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Abstract

The process of migration to and settlement in a new country entails linguistic, cultural
and identity changes and adjustments. These changes and adjustments at an individual
level are related to changes and adjustments in the family. This thesis offers a qualitative
exploration of such changes and adjustments in migrant families in Australia by focusing

on their language learning and use processes.

Adopting a multidisciplinary approach, the study draws on concepts from family studies,
particularly the notion of ‘bidirectionality’, as well as sociocultural theories related to
second language acquisition within the poststructuralist paradigm. The emphasis is on the
ways in which language learning and use in the family relates to wider social and political

contexts and language ideologies.

Data for the study come from semi-structured in-depth interviews with nineteen migrant
families of Persian background in Australia, including thirty-three parents and twenty-one

children.

Overall, the findings of the study show that language socialisation processes within the
family in migration contexts are complex and intricately interwoven with parental and
child language beliefs and attitudes, which in turn are influenced by language ideologies
and attitudes prevalent in the wider society. Specifically, the research addresses four
research questions. First, parents’ experiences of language learning and use before
migration are examined. Findings demonstrate how participants’ multiple desires for
English learning were socially shaped, and how they invested into English language
learning at different points of time, particularly with the prospect of an imagined future in

Australia and upward socioeconomic mobility. Second, parents’ experiences of language

Vi



learning and use after migration are explored. Findings suggest that under the influence of
ideological forces in the wider society, particularly those related to the ‘native/non-native
speaker’ dichotomy, learners may perpetually be perceived, by themselves and by others,

as deficient language speakers and peripheral members in the new society.

After analysing parental language learning and use experiences, children’s experiences of
language learning and use are examined. Children’s English language learning
trajectories are diverse and relate to the degrees of English competence and the age of
participants at the time of arrival. Children exercise their agency in different ways to learn
the new language and to become a legitimate member in their new communities of
practice. Finally, the thesis explores how parents’ and children’s language learning and
use intersect. Language ideologies and the imbalanced values attributed to languages
along with inequitable power relations determine the conditions under which parents

struggle to achieve bilingual outcomes both for themselves and for their children.

Overall, the study argues for a holistic approach to investigations of language
socialisation processes in migrant families and problematises the ways in which language
beliefs, attitudes, and practices of parents and their children are shaped by the wider
social and ideological context. The study has multiple implications for both adult and
child language learning, parent-child interactions in migration contexts, and Australian

migration studies.

vii
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Chapter 1: Introduction and Research Background

1.1. Introduction

In an era of globalisation and mobility, | have had the opportunity to experience
transnational migration from Iran to Australia. The focus of this study is on language
learning and practices within family in migration contexts just like mine. This study is
primarily instigated by my personal experiences and observations of language learning
and use in my household in Australia. As a migrant parent, | come to and undertake this
research as an insider/outsider, to investigate language learning and practices of a group
of migrant parents and their children with whom I share linguistic and cultural
backgrounds. I begin this chapter by presenting an account of my own and my family’s
language-learning trajectories which leads into the topic of the present study. This will be
followed by a demographic overview of Iranians in Australia. Finally, the chapter

presents an outline of the thesis.
1.2. Motivation

In June 2008, four years prior to undertaking my PhD project, | moved to Australia with
my husband and my daughter, who was seven years old at the time. At the time of our
departure, | was relatively comfortable with English. After all, | had been studying
English as a foreign language (EFL) since childhood and I had completed a bachelor’s
degree in English Translation and Interpreting back in Iran. English was a requisite for
my profession, as an authorised translator and interpreter and, moreover, | had a chance to

use English in various leisure and business-related travels before coming to Australia.



These investments in English learning also had a good return as measured by the IELTS

test that | sat as a part of our Skilled Migration visa requirements.

However, within days of arriving, a sense of fear and distress prevailed over my
confidence. Although I could get basic tasks done, particularly related to our settlement in
Australia, in many situations | had to guess what people were saying to me; and of
course, my guesses were not always accurate. In many situations, | preferred to articulate
my ‘English deficiency’ rather than being judged as ‘stupid’. These experiences made me
feel fearful in my interactions. On many occasions, for example in parents’ meetings
related to my daughter’s school, where many of the attendees were native English
speakers, my levels of stress increased even more. | was conscious about every word that
I was saying, yet I felt my words were all mispronounced. People’s judgements, certainly
out of their good intentions, sounded to me as an alarm to my ‘different’ and ‘not good
enough’ English, including compliments such as “your English is good” or questions such

as “where is your accent from?”

I still remember how | felt confused when one of the English-speaking parents in my
daughter’s school commented on how ‘polite’ I was. Although she sounded very nice and
her comment sounded as a compliment, | felt mixed emotions of pleasure and irritation.
The ‘politeness’ in that context, after all, indexed the ‘formal’ English that I had learned

in foreign language classes.

It was one of the outcomes of living in an English-speaking society, among other things,
to realise that successful communication not only requires linguistic knowledge, but also
entails knowing elements of communication and context. These can hardly be achieved in

decontextualised language-learning situations of, for instance, EFL classes, or even in the



postgraduate classes that I pursued in Australia shortly after arrival. | decided to continue
my studies, not only out of passion, but also to enhance my communication abilities. |
pursued a degree in ‘crosscultural communication’ in Sydney University. Although the
course was tremendously helpful in many ways, particularly in understanding many
subtleties of communication across cultures, still I felt ‘not competent enough’, as I still
found it difficult to catch up with people’s high speed of speaking and unfamiliar accents

in daily interactions.

During the years of settlement and studying, I was also observing my husband’s and my
daughter’s English development. In fact, my husband’s English at the time of arrival was
limited. His language learning prior to migration was limited to the compulsory education
in school and a few units at university, all dating back at least a decade before departure.
Therefore, when we first arrived, | was the main point of contact with people and
organisations, my daughter’s school, and all correspondence related to our settlement
processes. Shortly after arrival, my husband began a series of English classes for a few
hours per week. However, his progress in English communication was nowhere close to
that of my daughter who was spending most hours of the day learning and

communicating in English at school.

When we first arrived, my daughter already knew some English. About three years before
our departure, when she was about four years old, we had sent her to private English
classes. According to herself, when she entered school in Sydney, she could somehow
convey her messages and understand people around her. Luckily, with the good support
of her teacher and a caring ‘buddy’ who looked after my daughter, she had a relatively
smooth transitional stage. Her ‘buddy’ won a ‘citizenship award’ at the end of that year

for doing her job so well. Having said that, this period did not go without stress and



pressure on my daughter. Although she did not complain much, I could feel the language
barrier which made it difficult for her to make friends and to communicate her wants,
needs and concerns properly. Nevertheless, she progressed quickly, particularly in terms
of her English communication skills. I remember, for example, an encounter when | was
in a pharmacy with my daughter. At the counter, while I was looking into my purse, |
replied: “No, thanks!” to the chemist whom I heard say something like “anything else?”
When | looked up, I could see the chemist’s questioning eyes, although not for long, as

"”

my daughter said: “Mum, he is asking, ‘any allergies’!” Amidst feelings of

embarrassment, though, I felt proud of my daughter.

Within less than a year, my daughter significantly improved her English communication
skills and adapted to the new environment. Observing my daughter’s progress, I began to
wonder if it was a good idea to speak English with her particularly to develop our
‘informal’ language skills. However, my husband and I were fearful that our practising
English with her would lead to her Persian attrition. In no way did my husband and | wish
to put our daughter’s Persian at risk. Her Persian maintenance was not only important to
us, but it was also a promise to her grandparents who relentlessly pressured us and
expressed worries about their grandchild’s Persian language loss. For this very reason, we
also sent her to a Persian Saturday school in Sydney so that she would become literate in
Persian, but more importantly to enhance her spoken communication skills. In our
household, fortunately we did not have to set strict rules to use Persian. Persian was used
predominantly by the three of us. In effect, | felt that my daughter spoke Persian at home
out of respect and due to her own choice, although it is possible that she felt she had no
choice due to her perceptions of her father’s limited English. Nevertheless, despite the

respect she showed, | could feel how she began to show an implicit preference for me,



over her father, to appear in some of the social events linked to her school and peer
communities. These implied preferences were not only obvious to me, but to my husband,
too. It was clear to us that the reason for her preference was her perception of her father’s
lower level of spoken English proficiency. Notwithstanding such preference, | was also
subjected to her corrections of my language, particularly my pronunciation and accent,
although in a considerate manner. At that point, I began to sense complicated feelings of
pride and joy at her English communication abilities, on the one hand, and, on the other,
concerns about familial relationships in our household, and her psychological and
emotional well-being, confidence, and self-esteem in the new society. Questions began to
linger in my mind: “How does she think and feel in her world that she prefers me, and not
her father, to appear in her school-related communities? What internal and external forces
are at work that she feels that way? How should those feelings be addressed and treated?”

With these questions the present study began to germinate.

In fact, these and similar questions turned into shared topics, often initiated by me,
whenever | met Persian friends who were also parents in similar situations. From the
conversations I had, I realised that we had different experiences in terms of our children’s
use of English and Persian, school support, and teachers’ advice on how to use languages
at home, which often seemed contradictory. These diverse experiences coupled with my
own experiences and observations led me to want to investigate the issues at stake in a
more systematic way. | began to read the existing research in different fields of family
studies related to parent-child interactions, and second language learning. Although |
found a wealth of relevant research, particularly regarding child language socialisation
and family language policy and practices (see Sections 2.3.4 and 2.4 in Chapter 2), |

realised that there was a paucity of research on the interplay between parental and child



language learning and practices in migration contexts. The present study, therefore, sets
out to fill this gap. Other scholars have identified this research lacuna, too. Luykx (2005,
p. 1411), for instance, called for investigations on how children’s greater access to
socially-valued linguistic resources can affect other aspects of family life, including
authority relationships within families in multilingual contexts. Attention is also needed
to the ways in which parent and child language beliefs, ideologies, and external forces
from wider social structures play a role in processes of language learning and practices

within the family (Luykx, 2005; Smolicz, Secombe, & Hudson, 2001).

Before | advance this research further, I provide, in the next section, an overview of the

sociocultural, sociopolitical and historical backgrounds of Iranians in Australia.

1.3. Iranian migration to Australia: A demographic overview

Migration of Iranians to Australia began in the mid-1970s. In fact, Australia was not
known to many Iranians until the early 1970s when the two countries officially entered
into trade relationships (Aidani, 2007). Before then, the United Kingdom represented
Australia’s interests in Iran (Markovic, 2013). While there is a scarcity of research on
Iranians in Australia, particularly in that period, from the data about the residency period
of Iran-born people in Australia as exposed in Australian censuses in the following years,
it can be estimated that there were fewer than a thousand Iranians living in Australia up to
the mid-1970s (Adibi, 1998). From 1975 onwards, however, their number began to
increase. The increase can be partly related to the arrival of a number of students in
Australia. These arrivals took place mainly following a cultural agreement in 1975, which
had been signed by the two countries in 1974 aiming at promoting “co-operation in

education, scientific, cultural and social fields” (Department of Foreign Affairs, 1974).



After the Islamic revolution in Iran in 1979, diplomatic relations between Iran and
Western countries including Australia became strained (Markovic, 2013). During 1979 to
1981, following the Australian Government’s special humanitarian assistance program
for devotees of the Baha’i religion, who were at risk of persecution after the revolution,
the Iranian population size in Australia almost quadrupled to 3,669 (Australian Bureau of
Statistics, 1986). The late 1970s and the 1980s constituted a period of dramatic political,
economic and sociocultural changes in Iran which precipitated large waves of migration
from Iran to different parts of the world, including Australia (Adibi, 1998; Hakimzadeh,
2006). The Australian Department of Immigration reported on the subject of the Iran-born

community:

In 1981, Australia began a special humanitarian assistance program for
Baha'is seeking to escape religious persecution in Iran. During the 1980s
there was a major war between Iran and Irag. This resulted in an
increase in migration to Australia. During the late 1980s and 1990s
many professionals started to leave Iran for Australia due to economic
and political hardship. In the latter half of the 1990s, while political and
religious persecution remained important reasons for migration, many
Iranians also came under the Skill and Family streams of the Migration

Programme. (Department of Immigration and Citizenship, 2012)

In sum, the trend in the migration of Iranians to Australia has picked up since the 1979
revolution. Also as it is indicated above and as explained by Hakimzadeh (2006), the
migration waves included professionals, educated, and highly skilled people, who left
Iran seeking better life opportunities. Table 1-1 below gives an overview of the Iran-born

population in Australia.



Table 1-1- The Iran-born Population of Australia 1981-2011

Year Persons
1981 3,669
1986 7,498
1991 12,914
1996 16,271
2001 18,789
2006 22,548
2011 34,454

Source: Adapted from Australian Bureau of Statistics (Australian Bureau of Statistics,

1986, 2011b; Department of Immigration and Border Protection, 2014)

As shown in Table 1-1, the population of Iranians in Australia has increased steadily,
reaching 34,454 in 2011, when the most recent census was conducted (Australian Bureau
of Statistics, 2011b). This latest figure includes 13,018 families, 6,852 of which were
couples with children (Australian Bureau of Statistics, 2011a). Nevertheless, although the
Iran-born population figures show continuous growth, the population number is still
comparatively small in relation to the rest of the overseas-born migrants: of the total
overseas-born population of 4,416,020 in 2006, 22,548 (0.5%) were Iran-born; by 2011,
their number increased by 0.1% to 0.6% of the total of then 5,290,436 overseas-born

residents (Department of Immigration and Border Protection, 2014).

In 2011, most of the 34,454 Iran-born residents were living in New South Wales
(15,463), and the rest in Victoria (7,447), Western Australia (3,722) and Queensland
(3,562) (Department of Immigration and Citizenship, 2012). Table 1-2 shows an
overview of the Iran-born population size and distribution in the Australian States,

compared to the total of overseas-born migrants in the Australian population.



Table 1-2 Iran-born population in Australian States

New
South
Wales

Victoria

Queensland

Western
Australia

South
Australia

Australia

Total
Population

6,917,655

5,354,039

4,332,738

2,239,172

1,596,571

21,507,719

Overseas-
born
Population

1,778,544

1,405,332

888,636

684,510

353,004

5,290,436

Asa
percentage
of total
population
(%)

25.7

26.2

20.5

30.6

22.1

24.6

Iran-Born
Population

15,463

7,447

3,562

3,722

2,825

34,454

As a
percentage
of total
population
(%)

0.22

0.13

0.08

0.16

0.17

0.16

As a
percentage
of total
overseas-
born
population
(%)

0.86

0.52

0.4

0.54

0.8

0.65

Source: Adapted from Department of Immigration and Border Protection, (2014)

The Iranian community is a linguistically and culturally diverse population. Diversity is

“a well-defined aspect of the country that is subtly weaved into its history” (Hakimzadeh,

2006). Alongside the Persian-speaking people who comprise the majority ethnic group in

Iran, diverse ethnic minorities have distinctive languages and cultural identities.

Nevertheless, each of these ethnic groups has a unique relationship to the “national

identity of Iranian-ness” (Aidani, 2007, p. 70). In fact, as Adibi (1998, p. 128) further

explains, there exists a “sense of community” among all the groups which is interwoven

with Iranian history and culture with the Persian language as the key factor.




In Australia, the majority of Iran-born people are reported as Persians. Other ethnic
groups include Ahwazis, Armenians, Assyrians, Azeris, Balochis, and Kurds. The
majority of Iranians in Australia (73.3%) speak Persian at home, while also speaking
English ‘very well” or ‘well’. A small number (7.4%) reportedly speak English-only but

no Persian at home (Australian Bureau of Statistics, 2011a).

According to Hakimzadeh (2006), the most recent migration wave since the mid-1990s
included two very distinct groups: “highly skilled individuals”, and “working-class labour
migrants and economic refugees, sometimes with lower education levels and less
transferable skills than previous emigrants”. In Australia, as the 2011 Census revealed,
the majority of Iran-born residents (67.4%) had some form of post-school qualifications
compared to 55.9 per cent for Australian total population; 18.3 percent had a tertiary
degree from universities or technical institutions compared to 8.6 percent for all overseas
born, and 6.3 percent for the total Australian population (Australian Bureau of Statistics,

2011a).

Nevertheless, the data show that Iranian-born migrants experience a relatively high
degree of underemployment and unemployment in Australia. In fact, at the time of the
2011 census, the median individual weekly income for the Iran-born in Australia was
$446 compared with $538 for all overseas-born and $577 for all Australian residents.
Moreover, while the unemployment rate for the total Australian population was 5.6
percent, at the time of the 2011 Census, it was about 12.6 percent for Iran-born residents.
Nevertheless, of the 16,123 Iran-born people who were employed, 62 percent were
working in either a skilled managerial professional or trade occupation (Department of
Immigration and Citizenship, 2012). The corresponding rate in the total Australian

population was 48.4 percent. While these figures show the socioeconomic diversity of
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Iranians in Australia, they also point to the obstacles that some Iranians might be facing

in Australian society.

In sum, this section has shown that the Iranian community in Australia is a diverse
community with different languages and socioeconomic statuses. The majority of Iranians
in Australia were reported to speak English very well or well, but they also speak their
ethnic language, mainly Persian, at home. Overall, the Iranian community comprises a
small proportion of the Australian population, and they may therefore remain “out of
sight of mainstream multiculturalism” (Aidani, 2007, p. 72). This invisibility may cause
difficulties, particularly regarding specific settlement-related needs (Adibi, 1998, p. 103).
Additionally, as Adibi (1998) noticed, the Iranian community is concerned with linguistic
and cultural maintenance. In this relation, a number of Iranian community-based non-
profit organisations have been established across Australia. In New South Wales, for
example, these include the Australian Iranian Community Organisation (AICO), Aknoon
Cultural Centre and a number of Persian language schools such as Ryde and Endisheh.
Nevertheless, there is a paucity of research about Iranians in Australia. Hence, the present
study about language practices and challenges of recently-migrated Iranian parents and
their children can provide a much-needed in-depth examination of their settlement

experiences.

1.4. Thesis outline

This study examines the language-learning experiences and language practices of a group
of migrant families in Australia with a particular focus on parent-child relationships. In
this introductory chapter to the thesis, | have explained the motivation for the present

study and provided an overview of the sociohistorical background of Iranians in
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Australia. Following this introductory chapter, Chapter 2 reviews the pertinent literature
and outlines theoretical frameworks within the poststructuralist paradigm that inform the
study. The chapter begins with a discussion of theories from family studies, particularly

bidirectional models of parent-child interactions.

This is followed by delineating sociocultural concepts relative to the field of second
language learning/acquisition (SLL/SLA) which deepened my understanding about the
concept of ‘language’ and second language learning in migration contexts. It should be
noted that the terms SLL and SLA are interchangeably used in this thesis as Spolsky

(1989, p. 9) terms their distinction “confusing and unnecessary”.

The chapter goes on to discuss the findings of existing studies which undergird my
research including those that have examined language practices of parents and children in
multilingual contexts. The chapter concludes by highlighting the existence of a lacuna
related to the intersection of parental and child language learning in migration contexts,

and by explaining how this thesis sets out to contribute to filling this gap.

Chapter 3 provides the rationale for the research design and outlines the methodological
approaches to the study within a qualitative paradigm. This is followed by an explanation
of the research methods used for collecting data from both parents and children. These
methods include semi-structured in-depth interviews with parents and group interviews
with children. A description of participants and my positionality as the inquirer are
presented in that chapter. The methods for data analysis are also provided before
concluding the chapter by providing the ethical considerations and addressing the

limitations to the study.
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Chapter 4 through to Chapter 7 provide the findings of the study relative to the research
questions that guided the study. In Chapter 4, an in-depth analysis of the parent
participants’ pre-migration language-learning trajectories is presented. These trajectories
include English language learning as a compulsory subject at school and as an additional
investment in various ways. The findings highlight the ways in which participants’
motivations propelled them to invest in learning English during their academic
coursework, and also to continue/return to language learning closer to the time of
departure. Participants’ experiences of language use in the contexts of employment are
also discussed in the chapter. It concludes with an examination of participants’ scalar

judgements about their language-learning experiences and competences.

Chapter 5 presents participants’ experiences of language learning and use in Australia.
The chapter begins with a discussion of how participants came to realise that a mismatch
applied between the English they learned prior to migration and the English they began to
experience as the societal language in the new country. | present an account of
participants’ experiences of language-related challenges which can engender
psychological problems. I go on to discuss how the question of language competence
entails situation-sensitive expectations and what language learners/users do in response to
those expectations. In this regard, I explain participants’ attitudes toward their
experiences of language learning and use in various educational and employment
contexts. | also show how participants desired to gain native-like proficiency to feel
accepted as ‘legitimate’ members of Australian society. Many participants particularly
valued informal socialising with perceived native English speakers and saw this as the

ultimate goal of language learning.
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Chapter 6 provides language-learning trajectories of children before and after migration.
The chapter discusses how parents’ attitudes toward and investments in children’s
language learning prior to migration were undergirded by popular beliefs and
assumptions about children’s second language learning, particularly the idea that children
learn English easily and effortlessly when exposed to the language in its naturalistic
setting. The chapter goes on to highlight the language-related challenges that children had
to overcome in their transitional stage to their new school and environment. | discuss how
children’s language learning processes can be fraught with complexities related not only
to learning interpersonal and academic language, but also to children’s development of
sense of self and belonging. I also provide a discussion of the ways that schools, teachers
and peers play a role in children’s English learning and in shaping their attitudes toward
the languages of the home and the society. The concluding section of the chapter stresses
how children exercise agency in different ways to learn the new language, but also to
make themselves heard and seen as ‘normal’ members in their new communities of

practice.

Chapter 7 reveals how parental and child language learning intersect. The first part of the
chapter brings to light parental beliefs and perspectives on the two languages of the home
and the community and the influences on parental decisions on language planning and
practices in the home. The chapter also presents an examination of children’s language
beliefs and attitudes toward language practices in the family domain. It then attends to the
ways in which language practices of parents and children could cause tensions in parent-
child relationships. The findings in this chapter indicate how, despite popular assumptions
about parent-child roles in traditional language socialisation, children in migrant families

often have greater access to socially-valued linguistic resources in the new society than
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their parents do. Therefore, in such circumstances, parents and children may negotiate

their roles as language socialisers in the home.

Finally, Chapter 8 offers a conclusion to the thesis. It revisits the research questions by
providing a summary of the key findings presented in the thesis. The chapter concludes
that language socialisation processes within the family in migration contexts are complex
and interwoven with parental and child language beliefs and attitudes, which in turn are
influenced by language ideologies and wider social structures. It goes on to outline the
implications of the study for both adult and child language learning, parent-child
interactions in migration contexts, and Australian migration studies. The chapter

concludes the thesis by providing directions for future research.
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Chapter 2: Theoretical Framework and Literature Review
2.1. Introduction

As delineated in Chapter 1, this is an interdisciplinary study aiming to explore the
intersection of parental and child language learning trajectories and language practices in
migration contexts. These dynamics of language learning and practices in parent-child
interactions can be better understood when seen in the context of wider social structures
(Smolicz et al., 2001), because wider social pressures can “penetrate the most intimate of
domestic interactions” (Luykx, 2003, p. 40). For these reasons, this research considers the

three main areas of inquiry

Social and ideological

forces
Child Parental
language language
learning and learning and
practices practices

Figure 2-1- Parent-child language learning and practices in context

Therefore, | situate this study within the poststructuralist literature, extended into

multidisciplinary areas including second language acquisition, family studies and
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migration studies; throughout, the emphasis is on how these relate to the wider social and

political context and language ideologies.

While the poststructuralist paradigm serves as an umbrella for a variety of theoretical
approaches, | follow Pavlenko (2002, p. 282) and draw on their similarities “as having a
common focus on language as the locus of social organisation, power and individual
consciousness”. In the field of SLA, a shift to poststructuralist approaches occurred in
response to the shortcomings of the socio-psychological paradigms which represent
learning as an idealised and decontexualised process and view it “as an individual
endeavour, prompted by motivation and positive attitudes, and hindered by negative
attitudes and perceptions” (Pavlenko, 2002, p. 281). According to Pavlenko, the
poststructuralist influences on SLA research can be traced back to Pennycook’s call for a
critical applied linguistics and his argument for the “need to rethink language acquisition
in its social, cultural, and political contexts” (Pennycook, 1990, p. 26). From this
perspective, language is viewed as “symbolic capital and the site of identity
construction”; language learning as socialisation; and language learners as agents with
multiple, fluid and dynamic identities (Pavlenko, 2002, p. 283). Within this approach, this
chapter reviews the theoretical framework for this study to provide an overview of my
survey of several studies about multilingualism and family in migration contexts that

have informed the direction of my research.

This chapter is organised as follows. Firstly, I present key concepts and theories from the
domain of family studies relative to parent-child interactions that can be translated into
the study of parental and child language learning and practices in migrant families. Then,
following the orientation to poststructuralist approaches to language and language

learning, | present a review of the key sociocultural conceptualisations of language,
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ideology and power that shaped my understanding of issues with language learning and
use in multilingual settings. Next, I will move to a discussion of the main themes that
have been developed in the existing research about migrant families and multilingualism.
This is followed, by identifying the lacuna the chapter aims to fill, that is: an absence of
sociolinguistic research that systematically investigates the intersection of parental and
child language learning and use and challenges in migrant families in Australian contexts.
This chapter concludes with the research questions that were developed out of this review

and that guided the study.

2.2. Bidirectionality and agency in parent-child interactions: Insights from

family studies

Family has been viewed as a social unit comprising individual members in an
interconnected, dynamic system (Maccoby, 2014). With this view of family as a system,
members often “act in such a way as to keep each other’s behaviour within acceptable
boundaries” (p. 22). That is, when one member, parent or child, transcends the
“boundaries within which the family normally functions, other members react in such a
way as to restore the balance” (p. 22). In this view of family and its functioning as a
system, contemporary research views all members as active agents concurrently
influencing each other. This view is in contrast to traditional family studies where

children were not seen as possessing an influential role in family practices.

For many years, traditional research into families was centred on a unidirectional model
“where influence was assumed to flow in one direction, from parent to child” (Kuczynski,
Harach, & Bernardini, 1999). Within this approach, “parents were portrayed as active in

setting agendas, transmitting values, and controlling children’s behavior, whereas
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children were considered as passive outcomes in the socialization process” (Kuczynski,
Parkin, & Pitman, 2014, p. 135). In response to the limitations of the unilateral models,
contemporary researchers have developed a much more dynamic conception of the
process of parent-child interactions and socialisation. This regeneration of parent-child
interaction models is built on the notion of ‘bidirectionality’ which adds a child-to-parent
direction of influence to the widely accepted parent-to-child influence in a complex

reciprocal system (Kuczynski, 2003; Kuczynski et al., 1999; Kuczynski & Navara, 2006).

Parent @ Child

mption
Model of causality: Bidirecticnal
Model of agency: Egqual agency
Context: Interaction within relationships
Model of power: Interdependent asymmetry

Figure 2-2- Bilateral Model of Parent-Child Relations (Kuczynski, Harach, &
Bernardini, 1999, p. 26)

Central to the bidirectional model is the concept of agency. Agency in this framework
means “considering individuals as actors with the ability to make sense of the
environment, initiate change, and make choices” (Kuczynski, 2003, p. 9). The core
assumption in this framework is that both parents and children as active agents interpret
and thereby reconstruct social messages (Kuczynski et al., 2014, p. 138) and construct
meanings in their transactions with each other (Grusec & Goodnow, 1994; Kuczynski,
2003). Therefore, children’s responses to parents’ socialisation messages and behaviours

depend on whether they perceive parents’ initiatives as consistent or inconsistent with
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their own interpretations or as threats to their autonomy (Laible, Thompson, & Froimson,

2014; Maccoby, 2014).

While the role of agency is emphasised in bidirectional models of parent-child interaction
(See also Section 2.3.4 for its relevance to language socialisation), it is also
acknowledged that “automaticity and habit rather than intentional action” can also be a
dominant process (Kuczynski & Parkin, 2007, p. 262). This means that, much of
socialisation may come about “through parents’ and children’s participation in everyday
routines and practices of their social group where habitual ways of thinking and acting are
not subject to questioning or creative thought” (p. 262). This view of non-agentic
practices is akin to Bourdieu’s (1977a, 1991) notion of habitus which will be discussed in
Section 2.3.2. In this view, individuals may take for granted their everyday routines and
practices, until an extraordinary event or outer interferences cause them to reflect on their
internalised behaviours. Therefore, it is crucial in research on socialisation to incorporate

the contribution of both agentic and non-agentic processes in bidirectional models.

Another consideration in bidirectional models of parent-child relationships is the issues
around power. While parents and children are seen in a bidirectional model as being
equally agents, they can be unequal in resources or power that supports their effectiveness
as agents. The unequal power relation between parent and child is conceptualised
dialectically as a dynamic interdependent asymmetry (See Figure 2-2). This asymmetry in
parent-child relationships changes constantly over time and varies depending on the
context (Kuczynski et al., 2014, p. 140). In effect, it is the norm to see parental power as
‘legitimate’. That is, “parents are explicitly given the authority to set the rules that
children must abide by and the responsibility to enforce control over children”

(Kuczynski, 2003, p. 17). This is because parents are seen to have greater resources such
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as expertise and coercive potential to compel or persuade their children. However, from a
bidirectional perspective of the authority domain, parents are perceived as trying “to
exercise their greater power in relation to a child who has resources to actively
accommodate or resist their expectations” (Kuczynski et al., 2014, pp. 143, 144). In fact,
children are never powerless as they also possess and develop capacities and resources at
different stages of their lives and those capabilities can be greater than those of parents
(Kuczynski, 2003, p. 16). These capabilities can be related to myriad areas, including

language abilities which is a key consideration in the present study.

Overall, as Kuczynski, Parkin and Pitman (2014, p. 141) assert, the concept of
bidirectionality in parent-child interactions would provide “an enhanced perspective on
what parents can accomplish as agents, as well as fill in knowledge about the neglected
aspects of children’s agency with regard to parents”. The concept of bidirectionality
opens up new perspectives for language learning research, too, as it allows us to examine
children’s agentive role in relation to their own and their parents’ language learning and
practices in post-migration contexts. In language learning research, a concept similar to
bidirectionality has been discussed in the literature on language socialisation in the
context of family. The contribution of language socialisation research will be discussed in
Section 2.3.4. However, family dynamics cannot be considered in isolation from wider
social structures (Smolicz et al., 2001); see also Section 2.1. Therefore, I will now explore
key concepts and theoretical frameworks within the poststructuralist paradigm relative to

SLA and processes of language socialisation.
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2.3. Language as symbolic power

Bourdieu (1977a, p. 646) views language as a “praxis [that is,] it is made for saying, i.c.
for use in strategies which are invested with all possible functions and not only
communication functions. It is made to be spoken appropriately.” In other words, as

Bourdieu explains:

The science of language aims to analyse the conditions for the production
of a discourse that is not only grammatically normal, not only adapted to
the situation, but also, and especially, acceptable, credible, admissible,
efficacious, or quite simply listened to, in a given state of the relations of
production and circulation (i.e. of the relationship between a certain

competence and a certain market). (Bourdieu, 1977a, pp. 650-651)

Bourdieu (1977a, p. 646) summarises his points by proposing a threefold displacement in
the field of linguistics: the concept of “acceptability” in place of “grammaticalness” that
is, “legitimate language” instead of “language”’; “relations to symbolic power” in place of

“relations of communication (or symbolic interaction)”; and, “symbolic capital” or

“practical competence” in place of “linguistic competence”.

In a similar vein, Blommaert (2015b, p. 85) argues that languages are no longer viewed as
‘objective units’ only holding names, such as ‘English’ or ‘Russian’, but ideological
constructs which are used as resources for communication, deployed in what he called
“practices of languaging” or ““doing’ language” . Conceptualisations of borders between
languages as relative are not new, of course. The landmark study Acts of Identity (Le Page
& Tabouret-Keller, 1985), for instance, approaches linguistic borders from the

perspective of creole languages. Another perspective has been put forward by Cook
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(2007), who proposes different meanings of the term “language” itself and conceives of
language as a conglomerate of mental representation, the sum of real and potential
utterances, a symbol of a community and knowledge in the mind, and discusses
implications of such different understandings for language learning. Also, Jargensen
(2010) has written about the evolutions of views on bi- and multilingualism. Despite
these theoretical advances the general public still have a view of an “ideal” monolingual

whose knowledge of languages is “equal” and “native”.

The view of language beyond merely ‘an objective unit’ can help to better understand
what people effectively do with their language as a “real sociolinguistic object” and how
social trajectories of people are determined not just by access to a certain language, for
instance ‘English’, but by access to highly specific bits of language such as slang or a
specific accent (Blommaert, 2015b, p. 85). These bits of language, in effect, are not seen
as equal and neutral, but hierarchical and unequal. Therefore, those who use the more
valued forms of language have more access to symbolic and material resources and,
hence, greater access to power and control (Heller, 2006; Lippi-Green, 2012; Norton,
2013). Language ideologies, however, “can make it seem fair and equitable — both to
those who benefit from it and to those who are disadvantaged by it — that speakers of that
variety should occupy privileged positions in society, while nonspeakers should be
excluded from such positions” (Piller, 2015, p. 4). The concept of language ideologies

will be further discussed in the next section.
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2.3.1. Language ideologies

Language is “an ideologically defined social practice” (Darvin & Norton, 2015, p. 43).
This view can be better understood by Piller’s (2015) elaboration on the meaning of

language ideologies:

beliefs, feelings, and conceptions about language that are socially shared
and relate language and society in a dialectical fashion: Language
ideologies undergird language use, which in turn shapes language
ideologies; and, together, they serve social ends, in other words the
purpose of language ideologies is not really linguistic but social. Like
anything social, language ideologies are interested, multiple, and

contested. (Piller, 2015, p. 4)

Language ideologies, thus, as Kroskrity (2004, p. 501) asserts, “represent the
perception of language and discourse that is constructed in the interest of a specific
social or cultural group” and “mediate between social structures and forms of talk”
(p. 507). These principles are well demonstrated in relation to two popularly noted
ideologies in English-speaking countries such as the United States and Australia.
These are “English monolingualism” and “standard language ideology” (Lippi-
Green, 2012; Piller, 2015; Terrence G. Wiley & Lukes, 1996). The former sees
“English monolingualism as a normal — if not ideal — condition”, and “diversity as
an alien and divisive force”, whereas the latter stresses the superiority and
legitimacy of the standard or “unaccented” English (Terrence G. Wiley & Lukes,
1996, pp. 511, 514). Both of these language ideologies are linked to other

ideological assumptions related to, inter alia, “beliefs about the relationships
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between language and national unity and between language and social mobility” (p.

512).

Drawing on Bourdieu’s (1987) work, Darvin and Norton (2015, p. 43) maintain that these
ideologies or normative ideas, are constructed by symbolic power, that is, “the power to
impose and to inculcate principles of construction of reality” (Bourdieu, 1987, p. 13).
Once these normative sets of ideas have been imposed as legitimate, they become a form

of social capital facilitating access to material and social resources and so to power.

These debates over the value of linguistic resources in particular become crucial in
education, which is a key site for defining and imposing “legitimate forms of discourse
and the idea that a discourse should be recognized if and only if it conforms to the
legitimate norms” (Bourdieu, 1977a, p. 650). Schools, in fact, as Heller and Martin-Jones
(2001, p. 10) assert, have a key role in “perpetuating ideologies that link languages to
nations and therefore reproduce ideologically motivated social categories”. This is how,
as Bourdieu (1991, p. 113) states, “the language of authority never governs without the
collaboration of those it governs, without the help of the social mechanisms capable of
producing this complicity”. Therefore, it is a key consideration in understanding the
nature of “symbolic power” or Bourdieu’s other term, “symbolic violence” —
collaboration that “presupposes a kind of active complicity on the part of those subjected
to it” (Bourdieu, 1991, p. 24). The “active complicity” entails a process of recognition
and perpetuation of the power of the dominant which is neither forced nor voluntary. That
is, symbolic violence is not necessarily operating as a result of coercion or any act of
intimidation. Rather, it is “inscribed, in a practical state, in dispositions which are
impalpably inculcated, through a long and slow process of acquisition” (Bourdieu, 1991,

p. 51). These inscribed dispositions manifest themselves in the form of “bodily emotions
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— shame, humiliation, timidity, anxiety, guilt” (Bourdieu, 2001, p. 38) and “idealization of
the oppressor; self-denigration; and acceptance of the principles of evaluation favored by

the dominant” (Emirbayer & Schneiderhan, 2013, p. 145).

Bourdieu’s analysis of the symbolic domination of legitimate language, and its
perpetuation by those subjected to it, can account for the beliefs in and attitudes towards
global ‘English’ as the language of prestige and power, and the supremacy of the
‘legitimate’ forms of English in migration contexts. Viewing language as symbolic power
allows us to examine how migrants may view themselves as incompetent non-native
speakers who recognise and propagate the superiority and dominance of ‘legitimate
English’ and its speakers, so-called native English speakers, in explicit and implicit ways.
Explicitly by, for example, idealising English learning from native speakers (Phillipson,
1992, 2013), and implicitly, by for example, feeling inferiority and shame towards an
ethnic language and identity and for self-perceptions and evaluations of language
(in)competence (Norton, 1995a; Pavlenko, 2003). Language competence and its
evaluations, however, are viewed as complex topics in the literature. As noted in the
introductory part of section 2.3, language competence needs to be seen beyond the strictly
linguistic to encompass what Bourdieu (1977a, p. 646) calls “practical competence”.
Further, the evaluations of language competence as such are not fixed but changing in
different social-spatial and temporal contexts. These are discussed in further detail in the

next section.

2.3.2. Language competence and mobility

Viewing language as symbolic power, Bourdieu (1977a, 1991) proposes a practical

concept of competence which views language mastery as inextricable to the mastery of
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the situation, or as he calls it, the linguistic market. Within a linguistic market, linguistic
exchange takes place by agents whose positions are determined by the ways in which
their linguistic productions are valued against the legitimate practices, that is, “the
practices of those who are dominant” (Bourdieu, 1991, p. 53). The valuation of linguistic
productions, however, may differ across spaces and time (Blommaert, Collins, &
Slembrouck, 2005). Therefore, to investigate language practices and competences, the
focus needs to be shifted from ‘language-in-place’ to ‘language-in-motion’, with various
spatio-temporal frames described as ‘scales’ (Blommaert, 2007a, 2007b, 2010, 2015a;
Blommaert et al., 2005; Blommaert & Dong, 2010; Blommaert, Westinen, & Leppénen,

2015).

As an extension of Bourdieu’s framework, Blommaert and others (2005, p. 210) suggest
that the question of language competence should include the “notion of scales, more in
particular, the idea that markets are stratified across different scales”. That is, “people
have varying language abilities — repertoires and skills with languages — but [...] the
function and value of those repertoires and skills can change as the space of language
contact changes” (p. 211). In effect, “social events and processes move and develop on a
continuum of layered scales, with the strictly local (micro) and the global (macro) as
extremes, and with several intermediary scales” (Blommaert, 20073, p. 1). In this view,
reality seen from within one scale-level can be quite different from reality seen from
within another scale-level in different spatial and temporal contexts (p. 15). When people
cross borders, they navigate their lives through layered and stratified spaces imbued with
a variety of norms and expectations (Blommaert et al., 2005). In these spaces, minute
linguistic differences can be projected onto “stratified patterns of social, cultural and

political value-attribution” (Blommaert, 2010, p. 5). Therefore, the concept of scale, as
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Lam and Warriner (2012, p. 197) suggest, serves to capture “the power differentials that
shape the relationships between events and processes as they are located and move across

different geographical spaces”.

In light of these arguments, the concept of mobility should be “predicated on the capacity
to acquire and deploy resources needed to cross from one scale-level (say, the local) to
another (say, the global)” (Blommaert, 2015b, p. 87). Furthermore, the question of
language competence should include situation-sensitive expectations and judgements of
“what is valued and devalued in given environments”, and also the notion of “negotiation
and repair” that is, “what is or will be done in response to competence assessments and
situated expectations” (Blommaert et al., 2005, p. 212). This framework could serve as an
analytic tool to examine how migrants evaluate and re-evaluate their language
achievements and their competence before migration in relation to their situated

experiences in the new society after migration.

The strategic dimensions of how to act in a situation and the ways in which these actions
of the self and others are evaluated can be internalised due to recurring market conditions.
Bourdieu’s notion of ‘habitus’ is useful to capture these situationally-adjusted behaviours
and evaluations. From Bourdieu’s perspective (Bourdieu, 1991), linguistic expressions
are forms of linguistic practices which can be understood as the product of the relation
between a linguistic market and the linguistic habitus. The linguistic habitus or
dispositions are, in fact, acquired in the course of learning to speak in a specific context,
such as the school or family. These dispositions then regulate individuals’ linguistic
practices later on and affect the ways in which speakers value their positions and
linguistic productions (Bourdieu, 1991, p. 17). Nevertheless, linguistic habitus is not

fixed, but subject to change in response to situational expectations or altered views and
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perceptions. In fact, in the context of mobility where “people move across boundaries,
geographic, ideological, social, cultural and linguistic, they may acquire new ways of
speaking and acting, new ways of being” (Miller, 2003, p. 40). Nevertheless, drawing on
Bourdieu (1991), Miller explains that these new ways of speaking, acting and being
cannot be examined “in isolation from power relations and capital relations in social

fields” (p. 40).

In the following two sections | will present two approaches to language learning in the
field of SLA that have sociocultural and sociopolitical aspects of the language and its

learning in social contexts as their core focus.

