, | interacted with participant parents and
adult children via text or voice, read their posts, updates and shared articles, and made my comments

whenever | browsed their ‘moments’.

The postings and exchanges on WeChat provide another set of naturally occurring data which were
not elicited by interview questions or by researcher’s requests. Altogether | collected 81 posts,
covering parents’ reflections on children’s Chinese language learning, pictures of children’s awards and
certificates, photos of children’s language activities, and discussions and links to articles about heritage

language issues.

In contrast to the other data collection methods, which were planned from the outset, the inclusion of
WeChat data was not part of the original research design and did not begin until four months into the
data collection process. WeChat offers a valuable source as it keeps me updated on my participating
families’ lives in relation to language and education. WeChat serves to extend my communication with
the participating families and allows me to keep in touch more intensively. Furthermore, WeChat data
constitutes valuable supplementary data on Chinese heritage language maintenance discourses and

practices.

3.5.7 Background questionnaires
A questionnaire was designed to elicit basic demographic information about participant families

before each interview. Questionnaires were printed out to be completed at the beginning of the first
interview with each parent. In this way, jointly filling in the questionnaire also serves as an icebreaker

and has helped us ease into the interview.

The questionnaire consisted of three sections (See Appendix IV): Section 1 elicited the general
information on family background, including parents’ age range, year of arrival, educational
qualifications and occupational status prior to and after migration. Section 2 dealt with the language
and migration experiences of the participating families, such as their language use at home and
reasons for migration. Section 3 focussed on general information about the focal children, such as

their year of birth and arrival, their brief educational history, and their heritage tutoring history.

As a method of data collection, this background questionnaire, as anticipated, provides participants’
demographic information, which has enabled the researcher to elicit interview questions based on
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individual circumstances. Besides, this background knowledge on participating families has greatly
helped me to establish the profiles of participating families and focal children. However, beside this
anticipated advantage, this English questionnaire also has helped me to have a rough understanding of
parents’ English proficiencies, which were found to be relevant to their home language use with their

children.

3.5.8 Summary
Janesick (2003) describes the beauty of qualitative methodologies and highlights their ability to make

the research design adaptable to the subject and participants being studied:

Qualitative research design has an elastic quality, much like the elasticity of the dancer’s spine.
Just as dance mirrors and adapts to life, qualitative design is adapted, changed, and redesigned
as the study proceeds, due to the social realities of doing research among and with the living

(p. 73).
As the research proceeded, | needed, at times, to adapt my data collection methods according to
which source was available and which approach could generate more naturalistic data. For example, as
mentioned in Section 3.5.5 and Section 3.5.6, both the collection of evidence of literacy practices and
WeChat data was not originally planned. The decision to collect such data was an adaptation to my
research needs and the actual situation during data collection. Data collection throughout was a
dynamic process. For instance, after | had established more intimacy with participating families
through the interviews and the research process generally, | had more opportunities to carry out data
collection in the family milieu. Actually, the home milieu turned out to be the ideal setting to collect
rich evidence of literacy practices, observe family language and literacy practices, and better
understand parents’ immigration situations and language ideologies. Evidence of literacy practices was
hard to obtain through interviews but easily accessible in the home milieu. Although home literacy
practices were discussed as part of the formal interview, | only got a clearer and more visual
understanding of parents’ commitment to children’s literacy practice when I, in the homes of my
participants, saw the collection of Chinese books for children or was able to observe family activities
being carried out in everyday interactions. For example, | gasped in admiration when | was shown, at
the home of one participant, various sets of Chinese books on history and maths prepared for the
child, which had not come up during the interview. In other cases, observations confirmed interview
statements that | found difficult to believe, such as when | saw the large collection of Chinese books on
broad topics read by a 9-year-old boy who had no formal schooling in China prior to migration. As
these examples demonstrate, my data collection is significantly shaped by my own identity, and the

next section will reflect on my researcher positionality and describe how it shaped data collection.
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3.6 Researcher positionality
Our interpretation of the world and people are established on the basis of our own experiences,

lifeworld, beliefs, and values, and “we need to acknowledge how our perspectives and assumptions
are engaged in the research processes” (B. J. Lee, 2014, p. 120). So, in the data collection and analysis
a researcher needs to be aware of his positionality and acknowledge his own roles which are “dynamic
and multiple, highly contextualized in the specific space-time of interactions” (Motaghi-Tabari, 2016, p.
64). “The researcher and the researched constantly negotiate their positions” (Motaghi-Tabari, 2016,
p. 65) and pure objectivity can never be obtained. Therefore, an ethnographic researcher should
“acknowledge what we ourselves bring to our research in terms of our lived experience, certainly, but
also our politics and our intellectual frameworks” (Gray, 2003, p. 63). Therefore, subjectivity is

1 u

embedded in researchers’ “objective factual accounts of events” (Blommaert & lie, 2010, p. 67). As
Blommaert & Jie (2010) point out, “in order to be objective one must be subjective [...] and it is your
task now to start using that subjectivity, that particular situatedness of the knowledge you have

gathered, and convert it into an ‘objective’ account” (p. 67).

My identity as a Chinese migrant parent myself acted as a strong bond which connected me with all
the participating families. Meanwhile, my identity as a linguistics researcher greatly facilitated my data
collection. During data collection, | saw myself enacting different roles in the interaction with parents
of children of different ages, and with children of different age groups speaking different languages.
This adjustment to different roles centred on the tensions between a fellow parent and a researcher,

between an expert and a novice, and between an insider and outsider.

| was mostly regarded as a fellow parent and researcher when | interacted with parents of primary-
school-aged children, with whom | had varying levels of intimacy. Parents with children in my
daughter’s primary school regarded me as a fellow parent in private interactions, and they were
mostly willing to share their worries, concerns and expectations with me. However, in formal
interviews, they regarded me more as a researcher. This role change seemed to create an invisible
awkwardness between us, which somewhat hindered them from voicing their views in formal
interviews (see also Section 3.5.2). Other parents with primary-school-aged children regarded me
more as a researcher. They were likely to elaborate their stories and anxiously expected that the
stories they shared would meet my research needs. For example, before the interview, Son 3’s mother
said, “I think Son 3 performs very well in school and he has achieved a lot during these years in
Australia, so | come here to bring his stories because | thought this is what you need” (Fieldnotes,

07/2017).

In interactions with parents of secondary-school-aged children and above, | was positioned differently,

and regarded as either a researcher or as a novice migrant parent. On the one hand, they were willing
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to address in detail the topics | elicited in the interview, with the earnest hope of meeting my research
needs. For example, some parents asked me, at times during the interviews, whether or not their
answers were what | wanted, or whether or not their answers were of help to me with my research. On
the other hand, | could sense their pride that their experiences might be helpful to me as a novice
migrant parent who could learn from them to gain a better understanding about Australian schooling.
For example, Mother 5 commented in interview, “/REXMAEZEENESRPEN, ROUEKHREX”
(“You are so wise to do this research, and this can also benefit your daughter”). Similarly, Mother 16
said, “BHWHEZIRAT, BHEMRERXR —TXD 0C FRIRFARMNHABZXRBE LK (Yl am an
experienced parent now. Let me give you the knowledge of the relationship between the OC test and

the ranking of different public schools”).

In fact, the tension between my roles as a linguistics researcher and as a novice home language
maintainer, constituted a source of struggle for me throughout my research. | knew that | had a sound
theoretical foundation in bilingual education, and also a firm belief in the importance of heritage
language maintenance. In fact, | had naively expected that my professional background would facilitate
my child’s Chinese language maintenance. However, in reality, | frequently felt my impotence in the face
of my daughter’s heritage language attrition. Sometimes, | compared the language maintenance
practices in my own family with those of my participants. Seeing how successfully some parents
maintained and developed their children’s Chinese language made me feel extremely ashamed of myself.
| felt frustrated that, as a linguistics PhD student in the field of bilingualism, | was not as successful with

my own daughter’s Chinese language learning and use as some of my participants were.

In contrast with their parents, children seemed to see me more singularly as a researcher. Furthermore,
my identity as a Chinese researcher helped me to establish easy familiarity with Chinese-speaking adult
children but made it difficult for me to gain access to English-dominant young adults. For example, all
the Chinese-speaking young adults showed great interest in my research, and regarded it as meaningful,
while English-dominant ones hardly even wanted to meet with me. For instance, Mother 25 said, “no,
Son 25 wouldn’t accept your interview, he doesn’t like mingling with Chinese people” (Fieldnotes,
05/2018). Similarly, Mother 14 said, “generally no, but if you say you are a researcher, she will accept

you because she is serious about research” (Fieldnotes, 11/2018).

Overall, | found | constantly needed to balance my roles as an insider, with individual perspectives and
assumptions, with my roles as an outsider who needs to “unpack our researcher baggage” (Cole &
Knowles, 2001, p. 49). On the one hand, | enjoyed the advantages deriving from my insider identity as
a migrant parent. Being of a similar demographic, in that | am also middle-class, well-educated, and

held a prestigious position as a university lecturer prior to migration, also helped. In spite of the
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differences between us, | saw myself reflected in the experiences of my participating parents, with
similar educational ideologies, identity constructions, language desires for our children and
experiences prior to and after migration. The importance of this active involvement as an insider has
been emphasized by some ethnographic researchers because “the ethnographer’s personal
experiences, especially those of participation and empathy, are recognized as central to the research
process” and “our shared cultural and linguistic nuances could afford a deeper understanding ...and an
authentic reflection of their accounts” (Motaghi-Tabari, 2016, p. 65). On the other hand, | kept
reminding myself of my accountability as a researcher who was coming to explore my participants’
experiences and worldviews and needed to “minimise the extent that the data became hostage to my
own interpretations of reality” (Butorac, 2011, p. 45). The procedures employed in data analysis serves

to further guard against this danger, and | will now describe these procedures.

3.7 Data analysis
As explained above, various methods of data collection have been employed within an overall

gualitative and sociolinguistic ethnographic approach. Thus, data for analysis includes a diverse set
comprising audio-recorded semi-structured, open-ended interviews, fieldnotes about observed
conversations and my participant observations, photographic evidence of literacy resources and

practice, digitally saved WeChat posts, and hard copies of the background questionnaires.

Transcription of the interviews constitutes the first step in making my data amenable to analysis. At
the beginning of transcription, | undertook transcription in both Chinese and English myself. After | had
established the transcription conventions and challenges, transcription of audio-recordings in Chinese
was outsourced to a typing agency in China and those in English to one in Australia. After they had
completed the initial transcription, | proofread all of them by listening to each interview multiple

times.

Data was stored electronically, separately for each family, and each family profile dataset includes
audio interviews and their transcripts, fieldnotes, images and WeChat posts. Additionally, | stored

fieldnotes and media data that are not specific to a particular family in a separate folder.

Qualitative data collection and analysis is a recursive and dynamic process (Merriam, 1998). Coding
and analysis, aligned with some ethnographies | used as models (G. Li, 2006a, 2007; D. Zhang, 2008),
were ongoing, starting from the initial stage of data collection and continuing throughout the period of
thesis writing. Ongoing analysis was intended to help identify and clarify emerging patterns and
themes (see also G. Li, 2006a, pp. 362-363). This is in keeping with data analysis being the process of
“taking the data apart” from the wide range of data sources, “making sense of categories, themes,

trends, patterns and deviations” and condensing them into specific domains (Tetteh, 2015, p. 106).
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Following the thematic analysis proposed by Braun & Clarke (2006), | used inductive thematic analysis
as the major analytical method in the research. On the one hand, based on the collected rich and
diverse data, thematic analysis can “provide a more detailed and nuanced account of one particular
theme, or group of themes, within the data” (Braun & Clarke, 2006, p. 11). On the other hand,
inductive analysis, which “works from empirical evidence towards theory” (Blommaert & Jie, 2010, p.
14), can make researchers less confined to their analytic preconceptions and the pre-existing
theoretical frames (Braun & Clarke, 2006). As recurrent themes and salient issues were identified
throughout data treatment, this also allowed for the adjustment of further data collection procedures
and the revision of the interview questions. As new themes emerged, | also went back to my
participants and sought further information, if necessary. During this cyclical process of data analysis, |
focussed on family profile datasets as the major unit of data analysis. | only referred to the media data

when seeking supplementary evidence to exemplify particular themes.

The way | proceeded was to highlight any content in transcripts related to language attitudes, heritage
language experiences and language proficiencies. Then, each interview transcript was segmented with
concrete thematic titles such as “Chinese as investment”, “Chinese language demotivation”, “Chinese
literacy practice at home”, “language socialization in mainstream schools”, “language
development/bilinguality”, or “contributing factors” (see Table 3. 5). The codes were catalogued to
make them easily searchable in the later analysis. The codes later became the subheadings in the
analysis chapters. On the basis of this coding, | will address the research questions relating to the
language attitudes of parents and children, Chinese language maintenance strategies and practices in

and outside the home, as well as Chinese language proficiency outcomes and contributing factors,

before moving on to present the findings in the subsequent chapters.

Table 3. 5 An overview of codes used for data analysis

Categories Codes

Language attitudes | parents Chinese as investment

Chinese and identity

Chinese and family relations

children Chinese language demotivation

Chinese as investment

Chinese and identity

Language practice | Inthe home Speaking Chinese at home

Chinese literacy practice at home

Chinese media entertainment
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Outside the home | Chinese learning in community schools

Chinese learning in mainstream schools

Language socialization in mainstream schools

Language outcome Chinese language loss and attrition

Chinese language development

3.8 Summary
This chapter started by presenting the rationale for this qualitative ethnographic research. The

suitability of adopting a sociolinguistic ethnographic approach in the research is the features of
ethnography, such as situatedness, contextualization, partiality, and subjectivity. Following this
research paradigm, the data description and interpretation in the study is a result of “the co-
construction of meaning between researcher and participants” (Butorac, 2011, p. 73) employing

multiple data collection methods and contexts.

The Chinese families participating in the research represent a group of well-educated middle-class
Chinese migrants to Australia. At the time of data collection, the children were above seven years old,
had come to Australia at different ages between three and 13 years old and had been in Australian
schools for at least one year. The data collection process included two distinct phases: an initial period
of intensive interviewing, and a subsequent period of more varied data collection. To collect data,
various methods were employed, including open-ended qualitative interviews with both parents and
children, informal conversations mainly between the participants and myself, participant observation,
collection of evidence of Chinese literacy practices, use of WeChat posts and hard copies of the

background questionnaires.

During data collection, | enacted different roles in my interactions with parents of children of different
ages, and with children of different ages who spoke different dominant languages. In my different
roles, | navigated as best | could the tensions between being a fellow parent and a researcher, an
expert and a novice, and an insider and an outsider. With regard to data analysis, an inductive
thematic approach was employed as the major analytical method. Thematic analysis was used in
order to provide a detailed and nuanced account of particular themes within the rich and diverse data.
The salient themes identified related to parents’ and children’s language attitudes, children’s Chinese
language experiences before and after migration, parents’ perceptions of their children’s identity and
children’s own identity reflections, parents’ evaluations of their children’s bilingual proficiencies or
children’s self-evaluated bilingualities. On this basis, an inductive analysis was employed with the aim

of integrating the emerging evidence into theoretical findings.
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As is the case with all methodologies, some strengths and weaknesses can be identified. The diverse
age range of the focal children and the rich data sources constitute the major advantages of the
research. Specifically, these children of different ages came to Australia at different points in their
lives, had been in Australian schools for different lengths of time, and had varied experiences of
Chinese language contact and learning prior to and after migration. The diversity and variety of their
language experiences delineate a holistic map of their heritage language loss, attrition and
development, particularly as they are associated with age factors. Therefore, an analysis of their
heritage language trajectories yields a deep and comprehensive understanding of the different
language attitudes and personal identifications, various language policies and practices, and varied
language outcomes and contributing factors. Meanwhile, the richness of the data provides solid
evidence of language ideologies and activities, and then allows for a thick description of key themes in
relation to heritage language learning and identities. However, since the participants are from well-
educated middle-class Chinese families, this study, does not portray the heritage language experiences
and ideologies of diverse background families, especially the lower-class and/or poorly educated

families.

With the aim of providing a thick, contextualised account of the trajectory of the Chinese heritage
language learning attitudes and practices of a group of migrant children from similar socio-economic
backgrounds, the following data analysis chapters will address in detail the research questions guiding

the present study.
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Chapter 4: Parents’ perspectives and attitudes towards Chinese

4.1 Introduction
This chapter seeks to explore parents’ language maintenance desires and hopes in the context of the

broader valorisation of Chinese that is emerging in diasporic discourses in Australia. Based on the
interview with 27 parents, all but one (Mother 10) has invested in varying degrees in their children’s
Chinese heritage language maintenance. Three key themes emerged from the analysis and these will
be explored in detail below. The chapter first shows how Chinese is most frequently constructed as an
investment in children’s futures (Section 4.2). The importance of Chinese for ethnic identity is another
central theme (Section 4.3), as is the role of Chinese for family cohesion (Section 4.4). Finally, the

chapter concludes with a summary of the findings (Section 4.5).

Table 4. 1 An overview of parental attitudes towards Chinese as a heritage language

Chinese as an investment | Chinese as identity | Chinese as family tie
Mother 1 v '

Mother 2 \ v

Mother 3
Father 3
Mother 4
Mother 5
Mother 6
Mother 7
Mother 8 v
Mother 9 \ v
Mother 10
Mother 11
Mother 12 \ ' '
Mother 13 v
Mother 14 ' \
Father 15 v
Mother 16
Mother 17

< QL I IS 1L 1L (<
<.

Mother 18
Father 18
Mother 19

<L L <

Mother 20
Mother 21
Mother 23
Father 23 v
Mother 25 '
Mother 26 v
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<<
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4.2 Chinese as an investment in children’s futures
As mentioned above, the majority of the interviewed parents (26 out of 27) expressed their desire for,

and have invested, in varying degrees, in their children’s Chinese maintenance. Among them, 18
parents strongly associate their motivations for Chinese language maintenance with economic, career
and educational benefits and see the Chinese language as an investment in their children’s economic
and professional futures (Table 4. 1). This materialistic motivation for Chinese language maintenance
can also be found in wider public discourses and constitutes the most prominent theme related to

heritage language ideology across the data.

China’s economic rise seems to be a key trigger for parents’ affective attitudes towards Chinese
language and their desires for their children’s Chinese language proficiency. Among the 18 parents
who see Chinese language as an investment, there is a constant linking of the economic and career
capital of Chinese language with the socio-economic prospects of China in the global world. For
instance, when | admired the Chinese language proficiency of 9-year-old Son 3, who is a prolific reader,
his father explained that Chinese was important because of China’s economic and political position in
the world and he sees “Chinese as quite useful” (Fieldnotes, 12/2007). His wife then expanded on this,
saying that the utility of Chinese was now such that even foreigners learned Chinese. On this basis, the

importance of their own children learning the language was considered to be even greater.

What the parents’ sentiments show is that the political and economic status of a country empowers its
social agents in migration contexts to preserve their heritage languages and cultures. Throughout the
data, the idea of learning Chinese for better job prospects because of China’s economic prominence is
a frequent recurrence. For example, when asked about the reasons for the consistent commitment to

Daughter 9’s Chinese language learning, Mother 9 stated:

Excerpt 4.1

Mother 9: R ATEFREFA, MANEEF TARHAE T, HALFEZKEFE, R
ENMERBEERLMER, BARZILNAEXRY, EXHEERAESHERT
5. MBRMMA N BELEE, MEXHAEET, hXBAREET. I
BRIGRNREREAXRENE, REZRARIEENY, ROKREEXELRNIE,
RELBRARKEER X, AT ahiX R E A BEE T o

Mother 9: Now people say China is the second largest economy in the world. China has
business with every country in the world. With regard to my daughter, she actually has
two major tasks to complete, and she needs to carry the two tasks on her two
shoulders; that is, she needs to take care of both her Chinese and her English. So, | said
to her “if you want to develop your future in China, what you can use to compete with
people is your English; but if you want to stay here, what you must have to compete is
your Chinese”. That’s why neither her Chinese nor her English can be allowed to drag
behind. (Interview, 09/2017)
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The idea of maintaining a heritage language in order to build children’s occupational capital is evidently
constructed on the economic power of the country or countries where the language is spoken. In the
above excerpt, the socio-political and economic prominence of China on the global stage has motivated
and strengthened parents’ convictions regarding the economic value of the Chinese language and
reinforces parents’ desire for their children’s Chinese language competence. This is consistent with
Francis, Mau, & Archer’s (2014) research where participants saw Mandarin as “a key to access the
growing Chinese market” and “a possible asset in the job market in the future” (p. 215) due to “China’s
meteoric rise as a global economic power”(p. 213). In fact, due to the increasing capital of the Chinese
language and the socio-political significance of China, Chinese heritage language is prominently viewed
as an investment or commodity which is expected to produce good returns in the employment market
(Curdt-Christiansen, 2014; Francis et al., 2009; Francis et al., 2014; Hancock, 2006; Wen, 2011; H. L. Xu
& Moloney, 2014)

The idea of investing in children’s Chinese to prepare them for future possibilities brought about by the
rising influence of China comes naturally for these interviewed parents, and also seems pervasive in
wider Chinese social discourses, as stated by a fellow PhD student, the mother of two children:

“Definitely my daughters should learn Chinese, because China is on the rise.” (Fieldnotes, 04/2017).

Due to the prospect of China’s political and economic status, Chinese is regarded as a ‘world’ language
or a useful language with global importance and wide applicability. Furthermore, the practice of Chinese
language by well-known public figures or celebrities seems to enhance the cachet and perceived
pragmatic utility of this world language and further strengthens parents’ desire for Chinese heritage

language maintenance, as shown in Excerpt 4.2:

Excerpt 4.2

Mother 19: J LG SURAT L, KRR . XOLAE— M4 heritage (U T
VR DAL B RPN LT, 2 iR R I 2 B s 3 SCER Re B DLE, A4 Sl ok %
WIS, T HAERRANEE T, FATEA A B A0 ?

Mother 19: | feel Chinese is very useful and will even be super-useful in the future. This is more
than a heritage issue. You see, Trump’s granddaughter is learning Chinese, the former
Australian Prime Minister Kevin Rudd can speak Chinese, and children of lots of
financial CEOs are learning Chinese, and even they have learned Chinese to a high
degree. What reason have our children not to learn Chinese? (Interview, 11/2017)

This celebrity effect may serve to enhance parental desires for Chinese language learning and
maintenance. It can also create a sense of competition in Chinese language learning, as suggested in
this advertisement by a Sydney Chinese school: M1 4% KRB E B HEEE MM (15 7w 3
IXFE) Hocianny, i 5 DA ECE AN AT BEE IS 2 (Are Chinese parents willing to

see that your own children cannot speak or read your ‘mother’ language while non-Chinese Australians
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(like Kevin Rudd) speak super Chinese?) (Y. Xu, 2013).

In fact, the idea of learning Chinese to become a competitive global citizen and achieve occupational
mobility is gaining increasing currency in the Chinese diaspora, as evident in the following

advertisement of a Sydney-based Chinese language school:

Excerpt 4.3
FIPEREXUERE, HEPEXHEENHALIR.
Learn the traditional Chinese culture and be a global citizen with the foundation of Chinese

culture. (Source: WeChat)

Excerpt 4.4

HShEXL, MEHRERE

MIBR—NEMMIES, FEMFE—HENRKRNEE. PEREREG—DPAN
Ak, XBRESN (MXNFEXMUNTH) NEFAPERNIRW RN EE S L

I o

Learn Chinese Culture, Hold the Future of the World

Chinese is a beautiful language, and learning Chinese, much like learning English, is a
foresighted strategy for one’s long-term development. China constitutes the future of every
citizen in the world, and Chinese proficiency (as well as the knowledge of Chinese culture) will
enhance children’s career mobility in the future. (Source: WeChat)

In the above advertisements, Chinese language proficiency and knowledge of Chinese culture are
presented as contributing towards a promising prospect for children’s achievement of global mobility
and world citizenship in their later life. Furthermore, since Chinese is placed on a par with English, the
undisputed global lingua franca, the prestigious status of Chinese as a world language seems to be
upgraded and the importance of Chinese to children’s future is highlighted. In fact, “with increasing
job opportunities in China and other parts of Asia, economic advantage and social prestige have
become major incentives for language maintenance” (Man, 2006, p. 214) and key grounds for Chinese

language promotion.

The global standing of Chinese is envisaged to bring children global mobility and better career

pathways which are convertible into economic profits:

Excerpt 4.5

Father 18: 2 i B|PEEKE. MEEH NECHE BN, BEWEE LI,
RISl BRI X 3 G 2 TR R ), AR S XA 2 A 2 — MR,
R R AR IEE I TE T, SRR, W SCOAER LR ARE I, ML
AR AR E, EMRILARE .

Father 18: | hope she will go back to China for her career development, whether on the mainland
or in Hongkong, depending on where she has more opportunities. But even if she stays

in Australia, she still needs Chinese. Moreover, | think Chinese language skill will be an
advantage in the future. See, if you have a good command of English, speak beautiful
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English, and have a profound knowledge of Chinese, you are obviously advantaged, and
you get the best of both worlds. (Interview, 12/2017)

As is evident from Excerpt 4.5, career orientation for these children is not confined to the Australian
job market but includes the possibility of returning to China. In fact, in the migration context, where
the children’s English-language education is secure, Chinese comes to be seen, within parental and
broader diasporic discourses, as the most important world language which can enhance children’s

global mobility and optimise their international careers.

Since return migration has become a realistic option in the parents’ considerations of their children’s
future trajectories, proficiency in Chinese constitutes the key factor in keeping open the option of

returning to China and pursuing a career there, as the following excerpts show:

Excerpt 4.6

Mother 18: FAK UL IRAR Rt 20 Fead K, 2l L 4 Rt it sl ok, thesid, IR
HEAAS U EE R AT, AT, —EE U EE. A E RS TR
JRAFIZ A0, AFIEVRKK T, H—IRCAGRERIEAEE? AT, —EEai.

Mother 18: In fact, | planned to bring daughter 18 here as early as when she was in kindergarten,
but her dad refused and said: “it doesn’t make any sense if a Chinese person can’t speak
Chinese. She should speak Chinese. Besides, China’s economy is growing so quickly, and
how can we predict whether or not she wants to develop her career in China after she
grows up. So, no, she needs to speak Chinese.” (Interview, 06/2017)

Excerpt 4.7

Mother 20: P X HAREET, MEBLEREMEPELR., ELIHNEXF—LS
EIE BB L —HKBG/NZIERE ., SARZMMBIER, RMNATREM. 2 EEL
RLERABMNHAELZN, BRORERERE, BthHB T —&KE.

Mother 20: Chinese is of course important, because his dad always wants him to develop his
career in China. In fact, the reason why we tried to help him learn Chinese is to provide
another pathway for him. Of course, when he grows up, we can’t force him. If he wants
to stay in Australia, he can. But if he likes China, we have already paved a way for him to
do well in China. (Interview, 06/2017)

As evidenced in Excerpts 4.6 and 4.7, due to the prominence of China’s economy, Australia is not
necessarily the intended destination for children’s education or career development, but more like
a stepping stone. However, the possibility of a return to China is contingent on children’s proficiency
in Chinese in their later lives. In this respect, proficiency in Chinese constitutes the foundation for
children’s career and education possibilities in China. At the same time, stunted development or
even loss of children’s Chinese language proficiency in Australia is seen as a strong threat to the
desired global mobility of return migration. For instance, a mother | happened to meet in a tutoring
school felt anxious that her daughter’s Chinese language attrition might jeopardise her daughter’s

opportunity for transnational employability related to the option of ‘being back in China’:
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Excerpt 4.8

Now | do feel a little regretful about coming here (Australia) too early. Now her Chinese is
receding swiftly but going back to China is still within our consideration. You see, China is
increasingly developing. The average income of Australians is not high, unless you are
particularly outstanding. There were many Hongkongese who came to Australia before but
who have since gone back to work in transnational corporations in Hongkong and Singapore,
and it is all good. But to handle that you need enough Chinese, at least you must be able to
speak, listen, and know the culture, although English writing is common in these places; but
being able to write in Chinese is a bonus. (Fieldnotes, 04/2018)

As China becomes one intended destination of envisaged international careers, children whose
Chinese is lacking or underdeveloped, are regarded as losing the edge one needs in career or
education opportunities in the growing Chinese market. For example, it is Daughter 12’s attrition in

Chinese that made her family give up their original plan of Daughter 12 returning to study in China:

Excerpt 4.9

Mother 12: (HR(EZEWELE, FINTHXZTFHERRIAL T, DGERA LT, MhEi%
BIF, HBSIE R EE RN, BRNZDGEITEA S, b IR &)L
— R AR, AT R & — 33, BT DAl RO R R AT At [0 AN 22060

Mother 12: But when we did stay here for two years, our child really couldn’t return, and her
Chinese really couldn’t catch up. Even though she is good at English, she is not
competitive enough just depending on her English, because Children in Hongkong
know both Chinese and English. Daughter 12 does not have any advantage because she
can only speak English. That’s why we have no way back. (Interview, 06/2017)

The frustration at the assumed impossibility of accessing the growing Chinese market or returning to
China arising from heritage language attrition is frequently expressed by parents, as Mother 7 also

lamented:

Excerpt 4.10

Mother 8: For me, Australia is not the only option. China continues to develop, and there are
increasing opportunities there. But if Daughter 7’s Chinese keeps deteriorating, we can
go nowhere but stay in Australia. (Fieldnotes, 04/2018).

Within parental and diasporic discourses, Chinese proficiency is seen as a profitable skill facilitating
transnational mobility or international careers. This view of Chinese as a form of economic capital in
relation to global mobility is consistent with D. Zhang’s (2008) research on Chinese students and their
families in America, where she claimed:
Being immigrants themselves, they are keeping a constant eye to both sides of the globe, their
country of origin and the host country. In terms of career development, they are not confined

to the American domestic job market. Rather, they seem more international in the scope of
vision (p. 106).

In sum, throughout the data, parents expressed their belief that their heritage language is an

important and valuable world language which promises global employability and mobility. Success or
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failure in maintaining children’s Chinese heritage language thus determines the (im)possibility of
tapping into these economic, educational and career advantages between east and west or in

transnational worlds.

Besides its use as a language of global mobility, Chinese is also frequently described as a language
widely used in Australia, so a command of Chinese might increase job opportunities even without

return migration, as reflected in the following:

Excerpt 4.11

Mother 5: 350 13 ILAE 2t AR AE LU ML AN DGE, B TENL 22, ARRIES
TE— N ER S AU @A — 1.

Mother 5: Now | feel our whole world attaches a lot of importance to Chinese... If they have
Chinese, they will have more opportunities in the employment market; even working

in a pharmacy, being able to speak Mandarin or not makes a difference. (Interview,
10/2017)

The usefulness of Chinese in relation to career possibilities within the Australian context or English-
speaking countries is concurrently addressed by parents (also see Excerpt 4.5 and Excerpt 4.11). For

example, Mother 16 in Excerpt 4.12 talked about the importance of learning Chinese in Australia:

Excerpt 4.12

Mother 16: FERAR UL, IREFTE, FEAREARBLR, POVRKKT, R AR+ E
NITZGE, RAHRARE R, WERIEEDN AR &R K, RERE S E N E
AR, X R,

Mother 16: | said to Son 16 “you should know what Chinese people think, because when you
grow up, it’s highly possible that you have to work with Chinese people. If you are a
top manager in a corporation, you should know what Chinese people think. That is so
important”. (Interview, 07/2018)

This motivation to maintain Chinese as a heritage language is evidently reinforced when the Chinese
language is recognised, accepted and legitimised by institutions. For example, Mother 2 noticed on
Daughter 2’s school open day that all English speeches were interpreted into Chinese but not into any
other language. Witnessing the school’s use of Chinese in this way felt empowering to her and as she
posted: FRAMH, FETHXMEK, WEARILEZTFIEFFEF . (Inthe school open day, |
saw the power of Chinese, and from now on, | should start to prepare my child to have a good mastery
of Chinese.) (Source: WeChat). For Mother 2, “CHL proficiency became a recognised asset with
legitimised value”(Mu, 2014b, p. 487), which is convertible into pragmatic forms of capital in children’s

later lives.

Besides career opportunities, the Chinese language is also valued for its emergent academic capital in
Australia, particularly the advantage it offers as a subject which can enhance children’s performance in
the Higher School Certificate (HSC, the high school graduation examination in New South Wales)
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examination, and especially for children who already have a good foundation in Chinese literacy, as

Mother 26 remarked:

Excerpt 4.13

Mother 26: F 2 H L 4R, MEAMELEIFFRXEMT, BERHERRSED
RHEE IS, BB HES, BALREREMAER, NELXEHEH—
e, mERNEEZINS, ME— o8& RE #Ho—8, tHading,
£+ L& ET U

Mother 26: What | hope is that he would take HSC Chinese in the future since he already has a
good foundation in Chinese, and this is much easier than if he starts to learn a new
subject. We also hope he could get bonus marks in HSC Chinese. The full credit is 100

points, and 70 points is the score line. In other words, if you score beyond 70, you get
extra marks. (Interview, 07/2018)

Getting good marks or bonus marks in HSC is a strong motivation for Mother 26’s desire for Son 26’s
Chinese improvement. Meanwhile, the academic benefit represented in HSC constitutes a sound
argument that Chinese schools employ to promote the importance of Chinese language, as posted in

the website article of a Chinese community school in Sydney:

Excerpt 4.14
X TREBEMN 201 FHBE—RSEZE, SIETREZERK. FANEN. ZR5IAMN
& ATAR 1935918, M EEMESRTTINES, HSC FAXX4kKIEIRTE 2015 F0 2016 £F ATAR
HFHESYIE. ©F. @FFRNETELT. B2 BEHIE(E HSC Heritage XX
BN EBF AT HSC B REEME, ATEHFNNERFIRE, BRKIE
UNZFIRXHE .
This course (HSC Heritage Chinese), since it became an option in the HSC from 2011, has
attracted attention from many parents and students. The most attractive factor is the scaled
mean represented in the ATAR. From the above charts, the scaled means of HSC Heritage
Chinese in 2015 and 2016 ATAR are on a par with other subjects like Physics, Chemistry and
Economics. This shows that HSC Heritage Chinese courses can effectively advantage overseas
Chinese students in HSC. For the sake of the children’s future, we ask parents to give
importance to their children’s Chinese language education. (Source: (Y. Xu, 2017))
[Note: ATAR stands for Australian Tertiary Admissions Rank. It is a number based on HSC results
between 0.00 and 99.95 that indicates a student’s position in their year group and determines their
entry into university.]

In sum, due to the rising influence of China as a global economy, Chinese is perceived to possess
increasing economic value and socio-political significance which can enhance children’s global
mobility, employability and educational success. Firstly, Chinese is regarded as a world language and
Chinese (non)-proficiency is seen to directly relate to (non)-achievable prospects regarding children’s
future mobility and international careers. In other words, as return migration becomes a realistic part
of parents’ future plans for their children’s career mobility, children, equipped with high levels of
Chinese proficiency, are seen to have the potential to navigate global futures. In contrast, with limited

Chinese skills, children are seen to lose the edge in achieving career betterment in both worlds,
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particularly within the context of China, and parents may fear their children being stranded in
Australia. Secondly, Chinese is viewed as one of the key languages in Australia which can broaden and
optimise children’s occupational opportunities in the country. This is also related to the fact that the
Chinese language is seen as a subject that can bring the advantage of helping to improve children’s

performance in the HSC, and HSC results are widely viewed as a proxy for future career success.

4.3 Chinese as a marker of ethnic identity
Among the majority of parents who showed positive attitudes towards their children’s Chinese

maintenance, at least 15 parents explicitly stated that their Chinese ethnic and/or cultural heritage is
one important reason for their aspirations regarding their children’s Chinese language maintenance
(Table 4. 1). This view of language as indexing identity is also present within wider Chinese diaspora
discourses. Thus, the integrative motivation related to heritage identity constitutes another important
dimension generating parents’ heritage language commitment, with the focus on embodied ethnicity

(see Section 4.3.1) and cultural heritage (see Section 4.3.2).

4.3.1 Chinese as the language of embodied ethnicity
Language as identity seems to be a ‘taken-for-granted’ view among parents. Throughout the parents’

interview data, more than half of these parents expressed their desire for their children’s Chinese
learning with clear reference to their ethnic identity. These parents’ perceptions of children’s Chinese
identity are mostly associated with their embodied racial identity, and learning Chinese seems to be

the key to activating and correctly expressing this racial embodiment, as in the following excerpt:

Excerpt 4.15

Mother 21: ZHCEMNI, HTEF, MR THREAXRHE, XZR, 2RH
identity, B AMRRIZIREZEONA, BNA—FBRHEZITMNA, RORLL. &
FEHRZEMA, REHEART HXTAIT?

Mother 21: Learning Chinese is a must, | think, for our Chineseness. This is the root; our identity.
For example, if you say you are European, you are still defined as Asian whenever and
wherever you are present, because your black hair and yellow skin are fixed and
unchangeable, right? (Interview, 10/2017)

In the above excerpt, proficiency in Chinese is regarded as the essence of one’s heritage and is seen as
crucial in grounding children’s embodied ethnic identity. This view of the language-identity link is in
line with Francis et al.’s (2014) observation that “the ‘raced’ body, marked as ‘Chinese’, is expected to
perform ‘Chineseness’ as constructed within the imagined community”, particularly by means of the

“re/production of Chinese language” (p. 213).

This social assumption that sees speaking Chinese as the correct expression of being Chinese is

another impetus for parents’ commitment to Chinese language maintenance:
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Excerpt 4.16

Mother 8: (1M BAERAEN, FABMNEFEA, BRAXBEL, RERBAREE
SNEKKD, RREA—KFEANRE. RFRMONEFE, REBAFRRERX?
WHERET AN IASRERIZFRN.

Mother 8: Our consideration is very simple. | think we are Chinese. Though you grow up in a
foreign country, you still have a Chinese face. For example, if you go back to China and

speak English to people, who can tell who you are? People will think you are so weird.
(Interview, 04/2018)

As envisioned by Mother 8, ‘not speaking Chinese’ within the children’s ethnic homeland, China, is

considered a breach of the language-identity link and would mark the child as an outsider (‘Te 3R [%
2HY, ‘so weird, very strange’). This envisaged ‘weirdness’, arising from the dissonance between

language and embodied identity resonates with Ang’s (2001) experiences of her identity predicament
on her first trip to China, where her Chineseness was problematized because she did not speak
Chinese. Curdt-Christiansen (2014) argued that “[the symbiotic relationship between language and
ethnic identity is a deeply rooted conviction — a socially constructed ‘positional concept’ marking the
boundaries between ethnic groups”(p. 46). Thus, any breach of this social belief in the language-
identity link may be seen as abnormal within imagined communities. This social assumption of the
language-identity bond imposes on parents an obligation to ensure their children’s Chinese learning.
“It appears assumed that being racially embodied as ‘Chinese’ somehow should give one... an

obligation to learn or speak Chinese” (Francis et al., 2014, p. 214).

Furthermore, the children’s ethnic authenticity is to be validated by speaking proper Chinese; in other
words, being unable to speak authentic Chinese or speaking ‘Australian’ Chinese is perceived as an

inauthentic expression of their ethnicity, as one mother commented to me:

Excerpt 4.17

Mother 18: | think daughter 17, daughter 18 and your daughter still speak good Chinese and
they still look like Chinese girls. Only daughter 12 doesn’t look like a Chinese girl, and
you see, she speaks Chinese like a foreigner. Even Emily [who is not a participant in this
study] speaks better than her, and she still looks like a Chinese girl even though she
was born here. Only daughter 12 doesn’t look like a Chinese girl. (Fieldnote,
28/11/2017)

In this excerpt, a perceived break in the language-identity link changed the visual perception of
embodiment and Daughter 12 was no longer even seen as Chinese. Here, accent emerges as a key
identifier of ethnic authenticity. Accented Chinese is seen to convey children’s ‘incorrect’ racial
embodiment. For instance, speaking Chinese with an Australian accent is regarded as a yardstick of
alienation which jeopardizes the legitimacy of the children’s racial identity or embodiment, as
Daughter 12 was perceived not to look like a Chinese girl because “she speaks Chinese like a

foreigner”.
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Besides, the use of English or the loss of Chinese becomes a cause for mourning as it fails to convey

Chinese ethnicity, or evidently damages the image of being Chinese:

Excerpt 4.18

Mother 21: B2 3 department ELF=1HEMNEE, M{1EF<=1% Mandarin, {EZ
Kz B8, /\HEFH%Y RENENS ? EE’]/\HEFHQ&Y"%K ERMNEBEFEA,
Fr At AR X B AR =

Mother 21: But in my department, | have three colleagues of Chinese descent, but none of
them can speak Mandarin. So, we can only use English for communication. Oh, only
English! But we are Chinese. Isn’t it sad? (Interview, 11/2018)

In addition, the attrition of Chinese is also seen as an indicator of disidentification with the ethnic
homeland, on which parents build their rootedness, and this perceived disidentification evidently adds

to the parents’ sense of frustration and uneasiness:

Excerpt 4.19

Mother 21: gL 2 IEXN TREMFTEAXRY, X2R. ERZFHFEEHBEET,
BRPESBEREMNFA, FEAKRE, E2iEENRESIZIAEH,
BB ABENAY R .