2.3.3. Second language learning as investment

About two decades ago, Norton Peirce (1995a) (now Norton) developed the notion of
‘investment’ as a more comprehensive approach to language learning, shifting the focus
from individuals’ motivation and their functioning to “activities and settings and the
learning that inevitably accompanies social practice” (Norton & Toohey, 2001, p. 311).
Inspired by Bourdieu’s (1977a, 1991) economic metaphors, particularly the notion of

cultural capital, Norton argues:

If learners invest in a second language, they do so with the
understanding that they will acquire a wider range of symbolic and
material resources, which will in turn increase the value of their cultural
capital. Learners expect or hope to have a good return on their
investment — a return that will give them access to hitherto unattainable

resources. (Norton, 2000a, p. 17)
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Since the advent of the ‘investment’ metaphor in SLA research, it has been further
developed in Norton’s subsequent work (Norton, 1997, 2000a, 2013) and in her
collaborative work with a range of scholars (e.g., Darvin & Norton, 2015; Kanno &
Norton, 2003; Norton & Toohey, 2001; Pavlenko & Norton, 2007; Toohey & Norton,
2003). Darvin and Norton (2015) recently introduced a new model of investment that

integrates identity, ideology and capital (see Figure 2-3).

affordandes /
percgeivedpenefits

Figure 2-3- Darvin and Norton’s (2015, p. 42) Model of Investment

In effect, Norton introduced the notion of investment to serve as an analytical lens to
capture “the complex relationship between power, identity and language learning”
(Norton, 2000a, p. 10). In the new model of investment, Darvin and Norton (2015, p. 42)
have widened the lens “to go beyond the microstructures of power in specific
communicative events” by interrogating “what is held as normative” or “ideologies”
which serve to render the systemic patterns of control invisible. This way, as Darvin and
Norton argue, it can be better understood how “power manifests itself materially in the
practices of a classroom, workplace, or community; the positioning of interlocutors; and
the structuring of habitus” (p. 42). In this framework, identity is not fixed, given or
unitary, but multiple and contradictory (Norton, 1995a), because it is “socially created

and developed through language, through an intentional negotiation of meanings and
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understandings” (Baker, 2011, p. 398). Building on Norton’s (1995a, 2013) notion of
identity, Darvin and Norton (2015, p. 45) further elucidate that “identity is a struggle of
habitus and desire, of competing ideologies and imagined identities”. In this approach,
desire is not an inherent characteristic, but “a complex multifaceted construction that is
[...] structured by the discourses of desire, the values, beliefs and practices circulating in
a given social context” (Piller & Takahashi, 2006, pp. 59, 61). In this view, ‘desire’ not
only encompasses a desire for mastery of the desired language, but also for entering into
relationships with the speakers of the desired language (Piller, Takahashi, & Watanabe,

2010, p. 186).

Further, in the new model of investment, capital also has a more fluid conception. That is,
the value of capital shifts across spaces whereby learners gain or lose power in migration
contexts (see also the notion of ‘scale’ in section 2.3.2). Governed by different ideologies
and possessing varying levels of capital, learners position themselves and are positioned

by others in different contexts.

Norton built her investment theory based on her empirical research in ESL contexts
where learners have immediate access to an English-speaking community. Therefore,
since its publication, her theory has been widely used as a “significant explanatory
construct” in the educational anthropology and second language learning literature
(Cummins et al., 2005, p. 13). Nevertheless, her idea of investment can also be used in
EFL contexts if we accept a role for the imagination in social life whereby learners can
construct “an imagined future” (Darvin & Norton, 2015, p. 39) and a sense of belonging
to an ‘imagined community’ (Anderson, 2006, first published 1983). Kanno and Norton
(2003, p. 241) define imagined communities as “groups of people, not immediately

tangible and accessible, with whom we connect through the power of the imagination”. In
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light of the notion of imagined community, the investment metaphor can also be extended
to EFL contexts where learners invest in English language learning to gain cultural capital
by anticipating that they will be able to turn it into material and symbolic capital

(Bourdieu, 1986) in local or global imagined communities.

Overall, examining learners’ language learning trajectories through the lens of
‘investment’ allows us to explore “the socially and historically constructed relationship of
learners to the target language” (Norton, 20003, p. 10) and “to make a meaningful
connection between a learner’s desire and commitment to learn a language, and their

complex and changing identity” (Norton, 2013, p. 6).

2.3.4. (Second) Language socialisation

Language socialisation research has its roots in multidisciplinary research drawing on
anthropological linguistics (Schieffelin & Ochs, 1986) and has connections with
sociocultural theory and the ‘communities of practice’ (Lave & Wenger, 1991) approach
to language learning (Duff, 2007). While most earlier studies focused on L1 acquisition
(e.g., Schieffelin & Ochs, 1986), language socialisation studies in SLA have been
attracting much interest in recent years. Drawing on earlier language socialisation studies
(e.g., Schecter & Bayley, 1997; Schieffelin & Ochs, 1986), Duff (2007) defines language

socialisation as

the process by which novices or newcomers in a community or culture gain
communicative competence, membership, and legitimacy in the group. It is
a process that is mediated by language and whose goal is the mastery of
linguistic conventions, pragmatics, the adoption of appropriate identities,

stances (e.g., epistemic or empathetic) or ideologies, and other behaviors
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associated with the target group and its normative practices [...] itis a
means of foregrounding social, cultural, and linguistic knowledge and how
it is gained, across a variety of language learning situations at various ages

and stages of life. (Duff, 2007, p. 310)

As discussed earlier (see section 2.3.2), the process of integration into the new
community often involves acquiring a sociolinguistic competence to be able to
understand and to be understood by the members of the new community. Taking a
language socialisation perspective, Schieffelin and Ochs (1986) describe this as a process
which involves both the socialisation required to use the language (to gain
communicative competence) and socialisation through language (to develop sociocultural
knowledge). The concept of communicative competence entails a wider perspective of
what constitutes competence beyond mere linguistic competence. At the centre of
communicative competence is the ability to negotiate meaning by using contextually

effective and appropriate language (Hymes, 1967, 1972).

In traditional socialisation research, older people were viewed as the experts or more
proficient members of a group who were entitled to implicitly or explicitly teach
youngsters to think and act in a certain way (Duff, 2007; Ochs & Schieffelin, 2012). This
is a view that, as discussed earlier in Section 2.2, had also been adopted in traditional
family studies in relation to parent-child interactions. In recent research, however, a
bidirectional perspective has been assumed in elder-youngster, expert-novice and parent-
child relationships. In this view, young people or newcomers or novices too are viewed as
agents. They can have impacts on socialisation processes by conveying their
communicative needs, their perspectives and prior experiences, and “the process of

socialization is therefore seen to be bidirectional” (Duff, 2007, p. 311). Agency in this
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framework, however, is not a ‘property’ that individuals possess; rather, “it is a
relationship that is constantly co-constructed and renegotiated with those around the
individual and with the society at large” (Lantolf & Pavlenko, 2001, p. 148). Therefore, it
is a complex construct and can take multiple forms (Fogle, 2012). Ahearn defines agency
as “the socioculturally mediated capacity to act” (2001, p. 112). That is, there are
constraints and affordances within a certain social spatial-temporal context for the
exertion of agency (Ahearn, 2001; Fogle, 2012). From this viewpoint, as Ahearn
maintains, “all action is socioculturally mediated, both in its production and in its
interpretation” (p. 112). This approach to agency provides space for the examination of
children’s action in relation to language learning and practices in the contexts of school

and home, and the way their action is received and interpreted by others.

According to Ochs and Schieffelin (2012, p. 1), language socialisation research aims to
capture “the social structurings and cultural interpretations of semiotic forms, practices,
and ideologies that inform novices’ practical engagement with others”. These principles
are explored not only in first language socialisation but also second language. In recent
years, an increasing number of SLA studies have adopted language socialisation to
investigate “how children, adolescents, and adults in fluid bilingual and multilingual
contexts are socialized by and through language into new domains of knowledge and
cultural practice” (Bayley & Schecter, 2003, p. 2). Second language socialisation, as

explained by Duff (2012), constitutes

a process by which non-native speakers of a language, or people
returning to a language they may have once understood or spoken but

have since lost proficiency in, seek competence in the language and
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typically, membership and the ability to participate in the practices of

communities in which that language is spoken. (Duff, 2012, p. 564)

Second language socialisation processes, therefore, are often viewed as more complex
than those for first language socialisation. This complexity can be related to two
important lines of reasoning. Firstly, participants in second language socialisation already
possess a set of “linguistic, discursive, and cultural traditions and community affiliations
when encountering new ones” (Duff, 2007, p. 310). Secondly, they may not have “access,
acceptance, or accommodation within the new discourse communities as their L1
counterparts do” (p. 310). Therefore, it is essential to examine L2 socialisation in relation
to L1 socialisation with a focus on societal contexts and ideologies (Duff, 2012). That is,
in second language socialisation, it is crucial to analyse the practices and communities
into which learners are being socialised. This way, it becomes possible to examine the
processes that facilitate or hinder learners’ legitimacy and participation within the new

‘communities of practice’ (Lave & Wenger, 1991; Wenger, 1998).

The notion of ‘community of practice’ is viewed as a parallel trend with language
socialisation research (Duff, 2007; Lanza, 2007). From the community of practice
perspective, the foundation for learning is seen to be developed within the mutual
engagement of novices and experts or newcomers and old-timers in a social activity
within a group. In this view, access and participation are key components as they are in
(second) language socialisation. However, within the language socialisation approach, in
addition to the focus of research on affordances of a certain language learning context or
participation frameworks, it is important to unmask the sociocultural and sociopolitical
aspects of language and the processes of meaning making and interactional routines and

practices (Duff & Talmy, 2011, p. 105).
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Overall, from a poststructuralist perspective, as noted in the introductory section to this
chapter (Section 2.1), the view of language learning as ‘socialisation’ provides space for
the examination of the ways in which language is learned in its social, cultural, and
political contexts (Pavlenko, 2002; Pennycook, 1990). Language socialisation, as Duff
and Talmy (2011, p. 96) put it, focuses on “the local social, political and cultural contexts
in which language is learned and used, on historical aspects of language and culture
learning, on contestation and change across timescales, and on the cultural content of
linguistic structures and practices”. In line with the concept of bidirectionality, both
parents and children are viewed “as key players in one another’s language socialization,

shifting their roles across contexts” (Song, 2007, p. 25).

Thus far, | have presented an overview of theoretical concepts and framework for the
study. As discussed in the introductory section to this chapter (Section 2.1), this study
aims to examine the interplay of parental language learning and practices with the
language learning and practices of children against the backdrop of social and political
structures of power. Therefore, theories from family studies to better understand how
‘family” works as a system, and approaches to SLA within poststructuralist paradigms,
together with the sociocultural concepts of language, power and ideology in migration
contexts, could provide insights into the ways in which social and ideological forces
permeate “the most intimate of domestic interactions” (Luykx, 2003, p. 40). In what
follows, I will therefore review the literature on language practices in families in

multilingual settings.

2.4. Language practices in transnational families

In recent research in applied linguistics, family has been viewed “as a dynamic system” in

which members including children as active agents are involved in negotiation of
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identities and family (re)formations, all enacted through language (King, 2016, p. 2).
Family, as Piller (2002a, p. 133) states, “is one of the few contexts where there really is
an option for individual language choice, much more so than in public and institutional
contexts.” Therefore, a focus on multilingual family as a social structure, provides an
insight into the interplay of agency, language ideologies, and values and language

socialisation and practices in familial interactions in migration contexts.

Migrant families in multilingual contexts often have the choice of using two or more
languages within the household. This language choice may complicate language
socialisation practices in the family and relationships between parents and children
(Tuominen, 1999). Many scholars across different disciplines such as anthropology,
education and linguistics have made attempts to understand how linguistic and
sociocultural changes may influence the dynamics within the family (Crawford, 1999;
Fishman, 1988; Fogle, 2013; Fogle & King, 2013; King, Fogle, & Logan-Terry, 2008;
Lanza, 2007; Luykx, 2003, 2005; Schecter & Bayley, 1997; Wei & Hua, 2015; Wong
Fillmore, 1991, 2000). Research in this domain has highlighted two key trends, that is,
language maintenance/shift in the family which is often studied under the rubric of family
language policy (FLP), and children acting as language brokers for their parents. In most
of these investigations, a common pattern is that children in migrant families learn the
new dominant language often faster than their parents, and tend to shift to the new
language (e.g., Wong Fillmore, 1991) and in many situations communicate for their
parents (e.g., Orellana, 2009). These two topics are further discussed in the following

sections.
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2.4.1. Family language policy: language maintenance and shift

Family language policy (FLP) is a multidisciplinary and complex research domain that
focuses on language planning and practices within the domain of family. It draws from
fields of language policy and child language acquisition, and its complexity relates to the
various lines of research it covers. These lines of research can be narrowed down to two
broad areas including bilingual childrearing and protection of endangered languages
(Smith-Christmas, 2016). In bilingual childrearing, a prevalent strategy is one person-one
language (OPOL) (Piller, 2001, 2002a; Romaine, 1995). In this approach, one parent
speaks the minority language and the other, the majority language from the birth of the
chid. The preference for OPOL itself may be a manifestation of the idea that languages

should be kept apart by all means.

The second line of research examines migrant families in which both parents speak the
minority language (Schwartz & Verschik, 2013b; Smith-Christmas, 2016). The most
prevalent family language strategy by families who explicitly and consciously want their
children to maintain the home language, as reported in the research in this domain, is
‘home language versus community language’ whereby children are urged by parents to
use the minority language at home (Piller, 2001; Romaine, 1995). Children in these
families are exposed to, and often begin to favour, the dominant language of the new
society, particularly once they enter the sphere of formal education. Therefore, many

studies have shown increasing interest in examining the ways in which FLP influences a
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child’s home language maintenance in families in multilingual settings (e.g., Fogle, 2013;

Schwartz & Verschik, 2013b; Wong Fillmore, 1991).

In examining FLP and its relation to child language maintenance and shift, many studies
(e.g., Fogle & King, 2013; King et al., 2008; Kopeliovich, 2013; Schwartz, 2013;
Schwartz & Verschik, 2013b) orient to Spolsky’s (2004) model of language policy which
encompasses the three key components of language ideology, practice and management.
From this perspective, research on FLP, as Fogle and King (2013, p. 1) maintain, attempts
“to gain insights into family language ideologies (how family members think about
language), language practices (what they do with language), and language management
(what they try to do with language). In this approach, language policies and practices are
not viewed as “static and unidirectional” (Fogle & King, 2013, p. 1). In effect, the
language policies which initially are articulated by parents are subject to modifications
and negotiations over time. These modifications and negotiations result mainly from
clashes between parental ideologies and actual language practices in the home. The
significant role of children as active participants in these (re)formation of language
policies and practices in the family has been recognised in a good deal of research (e.g.,

Lanza, 2007; Luykx, 2003; Luykx, 2005; Tuominen, 1999).

Lanza (2007, p. 47), for example, stresses that children should be seen as “active and
creative social agents who produce their own unique children’s cultures, all the while
contributing to the production of adult society.” Luykx (2003), too, in her study of
Bolivian children’s language practices in two languages — Spanish (as the dominant
language) and Aymara (an autochthonous minority language in Bolivia) — emphasises
children’s important role as active participants in shaping family language planning and

practices. In effect, as Luykx (2003, p. 41) argues, children’s language socialisation
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should not be viewed “as a one-way process, but as a dynamic network of mutual family
influences”. That is, while parents attempt to shape children’s language practices and
attitudes, “children’s evolving competencies also influence parents’ language choices” (p.
41). The influence of children on parental language planning and practices, however, may
lead to positive impacts on parental language development (Luykx, 2005). Parent
language may develop when they adapt their language practices to accommodate
children’s language needs or when, for instance, children persist in using the majority
language in the home despite “parents’ desired ‘family language policy’” (p. 1409).
Nevertheless, while children’s persistence in using the majority language may help
parental language development, it often leads to children’s home language attrition

(Wong Fillmore, 1991).

Another possibility for children to have a direct influence on parental language
development, as identified by Luykx (2005, p. 1409), is when children act as “family
language brokers”. Some of the findings of studies on child language brokering are

discussed in the next section.

2.4.2. Child language brokering

Language brokering has been defined as a phenomenon where an individual facilitates
communication among people from different linguistic and/or cultural backgrounds
(Grosjean, 1982; McQuillan & Tse, 1995, p. 195; Tse, 1996, p. 485). Children’s roles as
language brokers in helping parents and other members of the family to be connected to
the new community has recently been the subject of increased scrutiny (e.g., Bauer, 2015;
Dorner, Orellana, & Jiménez, 2008; McQuillan & Tse, 1995; Orellana, 2009; Valdes,

2003). The term ‘broker’ is adopted in this research because child language brokers
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mediate communication, that is, they transmit messages, but also convey them in
culturally and linguistically appropriate forms (McQuillan & Tse, 1995; Tse, 1996). This
way, children may influence “the success and failure of the interactions beyond what any
mere literal translator might do” (McQuillan & Tse, 1995, p. 196). Therefore, children

may take up the role of both language and cultural socialisers in the home.

While the role of children as language brokers has been widely accepted among migrant
communities, it is controversial (Morales & Hanson, 2005) for a number of reasons,
including concern for negative impacts on a child’s psychological well-being and also on
parent-child relationships. However, many studies have challenged a static view of
language brokering as being either ‘positive” or ‘negative’ (e.g., Orellana, 2009). In
effect, as Orellana (2009, p. 120) argues, “all evaluations are value-laden, and different
people may view the same practices in many different ways, rendering distinct
judgements about what children of particular ages and genders should be allowed or
expected to do.” In effect, these views and assumptions of what is believed to be normal,
appropriate, correct, or good, are shaped by the practices of social world (Orellana, 2009,
p. 129). In many migrant families today, children are not seen as “endangered” by
language brokering. Rather, translating and interpreting for these families, for both
parents and children, is seen as a normal daily activity which is intertwined within their
lives (Dorner et al., 2008, p. 25; Orellana, 2009, p. 125). In this view, child language
brokering can be seen as a bidirectional process. In effect, parental assumptions about and
attitudes towards their children’s language brokering can influence and shape how
children see their work and what they learn from it (Orellana, 2009). Language brokering
as normalcy, however, may cause inconveniences or, in some situations, feelings of stress

and burden (McQuillan & Tse, 1995; Orellana, 2009).
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Orellana (2009) for example, noted that children felt stressed when they sensed that their
families were being judged negatively by adults or were “critiqued for who they were or
were assumed to be, and when they felt that their words could cause harm to family
members” (p. 120). Dorner, Orellana and Jimenez (2008) also reported from their
longitudinal study of a group of youth that there were language brokering demands led to
moments of tension in parent-child relationships, for example, interrupting TV viewing.
Moreover, it has also been argued in some research that child brokering may lead to ‘role
reversal’ or parent-child conflicts. This reversal can be engendered because of the
differential distribution of linguistic capital which runs counter to the typical age-based
distribution of power and status within families (Luykx, 2005, p. 1408). However, as
Luykx and others (e.g., Orellana, 2009) point out, there is no concrete evidence to show if
this is actually the case. On the contrary, some studies (e.g., McQuillan & Tse, 1995)
have shown that child language brokering can have positive impacts on parent-child

relationships by promoting increased trust and intimacy between them.

In fact, despite the inconveniences discussed above, language brokering in many
situations can provide children with the opportunity to “feel needed, useful and
appreciated” (Orellana, 2009, p. 120). Numerous studies have demonstrated a number of
positive effects of language brokering, such as maturity and independence, increased
general knowledge of the world (e.g., how different institutions work) and cultural
understanding (e.g., appropriate forms of interaction in different social and cultural
settings), better development of both the home and community languages, and increased
cognitive abilities (such as problem solving skills) (e.g., Bauer, 2015; Dorner et al., 2008;

McQuillan & Tse, 1995; Orellana, 2009; Sanchez & Orellana, 2006).
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Apart from the effects for children themselves, discussed above, through language
brokering children can open up pathways of development for their parents. In fact, when
children translate and interpret for their parents, they potentially act as socialising agents
who transmit socially-valued elements of the dominant language and culture to their
parents who may not find other sources for such information (McQuillan & Tse, 1995;
Orellana, 2009). Although this aspect, to the best of my knowledge, has not been studied

in a systematic way, there are references in the research (see also Luykx, 2005).

Overall, research has shown that child language brokering is a reality which is occurring
inevitably in the lives of many migrant parents and their children. Therefore, as Orellana
(2009) maintains, it is helpful to facilitate this work and to value and validate children’s

skills, because, “when people feel supported by others, some of the most damaging

aspects of burdensome situations may be mitigated” (p. 120).

2.5. Summary

In this chapter, | have discussed the theoretical frameworks and concepts on which my
analysis will be built. It is of particular relevance to my study to examine the interplay of
societal forces, language ideologies, values, and expectations relative to language
learning, each with a focus on family in migration contexts. Therefore, | first began by
establishing a poststructuralist paradigm as the broad theoretical framework for the study.
Then, drawing on family studies, | introduced key concepts and theories that shaped my
understanding of the dynamics in parent-child interactions. These include the notion of
bidirectionality in parent-child interactions, which has the agency of both parent and child
as its core focus. Then, following sociocultural theories and recent work in

sociolinguistics that offer a contextual perspective on multilingual behaviours and
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practices, | discussed key concepts from the poststructuralist paradigm that can serve as
interpretive frames for the study. These are concepts that shaped my understanding of
how language learning and practices are mediated by societal forces, ideologies and

power relations in place.

| then moved to a discussion of what is known relative to language practices of migrant
families in multilingual settings. Two important common topics are particularly covered
by existing research, that is, family language policy and child language brokering.
Together, these studies show how dominant ideologies, language beliefs and values

intersect with language practices in the family (King et al., 2008).

The influential role of children in the (re)formation of family language planning and
implementation and practices emerged as a key consideration in the literature. There are
also references in research to the influential role children can play in developing parents’
language. Luykx (2005, p. 1409), for example, suggests that children may have a
socialising influence on their parents’ linguistic development when parents adapt their
language practices to their children’s sociolinguistic needs, and when these adaptations
are not limited to merely parent-child interactions, but are added as a new speech variety
to parents’ linguistic repertoire. There is also a possibility that parents learn directly from
their children the new language or some of its elements when children persist in using the
language at home, or use it with siblings, or when children act as family language
brokers. While these possibilities of parental language development through children
have been identified, there exists, to the best of my knowledge, and as noticed by Luykx
(2005, pp. 1408, 1411), little concrete evidence for them, since few studies (if any) have
focussed on parental language development and practices through such interactions. The

present study aims to attend to this lacuna by examining the ways in which parental and
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child language development and practices may intersect. To do so, | will incorporate
bidirectional models of parent-child interactions drawn from family studies into the field
of second language learning. This multidisciplinary view will allow me to investigate the
research topic at hand by attending “to the children not only as the objects of

socialization, but also as its potential agents” (Luykx, 2005, p. 1412).

Therefore, this thesis intends to pursue answers to the following research questions:

(1) What are parents’ experiences of language learning and use before migration?

(2) What are parents’ experiences of language learning and use after migration?

(3) What are children’s experiences of language learning and use?

(4) How do parents and children’s language learning and use intersect?

Now that | have established the theoretical framework for my study, I will move on to

present my research methods of this study in the next chapter.
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Chapter 3: Methodology

3.1. Introduction

This chapter presents the research design and methodology used for the present study. |
will first situate my research in the qualitative research paradigm and discuss the rationale
for adopting a qualitative approach. This will be followed by an account of the data
collection procedures and methods as well as the ethical considerations. Then, after
presenting the participants, | will discuss my own position as the researcher with respect
to the participants. Following that, | will describe how the data were analysed. Finally, 1

will present a summary and address the limitations of the study.

3.2. Qualitative methodology

This study is an exploration of language learning and use experiences of a group of
Iranian parents and children and their interrelationship in terms of language learning and
use in Australian contexts. It is guided by the research questions set out at the conclusion

of the previous chapter, relative to this sample group:

e What are the parents’ experiences of language learning and use before migration?
e What are the parents’ experiences of language learning and use after migration?
e What are the children’s experiences of language learning and use?

¢ How do the parents and children’s language learning and use intersect?

Qualitative methodology is adopted for this research, as it is the best-fit approach when
the aim is to “empower individuals to share their stories, hear their voices, and minimize
the power relationships that often exist between a researcher and the participants in a

study” (Creswell, 2013, p. 48) and “to capture the deep meaning of experience in the
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participants’ own words” (Marshall & Rossman, 2011, p. 93)”. In other words, we
conduct qualitative research when we want to better understand human actions and the
meaning that people assign to them, and their relationship to a particular phenomenon in

their own right.

In adopting a qualitative approach, I recognise that there is “no one truth that is
exhaustive and definitive” (Rudkin, 2002, p. 13), and that social reality is an interpretive
social construction which is given shape and meaning by people’s discourses in a given
context (Madison, 2012). The researcher, as a human being with her own agency and
personal experiences, partakes in these discourses with research participants in a certain
context and it is through the interactions between the researcher and the researched that
reality is given meaning. Therefore, like many qualitative methodologists who
acknowledge subjectivity and partiality in research (Atkinson, 1990; Clifford & Marcus,
1986; Madison, 2012; Norton, 1995b; Rabinow, 1986), | eschew any pretensions of pure
impartiality and objectivity in my research and unavoidably bring in my own lived
experiences and viewpoints in my interactions with my research participants, albeit
bearing in mind and attempting to avoid making any “value judgements about unfamiliar

practices” (Fetterman, 2010, p. 24).

Therefore, the methodological approach adopted for the purpose of the study tends to be
consistent with a constructivist-interpretive approach. From this perspective, the intention
is to “understand and interpret the world in terms of its actors” (Cohen, Manion, &
Morrison, 2013, p. 31), whilst assuming the existence of multiple realities, the co-creation
of understandings between participants and researcher, and “a naturalistic (in the natural

world) set of methodological procedures” (Denzin & Lincoln, 2011, p. 13). In effect, in
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this approach, the researcher relies upon the participants’ views and experiences while

recognising the impact of her own background and experiences on the research.

In carrying out this research, | adopted a sociolinguistic ethnographic approach as | was
interested in having a close look at the language practices of a group of migrant families
in Australia and to gain an understanding of “how things happen, and some sense of why
they happen the way they do” (Heller, 2006, p. 222). Within this framework, my data are
derived with this awareness that discourse is “contextualised in each phase of its
existence, and that every act of discourse production, reproduction, and circulation or
consumption involves shifts in contexts” (Blommaert, 2005, p. 64). This included
situating parents and children’s stories and experiences in the wider social and political
landscapes, and examining how parental and child language learning and practices and
their interrelationship could play out against the backdrop of social interests and language
ideologies. This way, | can present a holistic portrait and a context-based and interpretive
description of events from an emic perspective, that is an “insider account of what is
going on in a particular society or group” (Piller, 2002b, p. 184) and why it is going on in

that way.

In choosing appropriate data collection methods, | was concerned that the results should
reflect participants’ viewpoints, both those of parents and children, about their language
learning and use and the ways that parents and children thought and spoke about the
interrelationship between their respective language learning and use. To this end, | used
interviews to listen to participants’ stories and experiences and to hear their voices. In
adopting this method, | accept that the interviewer and the interviewee, as subjects with
agency, history, beliefs and personal experiences, are in “partnership and dialogue as they

construct memory, meaning, and experience together” (Madison, 2012, p. 28). It is
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through this “partnership and dialogue” that not only data emerge intrinsically, but also
the trust and rapport required to derive meaningful data relevant to research questions are

built between participants and the researcher (Spradley, 1979).

3.3. Data collection

The procedures and methods of data collection are discussed in this section. First, | will
present an overview of the procedures used to recruit research participants. Then, in the
following section, 1 will discuss the methods of data collection used for the present study.

Finally, I will address the ethical issues that arose in the context of this study.

3.3.1. Participant selection and recruitment

At the beginning of the research a decision was made to focus on recruiting migrant
families from Iran. My interest in the Iranian cohort is twofold. Firstly, I am one of them.
Being a member of the respondent community can provide “special insight into matters
(otherwise obscure to others) based on one’s knowledge of the language and one’s
intuitive sensitivity and empathy and understanding of the culture and its people”
(Kikumura, 1986, p. 2). Secondly, as discussed in Chapter 1 (see Section 1.3), Australia
has attracted an increasing number of Iranian migrants in recent years. This study,
therefore, adds a layer to the understanding of processes of language learning and

practices of this emerging but relatively under-researched community in Australia.

To identify and recruit informants for my research, | used purposive snowball sampling,
that is, sampling among Iranian parents who at the time of the data collection had at least
one child of age eight to twelve years and who had been living in Australia for less than
five years (purposive sampling), and then building further connections through the first
contacts (snowball sampling). The decision to set the age range of eight to twelve for
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children was informed by the assumption that this is an age-range within which children
“are influenced by their surroundings, they start forming attitudes toward language use,

and begin socializing the parents” (Kayam & Hirsch, 2012, p. 623).

The decision was also made to constrain the participants’ length of stay in Australia to a
maximum of five years, based on research indicating that migrants within this period are
still in the process of building their social and occupational lives (e.g., Millbank, Phillips,
& Bohm, 2006). The transitional nature of the first five years of migrant resettlement is
also manifest in policies set out for migrants, such as the Adult Migrant English Program
(AMEP) which is a federally funded program for newly arrived migrants in Australia,
accessible within their first five years of resettlement (Department of Immigration and
Border Protection, 2013a). It is also assumed that within the first five years of resettling
in the new country the school age children would be making significant progress in
language learning (Collier, 1989; Levin & Shohamy, 2008) although this learning process
cannot be considered complete. Nonetheless, because of practicalities emerging in the
recruitment process, a few families were also included in the study who had been in

Australia for about six years at the time of the interview (see

Table 3-1 in Section 3.4).

My first participants mostly were from my own social network. These participants then
passed on the information about my study along with my contact details to other potential
participants within their social networks. Additionally, I identified and recruited
participants by visiting Persian community language schools in the Sydney region.

Eventually, in total, nineteen families were recruited for this study. Further information
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about participants is presented in Section 3.4. Before introducing the participants, I will

present how | collected data from them.

3.3.2. Methods of data collection

In line with the intent of this study to gain an in-depth understanding of the experiences
of a group of families regarding their language learning and use in migration contexts, |
used different methods to collect data from parents and children as outlined below. This

collection of data spanned two years during 2013-2014.

There were five types of data collection methods used for the purpose of this study,
namely, interviews with parents and group interviews with children, background

questionnaires and field notes. Each will be discussed in detail in the following sections.

3.3.2.1.  Interviews with parents

| conducted interviews with parents guided by descriptive open-ended questions. This
way, | could give the participants the freedom to describe their experiences in a variety of
settings and occasions in their own words (Spradley, 1979) while, at the same time,

directing the interview towards addressing language learning and use in family.

A total of nineteen interviews were conducted with parents. Except for six interviews in

which the mother alone participated (see also

Table 3-1 in Section 3.4), in other interviews both the mother and the father attended. Of
the six mothers who attended the interview alone, one woman’s husband was living in
Iran at the time of the interview; another woman’s husband was away on a visit to his

family in Iran at the time of the interview; the other four mentioned their husbands’ busy
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situations as the reason for not being able to arrange a suitable time to attend the

interview.

All the interviews were conducted in a place most convenient for the participants such as
in their local coffee shops, at community language schools, in parks, public libraries or at
their houses. Having been given the choice of using English and/or Persian at the
interviews, all the participants used Persian or a mix of Persian and English. Each
interview ran for between one and two hours and they were audio-recorded with

participants’ prior consent, and then transcribed and translated by myself.

| had drafted broad questions (see Appendix V1) to guide me through the interview and to
make sure that the relevant topics were covered in my discussions with participants. |
began the interview by asking parents to tell me about their English language education
and use before and after coming to Australia. Then, through the dialogue between us and
exchanging viewpoints, [ was able to direct the conversation to hear about their children’s
English education and use before and after coming to Australia, their experiences of
language learning and use in their interactions with their children at home and in public,
and their attitudes about the Australian system of education in general. These broad topics
led us to lengthy conversations, and opened up the opportunity for the participants to give
an exhaustive description of their own and their children’s language learning and use
experiences, their interests, ideas and ideologies, and their challenges and concerns with
regard to English language learning and use, both for themselves and for their children

before and after coming to Australia.

After completing the interviews with parents, | contacted them again and arranged the

interviews with their children. I followed this methodical sequence of interviewing
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parents before their children because | wanted to make mutual acquaintance with parents
with whom | had no familiarity and to provide all the parents with the opportunity to
learn precisely about the project and the type of interview questions so as to have peace

of mind about their children’s interview.

In the next section, | will describe the methods and strategies | used to collect data from

the children.

3.3.2.2.  Group interviews with children

After hearing parents’ experiences and stories as described above, it was the children’s
turn to speak their minds and talk about the issues around language learning and use
within family and outside family, in their own words. I wanted to hear the children’s
voices to make some sense of their perspectives and concerns through their eyes so as to
better understand how they “understand and interpret, negotiate and feel about their daily
lives” (Greene & Hill, 2005, p. 3) in the new sociocultural and linguistic environment.
For this purpose, | adopted group interviews as the best method befitting the aim of this
study to explore children’s experiences of learning and using English (before and after
coming to Australia), that is, their perspectives on their language learning and use (inside
and outside classrooms), their observations of language learning and use in their family,

and their viewpoints on their home language/s.

Interviewing children in groups has many advantages (Lewis, 1992). Firstly, a child may
feel “less intimidated by talking in a group than when talking individually to an adult” (p.
416). In fact, by providing a peer supported atmosphere, the power imbalance between
adult and child that might exist in a one-to-one interview could be redressed (Hennessy &

Heary, 2005; Mauthner, 1997). Another advantage of interviewing children in groups is
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that they get ideas from each other which can jog their memories to share their stories and
to feel encouraged to speak their minds when their peers do so (Hill, Laybourn, &
Borland, 1996). This way a wider range of responses and a more complete record can be

obtained than through individual interviews (Arksey & Knight, 1999).

It was preferable to interview children without their parents being present. The reason for
this preference was that the children may be more willing to share information if their
parents are not present (Mauthner, 1997). However, in some cases, parents preferred to be
present. Nevertheless, most of them were aware of the importance of the children’s views
in my research and so assured me that they would not interfere in the process or exert
control over their children’s talk. In some cases, however, the parents’ presence was
advantageous in that they could come in to the conversation to help their children recall a

situation or observation that they seemed to have forgotten.

A total of twenty-two children participated in the study. They were interviewed in ten
groups of two to three children except for one child who had to be interviewed
individually for difficulties in arrangements. In organising small groups of duos or trios, |
wanted each child to have a chance to share as many stories and observations as possible.
Further, in larger groups, as Lewis (1992, p. 418) suggests, the social organisation of the
group can be strained and children may become less attentive to the main task. Another
consideration in arranging the group interviews was to group children in a way that
friends or those who had prior acquaintance would be able to be together. That way, a
safe peer interview setting could be provided, in which children would feel comfortable

and encouraged to participate in the discussion (Hill et al., 1996).
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It is @ major aim in interviews to develop rapport and trust to gain the participants’
cooperation (Arksey & Knight, 1999; Spradley, 1979). A key step to building rapport and
trust is to “set the child at ease and in control of the situation” from the beginning (Arksey
& Knight, 1999, p. 116). In doing so, however, there is no single set of rules to follow
and, thus, the onus is on the researchers to have flexibility of design and to tailor the
interview modes to their research needs (Arksey & Knight, 1999; Freeman & Mathison,
2009). Therefore, I used the following strategies, some of which were pre-planned based
on the literature, and some adopted on an ad hoc basis, considering the situation at hand,

including participants’ traits and needs and the settings.

I began the discussion by explaining in brief my research project, and that we had
gathered to have a friendly chat about their stories and experiences. | also explained that
they had the choice of using English and/or Persian in the interview. Having been given
the language choice, most of the children used a mix of Persian and English. Then, I went
on to explain that their views and stories were important for my research. This way, |
wanted to provide a stress-free atmosphere by promising them a friendly and fun session,
whilst making them feel a sense of being important and giving them confidence in
making a contribution to an important research project. Nevertheless, this introduction

was blended with some humour as an icebreaker to provide a sense of fun in the group.

In the next step, following the claims in children’s studies that it is advantageous to use
task-based and participatory activities in doing research with children (Heath, Brooks,
Cleaver, & Ireland, 2009; Hill, 1997), | used Background Questionnaires (See

section 3.3.2.3) as a self-completion task. This way, I could involve children in the data
collection process so as to redress the power imbalances by empowering them and

boosting their confidence and participation. In doing so, while holding up the Background
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Questionnaires in my hands, I asked, “Who has ever filled in any forms?” Although I did
not get a direct ‘yes - no’ answer in most cases, all of them showed much excitement and
enthusiasm to fill in the forms, as if they could feel the power and the sense of importance

that | wished to give them.

Next, | began to ask the first main research question, whilst offering them the opportunity
to hold the audio-recorder in their hands if they wanted to talk. | used this strategy
following Heller (2011, p. 45) who suggests that the curiosity of school-age children as
research participants needs to be satisfied by letting them appropriate the recording
device. I could see the surprise in some of the children’s eyes for this gesture, and the
pleasure of holding a device which could “get taken up as mechanical incarnations of the

researcher” (Heller, 2011, p. 45).

The discussion with the children, like with their parents, was guided by research
questions to make sure that the interview was being directed towards addressing the
research topics. | began by asking them about their English language education from the
past to the present including any experiences and stories that they could recall. Then |
moved to language/s they used at home and outside and asked them about any
experiences of doing their homework at home with their parents, learning from their
parents and teaching, helping or correcting their parents. While having these topics in
mind, | also let them talk about issues that arose, so that I could find out the topics of
greater importance to them. This led to the emergence of interesting data about the
children’s priorities, ideologies, viewpoints and concerns about language learning and use

at home and in society.

56



In the next section, I will explain the ways in which background questionnaires, as
another means of data collection, were useful in gathering demographic information as

well as facilitating the interviews.

3.3.2.3.  Background questionnaires administered to both parents and

children (separately)

At the beginning of each session of interviews with parents, as well as group interviews
with children, participants were asked to fill in a short questionnaire regarding the
participants’ circumstances before and after migration. The information collected in the
parents’ questionnaire included their personal, educational and professional status
(including an opt-out option for household income); any form of English language
education and use before and after coming to Australia; language/s used at home, and
their own assessment of their English language proficiency (See Appendix V). As for the
children, information was sought about their personal and educational background; any
kind of English language education and use before and after coming to Australia;
language/s used at home, and their hobbies (See Appendix V). Most children showed
much enthusiasm for filling in the forms by themselves, although some of them received

help from me or from their parents if they were present in the session.

A background questionnaire was initially proposed as a method of data collection to
obtain participants’ demographic information in a systematic way and to save time in the
interviews to hear more of participants’ stories rather than asking them about their
background information. However, besides these anticipated advantages, it also served as
a catalyst to alleviate the sense of apprehension, particularly for children as described in
the previous section, and to speed up the process of building rapport, particularly with

those parents who | met for the first time as we jointly filled in the forms. Furthermore, it
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made it easier to transition from the phase of greetings and informal talks, to the actual

interviews by situating the participants in the context of research.

In the interview sessions with both parents and children, I asked participants to keep a
journal as a record of their on-the-spot experiences regarding language learning and use
in their family, including any parent-child interaction where language became an issue.
Initially, when I designed my research, | had planned to use this method to hear as many
stories of participants as possible. Particularly for children, this technique was suggested
by Miller (2003) in her study of a group of ESL students in Queensland. She used this
technique as a useful tool particularly suitable for those students who might be, for
instance, shy to talk, or if their skill in writing might be stronger than their speaking. This
method thus could allow them to express what they wanted to say without any pressure
or fear of sounding awkward. However, although the participants accepted my suggestion
to take note of any experiences relevant to my research, and despite my friendly
reminders after the interviews through phone calls, emails, and occasional encounters at
various social events, | began to realise that | could not collect much data through this
method as | did not receive any response from any of my participants. As an alternative, |
tried to keep contact with them more often, mainly through phone calls and emails, to
seek any new account of their language learning and use experiences. Although this
alternative did not yield the result | expected to obtain from journal entries, since some of
the instances that might have happened might have been forgotten at the time of our

contact, | could still hear more stories of the participants or any changes in regard to
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language learning and use in their family. Finally, straightaway after our conversations, I

took detailed notes while my memory was still fresh.

In the following section, I will further describe how I organised these notes as well as

other field notes taken from interviews and observations.

3.3.2.4. Field notes

Immediately after each interview with parents and group interviews with children, as well
as any contacts, encounters and observations, | made my own detailed field notes of the
events including aspects such as physical settings, my own reflections, thoughts, ideas
and first impressions and hunches, all headed by time, date and location. Where it was not
possible to do so (e.g. due to time restrictions), | either wrote up the field notes as soon as
| could or, where possible (e.g. while driving after the event), | audio-recorded an account
of the event on my phone (Marshall & Rossman, 2011) and then transcribed my
recordings soon after. In organising the field notes into a systematic order for a more
effectual and easy-to-access form of data, | used a set of questions as proposed by Miles

& Huberman (1994, p. 53) as a guiding instrument:

1. What were the main issues or themes that struck you in this contact?

2. Summarize the information you got (or failed to get) on each of the target

questions you had for this contact.

3. Anything else that struck you as salient, interesting, illuminating or important in

this contact?