Mother 21: To us Chinese, the Chinese language is our root, but our children might be really
drifting away. When they think of China, they just associate it with our families and
delicious food. And they don’t really regard China as their home country. But China is
imprinted in our mind. (Interview, 11/2017)

Excerpt 4.20

[This sentiment is echoed in the published and widely circulated biographical article of a
Chinese sojourner about her life in America]

BEWRESPONITHZ, WEAREZR. RAMFRELRSE. AN, HA G
ShENBEEE CERREERXEST.

| felt lost seeing her go further and further away from our Chinese language. Only when she
started to play Guzheng [a Chinese instrument] and practice Chinese calligraphy did | begin to
feel consoled and thought she was still linked to China. (Lin, 2018)

As evidenced in Excerpt 4.19 and Excerpt 4.20, for most first-generation immigrants, China is still their
home, and the Chinese culture is regarded as the foundation of their identity. On the grounds of their
home country and heritage culture, they construct their identity and build up their sense of rootedness.
However, parents perceive that their children, with the loss of Chinese, seem to ‘be drifting away’.
Accordingly, children’s cultural practices such as engaging in Chinese calligraphy and playing Chinese
musical instruments may greatly console parents and make them feel their children are still ‘linked to
China’, the home country that parents identify with. As Francis et al. stated (2014), “the physical, ‘raced’
body often remains the vehicle around which discourses on ethnicity and culture can be targeted and

re/produced” (p. 206). “Languages, in a similar manner to cultural practices, can be used to draw
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boundaries and mark differences in ‘culture’ and ‘values’ in other ethnic/linguistic communities”

(Francis et al., 2014, p. 206).

Their embodied identity constantly reminds parents of their ethnic identity and constitutes a
significant motivation for committing to their children’s Chinese Heritage Language Maintenance. In
return, learning and using Chinese is believed to build up a positive racial identity which can prepare

children for any discrimination they might encounter:

Excerpt 4.21

Father 18: BI{£ RN XMMIE LR B H XA, HIELINAWRETEHEZTHIE,
FENXEEZEREE, XEHPAN, PANRE. BAREZIDKKAIE,
TRMRFIFHESHE. RERARBESA—H, BRAXATEREFRAZMAT—
mF—#*.

Father 18: She also needs Chinese even though she stays in Australia. | always think those
Chinese-born children shouldn’t lose their Chinese culture, and this is my personal
opinion. Even though you might be brought up here, there definitely exists differences
between you and them, no matter how well you speak English. And it is impossible for
you to be regarded as one of them. (Interview, 12/2017)

As expressed in Excerpt 4.21, looking Chinese will make it impossible for children to be fully included in
Australian society. Against this expected exclusion, Chinese language and culture are perceived to
provide children with a “protective shield of a sort to rely upon when dealing with racial identity
issues” (Jacobson, 2008, p. 75). This language attitude also resonates with the motivation for studying
Korean in Shin’s research (2013), in which “the mothers in this study wanted their children to develop
a positive racial identity, which, they predicted, would prepare their children for encounters with

racism” (p. 170).

Throughout the data, Chinese identity is seen to be distinctly embodied in ‘Chinese looks’, but, at the
same time, virtually achieved by Chinese language learning and maintenance of Chinese culture. Since
it is assumed that the Chinese ‘look’ should give one expertise in using the Chinese language and an
understanding of Chinese culture, failing to make the language-identity link is feared to generate

undesirable disadvantages in employment, as remarked on below:

Excerpt 4.22

Father 18: I AR AE N FEIMEXFE ALy, BOIEXDHBEE, NREXFELH
Wl (KEFRFEANRAREFRX), BEARRENERATSE, BiE ok, EEM
RETH—REBAVNXHNIE RSEBLZS. BARKFEAR, MREE
RHE—DMFNTIE, RERXASHX, XHEME, TEASHY, EFFW,
R b, HRIFEREZS,

Father 18: Based on what | have seen, you are disadvantaged if unable to speak Chinese but

with a Chinese face, whether you are overseas returnees in China or Chinese in
Australia, unless you are a senior manager in the corporation. These ordinary white-
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collar workers just take a beating. For example, if you find a good job in China, but you
can’t speak Chinese, but look Chinese, you will stand to lose your business and your
clients. (Interview, 06/2017)

The use of English by a Chinese-looking employee cannot be normalized and becomes detrimental to
imagined future work contexts. “The ‘raced’ body, marked as ‘Chinese’”, (Francis et al., 2014, p. 213)
is expected to produce Chinese. As stated by Mu (2016), the stereotypical perception of the necessary
link between looking Chinese and being able to speak Chinese becomes legitimized, the breach of

which can never be normalized (p. 301).

In sum, the stereotypical perception of the race-identity-language link is in line with Mu’s (2016)
research which indicated that “the Chinese body acquired from birth is a physical trait of Chinese
identity that helps to generate their integrative motivation to learn CHL” (p. 300). The Chinese identity,
visibly marked by Chinese looks, is constructed and expressed by children’s use and study of the
Chinese language. Chinese is seen as fundamental in representing children’s ethnic identity. However,
being unable to speak unaccented or authentic Chinese is conceived of as hindering the full expression
of children’s ethnic identity; being unable to speak Chinese is considered a faulty representation of
children’s ethnicity, and attrition in Chinese as a signifier of children’s disidentification with their
ethnic homeland. Moreover, the proper expression of, and identification with, being Chinese, which is
achieved through the use of the Chinese language, is considered essential in protecting children from

possible encounters with racism, in terms of their identity as authentic Australians and employment.

4.3.2 Chinese as the language of cultural heritage
With regard to identity-related aspirations for Chinese language maintenance, throughout the data the

reasons given for learning Chinese also emphasize the retention of heritage culture. Learning Chinese
for the sake of the heritage or cultural ‘root’ is constantly referred to when parents are asked about

the reasons for their maintenance aspirations and efforts:

Excerpt 4.23

Mother 19: fRENHFEN, RECHR, XURE, EBEAERE ? TN SHNEHEHE
A BINBXAREEZAETXE, BRIRIRIEABRNNEZ T, BEBRFNE,
T RRPEXA.

Mother 19: We are Chinese. That’s our root, our cultural root. Oh, how shall | put it? We as
parents are Chinese, and our cultural foundation is based on the Chinese language. So,
you know, as our children, they should learn Chinese and know Chinese culture.
(Interview, 10/2017)

Learning the Chinese language and culture to seek ethnic roots and cultural identity is also underlined
within the wider Chinese diaspora, as emphasized in the Chinese language promotion of one Chinese

community school:
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Excerpt 4.24
EHE, BEMNE—1THPEAN, TRENEEENR, HEEZHFD, EXHF, FHEMND
*EO
MREIRMR, BIAK, REEE— DT ABEALER. BRI ANA, SUEZIHEELZ
In fact, we, every Chinese, whether in China or abroad, need to find our root in Chinese classic
culture.

With the cultural base and root, you can build on your own foundation and grow your own
roots anywhere in the world. Alternatively, you are floating duckweeds wherever you go.
(Source: WeChat)

In this excerpt, the practice of Chinese language and culture is associated with an ethnic foundation
which can prevent children from being rootless like “floating duckweeds” or ‘wandering between two

cultures’ as stated by the Chinese school: =S E Xk, BEHRF B LMLz (8] (learn Chinese

culture to avoid wandering between two cultures). (Source: WeChat)

Since learning Chinese means acquiring the heritage ‘root’, the loss of Chinese language and culture is
seen as the primary cause of rootlessness and lack of belonging in migration contexts, as explained by

a Chinese school:

Excerpt 4.25
IR e PEE G ST AV E - HP B —aiafts) T RERKADEZ, KRAE
HOMRIROB. “KREIETT, REBSS, BRB\BTEX, MRETKRM ! HE2DHET, B
B H R ARA A Z B R EENFR,

In the recent lectures in Sydney which promote Chinese traditional culture, there was a
touching line that moved parents to tears: We went abroad, came to the west. We got the blue

sky but lost the earth. How many overseas Chinese on earth feel they have become wandering
souls without a root either in the East or West! (Source: WeChat)

As promoted in this advertisement, the retention of heritage culture is of unique importance in
promoting positive cultural identification and in preparing children for encounters with identity

confusions and dilemmas, which also resonates with voices from parents like Mother 4:

Excerpt 4.26

Mother 4: FATZFTIAIMXNNBFR, FREAH THMHFITIEMIIEX, FKNXF
RaEiAY Chinese identity, A%, AMEBECEIE WHATAECS. ERETH
INGF—iET, HAFBECS, FENNERFA—EHEFEIEC, IRRXEEC
MXMRKERIR, AER, BIRE identity. HZB—EAEBERASITE #®#Z
TR ERR identity IFEEE, REBFEMERSE, REBTHME, R
MEMEHA, REZEZEC, #BEEC, RIEKAREC.

Mother 4: The main reason for us running this Chinese school is for the convenience of my
daughter, for her to learn Chinese and Chinese culture. The key issue is her identity, her

Chinese identity. Without this identity, she wouldn’t know who she is, and she cannot
find herself, like a lot of Chinese children who cannot find themselves when they play
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with western children. If you are not conscious of your race, nor proud of it, you will not
have an identity. | used to work for transnational corporations, and | know identity is
very important in a multicultural environment, because you need to be aware of who
you are, where you come from, and what your values are. Only with this awareness, you
can accept and tolerate yourself and then become yourself. (Interview, 01/2018)

When asked about the reasons behind learning Chinese, Mother 4 repeatedly related them to the
issue of ‘identity’ and ethnic culture. She emphasized that knowledge of Chinese language and culture
constituted a sound foundation for children’s identification and ethnic pride, which helped to facilitate

their proper positioning in the diaspora.

Despite the consideration of identity and belonging, Chinese is also seen as a valuable cultural heritage

that is in itself worthy of being inherited and owned:

Excerpt 4.27
Mother 21: H S FHERRRTFMN, BBEEXRHX, HiEFE—F enjoy, 2—M=E
8, BN ENIZHERTEN.

Mother 21: | think our mother tongue is so beautiful, and | love Chinese. | think speaking
Chinese is a joy. A joy indeed! | think it needs to be handed down. (Interview, 11/2017)

bald

Excerpt 4.28
Mother 6: REIB 378 B T EMXUARASHNEAT, FURABLEMH—EERNM
£F¥3.

Mother 6: There are so many good things in the 5000-year-old Chinese culture, so | hope he
can learn Chinese in depth. (Interview, 07/2017)

Excerpt 4.29

Mother 8: MEHKEZ ARG FENXF, Ml R tFREENREXMPENTF,
FHEXF, MR ERFERNEFIEBMEEXNFX, E—othiF,

Mother 8: Besides, my husband said Chinese language, the Chinese characters, the
hieroglyphic writing system, is the most difficult language in the world. So, he hopes
our children can know Chinese, even a little is better than nothing. (Interview,
07/2017)

Excerpt 4.30

Mother 1: itVX F 2 R EX K, hNREZHEXLNIE, HRMOERE, BHRE
P EX SR ERRIF— D TBE,

Mother 1: Daughter 1 was not educated in the Chinese culture. If she could accept Chinese
culture, she would be like a tiger who has grown wings. | do think Chinese culture is
nourishing to her personality. (Interview, 12/2017)

The reasons for learning Chinese pertain to parents’ admiration for and pride in the aesthetic, cultural
and linguistic value of Chinese. For example, the “beautiful language”, “5000-year-long” history and

“the writing system ... the most difficult language” make Chinese worthy of being owned and
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inherited. However, loss of this cultural capital is perceived to hamper children’s full development, as

lamented by Mother 1.

These parents’ view of Chinese as a valuable treasure to pass on to the next generation resonates with

discourses from the wider Chinese diaspora:

Excerpt 4.31
[A fellow PhD student reasoned about her dedication to her daughters’ Chinese learning].

I think what we can best help our children with is not our English, but our Chinese. (Fieldnotes,
04/2017)

Excerpt 4.32

NS EFIE, ik ET7HRXE, —X, g —aNiEh, ERR'E, RAHALNE
WS, REF/SXAFEN | Folk—#H M, REEMEPXZET BE{TKF
EHEN, JHET !

From this year, she has become addicted to Chinese songs. One day when singing ‘The breeze
gently smoothed me in the summer heat’, she suddenly turned to me and said: mom, | feel
how beautiful these words are. | was moved straight away and said: “my baby, you have

eventually discovered the beauty of Chinese!”. The treasures of our greater China are
innumerable. (Lin, 2018)

In Excerpt 4.31, Chinese was considered as the best gift parents can give to their children. Similarly, in
J. Zhang’s (2010) research in the North American context, a parent, when asked about her devotion to
Chinese language maintenance, also reasoned that “she had nothing to pass on to her daughters but
the knowledge of Chinese language and culture” (p. 256). Excerpt 4.32 is a biographical article of a
Chinese mother’s sojourn in America. Based on her account, anything representative of Chinese
culture, such as Chinese songs with poetic rhymes as above, are considered as great treasures which
should be transmitted across generations. Meanwhile, children’s appreciation and knowledge of
Chinese greatly heartens parents and makes them feel their children are still nurtured by their heritage

language and culture.

In sum, learning Chinese in order to seek and maintain cultural roots is widely emphasized throughout
this data. Above all, Chinese language and culture is seen as the ‘root’ of being Chinese within the
migration context. The loss of Chinese, by contrast, is conceived as the primary cause of rootlessness
and lack of belonging. Besides, knowledge of Chinese language and culture is perceived to promote
children’s ethnic pride and prepare them for potential encounters with identity confusions or racial
dilemmas later in life. In addition, Chinese is also seen as a valuable heritage with aesthetic, cultural

and linguistic value.
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4.3.3 Summary
As to the reasons behind Chinese language maintenance, the retention of ethnic and cultural identity

is highlighted in both parental and public discourses within the Chinese diaspora.

‘Chinese looks, Chinese identity, and Chinese language are interwoven and entangled’ (Mu, 2016, p.
300). Above all, looking Chinese is considered the primary indicator of children’s ethnicity, and the use
and study of Chinese is seen as essential to children’s ethnic identity. Against the stereotypical
perception of ‘Looking Chinese, speaking Chinese’, the production of accented Chinese, particularly
Australian Chinese is considered an expression of inauthentic Chineseness or a signifier of alienation.
The production of English, or the inability to speak Chinese, is considered an incorrect or faulty
representation of children’s ethnicity and Chinese language attrition a signifier of children’s
disconnection with their ethnic homeland. Moreover, correct expression of, and identification with,
Chinese identity, which is facilitated by proficiency in Chinese and knowledge of Chinese culture, is

considered essential in preparing children for encounters with racism.

Learning Chinese for the sake of heritage culture is also highlighted throughout the data. Firstly,
Chinese language and culture, which is seen as the ‘root’ or foundation of identity, is essential to being
Chinese within migration contexts, while the loss of Chinese is conceived as being an indicator of
rootlessness in diaspora contexts. Secondly, Chinese culture is seen as the primary element
strengthening children’s Chinese self and ethnic pride, which helps them with identity confusion they
might experience later in life. In addition, due to its aesthetic, cultural and linguistic value, Chinese is

regarded as a valuable heritage language worthy of being owned and inherited in its own right.

4.4 Chinese as a bridge to family cohesion
In the data collected from the 27 interviewed parents, learning Chinese for the benefit of family

cohesion was mentioned by seven of the parents ().

Since both parents in at least 22 families among the 31 participating families have a bachelor’s degree
or above, it can be assumed that parents have functional or even high proficiency in English within
their work and living environments. However, Chinese is still considered as the language which gives
parents a sense of familiarity and comfort. Interviews with 25 parents were conducted in Chinese and
only two interviews were conducted mostly in English. Thus, they regard proficiency and knowledge of
Chinese as fundamental in facilitating parent-child in-depth communication, as the following example

shows:

Excerpt 4.33
Mother 21: AR E ALK ANEL, RNZERFNEXT, RAEE. E2H11EK
ME—KBR, FZRMEBAFBRMEAT, EREHNBRIH AR, BIAAE
EFASHNRSEMNEX, BMAIARENNE, DRAE—TRE RIEEE?
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Researcher: B, EATTREARHA.

Mother21l: XNRERMRABECHEHE, REREATH, MR E ) EZEXLE
R, ESGEE, EaH., MBMZENEBHEEH.

Mother 21: Compared with most Chinese migrants, your English is quite good, but English
spoken by us, the first-generation immigrants, is not at all comparable with them —the
second generation. What do | feel? | think | do try to improve my English, but

whenever | speak English with people, | feel there is always the estrangement in
between. Can you understand?

Researcher: | completely understand.

Mother 21: There are always things you can’t express unless resorting to your mother tongue.
That’s why | think my daughter needs to know our language. The more proficient she is
in Chinese, the more freely she could express herself with it. So, there will be fewer
misunderstandings when we communicate. (Interview, 11/2017)

Parents such as Mother 21 generally perceive that English does not really allow them freedom to
express themselves as fully as they can in their social world and believe that the English language
proficiency gap between parents and children can only be closed if the second-generation knows
Chinese. In this vein, development of children’s Chinese proficiency is seen as crucial in facilitating

smooth parent-child communication and, implicitly, strengthening intergenerational ties.

Learning Chinese for the reason of family cohesion is also a pervasive discourse in the wider Chinese

diaspora, as in this advertisement of the heritage language promotion by a Chinese school in Sydney:

Excerpt 4.34

FIHEL, BERTFHREM
DERRNXURRXE S FOoaBnEa, KSERZRNEG— 181, %rthadld
& R BHA RV E—A)1A.,

Learn Chinese culture to build up the foundation of parent-child communication

Shared culture is the foundation of communication between parent and child. Parents shall
understand every word the child says, and the child shall understand every sentence the
parent utters. (Source: WeChat)

For parents, Chinese is considered as their dominant language, with which they can ‘talk deeply’ both
within the family domain as well as in the social domains. However, most of these early-arrived
children have experienced varying degrees of Chinese language loss and lack of further development,
and they generally lack the sophisticated Chinese vocabulary with which to express themselves
thoroughly or have not developed age-appropriate literacy skills in Chinese (see Chapter 7). Children’s
Chinese underdevelopment or attrition is seen as impinging on deep communication between parents
and children. For instance, when Mother 12 admired a widely circulated WeChat correspondence
featuring the sophisticated use of Chinese between a parent and her child, who called themselves,

humorously, ‘empress’ and ‘prince’, Mother 12 lamented:
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Excerpt 4.35
PR EAFNERER TRRAR RIELES"FIR BHTOLEREBT .

How broad and profound the Chinese language is! What a pity ‘my princess’ is unable to have
such an in-depth communication with her ‘Empress’. (Source: WeChat)

Based on Mother 12’s reports and my own observations, Chinese was the habitual language used
between Mother 12 and Daughter 12, but Daughter 12 still lacked the sophisticated skills to express
herself in Chinese at the level desired by her mother. That is why Mother 12 lamented about her
unachievable desire for in-depth communication with Daughter 12 while admiring the ideal
intergenerational communication displayed in the correspondence. In this case, Mother 12’s
sentiments about the relationship between children’s Chinese heritage language proficiency and
family relations echoes with Mother 21 in Excerpt 4.33. This communication barrier related to
language ability also resonates with the findings in D. Zhang’s (2008) research, where children’s lack of
sophisticated Chinese vocabulary reduced their communication with their parents to a surface level

and ‘communicating deeply’ become more and more difficult.

As language and culture are intrinsically linked, children’s language situation indicates their knowledge
of the culture that is associated with the language. For parents with limited English skills, children’s
Chinese attrition or loss reduces their shared beliefs, values and behaviours, which seems particularly
detrimental to mutual understandings and family relations. For example, Mother 1 provided many
examples of how Daughter 1’s limited knowledge of Chinese language and culture hampered her
understanding of Mother 1’s well-intentioned suggestions, undermined intergenerational
relationships, and also contributed to Daughter 1's estrangement from her late-arrived cousin and
other Chinese children. It seems that the erosion or loss of Chinese becomes the root of parent-child
conflicts and of disconnection between the child and other extended family members, and between
English-speaking Chinese children such as Daughter 1 and other Chinese-speaking peers, as Mother 1

commented:

Excerpt 4.36

Mother 1: {RAFIEF/OCELNEWN, it — 2. BWIZNEARLSEE, wxHHE
N EWR, shAshEitEsR T, BBMSCLIRANER, REMERNAERBERE
W%, MLARERR, XHATERIEBENEA, EHREMNAFH, BT
EMEARREZERA.AAERRRE, meRRI2ZHREXKKRD, RibEX
ZINEXHEKRD, BMNESFLEREN, RELRAMAE—R, E2FRMNE
FEREREHRIL, KB ERATFRIL.

Mother 1: You don’t know how depressed | am. Daughter 1 is indeed a foreigner to me. She
was educated in western culture. She doesn’t have any Chinese values, and she is
constantly on the edge. For a lot of times, you know, we couldn’t talk deeply, and she
couldn’t understand me. This is not only an issue of language. There exists something
deeper behind language. You know, there is the generation gap between us - who are
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wired with Chinese culture, and she — who has been raised in western culture. A lot of
things are out of tune, but we parents chose to compromise, and mostly it is us who
compromised. (Interview, 12/2017)

Daughter |, coming to Australia at age 3, is the youngest arrived child across the data. In the interview,
Mother 1 repeatedly stated that she lacked English skills while her daughter had limited orality in
Chinese for their communication. Meanwhile, Mother 1 deeply lamented Daughter 1’s heritage
language loss. When she associated the existing parent-child clashes and misunderstandings with the
language and culture barriers between them, she constantly expressed how painful she was in the face
of the failures in parent-child communications. Mother 1, in the interview, regarded her limited English
skills and Daughter 1’s limited Chinese skills as the primary causes of their frequent conflicts and
deteriorating relationship. In fact, many researchers have observed that heritage language loss by
children can be highly disruptive of family relations, due to communication barriers (Fillmore, 1991,
2000; X. Li, 1999; Tannenbaum & Howie, 2002; D. Zhang & Slaughter-Defoe, 2009; J. Zhang, 2009). Mu
(2015b) found that language barriers contribute to intergenerational conflict within family milieus and
impinge negatively on socialization as children become frustrated when they are unable to communicate
effectively with their family members, heritage peers, and heritage communities. Chinese
(in)competence can undermine/facilitate parent-child communication and, according to Mu, “was
particularly important when some family members did not have, or did not have enough, English
competence” (Mu, 2014b, p. 486). The rifts caused by language-related communication barriers are
significantly detrimental to the cohesion of Family 1, leading to Daughter 1’s alienation from Mother 1
and adding to her parents’ anxiety and sorrows. As Fillmore (1991) concluded:
Talk is a crucial link between parents and children: It is how parents impart their cultures to their
children and enable them to become the kind of men and women they want them to be. When

parents lose the means for socializing and influencing their children, rifts develop and families
lose the intimacy that comes from shared beliefs and understandings. (p. 343).

The disruption of intergenerational transmission that results from a failure to maintain the heritage
language is also observed in communities as different as Yiddish (Fishman, 1991) and Arabic (Sehlaoui,
2008). For language-minority children, any program that emphasizes English at the expense of the

primary language is a potential disaster (Fillmore, 1991, p. 325).

Besides being a bridge to parent-child talk, children’s heritage language is also seen as a tie that

connects them with non-English-speaking grandparents and other family members back in China:

Excerpt 4.37
Mother 5: B} 7 BRI B EIREE, MRS FIIENIABSIBE—EERIA
KEKMES
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Mother 5: He is required to speak Chinese with us parents. Besides, the language to
communicate with grandparents should only be our original language because his
grandparents don’t know any English. (Interview, 10/2017)

Excerpt 4.38
Mother 14: F{ER I A 7 B HEEFTIRBLEFINE, EAAMNTAERIE.

Mother 14: | said even for the sake of your grandpa and grandma, you need to learn Chinese,
or they can’t understand you. (Interview, 05/2018)

Where the heritage language has atrophied or been lost, conversations with non-English speaking

grandparents might be reduced to the superficial level:

Excerpt 4.39

Daughter 10’s grandmother: Every time we came here, we found Daughter 10’s Chinese was
worse than last time. We don’t really talk to each other. (Fieldnotes, 04/2017)

In sum, children’s retention of Chinese language, and knowledge of Chinese culture, are considered
fundamental to parent-child in-depth communication, and children’s connection with grandparents,
other family members and their heritage peers. Where Chinese has not been successfully maintained,
this is seen as a real barrier to in-depth communication with parents and may disconnect them from
other family members and their ethnic community. Furthermore, the children’s heritage language loss,
or their limited knowledge of Chinese culture, may be considered as the root of parent-child conflicts

and lack of family harmony.

4.5 Summary and conclusion
Throughout the data, aspirations regarding Chinese language learning are strongly voiced by

participating parents and can also be readily found in public discourses that circulate widely in the
Chinese diaspora. This chapter explores the factors that undergird the strong enthusiasm and desire
for children’s heritage language learning. The motivation for Chinese heritage language learning
centres on investment in the children’s futures, retention of children’s ethnic and cultural heritage,

and maintenance of family relationships.

Investment in children’s economic, career and educational future becomes the pivotal impetus for
strong heritage language motivation and commitment. Parents’ materialistic motivation, founded on
their perception of the rising influence of China, sees proficiency in Chinese as an investment in
children’s global mobility, employability and educational success. Firstly, since Chinese is regarded as a
world language, children’s global employability and mobility are seen to be facilitated by a good
mastery of Chinese. In other words, if equipped with this language of global importance, children’s
educational and career orientations could be targeted at any transnational world, particularly in
Chinese-speaking and English-speaking countries, which are envisaged to provide a promising space

for children’s future career development. In contrast, limited Chinese proficiency is seen to constitute
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a barrier to desired global mobility and it is feared that children may become stranded in Australia,
from a career point of view. Secondly, Chinese is recognized as a language that is widely used in
Australia, too. Therefore, a command of Chinese is expected to broaden and maximise children’s
occupational choices, even within the national context of Australia. Furthermore, investing in Chinese
language proficiency also promises educational profits, as the subject can contribute to children’s HSC

success.

The importance of Chinese for children’s ethnic and cultural identity is also foregrounded throughout
the data. On one hand, looking Chinese is considered as the primary attribute of children’s racial
identity, and the use and study of Chinese is believed to activate and promote children’s ethnic
identity. However, being unable to speak proper or authentic Chinese is conceived of as hindering the
full expression of children’s ethnic identity. Being unable to speak Chinese is widely considered as an
incorrect expression or misrepresentation of children’s ethnicity. Furthermore, the attrition of Chinese
is taken to signify children’s disconnection from their ethnic homeland. Thus, the correct alignment of
ethnic identity is assumed to be achieved through proficiency in the Chinese language and knowledge
of Chinese culture. The latter are seen to constitute the essential elements in preparing children for
encounters with racism in employment and other daily contexts. On the other hand, the use and study
of Chinese is for the sake of retention of the heritage culture, which constitutes the foundation of
Chinese rootedness and belonging. Instilling ethnic pride in children is widely considered as a solid
basis from which to confront challenges that they may have to face in later life. The aesthetic, cultural
and linguistic value of Chinese is also regarded as a value in itself that is worthy of being owned and
passed on to the next generation. The maintenance of Chinese is also considered important for family
cohesion. Children’s retention of Chinese and their knowledge of Chinese culture is regarded as
fundamental to facilitating parent-child in-depth communication and connecting children with other
family members. In contrast, children’s Chinese loss, or their ignorance of Chinese culture, is

considered as a major cause of parent-child conflicts and family problems.

In sum, aspirations for children’s Chinese language maintenance and continued learning are strongly
voiced throughout my data. When the reasons behind these Chinese language desires are explored,
economic and career advantages are foregrounded, along with benefits related to ethnic identity and
culture, and, finally, benefits to family cohesion. Against this background of pervasive aspirations
regarding children’s Chinese learning in parental and public discourses, the next chapter will

investigate the attitudes children hold towards Chinese.
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Chapter 5: Children’s attitudes towards Chinese

5.1 Introduction
While parents place a premium on their children’s Chinese language maintenance and learning, as

demonstrated in Chapter 4, children are more conflicted about their Chinese language and identity.
This chapter shifts focus from the parents to the children and explores children’s attitudes towards
Chinese. It also examines children’s conceptions of ethnic identity in relation to their heritage

language.

In my research, all the 32 focal children had at least some experience of learning Chinese in Australia,
whether at home or in school. At the same time, these children demonstrated dynamic, relational, and
at times conflicted attitudes towards Chinese. In this chapter, children’s attitudes to Chinese are not
only drawn from their own accounts, but at times complemented with data from parents (see Excerpt
5.7, Excerpt 5.23, Excerpt 5.24, Excerpt 5.25, Excerpt 5.48, Excerpt 5.49 and Excerpt 5.50). The latter is
justified by the parents’ greater insight into their children’s attitudes than could be elicited during an
interview. In particular, some children obviously stated attitudes to the Chinese language which they
considered matched the imagined preference of the researcher. This chapter firstly explores the
complexity of attitudes among these children, for whom learning Chinese may be considered as being
a chore (Section 5.2), or as being difficult (Section 5.3), (ir)relevant (Section 5.4), an investment
(Section 5.5), or as a marker of ethnic identity (Section 5.6). The chapter concludes with a summary of

findings (Section 5.7).

Table 5. 1 An overview of the relationship between the age factor and language attitudes

Chinese
Chinese Chinese Chinese as
Age at Age on | Chinese as as as Chinese as | identity
interview | arrival | aschore difficult irrelevant | relevant | investment | marker
Daughter 1 28 3
Daughter 2 7 4
Son 3 9 4
Daughter 4 9 4 v
Son 5 11 4 v v
Son 6 7 5 v v v '
Daughter 7 10 5 v
Son 8 15 5 v
Daughter 9 15 5 ' v
Daughter 10 18 5 v
Son 15 10 5 v v
Son 11 10 6 v
Daughter 12 10 6
Daughter 14 24 6 v \
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Son 13 8 7
Daughter 15 12 7 v '
Son 16 15 7 \ v
Daughter 17 10 8 v '
Daughter 18 9 8 v
Son 19 11 8 v
Son 20 10 9 \
Daughter 21 13 9 v
Daughter 22 23 9 \ \ '
Son 23 12 10 Y \
Daughter 24 23 10 \ v '
Son 25 25 10
Son 26 12 10 \ ' ' \ \
Daughter 27 21 11 '
Daughter 28 23 13 v '
Daughter 29 24 13 v \ v
Daughter 30 19 13 v v
Son 31 18 13 \ '

5.2 Chinese as a chore
Many children expressed a lack of interest in learning Chinese and regarded it as a chore. This is

particularly true of early arrival children (i.e. arrival before age 9, see Section 3.4) (Table 5. 1). As
mentioned in Section 3.4, early or late arrival is typically associated with less than, or at least, three
years of primary school education in China. Ten such children described Chinese learning as an additional
task outside of school which was boring and tedious. For instance, when talking about her parents’
expectation for her Chinese proficiency, Daughter 21 considered the Chinese homework given by her
parents as an extra burden from which she wanted to free herself:

Excerpt 5.1

Daughter 21: Because it just doesn’t come naturally to me anymore, so | have to like to put in
like extra effort and sometimes | get confused and my parents are like oh why you don’t
know this? [...]

Researcher: Do you know why your parents want you to learn Chinese?

Daughter 21: Oh heritage. Yeah, heritage and also because you know how China’s becoming a
superpower and everything, and like stuff, there’s going to be opportunities in China.
Also, because lots of my Chinese relatives like cousins, aunties, uncles, grandma,
grandpa, they don’t know how to speak English, so | have to like talk to them. It’s a
necessary like thing.

Researcher: If you think of the heritage and think of all these benefits you could get from learning
Chinese, do you have more motivations to learn Chinese?

Daughter 21: No, it’s just because I'm just not bothered. | should, | know | should, but I'm just
not bothered. (Interview, 11/2017)
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As in Excerpt 5.1, Daughter 21 described any Chinese homework assigned by their parents as an extra
burden which they would like to shake off. Actually, a wide gulf between parents’ and children’s
attitudes to the learning of Chinese could be observed across the data. When children described their
disinclination to undertake Chinese assignments, they often said, “I don’t like learning Chinese” or

“Learning Chinese is boring”:

Excerpt 5.2
Son 11: My dad wants me to speak Mandarin to him, like | didn’t choose to speak Mandarin to
him. He just wants me to do it, but | don’t like it. (Interview, 06/2017)

Excerpt 5.3
Daughter 7: Sometimes | just really don’t want to do it [Chinese homework]. It’s boring.
(Interview, 04/2018)

Excerpt 5.4
Son 5: [Chinese homework] A lot more boring than learning English.

Researcher: Why do you think it is more boring than learning English?

Son 5: Chinese videos | have to copy every word of it, and... (Interview, 10/2017)

Excerpt 5.5
[Son 26 even cut in repeatedly during the interview with his mother to express his distaste for
having to practise Chinese]

Son 26 : {RIEHE, MBEFHEHM. MRECH AT, EERE.

Son 26: My goodness, writing characters is like going to hell ... you (Mother 26) didn’t write them
on your own, but you required me to write. (Interview with Mother 26, 07/2018)

Excerpt 5.6
[Son 26 repeated his negative assessment of Chinese writing practice in the individual interview
| did with him separately without the presence of his mother.]

Son 26: ARE, FHHIRF.FTLORKEARNN EHEFRGHE LT Iy, wIibay
BFaldf, RRREFESTHE, FT5mE EERBIENFAEE.

Son 26: No, | don’t want. It makes my hands sore... so my weekends are also taken by my
mother... She asks me to copy, and even asks me to do it beautifully; but | say it is

enough if I can remember how to write them; but she says the words | copied are ugly.
(Interview with Son 26, 07/2018)

As is evident from these excerpts, many of the children considered their Chinese learning, particularly
literacy practice pushed by their parents, as an extra burden and unpleasant experience. The children’s
unfavorable attitudes or antipathy towards learning Chinese have formed a distinctive contrast with

their parents’ desire for, and commitment, to their Chinese heritage language maintenance:

Excerpt 5.7
Father 15: Yeah, that’s why they hate Chinese because | pushed them to learn Chinese. If you
push someone for something, they will hate that thing. We always say: Chinese, Chinese,
where’s your Chinese? Speak Chinese.

Researcher: So, they are angry with you? (smile)

Father 15: | think they feel upset... and then they hate that ...
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Researcher: How about let them read more Chinese novels? -

Father 15: That’s a torture to them. They can’t... Yeah, | asked them to read some short stories,
quite interesting, they found oh so boring, so boring. They kept saying this. (Interview,
10/2017)

In sum, irrespective of parents’ enthusiasm and aspirations, the children constantly display a
disinclination and resistance to the learning of Chinese, especially when it comes to the Chinese
homework given by their parents. Their lack of interest accounts for one main reason for their
negative attitudes towards Chinese learning. Chinese learning, especially literacy practice, is seen as an
extra tedious burden which they dislike within their migration contexts. This view of Chinese as a

chore seems strongly held by early-arrival children.

5.3 Chinese as difficult
Across the data, seven children explicitly associated their dislike of Chinese (literacy) learning with the

difficulty of Chinese. The view of Chinese as difficult is also related to early arrival age. “Chinese is
hard” is a comment constantly expressed by the early arrivals. Literacy skills, in particular, present an
obstacle, and children spoke about their difficulties with reading, writing and memorizing Chinese

characters, as the excerpts below show.

Excerpt 5.8
Son 15: It's harder than English.

Researcher: Which part is hard for you?
Son 15: The reading part. (Interview, 10/2017)

Excerpt 5.9

Daughter 17: FFEARE, KM7T ., thkEXENE, EXREH, TRFPXREEILEE.
—EHFEREERREER, BNEXXISRERTERZ X,

Daughter 17: | don’t want to write. It’s too difficult, much more difficult than English. When
writing English words, you just need to spell; but writing Chinese words, you need to
remember the strokes... if you put the characters in the Tianzige [[H 4%, the worksheet
with square boxes], you need to struggle about how to keep every part of the characters
in place. (Interview, 06/2017)

[Note: Tianzige (F=£#4&) is the worksheet with square boxes, which is used in lower grades in

Chinese primary schools, aiming to train children to lay out different parts of the characters.]

Excerpt 5.10

Daughter 10: Yeah, | think talking is fine, | can understand everything. | know | will not be able
to learn how to write, it’s way too hard, like too many things to remember. | don’t want
to have too much in my mind. If | do want to learn a language, | don’t want to learn
Mandarin. | want to learn French. (Interview, 11/2017)

Excerpt 5.11
Son 8: Hum, | think it’s very hard.
Researcher: What kind of things are hard for you? (smile)

Son 8: It’s just memorizing the characters.
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Researcher: Is Chinese harder than those other languages [French and Italian] you have and
are learning?

Son 8: Yeah. | think so. (Interview, 07/2017)
Across the data, the majority of the early arrivals such as Son 15, Daughter 17, Daughter 10 and Son 8
in the above excerpts thought Chinese was a very difficult language, particularly the literacy skills
related to characters. As Chen & Zhang (2014) pointed out, “the characteristics of Chinese as a
logographic language, which has little indication of pronunciation of characters, tend to slow down the
learning process for English-speaking students” (p. 194). Actually, Chinese is objectively rated as a
difficult foreign language to learn: “Chinese was rated by the ACFTL [Sic. American Council on the
Teaching of Foreign Languages] guidelines as one of the most difficult languages” (Hadley, 2001, as
cited in Lu & Li, 2008, p. 90) and learning Chinese characters is seen as hugely demanding and labour-
intensive (Everson, 1998, p. 194). For children such as Daughter 10 (Excerpt 5.10) and Son 8 (Excerpt
5.11), Chinese compared negatively with English or other European languages and thus reduced their
motivation. This demotivation arising from the perceived difficulty with Chinese language learning
aligns with the findings in Chen & Zhang’s (2014) research where many students dropped Chinese and
focussed on other more promising subjects when they felt frustrated at the slow progress of Chinese

learning.

The children’s difficulties with learning Chinese were not lost on their parents, as Mother 7 lamented: “I

don’t know why these children have such difficulties in learning Chinese.” (Fieldnotes, 2018)

In fact, the children’s view of Chinese as difficult is related to, and contingent upon, the specific area of
Chinese literacy, and their attitudes towards different aspects of Chinese literacy practice are frequently
at odds with each other. For instance, while Daughter 17 (see Excerpt 5.9) and Son 26 (see Excerpt 5.6)
voiced their difficulties with, or displeasure in, writing Chinese characters, they also expressed their

fondness for reading Chinese literature.

These children’s difficulties with learning Chinese or English pertain not only to specific literacy skills,
but also to their belief in language competition and in the idea of a key learning period in language
acquisition. There emerged from the data conceptions which dichotomise Chinese and English
language learning, which led these children to consider their English development as a hindrance to

their Chinese maintenance, or vice versa:

Excerpt 5.12
Son 20: (B 2 MR B FHFRIEMTE, BEH XX E—LEEH,
Researcher: At AR X FH XN ZEN AT ?
Son 20: A AMRIREIEFFME, RESILHF X
Son 20: But if | learn English well, | might have problems in learning Chinese.
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Researcher: Why will you have problems in learning Chinese if you learn English well?

Son 20: Because learning English well will make me forget my Chinese. (Interview, 06/2017)

Excerpt 5.13
Son 26: R EFAIIRIR, WKSFEW, REBRSHEENRRZEHFFEL, FMUEXER
T RMEF I XA

Son 26: Like my friend’s younger sister, she speaks much better English than my friend and |
because she came here younger than us, so people who are good at Chinese [like me]
normally have difficulties in learning English. (Interview, 07/2018).

Besides, the children’s apprehension in Chinese language learning and advancement also results from
their belief in a ‘key learning period’ which is seen as another threat to their Chinese achievements:

Excerpt 5.14
Researcher: Do you want to learn how to write Chinese and read Chinese books in the future?

Son 5: | do, but there is only one year left before the end of my key learning period.
Researcher: It’s ok, you already started it. Don’t need to worry about your key learning period.

Mother 5: [speaking to Son 5] The key learning period which | mentioned, #5/>JEE /& 15 7T
BRI, IS FRONF R EE XA R (The key learning period refers to the
start time of learning a language. Writing and memorizing words don’t have those time
restrictions). (Interview, 10/2017)

It is worth mentioning that Son 5’s conception of the ‘key learning period’ may be influenced by
Mother 5’s language learning ideology. In the interview, Mother 5 constantly stated that the key
period for language learning ended at age 12 and she expressed the urgency to push Son 5 to learn
more Chinese before this ‘deadline’. As evident from Excerpt 5.14, 11-year-old Son 5 was concerned
that he might not have enough time left to develop his Chinese writing and reading or to develop them
well because his key learning period was about to run out. Thus, Son 5’s understanding of the key

learning period seems to add a sense of uncertainty about his Chinese learning potential.

In sum, quite a few children have spoken about the difficulty of the Chinese language at some point.
The children’s difficulties in learning Chinese mostly centre on its writing system, particularly reading,
writing and memorising characters, which is constantly claimed to be harder than English or other
European languages. At the same time, the children’s belief in language competition and the key
learning period add another dimension to their sense of difficulty with heritage language maintenance
and development. Besides viewing Chinese as a chore and as difficult, children’s views of Chinese are

also related to the perceived relevance of Chinese, as shown in the next section.

5.4 Chinese as (ir)relevant
Across the data, children also associated their motivation to learn Chinese with the perceived

relevance of Chinese to their current and future lives in Australia. Many children saw Chinese as
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irrelevant. Those who felt that Chinese was highly relevant were all older, both in terms of age of

arrival and age at interview.

Children frequently pointed out that their being ‘in Australia’ was the reason why they did not feel like

continuing their Chinese learning:

Excerpt 5.15
Researcher: 1R C5=E 4T HNG 2

son26: WH, LECMERSU, HTFBHSU, HEREFHMET .
Researcher: X A2H KK RAZN?

son26: M, KIYLURIATRE, FtbA b ETAE,

Researcher: Do you want to continue improving your Chinese?

Son 26: No, | don’t think so. For my Chinese, | could speak and recognize the words. Um, that’s
enough.

Researcher: So, it doesn’t matter if you could write them or not?

Son 26: Because | think it’s quite possible that | wouldn’t go back to China to work. (Interview,
08/2018)

As evident from Excerpt 5.15, children such as Son 26 felt that learning Chinese was an unprofitable
task in Australia, or that high levels of Chinese literacy were irrelevant in their current and future
worlds, as Son 26 considered his basic skills in Chinese as sufficient for his life in Australia because he
“wouldn’t go back to China to work”. An observation such as this is similar to findings by Mu (2015a)
that “Chinese Australians may not engage in CHL learning when and where their CHL does not accrue
any recognised value within their migration contexts” (p. 61). However, the children’s view of the
relevance of Chinese is conflictual and contradictory. For instance, Son 26 regarded high-level
proficiency in Chinese as useless in Australia, but at the same time, he appreciated his Chinese
language skills, which enabled him to be a language broker (see Excerpt 5.19), and desired a high level

of Chinese literacy skills as an investment for the future HSC (see Excerpt 5.27).

Children who see Chinese as irrelevant normally do not aim high in their heritage language attainment
because for them a high-level of Chinese literacy is of no use within an English-dominant society such

as Australia:

Excerpt 5.16
Researcher: VRINAEILTE H 3450 ?

Son19: FE&.
Researcher: 1RAHH A, MIRE A F LS We?
Son 19: X #TE F /2 L1,
Researcher: JJTLAMREEANFT R Th SO/ T2
son19: AFEHIN, KEEPI, REPL, ZUHICHE 1.
Researcher: Are you still reading Chinese books?
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Son 19: No.

Researcher: But how can you learn Chinese well without reading Chinese books?
Son 19: My main language is English.

Researcher: So, you don’t want to read more Chinese books? (Smile)

Son 19: | won’t read Chinese novels. It is enough so long as | can recognize Chinese characters,
write Chinese characters, and speak Chinese. (Interview, 11/2017)

Children’s de-valorisation of Chinese is strongly influenced by the dominant status of English, which
overshadows its importance. In the above excerpt, Son 19, recognizing the power relation between
Chinese and English, identifies English as his main language. He also sets up English and Chinese as
competing with each other and his declaration that his “main language is English” seems to provide
sufficient reason against pursuing a higher level of Chinese literacy skills (see also Excerpt 5.12 and
Excerpt 5.13). The children’s linguistic identity is significantly related to their perception of the relative
status and value of different languages. Besides, “[IJanguage competence becomes a linguistic capital
only when it is valued and recognised in a specific language market” (Mu, 2015a, p. 61). In a situation
where languages other than English are not well recognized or become “optional ‘nice to have’ rather
than a firm commitment” (Piller & Gerber, 2018, p. 7), functional skills of Chinese are seen as adequate
within children’s everyday social worlds. These functional skills pertain to daily communication skills
and basic literacy skills such as recognising and writing everyday characters, as shown in Excerpt 5.15

and Excerpt 5.16.

Furthermore, given that schools are children’s main and immediate social environment, the lack of
institutional support, or the schools’ unfavourable attitude, strongly contributes to children’s belief in
the illegitimacy of the use of languages other than English outside of the home domain, as Son 19

claims:

Excerpt 5.17

Son 19 : FAIPERJLF 90%EZHEA.

Researcher : REZREY WA ?

Son19 : FREIMAILHERN, ELFERRFXBAL, BEIRERX.

Researcher : At AX AT5HE ?

Son19 : AERAMNMERRE TN, ZMERUEMIMEFTEERSTHX, AR, ZIb
RHFFEXITNET, ZHEHARE.

Researcher : F URIEFSEFZRIMP AR, ZMEAREN?

Son 19 : KAKARIL,

Researcher : W ?

Son 19 | RKHEIXZEM, ATIUAREREMIIES.

Son 19: 90% of my classmates are Chinese.

Researcher: Do you have chances to speak Chinese at school?
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Son 19: Teachers in my school don’t allow us to speak Chinese. In fact, it is not good to speak
Chinese at school, and we need to be accustomed to speaking English.

Researcher: Why do you say that?

Son 19: When we sometimes spoke Chinese at school, the teacher would comment that we only
know Chinese and don’t know any English. And the teacher would also inform the class
of the language that he expects his students to use.

Researcher: So, do you think speaking Chinese is not acceptable in schools and using it would
make the teacher unhappy?

Son 19: Our principal wouldn’t allow us to speak Chinese.
Researcher: Oh-?

Son 19: Our principal says this is Australia, so don’t speak languages other than English.
(Interview, 11/2017)

Children’s heritage language attitudes are significantly shaped by their social environment, especially
their school environment. As evident in Excerpt 5.17, the teacher’s and the principal’s voices, as
representatives of school authority, seems to convey and reinforce the inferior status of languages
other than English. Shaped by the ‘invisible language policy’ in school, Son 19 considered speaking
English as legitimate and other languages as illegitimate. Sentiments like this are echoed by Motaghi-
Tabari (2016) who postulated that “in this process of unification, the dominant language and culture
are imposed and inscribed as ‘legitimate’ while other languages are devalued” (p. 205). This is also
confirmed by D. Zhang (2008), who observed that in the US context “Children’s perception of the
heritage language being ‘useless’ reveals a lack of support for heritage language learning in an English-
dominant US society” (p. 123). This confirms the dialectical relationship between heritage language
and dominant language: “When schools devalue students’ first language and enforce English-only
policy it often results in students’ negative attitudes toward their first language and culture and their

rapid language shift to English” (G. Li, 2006b, p. 19)

The English-dominant environment largely shapes the children’s perception of Chinese as irrelevant
and useless in Australia. However, children’s actual language use in their immediate social
environment fosters their positive attitudes towards their heritage language. In my data, children’s
experiences of being a language broker positively contribute to their awareness of the usefulness of
the Chinese language and of the importance of maintaining their Chinese language skills, as evidenced

in Excerpt 5.18 and Excerpt 5.19 below:

Excerpt 5.18
Researcher : {R T ARBHAITIRREE ?

Son23 : PIET/NEHE—NMHUNBR, BEKREEERK, MAMETE, RERMERS
R, REZMHBZDFEA, Bakut, MEWAE, twEiHrs, HT
M3 Sk ER fil i3 .

Researcher : Ff RSP XREE, WEFHKN, AARETUBHELZHERN/ N .
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Father 23 : fhEIMWHA L FZ A, BANKMEMEY, AE— " FENREKE pizza
E—FARE FIREN, BLIRE, BSILBNAXRT EELE—FF, fib
AN REFE, BRI F T, BERAEMEIRT, RAESREIRIE
KART 4 pizza.

Researcher: Why do you think Chinese is important to you?

Son 23: | once met a Chinese-speaking child who started Year 7 in Australia. He could only speak
Chinese and didn’t know what he could do in school. Then one day the teacher was
looking for a Chinese student to help him and | came to help the teacher. He hid in the
toilet because he didn’t know any English, so | translated for him.

Researcher: So, you think Chinese is important and useful because you could help more Chinese
children?

Father 23: Son 23 did help quite a few people. One early morning, a Chinese auntie came to buy
pizza near our home. She couldn’t read the menu or speak any English. He went to
translate for that auntie. That happened around half a year or one year after we arrived
in Australia. After that, that auntie was very nice to him every time she saw Son 23, saying
repeatedly: Without you, | couldn’t buy a pizza. (Interview, 07/2018)

Excerpt 5.19

Researcher : R FIEREEN ?

Son26: EHEEM .. REE L, HEBNRE BIEBINFEANT, BREHPRLES
W, BRKMNARSU, FIETTUEE—TIT,

Researcher: Do you think Chinese is important?

Son 26: Very important ... And, sometimes when | meet some Chinese grandpas and grandmas,
| can be a translator and help a little. (Interview, 07/2018)

Both Son 23 and Son 26 argued for the value of their Chinese skills because these enabled them to
help their community. The sense of pride in being language brokers is also observed by Motaghi-Tabari
(2016), who found that children’s experiences of language brokering in many situations could instil in

them a sense of being needed and appreciated.

In fact, my data shows that the experience of being language brokers is associated with late arrival
age (i.e. arrival at and after age 9, see Section 3.4). The two children (Son 23 and Son 26) who
associated their positive attitude with language brokering experiences both arrived in Australia after
age 10 (see Table 5. 1). This may suggest that late arrivals tend to have better proficiency, which, in
turn, opens up more opportunities to engage in language brokering and similar practice
opportunities. This active language use creates a virtuous cycle with the added element that late

arrivals display greater awareness of the value of their heritage language.

In sum, the children’s perceptions of the relevance of learning Chinese (well) is significantly shaped by
their social environment and their experiences of language use. A few children feel learning Chinese is
an unprofitable task in Australia and that high levels of Chinese literacy are irrelevant in this English
dominant society. This view of Chinese literacy skills as being useless is largely due to lack of

institutional support. As Motaghi-Tabari stated (2017), “[i]n circumstances where communicative
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norms are constituted into a homogenised form, it comes as no surprise that children who do care
about belonging and acceptance, internalise and reproduce the underlying message that ‘to be an
Australian, one must speak English’”. However, there are children who appreciate their Chinese
language skills and their positive view is largely established upon their experiences of language use in
their immediate environment, particularly as language brokers. Children’s age of arrival is positively
associated with the view of Chinese as being relevant in their future worlds. Age is also relevant when

it comes to children’s view of learning Chinese as being an investment, as shown in the next Section.

5.5 Chinese as an investment
The view of Chinese as an investment is strongly correlated with late arrival age. Thirteen out of 32

focal children see Chinese as a profitable investment. Eight of these came to Australia after age 10 and
ten were above age 15 at the time of interview. These children have associated the importance of
Chinese with their career, economic and academic futures in Australia, both in China and in the global
world. This materialistic motivation for Chinese language learning constitutes the key impetus behind

these children’s desires for Chinese language learning.

Above all, Chinese is valued as a useful language in Australia, whether from the point of view of career
development, economic benefits, or academic advantages. For these children, the Chinese language is
valorized for the currency it holds in the envisaged future job market, and is seen as a rewarding

investment with desired economic returns and/or career opportunities later in life, as Son 23 indicated

below:

Excerpt 5.20
Son23-;[jib){ N E /\translator R EPIF I ... Ytranslator 20 Y ...
XEFHREZ AT EX A translator, P AL IABER £ %% .

Son 23: | also want to be a translator in the future, that is to translate Chinese into English ...
My mother advised me to be a translator...Here many people need a translator, so, |
could make a lot of money. (Interview, 07/2017)

Across the data, quite a few children such as Son 23 above constructed their Chinese language desires
upon the envisaged economic and/or career returns, or regarded their efforts expended on learning
Chinese as rewarding when their acquired proficiency had translated into extra job opportunities or
school credits. “CHL proficiency has been explicitly associated with extra job opportunities, and is
ultimately convertible into economic capital” (Mu, 2014b, p. 485). The importance of Chinese for

future career possibilities in Australia is also associated with the rising power of China:

Excerpt 5.21

Son16: ¥J, INADIBHEEERN, FAMNENIESE, RUESHRI RN —1TES -
AR EELEN P CE IHERIAH, PEBRERXT, WEXIERLRER
PN
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Son 16: Yeah, | think Chinese is quite important because | might use another language like
Chinese in my future work... Besides, both my parents and my Chinese teacher told us
that China is to be more powerful, so the Chinese language will be more useful.
(Interview, 07/2017)

In Excerpt 5.21, learning Chinese is seen as key to accessing broader employment markets, and the
prospect of Chinese proficiency seems to be promised by the increasing influence of China. This view
of maintaining the heritage language relative to the power of a country resonates with the prevalent
language ideology held by participating parents, who frequently valorize the capital of Chinese based
on the socio-economic power of China (see Section 4.2). Meanwhile, with respect to the view of
Chinese as an investable asset, children such as Son 23 in Excerpt 5.20 and Son 16 in Excerpt 5.21 seem
to be influenced by the pragmatic language attitudes of their intimate and immediate social circles,
such as their parents and/or teachers. In this regard, “motivation to learn, use, and retain HLs,
therefore, is highly mediated, by one’s social networks (family and peers) [...] and by the ideologies

surrounding those languages in learners’ worlds” (D. Li & Duff, 2014, p. 233).

Given the current maturity in the age of most of these children, the value of Chinese seems to be more

tangible in their immediate job environment rather than in the distant future:

Excerpt 5.22

Daughter 28 : EFR [ INEXNEXNKMNERLY, BEEAEYN, RAMNEEEAZILEMN,
ARMAEMAI— project, FINKEMMEITAIZ Asian market Wi, hHFK
M — B ERTR. EEFERPXNE BEEhLESEEYN, tuREFE
HEZEM,

Daughter 28: | think Chinese must be beneficial for my career one day, though it is not clear how
at the moment. For example, my boss targets the project | am working on at the Asian

market and one of our clients is in Hong Kong... so the ability to read Chinese will
definitely be helpful if  am on a business trip to Hong Kong. (Interview, 06/2018)

In fact, job opportunities emerged as a strong incentive to (re)shape children’s heritage language
attitudes and modify their language practice, as they grow older. Some of the young adults | spoke to
confessed that when they were small, they had not seen much use for Chinese in their social networks
and had not appreciated their parents’ efforts regarding Chinese heritage language maintenance
either. However, they had started to take an agentive role in learning Chinese in their young
adulthood, when they perceived the currency of Chinese emerging within their immediate

employment market in Australia:

Excerpt 5.23

Mother 14 : K F)x B HANSEINLIENIE, IR proud SIER R A EMEE
K3, E—NMRGES, FRE-NHFEZABIARNEDFAL, FTEEL
=, BOIRZERELRMENESHF N, WRBSHHFI AREKMH, B
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7, BEATFRIRIRIERZAXERXAEH, i, REARRKRERT 7 it
W, W, EBEBEBARIKRE—NER.

Researcher : E M _F— X TEZ 7 ihiXFh proud R, BIRBHEAITEFEGESK?

Mother 14 : FI, B, KA, B, XIEUFTARLEGEZ»BIHKR T, X FIRE
T, ETUEARERGREFE, B, XPMNEFTARR T ATAEXMEH? A4
RXEEH P XN A BROEBER,

Researcher : #th 515 0] 8B )N IB L 2 H ARY 7

Mother 14 : X,

Researcher : JRKK/\EHMEEUMAAR—HE 7 (5KX)

Mother 14 : R 2X#, REER. (K)

Mother 14: Daughter 14 rarely had opportunities to speak Chinese outside home. The first
time she was proud of her ability to speak Chinese was during her veterinary internship
on a farm. There was a Chinese client who wanted to buy their milk and called on the
phone. That farm owner asked anxiously: “Who can speak Chinese?” She said she
could. When she came back home, she said to me: “I now realise how sensible you are
to have made me learn Chinese.” | asked: “Did you help the farm to deal with some
business?” she said: “Yeah, | helped our farm to successfully negotiate some business.”

Researcher: Since she experienced that sense of pride from work, did she ever feel like wanting
to learn more Chinese?

Mother 14: Yeah, yeah, she did. After that, she dug out those magazines, Reader, | bought
before and started to read again. When she got some words that she didn’t
understand, she came to ask me the meanings, like “Why is it said in that way, why not
another way?” This time she did Chinese from her own will.

Researcher: She might think Chinese might be useful for her.

Mother 14: Right.

Researcher: This is different from being pushed by you when she was small? (Smile)

Mother 14: Sort of like that. Very interesting. (Interview, 05/2018)
In the interview, Mother 14 recalled the hardships she faced in encouraging Daughter 14’s Chinese
language maintenance and Daughter 14’s objection when she was sent back to China to learn Chinese
for a period of six months. It was not until Daughter 14’s internship in Sydney that she began to
appreciate her parents’ previous efforts. Now, her mother is proud to report that she has been offered
a continuing position after her internship, in part due to her ability to speak Chinese. She enjoyed her
daughter’s belated sense of gratitude for having been made to study Chinese when she was small

(Fieldnotes, 11/2017).

Chinese heritage language learners’ motivation to learn Chinese is not fixed but shifts over time (Mu,
20154, p. 55) and the transformation of heritage language attitudes is significantly facilitated by the
“perceived usefulness of the language career-wise”(Mu, 2015a, p. 54). Many heritage learners
reported that learning Chinese was once an unpleasant activity forced on them by their parents,

while later they considered Chinese learning a wise and worthwhile investment (Wong & Xiao,
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2010). Career opportunities accessible to children in Australia may reverse their previous unfavorable
attitudes towards the heritage language and this is also present in wider diasporic discourses, as
remarked on by a parent | happened to meet in a café:
Excerpt 5.24
Parent: Our first child’s Chinese is a little better (than the other children’s). He can speak
Chinese but doesn’t really know how to write. It is not until now that our first child
realizes how important Chinese is.
Researcher: Why?
Parent: He studied law and works in a firm. They have a lot of Chinese clients. Now he thinks

Chinese language is important, and he works hard to learn Chinese. (Fieldnotes,
06/2017)

Across the data, it is often the young adult children or high school children rather than the primary
school children who associated their motivation of learning Chinese with the pragmatic benefits such
as economic returns and career prospect. As Little (2017) pointed out, “[a]t primary age, children may
struggle to identify with a pragmatic need to learn the heritage language (e.g. future employment
opportunities)” (p. 12). However, the possibilities for career advancement connected with the
development of Chinese, which become more apparent in adulthood, and which had been strongly
highlighted by their parents, activate their agentive desire to invest in the learning of Chinese, as
shown in Excerpt 5.23 and Excerpt 5.24. Thus, language learning motivation is always dynamic,
situated in “changes in language behaviour of subjects” (Puigdevall, Walsh, Amorrortu, & Ortega,
2018; Pujolar & Puigdevall, 2015, p. 168), and thus is subject to “changes as new visions of oneself and

one’s future possibilities in the world unfold across time and space”(D. Li & Duff, 2014, p. 233).

Besides career opportunities and economic benefits, academic benefits, such as children earning credit
for Chinese within mainstream schools, may also contribute to (re)shaping children’s Chinese heritage
language attitudes and reinforce their commitment to the learning of Chinese (see Section 7.3 for

details):

Excerpt 5.25

Mother 16: i Kt — BEA R Fh S0, —H 2, e ok iR G,
fibEE Qs LR 7, AR B O oGatT, RJE A TR
EEE% %ﬁiﬁﬂz?/‘ﬂﬁuﬂhﬁ NEUELF RN, AbEE S — A AT, A SCAE

PRI, AARE HD UREENS ? 2 —TH) HD BtRefCf R 042 2. fil

fE EAS term, iR BE, A AR XA OO IBE T, AR XA HD.
fIE = FNEKR, B, &, ARG M — T SR sl e, FATEH R T,

Mother 16: After that, he didn’t want to go to Chinese language schools until he was in high
school, when he chose Chinese courses. This time, he wanted to learn Chinese on his
own. He felt his Chinese was good in high school and he was allocated to a higher-level
class after a small assessment. You know, he wanted to get that HD [high distinction] in
the Chinese course. You know, even only getting HD in one subject could improve the
final mark a lot. Last term, he said to me that he wanted to have Chinese language
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tutoring in Chinese language schools. He really wanted to get HD in the Chinese course.
Now he voluntarily asks me to test his Chinese language, saying, ‘mom, can you test my
Chinese vocabulary, we are having an assessment soon’. (Interview, 07/2017)

As the Chinese course is embedded in the school/university curriculum of Australia, children’s Chinese
competence becomes “a recognised asset with legitimised value” (Mu, 2014b, p. 487). For children
with a certain level or good foundation in Chinese, such as Son 16 in Excerpt 5.25, when they see their
heritage language competence is recognized by schools and can be translated into credits, the value of
their heritage language seems to be enhanced, and in order to maximise the cultural capital embodied
in credits, their motivation to learn Chinese is significantly strengthened. As Mu (2014b) stated,
“[t]hese credits symbolise a cultural competence and confer participants a conventional, constant, and
legally guaranteed value with respect to Chinese language or ‘institutionalised cultural capital’ in
Bourdieu’s (1986) term” (p. 485). For school-aged children, favourable language attitudes and policies
adopted by schools/institutions with regard to their heritage languages play a crucial role in facilitating
their commitment to heritage language learning (Chen & Zhang, 2014; D. Li & Duff, 2014; LG, 2014;
Mu, 2014b, 2015a).

Academic benefits, particularly those embodied in school credits or bonus marks, concurrently hold a
strong appeal for school-age children and it is generally their acquired/prior knowledge of Chinese that

makes them see Chinese as a promising subject for enhancing their academic performance:

Excerpt 5.26
Daughter 22 : HRFBEILFNIERT, BXE—EEFH, TmIEEARKGTHM
TREF.

Daughter 22: In high school, we have Chinese subject and my Chinese is always good. It might be
my good Chinese performance that inspired me to continuously learn Chinese. (Interview,
05/2018)

Excerpt 5.27
Son 26 : RIEEFERFREMD, REFREEBREM T,
Son 26: With Chinese competence, | could get bonus marks in HSC and | might get extra marks
in many other things. (Interview, 07/2017)

Excerpt 5.28

Daughter 27 : HSLHRILX [ TIRFBER A TH D, FAERABREMNSR EFHNH R,
A B Chinese background speaker &£ supposed to be —MEXMEMRIE, #IEXE.,

Daughter 27: [When in the high school] | chose the subject [Chinese] for the purpose of
increasing my overall marks, not because | like the Chinese language course. This is

because the ‘Chinese background course’ is supposed to be a difficult subject, very
difficult. (Interview, 05/2015)

The “reciprocal relationship between ‘capital’ and Chinese heritage language proficiency” found in
Mu’s research (2014b, p. 477) is also evident in my research. Firstly, it is this accessible cultural capital

represented in credits that provides the platform for children to make use of their prior proficiency in
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Chinese. Children’s improved proficiency in Chinese, in turn, makes it possible to produce more
academic capital. Mu (2014b) found that “cultural, social, and symbolic capital positively contributes to
Chinese Australians’ Chinese heritage language proficiency, which, in return, produces profits in

I”

different forms of capital” (p. 477). Thus, these children’s acquired proficiency in Chinese, which may
be initially encouraged by academic advantages in schools, constitutes a sound foundation and a vital
motivation for their sustained learning of Chinese at the university level for the purpose of their career

planning:

Excerpt 5.29

Daughter 22 : F R F AR BARKE ML, FBEHEERH SR SFEEZME DT E
0, REEZM VRFBEEF T, RFERFHE, —IPREHFX, —MEE
Tre BMEARFEBREPXMBE, PXEXWAHAN, AFEFT ...

Daughter 22: As early as | was in high school, | had a plan for my future. | wanted to be a
teacher, teaching Chinese and economics. So, the courses | chose in my high school
were based on my HSC subjects... now | take many Chinese courses in my university like
classical Chinese literature and ... (Interview, 05/2018)

Excerpt 5.30

Daughter 29 : JBXN R AR LIEREE, HEKRFELAKIEAZE Pharmacy, BRI KN
BANXTFARE, BIMEERBELT LT, HP— major EIIEHRE, EIME
BEUNIE,

Daughter 29: Chinese is quite important for me. In the university, | majored in Pharmacy, but
this was too difficult for me. Now | have shifted to education, and one of my majors is
Chinese education, because | want to teach Chinese. (Interview, 07/2018)

Excerpt 5.31

Son31: JUEMEEREE BXAREMIUREM, HRMEBEFXED, HFEEH HHEX
MR, RSIEREREEXTEEM.

Son 31: Chinese is still very important for me. | have a very clear plan for my future: to be a

Chinese and math teacher in Australia. So, the activities | choose to participate are
mostly related to the Chinese language. (Interview, 05/2018)

Across the data, the majority of these children who consider Chinese as an investment can be considered
as high-level users of the Chinese language, as indicated both by their age of arrival and also their
experiences of Chinese learning in Australia. All the children in the above excerpts (between Excerpt
5.26 and Excerpt 5.31) came to Australia at/after age 9, had been learning Chinese through their high
school age in their migration context, and then chose Chinese language as one major in the university.
These children’s active role in learning Chinese, besides their affection to Chinese, is largely prompted
by the easy marks and/or perceived utility of the language career-wise. Children’s agentive force, though
spurred on by “institutionalized” cultural capital (Bourdieu, 1986, p. 243), such as credits and credentials,
is founded on their prior knowledge of Chinese and strengthened by their current or continuous

achievements. A person’s current effort and achievement is always the foundation upon which further
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improvement can be made (J. Wang, 2012, p. 72). Children’s prior knowledge of Chinese and Chinese
learning experiences in Australia significantly contribute to the prospect of being long-term language
users and then of a good mastery of Chinese in professional and vocational domains. Thus, Chinese
language proficiency, particularly high levels of proficiency, is no longer considered as a bonus that is

nice to have, but as the requisite that they should have for their career orientation.

Chinese is not only a useful language in Australia but is also valued as a profitable language for career
pursuits in potential return migration or in the global world. For these young adults, the value of
Chinese as an investment is no longer confined to the Australian job market, but extends to the

growing market of China and the broader global space that Chinese offers:

Excerpt 5.32
Researcher : ;XiEF A ?

Daughter 27 : JEH AT A. . BUEERE. BEXNTUHEN T UEEREE, HIIA
EE’J MEAZRHAMZIE TR | MEREHEAILEXD HI'TE’] & o 72N
DI, MBORAXNT W XANTE, B4 j(stable 7, MARESHAK,
ﬁﬁﬂha’ﬁ — sparkling BB MRS, ERVJRERNESZIERN, REEMTH
HBTET . ﬁﬁﬂ?ﬂz’ﬁl_i%ﬁ IEIIF@EE mternatlonal teachers, REHX S
WHX, AXERSHREE, EELETREA—HT, BEREARISEES,

Researcher: Is Chinese useful?

Daughter 27: It is of course...l will go back to China. Why | choose this [childhood education] as
my major is for the consideration of my future development in China, and | am serious
about it. Now China has released the two-child policy! | plan to set up kindergartens in
China. Because in the field of childhood education of Australia, everything has gone
stable, it is very competitive, and it is hard to produce new and bright ideas. But your
idea in Australia might become the shiny star in China. Also, | am already an Australian
citizen, and | will be considered as an international teacher when | am in China. In
addition, | can speak Chinese. | am an ordinary person in Australia, but that might be
different if | return to China because there are a lot more chances for career
development in China. (Interview, 05/2018)

Excerpt 5.33
Daughter 30 : JXiBEE AN, BB EIEFELRRE REBINELEEREDTERX—
B, ERPXEEHNSE LT,

Daughter 30: Chinese is useful because going back to China to develop my career is still within
my consideration. Even though | might prioritize international careers, Chinese is also
definitely beneficial. (Interview, 05/2018)

In the Excerpt 5.32 and Excerpt 5.33, China constitutes the intended or possible destination for
children’s own career development, so proficiency in Chinese is of vital importance to keep the option
of their return migration for career pursuit open and/or optimise their envisaged international careers
in broader global world. In fact, most of these children who strongly desire to avail themselves of their
Chinese skills as a profitable investment are young adults who are university students or graduates and

migrated late. These children, compared to a number of younger children who emphasize the
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irrelevance or uselessness of Chinese in Australian contexts, are more aware that their Chinese
language proficiency will translate into valuable currency in their future education and careers. In this
vein, they are more likely to identify with their parents’ heritage language ideology and global vision,
which sees the benefits of the material value of Chinese for children’s future trajectories on both sides

of the world, China and the western world, particularly Australia.

Throughout the data, it is not surprising to find that children’s instrumental motivation, which sees the
heritage language as an investment, is strongly associated with their age of interview and age of
arrival. The latter in turn is strongly associated with their Chinese proficiency, whether it be orality or
literacy skills. In other words, given the necessary skills needed for these emergent career
opportunities and academic betterment, the job opportunities, school credits and credentials become
realistic, ‘visible’, accessible and meaningful for children with certain levels of acquired expertise in
Chinese, which may be predicted by the duration of their stay in China. Thus, these children’s
instrumental motivation, though facilitated by pragmatic factors such as job opportunities and school

credits, is grounded in their prior knowledge of Chinese.

In sum, job opportunities, economic benefits and academic advantages are a key impetus which drives
children’s own desire for Chinese language investment. Above all, children, particularly young adults
who migrated late, see proficiency in Chinese as opening up career possibilities, which are convertible
into economic capital, and promised by the increasing influence of China. They believe Chinese is a
useful language to advance their careers both in Australia and in the global market that Chinese offers.
They also, at times, orient their career and economic futures in the growing market of China.
Children’s view of Chinese as an investment is closely associated with their age of arrival, age of
interview and their language proficiency. Besides, children’s favourable attitudes and engagement
with the learning of Chinese are significantly based in their recognition of ‘institutionalized’ cultural
capital such as credits and credentials which can be acquired by the attainment of certain levels of
proficiency in Chinese. On the basis of these, their sustained learning of Chinese is further spurred by
the necessity and perceived usefulness of Chinese career-wise. At the same time, “[l]Janguage learning

motivation is also temporal and situated, and thus subject to change as new visions of oneself and

one’s future possibilities in the world unfold across time and space” (D. Li & Duff, 2014, p. 233). In

other words, children’s previous unfavourable attitudes towards the heritage language may be
reversed when the instrumental value of Chinese emerges in their institution and/or work
environment. In short, language learning motivation is constructed on children’s prior experiences
with Chinese learning, mediated by the ideologies and resources in learners’ intimate and immediate

worlds, and significantly empowered by economic possibilities in the future world.
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5.6 Chinese as a marker of ethnic identity
Another theme in the data is the association between Chinese maintenance and ethnic identity.

Similar to the findings described so far, there emerged a noticeable difference in identity perception
related to age of arrival. Most children who regard Chinese as a marker of ethnic identity are late
arrivals, while early arrivals generally do not associate their ethnic identity with the Chinese
language. The children who view the Chinese language as an intrinsic part of their Chinese identity
speak Chinese habitually and have high levels of Chinese proficiency, while the children who do not
see a strong connection between Chinese and ethnic identity habitually speak English and have limited

skills in Chinese.

The idea of a language-identity link is strongly voiced by late arrivals. These children have

constructed fluency in Chinese as fundamental and essential to their Chinese identity:

Excerpt 5.34
Son26 : BRX1A (FJE) PE/NEZ, JLFHEASRHIX.
Researcher : {R17iX i A E/NEZASIHF I ?
son26 : 1R, JLFERFKKIAAIRMEER R, it P AR E, MITIEHIFIRIEEX,
BREERERE A
Son 26: But Chinese children in Sydney can hardly speak Chinese.
Researcher: Oh, you mean Chinese children here don’t know how to speak Chinese?

Son 26: Yeah, when they spoke to me, they spoke almost all English. | spoke Chinese to them,
but they said, “Please speak English”; so, | retorted “Aren’t you Chinese?” (Interview,
07/2018)

Excerpt 5.35

Daughter 29 : R MR XEZRFAEH AR, REHLERERMAXIBLHIXHLT,
JRRMEIIHMELRBEL 7. ERR—EREEEEINPENXL, ®H—FH
A keep FEXMXIE, hFENIENIE, RERESBEEBCEFTEA.

Daughter 29: Those who couldn’t speak Chinese fluently and have fitted more into Australian
culture might have drifted away further, but | still feel | am Chinese because | am

attached to Chinese culture, have maintained the skills of Chinese, and | keep learning
Chinese. (Interview, 07/2018)

In Excerpt 5.34 and Excerpt 5.35, Chinese language and culture are foregrounded as the fundamental
and central constituents of being Chinese. Daughter 29’s sense of being Chinese is largely based on her
proficiency in Chinese, her favourable attitude to Chinese culture and her continuous Chinese
language practice. Both Son 26 and Daughter 29 problematized the legitimate Chinese identity of their
peers who could not speak fluent Chinese. This strong sense of language as identity is consistent with
Francis, Mau, & Archer’s research (2014) on students from Chinese complementary schools, where
“speaking Chinese was ... intimately related to their ethnic identities” (p. 209) and “identity emerged

as a key motivation for learning Chinese” (p. 208).
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Furthermore, non-fluency in Chinese or an English-speaking habitus attracts the label ‘ABC’, and
authentic Chinese identities are frequently challenged and problematized. Among these children who
reported that Chinese was one of their habitual language(s), or their only language, ‘ABCs’ were the
‘other’: Chinese children who had migrated early, lacked Chinese language skills and spoke English

habitually with co-ethnic peers:

Excerpt 5.36
Researcher : {RFIFIAEY ABC, {REEATENX IR ?

Daughter 24 : 7EiX H 4 —HE| KM F %13k Z B #BE ABC,
Researcher : fR{RIXF/NFIUFELITFRA ? (K)

Daughter 24 : Fi <2 ABC, HHART ABC, WEXMAEMNZIEEEA LI EN. (K)
KEILAEBEM.

Researcher : ABC th 2 & A,

Daughter 24 : (B2 K84 ABC B AHHX, FXAEREF, BREASUMINIFTEA, b
HE, BEER BBNIXEIEEESEN, EEHEEMN. BHiEPXH. . K
RTEY/ NS4 K Ep#B= ABC, MR UIIER, ﬂtﬂ]fﬁ—I%“é/x\wﬁ/ﬂlm,
BN AENIE . NERERRBESRE — A ABC [ERERIRFHINIER.

Researcher: How do you define ‘ABC’ you just mentioned? Do you mean the Australian born or?
Daughter 24: Those who were born here and came around age five are both ABCs.
Researcher: So how about children who came here in year 4, like you? (Smile)

Daughter 24: | am not ABC. | am not qualified. People like me are yellow both on the outside and
the inside. (Smile) My inside is not white.

Researcher: ABCs also have yellow skin.

Daughter 24: But most of them don’t speak Chinese or can’t speak Chinese well, so they are
called banana people. That means they are yellow on the outside but white on the inside.
But people like me look yellow on the outside and are also yellow on the inside. We
speak Chinese.... When | was in the primary school, most of the students were ABCs.
They didn’t speak Chinese to each other. Hum, they might speak Chinese at home, but
they never spoke Chinese in school. In the primary school, there were occasionally one
or two classmates who could speak Chinese. (Interview, 06/2018)

In Excerpt 5.36, besides age of arrival, Chinese language fluency and language habitus are constructed
as key markers of ethnic authenticity and the concept of ‘ABC’ further illustrates the symbolic power of
the Chinese language as a measure of Chinese authenticity and legitimacy. From Daughter 24’s
perspective, besides age of arrival, ‘not speaking enough/good Chinese’ with co-ethnic peers attracted
the ABC label. They are not seen as authentic or full Chinese and are rather seen as ‘bananas’ (‘yellow
on the outside and white on the inside’ as defined by Daughter 24). This metaphor echoes the
application of “the concept of the ‘banana’ to describe the “BBC”, the Chinese-British who do not
speak Chinese (Francis et al., 2009, p. 530; Francis et al., 2014, p. 211). In my interviews, the group of
Chinese-speaking young adults constantly referred those English-speaking Chinese children as ‘ABC’. It

is interesting to note that ABC is never mentioned by young children or children who are habitual
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English speakers. In other words, those children, who habitually speak English to their ethnic peers,
seem not to be sensitive about the term ‘ABC’, as shown from the private conversation between Son

31, my daughter and I:

Excerpt 5.37
Researcher: Who is this ABC you referred to?

Son 31: Like your Daughter, come here at about her age [My daughter came to Australia at age
nine], so she is an ABC. (Smile)

Researcher: Are you an ABC? (Turning to my daughter)
My daughter: What? (Confused)
Researcher: Do you know what is called an ABC?

My daughter: Do you mean the ABC Kids ['ABC’ also stands for ‘Australian Broadcasting
Corporation, and has a children’s channel names ‘ABC Kids’]? (Confused) (Fieldnotes,
09/2018)

In addition to ethnic embodiment, the importance of Chinese as identity also centres on the value of

Chinese as valuable heritage:

Excerpt 5.38
Researcher : {3 {4 REIEIESICHT ?

Daughter 17 : A8, AAXEHMNEE, MEFENIMNXFHEESKHE,
Researcher: Why don’t you want to lose your Chinese?

Daughter 17: No, | don’t want to because it’s my mother tongue. Besides, the Chinese character
is a great thing. (Interview, 06/2017)

Excerpt 5.39

Researcher : R AT AREXIBEEEN ?

Son26 : —EERIEE BAEST, BREFEENFEHBENET, XRESANFED
AHMERET, BEAFT .

Researcher: Why is Chinese important for you?

Son 26: One is that Chinese is my mother tongue, and | shouldn’t forget it. If | can’t recognize any
words when | go back to China, if | can’t read the menu in a restaurant, that is so bad.
(Interview, 07/2017)

In particular, the linguistic, cultural and aesthetic value— the beauty of Chinese is referred to as a

constituent of children’s heritage language learning motives:

Excerpt 5.40

Researcher: 1X2 24 DURARERPUE ML Z IR ZE IR, 2RO B —E NN PGSR E 2
N2 32 2

Daughter 22: AR B XK, BN DOEAEF 5L, JCHR . flify Lo ff Bl 4
[y, FAAFIECRIEA IR, W, T H S SO R A R S SO, LE P IR I
LEW R o] 3 o R | =S A € S /= S T SR 2 A A 7 5 R R & = s

Researcher: You had a very close contact with Chinese language all through these years. Is it
because Chinese is very important to you or?

Daughter 22: | just love it because | think Chinese is a very beautiful language, especially the
classical texts. There is something like your subtle emotion, which | think, is beyond the
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expression of English. Even the advanced English, like in Shakespeare stuff | learned in
high school, is not interesting. And English poems are not interesting, either. (Interview,
06/2018)

In fact, the degree of appreciation of Chinese is dependent on children’s proficiency in Chinese. Given
Daughter 22’s sophisticated knowledge of Chinese, her desire for Chinese language maintenance is
largely associated with its perceived linguistic, cultural and aesthetic value, viewed as “a very beautiful
language, especially the classical texts” to convey “subtle emotion”. With a comparison to Shakespeare’s
work and English poems, the linguistic-cultural value of Chinese is highlighted as a reason for the

appreciation and maintenance of Chinese.

Moreover, Chinese heritage culture is valued because it has given children a sense of worth which
nourishes and shapes their philosophy of life:

Excerpt 5.41

Researcher: R A4 Ut IEXT T RAG N AR S EWE ?