4. What new or remaining target questions do you have in considering the next

contact with this site?
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Overall, the data were collected for the study through interviewing participants,
conversations on various occasions and on the phone, and participants’ observations. The
data were generated in the forms of interview data, transcripts of audio-recordings and
field notes. The methods employed to analyse the data are discussed in Section 3.6. But
before that, I will discuss some of the ethical considerations for the study (Section 3.3.3).
Then, I will present the participants (Section 3.4), followed by a discussion of my

researcher positionality in relation to the research participants (Section 3.5).

3.3.3. Ethical considerations

Participants in this study were both adults and children. To protect the rights of both
groups and to ensure ethical research, three main principles were adopted: informed
consent, privacy and confidentiality, and voluntariness that is, they were free to stay in or
leave the project at any time. These principles required the researcher to treat participants
fairly without favouring anyone and to consider them as individuals with agency, that is,
to provide them with adequate information about the study, its aims and its anticipated
benefits, and to give them freedom to enter into/withdraw from the research voluntarily
without any consequences. These ethical requirements also were included in the
application for ethic approval from the Human Research Ethics Committee at Macquarie

University.

At the beginning of each interview all participants were informed verbally of the intent
and procedure of the research, and were assured of confidentiality. It was also explained
that, to protect their privacy, pseudonyms would be used for people and places, in the
transcribed interviews and in subsequent publications. Therefore, coded names were used
for participants. These codes include the family member’s relationship (e.g., Mother,

Father, Daughter, Son) followed by a letter representing the whole family (e.g., Mother-
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A, Father-A). Parents were also asked to read the information statement and to sign the
consent forms which were prepared in two separate sets for themselves and their children

(see Appendices Il and I11).

Furthermore, to prevent any miscomprehension, in addition to verbal explanations,
written consents were prepared in a clear and easy-to-understand style in both English
and Persian, containing details about the study, its intentions and anticipated benefits, the
procedure of data collection and confidentiality of data, as well as an explicit clause

stressing the voluntariness of the participants’ participation in the study.

All in all, throughout my research, while adhering to the ethical principles described
above, | kept hold of the proviso of Madison’s word, that “when we enter the field, we
enter the lifeworld of others, and we enter with the ethical intent to do good” (2012, p.

109).

3.4. Participants

There were nineteen families participating in this project. There were initially twenty
families who agreed to participate in this project. However, one family dropped out
before any data collection was undertaken. As mentioned in Section 3.3.1, participants
were all Iranian families including parents and at least one school-aged child (eight to
twelve years old) who had been living in Australia less than six years at the time of data
collection. Although level of education, visa type (e.g. humanitarian, skilled migrant,
spouse, and so on) and level of English proficiency were not initially considered as
preconditions for the purpose of this study, it turned out that all but two of the
participating families had come to Australia on Skilled Migrant visas. This means that

before coming to Australia they had some tertiary educational background at different
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levels with “at least competent English” as measured through the IELTS test (Department

of Immigration and Border Protection, 2013b). This homogeneity occurred because the

participants were mainly recruited through my network of friends sharing similar status

and background. Clearly, the outcome as presented in this thesis could be different if

participants had a different socioeconomic and educational background. Detailed

participant information is presented in

Table 3-1.

Table 3-1- Participants

- Educational Year | 4. pation | Other
‘= |Participants’| Age on Level/Field Occupation [Language/s| arrived P
S : - - . in members
3 ID arrival| (at the time of in Iran spoken in Australia at home
interview) Australia
Technical . Casual
Mother-A 34 B;r? heilcosr, Support Eﬁrsllizﬁ 2011 childcare
¥s (Software) 9 educator
A Bachelor, Project Persian - N/A
Father-A 34 Physics Manager English 2011 | Sales Engineer
son-A 7 Year 4 N/A persian | 5514 N/A
English
Persian
Mother-B 33 . _Bachglor, . Civil Engineer| English 2008 Account
Civil Engineering - Manager
Turkish
B| Father-B 45 ~ Masters, Structural Persian 2008 Structural N/A
Civil Engineering Engineer English Engineer
Persian
Daughter-B 7 Year 5 N/A English 2008 N/A
Mother-C 33 Bachelor, Makeup Artist Persian 2010 Homemaker
Psychology English
Bachelor,
Mechanical Persian Daughter
C| Father-C 35 Engineering; IT IT Expert English 2010 IT Expert 9months
Certificate
Son-C 9 Year 6 N/A persian | 5010 N/A
English
Masters, Consultant | Persian PhD Student-
Mother-D 34 Electronic Engineer Enalish 2009 Tele-
Engineering 9 g communications
D Bachelor, Persian N/A
Father-D 39 Textile Engineering Sales Manager English 2009 Salesperson
Daughter-D | 5 Year 3 N/A Persian | 5509 N/A
English
Masters . .
s S Project Persian Unemployed
Mother-E 31 Archltectyre Manager English 2012 (Job seeking)
Engineering
E Masters Persian N/A
> . English Unemployed
Father-E 43 Meghamgal Director Turkish 2012 (Job seeking)
Engineering Arabic
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Educational

Year

- .
‘= |Participants’| Age on Level/Field Occupation |Language/s| arrived Occupation | Other
S : - . . in members
< ID arrival| (at the time of in Iran spoken in :
L . . . Australia | at home
interview) Australia
Persian
Daughter-E 7 Year 2 N/A English 2012 N/A
Bachelor, Software Persian Network
Mother-F 32 Software Engineer Engineer English 2009 Engineer
Casual Nurse—|  Son
- Medical Persian prior 6 years
F| Father-F 34| Doctor of Medicine Practitioner English 2009 qualifications old
assessment
Daughter-F | 5 Year 3 N/A Eers'.a” 2009 N/A
nglish
Bachelor, Tour and Persian
Mother-G 35 English Translation | Travel Agent | English 2010 Homemaker
Father-G 35 _B_achelgr, Plant Manager Per3|_an 2010 Appll(_:atlons
G Civil Engineer English Engineer N/A
Persian
Son-G 9 Year 5 N/A English 2010 N/A
Persian
Daughter-G 7 Year 4 N/A English 2010 N/A
Industrial Persian .
Mother-H 31 Masters, IT Engineer English 2006 | Project Analyst
H| Father-H (Non-Participant) N/A
Persian
Daughter-H 3 Year 4 N/A Endli 2006 N/A
nglish
Bachelor, . .
Mother-I 32 Electronic Iizlﬁctirnc;r:rc Eﬁrsllizﬁ 2006 PrSoOfrt;Arlr?rrr?er
Engineering 9 9 9
' Fathert | 32 Masters, IT Specialist | PS8 | 2006 | IT Speciatist | VA
IT English
Daughter-1 | 3 Year 4 N/A Persian | 5505 N/A
English
Bachelor, _ Per5|_an Soc_lal vv_orker,
Mother-J 30 G Geologist Turkish 2007 |serving disabled
eology . - Son
3 English children 5 vears
Father-J (Non-Participant) é d
Persian
Daughter-J 3 Year 4 English 2007 N/A
Bachelor, Persian
Mother-K 40 Software IT Consultant | English 2006 Homemaker
Engineering Danish Son
K Masters, Senior Persian Senior Software| 5 vears
Father-K 44 Software Software English 2006 Developer gl p
Engineering Developer Danish P
Son-K 3 Year 4 N/A persian | 5006 N/A
English
. . Student —
. Educational Persian
Mother-L 40 Dlploma,_ Manager inan| Turkish 2008 Advance
Graphic Design - . Diploma of
Institute English . .
Graphic Design
L Bachelor, Persian Student — N/A
Father-L 52 Agricultural Researcher Turkish 2013 | Environmental
Engineering English Management
Daughter-L | 4 Year 3 N/A Persian | 508 N/A
9 English
Mother-M 34 Bachelor, Homemaker | Fersian 2010 Student-
M English Accounting
Bachelor, . . Persian Student- Civil
Father-M 42 Civil Engineering Civil Engineer English 2010 Engineer N/A
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- Educational Year Occupation Other
‘= |Participants’| Age on Level/Field Occupation |Language/s| arrived P
S : - . . in members
< ID arrival| (at the time of in Iran spoken in :
L . . . Australia | at home
interview) Australia
Training course
(job seeking)
Persian
Daughter-M 7 Year 4 N/A English 2010 N/A
Bachelor, .
Mother-N 33 Software Web Per5|_an 2010 |Web Developer
Enai - Developer English
N ngineering N/A
Father-N (Non-Participant)
Daughter-N 5 Year 3 PerS|_an 2010 N/A
English
High School Wedding Persian Student,
Mother-O 34 Diploma planner English 2011 Hairdressing
O| Father-O (Non-Participant) N/A
DaughterO | 6 Year 2 N/A Persian 1 5011 N/A
English
Persian
Bachelor, Finance English
Mother-P 33 Accounting Director Turkish 2008 |Rebate Manager
Spanish
P | Father-P (Non-Participant) N/A
Persian
Son-P1 4 Year 3 N/A English 2008 N/A
Son-P2 | 3 Year 2 N/A persian | 5008 N/A
English
Bachelor Persian Stuc_ient
Mother-Q 40 Nursin ! Nurse Enalish 2012 (English) +
9 9 Homemaker Son
Q Masters, Environmental| Persian Waste 2.5 years
Father-Q 38 Environmental - - 2012 Education 2 Y
. : Engineer English . old
Engineering Officer
Persian
Daughter-Q 9 Year 4 N/A English 2012 N/A
Masters, Persian
Mother-R 33 Computer Eﬁﬂng English 2010 Eﬂﬁmig
Application g Hindi g
- . Observer in a
Doctor of Medicine . Persian - -
R Medical - hospital - prior |  N/A
Father-R 38 o hthaimolo Specialist Eﬂ?rlllc;h 2010 qualifications
P 9y assessment)
Daughter-R | 9 Year 6 N/A Persian | 5010 N/A
English
Undergraduate Persian
Mother-S 28 student, Homemaker English 2009 Nurse
Nursing Turkish
Persian
Masters, - . - - .
s Father-S 36 Civil Engineer Civil Engineer Engll_sh 2009 | Civil Engineer N/A
Turkish
Persian
English
Son-S 8 Year 5 N/A Turkish (a 2009 N/A
little)
While
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Table 3-1 is relatively self-explanatory, there are a few points that might need to be
elaborated. As the table shows, most of the parents and their children came together to
Australia. These were families who came in the Skilled Migration stream. In the case of
Family “L”, the father came to Australia a few years later than his wife and daughter.
This delay related to issues around their visa processes. In fact, the migration stream of
families “L” and “O” was not skill-based, but humanitarian. In both of these families, the
mother and the child came first on tourist visas. Mother-L came with her daughter in
2008 initially to visit her brother and his family, but then decided to stay for religion-
related reasons and the difficulties they had in that respect in Iran. Father-L, however,
could not join his family until their Australian residency was regularised and then he
came in 2013. Mother-O had a similar situation, except that her husband had not yet

joined his family at the time of data collection.

The other point worth mentioning relates to the languages spoken at home. As the table
above makes clear, some parents knew a language other than English and Persian, mainly
Turkish, which is one of the ethnic minority languages in Iran. However, all parents
reported that they spoke Persian, or in some cases English, with their children. However,
some of these parents (e.g. Mother-L and Father-L; Mother-S and Father-S) reported that
sometimes they used Turkish with each other or with their own Turkish-speaking
families. Some of the children in these families were reported to understand a little

Turkish, but none of them was able to speak in that language.
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3.5. Researcher Positionality: Somewhere in “the space between” insider and

outsider

Many scholars in recent years have criticised the dichotomous notion of ‘insider/outsider’
(e.g., Carling, Erdal, & Ezzati, 2013; Dwyer & Buckle, 2009; Leung, 2015; Merton,
1973; Verschik, 2010). Merton (1973, p. 129), for instance, argues that in the process of
“truth seeking” both insider and outsider positions should be considered as having
“distinctive and interactive roles”. In the same vein, Leung (2015, para. 1) describes the
dichotomy as an “over simplified, bounded and binary construct”, arguing that
“insiderness-outsiderness is dynamic and multiple, highly contextualised in the specific
space-time of interactions” between the researcher and the researched. In this relation,
these scholars have inhabited their positions in their research beyond a rigid
‘insider/outsider’ dichotomy to explore “the complexity and richness” of what Dwyer and
Buckle have called “the space between” (Dwyer & Buckle, 2009, pp. 60, 61), a
“continuum” along which the researcher and the researched constantly negotiate their

positions (Leung, 2015; Surra & Ridley, 1991).

In my research, | also took up an insider-outsider position in the exploration of a topic
that had been shaped by my personal experiences, and with people with whom | felt an
affiliation because of our shared cultural and linguistic backgrounds. I shared a number of
characteristics and life trajectories with my participants that could position me as an
‘insider’ in the research. Similar to my participants, I was an Iranian parent with a school-
aged child, and a recent migrant to Australia. Having grown up in Iran, | shared similar
trajectories with many of my participants in relation to education and learning English as
a foreign language prior to migration. Moreover, similar to my participants, | had

undergone the process of integration into the new society which involved learning and
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using a different variety of English than that which I had learned and used prior to
migration. Furthermore, | had a school-aged child, as my participants did, who was being
educated in Australian contexts. My participants’ accounts, thus, often resonated with
mine. These similarities brought about a vigour of mutual interaction between many
participants and myself such that that | could not supress my enthusiasm for an engaged
way of listening to the participants’ stories, empathising with what they were recounting,
and bringing in my own experiences and stories. This is the way that an ethnographer
does the research in exploration of what is going on from an insider’s viewpoint, as
Clifford and Marcus (1986, p. 13) highlight “the ethnographer’s personal experiences,
especially those of participation and empathy, are recognized as central to the research
process”. Further, my knowledge of our shared cultural and linguistic nuances could
afford a deeper understanding of participants’ experiences from their narratives and an

authentic reflection of their accounts.

However, as noted by Zachrison (2014, p. 66), “despite a shared background, social
constructions distinguish all of us in many ways and, consequently, our social behavior
could not be generalized on the basis of a shared background”. In respect of my research,
there were also aspects of me as an individual, including my set of beliefs and
worldviews, which were not necessarily shared by all participants. Under these
circumstances, | continually reminded myself of my role as the researcher who was
seeking to explore and reflect on participants’ distinctive worldviews, rather than falling

into debates and trying to challenge their views.

The following excerpt, for example, comes from my interview with Mother-M and
Father-M, after | asked them what they had learned from Daughter-M, for instance, by

asking her the meanings or pronunciation of English words. The couple’s response,
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however, that they avoided asking their child any questions due to the impact this might
have on her upbringing, contradicted my viewpoints about children and my observations.
However, in that situation I could sense the strength of their devotion to their creed of
child rearing. Hence, | reminded myself that it was not the purpose of the interview to

challenge their viewpoints, although I felt distanced from my ‘insiderness’.

Excerpt 3-1

4 o O sl S) S il G pilaet RIS 1 IS 0 3S(e (a2 :Mother-M
AS AiSa S8 e dine Sla dpald Gl i Jilese §5 283 ol (e 4 Tany 3 sde a1 K0 e S
e 3 ) piSn o ailai an RIS Cpen (51080 (355l e 4 ) e e s 2 40 Sl
=438 o_AYL a0 «2a 6 ) :Father-M
= 48 4 i) 4Sle= :Mother-M
Lok 4S 43S0 S8 4S 4ine {o2ia} complicate 4uad o3 )53 dla g Az 44 U (luadlli <ha=:F-Fa
ol 83530 5 3 sdue s Leallila a8 aus i) (s b 5 L iy (A AiSaa
21,05 e L34S gquthority (s Seia
S manage (s sie sbe 5 cCunia b adine Jla je aiSae S e 4l 5 diany cuasjle ) :F-Fa
AR e g edd Al | S o) o s ol A
A Sae Sl 50 ) Calide Gl sa Ledi 48 Al ka3 44 :Shiva
Mother-M: I try not to do that, even if I don’t know it. Because I feel if I ask her this
one, she will want to teach me other things later on. This will affect her upbringing. For
instance she might think that there are so many other things that she needs to teach me.
Therefore, even if I don’t know something, I try not to ask her.
Father-M: well yeah, after all the child may=
Mother-M: =she may go under the wrong impression=
Father-F: =Well her discernment can be to a certain level and so the matter may
become a bit complicated [Laughs] because she may think that you may not know
many other things as well. Then it would be woeful, the positions would be displaced
and a bit like, yeah.
Shiva: you mean the authority that parents have?
Father-F: yeah, they might lose [their authority]. But of course | think anyways parents
can manage it through talking. But there is like, you should foresee the risk and
manage it.
Shiva: It seems that you are considering various aspects.

The excerpt above reflects how my response (the last line) was neither agreeing with nor
opposing the couple’s viewpoints, but offered a neutral response to keep them engaged
and keen to reveal more of their viewpoints and experiences. In doing so, | was oriented
towards the other end of the insider-outsider continuum, performing the role of

researcher.
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3.6. Data Analysis

As discussed in section 3.3.2, data were mainly collected through individual and group
interviews and field notes. The information obtained through these qualitative methods
does not consist of discrete and ready-made records to be counted and conveyed, but
“meaningful relations to be interpreted” (Kvale, 1996, p. 11). This interpretation requires
utilisation of analytic technigues to condense and process data in a way that makes sense
of it. The analytic tool used to facilitate the data analysis of this study is content analysis.
Content analysis is “a careful, detailed, systematic examination and interpretation of a
particular body of material in an effort to identify patterns, themes, biases, and meanings”
(Berg, 2009, p. 338). In using content analysis, inspired by Butorac (2011, p. 70) who
used a “modified inductive analysis” in her study of a group of migrant women to
Australia, 1 too followed an adapted form of inductive reasoning to condense raw data
into sensible categories and themes. This way, the themes and categories did not emerge
inductively through open coding from raw data as prescribed, for example, by the
conventional approach to content analysis (Hsieh & Shannon, 2005); rather, the data were
sorted into conceptual categories based on the set of research questions, and then, through
further examination, further themes were identified. This method was appropriate
because, as Butorac (2011) notes, the study was narrowed by a set of research questions
rather than an open investigation of the topic. Further, when there is a large body of data,

its analysis would be facilitated if organised initially “under intermediate level headings”

(p. 70).

The data analysis process involved two stages. In the first stage, the interviews were
listened to and transcribed into written form. Speech in Persian was transcribed in the

standard Arabic script. Over the process of transcription, | listened to the audio-recorded
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interviews numerous times and also used my associated field notes (written and audio-
recorded). The transcripts also contain records of non-verbal aspects such as intonation,
fillers, emphasis, laughter, pauses, and so on. Nevertheless, | am aware that, as Mason
(2002, p. 77) asserts, “a transcription is always partial partly because it is an inadequate
record of non-verbal aspects of the interaction [...] and also because judgements are made
(usually by the person doing the transcription) about which verbal utterances to turn into
text, and how to do it”. Furthermore, as she goes on and explains, “for some verbal

utterances, there are simply no written translations!” (p. 77).

After the initial transcript had been produced, the interviews were listened to all over
again and the transcripts were proofread. This re-listening and re-reading also allowed me
to immerse myself more deeply into the data and to obtain a holistic sense of the

interviews (Tesch, 1990), while paying attention to details.

In the next step, the transcripts were dissected and organised into segments corresponding
to each research question, attributed to each pertinent participant in a separate document.
This was done both in computer folders and also through the qualitative analysis software
Nvivo. Then, the data segments organised according to the research questions were
further subcategorised to identify recurrent themes across participants, which then turned
into subheadings to research primary topics. Cross-case analysis was also carried out to
compare and contrast the data segments related to parents’ and children’s beliefs and

language attitudes and practices.

Data analysis regarding the interviews was conducted in the language in which they were
recorded. Most of my data are in Persian and, hence, analysis is predominantly of

Persian-language data. Only those excerpts which are quoted in the thesis as evidence
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have been translated into English for the convenience of the reader. In presenting the
excerpts, in each case, the Persian original comes first, followed by an English
translation. Having relied on my own translation skills, accredited by NAATI, | myself
translated the excerpts from Persian into English. To ensure the accuracy and to verify the
idiomaticity of translations, a peer check of each excerpt was also conducted by another
Persian-English bilingual person. My translations were guided by the desire to stay as
close as possible to the original, in terms of language register, repetitions, fillers and non-
verbal aspects. At the same time, the aim was to produce fluent and idiomatic English
translations so as not to exoticise or misrepresent participants. A professional copy editor,
who does not read Persian, has also been employed to verify the fluency and idiomaticity

of the translated excerpts.

The findings of my analysis are presented in four chapters (Chapters 4-7). Parent
participants’ accounts of language learning and practices before migration are discussed
in Chapter 4, followed by those after migration in Chapter 5. Then, in Chapter 6, analysis
of data related to children’s trajectories of language learning and practices before and
after migration will be presented. Finally, in Chapter 7, language learning and practices

within families will be discussed.

3.7. Summary and limitations

This chapter began by presenting the research design and the rationale for the qualitative
approach. In this approach it is recognised that social reality is an interpretive social
construction which is given shape and meaning by people’s discourses in a given context.

With a constructivist-interpretive orientation, this thesis adopts a context-sensitive critical
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approach to present a holistic picture of language learning and practices of a group of

Iranian migrant families in Australia.

The families participating in the study had at least one child in the age range of eight to
twelve years and had been living in Australia for less than six years at the time of data
collection. To collect data, various methods were employed including semi-structured
interviews with parents, group interviews with children, background questionnaires and
field notes. Journal entries were initially planned to be a means of data collection
although it turned out that participants were too busy in their personal lives to accomplish
the task. As an alternative, however, keeping contact with participants, often through
phone calls and email, helped to update the researcher about any changes in their

situations or new experiences.

In the process of data collection, I was both an insider, by virtue of my Iranian
background and my experience of migration as a parent, and an outsider because of my
status as an academic researcher. Throughout the research | was conscious about and tried
to avoid any partialities and biases as much as I could. This awareness related not only to
the process of data collection, but also interpretation and analysis. In analysing data,
content analysis was used as an analytic tool for the systematic examination and
interpretation of the data to “identify patterns, themes, biases, and meanings” (Berg,

2009, p. 338).

There are some limitations to the study which need to be identified. As discussed in this
chapter, interviews with parents and group interviews with children were crucial methods
for collecting data in this study. The richness of these interviews for the study’s purposes

allows for a thick description of the experiences and viewpoints of migrant parents and
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children as learners and users of English as a second language in social and family
contexts in Australia. Nevertheless, it was initially the aim of this study to include wider
institutional discourses, particularly those of schools which, aside from the immediate
family, serve as the main socialising mechanism for most children (Cannella, 2008).
However, a close study of discourses in broader contexts has not been possible because of
time and resource constraints. For a larger-scale project, a systematic study of these
institutional discourses in combination with interviews are likely to yield deeper
understandings of familial interactions in terms of second language learning and use in

migration contexts.

The other limitation relates to the sample size. As one of the data sources, interviews
were conducted with nineteen Iranian families in Sydney including thirty-three parents
and twenty-one children. Clearly, the experiences of this small group are unlikely to be
representative of all Iranian parents and children of their generation. However, statistical
generalisation has not been the goal of this qualitative study. Rather, | aimed to provide
thick, contextualised and descriptive accounts of the phenomenon under investigation. To
ensure the credibility of the study | employed triangulation involving the use of different
methods of data collection from both parents and children, prolonged engagement with
participants for over one year through interviews and subsequent contacts by phone or
email. Frequent debriefing sessions were held with colleagues and the principal
supervisor, peer scrutiny of the research project encouraged through presentations,
member checks conducted relating to the accuracy of the data, clarification sought for
researchers’ standpoints in research of this kind, and thick description and interpretations
developed of the phenomenon under scrutiny (Shenton, 2004). These methodological

measures and considerations produced research findings which, it is hoped, should
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contribute to a richer understanding of language learning and practices in migration

contexts. These findings are discussed in detail in the following chapters.
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Chapter 4: Pre-Migration Parental Language Learning and Use

4.1. Introduction

This first of four analysis chapter deals with parent participants’ English learning
trajectories before migration to Australia. By examining pre-migratory language learning
trajectories, this chapter seeks to examine “the socially and historically constructed
relationship of learners to the target language” (Norton, 2000a, p. 10). Exploring
participants’ past experiences of language learning allows us to gain a deeper
understanding of the complexities of language investments before migration, and their
“important ramifications for post-migration language learning and identity construction”
(Butorac, 2011, p. 122). Of particular importance in this exploration is the consideration
of participants’ multiple desires for English and its learning, which, as discussed in
Chapter 2 (see Section 2.3.3), are discursively constructed in participants’ life trajectories
in relation to an imagined future and a sense of belonging to an imagined community. In
Bourdieu’s terms, participants’ past trajectories are social contexts in which participants’
habitus, or more specifically, their ‘linguistic habitus’, is shaped (see Chapter 2, Section
2.3.2). The linguistic habitus or dispositions, then, can influence the ways in which
participants view and evaluate their positions and their linguistic productions (Bourdieu,
1991, p. 17) and regulate their own and their children’s linguistic practices later on (see

Chapters 5 and 7).

In presenting the analysis of the data, I will begin by providing an overview of
participants’ English language learning experiences through the compulsory curriculum
in Iranian schools (Section 4.2). | will then present the findings on participants’ additional

investment in English language learning (Section 4.3) through private classes
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(Section 4.3.1) and through self-study (Section 4.3.2). Furthermore, many participants
had some experience of English development and use in employment contexts in Iran.
The findings in this respect will also be presented in detail (Section 8.2.34.4), before
turning to the ways in which they continued/returned to English learning nearer to the
time of departure (Section 4.5) for the purpose of visa requirements (Section 4.5.1) and/or
for living in Australia (Section 4.5.2). Finally, a summary and concluding remarks on the

findings will be presented (Section 7.94.6).

4.2. English in compulsory education

All parent participants but one (Father-R) received both their primary and secondary
education in Iran. Considering the parent participants’ age range was thirty-two to fifty-
two years old (see Chapter 3, Section 3.4) at the time of data collection in 2013-14, their
years of schooling, wholly or partly, fall under the post-revolutionary era in Iran
beginning with the Islamic Revolution of 1979. An overview of participants’ pre- and

post-revolutionary years of schooling is provided in Figure 4-1.
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Figure 4-1- Parent Participants' Education Timeline
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As Figure 4-1 shows, eight participants did a part of their schooling before the Islamic
Revolution of 1979 and others were educated exclusively in the post-revolutionary era. A
key difference between the pre-1979 and the post-1979 language education system lies in
the fact that before 1979 there existed private schools which offered English in their
curriculum from the first year of primary as opposed to public schools, which did not
offer EFL instruction until middle school. However, all the private schools were closed
down for about a decade after the revolution of 1979 (Madandar Arani, Kakia, &
Taghavi, 2015). Therefore, given that most participants had been educated in post-
revolutionary era, as the Figure shows, they attended public schools except for two
(Father-B and Mother-K) who attended private schools before the 1979 Revolution, and
had received English education from an early age in those schools. Further, since 1990,
new educational policies in Iran stipulated the commencement of English instruction at
school from the second year instead of the first year of middle school (Borjian, 2013, pp.
95, 96). This means that as the Figure shows, ten participants received six years of
English instruction at school instead of seven. It should be noted that American and

British varieties of English are commonly taught in Iran.

English as a foreign language is listed in the curriculum of the Iranian middle and high
schools. This means that, all parent participants — except for Father-R, who was schooled
in India with English as the medium of instruction — studied English as a foreign language
as a subject at Iranian schools. Nevertheless, despite the years of studying English as a
subject at school, a number of participants (thirteen) did not speak about their English
learning at school at all in recounting their language learning trajectories. Although the
reason for the absence of the language education at school in participants’ narratives was

not probed as it was not the focus of the study, | will demonstrate from the data that the
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way English language was taught in schools was not regarded favourably by many

participants for its perceived limitations.

The way many participants described their English language learning experience at
school depicted a monotonous and memorisation- and exam-oriented picture. In fact, the
English language they learnt in the compulsory curriculum was a subject of instruction,
like other educational subjects, which students needed to pass for academic advancement.
The focus of language learning practices at schools was largely on memorising
vocabulary and grammatical rules rather than developing communication skills. This was,
as an example, described by Mother-D, who learned English only because it was

required:

Excerpt 4-1

laaal s s n alSl ) e a5 Gl all S (s yua s 53 Lol 22 :Mother-D
L) (s L omnadd () caidla Lo gl ) g 4 53 ot o8l () O dmr i shae R €350 () gm0
L as as Kol el S (w4 o aiisine Lo dla (e 3 o (535 Caga g1 250 (IS 5 55800n
REARERW
Mother-D: Well, uh, we, at high school, um, high school and middle school, English
language was among our educational subjects, which, well, we studied. After that, at
university also we had two, three units of language, specialised language. But none of
these were enough for speaking. We could only say that we had learnt some grammar
with some vocabulary.

Mother-Q who received her English education only at school, described how she did well
in the subject. Nevertheless, the way that she described her learning experiences at school
demonstrated that her accomplishment was commensurate with ‘school English’ which

seem to have been perceived as self-explanatory:

Excerpt 4-2

45\.\4”\ }@A}‘A;u.nms &J Q90 4w ya u\.a‘) 4\5_\: 63.6:&‘9‘)*» uh‘)ﬁ@w\)d‘j\ :Mother-Q
SaSah 2 [LL] L Olene 55 Y sere 3 i il ) Gl Jlelen 5 3, (Sleial ) Jlu 4 28 e
L) g SB o el medical ¢ ns i sleie 500 s8R
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Mother-Q: From the first year of middle school, well, English started. Uh you know,
it was school English. Well, I didn’t go to any kind of private classes. It was three
years of middle school and four years of high school. My language was normally
good at high school. [...] Then again at the university, well, we had more texts like,
medical texts and such.

In describing language learning experiences in compulsory curricula, some of the
participants also used negative evaluative comments some of which are listed below:
Excerpt 4-3

s ol L 4 aa) ) 5 maide CUS :Mother-A
Mother-A: There was a small textbook about the English language.

Excerpt 4-4
o) G LA 430 Sl :Mother-C
Mother-C: The English at school is so weak.

Excerpt 4-5
e B4 a5 (il A Father-D
Father-D: It was so insufficient in my opinion.

Excerpt 4-6
o2 25a 5 K0l obase 4 :Father-M

Father-M: There is a base of English.

Excerpt 4-7 ;

Adpad B osa ab e ) eiS i adlaulie (L) (Father-S

Father-S: Unfortunately English is not taught well in our country.

It was revealed from the data that participants held an ideological perception of a
preferable approach to language learning that viewed English as a means of
communication rather than purely acquiring the knowledge of forms, meanings and
functions. This perception was apparent in the narratives of many participants, for
instance, Father-Q, who positively evaluated his distinct English learning experience at a

selective school in Iran in which teachers took a communicative approach to English

teaching in classrooms:

80



Excerpt 4-8
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Father-Q: From the first year of middle school, our teachers spoke English in the
classroom, uh, then we had to speak English to them. Uh, I remember that in the first
session, we were all in tears standing there, as we couldn’t understand anything he
was saying. We couldn’t understand what he was saying at all.
Shiva: Where was the teacher from?
Father-Q: He was Iranian, but spoke only in English.
Shiva: All the subjects?
Father-Q: No, English classes. May his soul rest in peace. One of them passed away
just in the past recent years. Uh, one of the teachers, we had two, three very good
teachers who spoke only in English. Then, in the first, second and the third year of
middle school, these two were our teachers alternatively, and this way in English we,
I mean, right at the end of the first year of middle school, | was able to speak broken
English, to convey my message. Well, yeah, true, not like the way Daughter-Q speaks
now, I couldn’t. But at the time I could, I mean it wasn’t like with the accent and so
on. But well, the English, well yeah, for instance I could make sentences. Of course, |
wasn’t a very clever student in English. Those students who had attended [private]
English classes were much better than me. But well, given my circumstances, |
wasn’t too bad. I was able to say the words, to produce sentences, to convey my
message and to understand what one was saying.

While Father-Q spoke positively about the communicative approach his teachers adopted
in the classroom, he also suggested his perception of more effective ways of English
learning which he seems to have perceived himself as being deprived of. These
favourable ways of English learning, as implied by him, were learning English through
private classes and through immersion in a naturalistic environment. While the former

way of language learning seems to have been useful for educational activities, as he
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associated it with "S5, 2 & " (“clever student™) in English, the latter seems to have
been advantageous for the development of English communicative skills, as he put it
"Wl 5 45¢!" (“accent and so on”), the way that his school-aged child was experiencing

English language learning in Australia.

Overall, it became clear from the data analysis that participants did not appreciate the
instruction of English as a foreign language taught as a subject at school. Rather, they
valued a communicative approach to English learning which could enable them to use the
language in practice. Nevertheless, the data also revealed that the participants’ evaluative
judgements of their English learning experiences could be related to two perspectives,
that is, their evaluations of language learning experiences from a local standpoint before
migration, and from a global standpoint after migration. This phenomenon manifested
itself in the way that Father-Q, for example, re-evaluated his competence while seeing it
through the prism of his child’s language learning through immersion in Australia.
Moving back and forth between different spatio-temporal contexts in describing and
evaluating language learning experiences and language competences was not at all rare in
participants’ accounts of their experiences of language learning and use. Under these
circumstances, as discussed in Chapter 2 (see Section 2.3.2), social processes and
evaluations need to be seen on “a continuum of layered scales” (Blommaert, 20073, p. 1),
because “reality, seen from within one scale-level, is quite different from reality seen

from within another scale-level” in different spatial and temporal contexts (p. 15).

In the following section, I will present how participants (and their families), in response
to the perceived limitations in English education at school, resorted to additional courses
of action to advance their English language through attending formal private classes or

through self-study.
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4.3. English as an additional investment

In introducing the notion of investment in language learning inspired by the work of
Bourdieu (1977), Norton (1995a, p. 15) argues that learners invest in an additional
language with a prospect of accessing a wider range of (hitherto unattainable) symbolic
and material resources. Norton has introduced her investment theory based on her
empirical research in ESL contexts, where learners have immediate access to an English-
speaking community. The investment theory has also been widely used as a “significant
explanatory construct” in educational anthropology and second language learning
literature (Cummins et al., 2005, p. 13). Nevertheless, her idea of investment can also be
used in EFL contexts if we accept a role for the imagination in social life whereby
learners can imagine a sense of belonging to an imagined community (Ryan, 2006) (see
also Chapter 2, Section 2.3.3). In the light of this argument, I will demonstrate how
participants in this study, in response to the limitations of English education in
compulsory curricula, attempted to learn the English language in various ways in formal

classrooms and informally through self-study.

Table 4-1 below shows an overview of the participants’ additional efforts to learn the
English language during the course of their schooling. Only those participants have been

included who stated that they made additional efforts to learn English outside of school.

83



Table 4-1- Overview of Participants' Additional English Education

Formal Private Language Learning

Informal Language Learning

Participants

Occasional/Short
Attendance

Continuous
attendance

Taught by
family
members

Self-learning
methods

Mother-A

v

v

v

Father-A

v

v

Mother-B

v

Father-B

v

Mother-C

Father-C

ANRNRN

Mother-D

Father-D

Mother-E

ANEANENAN

Father-E

AN

Mother-F

Father-F

Father-G

Mother-I

Father-I

Mother-J

AR

Mother-L

Father-L

Mother-M

Father-M

Mother-N

ANRRNAN

Mother-O

Mother-P

AN

Mother-Q

Father-Q

Mother-R

AN

Father-S

While the table above demonstrates an outline of participants’ additional English learning

efforts and investments, a detailed account of their efforts and investments in private

language institutes is presented in the next section, followed by their informal ways of

language learning.
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4.3.1. English language learning in private English institutes

Twenty-one participants mentioned that they had received formal language education in
private language institutes during the course of their education, but not prior to year five
of primary school (normally age eleven). Given the limited variety of private language
institutes in Iran at the time of the participants’ schooling, their experiences of language
learning in these institutes (four were named by participants) were similar. It was also
interesting to note that although most of the participants started studying English in these
classes at a young age (normally eleven), the role of parents in investing in these English
classes was rarely mentioned by participants. However, most of them spoke about their

interests and their own initiatives in attending or terminating the classes.

The ways in which most of the participants described their experiences of additional
formal language education demonstrated that the focus of English learning in these
classes was around grammar and language structure and also memorising vocabulary and
formulaic dialogue. Nevertheless, the data evidence that learning English in private
English classrooms was perceived as a significant part of participants’ language learning

trajectories. Father-C said this:

Excerpt 4-9

Lo g5 L 5 ) (S e} (slensdIS a5 il s o (L) 4m 2 2 o8 (leial; Jsl ) :Father-C
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381 03 a5 A8 25 s e g eSS B i 53 s e )50 (555 48 (L) Jeal

Father-C: From the first year of middle school, I studied English at school and | also
attended [Institute K] classes until the third year of high school when | was in level
ten and it means that when | started, | studied the basic level. When | was in term ten,
I quit it [...] The main English learning that I had during the course of schooling had
been up to the third year of the high school when I finished level ten.
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It is apparent from the data that most participants benefited from the investment in private
English classes particularly for helping them do well academically at school and at the

university as the following examples demonstrate:

Excerpt 4-10

4S o8l 5 5 sh ab (e () 5wl Gl slie S5 4S b Gl my 2 :Mother-B
Al IS a4l aa o 5l e s aldla S
Mother-B: We also studied some English at high school and my English language
was good and | also had no problem at university, and well, after that I did not attend
any classes.

Excerpt 4-11

{o) et S ‘Juc_kﬂﬂ\.i_m)ua\u‘u)\sﬂ\.i_u\\_\m}.\a_}};e.\h‘)‘)b?hal&uub‘)ﬁ Mother-N
)\M}Jo&u\ahw\_\uﬁm‘)&qd‘y‘)ﬁé\sAJJ‘)S\_\AQPJJL_}‘)A\‘)SLSS ‘delS)ua\
Mother-N: Also at university, my English was still good even though | had stopped
going to the classes, [ wasn’t attending any classes. [...] they didn’t do anything
about, they only worked on your grammar so you would be good at school or like
university.

Given that English was not used in participants’ daily lives, academic advancement seems
to have been the immediate and the most tangible return of the English learning
investments in private language institutes. Nevertheless, while the motivation for
investment in private institutes seems obscure in most participants’ narratives of language
learning, the way that many of them described their additional language learning
experiences in private classrooms demonstrates that they attempted to learn the English
language by reason of concerns for “what has not yet happened in the future” (Kanno &
Norton, 2003, p. 248). In fact, they attempted to learn the language with hope for upward
mobility, whether in terms of academic advancements or with the prospect of its
usefulness in some way in the future (Byram, 2008; Sadeghi & Richards, forthcoming).
Besides the aim of academic advancement, many participants made additional efforts to

learn the language in the desire to “establish a self-identity within an imagined global
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language community” (Ryan, 2006, p. 23). Ryan (2006) suggests that in EFL contexts,
learners may make extra efforts to learn English without any immediate prospect of
material return or any opportunity to use the language in practice in real life.
Nevertheless, motivation for learning the language can be formed when “learners create
images of themselves as users of the language and these images serve to represent an
ideal state that they are thus motivated” (p. 24). Mother-P’s narrative for instance
demonstrates how she seems to have imagined an identity of herself as a member of an
imagined elite and prestigious community of Iranians living in English-speaking
countries like the United Kingdom or the United States. It seems that for her it was
through learning and using the English language that the desired sense of belonging to an

imagined community could be realised.

Excerpt 4-12

Oins 28 j0a ) andlS (G 35048 (2 B (Ssaga oo Ol b ) A e )50 plad :Mother-P
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£ a5 Gl 49 00 g 2iaddle IS Y
Mother-P: All through school, no matter what, in blizzards and squalls, wedding and
parties, whatever it was, | kept going to my classes. Then after the class I went, | went
wherever | wanted to go. | used to go to English classes three days a week. | liked it
so much. The reason perhaps was that | had an uncle, who was young and educated in
England. He came from England. We had a lot of relatives who had been educated in
England and the U.S. But he in particular, was very young and came to our house and
when he talked in English, I constantly dragged him into teaching me. Well, in
general, | was interested.

Overall, the data make it apparent that, by and large, participants held a positive attitude
to their achievements through additional investment in language learning in private
language classes particularly for gaining good knowledge of English structure and
grammar. It was also revealed how the motivation to become a member of an imagined
community shaped the desire for English and its learning (see Chapter 2, Section 2.3.3).
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Nevertheless, given that English was not used practically as a means of communication in
participants’ daily lives, it seems that for many of them academic advancement was the
immediate and most tangible return of the English learning investments in private

language institutes.
4.3.2. English language learning through self-study

Six participants had not received any private classes, but engaged in informal ways of
extracurricular English language learning such as instruction from their family members
at home and self-learning. Some of the self-learning strategies used by participants
included reading books, translating various texts, listening to English-language news on
the radio, listening to English-language music and watching English-language movies.
Except for Father-A, who started receiving English lessons from the age of about seven
from his father and elder siblings, others mentioned their own interests and initiatives to
learn the language, often still at school age, after they had experienced English learning in

the compulsory curriculum at school.