Daughter 29: RICIFPUER T A, BHRMEEHAREEZH, HLFHERZW
TEFRLETL high school FIIHiE, Year 11, Year 12 H syllabus i+ HI N A w25 oA
IRRBIHEE), FRAEBHBRZMEN. NV AP, EH AP belonging,
AR AP ARV, XA AR KR FOFESETE R X B English “F#HIN
BEMBA FIX A ZTEH .

Researcher: Why did you say Chinese is very important to your life?

Daughter 29: | think Chinese, different from English, teaches us more and broader philosophy.
For example, when | took a Chinese course in Year 11 and Year 12, the content in the
syllabus was of great help to me because it refers a lot to life attitudes and values as well
as the sense of belonging, which benefited me a lot, but | didn’t learn such things from
the English courses. (Interview, 07/2018)

For those young adults, Chinese is also seen as a valuable heritage that should be passed on to future

generations:

Excerpt 5.42

Daughter29: FKIHERIK LA Mandarin, FKEER U Cantonese, AT LAFR DL S5 AR X AL 1) 7
KAFZ T, M PAES AU, REAEIR LS EAT UCRBOXAS, BN AL
FAh AT N .

Daughter 29: My mother speaks Mandarin to my sister and my father speaks Cantonese to her,
so in the future | also want to teach my own child that way, so he/she can speak two
languages. | think | am able to adopt this strategy because my fiancé is from northern
China [People from northern China are generally considered as Mandarin speakers with
standard or desired accents. Daughter 29 is from Southern China and can speak
Cantonese]. (Interview, 07/2018)

Excerpt 5.43
Daughter 28: LHi73 LU X RAKKZ 7, FCB R EE, R E LB IR] E 4
JUFRXFET

Daughter 28: | think for my future children, Chinese is also very important. | even thought of
sending him back to a school in China for a few years. (Interview, 07/2018)
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As mentioned above, for the children who migrated late and/or have high levels of Chinese
proficiency, the Chinese language is foregrounded as being undeniably essential to being Chinese.
Limited Chinese skills and English-speaking habitus are problematized by them for their ‘inauthentic’
representation of Chinese identity. However, the early arrivals, who normally have shown limited
proficiency in Chinese, tend to demonstrate a differentiated perception about Chinese identity and
Chinese language. It should be admitted that the issue of identity had not been put into the agenda for
all the early-arrived children in my research because many of them were still of primary school age at
the time of interview. Across the data, though, quite a few early arrivals still displayed a favourable
attitude towards their Chinese identity and admitted that Chineseness is a part of their identities, but
that their construction of Chineseness is not necessarily built on the Chinese language:

Excerpt 5.44

Researcher: | found you girls have more Chinese friends than white friends or friends from
other countries?

Daughter 7: Because | feel more accepted for who | am when I’'m hanging around with like
Chinese friends because if they say something in Chinese like oh | had /& (dumplings)
last night then | understand oh okay, you had % (dumplings) last night. But if I'm
talking to like someone that was born here and | said oh | had £ (Chinese steamed
buns) last night they’d say what’s U, -7? What’s this? What’s that? I'm like | have to
explain it and sometimes they would judge me for my looks and for my traditions
because how like Chinese people are different to Australian people and like how Chinese
people don’t celebrate Christmas or like they think that we take New Year too seriously.
But when I'm with like Daughter 12 and Celia [her Chinese classmate], | feel
understanded [Sic] for who | am, and they would understand my problems better than
like Australian people would. So yeah. (Interview, 05/2018)

Excerpt 5.45
Researcher: Oh, why do you like Chinese festivals more than western festivals?

Son 8: | feel more belonging.

Researcher: s it because you still feel you are more Chinese?

Son 8: Yeah. (Interview, 07/2017)
| observed that whenever Daughter 7 spoke to her mother, she frequently needed to resort to English
to articulate her thoughts. Son 8 told me that he dropped Chinese class in high school because it was
too difficult. For the English-speaking children such as Daughter 7 and Son 8, their limited Chinese skills
did not preclude their identification as being (partly) Chinese. However, when they talked about their
Chinese side, these English-speaking children rarely referred to their heritage language, but frequently
resorted to a range of other things such as the sense of being accepted, consumption of food and
celebration of festivals, as shown in Excerpt 5.44 and Excerpt 5.45. This identity representation resonates
with Mau’s(2013) research on British-Chinese children who couldn’t speak much Chinese. In Mau'’s
research, many children with limited Chinese fluency frequently constructed their sense of Chineseness

through a range of cultural practices, such as the habit of eating Chinese food, the celebration of Chinese
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holidays and festivals, Chinese home background, and the viewing of Chinese movies. Following
Bourdieu’s concept of habitus, Mu (2014a) interpreted that “[t]his habitus of Chineseness represents a
system of dispositions embodied in Chinese Australians’ shared tastes, behaviours, values, and way of

life (p. 500).

Though without fluency in Chinese, these children still display varying forms of attachment to their
Chinese identity. However, their multi-layered sense of Chinese identity is not necessarily related to the
Chinese heritage language, nor is it related to China as their ethnic homeland, but more to their state
of mind:
Excerpt 5.46
Daughter 10: | think- um - | am still Chinese (hesitating). But | don’t have a strong attachment to
China, | don’t think China is my home, but I still want to visit China, there are good food

and restaurants there, and fun activities, but | don’t want to live there. (Interview,
10/2017)

In the interview, it was noticeable that when Daughter 10 was asked about her identity, she
demonstrated an evident hesitation and uncertainty, though she ultimately identified herself as being
Chinese. Meanwhile, Daughter 10’s identification with being Chinese draws on her childhood
memories back in China, such as there being “good food and restaurant’ and ‘fun activities’ there,
rather than on the fluency of Chinese and attachment to China - the core elements of being Chinese
for the late arrivals. In fact, Daughter 10 had limited experience of learning Chinese and | observed
that her Chinese skills were not sufficient to conduct her daily communication with her parents.
Daughter 10 also told me that she had only been brought back in China once during the 13 years of her

stay in Australia.

In sum, many of these English-speaking children, most of whose education has been in Australia, still
identify themselves as Chinese or partly Chinese, but display a multilayered sense of Chineseness or
claim their Chineseness with a sense of uncertainty. For them, “to be or not to be a Chinese” becomes
“a state of mind, a self-perception” (Shen, 2001, p. 125). This resonates with the hybrid Chineseness of
Chinese migrants from South East Asia in Shen’s (2001) research, where their sense of being Chinese
mostly related to reminiscences of childhood, family members, festivals and food, and transcended

the conventional notions of Chineseness which centred on the ethnic language and homeland.

In effect, the identity expressions of early arrival migrant Chinese children in Australia seem to be
relational and contradictory. That is, on the one hand they embrace their Chinese identity and on the

other hand they tend to ignore, or are reported to ignore, their Chinese identity:
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Excerpt 5.47
Daughter 7: If they [my parents] weren’t Chinese and my family weren’t Chinese they wouldn’t
exactly mind if | don’t want to learn Chinese because they wouldn’t get the point of me
learning Chinese and I’'m pretty much just — I’'m Australian. (Interview, 05/2018)

Excerpt 5.48

Researcher : B{RH1E, HTMMS IR, BAACER 1S FT, HEADLEERS
fbFy T /B R FE & Chinese —L£ A2 FZ Australian —LE0g ?

Mother 8 : I EIFIR, FEFBNRzEHEHE, AMbANMAYE Australian, 2 B BAAN5H
B, F2HE, ER2F7T, BNAEAT, FHEBT, fhthxiihERMN
i, EXMSIAAthE—EMA, BE2tEtrREFE.

Researcher: Son 14 came here at age four and a half and now he is going to be 15 years old. So,
do you think he feels he is more Chinese belonging or Australian belonging now?

Mother 8: Let me tell you, when watching Olympic games, he cheers for Australia, not for
China. But when the Australian team is not there, he cheers for the Chinese team.
Actually, he thinks he is Australian, but his root is in China. (Interview, 07/2017)

Children’s diasporic identities are contradictorily constructed and contextually negotiated, as evidenced
by Daughter 7, who actually articulated and favoured her Chinese identity with regard to the food culture
(see Excerpt 5.44), while identifying with her Australian identity as far as the home duty of learning
Chinese was concerned (see Excerpt 5.47). Daughter 7 might consider her Australian identity as a
legitimate reason for her not to learn Chinese. With reference to home cultural practice like festival
celebrations, Son 8 claimed he was more Chinese (see Excerpt 5.45), but watching Olympic games
seemed to activate his pride as Australian more than as Chinese (see Excerpt 5.48)128. In this respect,

diasporic identities, such as the sense of Chineseness among these Australians, are never static or fixed.

In addition, compared with Chinese speaking peers, the English-speaking children, most of whom

arrived earlier, are more likely to exclude their Chinese identity:

Excerpt 5.49
[Son 25 finished year 4 in China and had been in Australia for 15 years]

Mother 25: He has one Chinese friend and they can both speak Mandarin and English. Son 25
basically doesn’t really enjoy being with Chinese(D. Zhang & Slaughter-Defoe)(D. Zhang
& Slaughter-Defoe)(D. Zhang & Slaughter-Defoe)(D. Zhang & Slaughter-Defoe)(D.
Zhang & Slaughter-Defoe)(D. Zhang & Slaughter-Defoe)(D. Zhang & Slaughter-
Defoe)(D. Zhang & Slaughter-Defoe)(D. Zhang & Slaughter-Defoe)(D. Zhang &
Slaughter-Defoe)(D. Zhang & Slaughter-Defoe)(D. Zhang & Slaughter-Defoe)(D. Zhang
& Slaughter-Defoe)(D. Zhang & Slaughter-Defoe)(D. Zhang & Slaughter-Defoe)... they
don’t share the same culture because his culture is Australian culture, the American
culture, the western culture. He doesn’t really enjoy Chinese culture. (Interview,
05/2018)

Excerpt 5.50
[Daughter 14 came to Australia at six.]
Mother 14 : Sk — S FKANRE— R FERE—FH, MIEIARA(]Z Australian,
HAIARIAAf{IZ Chinese,
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Mother 14: There is an invisible barrier between children who migrated earlier and later. They
[early arrivals] all think they are Australian and not Chinese. (Interview, 05/2018)

Actually, as an age-10 arrival, Son 25’s exclusion of Chinese identity is exceptional in my study. Though
lacking advanced literacy skills, both Son 25 and Daughter 14 were reported to be dominant and
habitual English speakers but have maintained smooth communicative skills in Chinese at home, as
Mother 14 also said: ##XiBRE— = A FEXE, BREGIREDHKIE, FIRHEN (She speaks
Chinese without any accent. At times, she blurted out some idioms and that struck me). (Interview,
05/2018). However, both Son 25 and Daughter 14 were reported to be de-socializing with their
Chinese-speaking heritage peers and also rejecting their Chinese identity. The above two excerpts
have shown that their fluency in Chinese did not strengthen their sense of being Chinese. It might be
their resistance to Chinese culture and lack of literacy skills that largely contributed to their rejection

of Chinese identity.

In sum, this section has compared the identity representation and perceptions between late-arrived
and early-arrived Chinese migrant children in Australia. The late arrivals tend to see Chinese as the
undeniable embodiment of their Chinese identity and value Chinese as their cultural heritage. Firstly,
proficiency in Chinese, the nuanced use of Chinese and the habitus of speaking Chinese are seen as key
identifiers of authentic Chinese identity. By contrast, lacking or limited Chinese skills and the habitus of
speaking English are seen as the markers of ‘ABCs’, whose authentic Chinese identity is challenged and
problematized. It is noted that the concept of ABC is not fixed but positional and the concept of
Chinese authenticity is also dynamic, relatable and contextualized. Secondly, children’s positive
sentiments about being Chinese are also attributed to their appreciation of Chinese as their linguistic
and cultural heritage, which they hope to pass on to their children. Overall, the children who strongly

link Chinese to ethnic identity generally demonstrate a high-level proficiency in Chinese.

However, the early arrived children rarely regard proficiency of Chinese as a marker of their Chinese
identity. First, their Chineseness is multilayered and constructed on a range of other things such as the
sense of being accepted, consumption of food, celebration of festivals and childhood memories. Their
views, which see heritage language as unessential to ethnic identity, resonates with Ang (2001). Ang

“wie

(2001) questioned “global Chineseness in the era of globalization” (p. 75) and insisted that “/not
speaking Chinese’ will stop being a problem for overseas Chinese people” and “‘China’, [...], will then
stop being the absolute norm for ‘Chineseness’” (p. 35). It is a fact that the children who detach
Chinese from their Chinese identity predominantly speak English and are highly likely to have limited
Chinese skills. Secondly, for the early arrivals, the representation of their Chinese identity, or diasporic

identities, is contradictory, relational and contingent on various diasporic scenarios and contexts.
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Thirdly, compared to the fluent Chinese speakers, the English-speaking children, most of whom are

early arrivals, are more likely to reject their identity as Chinese.

The section has indicated that Chinese language proficiency, which is predicted by age of arrival, is
evidently associated with specific views on language and identity. In my study, perceptions of being
Chinese and the constructions of Chinese Identity, for late arrivals or habitual Chinese speakers,
evidently stand in opposition to the perceptions and constructions of early arrivals or habitual English
speakers. All the children who see Chinese as an undeniable part of their ethnic identity migrated at or
after age 9 and have higher levels of Chinese, while all the children who see Chinese as non-essential
to the Chinese identity or who reject the Chinese identity generally have limited Chinese skills
especially literacy proficiency and mostly came to Australia early in their lives. This finding is consistent
with Francis et al’s (2014) identity analysis comparing young British-Chinese who have certain
proficiency in Chinese and those with limited or no proficiency in Chinese. They found that among
those with a higher level of Chinese proficiency, the skill of Chinese was overwhelmingly considered as
a taken-for-granted delineator of Chinese identity or being a ‘proper’ and ‘full’ Chinese person, while
among those who had limited Chinese, the lack of Chinese skills did not preclude them from
identifying with their Chinese side, and their Chineseness was constructed upon a ‘package’ of cultural
practices, such as the celebration of Chinese festivals, maintenance of customs, and the viewing of

Chinese/Asian drama series.

It has also been indicated that proficiency in Chinese, is evidently associated with the strength of
Chinese identity. As demonstrated in Section 5.6, the proficient Chinese users are more ready to
articulate their solid sense of Chinese identity and elaborate on their sense of being ‘authentic’
Chinese. However, for the limited Chinese speakers, inability to speak Chinese might not preclude their
identification as being Chinese, but they generally do not exhibit the same level of connection to, and
passion for, the Chinese identity. For example, though both Daughters 7 and 10 admitted their Chinese
side, Daughter 7 used her Australian identity as a reason for not wanting to learn Chinese and
Daughter 10 was ambivalent about her Chineseness by hesitantly saying “Hum, | think | am still
Chinese”. Further, the children who have rejected their Chinese identity are less likely to possess high-
level proficiency in Chinese. The positive relationship between Chinese heritage language proficiency
and Chinese identity in this study match the findings of most existing research on language and
identity: The more proficient one’s heritage language is, the more affiliated one feels with the ethnic

group (Joseph, 2004; Oh & Fuligni, 2010; Yu, 2015).

It has also been shown in this section that for both late and early arrivals, the balance or

transformation between their Chineseness and their Australianness is dynamic, relational and
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contextually constructed. As Ang (2001) argued, “central to the diasporic paradigm is the theoretical

axiom that Chineseness is not a category with a fixed content — be it racial, cultural or geographical —

but operates as an open and indeterminate signifier whose meanings are constantly renegotiated and
rearticulated in different sections of the Chinese diaspora” (Ang, 2001, p. 38). However, the identity
dynamicity of proficient and limited Chinese users is differentiated. That is, for most older arrivals, or
habitual Chinese speakers, Chinese identity tends to remain a solid part of their diasporic identities,
though they are nevertheless ready also to embrace their Australian identities; while for most earlier
arrivals, or the limited Chinese speakers, Chinese identity is more likely to be weakened and replaced

by the Australian identity.

5.7 Summary
With respect to Chinese heritage language attitudes, the 32 focal children have displayed various

attitudes towards the Chinese heritage language, viewing Chinese as a chore, as difficult, as
(ir)relevant, as an investment, or as a marker of identity. Children’s complexity of attitudes is dynamic,
constantly evolving, contextualized and conflictual across time and space. This chapter has shown that
children may display multiple attitudes towards Chinese, but these individual attitudes are generally
associated with children’s age of arrival. The view of Chinese as being difficult and a chore is evidently
associated with early arrival age, while the view of Chinese as being relevant, as being an investment,

and as being an identity marker is associated with later arrival age.

The view of Chinese as a chore is mostly voiced by early arrivals. These children frequently regarded
their literacy work as tedious, boring and an extra burden. Besides, Chinese is perceived as a difficult
language to learn, especially writing and memorizing characters, and this idea is exclusively expressed
by early arrived children who had limited or no formal education in China. Meanwhile, their sense of
difficulty with heritage language maintenance and development is also associated with their belief in
language competition and the key learning period they are in. In addition, children’s motivation to
learn Chinese is also constructed on their perception of the relevance of Chinese in their immediate
and future worlds. The view of Chinese as irrelevant is not necessarily associated with arrival age,
while the view of Chinese as being relevant is closely associated with the late arrival children.
Moreover, children frequently associated their dislike of learning Chinese with the perceived
irrelevance or uselessness of Chinese, particularly in respect of high-level literacy skills in their
immediate and future lives in Australia. This chapter has shown that lack of institutional and society
support leads them to devalue the Chinese language. However, children’s perception of the relevance
of Chinese may also be associated with their positive experiences of being language brokers.
Additionally, Chinese is seen as an investment in their career, economic and academic futures. In other
words, many children believe that their Chinese proficiency can open up career possibilities, which are
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convertible into economic benefits. This proficiency is also seen as something that can improve their
academic performance, represented by school credits. The view of language as investment is more
likely to be embraced by late arrival children. Lastly, there emerged noticeable differences in identity
perceptions between early and late arrived children. For late arrivals who frequently speak Chinese,
Chinese language proficiency, Chinese-speaking habitus and the nuanced knowledge of Chinese are
seen as fundamental to the constitution of being Chinese. Further, limited Chinese skills or lack of
habitus in speaking Chinese are seen as markers of ABCs, the inauthentic embodiment of being
Chinese. However, for early arrivals who predominantly speak English, inability to speak Chinese does
not necessarily preclude their identification as Chinese. Their Chineseness may be constructed upon a

‘package’ of cultural practices related to Chinese food, festivals and customs.

This chapter has focused on the complexity of attitudes towards Chinese displayed among these focal
children who arrived in Australia between age 3 and 13. The next chapter will look at their Chinese

language maintenance practices during their post-migration period in the home domain.
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Chapter 6: Language maintenance practices in the home

6.1 Introduction

As can be seen from Chapters 4 and 5, a wide gulf exists between parents’ desire for their children’s
Chinese proficiency and the children’s attitudes towards Chinese language learning and maintenance.
This chapter shifts focus from attitudes to practices. It explores the various ways that parents adopted
for their children’s heritage language maintenance as well as these children’s actual Chinese language
practices in the home. It also examines the difficulties that these families have encountered in the
implementation of their family language policies. In this chapter, ‘practices’ refer to the actual
language use and learning that takes place, such as speaking Chinese, practising Chinese writing, and

watching Chinese media entertainment.

Given parents’ strong desire for Chinese language proficiency for their children, most of the families
have made great efforts in maintaining and developing the children’s heritage language. Based on
interviews and my observations, all 32 focal children practiced Chinese at home to some extent,
whether speaking or writing, whether at their parents’ insistence or of their own volition. Three key
themes emerged from the data analysis, and these are explored in detail below. The chapter starts
with an examination of the children’s language use (orality) at home (Section 6.2). It then explores the
children’s literacy practices at home (Section 6.3). This is then followed by a focus on the viewing of
entertainment programs (Section 6.4). Finally, the chapter presents a summary of the findings (Section

6.5).

6.2 Speaking Chinese in the family

A Chinese-only family language policy at home is implemented, explicitly or implicitly, by the majority
of participating families. Across the data, all interviewed parents reported that they mainly speak
Chinese to their children although the children do not necessarily respond in Chinese. Nineteen
children reported using Chinese with their parents, eight a mix of Chinese and English, and five
children reported using English (Table 6. 1). As Table 6. 1 shows, children’s preferred language with
their parents is closely related to their arrival age. Their preference for Chinese correlates with later
arrival age. At the same time, the majority of children — but not all — who preferred to speak English or

to mix languages are early arrivals.

Among the 14 children who have siblings, only three expressed a preference for Chinese in speaking
with their siblings. Seven reported speaking English only with their siblings and four reported mixing
Chinese and English. In contrast to their language preference with parents which has been found to be
closely related to age-on-arrival, there is no clear age pattern when it comes to language choice with

siblings.
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Table 6. 1 An overview of the age factor and children’s language use

Preferred language with

Preferred language with

parents siblings
Age at Age on - :
interview | arrival . Chinese _ . Chinese .
Chinese & English | Chinese & English
English English
Daughter 58 3 y
1
Daughter 7 4 y ,
2
Son 3 9 4 Vv v
Daughter 9 4 y
4
Son 5 11 i v
Son 6 7 5 v
Daughter 10 c y }
7
Son 8 15 5 v v
Daughter 15 s y }
9
Daughter
10 18 5 v v
Son 15 10 5 v v
Son 11 10 6 v v
Daughter
12 10 6 v
Daughter
14 24 6 v
Son 13 8 7 v
Daughter
15 12 7 v v
Son 16 15 7 Vv v
Daughter
17 10 8 v
Daughter
18 9 8 v
Son 19 11 8 v
Son 20 10 9 v y
Daughter
" 13 9 v
Daughter
22 23 9 v v
Son 23 12 10 i
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Preferred language with Preferred language with
Age at Age on parents sib‘lings
interview | arrival Chinese Chinese
Chinese & English | Chinese & English
English English
Daughter
24 23 10 \4
Son 25 25 10 v
Son 26 12 10 '
Daughter
27 21 11 \4
Daughter
58 23 13 \4
Daughter
29 24 13 \4 v
Daughter
1 1
30 9 3 \4 \
Son 31 18 13 \4 \

From the perspective of the parents, speaking Chinese at home constitutes their primary strategy in
their efforts to help their children maintain their communicative skills in Chinese. All the interviewed
parents stated that they predominantly spoke Chinese to their children. To ensure their children only
speak Chinese at home, these families adopted different family policies, as the following excerpts

show:

Excerpt 6.1
Mother 11 : FHAZFUXHLMITHENIE, KRABREREMAHE, MIRBIHEIA
B, FAITARE,

Mother 11: | didn’t make an explicit rule that they should speak Chinese at home, but | just
don’t speak English at home. When he spoke English to me, | didn’t reply, as if | didn’t
hear. (Interview, 06/2017)

Excerpt 6.2

Father 15: They [Daughter 15 and Son 15] have to [speak Chinese]. | always say, ‘no English at
home’. They are not allowed to speak English to each other. When they speak English, |
say ‘stop’.

Researcher: Will Mother 15 say ‘stop’?

Father 15: Mum says ‘stop’ too. We always say ‘speak Chinese, Chinese, where’s your Chinese?
You need to speak Chinese’. (Interview, 10/2017)
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Excerpt 6.3

Mother 3: Now he is required to only speak Chinese at home. We said that you should make a
good model for your younger brother, so your younger brother can also improve his
Chinese. (Fieldnotes, 12/2017)

Excerpt 6.1, Excerpt 6.2 and Excerpt 6.3 are typical in terms of the tension between family language
policy and the actual language, or languages, used. Almost all participating parents stated that they
made a rule of only speaking Chinese at home, particularly in communicating with their children, but
children such as Son 11 at times replied to his parents in English, and they (Son 11, Daughter 15, Son
15 and Son 3) predominantly spoke to their siblings in English (Table 6. 1). Across the data, eleven
children reported using a mix of Chinese and English, and five children used English only when
speaking to their parents (Table 6. 1). This means that the patterns of actual language use of many
children may deviate from their parents’ expectations and plans. As these children started school, a
noticeable increase in the use of English occurred, at the expense of Chinese. For the children who
came to Australia before they reached school age, English may noticeably take the place of Chinese

within one or two years of schooling in Australia, despite the parents’ best efforts:

Excerpt 6.4

Mother 10 : RIRESZREALZFEZFHONEZ T, EXLNEEERBEANER
e Bk, NEZRHME, MEFEREBE—E, HR2AHRBREMNEX, HH
X, mIOXFEkRRE, FFEMUE, NEEEARABIGETMZRT, flBCZE
REXETRT . FkREM=. HFERZNMRE, ELSRMNNVEIEXT .

Mother 10: When we first came here, her school was full of Chinese and Indian kids. Daughter
10 spoke Chinese to other children in school. Gradually they spoke Chinese with
English words slowly; and then they used a mixture of both Chinese and English. Half a
year later, the children communicated with each other in English and they could do
that. When she was in Year 3 and 4, she replied to us all in English. (Interview,
07/2017)

Excerpt 6.5
Mother 3 : FWEHMBERAIM, KEERMIEP X, MEZFRBERX, X#I2Z
FRMMEMEAR EAEXERY, BAMTFERAEXNEMNIES.

Mother 3: Gradually | found that even though | spoke Chinese to him, he replied to me in
English. | think from year 2 he almost always replied to me in English because he
seemed to regard English as his language. (Interview, 7/2017)

There is a noticeable tension between the children’s actual language use and the parents’ language
policy at home. Children such as Daughter 10 and Son 3 who arrived at age 5, are more likely to reply
to their parents partly or completely in English, irrespective of their parent’s stated requirement that
they speak Chinese. Furthermore, English seems to become the only, or the main, language between
the children and their siblings once these children have a command of spoken English. Across my data,

for most of the 14 children who have siblings in Australia, English is reported to be largely, or
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habitually, used between siblings within one or two years of arrival in Australia, as shown in the

following example:

Excerpt 6.6
Mother7 : HAIS T —F, MWHHRSMET, MAFDMERIAY, MIAMARIZHE
1B, FBUbMIRIIE, MARIRIBIAHIFBRIIE.

Mother 7: One year after we came to Australia, she could speak lots of English. What’s more,
she tacitly considered English as her elder sister’s language; and so, they just spoke
English to each other from then on. (Interview, 05/2018)

Excerpt 6.7

Researcher: Oh, from when did you start speaking English with your sister [elder sister]?
Daughter 7: Ever since | knew how to speak English.

Researcher: So, does your sister like talking with you in English?

Daughter 7: Yeah. But if she’s angry at me, then she’ll shout at me in Chinese and be really
serious and stuff. But if we're just playing and she’s being nice to me then we will talk
English. (Interview, 05/2018)

Excerpt 6.8

Daughter 22 : 7E R BRI M N P ERMEX LR Z, MITAKRSWIIER, KB HEE
EEXBEERN, RFFHE—HREAZPFERM, EMRRIURIIEN,
ABEFFEETEATHLT

Daughter 22: | mostly speak English to my sisters and brothers because they couldn’t really speak
Chinese. My younger brother was born here. My elder brother came here around late

primary age like me, but he doesn’t speak Chinese to me because he is completely
westernized. (Interview, 05/2018)

Many of these children, within one or two years of their arrival in Australian schools, consider English
as ‘their language’ (see Excerpt 6.5, Excerpt 6.6, and Excerpt 6.7), or as the ‘main language’ (cf. Excerpt
5.16). This swift language shift is in line with Zhang’s (2008) findings regarding Chinese children in the
US, where “after one or two years at American schools, they not only overcome the language barrier,
though not without difficulty, but also show a clear inclination to treat English as their dominant
language” (p. 88). In fact, the increased use of English at home is found to be the major sign of Chinese

language attrition:

Excerpt 6.9

Researcher: You don’t speak Chinese to your parents?
Daughter 10: Because | can’t, | can’t speak a full sentence.
Researcher: You can’t speak a full sentence?

Daughter 10: | think | can, but sometimes | just don’t know the right words, and | would put
English words into my sentence.

Researcher: How old were you when you began to speak more English to your parents?
Daughter 10: | think it was year 2.

Researcher: Was it at that time, your English was more fluent than your Chinese?
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Daughter 10: Yeah. (Interview, 11/2017)

Excerpt 6.10

Father 15: They understand why parents push them [to speak Chinese]; but they, of course,
they got into habit of speaking English. | think in their mind, their mind is wired in
English, not in Chinese. (Interview, 10/2017)

Actually, children’s deteriorating Chinese skills present significant obstacles to parents’ attempts to

enforce a Chinese-only policy in the family:

Excerpt 6.11

Mother 7 : FHARIRNE, BNEMMAEREZRIE, BELARMEIBELELT, MER
77, BRI, AERBEFRIET, EREWXE, BERAEHATFHT,
REMELFEAIERBET . B2, ANMNERRSEN, EFREFTHA
R, wAXERES.

Mother 7: At the very beginning, we encouraged her to speak English at home. Gradually when
her English got better, | noticed that her Chinese got worse. So, | asked her to speak
Chinese rather than English at home, but later this rule didn’t work well, because she
couldn’t explain herself in Chinese. For example, when | at times asked her what she
learned at school, she had significant difficulties in using Chinese. (Interview, 05/2018)

Excerpt 6.12

Researcher : 1R/NIIAME, Bil&E LM g ?

Mother 1 : FATRERKMIS, iR EFEE, FCAEBIZR, B—RAZEREZXLAR
BERAIZIE, PRRABEF T . Rt T — T, MRS BHAMEE AW, %
BRAEEE, BAEAILMIZIR,

Researcher: Did you ever try to let her speak Chinese when she was small?

Mother 1: We did it. We didn’t allow her to eat if she didn’t speak Chinese. The first day she
was not allowed to eat, but we couldn’t do that the second day; so, we gave up.
Daughter 1 said to me: mom, | don’t know how to express it in Chinese. | thought she
was reasonable, because | couldn’t starve her for not speaking Chinese. (Interview,
12/2017)

In addition to this, children’s vocabulary repertoires, resulting from their transnational experiences,

constitute another cause of children’s language shift, or increased use of English at home.

Excerpt 6.13

Daughter 21: To my mum, | sometimes speak English, sometimes Chinese, sometimes | speak
Chinglish so like you speak English and something that you can’t translate into English
you speak in Chinese. Sometimes you're speaking in Chinese and then there’s something
—say like someone’s name you have to say in English for something that you don’t know
what it’s called in Chinese, you speak English so yeah, it’s a mixture of both for my mum.
(Interview, 11/2017)

While early-arrival children favour English despite their parents’ insistence on Chinese, late arrivals are
likely to maintain the habit of speaking Chinese to their parents (Table 6. 1). Admittedly, even among
those children who reported speaking Chinese to their parents, | observed a few who frequently
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resorted to English at home to express themselves. Just as a preference for English in the family
correlates with early arrival in Australia, the maintenance of a Chinese-speaking habitus correlates
with late arrival. In other words, their prior skills and habits of speaking Chinese play a significant role

in enabling them to withstand the assimilative force of the English dominant society.

Excerpt 6.14

Son19 : AXREA FHMAHIXTHE, REMBEEHFIX, MEMEZEARERRKYR
X, REIRMFE, g, B, RAZHE, HHX, BNEZER 5
977 . 0§, Son19, {RAMTAZEMRMGIGIHFHFI, RNifF3?

Son19 : BT .

Mother 19 : it SIR T, MEEKBARMSHPX, RAAFE.

Mother 19: There is almost no chance of speaking Chinese in school, so he is required to speak
Chinese at home. Actually, he is not willing to speak English with me. Sometimes | spoke
English to him, he said, “Hey, please don’t speak English, speak Chinese and we speak

Chinese.” Hi, Son 19, why do you speak Chinese to me rather than English? [Son 19 is in
another room at home]

Son 19: | got used to it.

Mother 19: He said he got used to it. Whenever he saw me, Chinese jumped out. He speaks
English to other people. (Interview with Mother 19, 10/2017)

Children’s Chinese speaking habitus with their parents might also be related to children’s negative

views of the ‘limited’ English skills or ‘inauthentic’ accent of their parents, as these excerpts show:

Excerpt 6.15

Mother 12 : FA1EXBUINIE, BHARMBIFIIERN, MhHEFENEEBLZIAT, B—
SIS EIB MR, RAEIR T . WA BIIER R R, Er. WEKM
fthZ B —RIFIBMAEBA AT,

Mother 12: We speak Chinese. | don’t speak English with her as she also despises my English
pronunciation. Whenever | opened my mouth to speak English, she would say, “Don’t

speak English.” She really thinks my spoken English would disgrace her. Now whenever
her father and | speak English, she despises us. (Interview with Mother 12, 06/2017)

Excerpt 6.16

Researcher : {RTEZ ERIRIGIH IR IGEZ L 7

Daughter 12 : Usually 35{ 389,

Researcher : FREE35 1513 05 ?

Daughter 12 : FRMERER (K) REMASCRBARBAL . MBEHITSINE, hE
W—NF, BRAHMERH4, EEREET, RAME, BME, WRZER
S BRAENEREED,

Researcher : FIRIRIREZIHRIBIEZ RSB 7

Daughter 12 : JXIBME, MBI AL. MIIFEREZF, EZMAIAY pronunciation
EF,

Researcher: Do you speak English or Chinese to your mother?
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Daughter 12: | usually speak Chinese to her.
Researcher: Did you ever speak English to your mother?

Daughter 12: Occasionally, but she doesn’t speak good English. When she helped me to do
dictation, she sometimes uttered a word, and | didn’t know what it was. When she
finally made herself understood, I, oh, my! There are many times that her English made
me laugh my head off.

Researcher: Do you speak English or Chinese to your dad?

Daughter 12: Chinese. My dad’s English is not good either. They know a lot of words, but their
pronunciation is not good. (Interview with Daughter 12, 06/2017)

In sum, Chinese is identified, whether explicitly or implicitly, by these parents as the home language
that children should speak with their family members. Children’s compliance with parental family
language policy, in turn, is closely associated with their age of arrival. For early-arrival children, there is
a noticeable tension between children’s actual language use and parents’ language policy at home. For
these children, English may be used increasingly or may even take the place of Chinese, becoming the
dominant language children use at home. The increased use of English at home may be a factor
contributing to children’s rapid heritage language attrition. Most children who arrived late have a
firmer grasp of Chinese, can withstand the pressures against language shift and can mostly maintain
the habitus of speaking Chinese with their parents, irrespective of how long they stay in Australia.
Children’s language use with their siblings, however, seems to have little to do with their age of arrival.
Across the data, English predominates between siblings once these children have a sufficient

command of English.

6.3 Practising Chinese writing at home
Twenty-seven of the 32 focal children engaged in some Chinese literacy practice at home: 23 children

practised Chinese reading and writing under their parents’ supervision and four children did so of their

own volition.

Parents in the study have a strong desire for their children to be able to read and write in Chinese and
they regard Chinese literacy skills as crucial for the success or failure of their heritage language
maintenance efforts. Thus, parents invest significant efforts to support their children’s Chinese literacy
study through practice at home (for Chinese literacy learning outside the home, see Chapter 7). To
systematically enforce their family language policy, parents use a variety of linguistic resources, such
as Chinese textbooks and reading materials, to promote the development of their children’s literacy
skills. Children’s home literacy practice mainly includes writing Chinese characters, copying Chinese
texts, working on math problems in Chinese and reading Chinese literature. Setting homework for

their children is an important method that parents employ to facilitate home literacy practice.
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In addition, Chinese textbooks especially Chinese language textbooks brought from China, are

commonly used by parents as resources for teaching, and to supplement homework tasks.

Excerpt 6.17
Researcher: So, what kind of Chinese work do you ask them to do at home?

Father 15: Read textbook, yeah. Have you seen those Chinese textbooks for Year 3? They need
to read them every day. Sometimes | ask them to write a short paragraph like 100 words

and read for me... And for math we give them like maybe one unit a day. (Interview,
10/2017)

Excerpt 6.18
Researcher: 'E, {RATIMEEAXAPGES, BEFHEZES, H, &F/\. JLFERIIVE.
Mother 21: X225 M R K. XEKEE, X&E& KA.

Researcher: Wow, you had so many Chinese books on the shelf, and also many Chinese textbooks!
Wow, the textbooks of year 8 and year 9! (Surprised)

Mother 21: These are for her future reading. She has not read them so far. They are just prepared
in advance. (Interview, 11/2017)

Figure 6. 1 Photo of Daughter 21’s high-school Chinese textbooks covering different subject
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Actually, many parents in my study reported that they used Chinese textbooks to maintain and
develop their children’s heritage language. During the interview conducted at Daughter 21’'s home,
what impressed me the most was the number of Chinese books, including Chinese textbooks and
literature, on the family’s bookshelves. The richness of this library of Chinese books evidenced Parent
21’s strong aspiration for her child’s Chinese language learning and knowledge building, and her
considerable efforts in that regard. As evident from the above figure (Figure 6. 1), Daughter 21’s
Chinese textbooks cover quite a few subjects, such as Chinese language, math, biology, chemistry,

physics, geography and history. This observation is similar to previous research, where it was found
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that the use of Chinese textbooks is regarded by parents as an important teaching resource which can
facilitate their home tutoring of Chinese (G. Li, 2006a, 2007; D. Zhang, 2008; D. Zhang & Slaughter-
Defoe, 2009).

Besides Chinese language textbooks, Chinese textbooks and workbooks in math are also
foregrounded as important resources to advance children’s math performance as well as maintain
their Chinese language ability.

Excerpt 6.19

Mother 13: fiif)% X —5, FAET —PMERENIE, REXABIMERNNEFER
BB EENXANER/IRTEG M, X (ER/VRT) BRREGEHN—F
K. BRE¥E, IMFA—NFINIMR, REXTUGHXHNEE, mE
BEERMBAIES. B8, MASERSEFME. AREAMRMEL,
ERIRM—HF, 1AM ANER X, BEIRRIEXDREE TR, REXEDEEE
o) ZAAF

Mother 13: As to his academic performance, we adopted a silly method — that is we bought the
age-appropriate math workbook named Wonder Kid of Huanggang used in China. That
set of math workbooks is systematically compiled. Son 13 is required to finish half a page
every day because we want him to form a good study habit. At the same time, he can
practise his Chinese reading and writing because he is also required to answer the
questions in Chinese. If he has some words he doesn’t know how to write, we would tell
him. My husband, just like you, was very afraid that our child will forget his Chinese; so,

I think if he could read all of these books, he wouldn’t have a reading problem. (Interview,
06/2017)

[Note: Wonder Kid in Huanggang ( {EX/\JRTT) ) is one of the series of popular workbooks

named after the Chinese city of Huanggang which is well-known for having the top scorers in
Gaokao.]

Excerpt 6.20

Mother 7: JATEE % _FSLWECAET, BoCH), E DA L2815 1. BERT LU
ROGE, B E TR, O] DU .

Mother 7: We bought these Chinese math papers in Taobao, and | think it could kill two birds

with one stone; so, she could learn some Chinese by reading and practicing her math
problems. (Interview, 04/2018)

[Note: Taobao (7= M), owned by Alibaba, is the most popular Chinese online shopping
website in China and also the world’s biggest e-commerce website.]

Figure 6. 2 Photo of Son 13’s Wonder Kid of Huanggang textbook and his worksheet
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Chinese math textbooks are used by parents as good resources, both for their children’s Chinese
learning and for their math practice in Australia. These parents’ expectation that math books will
serve a dual function is also reported by previous research conducted in America (D. Zhang, 2008, p.
119; D. Zhang & Slaughter-Defoe, 2009, p. 87). In fact, the various strategies and resources used by
parents in maintaining Chinese heritage language resonate with G. Li’s (G. Li, 2002, 2006a, 2006b,
2007) research, where parents mainly used various textbooks and other print materials they bought
from China to develop their children’s Chinese literacy and numeracy as well as to build up their

general knowledge.

Having their children do additional homework is an important method parents employ to enforce home
literacy practice. Family language practice typically focusses on reading story books, copying Chinese

texts and practising calligraphy.

Excerpt 6.21

Daughter27 : e EBE (EH). RATRXBLZE, REXRBIRE RE—ENME
IRE L, R force R E—LMEX, H2EFKY . RFIULHBCSE L
ETEXMVEERZEN, HEEAER, B2 FEAMSE AMURRES,
FRIAFREIIER T X BB #H TR,

Daughter 27: | can read the novel Fortress Besieged because during the first two years after |
came here my mother kept making me read books. My mother forced me to copy some
articles and made me write reviews of the books. These are all forced by her and |

definitely didn’t want to do them, but she would check, so, | had to write. That’s why my
Chinese is still progressing even after | came here. (Interview, 05/2018)

Excerpt 6.22

Daughter 7: In Year 2 she would just make me do some pinyin work like read it or something but
like later on she made me write Chinese like she would give me a story and then she
would make me copy the words onto a booklet and then she would make me read the
words on the book. And they’d also have pinyin on them so if there was a word | didn’t
know she would make me sound it out with the pinyin. (Interview, 05/2018)

[Note: Pinyin (3f3%) is the pronunciation system of Chinese characters.]