Father-A, who had learnt English from an early age from his family, explained how these
instructions and his own interest and efforts later on helped him improve his English

language:

Excerpt 4-13

Cumaa ol 4y Caus e a3y 20 5 el 4y 2ide LS4y ) 4as sl sila 5 :Father-A
Ol ksl e 48 Ndps ) (s 22 48 e O e el aS o a3 a1 58 50 5ol el xS
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s (g0 93 L U (s 20 S e IS ) e el caind 3 5048 ala jal el sA 4S ey
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Father-A: In my family, everyone was interested in the English language from
childhood. My father could speak in English. | have an older sister and brother who,
well, when they reached an age in which they could study English, they started it. |
also started the English language when I was about seven years old. | mean my family
forced me to learn English. There were always English books and they forced me, my
father taught me and then later on when my siblings grew up, they also started
teaching me English. But I did not attend any private English classes until the end of
my undergraduate course. What | learnt was whatever there was in the family, self-
study, and getting help from my father and my uncle who was an expert, thoroughly
proficient in the English language and was used to going overseas, and lecturing. And
then, well, there was an environment in the family where English would always be
used. Then, well, we listened to English music so much which helped. Since high
school, we used to sit and listen to English songs, music, and translate them and this
was a great help in listening and being able to understand the lyrics well.

Other participants also spoke about the ways they had learnt English out of their own
interest. These participants often mentioned that they had started their additional practice

after learning some English at school. Father-G for instance said:

Excerpt 4-14

O D) e e s s Ate (23 el plens 248 03 S g8 il a0 311, O :Father-G
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Father-G: | started the English language from the second year of middle school which
was included in the school syllabus. But apart from that, because | was very
interested, 1, myself, worked so hard. | remember that it was from the same second
year of middle school when I, myself, got additional books. I got Longman Classics
Series, and some nights, | even stayed up till morning and translated the whole book.
| used to read. | listened to the radio a lot. | remember that I liked to, for example, |
mean, my English language had reached such a level that for instance, at high school,
| used to search and find the English version of our textbooks. I liked reading their
English versions.

Similarly, Father-S described how he made extra efforts to learn the English language due
to the interest in the language which had been sparked during schooling, and also his

realisation of the advantage of knowing English to connect him to the outer world:
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Excerpt 4-15
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Father-S: Then, at school, there was English, there was Arabic and there were also
other languages. The subjects that | enjoyed. Well, at that time, it was the war period
in Iran. Listening to the short-wave radio stations was very interesting. It was
interesting for everyone including me. And then | realised that in order to find out
what’s going on outside Iran, it would have been much better if you knew English, if
you knew Arabic. Therefore, even in high school, where unfortunately language is not
taught so well in our country, | showed an interest and listened more [to the radio].

As the data reveal, the way participants recounted their English learning experiences
outside classrooms during their course of schooling demonstrates how English as an
individual achievement was encouraged by families, and emerged out of their own
interests. The data also reveal participants’ positive disposition towards learning English
as a global language. Ryan (2006, p. 23) suggests that in learning English as a foreign
language “learners may hold a sense of membership of an imagined global community
and of themselves as users of the language, as opposed to any desire to integrate with a
target community” and that this “forms the basis of their motivation™. This sense of
membership of an imagined global community for participants in this study manifested
itself in the ways that, for one, Father-S spoke about the joy of learning English and his
interest in connecting with the outer world, or Father-G being enamoured of the language
and its learning, or Father-A’s interest in listening to English songs or the way that his

family regarded the use of English at home (Ryan, 2006).

Nonetheless, given that English was not used as a means of communication or a
requirement in participants’ daily lives, the journey of learning English, particularly in
private classes, came to a halt during or soon after the course of schooling unless English
was needed, for instance, for employment or for migration purposes. In what follows, |
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will explore how participants learnt and used English in employment contexts in Iran

before turning to their language learning for the purposes of migration.

4.4. English learning and use in employment contexts

While for some participants their investments in English learning before migration
benefited them purely in relation with their educational advancement, as discussed above,
a number of them (twenty) mentioned that they had the experience of using the English
language that they had learnt during their schooling period, in employment contexts in
Iran. The language use at work mentioned by participants mostly involved written forms
of English such as reading and writing reports and documents, translation of various texts,
and correspondence with overseas partners. Some of them also reported that they had
verbal communication experiences face to face or on the phone with overseas business
partners. For many of these participants, practising English at work also could help them

improve their written or verbal skills, or both, as Father-A for instance commented:

Excerpt 4-16
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Father-A: Because | was constantly in connection with overseas companies, my writing
progressed extraordinarily in a way that I can write very quickly [...] Then uh the emailing
also helped me a lot. Then it came to a point where well | had to speak English with them
on the phone which this was also an improvement.

Nevertheless, it is evidenced from the data that the English they learnt and used at work
was commensurate with the needs of their professional field and within their employment

contexts in Iran, rather than for communication in everyday life:
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Excerpt 4-17
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JSSE a0 (s 25 Sl communication e caiid sige ualSal |y il )l K an S e
G i 1) 6 S 5 (8 il dui faa o glas 23 )3 350 sd o j o slas a3yl
P h Cumaa
Mother-H: My English language was good, because in the company where | worked,
we worked a lot with people from overseas. We wrote the reports in English and the
communication was in English. But it was more at a technical level. | was not so good
in relation with the everyday language. Concerning the conversations, I could speak
very well around technical and professional issues.

Similarly, Mother-B, a civil engineer back in Iran who had been involved in years of
studying English at school and in private language lessons, mentioned that she had the
experience of communicating with overseas visitors at work. However, when asked if she
was confident in using the language in the occasions she described, she responded, s "
"aby (ol pl 3 edldiul (“at a level to use in Iran, yes”). Mother-B’s example reflects how space
is not merely “a passive background but an agentive force in sociolinguistic processes,
notably in assessment of competences” (Blommaert & Dong, 2010, p. 368). The excerpt
provides a metanarrative of how Mother-B’s evaluation was encapsulated in contextual
performances “at a different time, by different people, and for different purposes”
(Blommaert, 2005, p. 46). In fact, it can be argued that at a local-scale in the context of
Iran, English was not needed as a means of communication for everyday life, but mainly
for occasional and professional purposes, as appears in both Mother-H and Mother-B’s
excerpts. In such situations, as implied by Mother-B, the level of English communication
ability required in Iran could be different from that required in a context like Australia
where English is officially the language for public places and affairs and is perceived to

be needed in everyday life.

It is also important to consider the ways in which participants use the language and the

way language is used with them in different local and global contexts (Collins, 2012).
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These processes, as Collins suggests, require careful attention to “concepts of
sociolinguistic scale that encompass global system dynamics as well as operations of
power” whereby the speakers of English as a foreign/second language can be deemed to
be legitimate or illegitimate bilingual speakers in different spatio-temporal contexts (p.
192). In this sense, Father-G described his experience of language use in various contexts,
concluding how English-speaking interlocutors coming from overseas particularly for
business purposes were perceived as being more sympathetic and attuned to the language
needs of the members of the host community as speakers of English as a foreign/second

language:

Excerpt 4-18

il Ll )l a8 slala b S laig)h ) (s o ia o faniSae saliiul} (ol 55 L 4S L :Father-G
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Father-G: The language that [you use] in Iran, even if you have many connections
with other countries, even if, for instance you have worked in an English company in
a country, but the English which they speak with you, for the respect for you they
speak with your rhythm. They know that for instance English is your second
language. But you come to an environment where things like that just don’t happen
anymore. They assume that you know English. You must know English.

Overall, it is evident from the data analysis that participants held a positive disposition
towards their language learning and use experiences at work in Iran. Nevertheless, the
way they spoke about their language abilities at work demonstrates how they evaluated

their English abilities in light of their post-migration language experiences.
4.5. English for departure preparation

In recent decades, particularly after the Islamic revolution of 1979, a large population of

Iranians, including highly-skilled and well-educated individuals like most of the
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participants in this study moved from Iran to different countries, particularly the United
States of America, Canada and Western Europe. Australia was also a destination for
many Iranian migrants particularly after 1979 (See Section 1.3 in Chapter 1 for a detailed
discussion). Migrants to Australia are mainly selected into three major streams: skill-
based, family reunion and humanitarian (Cobb-Clark, Connolly, & Worswick, 2005). In
the past two decades, Australia seems to have become a popular destination among many
skilled and educated Iranian nationals who moved mainly for socioeconomic reasons,
seeking a more secure and a better lifestyle (Tenty & Houston, 2013). Participants in this
study also chose to migrate to Australia (mainly in the skill-based stream) as an imagined
community where they saw themselves finding a peaceful life with the prospect of a

brighter future particularly for their children, as the following examples demonstrate:

Excerpt 4-19
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Father-G: Some people for example like us as skilled migrants, come, they leave their
home and life there and come here with some hopes and dreams. Whether permanent
or temporary, or whatever.

Excerpt 4-20
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Mother-M: The main reason that we came was to know how the life style was like
here. Is it really as calm as people say, and other interesting stuff.

Excerpt 4-21
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Mother-D: We came to better Daughter-D’s life. Half of the point of migrating, living
here, well, it was for us too, but it was also a reason for improving the life of
Daughter-D.
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Migration to Australia to seek a better life and a brighter future was a drive for
participants in this research, and made them invest in many ways to advance their English
language facility. Kanno and Norton (2003, p. 247) suggest that “humans are capable of
connecting with communities that lie beyond the local and immediate and that investment
in such imagined communities strongly influences identity construction and engagement
in learning.” In fact, being motivated by the prospect of a better life and imagining
themselves as productive members of the new community, participants seem to have
entered into a new and more serious phase of learning English as the language of the new,
imagined community. Mother-S, for instance, who had spoken about her sense of
disinterest in the English language and its learning, seems to have felt an obligation to
learn the language as she imagined herself in a future in which ‘a good life’
encompassing social, professional and familial engagements was perceived as being

contingent on knowing the English language.

Excerpt 4-22

@S csa (RKaihay sl phlag ki {0 b Liil g ol ) 1 S 0l JS ) sk 45 :Mother-S
San il aadh ol i aS gl ad ja gdaa LAbab o) b)) A o) siae (S il Ll (s
Q8L A ail) ol a8 ol liial (i€ ) gl can Al s o g A gAng s g s S
Mother-S: In general I didn’t like the English language much [...] Only for having a
good life, so as to be able to progress there, well, you have to know the language.
Whether for the profession that | want to have or in daily life, and or for the fact that I
would be able to support my child, my English needs to be good.

In fact, the data revealed that, while the concrete goals of English learning might have
been obscure hitherto, the prospects of migration and the sense of membership in the
imagined new community were strong drives which propelled participants into a more
serious and purposeful investment so as to develop mastery in English as a cultural
capital with the prospect of transferring it to the new community. Nevertheless, this

cultural capital needed to be evidenced in order to get the official permission for entry
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into and living in the new country. A way to evidence their English proficiency was to
have their English competency quantified by attaining the IELTS score as officially
required. Therefore, for most of the participants who migrated in the skilled visa stream,
their language learning practices were largely focused on English preparation for the
IELTS test. Some of the participants also spoke about their language learning efforts

purely for the purpose of preparing themselves for living in Australia.

Table 4-2 illustrates an overview of participants’ pre-departure English preparations for

the purpose of fulfilling their visa requirements and living in Australia.
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Table 4-2- Participants' English Preparation for Migration

Formal Private
Classes/Tutoring and Self-
study

Primary | Secondary
Applicant | Applicant

Only

Participants Self-study

Mother-A v

Father-A

Mother-B' v

Father-B

Mother-C

Father-C

AR A NN

Mother-D

Father-D

AN

Mother-E

Father-E

AN

Mother-F

ANRNANA NI N A NE NERE NAN

Father-F

Mother-G

Father-G v

Mother-H

ANRNEEE NAN
SN

Mother-1

AN

Father-I v

Mother-J

AN

Mother-K?

Father-K v

Mother-L3

Father-L v

Mother-M v

Father-M v

Mother-N v

ASRSRYRY

Mother-O

Mother-P v v

Mother-Q v

Father-Q

AN
AN

Mother-R

Father-R

AN

Mother-S

Father-S v v

1 Mother-B, Father-D and Mother-Q as secondary applicants prepaid for the 510 hours of AMEP (Adult
Migrant English Program) and did not mention any language preparation before departure.

2 Mother-K and Father-K were exempted from the IELTS test for holding academic degrees in English.
They did not mention any pre-departure preparations.

3 Mother-L, Father-L and Mother-O migrated to Australia on humanitarian visas and so did not do the
IELTS test. Mother-L did not mention any pre-departure preparations.
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While the table gives a gloss of who uses which strategies, it does not provide details of
the ways in which participants used those strategies and evaluated their language learning
experiences. To do this, I will present a detailed analysis of participants’ narratives of
their English preparations closer to the time of departure for visa purposes in section 4.5.1
before turning to their language preparation for living in the new community in section

45.2.

45.1. 1ELTS test preparation as a visa requirement

All participant families but two migrated to Australia on Skilled Migrant visas (see also
Section 3.4 in Chapter 3). This means that at least one parent participant as the primary
applicant in the skilled migration process had to demonstrate evidence of English
competency sufficient to live and work in Australia. One of the ways to demonstrate the
language competency was to present the IETLS score as required by virtue of skilled
migration regulations set down by the Australian Government. For most participants in
this study who were the primary applicant, the IELTS score needed to pass the migration
process was required to be at least six out of nine for each of the four skills of listening,

speaking, reading and writing.

The other parent in the family, as the secondary applicant in the migration procedure, as
reported by participants, was given an option to present an IELTS average band score of
at least 4.5 points. Another possibility for this group was to prepay for at least 510 hours
of English courses-work under a state-organised settlement program called AMEP (Adult
Migrant English Program). Among the participants who were the secondary applicants in
their migration applications, three (Mother-B, Father-D and Mother-Q) preferred to pay

for the AMEP course instead of doing the IELTS test before coming to Australia.
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Participants’ narratives of language learning for departure purposes make it clear that
they made a great deal of effort and investments in preparation for IELTS test to acquire
the right score needed to proceed with their migration process. For participants, in
particular the primary applicants, attaining the right IELTS score was of great
significance as without it their desire to migrate to Australia would be doomed to failure.
Participants’ experiences of IELTS preparations were diverse in terms of the amount of
time they spent or the methods they used such as attending private classes, hiring tutors or
self-study, or a mix of them. Nevertheless, the prospect of living in Australia was an
incentive to invest considerable amounts of effort, time and money into preparing for the
IELTS test. For example, Father-A, who had been involved in years of learning English
and also using the language at work in Iran (see Excerpt 4-13 and Excerpt 4-16),
described how he was persistent in doing the IELTS test five times until he obtained the
right score:

Excerpt 4-23

L a0 S g 5 b 1) amla S 800 caiit L jind 4 (e ) (51 48 (s2a aaanai 4520 :Father-A
e eadidh Mother-A Gz 23 Se IS (Ia ad A8 5 aay {1438 ) (OIS o glae Jls ds a30a S8
225 S JS Jsniia 5390 e [ELTS LGS 5230 5 saalS Cudy 4dinad
Ol s3ae Y (5 6 yai Lad (5 :Shiva
o SKIll G 9o T ¢ 5 4803 dusns ha S ad o) 93 Sy 4l il 530 Yl (50 ya3 00 :Father-A
(i e reading 2 «ss LS e writing s speaking o .1 reading s listening
G a3IX 5 a AT focus L (e 4500 3 ) sealy) 43 <252 50-50 <2 listening s 252 o sKill
o3 Ul 538 K aa gyl ELTS Yis 450 5 skill iss o)
€208 X (sl jai 43 a3l i :Shiva
overall (s 18 s Cus 55 (e 4l a8 K overall pis U 4S iul 3 T (4 7 :Father-A
s i Ny S ) listening s Writing L2s Y Lesee (e slawriting s a8 S aa 5YG
e 0/0 ), areading
ey UG Sl ik oladial Wi :Shiva
23 sl b mb o ol :Father-A
Father-A: When we got serious about coming to Australia, | started my classes. |
think I attended classes for about three consecutive years. [...] Then, I worked hard at
home, too. | mean, Mother-A may remember, | was always on the computer and there
were always my IELTS books spread and | was busy working.
Shiva: Because you wanted a high score?
Father-A: | needed a high score, yes. Then, | attended another course in another
institute for only two skills, listening and reading. Because my speaking and writing
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were very good. My reading was my weakest skill, and my listening, well, it was so-
so. Then, | placed my last focus on those two skills and | got my IELTS [score] and
passed.

Shiva: Can | ask what your score was?

Father-A: 6, | wanted 6 and | got an overall 6.5. However, in my previous tests, | had
higher overall scores. But my writing was generally 7, my listening and writing were
never below 6, but | kept getting 5.5 in my reading.

Shiva: Oh, so you did the test more than once.

Father-A: Yes, | did it five times.

In Father-A’s narrative above, a sense of positive disposition towards his English abilities
is reflected as he described his efforts to achieve the score required to proceed with his

visa application. His failures, related mainly to the reading assessment, he did not seem to
perceive as due to his generally limited English skills, but to his difficulty with test-taking

techniques, as he went on to explain:

Excerpt 4-24

G Gl s () an S e oaldin) alate junld G 4S8 gl Sy 350 llae 2l s sy :Father-A
A Re Ax (e 48 0 S oai 4n 55 A Y 5 4y
Father-A: It wasn’t about missing the contents. It was just that, I would use logical
interpretations for answering the questions. I didn’t pay much attention to what the
text was saying.

McNamara and Shohamy (2008, p. 1) argue that the kinds of tests which are used in the
implementation of social policies such as migration are often constructed as an indicator
of “success, achievement and mobility, and reinforced by dominant social and
educational institutions as major criteria of worth, quality and value”. Participants in this
study often made enormous efforts to attain the right IELTS score so as to obtain the
entry permit and eventually to live in Australia with a vision of themselves as competent
users of English and productive members of the new imagined workplace and in the new
society as a whole. In view of that, their language preparation efforts and attaining the

required IELTS score as an indicator of ‘success, achievement and mobility’ could
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engender a sense of confidence in their English abilities nearer to the time of departure.

Mother-E put it this way:

Excerpt 4-25

Calen gl aS 5 580 £/0 1 [ELTS 4l 4S 28 (3 5 o jused byl 4 (2l halas aay :Mother-E
Al a8 o3 ol a3 g8 a5 ) WSKIll s 4nd a2l T AELT S {...} aldi g ansl (L) 0eDIS (e 2y xS
a4yl
03 52 020 5& s 2n 53 Jah a0 0 43K Lk (53 S SaS L 4y L 38 )as{a :éhiva
359 S e ) ok 4 aie) A8 L 3w (o 5d SaS A g il s e S 2 2353 :Mother-E
A YL e el 4 dlaie) JBlas £
Mother-E: So because of coming here, my husband encouraged me to get an IELTS
score of 4.5 so that we could migrate. Then I enrolled at a class [...] Then I got a 6 for
all skills in IELTS. Although I didn’t even expect it.
Shiva: How much did these classes help you? Because you had told me that you had
only learnt English at a high school level.
Mother-E: | myself also read books. But, yeah, it was good help. Considering that |
had low self-confidence in my English language [...] at least, it raised my self-
confidence.

It is evidenced from the data that participants usually derived a sense of success and
confidence in their English abilities by passing the IELTS test. Nevertheless, in
describing their language preparatory practices for the IELTS test and their achievements
in passing it, they at the same time demonstrated a sense of ambivalence about those
achievements. On the one hand, their narratives reflected a positive disposition to their
English preparatory practices for the IELTS test and their success and achievements and,
on the other hand, the IELTS preparation practices and the test itself were problematized
for being too focused on memorisation and test-taking techniques rather than actual
English abilities. Mother-F, for example had attained the required IELTS score, but
seemed sceptical about her language learning experiences for the test and her
achievement in passing it because they did not give her the requisite abilities, as she had
expected, for everyday communication in the new society. In fact, her expectation of her
investments in IELTS preparation practices seems to have been not only to obtain the
entry visa, but to move to and live in Australia as a competent language user. However, as
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is apparent from her narrative below, it seems that those investments could only partly

meet her expectations, that is, to succeed in getting the entry permit, as she described:

Excerpt 4-26

A5 Y alistening .25 Y aspeaking 43 .25V areading .25 Y speaking ! oskill :Mother-F
84S i) ) aay 5 a8 all 3y /0 e poverall 2 5ol <!l 252 T awriting s reading
Cunaa ol il i Sl (e 48 a0 Ly 8 G laisl aada ) By (s il ansas) 5 a0 S apply
o3 TELTS (sl 455 (o o8 s siaad oo L85 00 K e 4n Wl magdoad (o Sbial Sl 5 038
4 A Gy ) el 4S 430 oalal 55 U Alen (5 4y e Tadn 5 ) CBlen (5 S ed Adsiae
AT i 45 B0 L)y ity caS)
Mother-F: The skill um speaking was 7. My reading was 7. No, My speaking was 7.
My listening was 7. My reading and writing were 6. Um, yeah, and then the overall
came to 6.5. Then um well, and after that, well, we applied and came here. But when
we came here, I realised that I could not speak English at all. And I couldn’t
understand what they were saying at all, like at all. I basically couldn’t say anything.
Because when you study for IELTS, you memorise a set of sentences, you prepare a
set of sentences to pass the exam, rather than being able to actually speak.

Mother-H similarly described the external perspective of her ‘good’ English abilities

nearer to the time of departure and her perspective at the time of the interview:

Excerpt 4-27

Y 5ylavsiedn )3 e L) (s el A5G0 ) mdse02ld [ETLS glaial & Js :Mother-H
IELTS 4uss ail) Gha o3 Son S8 adgaish (5 Vb ag 5y Jaus sie o0 03800 4S Y1 L Al 20
2203 0/0 €0 (y5ad agie 4S il s3 0 O O jalge 5]
Mother-H: But we had done the IELTS exam to come. But my English was at an
upper intermediate level. When | compare it now, | say upper intermediate. But at the
time, | thought my English was good. The IELTS score needed for migration was 5,
and I got the same 5, 5.5.

Overall, it is apparent from the data that participants held a positive attitude towards their
English abilities before departure. Nevertheless, it also reveals how participants’ sense of
positive perception and evaluation of their English achievements and abilities could be
subject to change due to experiencing language use for different purposes in divergent
spatio-temporal contexts. The data show that participants perceived ‘good English’ to be

English as a societal language which is about being able to use it in reality in everyday
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life, as opposed to English as a foreign language which is perceived as being about

memorisation and passing exams.
4.5.2. Preparation for everyday communication

The prospect of living in the new imagined community and concern for “what has not yet
happened in the future” (Kanno & Norton, 2003, p. 248) propelled some of the
participants into investments in language learning with a focus on communication skills
nearer to the time of departure. Two family participants who migrated in the humanitarian
stream did not have to do the IELTS test before migration. However, being cognisant of
the need for English for communication in the new imagined community, Father-L and
Mother-O described how they attempted to prepare themselves in terms of their English
communication abilities closer to the time of departure. Father-L, who had always been
interested in learning English through reading, now turned to practices through which he

could develop his communicative skills:

Excerpt 4-28

S ) 5 (Sl a1 a3 | (53 (aREIY Cans 53 ddined Jidi (N 53 Gaub ) 1 a5 :Father-L
a3 clail ol o) 53 Qi gha (953 (01l 5 a8 (oras e el 5 RS L i 50 aighe pua) Jls
o) st le 43 ) a) e sl ) (omd) (ol i cs) s ) el Vs a3 Se (AR i el
5 Al S8 4 ()l 55 Press TV «Press TV «press ¢ by ol sla 4ali 5 48 s )l !
S SaS Uighof foriad Hlate 43 Ugh jlaie 4y odes) (i b al slella
Father-L: I always liked learning English through reading, I liked reading. But I could
say that in the past year in Iran, more through listening and such, because | knew that
| wanted to come here, | practised listening. Well, um, there are some English TV
programs in Iran, there is a satellite channel which has English programs like Press,
Press TV, Press TV which are completely in English. They have come up in the recent
years. They, [laughs] yeah, they helped a bit.

Similarly, Mother-O had already been involved in English learning in language institutes
during her schooling, and described how she made investment in intensive

communication courses to advance her communicative skills before departure:
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Excerpt 4-29

ob 03 388 ) gum 43 b3 G OIIS (5 S0 48 al lagy) 40 48 2 S aaanai s Jlsa B 5 :Mother-O
Ol 8 ey
250 el 5 speaking (s 253 (oo sa 03,38 (L) sl S :Shiva
At Gl a3l s o ey 8w 5 general <l o :Mother-O
Mother-O: When | decided again to come here | attended a series of intensive English
classes in Iran.
Shiva: The intensive classes, were they general, | mean speaking and conversations?
Mother-O: Yes, yes, general and daily conversations. It didn’t go into details.

Mother-E also described how they continued studying English even after passing the

IELTS test by hiring a tutor and through self-study:

Excerpt 4-30

6w S el e il a8 amy {1} Bala e e )3 4S 31 e gee 2505 [ELTS S22 :Mother-E
a3 S S listening s <) SWCD ol 3 ik milsa (leasa |, QS 5 CD
Mother-E: It wasn’t IELTS anymore. It was general English that she taught [...] Then
closer to the time of departure we studied a series of CD’s and books by ourselves.
We worked more on grammar and listening through these CDs.

Overall, as presented above, participants in this study regarded English as a significant
means of realising a desirable future for themselves and also for their children in the
imagined community in Australia. Imagining themselves as users of English in an
English-speaking imagined community, they invested money, time and energy in
language learning practices which they thought might secure “conditions for the
establishment of communication” (Bourdieu, 1977a, p. 648) in real situations. As | will
demonstrate in Chapter 6, the prospects of using English in Australia also influenced the
ways in which participants managed and invested in their children’s language learning
before migration. To what extent these investments could benefit them, and their children
in turn, in the reality of the new community, are questions which will be explored in

Chapters 5 and 6, respectively.
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4.6. Summary

This first analysis chapter has presented the language learning trajectories of participants
before migration from the time when they began to learn English until nearer to the time
for departure. I drew on Bourdieu’s (1986) concepts of capital and the notion of
investment (Darvin & Norton, 2015; Norton, 2013) to understand the relationships
between participants’ expectations and multiple desires to learn English as a form of
capital and the ways in which those expectations and desires were shaped in the pre-

migration social context.

The chapter began by presenting how participants viewed their English education at
school as deficient and how they resorted to private English classes with the hope of
furthering their English abilities. For many of these participants, their desire for the
language and its learning was shaped by an imaginary view of the future and the belief
that learning English could afford them an opportunity for upward social mobility.
Nevertheless, because English was not used as a means of communication in participants’
daily lives, their educational advancement was the most tangible result of their additional
investment in learning English. After their educational courses, however, for most of
them learning English came to a halt, unless they needed some English for their
professions or until they planned to move to Australia. In fact, it appears that for many of
the participants, from the time they began planning to migrate, the meaning of English
began to change from a mere educational subject to a means of communication, albeit yet
to be experienced in real life. From that time, with the prospect of living in Australia,
participants’ desires to develop their English skills seem to have become much greater
than before. For most of the participants, the hope for a brighter future for themselves and

for their children in Australia was a motive that propelled them to make enormous efforts
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to advance their English language improvement, not only to pass the IELTS exam as a
visa requirement, but also for living in an imagined English-speaking community. Under
these circumstances, gaining success in achieving the right IELTS score as prescribed by
the Australian Government, appears to have bolstered many participants’ sense of
confidence in their language abilities based on an assumption that their English was at a
level to enter and live in the Australian society. Only a few participants kept investing
after passing the IELTS test in further extending their communication skills in

anticipation of life in the new community.

Overall, exploring participants’ pre-migration experiences of English language learning
through the lens of investment and imagined communities has demonstrated how
participants invested in learning English for an imagined future in imagined global
communities (Darvin & Norton, 2015). Further, the exploration showed that while
participants were highly motivated language learners, their desire to invest in English
learning at different stages of their life trajectories was shaped at different levels by “the
discourse of desire, the values, beliefs, and practices circulating in a given social context”

(Piller & Takahashi, 2006, p. 61).

Furthermore, the analysis has shown how the complexities of language investment and
the outcomes were viewed and evaluated by participants on a continuum of scale
(Blommaert, 2007a) in relation to pre- and post-migration experiences. In effect, pre-
migration language learning seems to have been re-evaluated in light of post-migration
language experiences. Therefore, it is crucial to investigate participants’ experiences of
language learning after migration to better understand the interplay between mobility and

language attitudes and practices. These will be examined in the following chapter.
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Chapter 5: Post-migration Parental Language Learning and Use

5.1. Introduction

Chapter 4 discussed how participants had learned English as a foreign language in Iran.
They studied mainly in classrooms in order to gain decontextualised lexico-grammatical
language skills. It also became apparent that they valued conversational English as the
ultimate expression of English proficiency and assumed this could best be achieved in a
naturalistic environment. After migration, however, as | will demonstrate in this chapter,
participants became aware of a mismatch between their perceptions of language learning
and proficiencies before migration and their experiences of language learning and use in

the new community.

Having arrived in Australia, participants faced difficulties with understanding daily
conversations and in making themselves understood. These communication difficulties,
as this chapter will show, resulted in feelings of anxiety and lack of confidence in
themselves and their language abilities. This phenomenon, in which learners perceive a
loss of competence by moving from a context “in which their linguistic resources were
valued and recognised into one in which they didn’t count as valuable and
understandable” is explained by Blommaert (20073, p. 2) as “part of the experience of
migration and diaspora, and it could be a key to understanding sociolinguistic processes
in globalisation”. Therefore, as Blommaert, Collins and Slembrouck (2005, p. 212)
propose, the question of language competence should include situation-sensitive
expectations and judgements, that is, “what is valued and devalued in given
environments”, and also the notion of “negotiation and repair”, that is, “what is or will be

done in response to competence assessments and situated expectations”.
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In similar vein, inspired by the work of Bourdieu (1977b, 1984, 1991), Darvin and
Norton (2015) assert that because the rules of the game vary in different fields and
because they constantly evolve, the value of learners’ capital also shifts across time and
space whereby learners may gain or lose power. By incorporating “identity, capital, and
ideology” and locating “investment’ at the intersection of these key constructs, Darvin
and Norton demonstrate how different ideologies and varying levels of capital may shape
the ways in which learners position themselves and are positioned by others in different
contexts (p. 46). In this view, identity is recognised as “a struggle of habitus and desire,
of competing ideologies and imagined identities” (p. 45). In the light of this argument, |
adopt, in my analysis, the notion of investment (Darvin & Norton, 2015; Norton, 1995a,
2000a, 2001, 2013) to explore participants’ experiences of language learning as a situated
process of participation in various “communities of practice” (Lave & Wenger, 1991;
Wenger, 1998) embedded in the new society. In doing so, | accept that while practice in
the target language is essential in learning a second language, “opportunities to practice
(sic) speaking are socially structured in both formal and informal sites of language
learning” (Norton, 2013, p. 26). Thus, participants’ perceptions of the structured social
networks in the new society and their desired/imagined community are of particular
importance in this exploration. These are the perceptions that, as Haneda (2006, p. 815)

notes, can be shaped by life trajectories of the past, present, and an envisioned future.

Following the discussions in Chapter 4 about participants’ investments in English
language learning before migration with the prospect of integrating into the new society, |
will begin this chapter by presenting participants’ perceptions of their English
competence and their language-related difficulties soon after arrival (Section 5.2). Then, |

will discuss how those difficulties impacted their sense of self and their (re)construction
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of their identities (Section 5.3). In the next section (5.4), | will explore the ways in which
participants made an effort to reconcile the disparity between the English they achieved in
the past and the English they needed in the new community by attending language or
content courses. Participants’ accounts of language learning and practices in employment
contexts will also be explored (Section 5.5) before turning to an examination of
participants’ perceptions of their new community’s social structure and their desired form
of English and social networks (Section 5.6). Finally, I will present a summary of the

findings (Section 5.7).
5.2. Language-related challenges

After arrival, participants discovered a mismatch between the English they had learned
and used before migration and the English they experienced in the new community. The
mismatch, as | will discuss further in this and other sections (e.g., see Section 5.6), often
related to issues of ‘standard’ versus ‘non-standard’ English and the “hierarchical notion
of the ‘native/non-native’ dichotomy” (Doerr & Kumagai, 2009, p. 301). Having
imagined the new community as a homogeneous bounded group of native speakers,
Father-G, for instance, used the metaphor of a swimming pool with calm water for the
context in which he had learned English as a foreign language. By contrast, he described

a naturalistic context in which English is used as a raging river.

Excerpt 5-1

Lad b Lo i (amda oy ) 5 angd b 4es il native 4es 45 e i s 4 53 :Father-G
o2 4 Va8 8 ol AT 55 (RS i Led ol A sa 5 ) O gen iy () 5 05K a Cumia K

T L\ﬁd\uﬁajjqﬁ@m:qwm.ujjg ol oKasd LA b Kol SendS

-DJ‘J..I ‘_,_1135 il

Father-G: You come to an environment where they are all natives and they all speak
English with you with their own accent and natural rhythm and this is exactly the
river. You’ve learnt swimming in a pool. Well, you learnt it a bit classic, very nice,
and the water is also calm. Then, all of a sudden you are thrown into a river which has
no rules and regularities.
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The communication difficulties participants faced after arrival were largely related to the
fact that they were not able to understand their interlocutors. For example, Mother-A,
who had been involved in years of English learning in Iran, described how her perception

of her listening skills changed dramatically after migration:

Excerpt 5-2

S8 B8 LA s S e S84S5 ua o L allistening :Mother-A
Mother-A: My listening differed so much from what I had thought.

Mother-N, who had also been learning English for years in Iran spoke of the English she
encountered in Australia as a totally different language from the one she had studied

previously:

Excerpt 5-3

480 (540 2la {oxia} Lyl w3 SIS L) e ) S gl 2380 JSia LA 3 (0 :Mother-N
T a2 A SIS YA U e g 2180e Cusia
Mother-N: Well, I had lots of issues. When | first came here, 1 was completely like
[Laughs] there people are speaking a totally different language and until now I have
been studying all for nothing, you know?

These difficulties were often linked by participants to their English inadequacy,
particularly limited knowledge of vocabulary and idioms and expressions, and also to
their interlocutors’ accents and speech rate. The excerpts below, for instance, show how
participants could miss a part of the conversation, because they did not know the meaning

of a word.

Excerpt 5-4
$a9 (> A S0 bl ) 4alS 4y ) :Mother-O
Mother-O: What was the word that she used here?
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Excerpt 5-5

o241k 4S ade 53 iy 5y Crd ol S s (e o))l 3 Lai 4S 43ae Lai jeopardising e :Father-A
) @@Hw&\mwéeﬁﬁ \J:\.J:)'\,;AQAA\L;SQ}\ ol 0a S haldia) 8 a5 ally
“jeopardising this project” <
Father-A: For example, jeopardising, in Iran you might, it had never happened to me,
like to hear or to use this word. But in that moment | felt that | needed to know what it
meant [...] he kept saying ‘jeopardising this project’.

Father-R and Father-E also mentioned their difficulties in understanding

unfamiliar expressions and idioms:

Excerpt 5-6

O e Uled S5 i 58 ool ey S (e ol C saa Le AS G (ol 4S5 S 43 cFather-R
o () s A a seady 48 21S0a oaliind Sadtaal (Yla Mia by 453
Father-R: However there are some terms that we don’t use them at all. I mean I
haven’t used them in India. These terms like, well, they use expressions which are
unique to themselves.

Excerpt 5-7
?.1""3&5"“" B SlaMaal G So A :Father-E

Father-E: Well, we don’t know some of the expressions.

Accent was also recurrently mentioned by participants as a major problem with

understanding people. For instance, Mother-O explained:

Excerpt 5-8

Jie 250 Al a8 aa aia e ol gl e lagyl 4S8 B853S e (3% LA Waccent il :Mother-O
ed,}a@.ﬁ‘j.m T Lﬁ\} A s sdal Lyl e aS d}‘ ke _ASLAG.A LJy 9 _)S
Mother-O: You know that accents are very different. When you come here, no matter
how much you know, still you are like deaf and mute. The first months when I came
here, I really couldn’t understand anything.

As this example makes evident, accents were perceived to be diverse. Such diversity was
not only related to native/non-native distinctions, but also to the origin, social class and
educational background of the native speakers. For example, Father-K who had

experienced English communication in English-speaking countries such as the U.S.,
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Ireland and England before coming to Australia explained how his ability to understand

native English speakers largely related to such factors. For example, he explained how it
was harder for him to understand the Irish accent than the British accent. He went on to

explain how the English heard on the street could be harder to understand than the one

used in academic or employment contexts:

Excerpt 5-9

ASae B8 L (el A {1} cagdhy i shaidagd b)) el L) 4S a5 ) an a8 i) :Father-K
el Cuma (5 skl b Ld 65 S sus L) 50 00 S ju e L1} 4500 (B8 a0 Ll slae 2ny
AiSaa 05 m 0 e )30 R Ly (e Cunaa o KB iay [Kalor/ 45ae 450l [Kalo/ [colour]

22 (e 1 03 S Jpand g5 45 (g L) 5 IS a5 o300 e e (5 43an (55

Father-K: Here it was also awful that we couldn’t understand the language with the

accent [...] well there are different Englishes and then you come here and it’s also

different [...] I go to work and so on. When you go to work they don’t speak like this.

They don’t say /kala/, they say /kalar/ [Colour], | mean they speak nicely like, but the

everyday language on the streets might be, might be like that, but not for instance at

the university or at work or so on. [ haven’t seen it among the educated people.

In similar vein, Father-E and Mother-R reported:

Excerpt 5-10

1y Wisa deajaaea Ly 6 0€ e G 3 S 2K aring e | Ol oo 46l (8 5 e :Father-E
1) QS i (658 L A0S e G asasil 53 2l Sl B 53 dinoa (B (s {1} ameede
Ssien Codns Glayl W 5 (a2 e
Father-E: For instance when we watch their political programs, when Mrs Gillard is
speaking we almost understand a hundred percent of the speech [...] but when you
see two high-schoolers talking on the bus or when they like cut short some of the

words then it gets more difficult for us.

Excerpt 5-11
Aussie uad sla aad bl rural area ) W ax :Mother-R
Mother-R: Some of them come from rural areas with intense Aussie accents.
Apart from difficulties with understanding native English speakers with different accents,

some of the participants also mentioned how they had difficulties with understanding

many non-native/non-Anglophone speakers, as the following examples show:
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Excerpt 5-12

odiagined OIS Slal 4S 5 o saia (5 4agd Slal 4S (10 :Mother-N
Mother-N: I couldn’t ever understand the Indians’ accent at all.

Excerpt 5-13

L paghs 48 250 Ol o ol (o iy (ge LS Al LA sladagd 1) 48 sla 423 :Mother-A
8 e A gy 03 e Cmaa 4S ag)
Mother-A: Other students mostly had very different accents. | put a lot of effort into
trying to understand what everyone else was saying.

As these examples show, participants had difficulties with understanding people due to
their accents. However, they expressed a greater concern about the difficulty of
understanding native speakers as their imagined (desired) community (see also

Section 5.6). This was, for example, implied by Mother-N who ironically admired her

skill with understanding the Indian accent, gained at her workplace in Australia:

Excerpt 5-14

oA} angiie Csd | 52 shagd e IS Y1 AS il ) s panadd 44 il :Mother-N
Mother-N: Here it is a very nice expertise that | can completely understand the Indian
accent well [Laughs].

In fact, Mother-N’s use of irony implies that learning to understand Indian English is not

as valuable as learning to understand Australian English.

The difficulty of understanding native speakers of Australian English was also associated
by many participants with the rate of speech. Norton Peirce, Swain and Hart (1993, p. 37)
explain that in communicative events taking place in real time where learners have
limited or no control over the flow of the information, they have little time to process the
information and to reflect on what is being communicated. An instance of this situation
was recounted by Father-A. Father-A had been involved in English language learning for

several years and had some experience of using the English language at work back in Iran
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(see Excerpt 4-13 and Excerpt 4-16). Nevertheless, while he seems convinced that his
English communication skills were adequate, it seems that his language needs were not

recognised in some occasions as he vehemently described his interlocutors’ fast speaking:

Excerpt 5-15

On b slaskill e sl si Ll i) 43 a0 53 000 5) e 4S 3 3 0le (i o 315 4SSyl lala 44 :Father-A
> e o ia ol kil 5 Vs (B0 4S 2 S an ) Sl pa gl ad 5 a5 (558 8
Gy oo (o 5 €303 Sae Cuma ) (Gl Ol Gl 62 8o Cumaa aiali {2SU} 2 c2id Sae Cusia
3 S (EMO ¢p3_Sae Present adld e zesca 53 day 5 2K o 4 pdiaghsn 5 03 Soa aan | ) 4
Ll Gl ) pes
Father-A: Because it was still six months since we had come to Australia, still, I think
my language skills were not that developed, and well, they also showed no
consideration at all to say like how your English skills are. They spoke like, fast
[Emphasis] like they spoke so fast. This and that, this and that, they spoke and | had
to gather everything and to understand what they were saying and then to explain,
make a presentation, and show them a demo of the system.