Across the data, and also evidenced in Excerpt 6.21 and Excerpt 6.22, Chinese parents are keen on
homework assignments as a strategy to develop their children’s Chinese language. However, it is
widely reported that these homework tasks, especially writing, cause tension in the family. Parents’
insistence is constantly resisted by children, as shown above. Setting homework is a widely adopted
method employed by Chinese parents to foster and maintain family language practice. However, the

tension between parents’ maintenance efforts and the children’s resistance to these efforts has
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constituted a major hindrance to the success of family language policy (see Curdt-Christiansen, 2013;
G. Li, 2002, 2006b; D. Zhang, 2008; D. Zhang & Slaughter-Defoe, 2009; J. Zhang, 2009). For example,
most Chinese children in D. Zhang’s (2008) ethnographic research felt that Chinese was something
they had to learn to obey their parents, yet they themselves considered it as a useless language in the

US. This tension will be further illustrated in Excerpt 6.24 and Excerpt 6.25.

Besides the textbooks, print materials such as story books are used by parents to strengthen their
children’s literacy skills, but these are mostly utilized by parents whose children have a good
foundation of Chinese. These reading materials present meaningful resources to arouse children’s

interest and then advance their Chinese proficiency.

Excerpt 6.23

Mother 26 : EA FEXMEREZERER(IHEXL LR XPHEATIR, BE—FXD
FREMIEOABZET T, XAPXPARDT, RENMEOKBZLEMET
BB, EMNXBFE, MERESENE RKZFETEHFILETIE,
hEXDFXthERERS, AERLLXE, THEMBMIREXRR, EELIUE
fhRs, BREEARTT.

Mother 26: Every time | know my friends go back to China | ask them to bring Chinese books.
Son 26 read all the Four Great Classic Novels during the first year in Australia. | brought
the Four Great Classic Novels when | first came here. There are too few Chinese books
available in Australia. | encourage him to read novels, from the books he likes. He likes
Gongfu [I15K, Chinese martial arts] novels written by Jinyong [4 &) and has read
quite a few sets since he came to Australia. So, his Chinese still improves in Australia
from the aspect of comprehension proficiency and knowledge structure, but not in his
essay writing. (Interview, 07/2018)

[Note: Jinyong 4:J7& is a well-known Gongfu novelist in Hongkong and his novels are top-selling
products among teenagers and young adults in mainland China.]

Across the data, most parents evidently consider their children’s literacy proficiency the crucial marker
of the success or failure of their family language policy. These parents such as Mother 26 related the
reading and writing skills to their children’s language proficiency and displayed a strong desire for
developing their children’s literacy skills. Specifically, they constantly correlated the high-level
proficiency with the ability to read the Chinese classics, children’s literatures or popular Gongfu novels
as shown in Excerpt 6.23 and elsewhere (see Chapter 4). At the same time, they were keen on their
children’s writing skills and many parents took great efforts in pushing their children to write small
essays and practise calligraphy, but widely reported poor results (see Excerpt 6.23, Excerpt 6.24 and
Excerpt 6.28). There are 14 parents who reportedly used Chinese literature to facilitate their children’s
Chinese learning. As evidenced in Excerpt 6.23, literature greatly facilitates the further development of

Son 26’s Chinese language proficiency and fosters in him positive attitudes towards Chinese reading.
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For the four children who practised Chinese literacy of their own volition, reading Chinese literature

constitute the main strategy to improve their heritage language (see details at the end of the section).

However, the four children who enjoyed reading Chinese literature, and who did so of their own
accord, are the exception. Typically, children’s literacy practice is pushed by their parents. This
frequently results in tensions between children’s resistance and parents’ aspirations. Parents’
enforcement of home literacy practice has encountered significant obstacles, which include not only
children’s resistance but also lack of societal support and parents’ own dual expectations. Most
noticeable is the distinctive tension between parents’ literacy requirements and children’s resistance
(see also Excerpt 6.21). Across the data, children clearly displayed unfavorable or resistant attitudes

towards the literacy homework assigned by their parents (see also Chapter 5):

Excerpt 6.24

Mother 13: ANJEEYF, HILTXNAZFEIWE, MEESUWARKTERRES, REKR
H5EE. .28, SEHEREIEXA.

Mother 13: Of course not, my son doesn’t like studying and his dad at times got annoyed and
said: Oh, your handwriting looks so ugly, you must write, write and write...like this, his
dad attaches more importance to this. (Interview, 06/2017)

Excerpt 6.25

son26 : ZAZ—RBH—1T R, MEREMNEKR, REARX, KBsTRE, B2
B ERG., RRKRXE, THERBEARLI. (K)

Son 26: If | do it as my mother requires, | need an hour every day to finish copying one article. |
did a little bit of cheating recently. There were two days when my mother forgot to
check my work and | didn’t remind her of course. Um, | don’t’ know if she will
remember or not? (Smile) (Interview, 07/2018)

Excerpt 6.26

Daughter 21: | think that | would spend maybe an hour doing that even though | —

Researcher: An hour a day doing the diary?

Daughter 21: Yeah, even though it was 200 words, that diary, | would do that diary because one,
because | procrastinate a lot, two, because | didn’t want to do it so | would just write a
few words and look around, play some games. (Interview, 10/2017)

As evident from Excerpt 6.24, Excerpt 6.25 and Excerpt 6.26, the parents’ desire for, and efforts in
fostering, their children’s Chinese language learning are constantly met with the children’s resistance
or deliberate procrastination. Children’s objection seems to present a big challenge for parents in their
attempts to implement home literacy practice. This tension pervasive in my research echoes Zhang &
Slaughter-Defoe’s (2009) observation that “HL maintenance has become a subject of heated argument
between parents and children in some Chinese immigrant families (p. 90). In fact, despite parental
efforts, children’s refusal to speak Chinese hinders the enactment of family language policy and
accelerates their language attrition (see G. Li, 2006b; J. Zhang, 2009).
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Another factor that poses a challenge for individual families is the lack of societal support, which
constitutes another significant difficulty with regard to their language maintenance efforts. Across the
data, though most parents have the intention, and are willing to make efforts to pass on the heritage
language to their children, the English dominant context is a strong assimilative force that imposes on
individual parents huge difficulties and makes it hard to implement their well-laid plans for heritage

language maintenance.

Excerpt 6.27

Mother 19: FIPRIF, —JFaIREIUL, IREUFEFRT, ROEREATE W, FE N E AR,
TR . HRJERBRFATET .

Researcher: J{Ra2 /B4 2ty ?

Mother 19 : it IEH, il BN 244, FREERAE T T 22 7.

Researcher: JISURATid R 454 2 KK []?

Mother 19: A W45 —4F . HSEREYR AR FHE S R0 . RIS 1SA8 18 i A K93 Ak
AR — k%, RIERRR =Rk, XA —Af—x T, #HEk, EMR
BHT

Mother 19: When we came here, at the very beginning, | said, “We need to take care of your
Chinese and stop it lagging behind; we just do Chinese as children in China do.” But in
the end, | couldn’t stick to it any longer.

Researcher: How did you teach him ?

Mother 19: Just the normal way as children are taught in China. Just learn the materials children
used in China.

Researcher: How long did you do that?

Mother 19: | kept doing this for around a year. Actually, at the very beginning, we did it every
day, then once every two days, then every three days, and then every week. And in the
end, we did nothing. (Interview, 10/2017)

Excerpt 6.28

Mother 8: Child 8 JL5Zih M kindergarten [R5, A= RIBI K RS, BERAUD 2 N
Fo WEMIAE T, BHak, BT, BHE. RERTBE TS, WE,
B2 JE R AR IR VAR 2 fE i, AR AR 7, R)E RIS
&, PG RIBATH AR ZNFHELI AR, REAMTIE, & EEAH R
L2 45, prolRE ket ds, L, REEAE T . RRERFKBEANMUE 7, i
SUDE, RIEREIA— RUREF 1 .. 53X 7 TH AR SIS 1. R ARHE 5 i 2
PEAEER), IR BEDOE T LA, B A S RARMER, W R H 'S S
W), WAHRAEL, AR, MRS T, FrRMRHMER, FriAle, 3k
WAEAE RAbEET:, o520, HERDERE

Mother 8: When Child 8 was in kindergarten, | taught him two Chinese characters every day
after school. | required him to remember them, to know how to read, write and make
phrases with them. We kept doing that for two years, two years; but at the end, |
found when he learned the new characters, he forgot the old ones and | was
increasingly disappointed. | realized that learning the characters alone is far from
enough. He should keep writing a lot and reading related books. In the end, | felt |
couldn’t hold on any longer. Then my family said, “It’s ok to let it go, at least he can
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speak Chinese and knows a few characters”. So, the standard had to be lowered... |
think language needs environment. | can speak Chinese to him but, you know, to teach
him how to write and read is very difficult, because there is no environment. Even if
you have taught them some, they switch to English once they go to school; so, it is very
difficult. That’s why | won’t dream of them [Son 8 and his younger brother] reading
and writing much, but at least they should know how to speak. (Interview, 07/2017)

As evident from Excerpt 6.27 and Excerpt 6.28, both Mother 19 and Mother 8, despite their efforts
in Chinese maintenance, feel overwhelmed by the assimilative force of the mainstream school and
wider English society. As Mother 8 said, “I felt | couldn’t hold on any longer... it is very difficult...there is
no environment”. As J. Wang (2012) stated, “Individual parents often find themselves overpowered by
the challenging task or succumb to the English-Only language ideology prevalent in the host country”
(p. 187). Therefore, due to lack of institutional and societal support, Mother 8 succumbed to the
English dominant society by giving up on their literacy work, just like Mother 19, or at least lowered
her expectations regarding her children’s Chinese language attainment. As Mother 8 said, “I
won’t dream of them reading and writing much, but at least they can speak”. This sense of
helplessness in relation to English assimilation and heritage language attrition is also echoed in Shin’s
(2006) research, where “parents would like their children to grow up fluent in both Korean and

English, but often feel powerless to change the ‘natural’ course of language shift in their children”(p.
141). As D. Zhang (2008) stated, “[t]he consequence is that although they might still hold values to

[Sic] their heritage language, they cannot keep up the maintenance efforts when fighting against the
countercurrent by themselves” (p. 187). This is also consistent with G. Li’s (2006b) research, where
parents’ actions often did not match their beliefs when they encountered different barriers, due

to the lack of mainstream school and societal support.

Despite the good intentions and great efforts regarding children’s heritage language proficiency, the
onus of Chinese heritage language maintenance solely rests on families, and this becomes a laborious
task which is hardly carried out consistently:

Excerpt 6.29

Mother 7 : —FLAIRHMR, FKER Mother 12 BN, FMNANE. FAEREZ AL
FrIAEAMBMAIm N ARE—R, BMNEF, AREfT. RE, BRI
Daughter 4 S M A EXR T MEFTHRIEXNEETELILE LT .. AfF, HES
MARXONMXEZT,BEFTFF, SAF—NNN, BESFHMBNERBD
CRFRL) - MARMENEREBEEGTN, ERMEESFETHIART .k
AZR Daughter 12 H—ER A [8] RFEFEHELFHY, MBI MIPIRI . L T —FERRE
Z7, MIBXEBARITT

Mother 7: When they were in grade 2, Mother 12 and | taught both of them. Because they
didn’t listen when we taught them respectively at home, we grouped them together
and taught them how to write characters and it worked well. Later, when Daughter 4’s
grandpa came from China, he took this job and grouped four children together for
Chinese learning, an hour per week. The grandpa taught them to recite 353}
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(Dizigui) and they learned a lot. We stuck to this activity for half a year until the
grandpa went back to China, then nobody could teach them ... Daughter 12’s mother
kept teaching Daughter 12 for quite a while and asked her to copy texts...but later on,
we all stopped and their Chinese got worse again. (Interview, 05/2018)

Note: Dizigui (55F#}), a Chinese classic (written in Qing Dynasty in the form of rhyming three-
character verses) based on Confucius philosophy, teaches the basic moral values and virtues of
being a good person. The verses of Dizigui have been requested to recite for young of China for
thousands of years and is also taught in many primary schools in China today.

Besides maintenance efforts by individual families, the concerted efforts among different families are
also emergent in the data. Though grouping children together seems to boost their learning interests
and positively contribute to their Chinese learning, this informal alliance is vulnerable to various
difficulties and obstacles emergent in migration contexts, and it is difficult to sustain on a long-term
basis. In fact, “[h]eritage language development for language minority children in an English-dominant
environment requires tremendous effort and perseverance” (J. Wang, 2012, p. 187). Thus, “in a context
where the onus essentially rests on the family, raising children bilingually can be a laborious task”

(Motaghi-Tabari, 2016, p. 201).

Furthermore, parents’ dual expectations, that is, their aspirations regarding their children’s Chinese
language proficiency and school success, present a barrier which can hinder their continued
maintenance efforts. Across my data, though parents value Chinese greatly, they frequently
suspended children’s heritage language learning activities to make way for their English learning or

high-stakes assessments.

Excerpt 6.30

Researcher: So, do you still do it [learning Chinese] now?
Daughter 7: No, not really.

Researcher: Why not?

Daughter 7: My mum mainly wants me to focus on my NAPLAN, my selective school right
now. (Interview with Daughter 7, 05/2017)

Excerpt 6.31

Mother 7 : J)IB B EXRBH%E, B2, HBEBIKIE, FEE&AK Selective school.

Mother 7: Of course, we will continue learning Chinese, but now we need to fully
concentrate on the Selective School test. (Interview with Mother 7, 05/2017)

Excerpt 6.32

Researcher : FHXHMFIEESE, KORBEREAXAFPXRAFEX, ILRETFREX,
TRHERX, Bz EMHFLRFEPR

Son 19: | did learn Chinese, but my mother said the Selective Test is all in English rather than

Chinese, so she asked me to learn more English and stops learning Chinese. She said she
will let me learn Chinese again after the test. (Interview, 10/2017)
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As evident from Excerpt 6.31 and Excerpt 6.32, parents generally attach importance to their
children’s Chinese learning, but they fear that the time spent on Chinese language learning will
jeopardise children’s academic success in more immediate high-stakes assessments such as NAPLAN
and/or the Selective High School test. NAPLAN (The National Assessment Program — Literacy and
Numeracy) is a series of academic assessment focussing on basic skills such as reading, writing,
language (spelling, grammar and punctuation) and numeracy. This assessment is administered
annually to Australian students of grade 3, 5, 7, and 9. The Selective High School Placement Test
is a test for admission into highly competitive public schools for high-achieving and gifted
students. The dual expectations of Chinese language maintenance and school success constitute a
significant hindrance to parents’ consistent efforts (also see G. Li, 2006b; J. Wang, 2012). In my data,
what seems to dominate is the desire to excel in English-dominant schools, and this results in the
compromise with respect to the continued learning of Chinese. As Son 19 claimed, “I did learn
Chinese... she will let me learn it again after the test”. As J. Wang stated, “One side of such a dual
expectation (usually the side that leads to achievement in the dominant society) may often, if not
always, prevail over the other” (J. Wang, 2012, p. 18). Actually, in the formative years of children’s
heritage language development, parental preference for, or choice of, English further contributes to
the inferior status of the Chinese language, and this is detrimental to children’s motivation to maintain
and develop their heritage language. Parental pressure for children to succeed on standardized tests
that are built on English-only principles contributes to accelerating the rate of heritage language loss in

immigrant children (Shin, 2006).

The data in this study frequently shows that if parents conclude that learning Chinese is at odds with
learning English, English will be prioritized. In other words, learning Chinese is only sustained if it is
done at no cost to children’s academic success in schools, as shown in my two interviews with Mother

3 at an interval of six months:

Excerpt 6.33

Researcher : {RZEJIEX B XA s ftbfsud (+41tx ?

Mother 3 : Z BIE (1t EE R B AR .. RIMAER AFEZILhdF OC T, ZLbiREr
B9 OC B, PTIAFINAE TTRER 7T EMMEHS A thERRE OCHEX 1M, AFFX
XRFEHMEERNE L, X7 —%, BANEARRT, BRESRENMEREEZR
BHE TR

Researcher: Did you make a plan for his Chinese development?

Mother 3: We did spend a lot of time teaching him Chinese... but now what | am focusing on is
letting him aim for OC [Opportunity Classes], the better OC class, so all the materials
we are preparing are oriented at OC. Of course, Chinese learning is reduced because

time doesn’t permit, and | do think we need to prioritize the most important things on
many occasions. (Interview, 06 /2017)
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[Note: OC stands for Opportunity Classes, which cater for academically gifted and talented
students in year 5 and 6 across NSW.]

Excerpt 6.34

Mother 3: We are aiming at [names of two public schools], the best two OC schools, and all
children from these two schools go to [the most highly ranked high school in NSW] or
get the full scholarship... the subject that | feel most satisfied with is his English, see, all
high distinction, and we don’t need to worry about his English ... So, now besides
English learning, one of the main tasks is to shore up his Chinese at home. (Fieldnotes,

12/2017)

Figure 6. 3 The ICAS performance of Son 3 in Year 3
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[Note: ICAS stands for International Competitions and Assessments for Schools. It is a skill-
based assessment of six subjects designed for primary and secondary students.]

In the data, parents perceived that English-related school success in Australia is paramount and
prioritized over any other language learning. Thus, they frequently compromise the value of Chinese
by focusing on English learning, as with Mother 3 in Excerpt 6.33. Chinese heritage language
maintenance is still a significant issue for most migrant parents, but they feel that Chinese learning
should only be restarted when the advantage of English proficiency is secured, or not jeopardized. As
evident in the dynamic language policy adopted by Mother 3 (Excerpt 6.33), when this mother felt

secure about Son 3’s high achievements in English (Excerpt 6.34), she resumed Son 3’s Chinese
learning schedule.

Despite the pervasive resistance to Chinese literacy homework, there are a few children who endorse

their parents’ expectations and see the importance of literacy skills in their heritage language
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maintenance:

Excerpt 6.35
Mother 3: Son 3 is very reasonable. He regularly practises calligraphy, and he did that ‘magic

copybook’. (Fieldnotes, 12/2017).
Excerpt 6.36
Researcher : OK, FPILAEVRALRLL S ?
Son23 : JEOXBEHIPX, MERARKEFXF.
Researcher : AR ENERBEEBERREL—THXF?
Son23: Xf, MIERFBESREN, REGEFN. RBLBCEFFXH.
Researcher : {RECEHEHTXH ?
son23: X, (=E) He#HE WRZEHELE
Researcher: Ok, do you still continue learning Chinese now?
Son 23: | didn’t have Chinese language tutoring, but | write Chinese characters at home.

Researcher: Is it required by your parents?

Son 23: Yeah, they asked me to do it, but | also like doing that. It is all good and | also liked
reading Chinese books.

Researcher: You read Chinese books on your own?

Son 23: Yeah, | can read these Four Great Classical Novels such as The Romance of the Three
Kingdoms. (proud) (Interview, 07/2018)

In the interview, Son 23 displayed obvious pride when he referred to his ability in reading the four
great Chinese classics as an evidence of his Chinese proficiency. Actually, in the data, the children
who showed confidence in their Chinese language proficiency in the migration context frequently
associated the high-level proficiency in Chinese with the ability to read sophisticated Chinese books,
particularly Chinese classics and literatures. This link between being able to read Chinese
classics/literature and Chinese language proficiency is also shared by many parents such as Mother
26 (Excerpt 6.23), who also related Son 26’s improvement in Chinese to the four classics and Jinyong’s
Gongfu novels he read in Australia. Actually, children’s active literacy practice is also based on their
prior knowledge of Chinese, and further constructed on their own desire for Chinese language
proficiency:
Excerpt 6.37
Daughter 22 : INEH4F, 4EELF, ERFXAESHICHIR, MEAFXERHI.
Researcher : EHICHIIEBENE ?
Daughter22 : fF2M, EFBEC. —HFINAEZLE. BRAEGXREB=EHIC.
Researcher : fRATABICEMANIES, BEAMIBRERIERACHEED ?
Daughter 22 : RIFFIAKIRRFI T EERIBEEEREFANOHEBE, ZERRFTIONE
HEHONIEARTTT, BASRFEHARET, E24—4%E, AAEFRERS
FTAEEEMEX, S%% heritage REEBZRIE BN .
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Daughter 22: Now | practice writing characters with a brush. | also have the habit of writing
diaries in Chinese.

Researcher: Is it pushed by your parents?
Daughter 22: No, | want to do it. | keep writing my diary until now and | write it every day.

Researcher: Why do you write your diary in Chinese? Is it because you can express your deep
thoughts in Chinese more?

Daughter 22: When [ first came to Australia, it was definitely through Chinese that | could
express my thoughts more. Later | found my Chinese was getting worse. If | didn’t do it,
| would forget how to write characters, so | need to, because in the school all you write
is in English and most of the questions in HSC Chinese heritage exam were answered in
English. (Interview, 05/2018)

Figure 6. 4 Daughter 22’s brush calligraphy
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Admittedly, only a minority of children showed affection for Chinese literacy work and engaged
willingly with the learning of Chinese. They consider Chinese literacy skills as essential for their
Chinese language proficiency (see Excerpt 6.36) and their success in maintaining Chinese largely
depends on the level of their literacy proficiency (see Excerpt 6.37). The affection for Chinese literacy
practice that was observed generally correlates with a later age of arrival. For example, Both Son 23
(Excerpt 6.36) and Daughter 22 (Excerpt 6.37) came to Australia late (age 10 and age 9 respectively)

and they showed themselves to be avid readers of Chinese literature.

In sum, to develop children’s literacy skills, parents resort to various resources, mainly Chinese
textbooks and literature, and different strategies, including writing characters, copying articles and
reading story books. However, parents have encountered significant difficulties in their efforts to
transmit the heritage language, such as children’s resistance, the assimilative force of mainstream
schooling, and their own dual expectations that led to clashes between Chinese language

maintenance and school success. Firstly, parents’ desires and efforts run counter to their children’s
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indifferent attitudes, or even resistance, and this tension between parents and children in relation to
heritage language learning has also been well documented by other researchers (G. Li, 2006a, 2007;
Little, 2017; Motaghi-Tabari, 2016, 2017; J. Wang, 2012; D. Zhang, 2008; D. Zhang & Slaughter-Defoe,
2009). Secondly, the assimilative force of the English dominant environment renders individual
parents helpless to withstand children’s actual heritage language attrition, and it also makes them
unable to keep their well-laid language maintenance plans. Thirdly, parents’ dual expectations and
the dominant role of English for children’s academic success present a huge challenge in
maintaining bilingualism and leads to them compromising the value of Chinese in favour of
promoting the development of English for school success. Despite the pervasive resistance to Chinese
literacy homework, there are also contrasting cases where children take an active role in their own
literacy studies. Actually, as to the standards measuring children’s heritage language proficiency, both
parents and some children consider the literacy skills related to reading and writing the crucial
element. When exemplifying the successful or unsuccessful heritage language maintenance, both
parents and children frequently refer to the (in)ability to read Chinese classics and literatures, to write
Chinese essays, and/or to do beautiful Chinese calligraphy as important evidence. They particularly
link a high-level of Chinese proficiency with the ability to read sophisticated books. Besides the
practice of reading and writing, the use of media programs constitutes another means of maintaining
the children’s Chinese language, as illustrated in the next section.
6.4 Developing Chinese through media entertainment
Chinese entertainment programs, such as television shows or YouTube videos, are also used by both
parents and children, whether purposefully or not, as important supplementary resources to develop
children’s heritage language fluency and facilitate their literacy studies.

Excerpt 6.38

Mother 5 : JXiE% 3], #FZMBRIT home school FRF & FF4A#Y. Home school Z B, fth
KT AREH 4 H...home school f§, BEIFXA T T .

Researcher : {R{[1EEA4FH ?

Mother 5 : HEBMMWEZLEL T, (RE5RE) hEX—/.

Researcher : fiFEEN 7

Mother 5 : figt 0 G4FXE, 3, MEBMAEMEL, SEERE. BAREXD, hethE
HEF, B RER) BAAXMXBEEI—FRLLERE, BRELBENE
AL ETUEIR S

Mother 5: We started learning Chinese after we home-schooled them. Before, he almost didn’t
know Chinese ... and after home schooling, his Chinese started to get better.

Researcher: What did you do?

Mother 5: We mainly let him watch some videos such as this Science and Bible.

Researcher: Could he understand?
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Mother 5: He thought it was very difficult, so difficult. | sat with him and explained it to him...
Not only this, he also watched Peter Rabbit... Because at the start of learning Chinese is
difficult, so I let him start by watching the cartoons first and he was happy with that.
(Interview, 10/2017)

Excerpt 6.39

Daughter 7: When | was little, | liked this channel, | think it was, | don’t know why, it’s called —
it was = EEFIIAIR (Pleasant goat and grey wolf) ...Yeah, that one. | watched it all
day and night and then that’s where | mainly learnt my Chinese, yeah because they
have these Chinese subtitles at the bottom and if they said a new word | don’t
understand | would look down at the words and see which one it was. (Interview,
05/2018)

As evidenced in Excerpt 6.38 and Excerpt 6.39, different from the language-only policy (see Section
6.2) or home literacy practice (see Section 6.3), which frequently caused parent-child tensions,
watching entertainment programs was reported as being a joyful activity which fosters children’s
interest in Chinese language. Meanwhile, children’s affection for these ethnic programs is significantly

influenced by their intimate social networks:

Excerpt 6.40

Mother 17: Before, Daughter 17 liked watching Running Man China and it was recommended by
daughter 18. Now she likes Home with Kids, because she said she watched that at your
home with your daughter. (Fieldnotes, 05/2018)

Excerpt 6.41

Daughter 7: | like Running Man. That show with lots of pop stars, that one... And then there were
these shows that my sister liked when | was little that she would like make me watch
‘cause | had nothing better to do and like if | watch a lot of them I’ll get used to and I'll
like it. And then just a few years before | think | discovered this TV series in Chinese, it’s
called Apartment of love.

Researcher: It’s for bigger girls, not for you? (Smile)

Daughter 7: Yeah but that’s what my sister was watching so | had no choice but like — and that’s
where | mainly started watching other Chinese shows. (Interview, 05/2018)

Children’s favourable attitudes towards these ethnic programs seems to be influenced by their social
circles, such as their peer groups and family members. Furthermore, children’s knowledge of these
Chinese popular programs facilitates their socialization with more Chinese-speaking peers and builds up

their ties with other Chinese students living in Australia.

Excerpt 6.42

Researcher : {REGIRXF—LERF4E, HEPHBRIRNFEDSEIIPR ?
Daughter 22 : Xf, EAFHWBEEFE —LBME.

Researcher : {+ A B MWE] ?
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Daughter 22 : (Y EHHA#E, HARTENA, (Z£E=1) . (TEHRE) #HE, (K
MRIFE) HARME. - REHETEMN—LEZZTE . REFERMAES T X
SO

Researcher: Do you mean you could make friends with Chinese international students or
students who came to Australia in secondary high school?

Daughter 22: Yeah, because | also watch quite a few Chinese TV series.
Researcher: What kind of programs?

Daughter 22: Oh, a lot online and | watched whatever was popular such as Three lives ten
peach blossoms and The first half of my life...| also watched some variety shows.
Anyway, | have a lot to talk with them about. (Interview, 05/2018)

Though the shared knowledge of the popular ethnic programs can draw the young arrivals closer to
the newly arrived Chinese peers, it is worth mentioning that children’s affection for, and appreciation
of, ethnic media is closely associated with their prior knowledge of Chinese, as well as their dynamic
Chinese language proficiency. For children with limited skills in Chinese, these programs may be too

difficult for them to remain attractive:

Excerpt 6.43

Mother 1 : [ Xid—XK, WHEAHALEAE XASRAUE, betitEEsTE
EAE K, BREAT .

Mother 1: | took her back to China once. She couldn’t understand anything on TV, and she
couldn’t speak to people. She cooped herself up at home and didn’t go outside. | could
not do anything! (Interview, 12/2017)

Excerpt 6.44

Mother 12: | think | have more common talk with my nephew. You see, when we watched TV
together, both of us at times laughed our heads off, but Daughter 12 couldn’t
understand the humour, though she could speak Mandarin with us. The same thing
happened during the spring festival, you know, we got a lot of funny texts circulated in
WeChat. My nephew and | at times burst into laughter, but Daughter 12 said the texts
were so boring. (Fieldnotes, 02/2018)

As evidenced in Excerpt 6.43, children’s language loss, such as that experienced by Daughter 1,
significantly limited their activity in a Chinese-speaking environment and caused emotional discomfort;
in Excerpt 6.44 children’s insufficient skills in Chinese also limited her understanding of Chinese insights
and reduced the interaction between her and her family members. Thus, “the consequences of losing a
primary language are far reaching, and it does affect the social, emotional, cognitive, and educational
development of language-minority children, as well as the integrity of their families and the society they

live in” (Fillmore, 1991, p. 343).

Meanwhile, children’s Chinese proficiency, or language situation, in migration contexts also shapes

their taste for, or interest in, these ethnic programs. For many early arrival children, if without
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continuing active Chinese language input, their affection for and appreciation of ethnic programs will

diminish or fade away once their English takes over Chinese and becomes their dominant language:

Excerpt 6.45

Mother 19 : FBIEMIATMNBEN, MESRKIRXY, LLWMERFE— I EES, R
AHRXEEHN, BRXESH, thSERXEFHN. mIEDLT KT =F.5F
BIEBE—REMNET —sh@h, ZNBE - AKBBEHAN, SN®EF
MXHREHEK T, REMIEFXHEAE, RBEERXEZH.

Mother 19: Now when we watch TV programs, he likes English programs more. For example, if
we watch a cartoon which is dubbed into both Chinese and English, he will choose
English...but he has only been here for three years ...| remembered when we watched a
cartoon about decryption this year and we had the Chinese version, but he said he
wouldn’t watch the Chinese one and he wanted the English one. (Interview, 10/2017)

In sum, Chinese entertainment programs such as TV episodes or YouTube videos are used by both
parents and children as supplementary heritage language resources. These entertainment programs
play a positive role in developing children’s Chinese fluency, facilitating their literacy development,
building up their knowledge about Chinese popular culture and helping to build relationships with
newly arrived children from China. “Ethnic media has the greatest unexplored potential” in promoting
heritage language maintenance (J. Zhang, 2009, p. 208), and appropriate viewing of TV and video
media is a crucial part of children’s literacy practices (G. Li, 2002). However, children’s affection for,
and appreciation of, ethnic media is closely associated with their prior knowledge of Chinese, as well
as their dynamic Chinese language proficiency. In other words, once children’s Chinese language
proficiency has slipped, their appreciation of ethnic programs is also diminished. Therefore, enjoyment
of Chinese media entertainment and Chinese language proficiency are mutually constituted. Since the
various strategies of heritage language management have been examined and analysed, the next

section will summarize the analysis and draw conclusions.

6.5 Summary
In sum, to maintain and develop children’s Chinese language, most of the families participating in my

research made significant efforts to facilitate their children’s use and learning of Chinese, including
speaking only Chinese, literacy practice and viewing of entertainment programs. To achieve these,
they referred to various resources such as Chinese textbooks and literatures, and television and video

media.

Firstly, speaking Chinese at home constitutes the primary language policy that parents have adopted
to maintain their children’s orality skills. Children’s language use with their parents is closely
associated with their age of arrival. For children who arrived early, their swift language shift and
bilingual vocabulary repertoires seem to impose difficulties for parents aiming to implement Chinese-

only rules within family domains. It may be a common phenomenon that English is used increasingly or
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takes the place of Chinese to become the dominant language children used at home. Children who
arrive later in Australia mostly maintain the habitus of speaking Chinese with their parents, even in the
long run. Children’s language use with their siblings, however, is not significantly influenced by their
age of arrival. No matter how old children are when they arrive in Australia, English seems to become

the only, or main, language these children use to communicate with their siblings.

Secondly, children’s Chinese literacy development is desired by many parents and the development of
children’s literacy is regarded as crucial for Chinese heritage language maintenance. These parents
have adopted various strategies and utilised accessible resources to support their children’s literacy
learning. Chinese textbooks are commonly used resources to facilitate parents’ home tutoring of
Chinese and strengthen children’s Chinese and math skills. Besides, for children who have a good
foundation in Chinese, Chinese literature is also used to advance their Chinese literacy ability. Many
parents regard the ability to read Chinese classics, Chinese literature and popular novels as a crucial

index of the attainment of high-level proficiency.

However, the parents’ efforts in their children’s literacy learning have encountered significant
difficulties and obstacles, such as children’s resistance, lack of institutional support and parents’ dual
expectations. Above all, children’s indifferent attitudes or resistance build up tension between children
and their parents and challenge the management of the literacy practice at home. Besides, the
assimilative force from the English dominant environment seems to render individual parents unable
to withstand children’s actual heritage language attrition and they then act differently from their
maintenance beliefs. In addition, parents’ dual expectations present a huge challenge for
maintaining bilingualism and result in compromise in the value of Chinese in favour of the learning
of English for school success. In fact, besides parents, children, even if they may not object to Chinese
literacy homework, have also encountered noticeable challenges such as assimilation pressures from
peers and school, inconsistent or unstable family language policies, and their deteriorating Chinese
skills. First, the assimilative language policies adopted by schools and the English-speaking peer
environment have entrenched the power relations between English and other languages which
constitute the primary challenge for the continued use and learning of Chinese. Second, inconsistent
and unstable family language policies, largely due to parents’ compromise of Chinese learning to
favour school success, further legitimise the mainstream language ideology which prioritizes English
over Chinese or any other minority languages. Third, with deteriorating Chinese skills, children feel
impotent to articulate themselves let alone to write academically, and the Chinese literacy homework
becomes an arduous task. Nevertheless, against the pervasive resistance or inactive reactions to
Chinese literacy practice, there still emerged a few illuminating cases where children are active agents

in their own literacy studies. These children, who generally arrived late, seem to have endorsed their
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parents’ expectations related to their heritage language development and associate Chinese language

proficiency with their literacy skills, particularly their ability to read classics, literature and novels.

Thirdly, television and video media are used as supplementary resources to facilitate children’s
heritage language learning. These entertainment programs play a positive role in arousing their
interests in heritage language, facilitating their literacy development and enlarging their Chinese-
speaking social networks. However, children’s limited Chinese or English assimilation in their migration

contexts may impede their interest in, and appreciation of, these Chinese programs.

In sum, to maintain and develop children’s heritage language, parents adopt various language policies
and utilize a variety of resources to facilitate their children’s Chinese language practices, which mainly
include speaking Chinese at home, practising Chinese writing and watching entertainment programs.
Parents generally display strong expectations or desires for their children’s literacy proficiency which is
considered crucial for the success of family language policy and ultimate heritage language
attainment. Parental desires for literacy achievement have been endorsed by a few children who play
an agentive role in their own literacy studies. However, there emerged a tension between children’s
actual language use and the home Chinese-only policy specified by parents. Moreover, parents’ efforts
with their children’s literacy learning have encountered great difficulties such as children’s resistance,
lack of support against English assimilation and parents’ dual expectations. In fact, besides parents,
children, when trying to maintain the heritage language, have also encountered significant difficulties
and challengers mainly in the form of school/peer pressure, parental inconsistency and their own
deteriorating Chinese skills. This chapter has explored heritage language maintenance practices in the

home, while the next chapter focusses on heritage language maintenance practices outside the home.
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Chapter 7: Language maintenance practices outside the home

7.1 Introduction

While the previous chapter examined heritage language maintenance practices employed in the home,

this chapter shifts focus from the home domain to the spaces where formal instruction takes place.

Across the data, 21 out of the 32 focal children received formal Chinese instruction outside the home.

This chapter explores the experiences and perceptions with regard to Chinese classes in community

schools (Section 7.2), then presents the experiences and perceptions in relation to Chinese learning in

mainstream schools (Section 7.3). This is followed by an examination of the children’s language use in

peer communication in mainstream schools (Section 7.4). The chapter concludes with a summary and

discussion of the results (Section 7.5).

Table 7. 1 An overview of children’s involvement in Chinese programs outside the home

Studied Studied Took Studied
Age Attended | Chinesein | Chinesein | Chinese for | Chinese
Age at on community primary secondary HSC/1B at college
interview | arrival school school school exam level
Daughter
1 28 3 Vv Vv
Daughter
2 7 4 Vv
Son 3 9 4 v v
Daughter
4 9 4 \4
Son 5 11 4
Son 6 7 5
Daughter
7 10 5 v
Son 8 15 5 \
Daughter
9 15 5 v \
Daughter
10 18 5 v
Son 15 10 5 v
Son 11 10 6
Daughter
12 10 6 v
Daughter
14 24 6
Son 13 8 7
Daughter
15 12 7 v
Son 16 15 7 Vv Vv
Daughter
17 10 8
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Daughter
18 9 8
Son 19 11 8
Son 20 10 9
Daughter
21 13 9
Daughter
22 23 9
Son 23 12 10
Daughter
24 23 10
Son 25 25 10
Son 26 12 10
Daughter
27 21 11
Daughter
28 23 13
Daughter
29 24 13
Daughter
30 19 13
Son 31 18 13

7.2 Studying Chinese in community schools
Across my data, 11 children had variable experiences of learning Chinese in community schools (Table

7.1). When | asked participating parents why they did (or did not) send their children to Chinese
community schools, the quality or effectiveness of Chinese classes became the central consideration.
Parents’ views on the effectiveness of community Chinese classes are dependent on the perceived
improvement/advancement of their children’s literacy skills and their own expectations towards
Chinese, which are also associated with the age of migration and the prior heritage language
proficiency. Parents whose children had a few years of formal schooling in China, in particular, felt
dissatisfied with the content taught in community schools and had no intention to continue their

children’s learning of Chinese in community schools:

Excerpt 7.1
Mother 26 : KEIELBEXBHFHFXERT, ERXENIE, HSHOREM, A
Rk,

Researcher : FEARMHRK LEAREZEF, BENEBLERIE. /\E¥, BIELHEF?

Mother 26 : CRIT. /\RITXLAFRNXLEZ FERREM, EBENTXEMNZFRIEE
ZRET, BAMNBEY TEZEITN, FIME. BRERIFEZIPNMTRE R
Eitm., REAMER/NEEKE,

Researcher : X EMNERESFEITRLY, ELE—LPIIRMO/NZ?

Mother 26 : % F, GXfth{IREECHERE, EXK.
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Mother 26: That Chinese school, according to what | know, is one of the best in Sydney, but
Chinese taught there is very basic, and we will not choose it.

Researcher: | saw the schedule with various levels of Chinese classes, there are level 7/8
classes. What do you think of the level 7/8?

Mother 26: Level 7 and 8 are very basic for children from China [with formal schooling
experiences], but very difficult for children who grow up here because Chinese is their
second language, a foreign language to them. | think even the level 10 class is still very
basic, at most up to the level of primary school students in China.

Researcher: Do you know if there are any programs suitable for children who had a few years
of formal schooling in China?

Mother 26: | don’t think so. They can only study at home, with parents’ help. (Interview,
07/2018)

Excerpt 7.2

Mother 21: K355 oo B AR R AL XL A G, A 1L E AL S X7
fAITANAEE N Bt — . PRI TR A M. B A NE S BRI, FTEe
Y Bt ) A S AE [ P B IR R AR B, AR SRR X RS, a R B IE AR
g, EHARAS RIZI T2 AN T, ARG A2 e sy
B, BT Y, A RIERAE N, i 25 A v R PR AR R
B RS AER SR 7, A OAESEL 1, RN ik k. HaEE
A 2 A A, XANE T K.

Mother 21: | think these Chinese schools just target children who have mostly lived in Australia
and have had no chance of being schooled in China. They are different from children
who have some schooling in China. Daughter 21 grew up in China and her Chinese was
all good when she was in China, you see. [pointing at books] She could read such
sophisticated books; so, she has no way to stay with children who are learning and
writing simple sentences like ‘did you eat today’. This is meaningless to her! You know,
the Chinese school she went to had intermediate and advanced classes. But even in the
top class, she still thought it was meaningless; so, | said, “If it’s like this, you don’t need
to waste your time, and just stay at home to read Chinese books”. So, we didn’t let her
go, but the problem is if she doesn’t have that language environment, she doesn’t take
it seriously. (Interview, 11/2017)

As evident above, Mother 26 and Mother 21 criticized Chinese community schools for only targeting at

Australian-born children with low levels of Chinese language proficiency. Son 26 (Excerpt 7.1) and

Daughter 21 (Excerpt 7.2) came to Australia at age 10 and 9 and finished Year 4 and 3 in China

respectively. Across the data, it is not surprising to find that the critical comments on Chinese

community schools are mostly associated with late arrival age and high levels of prior proficiency.

However, there emerged a dilemma for parents who had high expectations for their children’s

heritage language proficiency. On the one hand, parents such as Mother 26 and Mother 21 conceived

of the Chinese classes as being useless and a waste of time because they could not advance their

children’s literacy skills, so they might expect a success in heritage language maintenance through

home tutoring; on the other hand, they perceived that in the absence of a peer environment, home
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literacy practice was not fully implemented and might result in children’s resistance (see details in

Section 6.3).

Many parents who have high expectations for their children’s Chinese learning regard their current
Chinese classes as insufficient to help reach high levels of Chinese language proficiency. For example,

Father 15 explicitly stated that community Chinese classes hardly met his expectations:

Excerpt 7.3

Father 15: Because we are teaching them Chinese now. My reason is this, because those children
who went to Chinese schools, maybe they were born here, maybe they came to Australia
very early. So, parents try to, you know, help them maintain the language. But for us, it’s
different, because | don’t know what my next step is, whether I'll go back to China or
not, so that’s why | say they have to learn Chinese, they have no choice. For those
parents, for them, they are already immigrants; so, whether you learned much doesn’t
matter. If you just speak English, no problem; if you cannot speak Chinese, not that
serious; but for us, it’s very serious. (Interview, 10/2017)

Father 15 associated his high expectations for Chinese with their ‘sojourner’ status in Australia, and he
perceived that Chinese community schools lacked quality programs to foster high levels of Chinese to
enable them to improve and keep open their option of return migration to China. Similarly, all
sojourner parents in J. Zhang’s (2010) research reported that what was offered in the community

school did not live up to their expectations.

In line with parents’ perceptions, children who arrived late in Australia, or who had solid proficiency in

Chinese, also said that the Chinese language taught in community schools is too easy:

Excerpt 7.4

Daughter 21: No, | don’t go to like a Chinese school. | don't like —

Researcher: Did you ever go to a Chinese school?

Daughter 21: | went once like just once when | was younger, probably about 11 or 10....
Researcher: How about your first time?

Daughter 21: Yeah. It was very easy for me then, probably not now. It might have been like only
slightly bit easy, but it was very easy for me then, so | just didn’t go again. (Interview,
11/2017)

Excerpt 7.5

Researcher : X FRER LWL ?

Son 19 : 7 P EMERIEZ RN R ?

Researcher : 7E 8l A9 5 SCEAL

Son 19 : X%, A, FLZEKEZ kindergarten FIZRF, ERIK(TFERATH TR —H,
#WF4) L EFRA,

Researcher: Do you want to go to Chinese school?

Son 19: Do you mean Chinese schools in China or Australia?
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Researcher: In Australia.

Son 19: No. | went before. Those schools [Community schools], like the Chinese class in my public
school, all teach kindergarten stuff and students learn kindergarten things. (Interview,
11/2017)

Both Daughter 21 and Son 19 finished Year 3 in China and they attributed their resistance to Chinese
community schools to the easy Chinese taught in the classes. In fact, the lack of high-level Chinese
programs was commonly mentioned by parents and children as a reason for their disinterest in
community schools, and this was also confirmed by a principal in a Sydney Chinese school as shown in

Mother 26’s interview:

Excerpt 7.6

Mother 26: S IEFRALfBF AR AKRS, KK RAHERZXFHDGE T, RKFRE T, A
CRZEERHAT 7o HRIATXIVARICEEE, R UER L E, BRI
TRAEDOE FAAMIETE 1, ABATT AR R 4% T AR A T rh S0 R SE S AR AR AR
[

Mother 26: When | took Son 26 to the principal, the principal said, “Oh, you don’t need to
learn Chinese in our school. Your Chinese level is too high. You can join our English
writing class here.” So, Son 26 started his English class in this Chinese school. In the
school, you can hardly find any children whose Chinese is as good as his. (Interview,
07/2018)

In sum, families with late arrivals, or those who have high expectations for Chinese, felt particularly
dissatisfied with the Chinese classes offered in community schools and they frequently criticized them
for their inability to foster high proficiency in Chinese. Actually, researchers such as Nordstrom (2015)
observed that many community language schools faced significant challenges such as limited funding
to find qualified resources and students’ decreasing motivation as the students reach their teenage

years.

However, despite the critical comments on and the practical problems faced by Chinese community
schools in Australia, some families confirmed the importance of Chinese schools in the maintenance of
children’s heritage language. The perception of Chinese classes as being effective for language

maintenance is associated with young arrival age, as in the typical example of Daughter 9:

Excerpt 7.7

Researcher: {RuLf3UbFTA POENRFE, S AH A FEFIER?

Mother 9: 1EH & K H € /& community school ). Community school [IHE R %8, i
HREEN I ZIT . HBLL Sunday class i&F tutoring class, XELFITHLE XL T, #i2&
volunteer, it —2 K224 . HARIB RS, RE%M keep up, %A 15 BhhiE
B, BB SR LE community school A5 45 b5 .

Researcher: What different roles, do you think, have these various types of Chinese classes
played?

Mother 9: The most meaningful is of course Chinese classes offered by her community school
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because the Chinese teaching there is more systematic and organized and teachers
there are more professional. Whereas, most teachers in other Sunday classes and
tutoring classes are volunteers, including university students, and their teaching is not
systematic or well-organized; so, these classes just keep up her Chinese but do not really
improve her Chinese. What benefitted her most is the classes in her community schools.
(Interview, 07/2017)

Daughter 9, arriving in Australia at age 5, had no formal education in China. In the interview, Mother 9
reported how her family became actively involved in Daughter 5’s Chinese learning by enrolling her in
various Chinese programs. Then she concluded that what was offered in Chinese schools was the most
effective and rewarding in developing Daughter 9’s heritage language. Similarly, in D. Zhang’s (2008)
research, some Chinese parents believed that children could learn Chinese more formally and

consistently in community schools rather than at home.

In sum, the perceptions regarding the effectiveness of Chinese schools varied. Some participants
claimed that the classes were useless and a waste of time because they failed to foster high-level
proficiency in Chinese. Other participants considered Chinese learning in community schools to be
fruitful and rewarding because it systematically developed children’s heritage language. It was found
that the evaluation of Chinese community schools is closely associated with age of migration and/or
parents’ expectations. The view of Chinese classes as useless or ineffective mostly relates to late
arrival age and higher expectation for Chinese language proficiency, while the view of Chinese classes
as being fruitful and rewarding mostly relates to young arrival age and limited literacy skills in Chinese.
Besides, it was indicated that Chinese community schools lack high-level programs catering to children
who have had a few years of schooling in China. Actually, the existing practical problems such as
limited funding and resources as well as diversity of students’ language background add up difficulties
in heritage language education in community schools. The next section will examine children’s

experiences of learning Chinese in mainstream schools.

7.3 Studying Chinese in mainstream schools
Seventeen children in my study had undertaken Chinese courses provided by their mainstream schools

at different stages in their education (Table 7. 1). This included 11 children who attended Chinese
classes in their primary or secondary schools and six children in their senior high schools for HSC or

International Baccalaureate [IB, the internationally recognised program] examinations.

With regard to the effectiveness of the Chinese courses in primary and secondary schools, as was the
case with community schools, the perceptions are also associated with age of arrival and prior
proficiency in Chinese. A sense of dissatisfaction was expressed by parents with late arrival children or
parents who had high expectations for Chinese acquisition and maintenance. They regarded the

Chinese programs as useless, too simple, and a waste of time, as Mother 19 remarked:
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Excerpt 7.8
(Son 19 finished year 3 in China)

Mother 19: FEfREY 4, FibfbAEE BT, Ml bE7TRXADMDEER, FEEHFET,
WHSEHRIZNE, MESKIB N FHENREBAZE . MW, i34 R
PO A TR, A ARG EAAAE X B ?

Mother 19: Look at what he learned here. | asked him to drop out of the Chinese class,
because | found his Chinese was indeed receding in that class; and it’s really like that.
The characters he writes now burn my eyes. He also felt very bored. He thought this is
so easy but why | should sit there? (Interview, 11/2017)

Excerpt 7.9

Researcher: Daughter 15 and Son 15 told me that they had Chinese classes through their primary
school years.

Father 15: Yeah. But actually, | don’t think they got anything from their Chinese classes in their
public school. Impossible. Impossible.

Researcher: What kind of things are they learning in their public school?
Father 15: Very simple, yeah. Very simple things like ‘R4’ (How do you do), ‘W15’ (Thank you)
and ‘B0l (Goodbye). (Interview, 10/2017)

For children who had a few years of formal schooling in China, the Chinese programs in primary and
secondary schools were frequently regarded as useless and disappointing. In the interview, Mother 19
(Excerpt 7.8) reiterated that the Chinese class in Son 19’s public school was of no benefit, and instead,
it sped up the deterioration of his heritage language. Though Daughter 15 and Son 15 arrived in Australia
young (aged 7 and 5 respectively), Father 15 (Excerpt 7.9) had a higher expectation for his children’
Chinese proficiency (see also Excerpt 7.3) and he perceived that what was taught in schools was too
basic. The opinion was reiterated by many parents whose children arrived late, as stated by another

parent, whose 11-year-old daughter arrived in Australia at age nine:

Excerpt 7.10

Her school offers Chinese as a second language, but they only learn one character per week. My
goodness, the school didn’t teach children how to write characters, but how to draw characters.
They are not learning Chinese, just playing Chinese for fun. (Fieldnotes, 04/2018)

The view of Chinese class as useless in advancing Chinese literacy, as expressed by the parents above,

was also confirmed by the late arrived children themselves:

Excerpt 7.11

Researcher : 7t year 7 By f&, {R{ITXIBR EFHIHA Y

Daughter22 : “{R%f, —. —. =. @M. . ~. £. /\. 1. T, BmEXLEL, (K)
Researcher : {REFRITED ? (K)

Daughter 22 : #1If | 37 Hh P05 (Y ETIEH & 5200

Researcher : {REERFFT L 7
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Daughter 22 : 3X/MZ compulsory £y, £RAE AR, FAREINEANFE AL ZHR
EA#EZ, mARPHREERXTRESREMRN—ITIR, BEIHFH.
Researcher: What did you learn in Chinese classes in year 77?

Daughter 22: “How do you do. One, two, three, four, five, six, seven, eight, nine, ten”. Just
these. (Smile)

Researcher: Do you feel bored? (Smile)
Daughter 22: Of course! Super easy things through all the four years in junior high school.
Researcher: Were you able to stick to it?

Daughter 22: This is a compulsory course and all students in our school should learn it, no
matter if you are foreigner or Chinese and no matter which country you come from.
But for me, it is good because | thought it was super easy without any effort.
(Interview, 05/2018)

Excerpt 7.12

Daughter 29 : 3§ Year 10, Year9 DIFIZFMIREE, MAEE—LEHSHLEN, REH
Fh ABC #H9 Chinese, [R local E—i&£%¥, BEAEE@MHE—— native, JLFTJIY
ZwHwp B, ZIHEMESLREMING study, FREIMEREIR NI AT
FH, HRTFERONE, MibERERE+—FR, BARBE+—FRSFF

F543X /™ background F1 heritage.,

Daughter 29: | learned very easy stuff in Year 9 and 10, just writing some Pinyin and simple
strokes, only those things for ‘ABCs’. | learned Chinese with those local students, | was
the only native and | could almost get full marks. The teacher sometimes gave me extra
studies, but later he found | could hardly learn anything there, so he let me skip a
grade from year 10 to 11. The Year-11 students can choose background or Heritage
Chinese course. (Interview, 07/2018)
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Figure 7. 1 A worksheet Daughter 29 completed in her Year 9/10 Chinese class

Useful words: — 7
he M5 (to drink) Kafei BN (coffee) ! Jﬁ; zt‘g ;":” 4
shitxué #% (maths) xia F (to play) zhongwén

xué ¥ (to study) xiangqi % Bt (chess)

37. He drinks coffee. 38. What is he doing?

fo,2% vhe o | S Bhdx

40. He teaches maths.

Ak Bt

39. He is drinking coffee.

fot vaetemlt

i 3 He is teaching maths.
41. What is she doing? 42. He is teaching

o, AL L URETE S

44. What are you doing?

057
JhAN ALY 1T

43. We study Chinese.

RAVE X

46. He plays chess.

T
(5

15. We are studying Chinese.

ARMEF Y,

i . He is playin chess.
37. What is he doing? 48. He is playing

A A fott 4

Figure 7. 1 shows a sample worksheet that was given to Daughter 29 in her Year 9/10 Chinese
language class. The worksheet, with translation drills of basic sentences, seems to be designed for
Chinese language beginners rather than those who had a few years of schooling in China. Participants
such as Daughter 22 (Excerpt 7.11) or Daughter 29 (Excerpt 7.12) recognized that the Chinese language
taught in their mainstream schools did not do much, if anything, to improve their proficiency.
However, they still appreciated these Chinese classes as an easy subject which enabled them to get
top marks and thus contributed to their school success. Chinese language learning can thus yield

profitable returns, not in terms of language proficiency but in terms of easy marks and school success.

In addition to easy marks, parents of early arrivals may consider Chinese programs in mainstream
schools to be valuable in terms of heritage language maintenance. For example, the view of Chinese

classes as effective was expressed by Mother 2:

Excerpt 7.13
[Daughter 2 came to Australia at age 4.]
Researcher: R f3ff H SCURTE A FENE ?
Mother 2: JRIRWAIHELFH), WREZH), MNP BHERER .
Researcher: 1 [ 1 SCERHAS 27 L84 A g 2
Mother 2: %% —265F 5%, MPEEITEGY:, BRI B IR — 2 — B RN X
7o PR MATIAE PR B HMEME, B PEE R DU
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Researcher: VA AT —2epl e ENL? Heanitise M4 4511 .
Mother 2: %67, EEAW LEE—He. HU2DOESHE IR E 5.
Researcher: What do you think of the Chinese class offered in school?
Mother 2: | feel they learn well and a lot in the class and the teacher is great.
Researcher: What have they learnt?

Mother 2: Just some Pinyin, starting from Pinyin, then they go deeper to characters. They are
also given some homework with Pinyin and character practice.

Researcher 2: Do they have some reading homework, such as reading a book?

Mother 2: No, just Pinyin and Chinese characters. (Interview, 07/2017)

Across the data, it was found that the view of Chinese classes in mainstream schools as being effective
is evidently associated with early arrival age. Parents of early arrivals, such as Mother 2, considered
the Chinese classes as being helpful in maintaining their children’s Chinese language to certain levels.
Their views regarding the effectiveness of mainstream Chinese classes is contrasted with those of the

late arrivals and their parents (see Excerpt 7.8, Excerpt 7.10, Excerpt 7.11, and Excerpt 7.12).

Six children took Chinese in the senior high school stage for the HSC or IB. All these children were late
arrivals and chose the HSC Heritage Chinese, HSC Chinese Background Speakers or IB Chinese A, which
were the high level of Chinese courses available. Their views on the effectiveness of these Chinese

courses varied. Some saw them as ineffective in improving their proficiency, but profitable in terms of

allowing them to get good marks in the HSC:

Excerpt 7.14

[Daughter 22 finished Year 3 in China and studied Heritage Chinese for the HSC exam]

Researcher : (R 7T S HBEBES N XHFFAI, REBNFRMAME, R heritage
language iX/MR L BEFFIZRFMD ?

Daughter 22 : A KEIRFE, 2AKEEA (K) . BFI—m Skt

Researcher: Besides getting high marks in HSC Chinese, do you think you learned a lot on the
heritage language course?

Daughter 22: No, not really, not really (Smile). | might have learned a little bit of writing skills...
(Interview, 06/2018)

Excerpt 7.15

[Daughter 27 finished Year 6 in China and studied Chinese Background Speakers for the HSC
exam.]

Daughter 27 : X B 4FAIAMIIER, SN FRHAB K —DAF background AINIE,
REFHASHAA, ERXREZBEHEEDR, FNEEERY, SMEFEX
THEE.

Daughter 27: No, didn’t benefit me much. At that time, | was the only one who was studying
the Chinese Background Speakers course. The teacher didn’t really teach me a lot in

class, and most of the time we just chatted. Sometimes we watched a movie and then
wrote a review. (Interview, 05/2018)
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However, others saw Chinese courses in the HSC/IB stage as useful in maintaining or advancing their
skills in writing characters, writing Chinese essays, and appreciating Chinese literature, as well as

strengthening their ethnic identity:

Excerpt 7.16

[Daughter 24 finished Year 4 in China.]

Daughter 24 : F{[13& Chinese heritage f98H{&, EIFEZ T H{11E L material FH{1EF.
FiE. EHBIAIWN project EAMIXFEF, BINZERFTREZHAR. 5FRLE—
BE, BRERF—MENE

Daughter 24: When we studied the Heritage Chinese course, the teacher let us read many

materials which helped us do projects. We did read a lot. We also kept writing in the
course and so our writing skills kept improving. (Interview, 06/2018)

Excerpt 7.17

[Son 32 finished Year 7 in China and studies Chinese A for IB.]

Son3l: AXZ PR BREBAL, HARERESFRNXRENERETREXFESR
MR, BNZTREERA, GFEEF. ®RE. THRMNBEFES. HERIND
SRERA, HRENMPLessay, 5T REFZFIEIANEA ST EA,

CEEDY  2F (BEHFETFY . (Ls5R) . sPXIRENEUBNRFE—FF
DABXFHIREBHE.

Son 31: The reason why my Chinese didn’t recede so much is that | read a lot of literature in
the final two years of high school. We did learn a lot, such as poems from the Tang
dynasty, lyrics from the Song dynasty and verses from the Yuan dynasty. Besides, we
wrote a lot of essays, a lot of reviews about Chinese contemporary novels such as
Fortress Besieged, the Rickshaw Boy and Red Sorghum. What we learned in high school

is even quite helpful for the Chinese literature course we took in the first year of
university. (Interview, 05/2018)

In fact, irrespective of the various views on the effectiveness of the HSC/IB Chinese courses, children
who undertook either of the heritage or Chinese Background courses are likely to have achieved high
levels of Chinese since the two courses are the highest-level Chinese courses for the HSC examination,
as Daughter 22 said: —f§ A 53 R XF2E R H heritage iX#¥, fthSERZIHERIEM continuers,
MR TR IZ AT, MBEMATRTERLT, Bfl] heritage JT_EHE = 5 ST K H
(Many other people would apply for Chinese Continuers if they think their Chinese have not reached
the level of Heritage Chinese. It is impossible for them to take the heritage Chinese course if they don’t
have that ability. All students in our Heritage Chinese class came to Australia after Year 3.) (Interview,

06/2018).

In sum, seventeen participating children studied Chinese in their mainstream schools at various stages
from primary to senior high school. At primary and secondary levels, a key difference emerged
between the perceptions of early and late arrival children and their parents. Late arrivals considered

Chinese classes to be useless, a waste of time and even counterproductive to their Chinese language
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proficiency. By contrast, some parents of early arrivals expressed appreciation of these Chinese classes
and stated that they helped their children maintain their Chinese. Besides, at senior high level, the age
factor does not matter since all the children undertaking Chinese courses at this stage were late
arrivals. However, at all levels, even if children felt they did not learn much, they view credited Chinese
as a profitable subject that has enabled them to get good marks and thus contributed to their overall

school success.

7.4 Chinese in peer communication in mainstream schools
In this data, 23 of the 32 focal children said that they preferred to speak English and that they did so

habitually with their ethnic peers at school. These 23 children included all the early arrivals and three
children who migrated at age 9/10 (Table 7. 2). Nine children said they preferred to speak Chinese with
their ethnic peers. All these nine children were late arrivals (Table 7. 2). This section will explore
children’s heritage language use with peers in mainstream schools and examine the reasons behind

their language use, with a focus on age of arrival.

Table 7. 2 An overview of children’s preferred languages with their ethnic peers in mainstream schools

English as the Chinese as the
Age at preferred preferred
interview Age on arrival language language
Daughter 1 28 3 v
Daughter 2 7 4 v
Son 3 9 4 \
Daughter 4 9 4 v
Son5 11 4 v
Son 6 7 5 v
Daughter 7 10 5 v
Son 8 15 5 \4
Daughter 9 15 5 v
Daughter 10 18 5 v
Son 15 10 5 v
Son 11 10 6 v
Daughter 12 10 6 v
Daughter 14 24 6 v
Son 13 8 7 \
Daughter 15 12 7 v
Son 16 15 7 \4
Daughter 17 10 8 v
Daughter 18 9 8 \
Son 19 11 8 \
Son 20 10 9 v
Daughter 21 13 9 v
Daughter 22 23 9 \
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Son 23 12 10 v
Daughter 24 23 10 v

Son 25 25 10 \

Son 26 12 10 v
Daughter 27 21 11 \
Daughter 28 23 13 \
Daughter 29 24 13 \
Daughter 30 19 13 '

Son 31 18 13 v

When | asked the 23 children why they spoke English with their co-ethnic peers, they mentioned
discomfort in speaking Chinese, lack of opportunity to speak Chinese, or a sense of exclusion if they

spoke Chinese:

Excerpt 7.18

[Son 5 came to Australia at age four and was 11 at the time of interview.]

Son 5: But my friends, even the Chinese ones, | always speak English. We're used to it. (Interview,
10/2017)

Excerpt 7.19

(Daughter 21 migrated for a long stay at age 9 and was 13 at the time of interview)

Researcher: And during those years in the public school, did you have some Chinese-speaking
friends or not?

Daughter 21: Um- yeah, in Year 2 and 3 this — a boy came from China, he couldn’t really speak
that much so | helped him. And then in Year 5 another girl came, and she couldn’t speak
English, so | had to help her.

Researcher: So, only when new classmates from China came to Australia, you got chances to
speak Chinese in the school?

Daughter 21: Yeah, that was probably the only time | spoke Chinese at school. And eventually
they got better at English ‘cause we tried to converse in English more than we did in
Chinese unless she or he couldn’t stand — couldn’t understand anything. In school you
really don’t speak Chinese. (Interview, 11/2017)

As evidenced in Excerpt 7.19, Daughter 21’s occasional use of Chinese with newly arrived peers was
to facilitate their eventual switch to English rather than the maintenance of Chinese. Across the data,
many children, particularly early arrivals, reported that English dominated both their co-ethnic and
cross-ethnic peer communications, though quite a few children studied at schools with a large

proportion of Chinese students.

In fact, the children’s choice of English in their communication may be largely attributed to the
pressure of possible exclusion in school. This is particularly true of early arrivals, as shown from the
language use of a six-girl group in which four are my participants, namely Daughters 7, 12, 17, and
18. One is an Australia-born girl, and the other is my daughter.
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Excerpt 7.20

Mother 12 : MR ZFASEIILNIBEE, RISERA/NZERBANRIIE, WI1RAEERS,
W, RASREX, BRINRBEFSTHRAR.

Mother 12: Daughter 12 is nicer to the newcomers and she would accommodate them by
speaking Chinese. The other girls tend to exclude them. When the new girls spoke

Chinese to them, they would say, “Ah, why can’t you speak English?”. (Interview,
07/2017)

Excerpt 7.21

Daughter 17 : RIFFIARS I ALL, RERIK.

Researcher : FFI5AYATE A AREXRIRIF ?

Daughter 17 : BLE B AR, MBI AFI. FERAS
REFRARG, M ERREET .

Daughter 17: At the beginning, they didn’t like me.

a

BENBORAEH AT,

7

Ell

Researcher: Why didn’t they like you at first?

Daughter 17: Because | didn’t know how to speak English, so they excluded me. But later, they
found | was not a bad girl, just didn’t speak good English, then they forgave me.
(Interview, 07/2017)

In fact, this girl group originally started from three girls, with one Australian-born and two 5/6-year-old
arrivals (Daughter 7 and 12), since the other girls came to Australia later. As evident from the above
excerpts, English was used as a criterion for any newcomer to be accepted as a legitimate member. It
seemed that even the early arrivals such as Daughter 17 (arriving at age 8) (Excerpt 7.21) may be
vulnerable to discrimination from co-ethnic peers because of their limited English skills, so speaking

English to assimilate into peer groups constitutes the pressing task once they started school.

Meanwhile, the early-arrived children tend to identify with the mainstream English-speaking peers,
rather than Chinese-speaking peers. In this vein, Chinese speaking peers may exert limited influence on
early arrived children, as evident in Daughter 10’s relationship with the Chinese international students

in her major course:

Excerpt 7.22

[Daughter 10 came to Australia at age 5 and was a first-year university student at the time of
interview.]

Daughter 10: My classes probably have 85% Chinese international students. | usually hang out
with the people who don’t hang out with them, because they all speak Chinese. And
they even speak Chinese during the class. So, | don’t really, | can’t really communicate
with them that well. And when they do speak English, it’s not that good. So that’s why |
just hang out with — hum- English people. ...like | have to do presentations, and | try to
find the good English speakers, because when they say it, they can’t pronounce words
properly like- and you lose marks. (Interview, 10/2017).

Across the data, the early arrival children were more influenced by English-speaking peers and less
influenced by Chinese-speaking peers. As in the case of Daughter 10 in Excerpt 7.22, the presence of
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Chinese-speaking peers in her class did little to foster her preference for and habitus of speaking Chinese.

As mentioned above, all children who preferred to speak Chinese, or who spoke Chinese habitually to
other Chinese peers, were late arrivals. In fact, five of them had been in Australia for over ten years by
the time of interview. When | asked them why they still identified with Chinese or spoke Chinese
despite being in Australia for such a long time, their reasons varied. Some children said that their initial
experiences or perception of being othered, excluded or discriminated established their habitus of
grouping with Chinese speaking peers and then formed their Chinese language use habitus with

heritage peers:

Excerpt 7.23

[Daughter 22 came to Australia at age 9 and started Year 3 in Australia.]

Daughter 22: /\FRJLFHK —E KB CE— outsider, FAKREX ARG, RAAZR
MEBEM, ARRTARBMNERLRT L, REBAMEREMFAE, Frld
BB ERIEZLREL A, AHREIENIBIR A BINFIEZRRF XD, Fr
MR EBENNERNEREBRIR P XL EZE—E, BRIONE—EWRIE, T
It

Daughter 22: | kept feeling | was an outsider through the years in my primary school because
my English was not good, and | had difficulties in communication. When they were
talking and laughing, | didn’t know what happened, so | did feel upset then. At that
time, there were only other two Chinese-speaking classmates, so for those years in

primary school, | always hung out with them, playing together and speaking Chinese.
(Interview, 06/2018)

Excerpt 7.24

Daughter 29 : A1 FI kR, RNFITRNEBA -8, BIENARAEXRARTHE
FIANFR, HRREXBANEFEIRZILREIEN, BINERYG /N EITE—
£, FNBHATE, 8227 highschool UEZNFRSE, FEARRF
EADT, fbF4 RRGEAT, BN EB M EZRMNOR, BEX
M, PTIAREAER T . XFEIIKTEIFM high school JTi5R, 2T RFME—HF
B9, K% groupwork, REFRNMHEAN, RITHESED T, BAARKBASHR
AM—PBA, RMTFEARE X,

Daughter 29: People like us coming here in high school are differently treated from those
coming in primary school, even from those who started in upper primary years such as
Years 5 and 6. | feel there is more of an English atmosphere in primary school than in
high school. If you come in primary school, you can play with local kids and will not be
picked out, but you will be othered if you come during high school. In high school,
Chinese [Chinese speakers] play with Chinese and the locals play with the locals. We
don’t have chance to communicate with them in English, so that’s why our English is
not that good. | think this discrimination starts from high school and remains in
university. When we do groupwork, if there are two Chinese [Chinese speakers], you
will be automatically grouped, and nobody else wants to group with you, they just let
the Chinese group with the Chinese. (Interview, 07/2018)

As evident from Excerpt 7.23 and Excerpt 7.24, speaking Chinese within a group instilled in the children

a sense of belonging on which they could depend in order to withstand the perceived exclusion and/or
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discrimination by their English-speaking peers, and even a small number of Chinese speakers in school
could provide them with such a sense of security (Excerpt 7.23). For late arrivals who normally had

high levels of Chinese language proficiency, their search for belonging rather than assimilation became
the top issue in their initial stay in Australia. Consequently, they ‘naturally’ tended to gravitate towards

Chinese-speaking groups.

Another reason for the formation of Chinese-speaking peer groups results from the fact that they were
placed together with other Chinese speakers in Intensive English Centers (IEC), HSC English as a Second
Language (HSC ESL), and/or HSC Heritage Chinese and Chinese Background speakers’ classes. This is
particularly true of high-school arrivals. The intensive English tuition in IECs is specifically designed for
newly arrived high-school students with limited English proficiency. All the high school arrivals in my
study, and even one upper-primary arrival studied in an IEC, at least for a few months after their

arrival. These children reported that they spoke Chinese almost all the time after class:

Excerpt 7.25

[Son 26, coming at age 10, cut in during the interview with his mother to express his pleasure
in speaking Chinese in IEC.]

Mother 26 : [& 4 18E 90% X L#ZFEZ T, FRAEEMRNEZRAELFX, H
THEERPTX, LREEREEHANRIE BULEURN, EET, —TRINT
happy 7, £2HHHFX. AESFREMRIE E2TENKZT.

Son 26: FLILH—EFRABEFRBBER.

Mother 26 : FRIREXFKIZAET o

Mother 26: More than 90% children are Chinese in his class. The school prohibits them from
speaking Chinese in school, but they all speak Chinese out of class time. In class they

didn’t speak loudly but would whisper to each other. Out of class they all speak Chinese
happily. Oh, they have a lot of fun in IEC, and all are Chinese kids.

Son 26: | hope | will stay in IEC for my whole life!
Mother 26: So, you will never know how to speak English. (Interview with Mother 26, 07/2018)

Excerpt 7.26
[Daughter 28 came to Australia at age 13.]

Daughter 28: F 1R Z A ERIAVAY IEC 3%, MaFZHEAN. BEEHIEMNIA EC, FEA
AEFHHNEZ, REEEAE=NZH, RMFETNPIARRBEEINFEAN, B2
MTRNNEEZSRAENZ I, RAANARPENFEE, TIRMBLE—
INKE, BREXNTRESIERIETELN BT

Daughter 28: Many of my friends studied in other IECs with lots of Chinese. The IEC | was at didn’t
have many Chinese, especially in the third term. There were only two Chinese in my class
of ten, but we Chinese children played together after class. | sat with Chinese children

from other classes in a small area. | think that’s why my English was not that good.
(Interview, 06/2018)
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As illustrated above, IEC constitutes an ideal environment invisibly encouraging the use of Chinese in
children’s initial contacts with English in Australia. Besides IEC programs, HSC ESL and Heritage/
Chinese Background classes that are dominated by Chinese students, especially high school arrivals,

constitute another small linguistic space invisibly fostering children’s Chinese use:

Excerpt 7.27

Daughter 22 : M yearll FF4f, FkHiiE T Chinese as a heritage language, F{ 1A/ NFE—it
REANTA, BN SR EZ=FRHERIIEKN. BMNEASNPAFXEED
EZA8%, MTXEBELRFH, BAIFEMBIEHERIEIIEN . BPLEFHFILK
By, I ASIE heritage, f{]EZFIXIBFLIE continuous,

Daughter 22: | undertook the course of Chinese as a Heritage Language from Year 11. There
were six people in my class, all of us came to Australia after Year 3. So, our Chinese
language level is around the same and all are good. We speak Chinese together. Those
who came here earlier will not choose the course. If they want to learn Chinese, they
will choose Chinese Continuers. (Interview, 06/2018)

Excerpt 7.28

[Daughter 28 came to Australia at age 13 and undertook ESL for the HSC examination.]

Daughter 28 : I H LT EZ BIALREARE R IIER..ESL PR 2 NP E S F 1T kA
B%, FEAESLARMN I FRATTHRE, RERETERNZERSHE 11 F
BRAEY, PRIAFBAESMR ESL RAATMEAS 72K, ESLPE EHSCIFZ NP XXERYEF
9,

Daughter 28: Before | started work, | mainly spoke Chinese in school... ESL classes were full of
students who started from Senior high school. Because ESL classes were offered from
year 11, many Chinese students came here in Year 11, and the number of Chinese
students was soaring then in ESL. Many students in ESL had very good Chinese
language. (Interview, 06/2018)

In contrast to those early arrivals who are forced to assimilate into their English-dominant schools
from the first day, under current education policy, children who arrive in Australia at secondary school
age seem to be provided with more spaces to practice Chinese, typically in the Intensive English center
(IEC), HSC ESL, and HSC Heritage and Chinese Background classes. Across the data, all high school
arrivals attended HSC ESL classes and the majority of late arrivals attended HSC Chinese courses. As
evident from Excerpt 7.27 and Excerpt 7.28, the availability of ESL and Chinese classes significantly
increase the chances of speaking Chinese and socializing with other Chinese speakers. The language

socialization in school largely shapes late arrivals’ language use patterns and social circles in schools.

For late arrivals, high school arrivals in particular, their language use in peer communication forms a
distinct contrast with that of the early arrived peers. Specifically, even a small number of Chinese
speakers in school may facilitate the continued use of Chinese among late arrived children, while a
large number of Chinese speakers may not do much to shape the use of Chinese of early arrivals. The

language habitus related to arrival age is also described in Luo & Wiseman’s (2000) research where it
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was found that English-speaking peers were more influential for individuals who migrated at younger
ages (i.e. born in the U.S. or migrated to the U.S. before, or at, the age of five) and Chinese-speaking
peers were more influential to children who migrated at a later age (i.e. migrated after the age of

five).

Though late arrivals as a group present as potential habitual Chinese language speakers, it is
noticeable that age 9/10 arrivals also tend to become either habitual English or Chinese language
speakers. Among the seven who were aged 9/10 at arrival, three (Daughter 21, Son 23, and Son 25)
preferred to speak English and did so predominantly with other Chinese children, two (Son 20 and Son
26) preferred to speak Chinese but had to speak English with other Chinese peers, and the other two

(Daughter 22 and Daughter 24) preferred to speak Chinese with their Chinese friends.

The variability of the pattern of language use seems to be highly dependent on the type of school the
students attend, specifically the availability of Chinese speakers in the school. For example, though Son
23 (age 10 on arrival) was in a Chinese-dominated school, and he had only been in Australia for two
years, he reported that he rarely spoke Chinese with his peers because all other children who came
earlier or were Australia-born spoke English. In contrast, Daughter 22 and Daughter 24 (age 9 and 10
on arrival respectively) predominantly used Chinese with other Chinese peers during their over-ten-
year-stay in Australia. They attributed their successful maintenance of Chinese to the small Chinese-
speaking network they formed at school. The significance of school environment to the pattern of

language use is further seen in Son 26’s experiences in two different schools:

Excerpt 7.29

Son 26 : RAERBRAMNERESR, RIBIAERNMPEAN, RBEHFLEPEAN, PXHH
R, BMEBEFXN. EXFFERE, FROFENEZEAZRRX, b
ERFIF IR RIRMERR R R, P XAIIHE, MBITEGRIFIRIERI

Son 26: In the school in Melbourne where | was, there were two Chinese students in my class
and there were also Chinese in the neighbouring class. They all spoke good Chinese and
we all spoke Chinese to each other. But in the school in Sydney, the Chinese kids can’t

speak Chinese. They all spoke English to me. When | spoke Chinese they said, “Please
speak English”. (Interview, 07/2018)

Son 26 was one of the two children who reportedly preferred to speak Chinese but had no chance to
speak Chinese at the time of interview. His language use with Chinese peers in two schools reflects the
significance of school environment in shaping (dis)continuous use of Chinese in peer communication.
Different from early arrivals who had limited skills in Chinese prior to migration, those 9/10-year-old
arrivals such as Daughter 22 and Daughter 24 who had at least three years of primary school in China
can be seen as having the ability to be long-term Chinese language speakers if nurtured in Chinese-

speaking peer environment. Compared with high school arrivals, those age 9/10 on arrival obviously
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have less access to Chinese-speaking spaces such as IEC, HSC ESL and HSC Chinese courses, so they
may also become habitual English speakers with their co-ethnic peers, as was the case of Daughter 21
and Son 25. Thus, the availability of Chinese speaking peers in their immediate context is crucial to the

formation of a Chinese speaking habitus.

In addition, though those children with later arrival age are more likely to be habitual Chinese
speakers, they at the same time demonstrate diversified patterns of language use. That is, their
language choice and practice are more likely to be dynamic and contextualized, and this is an ongoing
process, which forms a distinct contrast with the exclusive English use of early arrivals. The diversity of

late arrivals’ language use is highly contingent on the type of school the children attended:

Excerpt 7.30
[Daughter 28 finished the first semester of Year 7 in China and started year 7 in Australia]

Daughter 28 : [Fk ¥ 2| E A ZMKE, FEZFHE T, RH#HERXOMERNFERT
ZANE, HEAHRET=M+DT . REBRMIOAREHNE EEEECK
RIBMTHFRXAMIBR BREE. ROT—EFERWK, FrIXFAIXOE A SGE
IR,

Daughter 28: When | transferred to the second high school, there were many Chinese children.
There were only over ten Chinese children (speaking Chinese) when | first came, but later
there were more than thirty or forty. Anyway, we spoke Chinese to each other. If |

suddenly spoke English with them, they would feel very surprised. We kept speaking
Chinese, so all of us are good at Chinese. (Interview, 06/2018)

Excerpt 7.31

[Daughter 30 finished Year 7 in China and started Year 8 in Australia.]

Daughter 30 : FE—NPMHZEAIBEELAN, FREIBNE—F—FE, SIWNKERAD
&, FEmRABL ABC, HMEXIE, RUMNESFR—EEZZBWFX. FEREE
TEINFER, BEAEBEZAA. 2REE EBSLIR, REM——FBF English as a
second language Ay, H—FHREBNURIER, AEEEAIBEK#EEF T, BET—
FHRNEEN THE 1M FER.

Daughter 30: Students in my first high school were almost all Chinese, so my chances of speaking
Chinese and English were half and half. At that time, | had two groups of friends. | spoke
English with the ABCs and | spoke Chinese with those coming from the same IEC. When
| transferred to the second high school, my classmates were all white people. My second
school didn’t offer an ESL class because | was the only one whose English was a second

language. | was silent at the beginning until my oral English became better later on. |
spent a whole year adjusting to my second school. (Interview, 05/2018)

Excerpt 7.32

[Daughter 27 finished Year 6 in China and started Year 7 in Australia.]

Daughter 27 : FREIFFAIELR TR ZMHE—FB/ English as a second language B354, Fk
Yearll FURHE, FFIR1ERL, FisE boarding, FAIEFEEM vear11 ZJ5, %L
T—NER, PXBEET . R EFZABNEBIEENEALAYT, Be—EEMB
A ability, ERXAZERE practice, FIXAXAY, MESRF. B2 BFX
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ETRFEZRE, BINEER 60%. 70%0] et FEIENFEA. XHEBRNE
WIERMEE EXT,

Daughter 27: | was the only English as a second language learner in my grade in my high school.
From Year 11 | started boarding at school and | found my English soared to a high level
since Year 11, then my Chinese got worse. My Mandarin was not that good by the end
of Year 12. | had the ability, but | hadn’t practised much all through these high school
years. | got stuck frequently when | spoke. But in the education department of my
university now, about 60% or 70% are Chinese-speaking Chinese, so my spoken skills in
Mandarin soared. (Interview, 05/2018)

As strongly evidenced above, the course of children’s language use is significantly shaped by different
school environments, i.e. the presence of Chinese speakers in the school. For example, in Excerpt 7.30,
the growing number of Chinese-speaking students in Daughter 28’s high school provided a comfortable
environment for her to practise Chinese. Besides, the change of schools may bring dramatic change in
their linguistic practice. For example, Daughter 30 (Excerpt 7.31) was a bilingual user in the first high
school but became a habitual English speaker in her second high school, which is dominated by white
students. Daughter 27 (Excerpt 7.32) was a habitual English speaker in her high school but turned into a
habitual Chinese speaker in the university because her school/class peers changed from white-
dominated to Chinese-dominated. As shown above, the change of linguistic habit is triggered by the
change of school, specifically the change in the number of Chinese speakers in a school. Meanwhile,
compared with the early arrivals who predominantly speak English, the diversity and dynamicity of

language use of late arrivals may make them better bilingual speakers, as Daughter 22 said, F=F

AR AREE T, BNEIRPEAT, BEERRINEADT, FZ 4R (In the high school |

have friends from both sides. Sometimes | play with Chinese [Chinese speakers] and sometimes with

foreigners, depending on which class. (Interview, 06/2018)

In sum, the patterns of children’s language use are largely determined by their age of arrival and also
the type of school they attend. It was found that early arrivals unanimously speak English to their
ethnic peers, and they are less likely to be influenced by Chinese speaking peers. Age 9/10 arrivals are
either English speakers or Chinese speakers in peer communication and their language use is highly
dependent on the presence of Chinese speakers in their school. High school arrivals prefer to speak
Chinese with their ethnic peers and English with non-Chinese peers. Meanwhile, they demonstrate
dynamic and diverse patterns of language use. This dynamicity and diversity are also dependent on the
type of school they attended, vis a vis the presence of Chinese speakers. It was found that compared
with early arrivals and age 9/10 arrivals, high school arrivals are provided with more Chinese speaking

spaces under current education policy.
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7.5 Summary and discussion
In sum, most of the focal children attended formal Chinese classes in community schools and/or

mainstream schools. Perceptions of the effectiveness of these Chinese classes strongly relate to

children’s age of arrival. The same is true of the use of the heritage language in peer communication.