Father-R similarly described his impressions about the speech rate of Australian

native speakers when he first came to Australia:

Excerpt 5-16
194 e Coya Gl AT 00 | ja i jaia Uyl aagnal Shal " 23K :Father-R

Father-R: | thought ‘I don’t understand at all. How fast, why do they speak so fast?’
In a study of language learning and settlement experience of a group of migrant women to
Australia, Butorac (2011, p. 187) reported her participants’ accounts of experiencing
difficulties when the English speakers spoke quickly or used idiomatic language in the
speech which led to feelings of “invisibility and exclusion” on the part of her participants.
A common thread linking these analyses can be the intersection between language and
power and the “generally hidden determinants in the system of social relationships”
(Fairclough, 1989, p. 5) undergirded by English monolingual ideology which presumes
“English monolingualism” to be a “a natural and ideal condition” (Terrence G. Wiley,

1999, pp. 25, 26). In the same vein, belief in monolingualism as an ideal state of affairs is
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characteristic of language ideologies in Australia and has been termed “the monolingual mindset
by Clyne (2005). Under such a natural condition of monolingualism, the data can
demonstrate how “the onus is on the learner to understand and be understood, and not on
the native speaker to ensure that the learner understands” (Norton, 2013, p. 149). This

situation was expressed quite clearly by Father-G:

Excerpt 5-17

o {) e Al el Led 48 Gl Gl o (L) AS e Sase SO 0 s Father-G
) 248 (e Cumia S L il O O NtV (e G 4S ¢S e (B 55l s
e (5) 5 Mia calaa L (sl 4n b Dl (S 530 Albins (S0 L (512 D e aS aiy) Jie w5 e
st O 2 Ledi co 30 (e ol el g 4y 5y (o0 B A0 | L dmy s 4350 o0 ek (5]
Father-G: But you come in an environment in which [...] the assumption is that you
know English [...] you are living in an environment in which the official language,
the native language is English. You speak with someone who will not stop for you. It
is like when you are for instance racing someone. They may for instance come step
by step with you, for example they stop for you and they ensure that you reach them,
then you continue alongside each other. Sometimes no, they are running and you have
to run after them.

In sum, after arrival participants became aware of variations in the English language, in
communicative and colloquial language and in different accents. Although participants
did not report any instances of mistreatment for communication breakdowns, it appears
that many of them tended to avoid participation in social activities with the perceived
Australian native English speakers as their desired interlocutors (see Section 5.6), for
imagined problems and consequences such as being viewed as boring interlocutors (see
for example Excerpt 5-45). Having noticed their communication difficulties as opposed to
what they had expected before migration with regard to their years of learning English,
many participants began to problematise their past language education and the
proficiencies they had achieved, resulting in feelings of confidence loss and anxiety.

These findings are further discussed in the following section.
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5.3. Language anxiety and self-confidence

Self-confidence and anxiety emerged as significant topics in participants’ narratives of
language learning and use experiences. In their first encounters of communication failure,
participants began to feel that the English in which they had invested was not functional
in their everyday life in Australia. Therefore, they began to feel a loss of confidence in

themselves and their English abilities, as the examples below show:

Excerpt 5-18

> T2 e Siee bl s o) adsnealy Gy ) (i 4 dlalie] a3 53 X o1 :Mother-A
P A sia
Mother-A: | also, well, I had lost my self-confidence [Laughs] because | felt that |
could not understand anything.

Excerpt 5-19

il (oaald (st gd S (5 cp2dinad 4 sl (LA (20 500 Cumia 4S L) 4S8 L (i 5) :Father-R

{orid} 25303 )58 4 pia (S A b audi 4y Adie) (g5 2
Father-R: The first few times, when they were speaking English I couldn’t understand
much, because they had a peculiar accent. So it impacted on my self-confidence a bit
[Laughs].

Excerpt 5-20

b Sarsidine o Le $08ae o Ll (515 .02 Sy depressed s s ool J sl s 43 238 :Mother-R
?e:m})'; - |9 ?A_;.j -
Mother-R: | said that in the first week, we go and then come back depressed. Gee,
what are they saying? What are we hearing? What was that language? What did we
study?

Excerpt 5-21

g ol S 5 ca i Jilige o8 Mia S adaghoai ladl 5 a3 50 sl (35l :Mother-N
) i 4y Slaic) L coll any 480e a3 adsegiiad Slal ad Se GG ALEIS (5 ) salaad (e cal
s 03l Gy I 3IS
Mother-N: At first I was like this, I really couldn’t understand, you know? For
instance, | went to buy a mobile and the guy explained a lot and I just kept looking at
him. I truly couldn’t understand what he was saying. Then uh I completely lost my
self-confidence.
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Learners’ perceptions of English inadequacy and feelings of poor self-confidence, as
suggested by Norton (2013) can be socially constructed and cannot be abstracted from
power relations in interactions. In fact, participants had to negotiate power relations in
their social interactions between the perceived Australian native speakers as gatekeepers
to the sociocultural and institutional networks and their embedded resources in the
society, and themselves as migrants and incompetent English speakers. For example,
Mother-E’s excerpt below implies that she did not feel confident to use English in the
new community, although she commented elsewhere (see Excerpt 5-39 in Section 5.6)
that she felt comfortable speaking English with non-native speakers as she had
experienced in Malaysia. In the new society, however, she did not feel confident to

involve herself in social activities, as she said:

Excerpt 5-22
TS Sy 4 e slellad ) :Shiva
DMe 4y (@S e i | ad A (a2 sd e ah (5 )le 4y (I (@3S OS5 4S 43yl aspanai :Mother-E
Aoxin} S sl s 5 ) bbbl pa el i) jsia Gl 4y alaie) (L} 2L
Shiva: Do you participate in school activities?
Mother-E: I’ve decided to participate. But, well I myself draw myself back a bit, a lot
[...] Istill don’t have much self-confidence in relation to the language and other
things [Laughs].
Mother-E talked about a sense of anxiety she felt about speaking English in front of those
who were perceived as ‘legitimate’ English speakers (see Excerpt 5-39). In effect, as
discussed in Section 5.2, Mother-E’s sense of anxiety could be a product of the
discordance between her habitus of English learning and use in EFL contexts with non-
native English speakers like herself, and the new conditions under which she had to speak
with those who were perceived as the ‘owners’ of the English language. Mother-E’s fears,

in fact, could be related to her perception of her language inadequacy: not in a sense that

she did not know English but because her English was “practically measured against the

117



legitimate language” (Bourdieu, 1991, p. 45). Therefore, the fear of having her perceived
language inadequacy exposed to the speakers of the legitimate language could jeopardise
her sense of face and self-esteem for being placed in an inferior position. Under these
circumstances, it seems that she was left with no choice “but to opt for the broken forms
of a borrowed and clumsy language or to escape into abstention and silence” (p. 83). By
choosing the latter, she could evade the sense of inferiority at the expense of

participation.

Mother-N similarly described how she avoided applying for jobs when they first came

because of her sense of lack of confidence in her English abilities:

Excerpt 5-23

SSaas Ll slele ) S {LL) L8N interview ¢ s g (s 4nlaie) Sial :Mother-N
Gl s ai G siad ad Soe S8 4S 25 (l o8 i ) sie i Ty IS ) e 4S a2 S e
_eﬁAJ\j‘;ﬁjeAﬁoﬁﬁa\JU
Mother-N: I didn’t have any confidence going into the interview [...] One of the main
reasons I didn’t think I could find a job and wanted to go to university was that I
thought I couldn’t communicate. Because I got so upset when I arrived.

In fact, Mother-N seems to have refrained from participating in occupational activities
because she “thought” she was unable to speak English and consequently imagined
herself in a situation where she would feel humiliated and rejected. Instead, she decided
to engage herself in a university course, despite the fact that she had already completed a
degree back in Iran. In doing so, she could claim a legitimate social identity as a
postgraduate student, rather than taking up a position or identity at a disadvantage “given
by social structures or ascribed by others” (Norton & Toohey, 2011, p. 415).
Nevertheless, Mother-N did not pursue her plan for a university course. In fact, it is here
that the significance of confidence and self-esteem manifests itself, not only in the ways

that lacking them may inhibit mobility, but also in the ways that (re)gaining them may
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facilitate progress and settlement in the new community. In fact, recognition of
participants’ cultural capital by those in whom they had the greatest investment could
result in building self-esteem and confidence, often leading to success, and thus, changing
their habitus. For example, when a language advisor (not only perceived as an
authoritative expert in the field, but also as an established member of mainstream society)
recognised Mother-N’s linguistic capital, and normalised the process of language learning

in which she was involved, she felt a sense of confidence and self-esteem to move on:

Excerpt 5-24

AS )83 (e i fag () sindan 2ila G (aaly Cladiel (IS foridd Wl (WS () 8 ) :Mother-N
b o o388 08 gdvance (e pdls glaial 4y any ay 580e Glaial 43 e 48l . oK aintermediate
pagiial e (S (adilia {odid} ) (e GRS (e b0 hae a2 Ledi by G a3 allaal )
OS a8 IS 5 O (et caimal 5 8 (Idia Sl (e {L ) dpmnd () 45 8 aay (180 (o e
B o S s 8y 4800 {o2in] ab U2 ¢l interview B 4w a2 S apply s Gid (e {...}
A 4aldl (e 48 285 Sl
Mother-N: | went to that class, aha [Laughs] the class and did the test. She said
‘what’s your level?’ I said ‘I think I am intermediate.” She said ‘alright, we’ll make
you do a test’. Then I did the test and I got advanced, and I was like, ‘look, either the
exam is not right, or the way you speak is hard to understand, or I, sort me out please
[Laughs], I don’t get what you guys are saying’. Then she said, ‘no it’s normal [...] I
don’t see any problems with you. You should go and apply for a job now.” I applied
for six jobs, and | attended three interviews two of which [Laughs]. Anyways, | went
to work, yeah, and so continuing my studies didn’t happen.

Mother-F also described how she felt a sense of empowerment and self-confidence after
she attended a conference where she had the opportunity to meet up with a group of
senior colleagues in her field of expertise who had been imagined hitherto as intimidating
figures. Accessing and communicating with this group who were perceived to hold high
levels of ‘symbolic power’ seem to have given the impetus to Mother-F’s upward

mobility and integration into the job market with greater confidence.
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Excerpt 5-25

L dea 250 g0 Lo o) A8l Al Hlalin eo Y (LA | je (il 43 aladie) { e j0 &S 5L :Mother-F
b el AS 42 b LA L) J 58 4S cai g s e (D Sl sleedl |y <23 53 CEO b 25252 CIO b
D O 58 A8l 5 (OIS 4 aal ) ad S Cimaa Ul b (e (8548 250 Gl Al S 0 (Sae
Aines aa Ll 4 ad g5 4K 2l by dlade ) (e 4n GhA e la Sledd A aiSe
S8 Osalaly Ssie Caal ) 4S :Shiva
) et Al s s a5l 400 interview ) s ) 453 s ol :Mother-F
Mother-F: [Attending the seminar] raised my self-confidence a lot. Because the
people that were there, they were all like the CIOs or the CEOs, or they were like
senior Australian people like, as they say, very charismatic so that one could become
very, like, so when | spoke to them about their jobs, and what their company was
about, what services they provided, it gave me much self-confidence to be able to,
that these are the people.
Shiva: That you can comfortably work with them.
Mother-F: Yeah, and that when | went to the interview | was not shaking in my boots
as much anymore.

It became apparent from participants’ narratives that gaining confidence and positive self-
perceptions of English competence related to how they perceived or experienced being
seen, heard and judged by the perceived established members of Australian society
regarded as old-timers and gatekeepers to their imagined community (see also

Section 5.6). In fact, many of the participants, with proper support from those in whom
they seem to have the greatest investment (see Section 5.6), were able to move forward
and participate in their new communities of practice. It also became apparent that feelings
of confidence and self-esteem were not only related to participants’ self-perceptions of
language (in)competence, but also to the ways in which they could find a place for
themselves “in situations where power, status and speaking rights are unequally
distributed and where pride, honor, and face are as important as information” (Kramsch,
2006, p. 250). In order to find such a place in the new community they did not sit idle, but

made efforts in various ways such as investing in language learning in formal sites.
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5.4. Language learning and use in classrooms

Upon facing English communication difficulties soon after arrival, participants began to

realise a disparity between the English they had learnt as a foreign language and the

English they experienced as a societal language in the new community. Therefore, as a

way to resolve this disparity, they invested in various language and content courses with

the prospect of gaining the cultural capital applicable in the new community.

Table 5-1 provides an overview of participants’ educational and professional experiences

after migration. A section in this table is also allocated to participants’ pre-migration

educational and professional background to provide a comparative view of their pre- and

post-migration statuses.

Table 5-1- Overview of post-migration educational and professional experiences

Pre-Migration Educational

Post-Migration Educational and Professional

- and Professional Experience Experience
Participants - -
Education Emplovment English Content
level pioy Classes courses Employment
Bachelor Technical Certificate IV Casual
Mother-A Ph sics’ Support Certificate 111 inlT childcare
Y (Software) + Childcare educator
Father-A Bache_lor, Project None None Sales Engineer
Physics Manager
Bachelor,
Mother-B Civil Strugtural AMEP None Account
- . Engineer Manager
Engineering
Father-B Mastgrs, C_|V|I Stru<_:tura| None None Strugtural
Engineering Engineer engineer
Bachelor Certificate 111 +
Mother-C ’ Makeup Artist Business None Homemaker
Psychology .
English course
Bachelor,
Mechanical
Father-C Engineering + IT Expert None None IT Expert
Microsoft
Engineering
Masters, English for .
Mother-D Electronic Congultant Academic Higher Degree PhD Student
oo Engineer Research
Engineering Purposes
Bachelor,
Father-D Textile Sales Manager AMEP IT Diploma Salesperson
Engineering
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Pre-Migration Educational

Post-Migration Educational and Professional

.. and Professional Experience Experience
Participants - -
Education Emplovment English Content
level pioy Classes courses Employment
Bachelc_)r, Seeking a job
Industrial
Engineering + Project (Also_
Mother-E None None considering
Masters, Manager doi
. oing further
Acrchitectural study)
Engineering y
Masters,
Father-E Mechanical Director None None Seeking a job
Engineering
Bachelor Pronunciation
’ Software and Network
Mother-F Software . . None -
. . Engineer conversation Engineer
Engineering
class
IELTS courses Casual Nurse —
Doctor of Medical (required for Also in the
Father-F . o assessment None process of past
Medicine Practitioner A
tests of past qualifications
qualifications) assessment
Bachelor, Tour and
Mother-G English None None Homemaker
. Travel Agent
Translation
Bachelor, Applications
Father-G Electronic Plant Manager None None Ep ;
o ngineer
Engineering
Bachelgr, . IELTS courses | Postgraduate-
Industrial Industrial . - .
Mother-H ; . : (required for Information Project Analyst
Engineering + Engineer further study) System
Masters, IT y Y
Mother-I EBlatLa(t::rt]r?cir?ir(’: Elec'gronic None Pog?frte\?aurite_ Software
. Engineer L Programmer
Engineer Engineering
Masters, Postgraduate
Father-1 Software IT expert AMES 31 T IT Expert
Engineering
Certificate IV
Bachelor children with | Social Worker,
Mother-J ’ Geologist AMES disability (On- | serving disabled
Geology : :
the-job children
training)
Bachelor,
Mother-K Software IT Consultant AMES None Homemaker
Engineering
Masters, Senior Senior Software
Father-K Mathematics Software None None
Developer
and Computer Developer
: Educational English for Diploma of Student -
Mother-L ngh School Manager in an Academic Graphic Advance Diploma
Diploma Institut P Desi of Graphic
nstitute urposes esign Design
Bachelor, English for Student —
Father-L Agricultural Researcher Academic Construction Environmental
Engineering Purposes Management
Mother-M Bachelor Homemaker Certificate IV D|p|0ma_ of Studen_t,
Accounting Accounting
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Pre-Migration Educational

Post-Migration Educational and Professional

- and Professional Experience Experience
Participants - -
Education Emplovment English Content
level pioy Classes courses Employment
Bachelor,
Father-M Civil Civil Engineer Tutoring Job-rela’ge(_j Stud_ent (a_lso
Enai . course (Civil) seeking a job)
ngineering
Bachelor, Web English for
Mother-N Software Academic None Web Developer
. . Developer
Engineering Purposes
Mother-O ng_h School Wedding AMEP Hairdressing Student
Diploma planner
Bachelor,
Accounting + Finance
Mother-P Chartered Director None None Rebate Manager
Accountant
Mother-Q Bache_lor, Nurse AMEP None Homemaker
Nursing
. . Waste
Father-Q '\éiﬂier:z’eg:” ! En\gr:ori]r:zg?tal None None Education
9 9 9 Officer
Masters,
Mother-R Software Softyvare None None Softyvare
. . Engineer Engineer
Engineering
Observer in a
. hospital (in the
Father-R DOCt.O g of Medwgl None None process of
Medicine Specialist AN
qualifications
assessment)
. Undergraduate
Mother-S ngh School Homemaker None Nursing Student +
Diploma
Nurse
Father-S Mastgrs, (.:'V” Civil Engineer None None Civil Engineer
Engineering

As the table shows, out of thirty-three participants, twenty mentioned that they had

participated in formal classrooms after migration, either in English language classes (18),

or content courses (13), or both (11). Five of the participants did not mention attending

any English or content courses and were either homemakers (Mother-G), or seeking a job

(Mother-N, Father-N and Father-K), or in the process of having their past educational and

professional qualifications assessed (Father-R and Father-F). In total, eighteen

participants were employed at the time of the interviews, eight of whom did not mention

attending any English or content courses. It should be noted that although the sample is

too small to look for statistical significance, there is no obvious correlation between
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whether or not a participant had sought further instruction and their success at finding

employment in Australia.

As Table 5-1 shows and as discussed in Chapter 4, participants in this study came from
highly educated backgrounds and had already been involved in years of learning English
as a foreign language back in Iran. Nonetheless, upon facing communication difficulties
once they arrived in Australia, the concept of language learning for them shifted from
English as an educational subject to a functional English to serve as a means of
communication in everyday life. Nevertheless, the data revealed that investing in English
learning through language courses in Australia could not yield the outcome participants
had expected. In fact, while participants expected to enhance their English as a societal
language, it appears that the focus of many of the language courses was mainly on
English literacy and grammar — similar to what they had experienced in EFL classes in
Iran. Clearly, without further knowledge of the instruction the participants received it is
difficult to evaluate the validity of their criticism objectively. However, the focus here is

on their subjective experience.

For example, Mother-B, a civil engineer with extensive years of studying English as a
foreign language back in Iran, described how she felt being treated in these classrooms
like a school student in need of literacy and educational advancement, rather than a
skilled and educated adult seeking to practise and advance her conversational language so

as to adapt to the new community:

Excerpt 5-26

A L) sl 4S sadult O sim 28S e JU8 ) 6] du e Jeane sla 4 Jie 5L 3% :Mother-B
English for Further Study obidss .3 oLl i ) Le 4S (a8 G (LSl 5 28 ad YIS (555
W s o) (e .S research Jsha Slie anl s (s 0 o850 0 eail 5 a3 e ladi 4S 3 53

LGS (L ass o sed) Ol ik ol an) dca o 1 oen 0il b By plsa (oai ol i sa
a0 G 4 iR ol ) O e o 4S (s O 5 a3 S(ee i ik g ail8ans (slae 5500 L iCh
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LBl {5 amnza) 55 ) Saroption s {..) Balaaa 1) 25 03 S Cuna el 5 aalas
A8 QLA 253 e (30 OPLION U 53 455 4S oy 431 ) 55 45 48
Mother-B: They treat you more like a school student. They don’t work with you as an
adult who has come to learn the language. Or maybe the class that we went to was the
wrong one. The aim of the English for Further Study was that you would want to
study at university in the future. Like how to do research. | know these things well. |
don’t want to waste my time on these things. I want to spend my time learning the
everyday language. [...] They filled the program more with childish and ridiculous
projects and didn’t teach us the things that we were aiming to learn so that we would
enter society and speak English [...] but the [Institute T] didn’t have any other
options to offer, to say that, like, I could choose between two options.

Darvin and Norton (2014, p. 113) assert that “habitus expresses both the internalized
parameters of what is deemed reasonable or possible and a tendency to generate
perception and practices that correspond to these structures.” In this view, participants’
habitus of past academic life including language education experiences and also their
habitus of constructing their imagined community could be decisive in the ways in which
they evaluated their English learning experiences in formal contexts. This was clearly

expressed by Father-C:

Excerpt 5-27

b il g {1} Qs ()l 2 580k Cie pu e Sl 4n iyl 50 (5 1800 e s cFather-C
Ll 53 (5 8ol s ) s (5 b Lo ¢l (555 (5 Sl s (580l Can) & liia
) Cglitia ab g ol S aa i) ) Gglate LA
Father-C: The learning process here is not as fast as that in Iran [...] The issues here
are so different. Learning, the learning system in Iran, well we have grown up in that
system. The learning system here is so different. Here it is slower and different.

In this and other examples it became evident that participants perceived the process of
learning through language classes as being too slow. Therefore, given the importance of
integrating into the job network as quickly as possible, participants sought more efficient
ways to enhance their possibilities. For instance, they shifted to a content course with the
prospect of accumulating cultural capital both in terms of English competency and

occupational qualifications, as Mother-A for instance, reported:
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Excerpt 5-28

GRS g aiS Cusaa 4S 20 S e )l g 1) Le 4S Gl G yo A S LA ) sl 45 :Mother-A
DS lagy) ) sl (A e osioe glaial 215 By s (e b 250 JIS g m s
D

) . ) ) I
B S [l pisoNS ol (i (e e g0 Al SO Lt a0l )6 53 (g5 4500 22y :Mother-A
AL Ol 02 p S L Tasi e aS (gl Ay 4y 5 [T &) m o5 4500 (e 53 ol (ol 530 1) 053 ole (i
faS S8 b aa )y 40 :Shiva

C S e Cmia R JieS aidily ee gla IS iy ail) 4l A L - Mother-A
Gl 1) a2 A il sdae e Al 3 S S e dy la Ll dagie adl abaa 5 e IS gen
o R {oaintan [T o 3481 Vs cs 58 3b gl e 12 58 o) JIS) a8 e aay
R b ) Osen s (s (5 sia 4n s b

Mother-A: No, Shiva. It wasn’t enough. Even though they urged us to speak and it

was good practice, it was not enough in my opinion. Because when you enter society,
you realise that it requires much more work than this.

[..]

Mother-A: Then | passed the course. Although it was a one-year course, | only went
for six months [...] meaning I didn’t study the second six months. For the second six
months, 1 did an IT course and a field relevant to my profession back in Iran.

Shiva: Did it help with English as well?

Mother-A: Yeah, very much, absolutely. However we had more practical activities,
and we spoke less. But still, even the practical work we still had to understand. But it
still helped me a lot. Yes. When I wanted to make myself feel better, I would say it’s
alright, you are going to learn the language. Even if you don’t grab anything from that
IT, [Laughs] still you are learning the language.

Mother-A showed a more positive attitude towards her investment in the content course
in terms of her English improvement. In fact, in content classes she seems to have had the
opportunity to engage with the English language in “contextualized, appropriate,

meaningful communication” (Brown, 2007, p. 77) practices as occur in real life.

In sum, language classes could not offer participants English skills that differed
significantly from what they had already achieved in language classrooms in Iran. In fact,
having imagined Australia as a naturalistic site for English learning, they also seem to
have envisaged an image of English classes there as a site in which they would be able to
practise and improve their conversational skills while gaining knowledge about the wider

community. In other words, they expected to develop “a practical sense or ‘feel” for the
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game” (Bourdieu 1991, p. 27) to be able to integrate into the professional and social
networks. However, as Darvin and Norton (2015, p. 47) assert, this practical sense can
only be achieved “through experiencing the game”, as some of the participants did,

through participating in workplace communities of practice.

5.5. Language learning and use in employment contexts

Participants were driven by a desire to advance their conversational language through
having contacts with the perceived native English speakers of Australian society.
Nevertheless, they had limited contacts with this group in their social lives. The reasons
for this non-participation, to be discussed in Section 5.6, mainly related to their self-
perceptions of language inadequacy and fears of losing face and self-esteem that resulted
in their avoidance of participation. Nevertheless, while in social life it was their free
choice to participate or not participate in certain social communities of practice, in
employment contexts they seem to have had no choice but to tackle language-related
challenges to maintain their jobs. Overcoming these challenges, however, appears to have
helped them enhance their English abilities and, consequently, their sense of self-esteem
and confidence. Father-A, for instance, who had talked about the communication
challenges he faced at his workplace within the first months of settlement (see

Excerpt 4-16), described how through persistence as a peripheral member in his
workplace community of practice, he eventually mastered that community’s practices,

resulting in a sense of self-confidence:

Excerpt 5-29

S i e 4 alaie) 03 ) 53 (ge i 4S a5 Cely 8 5 sail s challenge w3 3 :Father-A

S &A\J‘#md‘ﬁ&wﬁoy‘ (g.\S \J..g:

Father-A: Then, well difficult challenges like this caused me, well, to gain better self-
confidence. Now it’s just so easy for me.
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Overall, participants’ narratives of language learning and use in employment contexts had
conversational language learning as their core focus. While for some of the participants
their workplace could afford them opportunities to practise conversational language,
some others reported limited or no progress at all, or even deterioration of their speaking
skills due to the nature of their work. For example, Father-B and Mother-B, both civil
engineers, described the limited opportunities they had at work to practise English

speaking:

Excerpt 5-30

AS 30 ha el cals S5 an g ) QLG o Slilae G pa ) 5y 81 e :Father-B
e D) 5 aSo Cunia 4 e i
belad a8 23 S i iy Ll ) (e el 4 (ol )l g 4 1S o8 S 5 :Mother-B
4 Lo sla S Jie aS o IS (6l (s 20 S Cimia (i je jgday 5255l JS g sa ) byl LbaSain g
S 4 L 4880 03 0 il 4 4iSan Culgl iSian Culed (Sae S (5l JisaalS (s sla uds 5 )
& listening 5 oala b e 5 0 s e 4 o shited 1l A et il 56 i oS
(5 8a Jshises (2 (e i 25l Gl jlSes Jla s e 3R 0535l 5 e S5 sl
2S5 bl 4Sile ) U g S ealiial () ) ahae adie 53 (Sl ) speaking s e s sl
A e a2
Father-B: We spend most of the day doing calculations and, we also have interactions
with customers, but not so much like to speak all the time or like that.
Mother-B: When you look at the Iranians who have come, the ones who have made
progress in their language are those who have been in professions in which they have
been dealing with customers and have been regularly speaking. But for jobs like ours
in which you are sitting in front of your computer and working the whole day, you
might have at maximum a ten-minute chat with your colleague and it won’t have an
impact on your language. Maybe somehow, eventually, from your surroundings, your
listening is getting stronger, you are hearing the TV, your colleagues are talking
anyways, and you are constantly soaking it up, you are absorbing. But your speaking
improves only if you use it constantly, and until you use it, you won’t go anywhere.

For Mother-S, her speaking skill was perceived to have weakened since she began

to work, because she had limited opportunity to practise speaking in her workplace:

Excerpt 5-31

Ol e )8 mental disabled people L iy 4S 0adi 55 42 2 S (52 OYI :Mother-S
AiSon pibual (a2 S JIS Ul L aS g dia 4y 2y Y1 () gaa Hhalis ¢3S Ciaa (43 giad cdispeechless
23 S il s aspeaking
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Mother-S: Because my work is now in a way that | work more with mentally disabled
people, most of whom are speechless, have speech problems, therefore, now after
working with them for a while, | feel like my speaking has worsened.

These examples show that participants’ expectations that the workplace could be a site
where they could practise spoken English to help them integrate into social and
professional communities of practice were not always fulfilled. Nevertheless, some of the
participants who had the opportunity to practise speaking at their workplaces, described
how their improvement was constrained to the topics, terms and expressions in their

fields of expertise. For example, Father-C, an IT expert, explained:

Excerpt 5-32

Apdy JS A JsadaaS gald a0 a8 S ) el (S By Ll (D sea 0 o8 Father-C
S et o5 V) s (5 salS S g IS i (5 350 QA (il palads ) ald o
e S gy \J&\MM\)&T\U/w‘)\J‘)’:\‘%\;\A\Sdﬁ\ 0 5 smalS HIS Ay e S o)y an A
shopping 4 aal_y ) s (e ) (onS DNia ol 008 G55 Fa gl 3 4800 ot aS IS IS aily
Az i a3 AS |y € a OV il i | O (5o ye 5y sl caila pad | O lalS ) LA au
Q‘}g_h‘)kw\a‘).ﬁgﬁg‘)g\‘sjj_iu.n\k._u';om}\.gjcMJ\AL;‘)LSﬂ:}Qc‘*\.li‘)o\.aﬁ S ‘ea%aa:\md@u
e (S0 s S (S Vs i€ e lay K 1) Lada 2y Ca sl
Father-C: Here anyone who gets busy working in any field, in that field his
specialised language improves. But, like, my job is in the computer field. Now the
specialised language of my work, anyone who might have a computer-related issue,
who might have a computer-related problem, before they even start their sentence |
already know where the issue lies. It has become like a routine for me. Like, if
someone asks me a question about shopping, I wouldn’t know many of its related
words. I don’t know the everyday use of them. Now everyone that I’ve seen, I mean
the people who are here that I’ve seen, their language is good in the professional field
that they specialise in. But if that shifts a bit, obviously most of them would face
problems, well, some more and some less.

Father-C’s excerpt reflects that his English skills were improved, but limited to the
domain of his profession. In effect, this and other examples (see for example

Excerpt 5-29) show that participants could move from a peripheral position in terms of
their job-related language practices towards a more central one in their professional

communities of practice. Nevertheless, the English gained through work could not
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necessarily help them in other domains, such as social life and leisure events. This was

also implied by Father-1, another IT expert:

Excerpt 5-33

DS Lhasije (i oas S hama 55 (s aista (0 4S () e AS 43 (e 4S ) 4lis :Father-|
& 505 car e O5om e drink ) e 43 aa) ) sl (0 o) JSca 481 (g (S (i Dl Jay
A5 oy JSlie a3 s (e (RS Cimia iae £ 558 IS ) g A (50e
Father-I: The problem is that the language that I know, because it’s just been used at
work, it is so related to work. Like | mean imagine, when my colleagues, | can see
that when for instance we go out for a drink or something like that, | feel that I have
difficulties when they start talking about topics outside the professional fields.

Father-1 described his multiple forms of membership within his workplace community of
practice which necessitated multiple practices. These memberships related to his
professional practices and also social practices when he attended a social event with his
colleagues outside work. Under these conditions, as Wenger (1998, p. 165) argues, the
construction of identity can be “of necessity a mixture of being in and being out”. In fact,
while he was able to participate peripherally in professional practices that could lead to

full participation, he seems to have held a marginal membership outside work.

In response to feelings of marginality at work, however, some of the participants could
perform strategies to resist being placed in marginal positions and claim a status as a

legitimate member. For instance, Mother-F said:

Excerpt 5-34

QL Snadd 4 b gald 4 o) Gy e refer 5 i€ A sl Wl o)l 488 5 : Mother-F
Oa" Bae 5 cangiiad (a5 (pegie dad Uil ccmd {1} sl ) background os) (e 4S o SIS
Osh o2y say (Ui e Cle smsadplal} Col . "a8ae 213 (o bl (s a8 (e 40 s paglaad
a5 oS ca i iy )3 55 AS e 4] AiSe alag) s 5y aliald () Slia () ASae i ) s
Aoxia) M i 4S Laled Jie 45 (ge ¢aagiad 45 (p
Mother-F: When they are joking around and refer the discussion to a film or a person
or a character which | have no background about [...] well, they all can understand
but I can’t, and I’'m like ‘I don’t get it, you need to explain it to me what you are
talking about’. This [reference to unfamiliar subjects] makes the atmosphere a bit
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like, all of a sudden it makes a sort of distance. But I’m not shy. I say ‘you need to
explain, I don’t get it, I’m not like you guys’ [Laughs].
Nevertheless, while Mother-F could exert her agency to redress the “distance” or her
feelings of exclusion, it is essential to recognise the affordances in her environment that
allow her to exert agency (Norton & Toohey, 2001). In this view, it also can be explained
how some other participants preferred non-participation in practices of a particular social
community (see for example Excerpt 5-22 and Excerpt 5-40). Not all offerings and

actions are necessarily received positively by others.

In her narrative, Mother-F implied feelings of exclusion and marginality when she spoke
about the ‘distance’. However, she resisted the marginalised position she felt by
voluntarily displaying her language inadequacy to her colleagues. When performed
voluntarily, the indignity could not threaten her face, since she entitled herself with the
right to criticise herself qua actor without injuring herself qua object of ultimate worth
(Goffman, 2003, p. 11). Nonetheless, it is important to note that the reception for her
offerings and actions was positive. This became further evident as she went on to explain
how she compelled her colleagues to learn and use some Persian language in the

workplace:

Excerpt 5-35

Sae {oia} ane aly (o 8 Ll 4y o 513 03 ) g O 58 (5 55 a6y S 43 (e Slie :Mother-F
(o AS Al forin} {310 50 o (ome oS 4 2 o Lk i G i (O e (g0 4S A
A ) ) et LAY S Masagdae Lo 5 a5 40" (B My i ) (e
{oa) "y a5 s sha 5 dncad LI 5 i e o S0 L
Mother-F: For instance | have kind of created a movement in the company that | am
teaching them a bit of Persian [Laughs]. I’m like ‘it’s not fair that I have to constantly
speak English. You guys have to speak a bit of Persian too’ [...] [Laughs] ‘it’s not
fair that | have to constantly speak English’. They say “no, you speak Persian, we’ll
understand”. T said, ‘ok, from now on you need to learn _sa: zua (“good morning”)
and Lisha (“good bye”) and iy «d (“good night”) and sk (“how are you™) and
a5 (“T’m fine”) and’ [Laughs]
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In fact, Mother-F was able to use her capital encompassing her expertise, manners and
preferences and orientations (Reay, 2004, p. 74) as affordances not only to claim a space
to have voice but to restructure the configuration of power relations. However, although
she exerted agency in making these offerings, others in her social context determined the
worth of her contributions. That is, participants’ exertion of agency was conditional on
“the social frameworks in which they exercised that agency” (Norton & Toohey, 2001, p.

317).

In sum, participants’ expectations that the workplace would afford them opportunities to
practise everyday language to integrate into social and professional communities of
practice were not necessarily fulfilled. While for some of the participants, their
workplaces afforded limited opportunities in this regard, others had the opportunity to
practise speaking, but often restricted to their fields of expertise. Therefore, gaining social
communication skills not only related to the possibilities the communities of practice
offered, but also to the ways in which participants could exert their agency in conditions
under which they were afforded space for such exertion of agency (Norton & Toohey,
2001). In the next section, I will examine participants’ language beliefs and attitudes in
social contexts and the ways in which they seek membership in communities of practice

in social life.

5.6. Desired community: ‘standard’ language, ‘legitimate’ speakers

Blommaert (2013a, p. 195) argues that migrants can be “increasingly subjected to
pressures to acquire the standard varieties of the national languages of their host
societies”. In fact, as he maintains, they are expected to be ‘fully’ integrated into society.
These expectations entail not only passing mandatory language tests, for example for

migration or citizenship purposes, but also to be fluent in various registers. Failing that,

132



they “will perpetually be regarded as discitizens” (p. 195). ‘Citizenship’ in that sense goes
beyond the teleological term related to immigration or visa status and holding a passport,
but “being able to participate fully” (Ramanathan, 2013, p. 1). Under these circumstances,
it comes as no surprise that many participants expressed a desire to learn the ‘standard’
language, which was perceived as achievable through socialising with ‘legitimate

speakers’.

For example, Father-C, an IT expert and advanced learner of English explained:

Excerpt 5-36

Dsbuad 48 i ol ) Jia il e Ll 48 S a8 S A8 ) Ja (5w 4a ) 033k :Father-C
s Ol OM e e s 5l Gl R S Gl iy a0l 58I Vs S i 0 580 00 0
4S 43l community b «il bAsian b «sb Chinese b e «il community s 58 S s
g O Cans 4y GEL ) el gy 80 anative ) e ol
Father-C: After all a part of language learning is imitation. People who come here do
not wish to learn the grammar. They imitate. Now if they imitate the right people,
well their language will improve. However, if they are in a community, for instance
they are with Chinese people, or with Asians, or they are in a community in which uh,
they are involved with the language with people other than native speakers, their
language will be developing like theirs.

Having set up native speakers as the “right people”, Father-C implies that the ultimate

goal for migrants is to emulate native speakers. Father-B similarly stated:

Excerpt 5-37

) geas 48 Jhans (5l 4 o (i Al yign 5 igr UL 3530 481 aal K K4 e :Father-B
A 30 G Al Al i Cusia Wnative

Father-B: | think if you want to improve your language further and further, I mean to
move towards the way the native speakers speak, you should speak a lot.

It is reflected in these examples that while practising speaking is perceived to be the key
to learning the language, desirable outcomes are those which are closer to “the legitimate

practices, i.e. the practices of those who are dominant” (Bourdieu, 1991, p. 53). These
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outcomes were perceived to be achievable through socialising with native speakers of

Australian English, as Father-B went on to explain:

Excerpt 5-38

L Sgaga s Sl 4S50 e (S 58 5 Csocial life 4S 4u) aa (s )l Father-B
Cunia il 52 4848 (S alag) G 3 G54 (6l 0 b 48 (o oy et b S oilie 6 0 Ll i)
S
Father-B: The only way is that you boost your social life. It means to go to parties
more often, to travel with Australians or things like these, so that you can make more
opportunities for yourself to practise speaking.

From this and other examples it became apparent that native English speakers in
Australian society were perceived as the imagined (desired) community who could offer
participants possibilities of gaining access to greater cultural and symbolic resources in
the new society. Nevertheless, none of the participants reported any enduring or regular
social contacts with this desired community. Norton (2001, p. 166) argues that people in
whom learners may wish to have the greatest investment can be the very people with
whom learners may feel most uncomfortable as “members of — or gatekeepers to — the
learners’ imagined communities”. In fact, participants seemed most concerned about their
perceived English inadequacy when they came before those who were viewed as
Australian native speakers of English. For example, Mother-E, who had some experience
of English communication with non-native speakers of English in Malaysia before

coming to Australia, commented:

Excerpt 5-39
Gl i oaliis) R e Sca Gubia) DRIA et 45,3 98 (ol L 52 (L s 3l :Mother-E
o i b lagn) (s Sl e ala
Mother-E: In Malaysia, English was their second language. For this reason, | felt if |
were to make a mistake, nothing would happen. But here | was so concerned.

In Bourdieu’s (1991, p. 21) view, congruence or incongruence between individuals’
linguistic habitus and the demands of the linguistic market affects the ways in which they
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can relate to the market and to themselves as speakers (see Chapter 2, Section 2.3). In
fact, having learned and used English in EFL contexts, Mother-E’s linguistic habitus
seemed inconsistent with the conditions in which she was supposed to speak. It is this
discrepancy which could underlie the anxiety Mother-E felt in her English
communications. In other words, she had to concur with the dominant norms and to

produce linguistic expressions which bore “the mark of a habitus” other than her own

(Bourdieu, 1991, p. 21).

While Mother-E expressed a sense of anxiety about communicating with ‘native
speakers’, she did not report any actual instances of ‘specific happenings’ as a result of
her perceived English deficiencies in her interactions with native speakers. In fact, none
of the participants reported any overt instances of being, for instance, mistreated or
exposed to discriminatory behaviours. However, the sense of anxiety noted in the above
and other examples (see also Section 5.3), as discussed, can be related to habitus, as “an
internalised system shaped by ideology”, and symbolic relations of power (Darvin &
Norton, 2015, p. 45). These relations of power not only limit the opportunities L2 learners
have to practise the target language (Norton, 1995a, p. 12), but also affect their desire to
invest in the target language and its learning through any mutual activities with its

speakers (Piller & Takahashi, 2006).

Overall, as discussed, so-called native English-speaking people were perceived by most
participants as the desired interlocutors. Nevertheless, participants did not appear to have
established any enduring relationships with this group of people. In fact, many of them
described it as difficult to enter the so-called Australian native English speaker
community. This can show that learners’ access to the target language community is not

necessarily “a function of the learner’s motivation” (Norton, 1995a, p. 12). Rather, the
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opportunities to speak are socially structured and social interactions are influenced by
relations of power. For instance, Father-Q described how he felt excluded in the social

communities of practice associated with his daughter’s school:

Excerpt 5-40

2 il 23 55 (58355 COMMUNILY (oss 4 ¢ {2250} 452es L Lellu w8 ) Sl :Father-Q
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Father-Q: For example from the past, for years they [have been] together, in a way
that they have their own community, so like, entering the community is not easy.
When | go there, sometimes | cannot find anyone to socialise with. Our relationship is
mostly with her teacher. Even, like, the school principal doesn’t make much time to
talk to you, like, to me. She is, like, more comfortable with other parents whom she
knows [...] yeah, I may just speak with her teacher, or a couple of like parents that I
have had prior contact with, or like, those parents, Iranian children’s parents.
Therefore, we are not much involved in the school [...] For that reason, I haven’t
really engaged myself in their activities. For example once they had a program, like, |
told them that I could volunteer and help, but they, her teacher said ‘don’t worry, [the
volunteers list] is now complete, we don’t need any further volunteers for now’.
Shiva: Don’t you have any problems with that?
Father-Q: Well, sometimes you may not feel so good about it. Well, when you go and
see how everyone is () together and then you go there, you have to go there and wait
until Daughter-Q comes out and then pick her up and bring her back home, well you
won’t like it, you know. You would like to be with them, to talk, to laugh and to chat.
Mother-Q: I think the main reason is [Laughs] our language.
Father-Q: Um well, maybe. I myself don’t have the language problem. Ina way | can
manage it in terms of speaking and stuff like that.

Father-Q was not an active member in school communities of practice but not because he

was a hovice or a peripheral member who had an opportunity to learn the practices and to
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become eventually a more central member. Rather, his unsuccessful attempts to enter the
group and be accepted as a (peripheral) member can indicate that his ‘non-participation’
was an imposed state as a result of being positioned as marginal, ignored and silenced.
Nevertheless, in expressing his feelings of exclusion, Father-Q seemed to try to convince
himself of the normalcy of the situation where it seemed difficult to move out of his
marginal position in the school-related communities of practice. In doing so, he expressed
resignation by justifying that the group members had known each other for years and
were consequently “more comfortable” socialising with each other. Therefore, his non-
participation can be seen as an act of alignment on his part to preserve the integrity of the

group (Norton, 2001) and to avoid any imposition on them.

In Bourdieu’s (1991, p. 164) terms, these experiences can be seen through the lens of
‘symbolic power’ as the invisible power which involves implicit impositions that are hard
to identify and which “can be exercised only with the complicity of those who do not
want to know that they are subject to it or even that they themselves exercise it” (see also
Chapter 2, Section 2.3). These impositions involve a kind of intimidation, “a symbolic
violence” which takes place without any act of intimidation, but “‘can only be exerted on a
person predisposed (in his habitus) to feel it” (p. 51). As Medina (2005, p. 170) puts it,
although “this insidious intimidation is invisible to the subjects who endure it, these
subjects actively participate in it without knowing it”. In describing his encounters of
feelings of exclusion, Father-Q did not seem to blame the other parents. On the contrary,
when asked if the members of the school community played any role in his non-
participation in school practices, he spoke favourably, although his evidence dated a few

years back, as the excerpt below shows:

Excerpt 5-41
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Father-Q: Actually, sometimes they really try to get us involved. A mother of one of
her [Daughter-Q’s] friends for example a few years ago said that she wanted to take
them to the park and said, ‘come if you want’. So we got up and went [...] they were
actually such friendly people.

While the positive encounter that Father-Q remembered from "Ciw Jus 2" (“a few years
ago”), implied the ‘specialness’ of his experience and the rarity of encounters like that,
some other participants also described similar fleeting encounters, mainly occurring in
school-related domains or in public parks in relation to their roles as parents. Mother-N

for example reported:

Excerpt 5-42

il Daughter-N Lads) )G (LA e 23 200 Sl 58 e o i) Je i U1 &3A 43 :Mother-N
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Mother-N: | met an old couple in a park who were from here. They realised that | was
very upset. Daughter-N was playing. They asked ‘how long ago did you come here?’
| said ‘it’s been three days’. Then they started talking to me, but they spoke slowly, at
least I think they did [...] They said ‘no, your English is very good’ and like ‘you
have no problem at all. Although it’s been only three days since you came, you are
speaking with us and we’re understanding you. Why have you lost your self-
confidence?’ Then this was a very good encounter.

The ways in which participants referred to ephemeral encounters in describing their
experiences of social interactions with the perceived Australian native speakers can
indicate their lack of sustained connection with these people. In fact, as discussed above
and as demonstrated in Section 5.3, most of the participants reported feelings of lack of
confidence in their English abilities in the face of Australian native speakers, resulting in
avoidance of social contact with this group. This avoidance largely related to a sort of

“anticipation” of being rejected or misjudged, which as Bourdieu (1991, p. 77) notes,
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“bears no resemblance to a conscious calculation”, but which “is an aspect of the
linguistic habitus”. This concern for such (mis)judgements was reflected in the narratives

of many participants, as exemplified below:

Excerpt 5-43

N aa Lo sdasd 55 GiedSa 5 ) Le a8l Gl e 50 0552 B30 { (S jiul} cFather-Q
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Father-Q: They [the Australians] do their best to pull us into their community. We
also try to go forward as much as we can. But if, well, at a point we also don’t know
what they think. We can’t know, like, if | now ask about that thing, if I now say that
word, if I now behave that way, how they would judge me. Obviously it is so difficult
until the ice is broken, you know? It takes time and it’s not good. I mean you
[wouldn’t have] good feelings, you would like to talk and laugh with everyone when
you go somewhere.

Darvin and Norton (2015, p. 47) argue that while there are “structures that indeed
subjugate learners and constrain their investment”, their habitus or their “own ways of
thinking” can also “contribute to their own subjugation”. For participants coming from
middle class and educated backgrounds who held high degrees of cultural and symbolic
capital in their home countries, the fear of being placed in an inferior position in their
interactions resulted in their minimal participation in joint activities with native English
speakers. For example, Mother-D, a PhD student in an engineering field, described how
her inability to understand Australian native speakers at the time of arrival caused her to
avoid social contacts with them, which resulted in the deterioration of her English

communicative skills.

Excerpt 5-44

tad Sae Cuna 3 ¢ad S odlal (e B3 IELTS (laial 51 3 55 a2 52 45 (¢ 5a8 (1 :Mother-D
o i a3 S (Al e (8 K 55 (g ) (5 Aned Spdio 4y ) el 4S Ll ad s (555 R
Gsop hna ) aad aly l Sal cand s H8 50 480
Mother-D: When | was preparing myself for the IELTS test, | could speak so well, |
was so fluent. When | came here, first the shock of the accent impacted me and |
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withdrew. Then | got involved in studying, and got thoroughly isolated from the outer
environment.

In their examination of the notion of investment, Norton and Toohey (2011, p. 417) argue
that “learners often have variable desires to engage in the range of social interactions and
community practices in which they are situated.” For participants, despite the fact that
they were highly motivated to improve their English communicative skills through social
contacts with the Australian native speaker community, it appears that they did not wish
to participate in social activities solely as communicators, but as “whole persons with
hearts, bodies, and minds, with memories, fantasies, loyalties, identities” (Kramsch, 2006,
p. 251). In this respect, Mother-D, for instance, described how she was unwilling to
participate in a social community of practice connected to her daughter’s school that

encompassed a group of Australian native-speaker mothers:

Excerpt 5-45
i () g i 93 Mia (B g ¢S 4S S5 sDOMING (Shd 0 5510 aiSae sbual (0 2 :Mother-D
Gl ) 2 a2l 4800 ek can L ptine (g edbe (i pgm 8 By (5 e ae Cia LA 03 sl

s daslee G2 50 S Cumn 48nas L 2 g g 5 Lo o) e (B e 5 e 4a b cdagiie
foial 4500 La (33 S () ) o 4lud
Mother-D: Well, | feel like it would be so boring for them. When you see, like, when
it is just the two of us, we talk together a lot. But when the third Australian person
comes along, well we can understand it at this age, | can see with how much passion
and enthusiasm these two start talking with each other. Well, it is obvious that how
bored she became with our ( ) [Laughs]

Mother-D’s identity can be understood with reference to her contradictory relationship to
the group of so-called Australian native speakers. On the one hand, she wished to
participate in the social community and to join in with this group. On the other hand,
Mother-D did not want to endanger her face and self-esteem by being viewed as a
“boring” and unattractive member who was a burden for other members of the

community. As Norton (2013, p. 49) argues, it is these conflicts about “who she is, what
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she needs, and how she desires” that made her exercise her agency to avoid participation.
Mother-D’s predisposition to ‘non-participation’, similar to Father-Q (see Excerpt 5-40),
seems to have been a face-saving strategy adopted by her not only to save her own face,

but to preserve that of her interlocutors by avoiding any imposition on them.

In order to feel accepted as a speaker with a capacity to speak, participants not only
desired to adapt their linguistic expressions to the demands of the new linguistic markets,
but also felt the need to gain cultural and historical knowledge about the mainstream
society. In fact, for many of them, their perceived limited shared knowledge and limited
familiarity with the Australian community’s cultural and historical backgrounds seems to

have restricted their social contact.

Excerpt 5-46

w54 5 aiSa SE e iy s :Mother-E
Mother-E: Sometimes I think like what am | supposed to do and say?

Excerpt 5-47

(Rae Lyl J st socialise (Soe o e by caidly e laial a5 ) gl 53 Sia o)1 4S ) 30 :Father-D
S L 50 G e alsaa a5 (e JSe (et 43 A S G ol 53
Father-D: The things like, yeah, if we want to have a social relationship, or like, what
they say, socialise as they say, if we want to speak, well, no, | have still a bit of a
problem with that, if | want to initiate the conversation.

Excerpt 5-48
Loy e Gl e Of caighaad a1 e e )5 Bl ol sSKill o) 5 o {...} :Father-A
o8] BN A 58S o) 5 Al s olady (5 55 ke 48 43 ¢ Al slabackground 4 el
X4y Srefer 1 e 4«
Father-A: [...] Still, I don’t have the skills uh for daily communication, and that is
related to so many things, to historical backgrounds, that within the past fifty years,
for instance, what has happened in this country and that, to refer something to the
past.

In Father-A’s excerpt, for instance, it appears that in order to socialise with the members

of the mainstream society, he felt the need to learn about the community’s history and
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culture. This reflects how participants tended to maintain their habitus of socialising with
people and talking about shared topics the way they did back in Iran. Here again, there
seems to have been a discordance between their habitus and the new conditions in which
they interacted with people. This also can be an explanation of how Mother-D, for
instance, perceived herself as a “boring” interlocutor (see Excerpt 5-45 and the
discussion). Furthermore, participants’ commitment to gain cultural and historical
knowledge of the dominant society in order to concur with the dominant taste, in
anticipation of gaining a greater capacity to speak and be recognised as a ‘legitimate’
member of the community, can reflect the mechanisms in which the symbolic domination
of the ‘legitimate’ language and its speakers is imposed on, and recognised and
internalised by, the subordinate members. These relations of power and the focus on
social group membership were also reflected in participants’ narratives in the ‘we/they’
and ‘us/them’ distinctions. For example in Excerpt 5-47 above, Father-D used ‘we’ to
refer to immigrants like him who sought social connections with the native English-
speaking members of society. He went on to reiterate an English word in his Persian

narration to show how ‘they’ as the native speakers as the owners of the language say it.

Overall, participants highly desired social contacts with Australian native English
speakers as legitimate members of the new community. However, their participation in
social communities of practice seems to have been mediated by the symbolic power
relations among members and the ways in which they positioned themselves and others in
these interactions. In fact, they sought a membership in the new community not only as
competent English users to understand people and make themselves understood, but
as‘legitimate’ members to be regarded as worthy to speak and worthy to be listened to

(Bourdieu, 1977a, p. 648).
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5.7. Summary

Drawing on the concept of communities of practice (Lave & Wenger, 1991; Wenger,
1998) and the notion of investment (Darvin & Norton, 2015; Norton, 2013), the
discussion in this analysis chapter has explored participants’ experiences of language
learning and practices after arrival. The chapter began by presenting how participants
came to a realisation of linguistic variation in English, including their own, and how
various English varieties were perceived as hierarchically ordered. Although participants
mostly came from highly educated backgrounds with years of learning English as a
foreign language back in Iran (see Chapter 4), after arrival they began to feel that their
language competences could not be of much help in the new society. This perception was
engendered when they experienced difficulty understanding people and making
themselves understood in a way that Mother-O, for example, likened to being J¥ s_s
(“deaf and mute”) (see Excerpt 5-8). Participants’ realisation of the disparity between
English as a foreign language learned before migration, and English as a societal
language, the desired and more valued form of English, led to a sense of lack of
confidence in themselves and their English competence. This sense of lack of self-esteem
and confidence propelled many participants into ‘non-participation’ in social activities
with those whom they perceived to be in the Australian mainstream. As a way to “repair”
their English in response to “situated expectations” (Blommaert et al., 2005, p. 212),
many participants took language courses. However, English as an educational subject
offered by language classes did not meet participants’ need for English for everyday
communication, and often led to their withdrawal from those classes. Even so, given the
importance of integrating into social and professional networks as soon as possible, they

kept investing in developing their communication language skills in various ways, by
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attending content courses or through self-study, for example, just as they had done in Iran
(see Chapter 4, Section 4.3). Many participants also expected that their English
communication skills would improve in the workplace. For most of them, however, their
workplaces did not necessarily fulfil their expectations. They found that they either had
limited opportunities to practise speaking, or their communication was mostly around
their professional field of expertise. Closer contact and informal socialising with so-called
native English speakers was seen as another potential avenue to achieving native-like
fluency. However, informal interactions, too, were not easily accessed by participants,

particularly as they often felt themselves to be undesirable interlocutors.

Overall, ‘mainstream Australians’ constituted the participants’ imagined and desired
community and they held high hopes about becoming part of it. Nevertheless, most of the
participants did not manage to establish a social relationship, particularly of an enduring
nature, with their desired community members. While this can be related to a myriad of
factors, participants’ concerns about their own and their interlocutors’ ‘face’ must be
considered a key explanation. In many cases, participants exercised their agency to avoid
participating in social activities, not only to save their own face, but also that of their

interlocutors.

In sum, the exploration of participants’ post-migration language learning practices has
shown that while participants were highly motivated to improve their English skills and
desired to have social contacts with Anglophone Australians, they seem to have had
ambivalent desires and sometimes little investment in the language practices of the social
communities that involved native English speakers. In fact, the perceived Australian
native English speakers seem to have been the very people who represented, or could

provide access to, the participants’ imagined community, and in whom they had the
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greatest investment, yet participants appear to have been most uncomfortable speaking to
them (Norton, 2001, p. 170). The ambivalent desire of participants, and their tendency
towards non-participation, could be explained with the concept of identity as a site of
struggle of “habitus and desire, of competing ideologies and imagined identities” (Darvin
& Norton, 2015, p. 45). Nevertheless, this chapter has demonstrated that under supportive
conditions, participants’ sense of self-esteem could be regained, leading to further

participation in social and professional contexts in the new society.
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Chapter 6: Children’s Language Learning and Use

6.1. Introduction

To answer the central research question about “how parental and child language learning
and use may intersect”, the focus has thus far been on parental experiences of learning
and using the English language before and after migration (Chapters 4 and 5). This
chapter now switches perspective and examines the pre- and post-migration experiences
of children’s language learning and use. Drawing on the notion of “communities of
practice” (Lave & Wenger, 1991) and concepts from (second) language socialisation
research (Duff, 2012; Fogle, 2012; Ochs & Schieffelin, 2012; Schieffelin & Ochs, 1986),
this chapter analyses the processes of language learning and practices of children with a
focus on sociocultural and sociopolitical aspects of the learning contexts. Children’s
agency is a key consideration in these processes, because it can explain children’s role in
their own process of language learning, and how it influences language practices within

the family (Fogle, 2012, p. 166) (see also Section 2.3.4 in Chapter 2).

Following this introductory section, this analysis chapter presents the findings in further
detail in two main sections relative to children’s language learning and use before
migration (Sections 6.2) and after migration (Section 6.3). The former deals with English
language learning at schools (Section 6.2.1) and in contexts other than schools

(Section 6.2.2). The following section (6.3) will cover findings related to language
acquisition and transition to the new environment (Sections 6.3.1 and 6.3.2) and the
factors and initiatives which played a role in the processes of language socialisation and
transition (Sections 6.3.3 and 6.3.4 and 6.3.5). The chapter then concludes by presenting a

summary (Section 6.4).
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6.2. Pre-migration English language learning and use

Twenty-one children within the age range of eight to twelve years old participated in this
study. The age range of these children at the time of arrival in Australia was between

three to nine years. Ten of these children had some schooling experience at primary level
in Iran but not further than year three, and the eleven others had no schooling experience

at the time of departure.

In total, twelve children mentioned having been exposed to English language learning to
various degrees and in different ways before migration. Four of these children received
some English instruction in their schools, and two from tutors outside school. Six others
familiarised themselves with the English language through childcare (two) or at home
from their parents (two) or through watching English-language programs (two). Table 6-1
provides an overview of children’s pre-migration educational and language learning

backgrounds.
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Table 6-1- Overview of children's educational status before migration

Ageon | Age & school Pre-migration Pre-migration English learning
arrival year when schooling
interviewed
Son-A 7 9yrs - Year four | Finished year one | Pre-primary and year one
Daughter-B 7 11yrs - Year five two months of Tutorials for 5-6 months before
year one departure
Son-C 9 11yrs - Year six | Finished year two | Pre-primary and grades one and
two
Daughter-D 5 9yrs - Year three -- Childcare
Daughter-E 7 8yrs - Year two | Finished year one | Childcare
and Two months | (Persian/English/Spanish), pre-
of year two primary and year one
(Persian/English/French);
International primary school (two
months of year two)
Daughter-F 5 9yrs - Year three -- --
Son-G 8 11yrs - Year five | Finished year two | At home taught by parents
Daughter-G 7 10yrs - Year four | Finished year one | At home taught by parents
Daughter-H 3 9yrs - Year four -- --
Daughter-I 3 9yrs - Year four -- --
Daughter-J 3 9yrs - Year four -- --
Son-K 3 9yrs - Year four -- --
Daughter-L 4 9yrs - Year three -- --
Daughter-M 7 10yrs - Year four | Finished year one | --
Daughter-N 5 8yrs - Year three -- --
Daughter-O 6 8yrs - Year two -- --
Son-P1 4 9yrs - Year three -- At home watching cartoons
Son-P2 3 8yrs - Year two -- At home watching cartoons
Daughter-Q 9 9yrs - Year four | Finished year two | Pre-primary
and one month of
year three
Daughter-R 9 12yrs -Year six | Finished year two. | Tutoring in grades one and two in
Also four months | Iran.
of year three
(home school)
before departure.
Son-S 8 11yrs - Year five | Finished year one | Pre-primary and year one

The table above gives a brief overview of children’s statuses before migration in relation

to their schooling and English learning. In what follows, I will examine in detail parents’

investments in their children’s English learning before migration and how parents and

children viewed the outcomes of those efforts. Overall, from parents’ and children’s

narratives | will demonstrate how, for most of the children, their English learning was

limited to familiarity with the English language at a basic level such as the alphabet and

some vocabulary items and short sentences. In fact, while the narratives showed a sense

of concern about children’s needs for English in the new country, most parents did not
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report much pre-migration child language learning. The only exceptions to this pattern
were the parents of Daughter-E and Son-S, who had made extensive investments in their
children’s language learning before migration. One explanation of the predominant lack
of investment in pre-migration child English language learning, as I will show in this
chapter, is constituted by the widely-held assumptions that “language learning in its

99, ¢

naturalistic environment is the best way”; “children can acquire English quickly and
effortlessly when exposed to the English-speaking environment”; and “the advantage of
learning English from native speakers”. These were underlying assumptions which also

affected the ways in which parents viewed their own experience of learning English as a

foreign language in Iran (see Chapter 4).

At the same time, it should be noted that parents by and large reported a more detailed
account of children’s English learning trajectories than the children themselves.
Therefore, parental viewpoints predominate in the following accounts although both
parents’ and children’s comments and viewpoints have been collected in this research.
Attention to children’s viewpoints will be particularly prominent where they complement

or contradict parents’ opinions and comments.

6.2.1. Language learning at pre-primary and primary schools

English language learning is not included in the compulsory curriculum of public primary
schools in Iran. However, many private schools offer English instruction as an added
bonus of their curriculum (Farhady, Sajadi Hezaveh, & Hedayati, 2010) and they often
charge relatively high tuition and fees (Borjian, 2013; Hazari, 2015). These private
schools, in fact, were closed down after the Islamic Revolution of 1979 in Iran at the time

of most parents’ schooling (See also Chapter 4). But they began to operate again as
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partially government-funded schools in the early 1990s (Farhady et al., 2010) and were

thus potentially available to the children in this study.

With the prospect of migration, and being cognisant of the fact that children would need
English in the new country, a few parent participants in this study invested their time and
money in enrolling their children in these private schools. As Table 6-1 shows, five children
received English instruction in private pre-primary and primary schools. ‘Pre-primary’
and ‘pre-school’ are terms interchangeably adopted in educational discourses in Iran
indicating a one-year period prior to the first year of primary school. Some of these
private schools, as reported by some of the participants, were labelled as ‘bilingual’,
because they included English instruction in their daily program but often in a different
time-frame (for instance in the afternoons) from compulsory instruction in Persian.

Father-S for instance explained:

Excerpt 6-1

A Gy Jayl 5 e SON-S Al Gl ) aitdly G jalea 54l (s> «SON-S 25« 2 W cFather-S
Cansl ) g Gl 42 ) 4l 50 (sl pae {1} 4l )0 (sts 2 w81 55 SON-S iy & alea
Aot edn Jlamy (S con ) 52 U e adid O Y gama a5y b 4S 33l (1150 (s (Bl (53 4S
S e IS Bl AT L et 3 ey Jlen e el a0 50 el ) {1} Adise G S (e 0L
31 ABCD Gid i ot 3b O s 50 LANUMDET ¢isa (0 4ad () 93] 33 o3l LA ol
JECTRN
AS el ) I a4 4588 ja NS e 430 1 gA0e jad BKAIE 4500 4S () sa i) - Mother-S
P Ol GRS a8 ge o) 8 K aly 5 L) Al
Father-S: As for Son-S, because we’d had a plan for migration since Son-S was born,
until things got sorted for our migration, we enrolled Son-S at a bilingual school [...]
The bilingual schools in Iran, because they have a compulsory educational syllabus
that must be covered, usually everything’s taught in Persian usually from eight in the
morning till twelve, one in the afternoon.{...} Then from twelve to let’s say three,
four o’clock in the afternoon, they work with them in English. Very simple English.
They read stories to them, teach them numbers, teach them ABC.
Mother-S: In a way that they could sing songs well. They had spelling tests. Every
week they had a list of vocabulary words which they had to learn. At that time he was
six years old.
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Daughter-E was another child who experienced English learning in a private primary
school following her English language learning in childcare (see Excerpt 6-6). Daughter-
E completed year one in a primary school which offered English and French as foreign
languages. Furthermore, for her second year of primary school (starting less than two
months before departure), Daughter-E’s parents were able to enrol her at an international
school which contained mostly non-Iranian students and in which English was used as the
medium of instruction. The international schools in Iran, in fact, have two divisions: a re-
adaptive school for Iranian returnees to Iran who need to readjust to the Iranian system of
education; and another division which offers the International Baccalaureates’ 1B
Diploma (Tehran International School). The latter division was in fact created to serve
non-Iranian students, but they occasionally enrol a few Iranian students, too. For
Daughter-E, the international school seems to have afforded a greater opportunity to

develop her English both in terms of spoken language and literacy.

Excerpt 6-2

P el G Gl Ol Glalae 535 A Gl (L) a8 L) e e 4S sl W3S cFather-E
el (s pae {1} 25 aly (G 8 5 0l 6 Sl g il IS (0) s 55 :Mother-E
S an ale 53 (S ab Lyl (et () cad e Al a4y u g plai Lal 5y e g (e3IS
|y ol (ia L) 5 jae Jall (g dn e Al oy e (ALl gt s JALS) cpl a2 Ol
GBS 5 pen s sanl 2354 S oL hundredths s tenths s units «iSeas Jl8as (ka0 ¢S
s2a g LIS ) () 0580 e 202 53 o0 Wada (5 m S0 053 250 48 8 2h s Waig) (pe ) 2 S e
Ll e g (o siladaa €3 g3 ol Ll 31 () 580 €2 g0
Father-E: When she was in grade one, her language was also very good at the time
and her teacher was very pleased with her language.
Mother-E: She didn’t have a problem with speaking but she didn’t know how to read
and write at all [...] for her second year of primary she went to the International
School where all the subjects were taught in English. For this reason, the last one or
two months when we were still in Iran, she went to the International School, yes. She
went to the International School and there, even for maths they wouldn’t say like
lyekan, dahgan, Sadgan/, but they had learnt it as units and tenths and hundredths.
This way they did addition and subtraction. Therefore she had learnt it there. Because
there were a number of children one of whom for instance had come from Canada,
one had come from England, and there were also their teachers and so on.
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While both Son-S’s and Daughter-E’s parents reflected a sense of satisfaction about the
outcome of their investments in private schools, Son-C’s parents seem to have had a

different evaluation:

Excerpt 6-3

AS i e 4l ) o0 IS gaialy e by Gu;di_':\ A8 e sMa ) 3 e )l S8 9 Son-C :Mother-C
Loy Solides sea)led g Jliaasy Jea o3 50 Bag Ly 63 (g4 ya Jlayod j g el
5 Bl Gl onatlB) 2l L) 4S SON-C L2 55 (sie (IS Shial i a (s 250 (ol DS 4
S s Codl Fi e (AUS a0 e ) S (Sl (b ey ) calid e ) il
Aty gy oS Sl & 5l Son-C :Father-C
= 53, aaly Jidy 5y W il i :Mother-C
Db e B il i Jla s gl 50 (Sl 031 55 €252 ) ) (65348 (S )= : Father-C
Aid 5 Ol Kol Ladl 5 4S8 anil 00 S IS Gilal Lo U jum 4l 43 5 05 g Waay ) a5l aa
RPN RTINS PU S TR PR
Mother-C: When Son-C was in Iran, he went to a school where they taught English
and he went to a bilingual school where they offered the curriculum up to 12 o’clock,
then it was lunch time till twelve forty, then it was the English class from twelve forty
to a quarter to three. But in my opinion it wasn’t useful at all. When Son-C came
here, English was familiar for him. He knew the vocabulary. He had gone to English
classes from five, six years old. He could talk very little.
Father-C: Son-C had gone to English classes since he was five years old.
Mother-C: you know, he was more comfortable with the vocabulary and=
Father-C: =For someone in that age who was living in Iran, if we want to consider an
average level of English, well, he was much better than other children. But not in
such a way that we had been working with him so he’d be utterly prepared for this,
but at a level that he wouldn’t freak out. He was not a hundred percent dumbfounded.

In this and other examples, it became apparent that parents invested in private schools to
develop their children’s cultural capital in terms of their English abilities, so that in return
it would be “useful” in the new country. To this end, the children’s achievements seem to
have been evaluated by their parents “on a continuum of layered scales” (Blommaert,
2007a, p. 1) with local (contexts of Iran) and global (contexts of Australia) as its
extremes. In fact, given that English was not required in children’s daily life in Iran,
children’s achievements at a basic level including having a fair vocabulary could have

been regarded as a privilege in the context of Iran. However, considering that this level of
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competence could not be of much help in an English-speaking environment like

Australia, children’s language learning and achievements can be undermined.

Son-A also had received English instruction at his school. However, his learning differed
from that of Son-S, Daughter-E and Son-C in that English was taught as a subject for a
few hours once a week. Nevertheless, Mother-A reflected a positive attitude towards the
English instruction at Son-A’s school and seemed convinced that his achievement was

commensurate with the way English was instructed at his school:

Excerpt 6-4

S i y2e A0 353 4 R 2l 4 e 5 S358 e )2 4S (5> (38 2x 2 SON-A :Mother-A
plas (955558 48 35 (5 ) 5o Uil 20 (ixg 20 b () 22 IR 5y (sla dsns s ) ) B2 A L)
3530 SalS (g Heda U ) 50 S0 MM aialace 2h gl o) 43 s (i Dl 2ty ()

1) ot il g pa g 1) agae sl 4S (g3 s Gxed 50k s IS JSE 40 (e

A Ak xily
Mother-A: For Son-A, it was at the same level that he had learnt in childcare and at
school. However, his school, when he was in year one, they themselves were also one
of those institutes offering language courses. It means that his school was in a way
that they themselves had language teachers who, like, taught English very seriously.
For example, one day from morning till noon it was all about the English language
like in the form of shapes and games and so on. He knew English at a level to know
some general vocabulary and the English alphabet.

Daughter-Q also was exposed to the English language in a private pre-primary school.
However, for her grades one and two and a few months of three before their departure,
she attended a public school where English was not offered. So she had almost forgotten

what she had learned in her pre-primary school by the time of arrival.

Excerpt 6-5

¢ MM\ A;JAJJQ:'JUMF@S&\AA}\ MJﬁM\ﬁ@A}M}@MJ%L_&A :Father-Q
O Skl s e ) 58 i by By ny 252 438 ) (3l 23 5) Letie <this is @ house «door <o)
s I e 1) b e Lyl s s 58
Father-Q: We had enrolled her at a private pre-school. She had learnt like a few
words such as for example uh door, this is a house. But she’d even forgotten that.
Meaning, when she went to primary school in Iran, because there was no English at
all for about three years, like, she couldn’t remember anything.
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Apart from learning English at school, some of the children also were familiarised with
the English language through childcare, private lessons or at home with parents or by
watching English language programs. These will be presented in further detail in the

following section.
6.2.2. Language learning in contexts other than schools

Eight children became familiarised with the English language through childcare, tutorials,
and at home with their parents, or by watching English language TV programs. Daughter-
E and Daughter-D began their English acquisition journey in childcare centres in Iran.
For Daughter-E, her language learning in Iran, in fact, started from childcare through to
her primary year one and a part of year two (see Excerpt 6-2 and Excerpt 6-6). Daughter-
E’s language acquisition process in childcare comprised a large part of her parents’
narratives about Daughter-E’s language learning trajectories. This detailed account
indicates the value Daughter-E’s parents placed on the English learning through
immersion, as offered by Daughter-E’s childcare centre in Iran. English during Daughter-
E’s childcare was a means of communication along with two other languages (Persian
and Spanish). So, to the great satisfaction of her parents, Daughter-E was able to speak

both foreign languages at the end of her childcare course:

Excerpt 6-6

A 2 S S i an (Sl 50 5 e So Sage (Sl s ) Daughter-E :Father-E
i) 53 48 Al gn a2 3 (sale (s e 4o 4S 23 e GBS0 S 0ga 48 (55 il pb (o)
AR e Cuna oLl aa 5 S G K o
{..}
Lol ) (S92 0 i (Sl 4duas O o580 2SI (o e U 4 4dies Gl aa ol :Mother-E
Aa a9 5 e i (el Adinen

Father-E: Daughter-E went to a childcare from two years old. Since she was two

years old, she practised Persian, English and Spanish. The day that she finished
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childcare so that she would start normal school, |1 remember that she could speak both
English and Spanish.

[...]

Mother-E: They always had three instructors at the same time. One of them always
spoke Spanish. One of them always spoke English and one of them spoke Persian.

While Daughter-E’s parents reflected a highly positive attitude towards her English
achievements, Mother-D did not seem to value Daughter-D’s English learning in
childcare at all, to the extent that she did not even think to mention it in the interview. On
the other hand, interestingly, Daughter-D appears to have a different opinion about her

English learning experience in Iran, as she recounted:

Excerpt 6-7

(sl i s a3 53 ol 4S5 s :Daughter-D
i 52 (5 ) 522 :Shiva
childcare s& sl 545 ()0 {...} Balae 2b sl L L )l (553 61 o) : Daughter-D
PCPTR
Daughter-D: Because | knew English myself but
Shiva: how did you know?
Daughter-D: Oh, um, they taught us English in Iran [...] because | also went to
childcare in Iran.

In a follow-up phone conversation to find out more about this contradiction, Mother-D
mentioned how she had considered the English taught in Daughter-D’s childcare in Iran
as being so trivial and insignificant that she forgot to tell about it in the interview.
Moreover, she seemed surprised at hearing how Daughter-D had reflected on her English
learning in her childcare and how her learning experience could have helped her in the

new environment.

Daughter-B and Daughter-R also received English instruction from English tutors. Given
their plans to come to Australia, Daughter-B’s parents for instance decided to hire a home
tutor a few months before their departure to familiarise Daughter-B with some basics of

the English language:
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Excerpt 6-8

alaa Slie 2a ) cAagdy a3 e Lo s AL A4S a5 Gl ales oo i Jlea 4 48 _SE :Mother-B
20 Gl s 43 60 hasic L sla
Ag camaa LA 45 :Father-B
aS e g gl gy S aS skl (50 e 3 Jan s degd e Jilas 5 :Mother-B
EPORTEPRL PPy
Mother-B: I think for about four or five months she had a tutor, so that when she was
talked to she would be able to understand, and to be able to answer with very basic

sentences.

Father-B: No, her skills were so poor.

Mother-B: But at least she could understand. She wasn’t like, you know, she wasn’t
like a person being placed in an environment where she knew absolutely nothing.

Daughter-R was the other child who had English tutors in Iran. In fact, her language
learning dated back to the time when she was living in India with her parents and an
English-speaking nanny from India, until they returned to Iran when she was two and a
half years old. At that time, as reported by her parents, Daughter-R was able to
understand and produce some English words and sentences. However, given that English
was not used in her everyday life after they returned to Iran, she lost most of her English
skills. That is why her parents invested in her further English learning through tutors who

were ‘native speakers’ of English.

Excerpt 6-9
Jath K o) pmpad jilin slealaa aiit ) ad Ol ) Le iy Adined i) e ) DS :Mother-R
G e ) i (s a5 3050 a8 native 48 lealee iy @il ai b3 S e
A A Gl )l LA 535 (ol
Mother-R: She always went to English classes. | mean when we went to Iran [we
hired] mostly private tutors, I wouldn’t send her to language classes, but we hired
tutors who were native speakers even. But well, her dominant language was Persian
and her Persian improved so much.

It should be noted that there are many native-English speakers, for example from Canada
and the UK, who live in Iran with their families for diplomatic and/or business purposes.
There are also Iranian bilinguals born in English speaking countries. However accurate

data about the native-English-speaking population in Iran is not available.
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As another way of language preparation for the purpose of migration, some parents also
attempted to familiarise their children with the English language at home. Mother-G for

example said:

Excerpt 6-10

) (y34ie 538 58 (bl 55 Cagpm a5 an 50 cad Se IS N Lo b 2353 :Mother-G
3wy ¥l ¢ ad alaa (g 250 g0 Al an Cand U slaiy U Jea Dlie dgan 50 ol andly aly ) il s
Mother-G: I myself worked with them at a level where they could know the alphabet,
to learn the name of animals. Perhaps they knew about like forty to fifty words, but
they couldn’t construct a sentence.

Mother-P also described how she got her two sons, three and four years of age at the time,
to be exposed to the English language through children’s English-language TV programs.
In doing so, she stressed that she chose such a fun way because she wished her children
only to become aware of the existence of another language so that they would not face a

language shock in the new country:

Excerpt 6-11

W o)) sale (555250 (UIS Al G Jah 213000 2y oy i) ) sl 4S (5 )yl 8 (5e :Mother-P
ol (LA b (S 0 Jle ) ladan pa pada Baby TV . Baby TV aul 42 0l 58
i 350 S e (5 281 4S ) shaisan Lyl Gl a5 50 (e [, e 3 pl) 55 a0 ol
4 o oa (o) 4800 (L) 4 48 Ay L (500 K o Lyl 880 {1} e 03 Se (055 50 003
(el Sl caind 3 )5 ASGE8 5 adl 5 0 (s Adls Gt LA i 3l 5 4 LA O sdies e S
L3 g1 aly
Mother-P: I didn’t insist to teach them English. But there was um a satellite channel
in Iran named ‘Baby TV’. ‘Baby TV’ was aimed towards children under five years old.
Like, it taught English in a very simple language [...] I just turned it on and kept it on
for a few hours a day whilst they were playing [...] I thought let them become aware
that another language exists too, so that when they come, it wouldn’t hit them as hard,
it wouldn’t be too difficult. But pretty much, when they arrived, they didn’t know any
English at all.

Implicit in Mother-P’s narrative is the assumption that children at younger ages can learn
English quickly and effortlessly when they are heavily exposed to the language in its

natural settings (MacSwan & Pray, 2005). This underlying ideology could explain
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Mother-P’s rationale for not ‘insisting” on her children’s English learning before
migration, and the sentiment is prevalent in other parents’ narratives, too. For instance it
manifested itself in the ways in which Daughter-B’s parents hired a tutor for her only for
a few months closer to the time of their departure (see Excerpt 6-8), or in Mother-B’s

response to her daughter’s concerns about English learning in Australia, as shown below:

Excerpt 6-12

S8 e g ) () ) g sa a5 (sl 534S, :Mother-B
Mother-B: Because you are still a child and your brain is young, you’ll learn English
quickly.

Overall, the data revealed that being aware of the need for English for schooling and
living in the new country, many parents made investments of money, time and energy.
However, their attitude towards their investments seems to have been affected by the
underlying ideologies of language learning particularly “children learn English quickly

and easily in a naturalistic environment”.

In what follows, I will present children’s encounters of English learning and use in the
new country. | will particularly demonstrate how language-related experiences of children
could affect the beliefs and vision their parents held before migration about their

children’s language learning.

6.3. Post-migration English language learning and use

Having reviewed children’s experiences of English learning and use before migration,
this section presents the findings of the data relative to children’s English learning
particularly in relation to their transition to new schools in Australia. In particular, this

section deals with children’s second language acquisition not as merely learning a set of
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linguistic codes and lexico-grammatical rules, “but learning as the struggle for

participation, and its potential consequences” (Pavlenko & Lantolf, 2000, p. 155).

Overall, children’s accounts of language-related experiences were diverse. However, the
complexity of language acquisition and transition to the new community as a whole
appeared as a commonality throughout the narratives, as did the emotional and
psychological impacts on children as a result. This complex process was described by

Father-G:

Excerpt 6-13

48 s 5 0l ol e Jasma (5 55 (A o la il (A LA sy 55 oS S el tFather-G
4w Az O Yla el 2 Sl a8 e 4y 8 (i Jle s m claigl 0 35 D) 2 (o0 D

L5 o0 SR D) A () s
Father-G: Just imagine, it affects the kid enormously. My child, for instance was in a
Persian-speaking environment, which he enjoyed, then you suddenly bring him to an
environment where he doesn’t know anything. Well, this kid becomes affected, he
becomes psychologically affected.

Overall, it emerged from the data that children faced challenges in relation to their
transition to their new schools mainly due to their English inadequacy. The immensity of
these challenges could be largely related to level of English communicative competence
at the time of entering school. This became particularly evident from the analysis of data
relative to two groups of children: those who came to Australia under school age (three to
four years old), and those at school age (over four years old) who had to attend school
shortly after arrival. The former group seems to have had a smoother transition to the new
school, because they had a greater opportunity before entering school than the latter
group, to get prepared, both in terms of English abilities and familiarity with the
environment. In the next two sections, | will present the findings of data related to these
two groups of children. In the analysis, Lave and Wenger’s (1991) notion of

‘communities of practice’ is adopted, since this notion can offer an analytic function in
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understanding children’s “L2 acquisition in its sociocultural/political context” (Kanno,

1999, p. 126).

6.3.1. Language-related experiences of children under school age at the time

of arrival

Eight out of twenty-one children were under school age (three to four years old) at the
time of arrival (see also Table 6-1 in Section 6.2). Therefore, given that schooling in
Australia normally starts from the age of five to six years (Education Public Schools,
2012), they had at least one year, before they had to attend school. This group of children
as reported by their parents had limited, if any, English when they came. During the time
until they began school, however, they had a chance to acquire English through fun
activities and play which could also afford them the opportunity “to experience the
endless evolving ways of seeing and feeling the world around them” (Kirova, 2006, p.
192). Such experiences helped them adapt more smoothly to school than many of those

children who had no such preparatory opportunities, as will be discussed in section 6.3.2.

Mother-I and Father-1 for instance described how they sent Daughter-I to a childcare

centre to help her develop her English abilities and interact with her peers:

Excerpt 6-14

59 Slie a8y 2a 2 43 55 V) i childcare Daughter-1 (&b Jlea U < e Ly 55 :Mother-1
childcare 45 )3 55, 4w piSae S 284S Al Jlea el (Alls Ganed 4g ally a8, aiia ) )
S e
Ady ysociable J)ae 45 o 80 Al e 4y L) pd A4S 2 Gal e pa (REEIX 1% :Father-]
b R ol A phe ) AS ad |y Ay 5 A jhe 350 4% 4S a8 dari 5 Jlles ) 2 45 5 :Mother-1
Mother-I: You can almost say that Daughter-1 hadn’t been going to any childcare
regularly until she was four. Maybe she’d gone like two days a week or so, something
like that. But when she turned four, | think she went to childcare around three days a
week.
Father-1: We sent her to a childcare centre mostly so that she would learn a bit of
language and become a bit more sociable.
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Mother-1: And then from four and a half years she went to school and learnt the rest at
school.

Mother-L also described how she provided Daughter-L with an opportunity to practise
the English language through play with English-speaking peers in public playgrounds and

parks.

Excerpt 6-15
DS pian 88 ) {LL ) {oin] a3 me SOb Haoon shl ele i (e i 585 5b 1l :Mother-L
e ) bl g a5 a0 ab jas o3 ESL LIS (5 58 4500 Daughter-L 4S 28 &ebiaS 2 g il se
b B Ak 5, Gl Ol 4S8 () s IS 4 o) 4350 (y sEmotivate sk Lds b 4 aS 2 lla
AR o o p Y b an ol baidmaS Bl pan a0 Sesk
Mother-L: Believe it or not, | took her to a park every day for six months [Laughs]
[...] I think this was one of the reasons that Daughter-L did not need to attend ESL
classes. There were a lot of kids and it was really interesting for me to see how
playing could motivate children to do something. In order for her to learn the
language, playing was like a tool that allowed her to communicate with the children
in any ways possible.
From this and other examples it became apparent that through “possibilities offered by
the learners’ environments and their agency as learners” children could develop their
English abilities (Norton & Toohey, 2001, p. 314). In fact, Daughter-L’s English
acquisition could be a by-product of social activities in her new community, the main
function of which was not necessarily language learning, “but learning something else,
including how to participate appropriately in social activities” (Lantolf, 2011, p. 25). This
notion can also explain how some parents had a better evaluation of their language
achievement in content courses than in language courses in Australia (see Excerpt 5-28
and the discussion in Section 5.4, Chapter 5). In Daughter-L’s environment, language was
not perceived as the most essential mediator of social activities and, so, her English

deficiency did not seem to constrain her participation in community practices. On the

contrary, it appears that she could take on a central role in her community by bringing her
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‘leadership skills’ to the attention of her peers and making herself a desirable playmate, as

reflected in the excerpt below:

Excerpt 6-16

S (48 (e (e 4y {2028 BN Sy 52 4S) Awila (pes 4S 25 0l lls :Mother-L
R 32 28 ea 5, W g Oyl (e ) {o2ia) 4 samanager oS o8 (g e b (g0
O e 4S Ugl W (puiamy cdaals e () 4S auae {1} o) Ladly 50y An 40 iewdine Lyl 2ay
s 5 e a5 A se ) {oid) bl JUis pne (e sd Gla O pSlnl) a 0 ll) yiu)
ASe {Cula) a5y ded Dle amy oLl L clad5) Sl
Mother-L: It was interesting that this lady [whom Mother-L met in the park] told me
“look your daughter doesn’t know English, but see, she is a good manager” [Laughs]
She was right. She gathered the children around her, then they sat down, | was
wondering with what language really [Laughs] [...] I observed how she was like with
everyone, some of them who came there were Australian and their English was very
good. But I could see how they were following her [Laughs] she was running while
saying for instance “you go over there”, all by pointing, then she was like [directing]
everyone.