Age of migration contributes to the perceptions about the effectiveness of Chinese classes in
community schools, as well as in mainstream primary and secondary schools. Late arrivals tend to
consider their Chinese courses as useless, ineffective and even detrimental to their heritage language
proficiency. This is also true of parents who expect a high proficiency in Chinese. Parents of early
arrivals tend to view the Chinese classes as helpful or rewarding in maintaining, or even systematically
developing, their children’s Chinese language. Even if some children felt that the courses had not
improved their Chinese language proficiency, they valued them as subjects that enabled them to get
easy marks and contributed to their school success. In addition, the children who took Chinese courses
in senior high school aimed to get good marks in the HSC Chinese exam. All of them were late arrivals

and had high levels of Chinese, irrespective of their varied views on the effectiveness of the courses.

Age of migration is noticeably associated with children’s language use and practise with peers in
mainstream schools. Children who migrated early predominantly speak and use English with co-ethnic
peers from school. However, children who arrived late are more likely to speak and use Chinese with
co-ethnic peers and/or demonstrate diversified patterns of language use. Specifically, age 9/10 arrivals
have more potential to be habitual English speakers than high school arrivals. It was found that there

are several significant factors contributing to the existing differences.

Above all, school peers of children arriving at different ages greatly influence their language use. That
is, English-speaking peers are predominantly influential for children who migrate early, while Chinese-
speaking peers are more influential for children who migrate late. Moreover, streamed classes in the
current educational system, such as IEC, HSC ESL and HSC Chinese, are another critical factor fostering
children’s language use in school. The early arrivals who rarely attend those classes, normally find they
have no Chinese-speaking spaces in school. However, the IEC, HSC ESL and HSC Chinese classes,
dominated by Chinese students, constitute a Chinese-speaking environment where high school arrivals
can frequently speak and use Chinese. In addition, the type of school children attended significantly
shapes the language use of late arrivals but exerts limited influence on that of early arrivals. That is, for
high school arrivals, the dynamicity and diversity of their bilingual use are highly dependent on the
presence of Chinese speakers in school. For age 9/10 arrivals, their English-speaking or Chinese-
speaking habitus is highly dependent on the availability of Chinese speakers in school. For early

arrivals, no matter what school they attended, they generally develop and maintain an English-
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speaking habitus. In short, findings indicate that late arrivals are more likely to become more proficient

bilingual users than early arrivals.

This chapter has explored children’s experiences of learning Chinese outside the home. The next
chapter will examine children’s actual Chinese language proficiencies as well as factors contributing to

their varying levels of proficiency.
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Chapter 8: Language proficiency outcomes and contributing factors

8.1 Introduction
The previous chapters (Chapters 4-7) have examined language attitudes from the perspectives of both

parents and children, and maintenance pratices in and outside the home. Given that the children
arrived in Australia at different ages and had diverse experiences in Australian schools, it can be
assumed that children may demonstrate complex patterns of language proficiency. This chapter will
first explore the perceived language proficiencies and outcomes of these children, based on
participants’ reported perceptions and my own observations (Section 8.2) and then examine the
factors that contributed to differential language proficiency outcomes (Section 8.3). After that, | will

conclude the chapter with a summary of the findings.

8.2 Language proficiency outcomes

8.2.1 The typical outcome: language loss and attrition

Most children in the study, no matter what age they migrated to Australia, experienced some heritage
language attrition or underdevelopment. Children’s risk of language loss or attrition is reversely

correlated with their age of arrival. Early arrivals who have little or no formal education in China are

highly vulnerable to heritage language attrition or loss in both oral and written proficiency:

Excerpt 8.1
[Daughter 15 and Son 15 came to Australia at age 7 and 5 respectively.]

Father 15: Their thinking language is English, not Chinese, so if they are asked to speak in
Chinese, they also struggle in mind within their brain...For those like that — general
conversation is very simple, that’s easy. They can speak. They have no accent ... if you
say something more academic — first maybe they have difficulty understanding you,
second, maybe they don’t know how they can say in Chinese language to be
understood and... (Interview, 10/2017)

Excerpt 8.2
[Daughter 7 came to Australia at age 5.]

Daughter 7: Yeah but like if they say something that | don’t know like | never heard of I'll be like
what did you just say? And then there was this once my mum went to Aldi [a supermarket
chain] and then she bought this thing she called I 55 [“Wanshuang”, “night cream”].
And then | saw it and | thought she said i [“Wan”,“bow!”] like in the bowl so | took a
look at the packaging. | was like that isn’t a wash bowl and then she started laughing at
me and saying | said it’s i [Wanshuang] so you can put it on your face at night-time.
And then that’s when she started to think that my Chinese was going down and down
and down. So, she was kind of sad about that. (Interview, 05/2018)

[Note: i (“Wan”, “night”) and #ii (“Wan”, “bowl”) have identical pronunciation.]

Across the data, early arrivals generally became English dominant one or two years after they started
school in Australia (see also, Chapter 6). For these children with no or little formal schooling prior to

migration, such as Son 15 and Daughter 7, the development of Chinese literacy skills required
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immense nurturing. Their reading and writing abilities started at a lower level to begin with and
remained underdeveloped or subject to severe attrition, particularly in comparison to their oral skills
(cf. Jia, 2008). Even though Chinese was reported to be the main or the only language spoken by many
parents and children (e.g., Father 15 and Son 15), these children’s oral Chinese had not developed to
the level where they could convey their ideas in a sophisticated manner and understand their parents
when it came to complex topics. In some cases, children’s underdeveloped Chinese literacy might have

presented an obstacle for the development of their orality.

Even those early arrival children who had a few years of education in China and had a certain degree
of Chinese reading and writing ability also experienced language attrition, particularly when it came to

language use, reading, writing, and calligraphy skills:

Excerpt 8.3
[Daughter 17 started from Year 2 in Australia at age 8.]

Mother 17: Oh, Daughter 17’s Chinese is declining sharply, and now what she says even fails to
convey her meaning. She made herself the laughingstock of our family in this spring
festival. When she talked with her grandparents on the phone, | asked her to say
“Gouniandaji” M) K7, Good luck in the Year of the Dog]. Can you guess what she did
say? She was anxious, and her words jumped out as “Goujitiaogiang” [H] 2 Bk5%, a
desperate dog tries to jump over the wall]. Oh, our family laughed their heads off.
(Fieldnote, 02/2018)

[Note: There are two rhyming words in the two four-character idioms of “Gouniandaji ¥4 K 5"
and “Goujitiaogiang ) = BRG]

Excerpt 8.4
[Son 19 came to Australia at age 8 and finished Year 3 in China]

Mother 19 : i, —HTERRFH, THES., B, DR, KIMERGRILMm
ENKF, tEA—EE/ERT, EMEBRARBLEFT, BREXT—BXE,
HA“BRB—FBIE TR, M4 “Rk—MEE Tk,

Mother 19: Son 19’s Chinese receded at a speed of one thousand miles per day, especially his
writing. Oh, my god! Now | believe he couldn’t even know how to write ‘X’ (big). He
indeed forgot lots of characters. That day, he read an article, and there was a sentence

like ‘Tears in my eyes dropped one by one’, but he read out as ‘my eyeballs dropped one
by one’. (Interview, 10/2017)

The speed of literacy attrition was observed by many parents, such as Mother 17 (Excerpt 8.3) and
Mother 19 (Excerpt 8.4). However, based on my observation, Daughter 17’s Chinese reading ability was
in fact above her age-group and she was a very avid reader of Chinese literature during her first year in
Australia. However, at the end of her second year, Mother 17 complained that as Daughter 17’s English
was improving, both her oral and written Chinese proficiency were receding sharply. This was despite
the fact that Mother 17 claimed she only spoke Chinese to her daughter, a fact confirmed by my

observation. Even so, English became Daughter 17’s dominant language and always ‘jumped out’ from
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her mouth whenever she was anxious to express herself. In yet another example, Mother 19 reported
in the interview that Son 19 had read a lot of Chinese chapter books before he came to Australia.
However, after three years in Australia, he had lost his Chinese literacy and was unable to read much

Chinese (see also Excerpt 8.5). His Chinese character writing also deteriorated (see Excerpt 8.4).

Despite the obvious attrition of their literacy skills, and also their sophisticated expression in speaking,
both Daughter 17 and Son 19 could express themselves in Chinese at age-appropriate levels at the time
of interview. This is typical across the data, in that many children especially late arrivals retained a large
part of their oral communicative skills, including their ‘native’ accents. However, their literacy skills
were at risk of significant attrition or at least stagnation. The wide and severe literacy deterioration
observed here is in line with the findings of many studies (Dai & Zhang, 2008; Jia, 2008; Tse, 2001a).
Tse (2001a), for instance, described literacy as the first victim of a break in intergenerational language
transmission. Children’s deteriorating literacy skills were a constant source of worry for parents and

added to their anxiety:

Excerpt 8.5
[Son 19 arrived in Australia at age 8]

Mother 19: 3N EH& At 7 E ELSC chapter B/ #EREER, ZERVNEMEEE. T4 (&
RICE) . (ZLEBAKE) . (FUA/NER) F ., MIATNXE, EAL
MIRECEEDNT .

Mother 19: When he was in China, he could read all types of chapter books, such as Geronimo

Stilton, A Monster who Loved Books, and The Little Girl at the Window. Now he reads
Chinese with more difficulties than English. (Interview, 11/2017)

[Note: The Chinese versions of books such as Geronimo Stilton it &, A Monster who
Loved Books & _FiEHEIGKIE, and The Little Girl at the Window & i1/\E & are usually
among the recommended booklist for Chinese primary school students.]

Excerpt 8.6

Mother 21: /R & XA G HIXAER), 00! /G, SHHATER: S REEE 8 mfhik
IRIZHR, SRIGAR LB T WO, dhAE [ I i = i (U0, FEEH S
AL, ARG AIRAE BRI AR AL Y HENX R, REEX ! AERAE T M —
FEo (%)

Mother 21: Look at what she wrote [diary]: Today, my mother got up at 8 o’clock, had breakfast
and then went to church. Oh, my, isn’t this intolerable? She learned calligraphy when she
was in China. (sigh) She did write so beautifully and got silver medal in Year 3 in China.
But now, you look at these characters! Oh, they look as if dogs are crawling. (Interview,
11/2017)

[Note: “look as if dogs are crawling” in Chinese means they are crooked, shapeless and twisted.]
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Figure 8. 1 Photo of Daughter 21’s diary
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Across the data, parents repeatedly said they could do little but accept the reality of their children's
deteriorating Chinese. Parents felt impotent in the face of a lack of institutional and societal support

for minority languages.

For the late arrival children, it can be considered that they had laid a sound foundation of Chinese prior
to migration. However, even these children experienced Chinese language attrition in the form of the

recession of more sophisticated reading and writing skills:

Excerpt 8.7

[Daughter 27 started Year 7 in Australia at age 11 and was a fourth-year undergraduate at the
time of interview]

Daughter 27: FT XA P IGEEE, RIAEKNEREBWH, EEINTXEEENAK
g, AR, BREAET . sbami (EE) HthEAKNE, SEBAT.

& (LOHE) BE F—afENE RENNRERER, RESHHER

B, ot (iFF) REE—RHNPX, HEFFE. LURXREESR, HTEH

, ETRR, BHENEMES. stiiReERtNTy, IMELNTF BRF

RNE-

Daughter 27: My Chinese is ok, and | can express my ideas clearly, but my writing skills are not
that good, and | couldn’t understand sophisticated books. For example, | couldn’t really
understand Fortress Besieged and not any sentence in A Dream in Red Mansions. The
sentences in the novels that | could read should be straightforward and not that
sophisticated. For example, | could understand the sentences in Reader because they
are straightforward. | went back to China recently for the driver’s licence test, the first
part was the written test and | had to do it twice because | couldn’t understand the
guestions. | knew all the words, but | didn’t understand the questions. (Interview,
05/2018)
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As this example shows, even late arrival children such as Daughter 27 - who seemed to have Chinese
fluency - experienced deterioration of their literacy skills. As mentioned in Chapter 6, many late
arrivals associated their high-level proficiency with their ability to read Chinese classics and literatures,
while the children such as Daughter 27 who perceived their Chinese literacy as not well developed
indexed their insufficient performance to their inability in understanding Chinese literatures. For all
these children, the concrete literacy skills as reading and writing abilities constitute the essential

criterion when they evaluate their heritage language levels.

Across my data, the children who chose Chinese courses for HSC or for undergraduate diplomas were
late arrivals who had a good foundation prior to migration. They considered their Chinese as
competitive when compared to early-arrived children, but at the same time perceived the insufficiency

of Chinese when compared with other later arrivals or high-level Chinese users:

Excerpt 8.8

[Daughter 24 arrived in Australia at the age of ten.]

Daughter 24: P XX REBAFHRBXIFHFR, NiZESH. E2% HSC iR, R IE
heritage /Rt S 1% heritage, F A background AYiEC level R BRLL S 4 KR T,
RAFT, fREEARIE,

Daughter 24: My Chinese is maintained quite well and not many Chinese students could
achieve this high level, but if | had a choice between Chinese Heritage and Background
in HSC, | definitely chose Chinese Heritage, because those students in the Chinese

background class are super strong and | am not any competitive to them at all.
(Interview with Daughter 24, 06/2018)

Excerpt 8.9

[Daughter 22, arriving in Australia at the age of nine, was a fifth-year undergraduate majoring
in Chinese at the time of interview.]

Daughter 22: ki 7 FONIERERZ WM T HE, EESEMNIE, AAY. BEERIFEERE
RBRESRNSIEKE, RAMNRESRLHICEM, REXNFETEALLR
5, WETFENRXBREBAMEBEAN, XHAKTT .

Daughter 22: As | said my Chinese is good, but it’s just for my speaking. My writing is not really
good. So, | am desperate to improve my writing skills, because | am going to be a
Chinese teacher. If my students write better than me and | don’t know how to correct
their essays, it will be embarrassing. (Interview, 02/2018)

For these children who continued their Chinese studies in Australia for quite a few years such as
Daughter 22 and 24, they displayed a sense of pride in their heritage language achievements, but they
at the same time frequently compared themselves with other higher-level Chinese language users and
regarded their insufficient literacy skills as a boundary which set them apart from the desired others.
This perceived inferiority instilled in many of them a sense of crisis. Particularly, children who arrived

in high-school age constantly claimed that ‘neither my Chinese nor my English is good':
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Excerpt 8.10

[Daughter 27 started school in Australia from Year 7.]

Researcher : {R51GWMES BRERIAIRAODA—DMER ?

Daughter 27 : #ZAR%, WNEARL .

Researcher : {R AT AS R ENEBALT 7 (KX)

Daughter 27 : SR R AL KRNNE, 11FWH, MPXBIBEFH. RlF, KRXLH
BMZ11% T, sEXth—MK. FEARNE21S, RF—F—F, #HLLEF.

Researcher: Which languages, you think, could more express your inner thoughts?

Daughter 27: | think no big difference. Neither is good.

Researcher: Why do you say that? (Smile)

Daughter 27: Because | was 11 when | came here, my Chinese had not been well-developed. |
came here at age 11, so my English wouldn’t be that good. Now | am 21, so, | learned
Chinese and English respectively almost half of my life and neither is that good.
(Interview, 05/2018)

Excerpt 8.11

[Son 31 came to Australia at age 13 and was a first-year undergraduate majoring in Chinese
language at the time of interview.]

Son 31: W ERMIMBESH AR . WATE, B XESLEGFLE, RIEANEMTI—
R, BAEREXRBERORTRE IR — K. ERWMARRXAKEZR
BRSERPIXENRLE, BHEZEANEE, ESREBRNEE.

Son 31: | think neither is good enough. For speaking, though, sometimes | feel more
accustomed to speaking English, my Chinese is still better than English, and | can
express myself more accurately in Chinese. But, when | have this long communication

with you now, | do feel my Chinese is so bad and | can’t articulate myself, nor organize
my ideas logically. (Interview, 05/2018)

Different from early arrivals, who regard themselves - and are regarded by their parents - as English

dominant in all aspects of their life (see Chapter 4 & 5), the late arrivals, particularly those who started

high school in Australia, frequently compared their Chinese and English with monolingual native

speakers. They felt that they fell short in both comparisons, that neither their English nor their Chinese
had reached native-like proficiency and that their skills in either language were insufficient to express
their ideas fully. The sense of “neither my Chinese nor my English is good” resonates with the findings

in Lee’s (2014) research in which many of the post-Year 5 arrival Korean students felt that “neither my

Korean nor my English is good”. As for my participants, their perceived insufficiency in both Chinese

and English has resulted in a strong sense of ‘inbetweenness’. The sense of ‘inbetweenness’ is at times

referred to by the high school arrivals, as Son 31 said:

Excerpt 8.12
Son31: EBIMAY, PXHFEFEY, EXRXEFEF. WEFAXSTREEXRE,
Researcher : X3RN (R R EFER gL MIAE S EELIA R R S AKE,
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Son 31 : WAMEFEITUELRYE, GIIXMSASRAMRARXF. BRA/NFER, B
ERXEFEF, EORE—NTRALRA, BEARMBRIIR, FXHENEF.

Son 31: It is indeed embarrassing. You see, we did not learn Chinese well, neither English. Now
when | forget Chinese words, | use English words for replacement.

Researcher: It’s ok. You will be excellent at both languages and you just need time.

Son 31: It is too hard to achieve the top-level proficiency of both languages. It’s really awkward
to be like us “neither is good nor bad”. We'd better come as early as in primary school
or as later, so our English or Chinese would be at a very high-level. (Interview, 05/2018)

For many late arrived children, particularly those starting from high school in Australia, their self-

evaluated bilingual ability seemed highly contingent upon particular areas:

Excerpt 8.13

[Daughter 29 started Year 8 in Australia at age 13 and was a third-year undergraduate majoring
in Chinese at the time of interview.]

Daughter 29: MiEX—RFEIEZ P XL EX R, ENESENIEREE—MEANE
B, BEURSAHABIN, AENHEENEERREETEX, REREXEED
B RV IX A

Daughter 29: For speaking, my Chinese is better than English. For Chinese writing | could only

express the basic things, my sentences are not that smooth. They are like being
translated from English because my grammar is more English. (Interview, 07/2018)

Excerpt 8.14

[Daughter 28 started from Year 7 in Australia at age 13 and has finished her tertiary education.]

Daughter 28 : B HEFEHRX, PXEMHARE, MEFH, ARBEEREMN, EXIHK
FHERHAFEN. B, BPEXEE. EOE, tLOiE/NErETRES
2FX, REXXAHERRANERRXIE., ENIE, BRERERXEREFFR—
=, HERE R, EXXENE, RERERSERX.

Daughter 28: If watching TV, | watch Chinese programs and it is really interesting to watch the
detective series or programs with stars; | don’t feel any fun to watch English TV programs.
If watching movies, | watch both Chinese and English. About reading, | mostly read
Chinese novels and English textbooks or formal documents. About writing, | like English

and it is simpler. If writing formally, | only know how to do it in English. (Interview,
06/2018)

As evident in the above excerpts, with reference to bilingualism, many of these children who migrated
late, such as Daughter 29 and Daughter 28, reported that Chinese was dominant in their leisure life
such as daily communication and reading novels, but that English was dominant in the academic areas
such as reading academic materials and writing essays. In fact, across the data, it was found that
though the late arrived children had a high-level fluency in Chinese, the majority of them admitted
that they had very poor skills in Chinese academic reading and writing. Even so, and despite having
completed most of their high school in Australia and predominantly using English for academic writing,
they all admitted that they could not write English as well as the ‘local’ people, as Son 31 said, “F {1 &
AT faA189English ARY, M{IHHD LT, BETE, BEFHAMBE ALK (We [high school
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arrivals] are not that capable of selecting their English A [IB English A]. They [local children] are taught
Shakespeare’s literature and we can understand what the teacher said, but we don’t know how to
write relative articles)”. (Interview, 05/2018). Actually ‘who is local children’ across the data was found
to be highly contingent and contextualized and the term can refer to white children, Australian born
children, early arrivals or include all primary school arrivals. It is perceived that when evaluating their
English skills, the high school arrivals generally other themselves from the Australian born Chinese or
primary school arrivals in terms of sophisticated literacy skills. The above excerpts also show that for
the late arrivals, their academic Chinese may be at high risk of loss but also that academic skills in
English may not fully develop in this context. This is similar to Lee’s (2014) ethnographic study, which
found that both the academic Korean and the academic English of teenage-arrivals in Australia was at

a high risk of not developing satisfactorily.

Overall, poor development or deterioration of literacy skills can be found across all age-on-arrival groups.
Oral proficiency, by contrast, seems to be less vulnerable and severe attrition of oral proficiency was
only observed in children of early arrival age. Among the complex cases of language attrition, there
emerged distinct differences between early and late arrivals in terms of their language development
trajectories and bilingual abilities. Early arrivals as a group use English as their stronger and dominant
language and Chinese as their weaker language. However, late arrivals as a group use English and
Chinese in different domains. They are better bilingual users, but their English orality may lack
sophisticated expressions and their academic skills in both English and Chinese may not have been well

developed.

8.2.2 Contrasting cases with exceptional outcomes
Against the predominant pattern of language attrition among these migrant children, in some cases,

those who arrived at similar ages often experienced quite different language development trajectories
and then displayed distinctively different levels of literacy ability. There were seven participating children

whose Chinese proficiency outperformed that of their peers who migrated at a similar age.

Though most of the early arrivals were swiftly losing their heritage language (see Section 8.2.1), there
were still a few of them who had achieved good results. For example, as age-5 arrivals, both 9-year-old
Son 3 and 15-year-old Daughter 9 demonstrated high-level literacy skills. Son 3 was an avid reader of
Chinese books and he had read a wide range of age-appropriate books (see Figure 8. 4 in Section 8.3). In
addition to being a proficient reader of many sophisticated Chinese books and an accomplished speaker,
Daughter 9 won various awards and certificates in different Chinese language competitions in Sydney as

shown below:
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Figure 8. 2 Competition certificates

Though many late arrivals complained that they did not learn much Chinese in Australia (see Chapter 7),
some affirmed their Chinese language achievements and appreciated the Chinese skills they learned in

school:

Excerpt 8.15

Son31l: BARIMLZFABLALE, HEdhy FTHRZR, 5 . s
ME T =X Flessay, % I R48007F, IXLEIR PR FRA S A SCRFR A F B . B N3
T IR A, AP AATT R SR DT, T A ENE B A Sessay, fHAZFRATAN
1o PR i S X A e ST, At S S 2 IR general R KA A, Fpt 543
IRME, FAE B2 BSE R AR T, BRI

Son 31: Although there are many words | may have forgotten how to write, | did learn a lot in
the two years in senior high school, such as how to write essays. | wrote three big essays then
and the longest one had 4800 words. This skill helped me a lot in my Chinese courses in the
university. For those students who came here after high school, they always think their Chinese
is super good, but they don’t know how to write essays, and we know. They didn’t learn that in
high school when they were in China. What they write is very general and too empty, but what
we write is solid and logical. (Interview, 05/2018)

In fact, current achievements tend to beget further success. As many children lay emphasis on the link
between languages and capital and see Chinese learning as an investment (see Chapter 5), their
commitment to Chinese language studies and their acquired proficiency may produce returns which is

considered rewarding in the employment market:
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Excerpt 8.16

Son3l: ¥EIBEDZfE, HEBFNBEHESRY, MERNDE T —ENDEHEDN
1, BEREI—bilingualfcertification, ERRIRAVIBEE X EMAY, XA T IAN
FE—BEZTIET, casualgFEpart-timedy, HXEFHHN, XNFREFEE—TRhigh
recognitionSAFIER, FASNKREXNET —MIE. (X) #manager(al FiE
EKFEEARE ? BT Abilingual certificate, Rt GOK, AFITINT .

Son 31: | got good marks on English and Chinese in IB exam. If the marks of our languages go to
a certain level, we will get a bilingual certificate which proves that we have no problems in
transferring between the two languages. Then with the certificate, we can apply for some
casual or part-time jobs related to languages. This is quite useful, and it seems it has a high
recognition because | got a job by using this certificate. (smile) That manager asked me about

my language proficiencies, and | said | had the bilingual certificate. Then he said ok and | got
the job. (Interview, 05/2018)

Figure 8. 3 The bilingual certificate from IB exam
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Actually, all the three children who took Chinese language as their major taught Chinese in community
schools or other settings, as Daughter 29 introduced me, with a sense of pride, the Chinese work

completed by her students:
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Figure 8. 4 Menu and written composition completed by Daughter 29’s students

Overall, language loss or attrition is not necessarily the inevitable outcome of heritage language
development. Language maintenance and high levels of language proficiency are achievable with careful
nurturing and consistent commitment, as these contrasting cases show. Given these differential
language proficiency outcomes, the next section aims to untangle the main factors which influenced the

children’s heritage language outcomes.

8.3 Contributing factors
When | compared the language development trajectories of these high-level and low-level Chinese

children, there emerged a few distinct factors significantly contributing to the actual heritage language

proficiency: age of migration, parental engagement, rich print environment, and peer influence.

8.3.1 Age on arrival
As stated repeatedly above, age of migration presents a key predictor of the degree of children’s

ultimate proficiency in Chinese. That is, children’s Chinese proficiency is positively related to their age
of arrival (see Section 8.2). Early arrivals are faced with a high risk of heritage language loss or poor
development in all domains, while the heritage language attrition or underdevelopment of late arrivals
is more centered on the domain of literacy skills, particularly with regard to sophisticated or academic
writing and reading proficiency. When it comes to the reasons, on the one hand, age at migration
largely determines children’s prior proficiency, which constitutes a foundation upon which to advance
their Chinese literacy in Australia. On the other hand, age of migration is closely associated with
children’s peer socialization and the probability of the continued use of Chinese in mainstream

schools. As illustrated in Chapter 7, early arrival children predominantly prefer to socialize with
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English-speaking co-ethnic peers and rarely convey their ideas in Chinese with Chinese-speaking peers,
while late arrivals are associated with Chinese-speaking peers in school and frequently use Chinese in
various Chinese social networks. Meanwhile, compared with early arrivals, the late arrivals are
provided with more opportunities to use Chinese in IEC and HSC ESL classes and to learn Chinese in
HSC Chinese classes. In Jia & Aaronson’s (2003) three-year-long observation of the linguistic process of
Chinese students in the US, younger arrivals (who migrated at or before age 9) “felt socially obliged, as

III

if by ‘majority rule’, to speak only English in school” (p. 145), whereas older arrivals tended to find

Chinese-speaking friends from various social settings.

Therefore, with differential foundation of Chinese prior to migration, early and later arrivals follow
different language development trajectories and develop differential bilingual outcomes. Early arrivals
as a group are swiftly assimilated into English-speaking peer groups and predominantly use English
outside the home in both speaking and writing. If they use Chinese at all, it is normally confined to
daily communication with their parents in the home (see Chapter 7). They must be considered as
dominant English users and weak Chinese users. However, late arrivals as a group maintain higher
numbers of Chinese-speaking friends, they mainly speak Chinese at home and during most co-ethnic
socialization, and they are more likely to learn Chinese in the long run (see Chapter 7). At the same
time, they use English habitually in academic and other social settings. They must be considered to be
better bilingual users, although both their English and their Chinese academic skills may need to be
further developed. Thus, timing and conditions of contact with English are crucial to the retention and

continued use of the primary language(s) (see also Fillmore, 1991).

8.3.2 Parental commitment
Parental support plays a critical role in the maintenance of children’s heritage language, especially

when support from society and institutions is lacking. Across the data, children who had high-level
literacy skills, compared with those who had limited ability in Chinese reading and writing, generally
obtained more support from their families. For example, nine-year-old Son 3, though arriving in
Australia as young as age 5, was a prolific reader and his skills in, and knowledge of, Chinese were
greater than most of the early-arrived children, irrespective of their current age. When | expressed
admiration of Son 3’s reading skills, Father 3 showed me the bookshelf fully packed with various types
of Chinese books belonging to Son 3 and talked about how he and his wife supported Son 3’s Chinese

learning. On the spot, Son 3 also confirmed the benefits he got from reading Chinese books:

Excerpt 8.17

Father 3: Look at his bookshelf. We purposefully chose these books. Look at these. They have a
lot of interesting examples which can guide children in social communication. These are
encyclopedias... And these comics can strenthen his math skills. He also has great
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interest in them. | always say to him, “Whenever you meet difficulties, you go to look
for some particular books to get help”.

Son 3: These comics teach me math, and English grammar, very interesting. Whenever | got
troubles and | didn’t know how to do, | just read sort of particular types of books. For
example, last time, | was criticized by the principal-

Father 3: He felt he’d been wronged at that time.
Son 3: When | came back from school, | came here to look for some books which teach me to
how to deal with relationships with other people. (Fieldnote, 12/2017)

Figure 8. 5 A selection of Son 3’s Chinese books
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Across the data, Son 3 was one of the very few early arrivals who developed high-level proficiency in
Chinese and his Chinese ability could be considered as a good model of successful heritage language
transmission. As evident from Son 3’s statement in Excerpt 8.17 and the sophisticated books he read
(see Figure 8. 5), Son 3’s Chinese reading ability was at a very high level for a nine-year-old. Actually,
for most early arrivals, reading Chinese characters presented a huge challenge (see Chapter 5) and
they generally displayed very limited skills in characters, let alone reading chapter books (see Section
8.1). Besides, as evidenced in the case of Son 3, his parents’ conscious choice of print resources
effectively advanced the literacy growth of his Chinese and enriched his knowledge. These Chinese
books covering broad areas showed that Son 3’s parents not only used academic books such as maths
books to boost Son 3’s studies, and encyclopedias to build up his general knowledge, but also many
other books to improve his social skills. These few children’s excellence in Chinese validated the critical
role of parents in heritage language development. Children whose parents actively involve them in
everyday conversations are more likely to help their children develop heritage language fluency;
children who are exposed to a home environment with rich literature are more likely to develop high-

level literacy in Chinese. This echoes G. Li’s (2006b) finding that degree and type of home support play
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a vital role in the transmission of heritage language. Effective support includes explicit display of
positive attitudes, the enforcement of a heritage language-only policy, and literacy-related activities
(G. Li, 2006b). Specifically, “the quality of a positive literacy environment is influenced by the richness

of and accessibility to print in the homes” (G. Li, 2002, p. 152).

In contrast, in a situation where minority languages are widely neglected by schools and society, lack
of efficient support from parents will exacerbate problems in heritage language learning. For example,
though Son 25 arrived in Australia after age 10, his literacy skills were subject to severe attrition or

loss:

Excerpt 8.18
[Son 25 finished Year 4 in China and has been in Australia for over ten years.]

Mother 25 : Yes, | still speak Chinese with Son 25 after we came to Australia and he can

communicate with me. He can express his ideas in Chinese. But writing and reading,
no, he couldn’t. He wrote very well when he was in China... | didn’t really force him to
do so, because if he doesn’t have passion, he just doesn’t have passion. (interview,
05/2018)

Even for children who had a few years of primary education prior to migration, the continuity of
Chinese literacy development still needs to be carefully nurtured or their literacy skills will be severely
damaged or even lost. Across the data, Son 25 is the only late arrival who was reported to have lost
the ability to read and write in Chinese. As shown in Excerpt 8.18, though, Son 25, ‘could write very
well’ prior to migration, but was not able read or write in Chinese at the time of this study. In the
interview, Mother 25 also reported that Son 25 rarely spoke Chinese with peers or had Chinese-
speaking friends because he had been in white-dominated schools with a low presence of Chinese-
origin students. Besides lack of institutional support, Son 25’s inability to read and write in Chinese was
also an outcome of his parents’ permissive attitude. As shown in Excerpt 8.18, they held the view that
the child should decide his own language destiny. My findings thus mirror those of G. Li (2006b), who
pointed out that what parents do or do not do to maintain their children’s heritage language matters,
and parents’ active involvement is likely to foster successful learning and development of heritage
languages. Thus, the family should be protected as the crucial domain in which to transmit the

heritage language before any possible or potential influence from the outside world (J. Wang, 2012).

8.3.3 Print resources
The use of print resources plays a key role in ultimate proficiency in heritage languages. Across the

data, the children’s Chinese language proficiency is positively related to their contact with print
materials. All the children who had high-level proficiency in Chinese reported that they were exposed
to rich print materials. For example, as shown in Excerpt 8.17, Son 3’s achievement in Chinese was

largely attributed to the rich Chinese reading materials he read at home. Similarly, when asked about
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the reasons behind the heritage language achievements, Daughter 22 referred emphatically to her

reading experience after migration:

Excerpt 8.19

[Daughter 22, coming to Australia at age 9, was a fifth-year undergraduate majoring in Chinese

language education at the time of interview.]

Daughter 22 : LERFER, LFHREE, BRRENNEHEINITFERE, LRkt
M, FrIAREBRREM RAREZEBEERE. BRERIKEMNE, FHEXHR
97, BREERXPHE HEXEBEFFZHXH, EREZZHE/NMNE, FEHER
FERFRAEGRTF, H—HE —EfE BRRAEESEERF.

Daughter 22: | like reading, but when | was in school, the internet at home was controlled by
my elder brother and he didn’t allow me to use it, so, | had nothing to do except
borrowing books from libraries. At that time when | first came here, my English was
not good, so | could only borrow Chinese books. In the community library there were
many Chinese books, a lot of romantic fiction, and they were written only in traditional
characters. | kept borrowing books and now | even can read Chinese books written in
traditional characters. (Interview, 05/2018)

Daughter 22, though coming to Australia as young as age 9, displayed unusual oral and literacy
proficiency which is rarely observed on children who arrived at similar age. When | interviewed her at
her home, she spoke standard Chinese, could clearly articulate any points and organise her thoughts.
She also showed me her bookshelf packed with Chinese literatures and the beautiful calligraphy work
she has done at home. At the time of interview, she was a university student who chose Chinese
language education as one of her majors. As evident in Excerpt 8.19, the availability of large amounts
of Chinese literature significantly advanced her Chinese literacy skills and laid a sound foundation for

her continued study of Chinese for her future career.

In contrast, lack of reading experiences significantly impeded the development of children’s
literacy skills. For example, 15-year-old Son 16 came to Australia in Year 2, had over two years of
learning Chinese in a community school and then learned Chinese in his high school at the time of
interview. In their separate interviews, both Mother 16 and Son 16 said that Son 16’s vocabulary
capacity still remained at Year-One level and Son 16 rarely read Chinese outside Chinese classes
after he came to Australia. Though Mother 16 had been committed to Son 16’s Chinese learning,
she still displayed a strong sense of loss at Son 16’s deteriorating literacy skills and regretted that

she had neglected to develop his reading ability:

Excerpt 8.20
Mother 16 : (EREXHKAIMMAVEIE, HMERBHTAMNRE L, FET AR
ETHE, BEABREFRMMARIXT, REEZNHAEALE, EREAEFE
T, ENTRRERRRT, RATREREMIGEZEBEN, ASRMRHNENSR
ZBRE T . BREERIZEEMNN, BORFRELEENE, LI EESRE
HUNEEE, BEIREIFBNIKE, BAOIEWNARKIR, BT,
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Mother 16: But later | found that his Chinese receded at the same speed as his English
accelerated. You know, he didn’t speak any Chinese in school. The worst thing is that
he didn’t write any Chinese. Reading and writing are so important, and the skills of
reading and writing recede most quickly. It is possible that he could speak at home, but
his reading and writing skills are lagging far behind... Sometimes | read parents’ chats
in the forum, and | found some children could even read novels like the books
written by Jinyong (£ &), wow, to that high level! It’s our fault as parents, and we

ignored his reading. (Interview, 07/2017)

Son 16’s heritage language experience and outcome were typical among most early arrivals who
were pushed to learn Chinese for a few years but were still left with limited literacy skills in
Chinese. As shown in Excerpt 8.20, drawing upon the actual performance of Son 16’s Chinese and
the success of other children’s Chinese performance, Mother 16 realized that the lack of print
exposure had severely limited Son 16’s literacy growth. Across the data, many parents and quite a
few children regard the literacy skills particularly reading proficiency as essential to measure the
heritage language proficiency and they constantly associated children’s Chinese language
proficiency with their ability to read specific Chinese novels. That is, the ability to read
sophisticated books such as Chinese classics and children’s literature is regarded a symbol of high-
proficiency achievement and successful language maintenance, while the inability to read novels
or recognize many characters is considered as an index of low-level performance and poor
language maintenance. In fact, many researchers have found that inadequate Chinese reading input
or a print-poor environment at home constitute an obvious barrier to the further development of

children’s Chinese heritage language (Lao, 2004; Mu, 2015a; Y. Xiao, 2008b).

8.3.4 Peer influence
Peers exert an increasing influence on children’s language attitudes, their language use patterns and

their heritage language outcomes. Across the data, the children’s bilingual ability is closely associated
with the influence of their Chinese and English-speaking friends. For example, though Daughter 27
migrated as late as age 11, she said that that she could not fluently express herself in Chinese two
years after she was in high school because she had no chance to speak Chinese in the white-
dominated school. However, she found that her Chinese spoken ability was greatly boosted at
university, where most of her classmates were international Chinese students or other Chinese
speakers who migrated later. Across the data, the proficient Chinese speakers or users normally
maintained high numbers of Chinese speaking friends, so they naturally felt more motivated to speak
or learn Chinese. For example, many Chinese-speaking children asserted the importance of peer

environment to Chinese language use and fluency:

Excerpt 8.21
Researcher : IRRM/N—EKRKWHPENEZ, RESEEEIRINMEENSE ?
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Daughter 22 : w5 10 NEBEAREZ 3/,

Researcher : (RIS M AREILIRNIGEILZXHE—NEEIR ?

Daughter 22 : 1221 heritage 1B W NEIFEIRBU/NFE—EIT, —E& i8R, =%
g, BION=NE—EE—E, FRREHERRXH4l, MXFELEAENIK
B, iRt EZ I, BMRINET. IREm, EXREXTHRXTHNE
15, et =X ARG

Researcher: Among the Chinese children around you, how many people can maintain Chinese
as well as you?

Daughter 22: | think 3 out of 10.
Researcher: What do you think is the reason for your Chinese achievement?

Daughter 22: There were two friends with me from my primary school to the Heritage Chinese
class in my high school. We played together and spoke Chinese. | think the main reason
is the environment. If you played with Chinese-speaking kids, you would be influenced
by their likes and habits and we liked reading Chinese stuff such as WeChat. (Interview,
06/2018)

Excerpt 8.22

Daughter 24 : ZRAIKHENINMEMAKRT, PERMNEREIFSTEFZEIRK, B
BNZHPERFTXNES, FRERZIDERER T HNEXTESHNFEBL.
WREFR—ADIEPXAELENIE, BRERREBEREFERX, RETRR
RXHE .