Mother-H also described how in addition to learning English in public spaces, Daughter-
H could learn English at home through watching TV. In doing so, as mediated through
her parent’s account, Daughter-H herself did not seem to sit idle like a ‘sponge’ to ‘soak
up’ the language, as is often portrayed in popular discourses about young children’s
language acquisition. Rather, she seems to have played an active role in her process of

English learning:

Excerpt 6-17

Coa oS Hba S 3 sl 3 { ) b childcare Gha (e 4iia 3y 55, <SG :Mother-H
5Bk 5 s sl sl el playSChool s & s 3o sb aiSae JSE {1 b Se db a3 e 03
"EAS a0 i o Gl A e s SIS 5 Al L ar i A
Mother-H: She went once a week, she didn’t go to childcare a lot [...] she learnt from
the TV, the streets, parks, and listening to people talking [...] I think she watched TV,
she watched Playschool, the TV programs, and she herself was so clever and curious.
She asked ‘what did she say? What happened to that?’

Overall, it was clear from the data that children who arrived in Australia at early ages

(under school age) had the opportunity to become familiarised with the new language and
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the new environment through participating in social activities in communities which
could grant them “the right to participate in community activities” (Toohey & Norton,
2003, p. 69). This access helped them develop the context-embedded language skills
necessary for interpersonal communication (Cummins, 1982, 1984, 2008) and to claim
the right to speak when they entered school. On the other hand, for other children,
particularly those with limited English abilities who had to attend school shortly after
arrival, the situation appears to have been more challenging. For these children, while
they had not yet developed any context-embedded language skills to communicate with
people surrounding them, they had to “handle the context-reduced communicative
demands of an all-English classroom” (Cummins, 1982, p. 6). This will be further

discussed in the next section.

6.3.2. Language-related experiences of children at school age at the time of

arrival

Thirteen out of twenty-one children were at school age at the time of arrival (5-9 years
old) (see also Table 6-1 in Section 6.2). Among these children, ten had some schooling
experience back in Iran and three started schooling from kindergarten in Australia.
Overall, the ways that most parents and children described language-related experiences
of children after arrival depict a distressing picture of their transition to their new schools,
from starting with little or no capacity to communicate in Australia, until they developed
linguistic abilities in order to establish a happy social life. For younger children in lower

grades (e.g. kindergarten and year one), it appears that their difficulties related mainly to
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language inadequacy for interaction with teachers and peers. However, for those in higher

grades, their educational demands also added to their challenges.

The three children who started schooling in Australia were reported by their parents to
have been under immense mental pressure when they started school due to their inability

to interact with their peers and adults around them, as the examples below show:

Excerpt 6-18
1p 28 Cud) LA £ dan 4850 b (o gt o (e 450 3 5Ae 430 () 3 G - Mother-N
ASS ) Bl )l Ca ginai 4S Gpar HhlAy b Gl 0l ) O se
Mother-N: Look, even when this kid wants to say “I want to go to the toilet” she

doesn’t know how to [...] she was really tormented because of these, because she
couldn’t communicate.

Excerpt 6-19
3 K i) LA Gaea i 590 b (g b €8y ca 4 )2 Daughter-O «< Jsl :Mother-O
S Slitda g JLA 5 G Gl g A Jgl Aty (L) 05 i3I Gl 5y ) Sadlany S
Mother-O: When Daughter-O first started going to school she didn’t know anything.

Because of this she was really stressed. I mean this had really affected the kid [...] the
first week was extremely hard for her. It was so dreadful.

The inability to communicate also could cause a state of ‘silence’ as, for example,

Mother-F reported:

Excerpt 6-20

L0 G ab 23S SO el o )i S :Mother-F
Mother-F: For an entire term, she did not speak even one word.

Daughter-F’s ‘silence’, in fact, seems to have been an agentive behaviour, because it

appears from her parent’s account that she was aware that she had been refusing to speak.

Excerpt 6-21

3 Jsl g e (s G aay a5 g8 (i i€y 0l g Gle 534S a3 Sy ) ax :Mother-F
"€ad 3
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, {}
i 4500 a0 Se S8 JHIY Vla 800 4333 oy 43 el (l 4S il se Ly 55 L o :Father-F
=cshil a4 2g00d bye sy
A5G A s 4elS SO = :Mother-F
Mother-F: After one term, when her term finished, she turned to me saying, in the
following school term, she said ‘do you know that I didn’t talk at all in term one?’

[...]

Father-F: well, we pretty much knew that she couldn’t speak. Well, like, we thought
at least a hi or a goodbye or something like that=

Mother-F: =but she didn’t speak even a word.

In the field of ESL acquisition of children entering early year settings, many researchers
have observed a ‘silent’ or ‘nonverbal’ period of transition during which some children
may consciously engage in “virtually no verbal interaction with English-speaking adults
or peers” (Saville-Troike, 1988, p. 572). In fact, children may completely refuse to speak
in the new environment where they come to a realisation that their home language is not
understood and their second language skills are not adequate for communication with
people around them (Tabors, 1997). Nevertheless, it is suggested in the literature that the
role of silence in the process of ESL acquisition needs to be understood “in the wider
sociocultural context of home and school” (Drury, 2013, p. 391). This is a view that can
help teachers and educators better understand the child’s sociocultural circumstances
before making any judgements and to adopt effective strategies to assist the child.
However, it appears that this was not how Daughter-F was treated at school when she

refused to speak. In effect, her teachers appear to have suspected a speech impairment.

Excerpt 6-22

a4 e M B 5 4 U s b Lgalno 2l b 5l 40 LA 4 j2e i ea Ll :Father-F

a0 b il andlas JICE) aalSE Lalal 5 Slal cpl edd 3o Ca a4 g Shal cpn B0 Jige isae 233 6l e

= () 1238 R A Slla by JH

s a3 L= :Mother-F
Father-F: Here at school she was really under pressure. Sometimes the teachers even
took her, brought a Persian student, they were like “ask her if she can speak at all, to
check if she has speech problems” or maybe, like, she suffered a lot in this process=

Mother-F: =it was very hard for her.
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Daughter-F was also ascribed an identity as “shy” or “unintelligent” which her parents

did not agree with:

Excerpt 6-23

sl (s Al o eilan 4l (A yme 258 555 5 SHY b OV 28 Gely (o) i :Father-F
502 G yra skl il (s 208 sl ()8 (L) 8 s e el el i s e ol L
Addinin 8 BT ) ds (ol 4S 3 g0k () Bl Dl (phan LA
Father-F: Well, this caused her now to become very shy and isolated, or at least to be
mtroduced like that, however she doesn’t have such traits, after all she is normal,
yeah. After all she wasn’t like that in Persian. But there, she was introduced like that.
Her level, for instance there was an impression that this kid has low intelligence.

The effect of misjudgements of this kind, meant that children had to struggle to claim a
more powerful identity than the one imposed on them, but it was most likely that their
educational progress also could be held back in classrooms. For example, in Mother-N’s
excerpt below it is reflected how she had a perception that Daughter-N’s academic

abilities were misrepresented:

Excerpt 6-24

(G g 5 Nl sA aa ) e “L‘%Jgu‘ Ay gl <ils Daughter-N o5 )85 3 e :Mother-N
252 {o5 R} AT Ghnal ) e aaine (e e (s {1} 2 e s 4500 gla 4 ) fs
ax 4 omb) {5 B} ot i Ghalea 4 cdiSae (BB 613 (B3 5A (aiSe (O a3 (e p2die (g0 Sl
13 ) p alifa (5l 05 8 Gl a2 0e aanii 5 s Ag Cilide (slea s K4y {1} 4l Cile
Ci co_iinly o5 8 a 538 o iYL 05 R o 93K Niasghie 9l gd s Az sa
Mother-N: Well, I was worried, because Daughter-N was learning the language, both
the language and reading and writing, you see? She was far behind other children [...]
but like, I could see that, for instance for her maths, she was in the lowest level
[group], but for instance | could see that | was making an effort, and how she herself
was trying, then | told her teacher so why is it that her maths [group] is like this [...]
they divide the children into different groups and they name each group. But well,
children themselves can realise which group is higher and which group is lower, you
know?

Many children who had previous experience of schooling back in Iran, were similarly
reported to have undergone a distressing transitional stage particularly due to their limited

English. For instance Son-A, who had learned some English at a basic level in a private
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school in Iran (see Excerpt 6-4), faced communication difficulties which caused him a

sense of anxiety, as his father reported:

Excerpt 6-25

Sl 035 8 e Jsl s 5" 4B A8se (e 4 o Adisan 35 0SS LA Son-A :Father-A
o (e ) A gyw)megw” " saised Db S L anidne il (Sae o Ll adiegiial
o b (o) 4Sae Joka a8 (e 5% 4S ey
Father-A: Son-A was so worried and he always tells me. He says ‘I was so confused

in the first days. I completely couldn’t understand what they were saying. I could only
hear blah blah blah like this.” And it was truly like that. Well, he would ask me ‘dad,
how long will it take for me to learn English?’

Mother-Q also described how Daughter-Q had a hard time in her initial period of

transition to the new school:

Excerpt 6-26

Jst s Slila ca gy rme LA 05 joa L aS 350l aS il ) 45Daughter Q :Mother-Q
mu_uasul\:?i_mbd\jcu?i_mwb A.mbd.\S{bJ.\A} ?.\S‘)ﬁcu.mj;
Mother-Q: When Daughter-Q first came, she was like, she was so anxious. Poor
child, as she herself says, she had like an extremely [Laughs] hard time. Seriously,
seriously she became so anxious.

Overall, it became apparent from the data that children’s English inadequacy and their
inability to communicate properly caused negative impacts on children’s psychological
well-being. The traumatic effects manifested themselves in narratives by terms such as
‘stressed’, ‘dreadful’, ‘tormented’, ‘under pressure’, ‘suffered’, ‘worried’, ‘anxious’,
‘confused’ and so on. These difficulties, experienced by children and observed by
parents, made some of the parents question the perceptions they had held before
migration about children’s ease of language learning. This was clearly described by

Father-G who referred to this assumption as “absolutely ridiculous™:

Excerpt 6-27

G {n) paS ol aladss Ga 50 e Sae aiS e () e i el 2253 Uy a8 :Father-G
mwwaw)&)m‘;u‘mueawaw)sﬁud\m J;).\SGAJL}\_)UDJL\.}\?.&_\AcJJULU
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o 3 sl 4% R oy sl dm Jls 4 ccudin Gl Dasoa Ya 1 oJl 4 ¢ Jl i e & ¢l
5 e L B8 (ol A Cgac (9 e caiala aly (i Cuna g jge b yole gy Kl Lad 4S )l
cmaby A gAy dmy o 5 AS can (Gped 4y (e 5 Gl (6 A (0 4S5 () A (e Cuna
U Ol aiSe S8 (e 5. o dg A (sl it 0l {1 2080 3baa |, DM (8 5 science s psle
pdsa (e S i (Sl Cpl 40 ol Lol Al (S G AT U iy 3 4S 0 U ol 4l aa )
O Fadla ghoals i Bb 5 o) ) A adliele Gba LA YVl cig re 00 4S a3 S (e i dadiiag
ASaizme jaa S Shal Xl e o) 4ale i da Dlie 4S 233 S e JSE W aamy 4S 4nyl
Father-G: Sometimes | really really blame myself and I think | have done injustice to
my kids [...] as for the language, we say they will learn the language. The child who
is let’s say in year two, that is the year two for instance would be nine years old, say
like eight years old, nine years or about. Within these eight, nine years, the child has
learnt Persian, and after all the Persian that mum and dad have taught them
beautifully with love and affection, you know, uncles, aunts, beautifully with love and
affection. Then for this child you want to reach their English to the same level, and
they just only now begin to learning maths, science and science and this and that as
well [...] This is difficult for the child in my opinion. And I think this will continue
on forever, 1 mean not forever, but until the end of their childhood ages. This is not as
easy as | myself thought, well, as they say, it is very very simplistic and naive that
some people thought that for instance the child could learn within six months. This is
absolutely ridiculous.

Lantolf and Pavlenko (1995, p. 110) argue that “from the sociocultural stance, learning a
second language entails more than simple mastery of the linguistic properties of the L2”.
In the same way, it became apparent in the excerpt above how the process of L2
acquisition can be fraught with complexities. The complexities that Father-G observed
not only involved attaining language skills, both interpersonal and academic, but also

related to children’s development of sense of self and belonging in the new environment.

The difficulties of gaining mastery of English language for ESL students both in terms of
conversational skills and academic language have been evidenced in many studies.
Collier (1987), for example, in her meta-study of data related to 1,548 students with
limited English proficiency, found that children may need four to eight years to achieve
grade-level norms of native speakers in all subject areas of language and academic
achievement. In the same way, Cummins (2008) introduced two concepts of BICS (Basic

Interpersonal Communication Skills) and CALP (Cognitive Academic Language
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proficiency) to draw educators’ attention to the complexity of second language learning
and to problematise the ways in which L2 learners’ skills and achievements may be
assessed on the same scale as their English-speaking peers. According to Cummins, it
might take about two years for an ESL learner to achieve the BICS and at least five years

for the CALP (p. 73).

While research shows how challenging it can be for ESL students to achieve academic
success, the situation was exacerbated for children who arrived in the middle of the
school year. In fact, the school calendar differs in Iran and Australia due to their location
in different hemispheres. In Iran which is located in the Northern hemisphere, the school
year lasts from September to June when the summer holidays start. In Australia, however,
the school year spans from late January to mid-December (Hughes, 2000). Due to this
time difference, for many families who departed after their children had completed a
school year in Iran, their children had to join Australian schools in the middle or towards
the end of the Australian school year. Moreover, these children were placed in a grade
according to the age-appropriate policy (Australian Curriculum, 2015) regardless of their
language and academic abilities. Under these conditions, on the one hand, they had
missed a part of the curriculum, since a part of the year had already gone. On the other
hand, they had to focus on learning English which often involved pull-out ESL classes,
thereby missing a part of daily instruction they could otherwise attend (see for example
Excerpt 6-37 in section 6.3.3). Daughter-G and Son-G, for instance, had completed year
one and year two, respectively, before departure and their exposure to the English
language had been only through their mother who had taught them the alphabet and some
vocabulary (see Excerpt 6-10 in Section 6.2.2). After arrival, they were both placed in

higher grades than their previous ones although only a few months remained until the end
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of the school year. Father-G and Mother-G poignantly described this “disastrous”

situation.

Excerpt 6-28

o bl Gpa 18 ) 5 s (g phladia 5 58 ) e WAsa ) (SR b 50 0 tFather-G
Sle Ll A ol O sy LIS paa 4S a0 S
{..}
(B o2 O sapaliy) ol el (i | (il gy (sl )l ) i il et a0 0 5 :Mother-G
il o Ladl 5" i€ e lalra M35 joe g iibia ga OIS 5 LA i e Lo 4y Ghalas s
o Ui e )sa) 55 10 ke e A ST e (AN O e e alna 10 ) s
OIS AT o g g el psd OIS il b a5 S 500 Cudl LA bl LA oS el 5 ol S
1) psd pidg Jadd iy e gar IS EEEIR ey Jlw 4S8 25 e 320 Ba 0 aS 2 daald () 4S agr a0
=il \)GA@Q;’\MJAAQ;’\)AUAS@A s ) day (XA
=158 o0 4> 432 0dl 2egd= :Father-G
5.25003058 Ol gy Jls So ladh (g ga 35 50 asm (IS AS 2 o 5 V) 4se (ol 4S= :Mother-G
A Gl A8 bl jliin g 8 jae Gl QA 83 S MISS 5 52 OY)
Father-G: It was an extremely hard time for the kids. | could see it in their eyes, from
their moods and behaviours how much pressure was on them. There was so much
pressure on them.
[...]
Mother-G: she didn’t know the English language. She even couldn’t recognise her
friends’ gestures and behaviours and what they wanted to say. Even her teacher
would tell us how she would get so bored in the classroom. Her teacher said to us ‘I
really feel for her.” Her teacher would say, she said ‘she really withdraws into herself.
Then I would go and give her different stuff and ask her to use them.” She suffered.
She really suffered. And she wasn’t in year two for more than a term. She was only
there for the last term. And it was a disaster that happened to our daughter, that the
next year they placed her in year three. It means that she only studied year two for
one term and then jumped to year three. And nobody at that school was aware=
Father-G: =of what this child was going through=
Mother-G: =that for this child, it wasn’t the right time for her to go to year three.
Because she had studied only year one back in Iran. And now she missed year two,
and was going onto year three. This kid was really tormented.

While most children faced numerous language-related difficulties as demonstrated above,
on a positive note, a few children seem to have had a smoother transition to their new
schools in Australia particularly due to their higher levels of English competence at the
time of arrival. Daughter-E who had been involved in years of English learning from her
early ages in multilingual childcare and schools (see Excerpt 6-2 and Excerpt 6-6), seems

to have adapted to the new school smoothly as her parents reported:
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Excerpt 6-29

Lol ) 4y by 5 2 Cuna 48 Ly 30 communicate 480 1 48 ik {idealea) :Father-E
2 e et 3 s Aty 5 3S )) 8
{..}
Ll 3l ESL slendIS 40 ladyl (e sl (= :Shiva
ESL Sl ¢ 5 43 :Mother-E
& 55 Slal 45 :Father-E
Father-E: They [her teachers] said that she had no problem with communicating,
speaking with others and establishing a relationship with others and speaking with
others.

[...]

Shiva: It means that when you came here, she didn’t need any ESL classes.
Mother-E: No she never attended ESL.

Father-E: No she never did.

For Son-S, also, it appears that his language learning through private schools in Iran was

sufficient to help him with his transition to a new school:

Excerpt 6-30

4S a2 Jadisa LA e 5 language school i o 3L 35 iy slevel 42 ) S) :Mother-S
Ao osA G Aniian S e b 5 {1} ) S 5 ) SON-S wEIR aply 434S0y ) Jd L
b Kol 5 Wl Ol 558 il L
Mother-S: if they were lower than a certain level, they had to attend the language
school and | became so happy that before coming, we let Son-S attend English classes
[...] and we saw how good it was that we let him learn in Iran.

While Son-S’s parents expressed contentment about his English achievement back in
Iran, it should be noted that Son-S was placed in a grade lower than what he had studied
in Iran. In fact, according to his English assessment conducted in a school in the State of
Victoria where they first arrived, Son-S was given an option to be placed in year two —
because he had already completed year one in Iran— on condition that he would
participate in an intensive ESL program in a language school for a period of six to twelve
months (Victoria State Government, 2015). Under these circumstances, Son-S’s parent
chose for Son-S to redo grade one, so that he would not be required to do an ESL course

in a language school before joining mainstream schools:
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Excerpt 6-31

1o s 2l Bialan @l 55 4y L 23l 55 U L) 0adIS o Al o g3 IS R) i3 :Father-S
AS g 58 5o dsl OIS caa (b Js) S
Father-S: We thought if we would get him to sit in year two then he would have to
attend the language classes so as to keep up with the others. But his language was
good enough for grade one, to begin grade one.

It became apparent from the data that children eventually began to develop their language
skills, particularly related to what Cummins (2008) called BICS, as discussed earlier,
through interactions with friends and teachers. This improvement was usually detected

and valued by their parents within the first year of children’s attendance at school:

Excerpt 6-32
£ 5oh JBlan 480 ol o)) SlalS (0l 4833 ages 53 a5 5 Sl LS 255 GLid adlinad 2 s Father-F
RSB BB
Father-F: However, fortunately, very soon, maybe for instance in term two or three
she was completely alright. | mean at least she began to talk.

Excerpt 6-33

3 gdiad sl (e i Le g alae (3 o0 (3150 50358 ) Ay Tl )l Ladas L 4S 4ulla 2 (e :Mother-O
i Rl 1) el Gl 255 S0 48

Mother-O: | found it interesting to see how she established a connection with the kids

and gradually, her teacher told us ‘I can’t believe how quickly she has learnt English’.

Excerpt 6-34
sl ) AS i sl 355 e ey {L ) S cole 4 cole Caia S (iamy ol 43 Wk :Mother-N
o lailege (b 2 S & 5l Daughter-N a2 4S 35 s b Gals) (51 (a1l 4S Lal s )l g 28 )5 coaly
Acgiia s 1A dagio pd | (o3 ded A Cunia ol Cpl A pd e {1} LOAS Cuna ()
{bd.\;}‘\.&_}n Cuaaa o)l i ala O i Cussa sl
Mother-N: Right after nine months, you see? Eight months, nine months, you see?
[...]Istill didn’t know that she knew any English, until we went and got on the plane
when for the first time | saw Daughter-N began to speak English with the flight
attendant [...] I saw her and was like “yeah, she is speaking and she is understanding
everything, and understands so well. She is speaking, even better than me she is
speaking” [Laughs].

A myriad of factors can contribute to children’s ESL learning and adaptation to the new

environment. From the data, however, three themes emerged as significant: ESL
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programs; Persian speaker peer support; and children’s agentive role. The findings

relative to each of these topics are presented in the following sections.

6.3.3. The ESL program

ESL classes are created as an additional program to help non-English speaker students
develop their English language so as to be able to fully participate in schooling and to
keep up with the educational advancement of their same-age peers (NSW Department of
Education and Training, 2004). According to ESL instruction guidelines issued by the
NSW Department of Education and Training, schools may adopt different modes of ESL
program delivery. It became clear from the data that two modes of delivery were in
practice in the participating children’s schools: the tutorial or withdrawal model, in which
a group of children were withdrawn from their classrooms for a period of time to be
taught ESL; and the group teaching model, in which the ESL teacher along with the class

teacher worked with small groups within the classroom.

Overall, the ways parents and children spoke about ESL programs showed a two-fold
picture of their perceptions. On the one hand, their narratives reflected a sense of
acceptance that children would need to attend ESL classes as a support to meet their
language needs. On the other hand, the program could mark children as deficient students
in need of remedial classes (Harklau, 1994; Rambow, 2013). It is most likely that it was,
to some extent, “because of a perceived remedial stigma” (Harklau, 1994, p. 241) that
Son-S’s parents chose not to use the special help (see Excerpt 6-31). This sense of a
negative attitude towards ESL programs also manifested itself in the ways in which some
of the children and parents emphasised the (short) period of time children needed to

attend ESL classes. This is shown in examples below:
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Excerpt 6-35

A4S i o g a8l (5 (ESL a3 oS Sl Slia (sl T ¢ 55 a8 @ 5o 52 ESL :Daughter-D
(st A 5
B s Jyl OIS hadé s :Shiva
258 ) ola 4y Dl ¢4y S Jg) IS oS LA o ) <o)l :Daughter-D
Daughter-D: ESL, she herself said that, you, only for, like, | went to ESL for a very
little while, because she herself said that | knew so much.
Shiva: So you only attended when you were in year one.
Daughter-D: um, ooh, for a very little while in year one. Like about a month.

Excerpt 6-36

P ol (LA el S i (JsaiSae S8 5 (sl oy aiidl a4 ESL :Mother-P
Mother-P: I think they also had ESL in their first term, | think. But it was very short,
very short.

While these examples show implicitly negative views, Father-G and Mother-G quite
clearly expressed their negative evaluation of ESL program implementation in schools
and were of the view that they could cause educational, psychological and identity
problems. Their negative comments related mainly to two problems. Firstly, the child’s
educational progress could be held back by the fact that children were pulled out from
content classes and, so, they were likely to miss some of the important parts of the subject

materials taught in the classroom.

Excerpt 6-37

o4k Ao )l 5 o a4y alea OIS G 4S (otime 4o Al o g WIS Y)Y 4 :Mother-G
s il g 3l ce Caad )1 GBS G pa eo 8 2k gl g ) (e 4ge ESL b e
Mz Lol a8 a8 (el (B ) Gl o laig) (s iy Jale Jlausy 505 0208 il sy
5 cielu S0 e Ko ) SUESL 2 sm ESL 4wl s 0 sladals p o Saales Sieal Jiny 488
O8I D 2l e aladl (OIS (5l A b 5 (s IS 4g alils i alaa aS 350 (B aS 25 Ll 5 o)
35 ESL LS i La (sl dny «caiian () sy 5 (50 i e 55
Mother-G: The kid has now been placed in year three. Then at a time when the
teacher is teaching something in the classroom, they send the child to ESL. The child
would go there to learn the language, but she would miss the class lessons and it was
so hard. It was so annoying and so wrong. Like no one there would look into the
matter of what they were doing to the child. Like, there was no coordination at all
between the class programs and the ESL program. ESL was about one and a half
hours, something like that, when the teacher for instance was doing something with
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the other students in the class, like checking their homework, giving them tips and
points, and then our children were in ESL classes.

The second point related to concerns about lack of recognition and incorporation of the
child’s L1 by bilingual educators in ESL classes and the formal educational structure as a
whole. These deficiencies potentially could have a destructive impact on children’s sense

of self-worth and could engender feelings of insecurity, anxiety and loneliness:

Excerpt 6-38

alae Al coda sl (8 background e o sie 4ay K1 JSE ool 4345 s a5 ESL :Father-G
il 5 2 5y el 1 s el alea) a1y sl an saly s )8 ad el 4l ) 9 4S A3
A s el b s Jlae s aign ek 4kl el s 8 Sl alea G Sl 480 B 280 3
5 e panda LA ¢ iGEY LA b e GESL I { ) 4d) o el e Sl as ol
Ay 48 S (5 1S ey A (35S 5 pSb30 S Lkl oy 5 L K5 ol {1} Ay ol
S0 dm IS Gl 55 3y (e Ag 48 40 A8 AiSe A () {L. J e (A ) i) 580y sala
o 5 o 4 b SIS Sl (L) (ol (in ESL alae e el alas 51 (S in e 4S (5l 4us 00 4y
S Sl g Lty 4 el Sl 450 Bdega a1 e relief s o el 4
bR Al 2 ga 5 dn (55 4S ANXIELY. 2 soe Cadin g Jlad dns A (55 0l 8ae il (550 (e 4S
Father-G: ESL is good, but not in this form. If the child is going to, like, if the child
has come from for instance a Persian background, there should be a teacher who is
bilingual, who knows both Persian and English. The child would feel a higher sense
of safety and peace and would learn more easily, rather than for instance a teacher
let’s say from, of course | am not sure to what extent it could be practical here. But
again, in my opinion that is the right way [...] if there is going to be an ESL program,
it must be much more accurate, much more versatile and well-organised [...] they
need to fully focus on these concerns and to make investments in them so that
children here could develop a sense of self. This is very important. [...] this makes a
difference if my child comes to this country and then goes to a school where at least
one teacher, for instance the ESL teacher would be of Persian speaking background,
so in both English and Persian, imagine what a relief it would be for the kid. This is
very important as opposed to, like, them feeling lonely here, as if, you know, it affects
the child. They get anxious. The anxiety that develops, it is very very hard.

The advantage of having a bilingual teacher in ESL classes and the benefit of using L1 in

L2 learning were also indicated by the children, as exemplified below:

Excerpt 6-39

A o> O3 (sl 4 Adie (o () B3 e {alaa} O) D) 2 il () DS 5 Gies :SON-C
=433 (52 5 e 5 (S Ll e
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A5G e GBI 5y (S 5 (g e S S8 (s 5258 (L) 4 008! al= :Shiva
Sis ol a3 31 Google Translate <Translate 5 i Gias (s 55 ab 5l any Sia 45:Son-C

e O ) adine (o (o8 Gl ol pi gAna (a8
Son-C: they were all Thai in our classroom. They asked her [the teacher] what this
was in Thai, what that was. | was the only one, me and another=
Shiva: =Uhubh, she helped them in their own language, but you had no one to ask
from.
Son-C: No. For instance, sometimes, what is it called, Translate, | entered it in
Google Translate uh like I read it in Persian uh what it meant in Persian, its meaning.

Many studies have evidenced the advantages of incorporating L1 into ESL and
mainstream education, not only in terms of children’s educational success, but for their
psychological and emotional well-being and sense of self-worth (Auerbach, 1993;
Cummins, 2000, 2001; Eslami Rasekh & Kerr, 2013; Garcia, 1991; Swain, 2014; Tang,
1997; Williams, 2003). Indeed, as Swain (2014, p. 101) asserts, “the role of the home
language is easiest to understand with respect to the psychological and emotional
development of the child, and is so obvious as to need little explanation”. This also
became clear in parents’ and children’s narratives. However, it is also evident from the
data, except for some incidental use, students’ L1 does not seem to be used in a
systematic way in ESL classrooms in Australia (Davison, 2001). In fact, bilingual
instruction has been discussed in the Australian Language and Literacy Policy as a mode
of ESL delivery (DEET, 1991). However, it seems that it remains a matter of rhetoric
since there is no reference in these discussions to practical ways of implementing

bilingual instruction (Davison, 2001, p. 35).

6.3.4. Peers’ role in the process of transition

As revealed by the data, most children were unable to understand the people around them
at school and to make themselves understood in their initial stage of transition. As a way
of facilitating children’s communication, some of the teachers were reported as adopting
the strategy of pairing children with a ‘buddy’ who knew both Persian and English to act
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as a communication mediator between children and teachers. For example, Daughter-M’s

mother said:

Excerpt 6-40

Lsdas avgab bylglaS g a8 )i_p ol B g Daughter-l\/l OIS (A e 58 :Mother-M
| A 2 s e 4y syl whs Lyl abae 48 (51 4850 salea p ¢S (s n <Daughter-M ) »
2 8ae Jge Ul Sl calilyaS Mg ja g s Sl B 50 o Daughter-M .G o3 sl s yaa S
Apal () 0 S SaS LA Gl 5 253 S e S Gl 0 Ul
Mother-M: At school, there were two other Iranians in Daughter-M’s class who knew
the English language. Not only for Daughter-M, but for everyone, any other migrant
who comes here, the system is in a way that they get the child to sit next to her peers
of the same language background. Daughter-M got to sit between two Iranians and
she would ask them any questions she had and they would translate it for her, and this
helped her so much.

Some of the children also recounted their memories of their first days at school in this

respect:

Excerpt 6-41

28 eSS A (sl (O sandIS 58 (Sl (B3 (S dall dadyl aaa ) adiae :SoN-C
$ 28 0e 4aa 5 05l $3 500 SS (5) :Shiva
o) e
a8 buddy s, Led 4u )2e 354 :Shiva
) A e 2550 :Son-C
lal (52 S3ai Cusa 53 :Shiva
i8ta ol 4 () Adae ) 2i8e (o ) 4 i g (e SMe (a3 e :SON-C
Son-C: Then when | came here, um, there was an Iranian in our class. He helped me
so much.
Shiva: Did he? Did he translate for you?
Son-C: Yeah.
Shiva: Did the school form buddies for you?
Son-C: Yeah the school did.
Shiva: Did you talk at all?
Son-C: I did, for instance | asked, I said in Persian what that is. Then he said it in
English.

Excerpt 6-42

cola S 2y 3 S ) translate aiwd das o) S 4l )l ) g & Jin { anl} (iaxs :Son-A

A5 translate (e s O S axy Aisa g2 Alds 4y (s 4 40
Son-A: Then [Name R] was sitting next to me. He was Iranian, you see? He was next
to me translating for me. Then for one month, no for one week, one or two weeks, he
translated for me.
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Excerpt 6-43

A (S S0 e 4 ) (el el () ) G g0 4y {7 4 de} 6 4 558 (e :Daughter-B
JRIKER
Daughter-B: | had an Iranian friend in [School Ch] school. Um, then I, she taught me
a bit.

As the examples above show, parents and children reflected a positive attitude towards
the strategy of pairing children with Persian speaker peers. Nevertheless, from a closer
examination of their narratives, it became apparent that “alongside those practices that
demonstrated collaborative relations of power exist other practices that suggest coercive
relations of power” (Kanno, 2004, p. 333). In her study of the education of a group of
minority language speakers of Japanese as a second language (JSL) in an elementary
school in Japan, Kanno observed how children with a longer length of residence in Japan
displayed a sense of reluctance towards displaying their first language. Similarly, the
Persian speaker peers as old-timers were often reported to have a negative sense towards
their Persian language identity and displaying their first language. An explanation for this
might be that they had already “internalised the dominant values of the society and covet
an identity that has more currency value” (p. 334). Under the conditions that children’s
L1 was barely, if at all, incorporated into the mainstream structure and curriculum of the
school, Persian-speaking peers could help the children communicate with teachers and
probably learn English, but most probably at the expense of feelings of negativity towards
their own identity and language. This was for instance mentioned by Daughter-F’s
parents who observed how Daughter-F began to feel a sense of negativity towards her

Persian language and identity:
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Excerpt 6-44

Glla 4y 2 0A 0299 Gl (e 4 Coad Se S eaS a0l 4 gie S SG Father-F: Daughter-F
2353 (Al Gh e 5y i AS (EL 50 (sl 5 s Ol 4S 350 Gl ey Gl 4S £ 03 S die
SSOA )t G o ) (s 25 e0la JU) e Ol ) Os) g el Lo )
A (o8 AL (8 3l ¢ BlAL (ouS 4S e g i L :Mother-F
Father-F: For a while, | found that Daughter-F for a while had negative feelings
towards her being a Persian speaker [...] and this was because, the friend that I told
you about that her parents were Iranians but she was born here, transferred these
feelings to her. Because she spoke no Persian at all and would not answer to anyone
talking to her [in Persian].

Mother-G also quoted her son who had described the pressures he felt from his Persian-

speaker peers:

Excerpt 6-45

3o Al el (L5 A8 el e a8 i e 4 2l SEle 4 4 Al o) 4< ey :Mother-G
W& o " or i o8 G e 5o Le il L e a5 50" S e ) 4 )l (i
Ao e s (P ) RO 5
Mother-G: Later on, when he got into the swing of things, he told me that for instance
in some occasions where he couldn’t speak English, his Iranian friends told him ‘go,
go, don’t come after us. We get embarrassed when you speak Persian’. They said ‘go,
because if you speak Persian, we’ll be embarrassed’.

The excerpt below related to a group interview with Daughter-B and Daughter-D and
shows how children could receive the school and wider society’s messages of power

relations and how peers can have impacts on each other:

Excerpt 6-46

sl 48 by 4 48 (S0 i s 4y (5 IN a2 48 Sae S8 ) s :Shiva

not Persian, it’s not sort of= :Daughter-D

=kind of= :Daughter-B

well Persian isn’t so famous, they <2 Ul 45l ) 0 well kind of= :Daughter-D
wouldn’t really care, they are always just like [ don’t care

fDaughter-B > s :Shiva

it’s the same :Daughter-D

{..}

) =(It’s not like) I don’t like it :Daughter-B

s {p2a} ) 05 5 e &) 4dise 5 secret language ! S 055 {e2i2}=:Daughter-D
=Sl Dia (g 12 a5 (58053 el ¢ i (el

L) &S 4y asl= :Daughter-B
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Shiva: Why do you think that you wouldn’t like to tell your friends that you know
another language?

Daughter-D: not Persian, it’s not sort of

Daughter-B: kind of=

Daughter-D: =well kind of, because they have no, well, Persian isn’t so famous, they
wouldn’t really care, they always just I don’t care

Shiva: How about you Daughter-B?

Daughter-D: it’s the same

[...]

Daughter-B. (1t’s not like) I don’t like it=

Daughter-D: =[Laughs] ooh little bit, it can be good as a secret language if for

instance we go out [Laughs] but English is better, yeah, I like both of them, but, like,

English=

Daughter-B: =English a bit more
In this excerpt, Daughter-D conveyed the messages she had received and internalised
from the wider society about the value of her home language. In the interview, she often
took the lead and tried to convince Daughter-B to join her side by speaking for her, as she
said “it’s the same”. However, when Daughter-B insisted on expressing a more positive
view about speaking Persian, Daughter-D seemed to justify her comments by noting the
advantage of L1 as a “secret language” or an exclusionary device for use when need
arises. The process in which peers impact each other as reflected in this example can also
explain how Daughter-F’s peer could influence her to dislike her Persian language and
identity (see Excerpt 6-44). In this process, in effect, “language learners can
simultaneously become subjects and objects of social reproduction” (Kanno, 2014, p.
119). This process can be seen as a recurring cycle in which once the newcomers gain

some proficiency, they themselves become old-timers or ‘gatekeepers’ for newer

children.

Overall, the data show that children could benefit from being paired with their Persian
speaker peers in that they could facilitate children’s interactions with the English-

speaking people surrounding them. However, these peers may relay the school’s and the
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wider society’s messages about power relations and consciously or unconsciously
contribute to the perpetuation of “the legitimacy of power and the legitimacy of those

who wield it” (Bourdieu, 1991, p. 23).
6.3.5. Children’s agentive role in the process of transition

In the process of L2 learning and adaptation to the new community, children were not
idly sitting around, but actively participating in the practices of communities in which
they were involved. For instance, Mother-H described how Daughter-H attempted to

learn the language before entering school in Australia:

Excerpt 6-47

4353y ol A dagdy Cund pine Cudly Gl il 4Bl AS 45 (ulily aBdle LA 4an 554 :Mother-H
A0 aie G 5 Mas Gl dan " 02 Sae e 2 e o
Mother-H: The child herself was very interested, not that she was interested, but she
needed it. She wanted to understand, she wanted to know so she was constantly
asking, enquiring, ‘what is this, what is that” and well of course | responded.

The school children were also highly invested in learning English and the practices of the
communities in which they were involved in both mainstream classrooms and their peer
groups outside classrooms. In return, they wished to attain a sense of belonging to and
inclusion in their communities and to feel a greater sense of self-worth. For instance,
children actively participated in their classroom communities despite their limited English
abilities. In doing so, in fact, they did not wish to be merely an insider by virtue of their
presence in the classroom, but to move towards “fuller and more powerful participation”

(Toohey, 1998, p. 64).

Excerpt 6-48

Alipen (e aas a0 0DIS )1 G 0m 08 Ge s Canai aly Gl (" 2 (isles :Mother-N
A S Hlie Dle cadila g A " VL
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Mother-N: Her teacher said, ‘she doesn’t know the language but whatever | ask in the
class, her hand is always up.” She really liked to participate.

Excerpt 6-49

Oy & () wiSae ) g e B el i nnd1 e el aan 4SSl Gl el e :Mother-J
Ay 4S L) Al A ga 4y (e Caad Gl sa lied i () (g a5 ginad” {1 "Wl o ma )
A e San S 013 5 saiiad (S o2 I (e
Mother-J: She [the teacher] said ‘this kid, although she knows nothing, no English, as
soon as | ask a question, she is the first to raise her hand’ [...] ‘she can’t say it but she
is the first one, she is constantly alert. She is sitting there like a little chick to see what
I’m saying and is constantly cheeping.’

In fact, the data showed the different ways children responded to the new conditions in
which they felt they were being positioned at a disadvantage. For example, while
Daughter-F remained ‘silent’ for a few months, some others like Daughter-J as shown
above, or as Son-A described below, seem to have tried actively to take part in class
activities. Son-A, who seemed worried about his inability to communicate, as reported by
his parent (see Excerpt 6-25), struggled to be ‘like the others’ and an accepted member of

the classroom community of practice.

Excerpt 6-50
fisadine 4n 5o alra 3 e o SMie sle sl bl (53451 4S 22 :Shiva
3l 5 ahud e SR 3 Sae SQUESTION 4 {alae} e 5 saises {s3i2) (5 aiaad ¢all :SON-A
fd i oy 5 im0 93y {o2id (i o segiali Cuma — 2 ) oxid) Lilie sgy {oiA) a0 Se
A5 ol n translate aiws das o) S 4l )l ) e g s Ja gLl 2y
Shiva: When you came here, do you remember if you could understand when the
teacher spoke?
Son-A: uh, in some way [Laughs] in some way, like he asked a question, right? |
raised my hand [Laughs] | suddenly said something [Laughs and indistinct talk] like,
| talked gibberish. [Name R] he was next to me, he is Iranian, he translated [others’
words] for me.

In effect, children’s agentive behaviours and efforts such as ‘keeping silent’, ‘being like a
chick constantly cheeping’ or ‘talking nonsense’ might not be necessarily received
positively by others including teachers and educators (see for example Excerpt 6-22 and

Excerpt 6-23 and the discussion), particularly if not taken in relation to a broader context
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and the conditions under which children perform. In seeking a fully-fledged membership
in their community of peer groups, children not only attempted to learn the language, but
also the cultural practices of the community. For instance, Mother-O described how

Daughter-O was active at home searching for the terms used by her peers or the names of

the cartoons they talked about:

Excerpt 6-51

5 oke S5 cole S5 2508 S a3 3LS Daughter-0 «2s s (LA w2 4S (s 5 e :Mother-O
(u.n‘mJﬁ/bdﬂl&ﬁé\;h‘m@ﬂ‘&)ﬁﬁwegﬁ‘#w.MJAA 353 48 ) 4S 353 o
OS50S Ol 05 cp) e caidali ) 50 sled IS L Jidin d a4 Dl ca g oanid aS 1 (g 58S
RASie g 15 0SS O (L} aSee i 1D e o) Google Translate 55 os) 2asee {...}
fa match Las L) Ghad B a1 (5 S :Shiva
A€ match W 4 b)) (3 sa o :Mother-O
Mother-O: What | found very interesting was that it was about one month, one and a
half months since Daughter-O had gone to school. I noticed that she would come and
search in the internet like the terms that she had heard or the name of cartoons that
she had heard because well, kids are more in relation with cartoons, like this cartoon
that cartoon [...] she would come and type them into Google Translate [...] she

would find the cartoon.
Shiva: To watch the cartoon to match herself with the kids?
Mother-O: Yes, to match herself with the kids.