Daughter 24: The friends you made in the school hugely influenced our languages. During the
years in my high school, there were a lot of new students coming from China, so we
made more Chinese-speaking friends. It was the resource in the school that allowed us
to make Chinese-speaking friends. If nobody spoke Chinese in school, we would be
forced to use English and only make English-speaking friends. (Interview, 06/2018)

It has been widely acknowledged, and also shown in the above excerpts, that as children start school
and grow older, their peer networks formed in schools play an increasing role in their language
attitudes and practices. Many Chinese-speaking children, including Daughter 22 (Excerpt 8.21) and
Daughter 24 (Excerpt 8.22), emphasized the significance of school environment, particularly the
availability of Chinese speakers in school for their (dis)continued use of Chinese. Admittedly, children’s
identification with Chinese-speaking peers was also dependent on their prior proficiency in Chinese, as
shown in the above excerpts. Given that children such as Daughter 22 and Daughter 24 came to
Australia after age 9, their prior proficiency in, and knowledge of, Chinese provided a platform on
which to socialize with other new students from China. This finding echoes that of Man (2006), whose
research also revealed that the presence or absence of Chinese peers in the school is an important
determiner of the extent of the network of Chinese speakers they come into contact with and the
degree of Chinese language used. Further, besides the frequency of speaking Chinese, the network of

Chinese peers may facilitate the continued development of children’s literacy, as Daughter 24 recalled:
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Excerpt 8.23

Daughter 24 : FEELARHEFNEZER, HBEXIBLERIE. BE/NFEMPFHEE,
HAFER Daughter 22 2E—1NFK, BN EGMENRE—LER, wiESE,
B, XNFE, BERFHETT, £7, ZBELEXRE—T.

Daughter 24: | don't really like reading, whether Chinese or English. But | was in the same
primary school and high school as Daughter 22. She liked reading Chinese books, and
she would often say: Hey, this book is interesting. So, when she read a book and
returned it, | would borrow and read it. (Interview, 06/2018)

Actually, peers may not only encourage them to speak their language, but also encourage them to
engage in literacy activities in that language, such as reading Chinese novels (e.g. Daughter 24, Excerpt
8.23). At the same time, Daughter 24’s identification with Chinese speaking peers is also associated

with her late arrival age and her prior Chinese proficiency.

Overall, children’s language proficiency outcome is the result of many combined factors. Across my
data, the distinct factors contributing to differential language proficiency outcomes are age of

migration, parental involvement, print resources, and peer influence.

8.4 Summary
In sum, participating children demonstrated different levels of Chinese language proficiency, which is

characterized by the tendency towards language attrition and poor development, but also by some
successful heritage language development. The complexity of children’s language proficiency can be

attributed to multiple factors which exert a combined influence on ultimate language proficiency.

Many children in this study have experienced widespread heritage language loss, attrition and poor
development. The chapter has shown that the degree of children’s heritage language attrition or
development is associated with their age of arrival. Early arrivals are at high risk of losing both oral and
written proficiency in their heritage language. That is, they may not to be able to communicate
effectively in spoken Chinese, nor recognize basic Chinese characters. Late arrivals are likely to retain
their spoken communication skills, but their literacy skills may stagnate or even recede. That is, they

are unlikely to read at age-appropriate levels, let alone be able to write academic essays.

Even for children who have high levels of Chinese proficiency, the majority of them consider their
Chinese as insufficient when compared with even later arrivals or ‘native’ users. There emerged a
sense of “neither my Chinese nor my English is good” among the children who migrated during high
school age. These children felt that their Chinese and English, respectively, dominate across different
domains, but generally Chinese dominates their leisure lives, such as daily communication, TV
watching and novel reading, and English dominates their academic worlds, in terms of essay writing

and academic reading, for example. Even so, the high-school arrivals found that their academic
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Chinese may not have been developed well prior to their migration and their academic skills in English

may not fully develop in Australia.

However, language loss or attrition is not the necessary destiny of children’s heritage language
outcomes. Against the backdrop of wide language attrition, there still emerged a few illuminating cases
where a small number of children outperformed their peers when it came to Chinese proficiency,
particularly literacy skills. The differential heritage language outcomes were found to be mainly
attributable to four distinct factors: age of migration, parental involvement, print resources, and peer
influence. In fact, these factors do not exist independently, but intertwine with each other and make a
joint contribution to ultimate language outcomes. Specifically, age of migration largely determines
children’s prior proficiency in Chinese and may predict their language use patterns and heritage
language proficiency after migration. Parental involvement is a critical factor for the maintenance of
children’s heritage language and significantly determines children’s heritage language use in their early
childhood. Exposure to print materials can be considered a determining factor in the ultimate
attainment of literacy proficiency. That is, children who are exposed to rich literatures tend to
demonstrate a high-level of proficiency in Chinese, while lack of print material seem to be associated
with children’s poor Chinese language performance. Peer networks exert an increasing influence as
children grow up. Children with high levels of heritage language proficiency generally maintain active

contact with Chinese speaking peers.

Admittedly, the described proficiency outcomes in this chapter are limited by the lack of objective
language proficiency measurements. However, as mentioned in the introduction, in keeping with the
qualitative approach adopted in this study, participants’ own perceptions or researchers’ observation
are considered more relevant to understanding language proficiency outcomes due to the high level of

variability in heritage language proficiencies.

This chapter has examined children’s actual Chinese language proficiencies as well factors contributing
to these varying proficiency levels. The next chapter revisits the research questions and points out the

significance and implications of the study.

199



Chapter 9: Conclusion

9.1 Introduction
This thesis has explored the Chinese heritage language maintenance trajectories of a group of Chinese

migrant children and their families. In order to trace the children’s heritage language trajectories at

various stages and from different perspectives, five research questions were identified:

What are parents’ perspectives and attitudes towards Chinese maintenance?

What are children’s attitudes towards Chinese language and identity?

What language maintenance practices are evident in the home context?

What language maintenance practices are evident outside the home?

What language proficiency outcomes can be observed, and what are the factors contributing
to these outcomes?

vk wnN e

This chapter will revisit each of the research questions in turn and review the key findings. It will then

present implications and suggestions for heritage language maintenance.

9.2 Research questions revisited

9.2.1 Research question 1: What are parents’ perspectives and attitudes towards Chinese
maintenance?
The analysis in Chapter 4 showed parents’ valorisation of Chinese. It was found that parents

overwhelmingly desire for the maintenance of their children’s Chinese language. Their heritage
language aspirations are strongly grounded in their view of Chinese as an investment in their children’s
economic, career and education futures, as the emblem of their ethnic and cultural identity, and as a

bridge to parent-child relationships and family cohesion.

Investment in children’s economic, career and educational futures is the most prominent parental
motivation. The parents who saw Chinese as an investment spoke about global employability given the
increasing currency of Chinese. The material value of Chinese was found to be built on the socio-
political and economic significance of China in the world. Firstly, with the rise of China, Chinese has
become widely regarded as a ‘world’ language next to English, so proficiency in, and knowledge of
Chinese, is considered a crucial pathway to the achievement of economic betterment, global mobility
and world citizenship. In the migration context, where the children’s English-language education is
secure, Chinese comes to be seen to possess unique importance in optimizing children’s future careers
across east and west. Thus, for many Chinese families, maintenance and development of Chinese
becomes a desirable part of children’s education plan as education is a core value whether in Chinese
traditional culture or in their current migration contexts (also see Section 1.3). However, despite the
increasing significance accorded to Chinese, the English language as linguistic capital still takes
precedence over Chinese as ‘better education’” which is frequently considered to equal education in
English. This also explains why some Chinese families gave up their children’s Chinese education to
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make a way for English learning time or content learning time through the medium of English.
Meanwhile, for both parents and children, Mandarin seems to take precedence over any Chinese
dialect. Throughout the data collection, when the topic of heritage language was concerned, ‘the
Chinese language’ as a frequent term was widely accepted as the default equivalence of ‘Mandarin’
and the mention of other dialects was normally addressed specifically to distinguish them from ‘the
Chinese language’, i.e. Mandarin. In other words, any Chinese varieties other than Mandarin were
generally considered as dialects rather than ‘the Chinese language’. Secondly, Chinese is recognized as
a language that is widely used in Australia, too. Therefore, parents believe that investing in Chinese
can maximise children’s occupational choices, even within the national context of Australia, and also
promise educational benefit as a subject contributing to children’s HSC success. Thirdly, due to the
prominence of China’s economy, it was found that Australia is not necessarily the intended destination
for children’s education or career development but is often regarded as a steppingstone. Return
migration becomes a realistic option in the parents’ considerations of their children’s future
trajectories. To keep this option open, proficiency in Chinese is considered fundamental. However,
stunted development, or even loss of children’s Chinese language proficiency, is seen as a strong

threat to desired global mobility and envisaged opportunities in the growing Chinese market.

The retention of children’s ethnic and cultural identity is also foregrounded as an important reason of
heritage language maintenance. This view of language as indexing identity is closely associated with
the perceptions of embodied ethnicity and heritage culture. On the one hand, proficiency in Chinese is
seen as crucial in grounding ethnic identity which is distinctly embodied in ‘Chinese looks’. That is, the
correct conveyance of Chinese identity is assumed to be achieved through proficiency and knowledge
of Chinese. Further, proficiency and knowledge of Chinese is believed to build up a positive racial
identity, which can prepare children for possible encounters with racism insofar as identity and
employment are concerned. In addition, accent emerged as a key identifier of ethnic authenticity. That
is, the children’s ethnic authenticity is to be validated by speaking proper Chinese. Specifically,
speaking accented Chinese, particularly with an Australian accent, is regarded as an expression of
illegitimate Chinese identity, being unable to speak Chinese is regarded as a faulty representation of
Chinese ethnicity, and attrition in Chinese is seen as a signifier of alienation from the ethnic homeland.
On the other hand, learning Chinese is regarded as being important for the sake of the retention of
heritage culture. Above all, Chinese language and culture are constantly associated with ethnic and
cultural roots, in parental and wider diasporic discourses. The loss of Chinese, by contrast, is regarded
as the primary cause of rootlessness and lack of belonging. Chinese language and culture are perceived
as essential in enhancing children’s ethnic pride and preparing them for identity confusion and

dilemmas they may experience in later life. In addition, parents’ heritage language desires are also
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associated with their admiration for, and pride in, the aesthetic, cultural and linguistic value of

Chinese.

The maintenance of Chinese is also considered important for family cohesion. Across the parental
discourse, Chinese is still seen as the language which can best facilitate parent-child in-depth
communication and foster intimacy between them. For parents with limited English skills, their
children’s Chinese language skills are considered particularly crucial for mutual understanding and
family relations. That is, failure to maintain the heritage language may be disruptive to family
cohesion. Besides being a bridge in parent-child talk, the Chinese heritage language is also seen as a tie
that connects children with their non-English-speaking grandparents and other family members back

in China.

In sum, aspirations for children’s Chinese language maintenance and development are pervasive in
parental discourse and across the wider Chinese diaspora. When the reasons behind these Chinese
language desires were explored, Chinese as an investment in children’s economic and educational
future is the most prominent, Chinese language and culture as the key to the retention of ethnic
identity and heritage culture are also foregrounded, and Chinese as the bridge to family cohesion is

constantly referred to.

The findings presented here confirm recent research, where instrumental motivation for Chinese
maintenance have gained increasing attention. This is in line with the conceptual transformation of
language attitudes, where languages have come to be widely seen as capitals, commodities and
language learning as an investment with expected good returns (see Section 2.2.1). My research thus
confirms that the socio-economic value of Chinese is a prominent parental motivation for Chinese
heritage language transmission. That is, the Chinese heritage language is, to a significant degree,
valorised by the economic, political and linguistic capital which is prized in the employment market. It
is the perceived exchange value in the job market that largely determines whether the Chinese
language should be maintained or to what extent it should be maintained. Thus, situated in the
changing situation of the economic and political power of China, traditional cultural and identity

motives, though not excluded, tend to yield to a more materialistic calculation.

9.2.2 Research question 2: What are children’s attitudes towards Chinese language and
identity?
This research question was addressed in Chapter 5, which demonstrated children’s variable and

conflictual attitudes towards Chinese language and identity. Children’s complex and multiple attitudes
towards the heritage language centre on Chinese as being a chore, as being difficult and irrelevant, but

also as an investment, and as a marker of ethnic identity.
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Many children express a lack of interest in learning Chinese and regard it as a chore. They frequently
state that their Chinese learning, especially literacy work, is tedious, boring and an extra burden.
Besides, Chinese is perceived by many of these children as a difficult language to learn. Some children
compare Chinese negatively with English or other European languages and are of the view that Chinese
is harder than any other language they have learned. Some children dichotomize Chinese and English
language learning and they state that their Chinese development would be at the expense of English

acquisition and vice versa.

The view of the relevance of Chinese within the migration context is varied. On the one hand, some
children regard the learning of Chinese as an irrelevant practice in Australia. These children associate
their lack of motivation with the perceived irrelevance or uselessness of Chinese to their lives in
Australia. These children continually state “this is Australia” or “my main language is English” as
legitimate reasons for their disinclination to continued Chinese learning. They feel that learning
Chinese is an unprofitable task in Australia and that a high level of Chinese literacy is useless in their
immediate or future worlds. On the other hand, some other children are actually convinced that their
Chinese ability is a practical skill in Australia. These children associate the value of Chinese with their
actual language use in their immediate context, particularly their experiences of being language

brokers.

Next, quite a few children see Chinese as an investment and construct their heritage language desire
upon the perceived job opportunities, economic benefits and academic advantages. Above all, Chinese
is valued for the economic benefits in the Australian employment market and for academic benefits in
Australian schools. Across the data, the perceived usefulness of Chinese in Australian job market
emerged as strong motivation for children’s engagement with Chinese language practice. Besides, for
school-aged children, Chinese-related benefits are practically embodied in school credits and bonus
marks. So, the value of Chinese seems to be advanced when they see their Chinese language
competence recognized by schools and translated into credits. Thus, favourable language policies and
attitudes towards heritage languages adopted by schools/institutions play a crucial role in facilitating
children’s commitment to heritage language learning. Like their parents, some children also see
Chinese as a profitable language which keeps their career options open in the growing Chinese market

and in the broader global world that Chinese offers.

In addition, there emerged a distinct conflict about Chinese as a marker of ethnic identity. Some
children see the Chinese language as an essential and undeniable part of being Chinese. They regard
fluency in Chinese, a Chinese-speaking habitus, and age of migration as marked identifiers of the

authenticity of Chinese identity. Based on these standards, they distinguish themselves from other
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‘inauthentic’ Chinese people, whom they refer to as ‘ABCs’ - those who lack Chinese language skills,
speak English habitually with co-ethnic peers, and who migrated young. Meanwhile, their view of
Chinese as identity is also constructed upon the linguistic, cultural and aesthetic value of Chinese.
They regard Chinese as their linguistic and cultural heritage, which they expect to pass on to their
children. However, other children construct their Chineseness not on proficiency in Chinese or their
ancestral homeland but on a range of other things, such as the sense of being accepted, consumption
of Chinese food, celebration of Chinese festivals, and childhood memories. These children often
demonstrate diverse and multi-layered forms of Chineseness, and their identity expressions tend to be
relational and contradictory. For example, with regard to traditional festivals or Chinese foods, they
may embrace their Chinese identity, while they may emphasize their Australian identity or exclude

their Chinese identity in other contexts.

The main contribution made by these findings relates to the attitudinal differences between parents

and children and the age effect on children’s attitudes to Chinese and identity.

Firstly, previous research has shown that parental and child attitudes to Chinese both conflict and
converge (see Section 2.2.2 & Section 2.2.3). Attitudinal tensions result from parents’ strong desire for
Chinese language maintenance and children’s objection to the same. However, both parents and
children highlight the economic value of Chinese for career development and the symbolic value of
Chinese for identity expression. My research confirms these findings and extends them further with
regard to the social value of Chinese for family cohesion. This was valued by parents but widely

ignored by children.

Secondly, previous research into children’s attitudes to Chinese heritage language pointed out the
variability and dynamicity of their attitudes and also associated them with children’s age of arrival and
age of maturation (see Section 2.2.3). This research supports these studies in that children’s late arrival
age grounds their desires for advancing Chinese and their psychological maturation tends to reverse
their previous objections to learning Chinese. However, it further argues that a virtuous cycle is
constructed upon high levels of proficiency and positive attitudes, and children’s proficiency in Chinese
is predicted by, but not necessarily determined by, their arrival age. For example, there are contrasting
cases of early arrivals such as Son 3 and Daughter 9, with high levels of oral and literacy proficiency.
This further generates their desire for continued advancement of their literacy skills. By contrast, a
vicious cycle exists when low levels of proficiency in Chinese discourage children’s motivation for

heritage language development.

Thirdly, previous research pointed out the relationship between heritage language proficiency and the

perception of the language-identity link (see Section 2.2.3). That is, children who are engaged in
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learning Chinese often index the fluency and proficiency in Chinese with their Chinese identity, while
those with limited or no proficiency in Chinese are unlikely to link Chinese identity to Chinese language
proficiency. My research aligns with these previous findings but further argues that the age of
migration is also linked to the strength of Chinese identity. Specifically, late arrivals who are normally
fluent and proficient Chinese users often demonstrate and maintain a solid sense of being Chinese or
being ‘authentic’ Chinese, even in the long run. In contrast, early arrivals, though most of them did not
exclude themselves from being Chinese, are less likely to articulate a strong sense of being Chinese,

but more likely to focus on their Chinese-Australian identity or Australian identity as they grow older.

9.2.3 Research question 3: What language maintenance practices are evident in the home

context?
As can be seen from the findings in Section 9.2.1 and 9.2.2, in terms of language attitudes, there exists

a distinct gulf between parent’s desire for heritage language maintenance and children’s varied

attitudes towards Chinese language learning. The analysis in Chapter 6 shifted focus from attitudes to
maintenance strategies employed by the participating families in the home domain. The maintenance
strategies widely adopted by parents are speaking Chinese in the family, having their children practise

Chinese writing at home, and exposing them to Chinese through media entertainment.

Speaking Chinese at home constitutes the primary family language policy that is implemented by the
majority of the participating parents, but language shift often occurs among the 1.5-generation
migrant children. Children’s spoken language with parents may be Chinese-oriented, but also has a
good representation of English or mixed languages. Besides, there emerged noticeable generational
difference in terms of children’s language use. That is, though most children, especially late arrivals,
still maintain the habit of speaking Chinese to their parents, children, irrespective of their arrival age,

predominantly use English with their siblings.

Having their children practise Chinese reading and writing at home is a strategy adopted by the
majority of families with the aim of enhancing children’s Chinese language skills. Across the data, the
majority of parents and quite a few children attached great importance to literacy proficiency and
frequently indexed heritage language proficiency with their literacy skills particularly the ability to read
Chinese classics and literatures, to write essays and to accomplish beautiful calligraphy. That is, the
ability to read sophisticated books is associated with high-level proficiency, while limited ability to
comprehend Chinese books and to write characters is associated with poor proficiency. On the basis of
this standard, they measured whether their home language maintenance was successful or not. With
the hope of systematically improving their children’s reading and writing, parents have utilised various
accessible resources and adopted a variety of strategies. Specifically, the linguistic resources

frequently used are Chinese language and math textbooks, Chinese literature and other reading
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materials. With the language materials, parents conducted various forms of literacy practice, typically

character writing, story reading and math drills.

Exposing children to Chinese through media entertainment is an important supplementary strategy to
develop children’s fluency and literacy skills in Chinese. Different from other forms of literacy practice,
watching entertainment programs on television or YouTube is reportedly a joyful activity and fosters

an affection for the Chinese language in some children.

However, parents’ commitment to their children’s literacy practice may encounter significant
difficulties and obstacles, such as children’s resistance, parents’ dual expectations and lack of societal
support. On the one hand, feeling the marginal status of the heritage language in the Australian
education system, the children find it hard to endorse their parents’ maintenance efforts and they
constantly displayed resistance to the literacy practice assigned by parents. On the other hand, under
pressure from the English-only principle for school success, many parents constantly compromise the
value of Chinese by prioritising their children’s English-related subject learning. Therefore, both
children’s resistance and parents’ dual expectations reveal a lack of heritage language support from
institutions and wider society. In fact, besides parents, children, even if they may not object to learning
Chinese, have also encountered significant obstacles mainly in the form of school/peer pressures,

parents’ inconsistent support and their own deteriorating Chinese skills.

The main contribution made by these findings relates to the arrival age effect on children’s language
use at home. Previous research pointed out children’s language shift and the generational differences
in children’s language use (see Section 2.3.2). That is, children tend to increasingly use English at
home. Besides, though children might use Chinese when speaking to parents, they predominantly
speak English to siblings. In line with these facts, this research further illustrates how age of migration
plays out in children’s language preference and use in family communication. Children’s language shift
or maintenance at home was found to correlate with arrival age. Over half of the early arrivals speak
to their parents in English or a mix of English and Chinese while all late arrivals, except one,
predominantly speak Chinese to their parents, even in the long run. This indicates that for early arrival
children, English tends to be used increasingly, or may take place of Chinese to become the dominant
language that children use at home. At the same time, late arrival children tend to be the long-term
potential users of Chinese. However, arrival age exerts limited influence on children’s spoken
language with their siblings since English is their dominant language irrespective of their arrival age.
Besides, it was found that media entertainment, though useful in maintaining Chinese, is only
entertained by later arrivals or children with certain levels of Chinese skills. However, children with

limited or deteriorating skills in Chinese might find these programs too difficult to understand and
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consequently lacking in interest. This suggests that Chinese language practice and Chinese language
proficiency are mutually constituted. That is, lower levels of language proficiency result in reduced
likelihood of speaking and learning the language, while high levels of proficiency increase the
likelihood of language use and practice, and vice versa. In fact, the positive relationship between
children’s arrival age and increasing use of Chinese is also in line with the observed age effect on their
language attitudes, where late arrival age underpinned their high motivation for Chinese learning (see

Section 9.2.2).

9.2.4 Research question 4: What language maintenance practices are evident outside the
home?
Following on from language maintenance practices implemented in the home, children’s language

maintenance practices outside the home were analysed in Chapter 7. Children’s Chinese language
experiences outside the home mainly include their language learning in community schools and

mainstream schools, as well as their language use in peer communication in mainstream schools.

Chinese community schools are expected by parents to be an important platform for heritage
language maintenance, but perceptions of the effectiveness of Chinese schools vary. Some participants
feel disappointed by the community Chinese classes. They regard the classes as useless and a waste of
time because they fail to foster high-level proficiency in Chinese. However, some other participants
value the classes highly. They consider the classes as fruitful and rewarding because they

systematically improve children’s Chinese proficiency.

In recent decades, more mainstream schools have set up Chinese language programs, but the effect of
these programs are highly contentious, and this is particularly true of the programs at primary and
secondary school level. Many participants, particularly late arrivals and their parents, claim that these
primary and secondary Chinese programs have not done much to improve their children’s Chinese, but
in fact have had a negative effect on prior Chinese language proficiency. However, a few parents of
early arrivals state that the Chinese programs offered by mainstream schools are maintaining their

children’s Chinese.

Besides, in their senior high school, some children take Chinese courses for the HSC/IB test and all of
them were late arrivals in my research. Their perceptions regarding Chinese courses also vary. That is,
some children view their HSC/IB Chinese courses as useless or ineffective for learning new things, but
others consider these courses as instructive and informative in advancing their literacy skills and

Chinese knowledge.
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In fact, irrespective of the effect of Chinese learning, all the children appreciate the credited Chinese
programs or courses offered by their mainstream schools and view Chinese as a profitable subject

which enables them to get good marks and furthers their school success.

These findings align with those of previous research, which found contradictory perceptions of the
effect of Chinese community schools. This research not only echoes the existence of different voices
but also associates these variable perspectives with age of migration. It reveals that regarding the
perception of Chinese classes in both community schools and primary and secondary mainstream
schools, low level of satisfaction is generally correlated with late arrival age, while high level of
satisfaction is related to early arrival age. This suggests that in order to develop high level Chinese
proficiency, community schools need to develop high quality programs to cater for late arrivals and to
make full use of class time, and mainstream schools need to provide various level classes for both

heritage and non-heritage learners.

In addition, children’s language use with their peers in mainstream schools is under-researched, and
this research aims to fill this gap by illustrating the language use of children who migrated at various
ages during mainstream schooling. It reveals that migrant children’s language use with their ethnic
peers is significantly shaped by their arrival age and/or by the type of school they attended. Early
arrivals predominantly speak and use English with co-ethnic peers, while the presence of Chinese
speakers in the school exerts limited influence on their English-speaking habitus. Age 9/10 arrivals are
likely to be habitual English speakers or Chinese speakers with their ethnic peers. Their language
habitus is dependent on the school they attended, i.e. the availability of Chinese speakers. High school
arrivals are more likely to speak and use Chinese with co-ethnic peers and/or demonstrate diversified
patterns of language use in different schools. That is, they are generally Chinese language speakers,
but if they are without access to other Chinese speakers in school, they will follow the mainstream
English-speaking norm in the school context. Overall, with regard to language use, the school type they

attend matters to later arrivals rather than to early arrivals.

Moreover, in further exploration of Chinese speaking spaces in school, the study reveals the existence
of different school language environments for late arrival and early arrival children. In Australia’s
current educational system, late arrivals often find that they have many opportunities to speak
Chinese in school spaces such as in IECs, or HSC ESL and HSC Chinese classes, which are dominated by
Chinese speakers. However, these classes are rarely taken by early arrival students. Thus, the school
language environment for late arrivals forms a distinct contrast with that of their early arrival peers.
The late arrivals are likely to become entrenched in a Chinese-speaking context, while the early arrivals

become entrenched in an English-speaking environment.

208



9.2.5 Research questions 5: What language proficiency outcomes can be observed and what
are the factors contributing to these outcomes?
This research question was addressed in Chapter 8, which examined children’s actual Chinese language

outcomes across different arrival ages and then identified the key factors contributing to heritage

language proficiency outcomes.

Irrespective of children’s arrival age, heritage language attrition or underdevelopment is the typical
outcome, particularly with regard to literacy, but participating children have experienced different
degrees of language attrition. Firstly, a small number of children have lost both their oral and written
proficiency to a large degree. Secondly, most children were able to conduct daily oral communications
in private contexts but only had limited reading and writing skills. Thirdly, even most of those who
were relatively fluent in both spoken and written Chinese lacked proficiency in academic skills.
However, the overall trend towards language attrition contrasts with the exceptional cases of some
children’s excellence in Chinese. Besides oral fluency, these children demonstrated sophisticated
reading ability and a solid foundation of writing skills. Besides, they presented themselves as potential

long-term Chinese language users and learners.

These differential proficiency outcomes were found to correlate with age of migration, parental
involvement, print resources, and peer influence. Above all, age of migration generally determines
children’s proficiency in Chinese prior to migration, shapes their post-migration preferences for peer
networks which are characterized by different linguistic habitus, and influences their choice of school
courses and their Chinese language use opportunities in mainstream schools. Next, parental
commitment determines the success or failure of family language policy, influences children’s
motivation to learn Chinese, and also determines the foundation of Chinese language proficiency
before any possible or potential maintenance influence from outside. Besides, the use of print
resources is presented as strategic in strengthening and advancing children’s literacy skills. All the
children with high-level proficiency in Chinese were exposed to rich reading materials. Lack of reading
experiences hinders the development of Chinese. In addition, the peer group increasingly influences
and shapes children’s language use outside the home as children get older. Habitual and fluent
Chinese users normally maintain a high number of Chinese-speaking friends, while habitual English

speakers, and limited Chinese speakers, mostly socialize with English-speaking peers.

The strong language attrition observed in my research also echoes previous research, which also found
that heritage languages are rarely maintained and developed across generations, but also that late
arrival age may help to minimize children’s language shift (see Section 2.4.1). Beyond that, this
research further reveals how children’s language outcomes or degrees of language attrition is linked to
arrival ages.
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The children who had no or little formal education in China experienced high risk of language loss in
both oral and literacy skills. Specifically, they might be unable to read, write, communicate their ideas
or understand complex topics in Chinese. Even those early arrival children who had a few years of
schooling in China also experienced severe attrition, particularly in terms of literacy skills. They might
be short of sophisticated expressions, experience deteriorating calligraphy skills, and become unable
to read and write much Chinese. Furthermore, for the late arrivals, their language attrition was
evident in their inability to produce more sophisticated reading and writing. Though they could
articulate their ‘deep’ thoughts and had retained their ‘native’ accents, many were unlikely to read
Chinese classic literatures and write academic essays. Specifically, many high school arrivals felt that
“neither their Chinese nor their English is good”. They found that their Chinese academic skills had not
yet developed in China prior to migration while their English academic skills had not developed well in

Australia.

9.3 Significance and implications
In the examination of language attitudes of both Chinese migrant parents and children, as well as their

heritage language maintenance strategies, and children’s heritage language proficiencies, this thesis
has undertaken a cross-sectional inquiry into the trajectory of children’s Chinese language
development at various ages of migration. The research significantly contributes to the field of
heritage language learning of Chinese migrant children (i.e. 1.5 generation) in various aspects,
specifically featuring the significance of age factor in the diversity of the children’s language
proficiency levels, the relationship between the power relations and the participants’ language
ideologies, the nuances of the children’s learning experiences in heritage language classes and
community schools. First, the study, by exploring the socio-linguistic environment of broad age groups
at migration, provides a thorough understanding of how arrival-age-related sociocultural contexts
shape children’s language ideologies, their identity constructions, as well as their language
maintenance efforts and trajectories; and how the age factor interacts with various other factors
leading to children’s language outcomes, specifically their heritage language loss, attrition or
development. Meanwhile, the study not only depicts the difficulties and challenges that both parents
and children have encountered when trying to maintain the heritage language but exposes how these
difficulties and challenges relate to and interact with children’s ages and age-on-migration. Secondly,
the study, situating participants’ language attitudes in the socioeconomic contexts of both China and
Australia in the twenty-first century, extends existing research by revealing how power relations
between countries and between languages influence peoples’ language ideologies and Chinese
heritage language attitudes, i.e., how the rising socio-economic status of China strengthens

participants’ aspirations for Chinese language proficiency, how the prestige of English disintegrates
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parental consistency of supporting their children’s Chinese language learning, and why Mandarin takes
precedence over any other Chinese varieties in terms of Chinese heritage language maintenance.
These power-related language attitudes foreground the dominance of post-structural language
ideologies which feature out language learning as investment, languages as capital and commodities.
Thirdly, the study, not only displaying children’s heritage language experiences in the home, but in
multiple social contexts especially community schools, mainstream schools as well as peer
socialization, depicts a realistic picture of language resources available in diasporic contexts,
authentically reveals participants’ perspectives on these programs as well as the difficulties they have
encountered in various contexts when maintaining Chinese, and further underlines the emergent
problems in language policies and heritage language education. Thus, the study, situated in the
context of the tendency of English language assimilation, the emerging prominence of Chinese, and
the increasing parental desires for Chinese language proficiency, have multiple implications for
Chinese heritage language maintenance for migrant families, local communities, mainstream schools

and policy makers.

The research draws attention to migrant families as to children’s general heritage language course in
the host country, existing challenges in maintaining Chinese in multiple social contexts across different
age groups, and potential ways to developing children’s Chinese. As shown in previous sections,
parental support is the key factor in successful Chinese language transmission, but family language
policy, including the Chinese-only rule and home literacy practice encountered significant obstacles,
including parents’ inconsistent efforts and children’s resistance in the larger assimilative environment.
Thus, parental maintenance efforts rarely yield good results. For the development of children’s literacy
skills, the print materials mainly used by parents are Chinese textbooks, while children’s literature,
though being a valuable resource to activate children’s interest and facilitate their literacy
development, is rarely effectively used by parents in children’s literacy practice. In addition, as Chapter
Seven illustrated children’s heritage language experiences in community schools and heritage
language classes in mainstream schools, parents may have a better understanding of their children’s
heritage language education in Australia and reconsider their current language practices that may be
additive or subtractive to the children’s language and literacy development. Nevertheless, these
finding suggests that parents should understand the key role they can play in withstanding assimilative
linguistic forces. They need to be strategic and use resources that are effective in maximising their
maintenance efforts. For example, parents should actively involve their children in daily conversations
and encourage them to speak Chinese with family members and peers. Meanwhile, parents should
expose their children to meaningful literacy activities, such as reading Chinese story books and

watching appropriate programs.
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Besides, deterioration of literacy proficiency tends to occur across all-age groups. In addition to losing
Chinese literacy skills, early arrivals are also vulnerable to losing their oral proficiency. The research
shows that a solid foundation in Chinese always begets further successful language achievement, and
poor or unstable proficiency often results in lack of motivation, few Chinese language practices and
deteriorating language skills. This study calls on parents to attend to children’s Chinese language
learning before it is too late. It is much easier, and more helpful, to give children rich exposure to a
Chinese oral and literacy environment at an early age. Parental success in fostering bilingualism in
their children depends on the establishment of virtuous language learning cycles rather than vicious

cycles.

In addition to the importance of the home domain in language maintenance, the widely unsuccessful
heritage language education in the school domain also has implications for schools and policy makers.
As shown in the findings, Chinese programs and courses in community schools and mainstream
schools rarely produce high levels of Chinese language proficiency. This is particularly true for late
arrivals or children with a solid foundation in Chinese. The findings suggest that Chinese courses, both
in community schools and mainstream schools, can be redesigned to accommodate students with
different levels as well as those with different learning goals and needs. For example, basic language
skills with a focus on everyday communication can be provided for limited Chinese language speakers
who only want to learn Chinese for family communication. Students with high levels of Chinese
proficiency should be provided with more sophisticated reading and writing practice to advance their
literacy skills. Admittedly, as mentioned earlier, many community schools are faced with significant
practical problems such as lack of sufficient funds and qualified teachers as well as limited instruction
time for heritage language teaching, so policy makers and education administration need to consider
the situation of language schools and provide them with more practical support such as finding
qualified teachers and rich teaching materials as well as designing the format of language

programmes.

Across the data, it was found that lack of institutional support presented as a major cause of children’s
resistance to, and demotivation in, Chinese language learning. This study, along with many previous
studies, reveals that individual families and community schools are not sufficient to fight against the
assimilative force of English (see Section 2.3), and this is the case even more so for the Chinese
programs in some mainstream schools. However, as shown above, with the rising economic and
political power of China, the Chinese language is becoming much more desirable for diasporic Chinese
families than it was at any previous historical period. Against the conflicting backdrop of poor
maintenance outcomes and increasing demands for Chinese, the full effects of these tensions are yet

unknown, but policy makers and school administrators should be aware of the high market demands
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for high-quality Chinese programs in Australia, the existing problems in current language policies and
difficulties in heritage language education, and then adopt methods to make heritage language
maintenance easier and more feasible for all learners. In fact, failure to maintain Chinese heritage
language might not only be devastating for large numbers of Chinese families but might also cause a
great loss in potential national resources. Thus, it is also important for school administrators to convey
a positive message to children and society about the importance of their heritage languages and the
most effective way is to improve the quality of heritage language programs and include the heritage
language in school curriculum. As Shin (2006) stated, “a legitimate status of the minority language in
the eyes of the members of the larger community will make it more desirable for young HL speakers to
learn and maintain their language” (p. 142). My research suggests that — with regard to Chinese — now

is the right time to increase the status of Chinese in Australia.

In addition, the analysis of the children’s language use patterns and proficiency outcomes found that
early arrivals were losing their heritage language, but that late arrivals might have weak academic skills
in both English and Chinese. Besides, the exploration of children’s peer communication in school
revealed that early and late arrivals act as separate two language camps that rarely integrate with each
other in schools, and the streamed classes in the current education system seem to entrench this
division. This suggests a unique opportunity for schools to create programs that cater to the specific
needs of early and late arrivals and help them profit from each other’s linguistic strengths in Chinese
and English. In addition, effective measures are needed to systematically maintain and develop early

arrivals’ Chinese, as well as advance late arrivals’ academic ability in both English and Chinese.

Overall, this thesis has shown that families, communities, and schools need to work together in order

for language maintenance efforts to succeed.
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Appendix V Interview Guide (for parents)
Phase 1 Background information (before coming to Australia)

1

98]

. Can you tell me about your English learning experiences before coming to

Australia and how do you evaluate your English proficiency prior to
migration?

. Can you tell me about your child’s English learning and Chinese learning before

coming to Australia and how do you evaluate your child’s English and Chinese
proficiency prior to migration?

. Can you tell me about your child’s education in China generally?
. What kind of job did you do before moving to Australia? Can you tell me

about your life back at home?

. What made you come to Australia? What were your expectations of

your child’s education abroad before coming to Australia?

Phase 2 Education and adaptation in Australia

About parents

AW~

9.

. Can you tell me about your experiences of English learning in Australia?

. What kind of job do you do now?

. Can you tell me about your social activities and about your social circles?

. Did you see some changes in your life after moving to Australia in terms of

your job opportunities, living standard, education opportunities and social
activities?

. What are your happiest experiences (e.g. in education and life) after

moving to Australia?

. What are some of the problems and difficulties you have experienced in Australia?
. How much are Chinese values a part of your life (e.g. Chinese language, Chinese

books and programs, Chinese food and festivals)?

. How much are mainstream Australian values a part of your life (e.g. English

speaking, English reading and programs, Australian sports, Australian food
and festivals)?
What do you think of your identity (more Chinese or Australian)?

10. Do you have education goals, career goals and/or other goals for yourself? How do

you work towards them?

About child’s school education

1.

2.

Can you tell me about your child’s school? Why do you choose this particular school
for your child?
Did your child receive any language support from school (e.g. ESL
program)? What kind of support did he/she receive and what do you feel
about it?
Can you tell me about your child’s subject learning in Australian schools? Can
you tell me about your child’s school performance compared with that back
home?
Does your child go to a tutoring class/coaching college, or have a private
tutor or any other support outside school? What’s your reason for sending
your child to these classes?
How satisfied are you with your child’s education compared with that back
home? / What educational aspects are you satisfied and dissatisfied with?
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6.

Do you see some changes of your expectations towards your child’s education?
If so, what kind of changes do you experience and why? What kind of
education generally do you want for your child and how do you work towards
that?

About child’s heritage language practice and bilingual abilities

1. Can you tell me about your child’s heritage language proficiency and English

2.

language proficiency before and after moving to Australia?

How do you view the status of your child’s heritage language ability and
English language ability?

What languages do parents use to the child? What languages does the child
use to parents and to siblings? Are there some changes in language use at
home and what are those changes? What do your think are the main factors
leading to language changes?

Do you have a family language policy? What’s your family language policy
and is it easy or difficult to implement your family language policy?

Did you try/Are you trying to maintain your child’s heritage language?
What’s the heritage language education goal for your child?

Is English language learning an issue in your family? How do you deal with
this issue?

What is your expectation of your child’s language abilities (bilingual abilities)?

About child’s social, emotional, and cultural adaptation

1.

2.
3.

In which suburb and/or community do you live? Why did you choose to live
there?

Can you tell me about your child’s socializing activities / after-school activities?
How important do you view Chinese friends and mainstream

Australian friends respectively to your child? What is your child’s

social circle?

What does your child feel about Australian schools, his/her friends here
and his/her host country?

How important is Chinese culture and mainstream Australian culture
respectively to your child? What did you do for that (e.g. festival
celebration, book reading, food choices) and what do you think is your
child’s cultural identity?

Can you tell me about the relationship between you and your child?

Have you experienced any changes of your parent-child relationship
between pre- and post- migration? If so, what do you think are the

main reasons of these changes?

What is your expectation of your child’s identity formation?
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Appendix VI Interview Guide (for child)
Phase 1 Background information (before coming to Australia)

1. Do you still remember what grade you finished in China?

2. What subjects did you like when you were in China? Can you tell me about
your school life back in China?

. Can you tell me about your English learning in China?

4. What did you usually do outside school? What kind of after-school

activities did you enjoy?

5. Can you tell me something about your friends and family members back at
home?

6. Who looked after your when you were in China?

98]

7. Did you want to come to Australia? What was your expectations of this new
country?

Phase 2 Life in Australia
About social life

1. Did you like Australia when you first came here and what do you feel now?
2. Can you tell me about your best/worst experience or some funny /
embarrassing experiences since coming to Australia?

3. How do you spend your time outside school? What kind of activities do you like
most?

4. Do you have many friends here? What languages do you speak to your friends?

. Do you miss your friends and family members back in China? How do you
keep contact with them?

6. Who is looking after you in Australia? What languages do you speak to them?

|9,

About languages

1. Can you tell me about your English learning in Australia? What kind of
language support did you get from and outside your school?

2. Do you still learn your first language? Do you want to improve your first
language?

3. What languages do your parents speak to you? What languages do you use
to parents and to siblings? What languages do you prefer to use?

4. Do you read English and/or Chinese books? Do you watch English
and/or Chinese movies or programs?

About subject learning

1. How do you feel about Australian schools? What do you like about them? What
do you dislike about them?

2. Do you see some differences between your Australian school and your
school back in China?

3. What subjects do you like in Australian schools? Are there some subjects
which you find difficult?
4. Do you need to go to a tutoring class or a coaching college? What do you learn
there?
5. How much homework do you need to do?
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About future plan

1. What do you want to do in the future? / What kind of school do you want to go?
How do you work towards your dream?
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