This and other examples demonstrated how children actively participated in their process
of transition to their new community. In doing so, they seem to have adopted strategies
not only to learn the language of the community but also to claim more powerful
identities as active and desirable members rather than taking on the identity imposed on
them as an incompetent, and probably unintelligent ESL learner, or an undesirable

playmate.
6.4. Summary

In this chapter, | have explored language learning trajectories of children before and after
migration. Against the imminent prospect of migration, most parents invested in their

children’s English language learning back in Iran. However, it appears that their modes of
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investments and attitudes were regulated by popular discourses of child L2 learning such

99, <

as “language learning in its naturalistic environment is the best way”’; “children can
acquire English quickly and effortlessly when exposed to the English-speaking
environment”; and “the advantage of learning English from native speakers”. These
assumptions, as discussed in Chapters 4 and 5, also undergirded the ways in which
participants evaluated their own English learning trajectories and achievements. In fact,
many parents seem to have been anticipating better and quicker English language
learning in Australia than in Iran. Nevertheless, they invested money, time and energy in
their children’s language learning, or at least made some attempts to familiarise their
children with the language, in private schools, or at home by themselves. After migration,
however, many children experienced psychological and emotional difficulties in their
processes of language socialisation. The extent of hardship, however, differed for each
child. In effect, most of the children who came under school age had some opportunities
to become familiarised with the language and the environment before they entered
school; whereas, those at school age often did not have such opportunities. These school-
aged children had to enter school shortly after arrival, sometimes in the middle of the
school year. Therefore, they not only had to learn how to communicate in English, but to
keep up with their peers academically. In the transitional process, both schools and
children themselves played a significant role. The ESL program at a school, for instance,
could help children develop their English language. However, the program and its
implementation were sometimes viewed and evaluated negatively by both parents and
children. The negative evaluations often related to inadequate articulation between ESL

and regular classes resulting in the child missing some parts of the general classwork, and
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also a sense of inferiority and of what Harklau (1994, p. 241) calls a “perceived remedial

stigma”.

Children could also benefit from the help of peers with a Persian background. Moreover,
while these peers could facilitate communication between the children and the people
surrounding them at school, they also could act as socialisers of the children into
language beliefs and attitudes of the society about the value of languages and their use.
Having been influenced by peers and sensing messages from the wider society, children
could develop a sense of negativity towards their ethnic language and identity. This
seems like a recurring cycle in which children as objects of hegemonic ideologies and

power relations, could themselves become perpetuators of them.

Overall, from the analysis of the data, it became apparent how children struggled ““for
participation, and its potential consequences” (Pavlenko & Lantolf, 2000, p. 155). In fact,
they seem to have been trying hard to find a place for themselves and to feel accepted in
their new communities of practice. In this process, they not only exercised agency to
learn the language, but also to act in a way that made themselves heard and seen as
accepted members. In doing so, however, some of their actions can be misunderstood or
perceived as unacceptable, if those actions are not viewed in relation to the broader
contexts and conditions in which children not only desire to learn the language, but also

to be accepted as ‘legitimate’ members in their communities of practice.
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Chapter 7: Language Learning and Use in the Family

7.1. Introduction

This chapter addresses the final research question “How do parents and children’s
language learning and use intersect?’ It aims to explore the interplay of parents’ and
children’s language-related experiences and ideological stances and attitudes in the light
of the “wider societal processes and language ideologies, that is, the normative primacy
of the majority language” (Kheirkhah & Cekaite, 2015, p. 343). Drawing on concepts
from family studies and language socialisation frameworks, I will discuss in this chapter
how parents and children negotiate their roles as ‘language socialisers’ in the processes of
language learning in the home. In fact, there is a general assumption that children should
be socialised by adults/parents and not the other way around. Parents, as Luykx (2005, p.
1408) points out, are assumed “to command a broader and deeper repertoire of socially-
valued linguistic resources than do children”. In this chapter I will show how these
assumptions may complicate parent-child interactions in migration contexts in which
children usually have greater access to language and cultural resources which are valued

in the new society.

This chapter begins by exploring parents’ beliefs and attitudes towards the use of English
and Persian languages with their children (section 7.2). Then | will show the ways in
which parents made investments to support children’s development of both languages
(sections 7.3 and 7.4). Next, | will examine how children took stances on the home

language and the majority language relative to their interactions with their parents
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(section 7.5), followed by a discussion of the tensions that could arise in parent-child
relationships relative to language learning and use (sections 7.6 and 7.7). Parental
language learning from their children and their attitudes towards such learning will also

be discussed (section 7.8) before presenting a summary of the chapter (section 7.9).

7.2. Parents’ perspectives and goals relative to the use of language/s with

children

In the new environment, parents seem to have become ambivalent about how to set and
manage language norms within the family. Their ambivalence related to two main
considerations. On the one hand, they seemed cognisant of the possibility of improving
their own conversational skills by using English with their children at home, leading to
better access to the wider society. On the other hand, they seemed aware that speaking
English with children could negatively affect the children’s Persian language
development in the new environment where there was no opportunity to practise the
home language other than within the household. Therefore, with an ‘either-or’ choice of
language, most of the parents opted for their children’s Persian development and
maintenance at the expense of their own English improvement, as the examples below

show:

Excerpt 7-1

2% 13 i jlad e S Jiied) g (e WS Cuaia G...ufq\ ala A.'ﬁéisa Lo 4 dat aada gl 4S d,\r;Father-Q
L) Ol U5 Sl (295 Aa 5 Dbl () A adis ) At G A 3 L aniSa ) ) IS Gl b Ladl 5 4S a0
Aoome} Osdaly a4 1) )
Father-Q: When we first came everybody told us to speak English at home. Actually | was
uncertain whether we should do so or not. Then I reached a conclusion that no, this is not
good advice at all. Because children can quickly forget their first language.
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Excerpt 7-2

st Labina 23 3 Gy ot 05 g 5 55 4 b 2315 g e (Ll 33 4S o) 55 :Mother-B
Gl o 305 ) (el Gt (panad ol (5 ) a3V 5148 (5 (O 9n S0 D hn Co ju 43 g
O AS Gl o pn L) 283 e Cad ) 1) il Ao Gt lad 0 (Jg (S 0 D pan AR {..}
ay g et 055 A (e iy AS Haig) ) sin i sA w48 (5 9 e (5 ol D3 A )
212 a8 5 i )8 s an 48 (510 s 45 e (S e oSS

Mother-B: For families for whom Persian is not important, when they start speaking
English to the child, clearly their English would improve at the speed of lightning,
because what you need is not a specialised English, but an everyday language [...] you
will progress so much but at the same time, the child would lose his or her Persian [...]
It is true that you can become frustrated over your English language, because it is not
yet as fluent as you wish, but then you look and see that no, it is so valuable that your
child would maintain his or her Persian.

Excerpt 7-3
4xu 5 Daughter-E 45 as) 3o b 5 anS lay das 5 aaal s Lo 4S0) (So Gl 4350 5 U 2 :Father-E
281553 Daughter-E 480 b 5 a dns i 15 258 oSl Lo a5 81 i€ ol80 (5 sl 35S lay
Sy (So ) @18 S G Al AN A 25 o
sl :Mother-E
Daughter-E <l (Sae 48 (a0l BG4S Gl (gl Lo 3o a1 b 43 S Lasé ()52 W :Father-E
A0S al A lan ladgd sl 5 8 slasl ) Yla e 3 oy dau 5
Father-E: There are two angles. One is that if we wish for ourselves to improve, or if
we wish for Daughter-E to develop. Let’s look at it like this. If we want for ourselves
to develop our English, or if we want for Daughter-E to develop her Persian. One
should be done at the expense of the other.
Mother-E: Yes.
Father-E: Because we only have one child, our goal is that Daughter-E would develop
as much as possible. We will find some other ways for ourselves.

Tannenbaum (2012, p. 59) asserts that parents usually tend to use their home language
with their children, because it is “more authentic, natural, spontaneous, [and] more
connected with one’s own internal world”. In fact, language can be “a crucial link
between parents and children [...] the means for socializing and influencing their
children” (Wong Fillmore, 1991, p. 343). For parents it seem that it was through Persian
that they could secure the parent-child bond. Therefore, as the examples below show,

they preferred to use Persian as a natural way of expressing their emotions and thoughts

to their children:
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Excerpt 7-4
Ol 5 cariSae JS8le 48 (5 () 4S Gl ical ) Giale )0 b 5 e ) 8 L) (Father-M
S Ol GBI aiSae (bl 4S (5 5aa

Father-M: The Persian language is easier for me and her mother to express to her
what we think, what we feel.

Excerpt 7-5

348 (e o) ades Slabial gl 3 {11} aaly e siiaa | 0l Cpl i€ e sbal :Father-E
A i8S 2 1ol s callae
Father-E: We feel that we’ve learnt this language artificially [...] we’ve always been
concerned about how we could do ourselves justice expressing emotions.

Parents also stressed the importance of maintaining connections with other family

members and relatives, as evidenced below:

Excerpt 7-6

50 Bl catin )l den (B58 5 o L0 0k 5 K50 «dl 2 » Ja e 4 :Mother-O
ot 0 S )y ol ) L) L 4d 55 48] {aii gasail Oy a5l 434S
Mother-O: Anyway, after all her grandfather and grandmother, her own father they
are all Iranians. They [don’t know] that much English. If she cannot make
connections with them, it would be like, nothing.

Excerpt 7-7

A4S G g5 5 S50k S50, 5 dulé 580l sla L communication ks :Mother-B
sl he&a
Mother-B: For the sake of communicating with family, relatives and grandparents, it
must be maintained.

These and other examples point to the underpinning link between language and ethnic
and cultural identity. Ochs and Schieffelin (2012, p. 1) assert that “language is a
fundamental medium in children’s development of social and cultural knowledge and
sensibilities”. In essence, the significance for parents of maintaining children’s Persian
language largely related to making or maintaining connections with the (extended)
family, but also to socialise them into ‘core values’, that is, those values that are

perceived to form “the most fundamental components of a group’s culture” (Smolicz,

189



1984, p. 26). This was evidenced in narratives of many parents, as exemplified below,
who expressed how they wished to raise their children bilingually to have a better sense
of the cultures of both the home country and the new country and to feel that they belong

to both communities.

Excerpt 7-8

A GRS il U g ol s Kaa b a0l (LU g S 85 Father-E
Father-E: When a person has two languages, it means that they also have two
cultures, it’s two worlds. That’s the beauty of it.

Excerpt 7-9

o sifiza 48 (Ras 5o ) cdinna 4S e S Sin bl 4l g cdd o s i s (o2 % (953> :Mother-B
G52 b (B g S Gl | il g0 Kia 5 i 1) il g0 Kia i aigie g {1} om0l
A M )l Kaajh o) ) (Sl g b B g 2 e ol Kaa i o) )l i ) il
A el 1 Kia 53 p 4S 5L 483 |y CullE cul Al 4
Mother-B: Because the more the child is able to speak, the more they can enjoy the
culture, the things that they see, the music that they hear [...] the child can see the
culture of both sides, to experience the cultures of both sides. When they are with
their Aussie friends, to enjoy that culture and when they are with Persian friends to
enjoy the Iranian culture. The child must have this capacity to feel both cultures.

According to Smolicz (1999, p. 78), “some ethnic groups are very strongly language-
centred, so that their existence as distinct cultural and social entities depends on the
maintenance and development of their ethno-specific tongues”. This perspective was

evident in parents’ narratives, as, for instance, Father-G expressed it:

Excerpt 7-10

Lo ny ol (3l ) 42 (Rasa s 5588 b Al 4o (iasa s ile a adis ) 4ais () 43 :Father-G
O3 oo O Dl i 4 2w O OV 1) L3S OV gl Al am om OV D) oSS 4 aalsd e A
sl 03 Sl (Aa3 (L) QB )y s 4aa

Father-G: I’ve reached a conclusion that the existence of every nation depends on its
language. The existence of every country depends on its language. That is, if you
want to annihilate a country, you should destroy the language of that country. Then
the whole would be taken away. Because everything manifests itself within the
language.
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A few parents also wished their children to maintain Persian for the advantages of

bilingualism as a whole, such as cognitive and economic benefits:

Excerpt 7-11

) it aa (LRI 8 <N S e YIS Sighe L R 43l )52 sl 432 :Mother-O
Mother-O: Bilingual children’s brains are more active and so their learning abilities
are greater too.

Excerpt 7-12

A5 en 4 e (253 (8058 ()50 Oleedl S agla ) ) 4 Ll 48000 ) ) 4 ey :Father-Q
S oaldia) ) 68 ) ead Ky 3y aSaiE g 48
Father-Q: It means that it is a tool. These are tools which an individual can gather
during childhood so that they use them when they are grown-ups.

Overall, in the new community parents chose to transmit the home language and culture
to their children through the use of Persian. The importance of children’s Persian
language maintenance related mainly to securing parent-child bonds, retaining links with
loved ones left back in Iran, preserving the heritage culture and their ethnic identity, and
also for the cognitive and economic advantages of knowing more than one language.
Nevertheless, they were also concerned about their children’s English development,
particularly when they first arrived. Therefore, some of them reported that they used some
English with their children to help them adapt to the new school more quickly. This will

be further discussed in the next section.

7.3. Parents’ use of English with children: Investing in children’s English

development

From the data it became evident that most parents willingly relinquished their self-
interests and avoided using English as a means of communication with their children in
order to support their Persian language development. However, having been concerned

about their children’s English development in their transitional stage to the new school, a
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few parents reported that initially they spoke some English to their children, in addition to
other ways of investing in their English development (see also Chapter 6). For instance,

Mother-F said:

Excerpt 7-13

Ay o) y (L ) AS haiidllie ab 4 yie Giele 3l a2 ¢ a3l 2 after school care .55 :Mother-F
48 Ulaiidline o 458 92 () 5) eadne Jodaad ds 2e (B 5 S o Sin Jledidiie a2 vacation sis {...}
Cnmaa ol 5 a 55 2lal an (g geasn 525 gl (L laBl g 0 sn ey AT jidy a0l 5 jida

RIS SE

Mother-F: We also sent her to after-school care, after like, after school hours so that
her language would develop [...] and also we even sent her to vacation care. | mean
during the school holidays, in those couple of weeks we sent her to vacation care to
further improve, to become more familiarised, because she was really isolated and we
ourselves also spoke English with her at home.

Mother-P also described how she used some English with her children, although with a
focus on both Persian and English languages, by constantly translating everyone’s

utterances:

Excerpt 7-14

sd i dgda ala (o8e agr Gl a4 «J ) v 5 JuSs Js Father-P s ¢ :Mother-P
450 ) eSS aiie Gl A 50 e s md e Cha (sala Az b el 4S ()
OBl Gn 48 a3 sle LGS s A 4y (e clgine U (g i a8 0 5alda O Ll e ()50
Ol 4 4dua ] wanna cup of tea" widoe (s N Jimy 2355y a8 Ll by B il
cole ) 650 g a8 e aign iay " ls Adina tea" w388 2m ¢ 5 Wl JalS iy "o e 4 (Sla
esdan idla 2 aihle and e G a 4S Gom R A el (o)

Mother-P: Father-P and I, within the first year, the first year and a half, | dare say, we
talked like, I mean we spoke double the normal to our children. We used to say
everything in two languages. We said even the smallest bits in two languages.
However, we didn’t mix them in our sentences. I mean, for so long I was forcing the
kids not to throw English words or Persian words in their sentences. | mean, for
instance | told them ‘I wanna cup of tea, misheh ye livan chai be man bedi?’ | mean
thoroughly I would, then | would say for instance ‘tea means chai’. | mean one by
one, if I tell you that whatever topic we were talking about, about the moon, about the
earth, we were constantly translating.

While some of the parents used some English with their children in the ways described

above, a few parents described how they preferred ‘not to use’ English with their children
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as a way of investing in children’s learning of ‘authentic’ English. The ideological
assumption underlying this perception could be related to orientation towards ‘native
speakerism’ (Holliday, 2006) or ‘standard English ideology’ (Lippi-Green, 2012,
Terrence G. Wiley & Lukes, 1996) which are often associated with “authenticity and
legitimacy of language use” (Doerr & Kumagai, 2009, p. 299). In fact, these parents
reported that they did not speak English to their children because of their self-perceptions
of their ‘inauthentic’ English, particularly in terms of accent and pronunciation, and that

they did not wish to transfer it to their children, as the examples below show:

Excerpt 7-15
g9 (g edagl AS Jgl (ysan A3 ga g alima g alie gd (DA (e B8N () g0 54 L Father-|
Oyl () 50 53 481 LS (g0 e g e co 80 3 dg (ol 48 (00 S i il (0 S0
L sy ke b Ol o figr 4S 35 Cpl pa S8 Adnad (g cd Sae 5 IS Gl pale LS s sA LA
250 i blse ble i dg Lo S B o 580 by 4 g ) {(omnSl) LBl 4SS (g5l ) 0 i o B
Father-1: We ourselves, in fact, | saw many of our friends who started speaking
English when they first came, so that their child would learn English. I don’t know,
maybe if our English was also very good, we would have done the same. But we
always thought that it’s better that she wouldn’t learn anything incorrect from us. It
would be better that she’d learn from someone whose first language is English rather
than us telling her something inaccurate.

Excerpt 7-16
G 3 80 b |y (e Jaili 4S a0 S e S8 G sa a3 S e Cima 0l ) U e 5 :Mother-H

o

Mother-H: But I didn’t speak English to her, because I thought it wouldn’t be good
for her to learn my pronunciations.

Overall, given the concerns for children’s English development, particularly in the initial
transitional stage to school, parents supported their children to develop their English in
various ways (see also Chapter 6). Nevertheless, most of them appear to have left their
children’s English development to the school and the wider English-speaking society,
particularly those who they deemed to be ‘authentic’ speakers of English. However, as

regards their emphasis on children’s Persian development, they made efforts and
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investments in the new country in different ways, as will be discussed further in the

following section.

7.4. Parents’ use of Persian with children: Investing in children’s Persian

language maintenance

Given the value placed on children’s Persian language maintenance (see section 7.2),
most of the parents appear to have developed, explicitly or implicitly, a family language
policy for the home (Tannenbaum, 2012). While some of the parents seem to have
established the language rules once they came to Australia, others did so only once their
children began to use English as the dominant language at home. Their language policy
often entailed children using Persian as the medium of communication at home while
being allowed to use either language outside the home. In effect, this is a strategy of
“home language vs. community language” (Piller (2001, p. 65). This strategy is used by
many parents in diasporic contexts who wish to raise their children bilingually in the
language of the home and the wider society. Some of the parents made this strategy

explicit in their household, as the examples below show:

Excerpt 7-17

i i ol L il 534S 0358 a3 (58 el Lyl 40 B ) s> :Mother-M
Mother-M: Because since we came here | made a rule that we must speak Persian at
home.

Excerpt 7-18

Cin )l a2 dadisa g cla Agn (3K () 5l o 4y SBIK s 58 OS5 O 55 :Father-F
A8
Father-F: I have even set a rule for them, I have told both of them “guys, speak a
hundred percent Persian at home”.

Excerpt 7-19
Mo aa " aS an g aiilX 518 J sl ) :Mother-J
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Mother-J: From the beginning we had made a rule that ‘not at home’.

While some of the parents, as shown above, made it explicit for their children to use
exclusively Persian at home, in some of the participants’ households, the language policy
was implicitly dictated to children seemingly by the “pragmatic requirements of
communication” within family and the “parents’ ideological stance” (Schecter & Bayley,

1997, p. 524), as reflected in the example below:

Excerpt 7-20

=i b (uid8IX ) rulegs :Shiva
{o22} o) gna ¢ )2 a8 rule= :Father-Q
Shiva: Have you set a rule or like it kind of=
Father-Q: =Even if we don’t set a rule, she has to [Laughs]

From parents’ comments it became apparent that not having set an explicit language
policy would not necessarily suggest that children’s Persian maintenance was not of
significance for these parents. However, it appears that they had not perceived any threats
to the child’s Persian language, perhaps based on an assumption that ‘children may not
lose their first language because it is the language spoken in the home’. This assumption
was also noted by Wong Fillmore (1991, p. 344) in her study of language shift among
minority language children in the United States of America. From her observations, she
points out, “by the time the parents realize what is happening, it is usually too late to do
anything about it” (p. 344). In my study, parents began to feel the threat once their
children began to shift from Persian to English in their interactions with their parents. For
instance, Mother-H recounted how she was not concerned about Daughter-H’s Persian
loss, because she was speaking Persian to her the whole time. However, at some point she
suddenly realised that the Persian language was being used in a unidirectional way from

Mother-H to Daughter-H:
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Excerpt 7-21

{48 ealy g a8 ok a3 Sa S8 a8 25 abaS o JE O5a <2538 3o ol :Mother-H
u&\A\.JA\Sr‘;.\A &Ac).\iudbu_u.\gu\ c)\.l(u\).” cJL‘\S‘su)\AA\SeAsg\.)A c}u&ﬁbﬁedﬁmﬁﬁ
U g 450 (aiSaa Jlpas (onn U (3] (5 48 a2 SR A8 g0 (S (g i dee i s 8
RXTPRUN PRIV N P WU PRDYE PRPX TN JU PN
Mother-H: For me, it wasn’t like, because she already knew Persian. Therefore |
thought that well she already knows it [...] I didn’t think that she would forget. I said
that she already knows Persian and as for the English, she is also learning it. And | am
also speaking Persian to her. But after one or two years, | realised that when | asked
her a question in Persian, she would not reply in Persian. She could understand, but
she would answer in English.

Wong Fillmore (1991) suggests that speaking the home language in one direction only,
from parent to child, without additional support and effort, may not be enough to
guarantee children’s home language maintenance. This is because children tend to shift to
the society’s dominant language once their language skills begin to develop. Therefore,
once some of the children displayed a shift to English, many parents began to resort to
additional strategies to have their children adhere to the ‘Home language vs. community
language’ policy. For instance, many parents recurrently mentioned that they would have
refused to answer the children if they had spoken in English, as the examples below

show:

Excerpt 7-22

MpA g aan e | el il a3 A ol e W oS :Father-F
Father-F: | said ‘if you don’t speak Persian to me at home, I won’t answer you.’

Excerpt 7-23

adaai |y Uil s 3 Soe Camaa Sl 408 ) Daughter-M a2 S 350 o 538 (ol :Mother-M
Medse 50l gn (e Bl (oua ) gas (350 g e )8 " 3
Mother-M: This has been a rule. Even if Daughter-M spoke English at home, I
wouldn’t respond to her. I said, ‘whenever you speak in Persian, your questions are in
Persian, then | will reply’.

Excerpt 7-24

L G 2 o cFather-B
NS Goa sl b a6 g Daughter-B" 48 (S s slab <5 e 2 o4 :Mother-B
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Father-B: You should constantly prod her.
Mother-B: You should keep reminding her that ‘Daughter-B, I won’t answer you.
You must speak in Persian’.

Mother-P also described how she resorted to various strategies to compel her children to

speak Persian at home:

Excerpt 7-25

Ay el 453 53 Sl (" 238800 i ¢(3lae a2 SH5) it V) aS il 5) Sbal :Mother-P
"E e Cia el Lo alea sl (! 2800 ey " alae 0 Caiy o e g (ol (g s
ot cm Ly I S o S U s Ko IS 4 31 amy {odiS) e g (o9l " (e
Al () AxBy 4 AS W5 immy M adse il s G Gl a8 L) e Qla (S A
e iy ol e L3 Se 5 dnda 4 alie Slie ol a8 0 pals iny i G s8053
e Ol O sign (S e (5 sl e 4S (s O sed o A (Ol a0 Saa g 5 5 (e
e wiBaa (S i p un A9 AS U5 oamny g g) dmy (s U e 2y M ol i (abiasa 55 20
{ois} ") Ca (S 5 dled) a8 "
Mother-P: In the beginning, now I laugh (when | remember), | used to say ‘I don’t
know any English at home. I leave the English outside behind the door and then |
come in’. Then they said ‘so how come that you speak English with our teacher?’ |
said ‘well, she is outside’ [Laughs]. Then from last year, | did something else. | said
“if you speak English to me, I will reply in Turkish. I will reply in a language that you
don’t know’. Sometimes, they suddenly, well it’s not their fault, I mean it happens
unconsciously, yeah, for instance when he started speaking English to me, | began to
reply, very seriously, what | wanted to say in Turkish. Then they paused and said ‘oh,
no’ and then it would switch to Persian. Then when sometimes | said something in
Turkish, they said, ‘I talked in Persian, why did you talk in Turkish?’ [Laughs]

It is interesting to note in Mother-P’s narrative how children at a young age could be
mindful of the language conventions set by parents and any deviations from those
conventions. In fact, parents’ language attitudes and practices, and their (in)consistency in
the implementation of the language rules, appeared as a significant consideration for

children’s home language maintenance or shift.

Overall, parents displayed different attitudes towards their investment in their children’s
Persian language and its returns. Many parents, for instance, reflected a sense of

satisfaction for their children speaking Persian at home as the examples show:
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Excerpt 7-26

A Gusa u‘.—.‘L-“ oY) 350 ‘5“)\3 o :Shiva
A80e Cunia Gl 153 JlS 4L :Mother-M
Shiva: So now she speaks Persian fluently.
Mother-M: Yes, she speaks it quite well and fluently.

Excerpt 7-27

Aihe Gl o B 5 ) ded ot Ul cani Jae A (o 8 aiiud 4S 503 52 :Mother-P
Mother-P: When it’s just us we speak in Persian and they also reply to everything in
Persian.

A few parents, however, displayed a sense of frustration over their children’s persistent
use of English at home, despite language rules in place. For instance, Mother-B

commented (see also Excerpt 7-24):

Excerpt 7-28

SS9 o} A a3 48 S Gl sl Al (o 485 s ol S 430e 2 :Mother-B

A a8 gm0
Mother-B: She tries to speak English. You have to constantly remind her to speak
Persian [...] she listens every now and then.

Schwarts and Verschik (2013a) suggest that the outcome of the family language policy
cannot be determined solely by the policy itself, but the interplay of a multitude of factors
including children’s language attitudes and agency. From a closer look at the data, it
emerged that parental discord, or their inconsistent behaviours relative to the
implementation of the language rules, could facilitate children’s exertion of agency in
using English at home. For instance, Mother-B, who reported how her child had begun to
speak English at home (see Excerpt 7-24 and Excerpt 7-28), noted, in an informal
conversation following the interview, that Father-B sometimes spoke English to
Daughter-B at home. This also became evident in the interview with Daughter-B, who

commented:
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Excerpt 7-29

a8 ) giae 2350 Cia (ol LA 433 gie I Ca g ailale 45552 : Daughter-B
e i S (oA s (e 4 ae i (anl) L 4S5 4SS s a3
Daughter-B: Because my mum doesn’t like me to speak much English at home. She
wants, | must speak Persian. Because when my dad speaks English then I would
[Laughs] also speak English.

Parents’ inconsistency in implementing the language rules at home and the consequences

are also implied in the excerpt below from the interview with Mother-N:

Excerpt 7-30

a8 g 5 4 Al (i sA L il 3 5l ) e 00 s (ol 4 3 S g 534S 2B 50 (o :Shiva
A28 () O 4 2my it aly {1 Slal canginad Shaal 280 (g 4Ly ¢ LA 4l :Mother-N
Cusia b GElal b ) gia 4S (e o2} 43S i G ol Slal (el 483 S0 o A (lele
Sl Cmaa () (AL Shal ¢ sl (AL Slal (10 a8 e
¢ shies aa 5 ) :Shiva
A e a0 AL ad s a3 :Mother-N
Shiva: When she began to speak English to you, did you want her to or did she herself
began to do so?
Mother-N: yeah, so, yeah, I told her that I can’t understand at all, I don’t know [any
English]. Then () it turned out that she made fun of me that mum doesn’t know how
to speak at all [Laughs]. I still speak Persian to her. I don’t speak English to her, I
don’t speak [English] at all to her.
Shiva: Does her father do the same?
Mother-N: No, my husband speaks English to her.

These and other examples imply the significance of parental interactions in regulating
children’s language practices at home. Nevertheless, as Guardado and Becker (2014, p.
165) argue, “as much as parents might like to blame themselves for, or credit themselves
with, their children’s proficiency in their HL [...] children’s linguistic and cultural
participation in a larger community can be as significant as the role of the family”. This
was evidenced in the narrative of parents who reported how their travels to Iran supported

their children’s Persian maintenance.
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Excerpt 7-31

Bl 50 aan R s i) sise (B atid ) () ) 42 ele 52 o)l iy (S ile 43 223 : Mother-H
G Gl Ol ) 40 i sae il 4S 428 g () ) ari ) dan Jl g0 Jlsd 3 L} ) s
A QA (S a8 cadie
Mother-H: Then we had a trip to Iran, we were there for two months. When we
wanted to come back, she was not speaking English anymore [...] Then we went to
Iran again two years later. Each time we travelled to Iran her language would
improve, her Persian language | mean would improve.

Excerpt 7-32

fnadoe ladny 53 (8 Ol i iy 4 sl 28 500 )l 42 B :Shiva
(bt Ol Sltlan (05208 (5o 03 A5 o 5 MS(ca a3 (98 Aned e DS 4 slee :Mother-P
Adge iy s
Shiva: When you travelled to Iran, would you notice any progress in the kids’ Persian
language?
Mother-P: Obviously. Absolutely. Their accent changes and also their vocabulary,
their sentence making becomes much stronger.

Travelling to Iran, as these examples show, could positively impact children’s Persian
skills, presumably because it could afford children the opportunity to practise the
language. Moreover, it could positively affect children’s sense of self. In effect, as
discussed in Chapter 6 (see Section 6.3), being influenced by social and ideological
forces, in Australia, children may experience a sense of negativity towards their ethnic
language and identity and a sense of lack of self-esteem. This is because, as Swain (2014,
p. 101) explains, “to be told, whether directly or indirectly, explicitly or implicitly, that
your language and the language of your parents, of your home and of your friends is non-
functional in school is to negate your sense of self”. However, visiting family and friends
in Iran appears to have been a significant factor in linking children to their ethnic
language and identity and raising their sense of self-esteem. Mother-G and Father-G, for
example, who had explained the psychological and emotional problems their children
experienced in the new environment (see, for example, Excerpt 6-13 and Excerpt 6-28 in

Chapter 6), said:
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Excerpt 7-33

=iy o )lsd Ol atih ) 48l I aay s iy :Father-G
Lo g 4 6l 25 age Lia o 5l= :Mother-G
) =% 25 e L cFather-G
)0l G ldia s Slal i R (55 3 L= :Mother-G
{..}
03 Saa g o3l By s ser {1} hd Gl st oole 50 3l aay aitdS g L) axid ) 4S L Father-G
Aaga O3 A (a2 5 ulusal aal (L) yiul 43}
Father-G: Particularly after we went to Iran and then came back=
Mother-G: =that was really important for our children.
Father-G: It was very important, | mean=
Mother-G: =They gained so much energy. They changed so much [...]

[...]

Father-G: When we went there and came back, after two months, there was an
extreme change [...] after you come back [to Australia], you feel a sense of self-
esteem. That is what’s important.

From the interviews it became clear that parents placed great emphasis on and invested in
their children’s Persian maintenance, particularly their communicative abilities. Many
parents also reported that they made investments in their children’s Persian literacy by
teaching them at home or sending them to Persian language schools. These schools are
known as ‘community language schools’ and often operate only on Saturdays (Education

Public Schools, 2013).

Overall, out of twenty-one children, seventeen were reported to have been involved in
learning Persian literacy. Out of these seventeen, twelve children were learning it through
Persian language schools, four with their parents at home and one with a private teacher.
As for the remaining four, parents stated that they were considering plans for their
children’s Persian literacy. Nevertheless, the ways in which most parents spoke about
their plans for and investments in children’s Persian literacy showed that most of them
did not seem to have had high expectations to gain in return. For example, the excerpt

below shows how Mother-P sent her children to a Persian language school mainly to put
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them in an environment where they could socialise through the use of the Persian

language, and not necessarily with the aim of learning a high level of Persian literacy:

Excerpt 7-34

(15l T g5 a8l Hhaliy (s m a ) i (w8 4 e O s g (0 a8 Lo 438 AT - Mother-P
T e I abia ga Le 2 i K ) jie) ad AaBy 50 (S L) A )l das el o AL
o dana o g dash Sl i W) 5 4800 G 5 laBdie (51 sl 50 L) mal
Mother-P: On the weekends, | also take them to Persian school. More than anything
else, to put them in the environment. After all it is all Persian there [...] They also
objected once or twice saying they don’t feel like going. I don’t pressure them at all to
write the homework and dictation tasks and so on. Only want them to be in that
environment.

Mother-O similarly said:

Excerpt 7-35

Sl ol siaad cadlyaly | (S 5 il A e 4 4Ly adiad aa Ll o] Slad 4550 :Mother-O

4430 professional

Mother-O: For now yeah, my plan for her is to learn reading and writing, I don’t want
her to be very professional.

Mother-A also implied that Son-A’s Persian writing was not a priority while he was

learning English writing.

Excerpt 7-36

G s e ed 013 OV (s iga aiS IS o ld SON-A L s 3 0Y) 81 L :Mother-A
A LlE SON-A 4as cadlite O sala Cga e 5 o8 3 e
Mother-A: If we now want to work in Persian with Son-A, the text directions,
because he is simultaneously learning English writing, and our writing directions are
different, Son-A may get confused.

As the examples show, parents displayed more flexibility about their children’s Persian
literacy than about their Persian communication abilities. Therefore, they seemed more
accommodating to their children’s wishes, as shown above (see Excerpt 7-34) and as

reflected in the excerpt below:
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Excerpt 7-37

45a}.&,\jasuajﬁgjgﬁ)}gu&bmﬁoujjjé‘ﬁﬂgiu I ) g4 2 :Mother-B
A Dgaa ) sl aanl s
=4 0L ) osiplan X8 (s :Shiva
A1V s el saplan Lo co 8o b i 5 (N A 5 (b s 4S 4bl 0 saplan «_l= :Father-B
S e ari gy s )il 4
Mother-B: In regards to Persian school, as long as we can push, well maybe when she
grows up a bit more it will become harder to push her.
Shiva: but overall your plan for the Persian language=
Father-B: =yes, our plan is that she learns reading and writing well. This is our plan.
But to what extent we would be able to enforce it.

While Mother-B and Father-B wished their daughter to become literate in Persian, they
did not seem optimistic about the realisation of their wish. In fact, the ways in which most
parents described their efforts and investments in their children’s Persian language
development, oral and written, portrayed a picture of them grappling with forces which
tended to propel children towards the use of the dominant language, namely English.
Under these circumstances, and in a context where the onus essentially rests on the

family, raising children bilingually can be a laborious task, as Mother-B expressed:

Excerpt 7-38

O 21 a0 ) ) g )l S e s 00 534S Gl (6 s Jla s 43 :Mother-B
sl (B35 S
Mother-B: Anyways, it is something that the family must strive to maintain both
Persian and English together. This is an effort.

Overall, it became clear that parents wished and made investments to raise their children
bilingually. While they believed in the advantages of being bilingual, they wished to have
their children develop their Persian language to maintain parent-child bonds, to be able to
communicate with those left behind in Iran and to preserve core cultural values. However,
raising their children bilingually seem a difficult task, because children are exposed to
and socialising through the societal language which is viewed to be of greater power and

value than the children’s home languages. Children’s views and attitudes towards
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learning and using the languages of home and the wider society are further discussed in

the next section.

7.5. Children’s language perspectives and practices: Caught between Persian

and English

As discussed previously, Persian was the parents’ preferred language choice at home and
so they made investments in various ways to maintain their children’s Persian language.
Nevertheless, similar to what Piller (2001, p. 76) noted in her study, children did not
necessarily share the same viewpoints and commitment to practise the home language. In
fact, children by and large expressed a higher degree of propensity to use English rather
than Persian. This was also evident in the ways in which many children spoke in the
interview sessions using mostly English or a mix of English and Persian. For instance,

when asked about their preferred language choice with parents, Daughter-J expressed:

Excerpt 7-39

Daughter-J: I mostly speak Iranian, but | prefer English.

Daughter-J’s quote indicates how she used Persian with her parents despite her preference
for English. Her preference for the English language was also implied by her language
choice in expressing her viewpoint. In response to the researcher’s further exploration

into the reasons for English preference, Daughter-J and Daughter-L said:

Excerpt 7-40

Daughter-J: Because it [Persian] is so hard.
Daughter-L: sometimes it [Persian] is really hard.
Daughter-J: it is Australia!

Wong-Fillmore (1991, p. 342) explains that children at young ages may not have yet
achieved a stable enough command of their native language to withstand its erosion
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against the assimilative forces of learning/using the more powerful language of the new
society. For many children, their limited Persian skills could make it difficult for them to
communicate in Persian, as reflected in the excerpt above. Nevertheless, Daughter-J’s last
comment “it is Australia!” also adds another dimension to children’s choice of English as
their preferred language. According to Bourdieu (1998, p. 46), inculcation of linguistic
and cultural values through the educational system and social practices, inter alia, shapes
a unified and ‘legitimate’ national language and cultural habitus. In effect, in this process
of unification, the dominant language and culture are imposed and inscribed as
‘legitimate” while other languages are devalued. In circumstances where communicative
norms are constituted into a homogenised national form (p. 45), it comes as no surprise
that children like Daughter-J who do care about “belonging and acceptance” (\Wong
Fillmore, 1991, p. 342) internalise and reproduce the underpinning message that ‘to be an
Australian, one must speak English’. This was further evident when Daughter-J spoke

about a sense of ‘embarrassment’ over using the Persian language, as she went on to say:

Excerpt 7-41

A w8 foaid} 48 adie embarrassed o< :Daughter-J
(“I get embarrassed [Laughs] to speak Persian.”)
Shiva: Why is that?
Daughter-J: Because I don’t want anybody think I’m weird.

Feelings of shame and embarrassment over language forms that deviate from what is seen
as ‘normal’ and ‘standard’ emerged as important topics in children’s narratives. The
feelings of shame and inferiority are presented in the research as the psychological
consequences of global English subordination which is “inflicted through practices of
linguistic shaming” (Piller, 2016, p. 203). In a context where children, such as Daughter-
J, feel that they are viewed as “weird” if they use their ethnic language, it is not surprising
that they tend to hide it.
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Children exercised agency in various ways to use the language of their choice in

opposition to their parents’ wishes, as for example shown in the excerpt below:

Excerpt 7-42

O3 <A )8 Daughter-D 4 (5ae G 453 58 a2 :Shiva
yeah :Daughter-B
b :Daughter-D
yeah :Daughter-B
b :Daughter-D
{213} :Daughter-B and Daughter-D
fSaai o Ll 22y :Shiva
{oia}as { el cuihayd sxia Uy} :Daughter-B and Daughter-D
«3 :Shiva
maybe for one second, but then after that [Laughs] :Daughter-B
Shiva: Then you are asked at home to like Daughter-D, speak in Persian.
Daughter-B: Yeah
Daughter-D: A lot
Daughter-B: Yeah
Daughter-D: A lot
Daughter-B and Daughter-D: [Laughs]
Shiva: And then you don’t?
Daughter-B and Daughter-D: [giggling] No [Laughs]
Shiva: No
Daughter-B: maybe for one second, but then after that [Laughs]

The children’s resistance to their parents’ language choices can also be seen through the
lens of Bourdieu’s habitus, behaviours that are adopted through everyday repetition of a
set of norms (Fulton, 2015, p. 11) (for further discussion, see Section 2.2 in Chapter 2).
Habitus, as Ochs, Solomon, and Sterponi (2005, p. 547) note, “affords both regularity and
improvisation in social life, yielding social practices that are ‘spontaneously
orchestrated”” (Bourdieu, 1990, p. 80). In the case of the children in this study, as the data
revealed, there seems to be two ‘habituses’ coming into play with each other: one having
been shaped by outer assimilative forces from the wider society particularly through the
educational system; and the other by parents within the family. This interplay was

manifested in the ways in which children unconsciously switched between the two
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languages, or habitually used languages with certain people in a given situation, as the

examples below show:

Excerpt 7-43

R ) N0 5 S O3) s yme QUESEION 43 DMia (5 ) saisad x3 (5w 0 K 563 :S0N-G
Al ay (g 0 i (ol (B R ) (e Cuma B0 ) sainan 4800 2ay cdine &y
Adine ) iad s accidentally 4 (S 481 Sl
Son-G: All of a sudden English jumps out, then, like for example she asks a question,
and for the other thing ‘no” drops out of her mouth, then you keep talking in English.
The adults tell us to speak Persian, but when accidentally we say an English word,
then all of a sudden everything switches to English.

Excerpt 7-44
i W 585 b e oo (el ladas b ca )y shai) 23 53 (4 cad sad (0 400 4030 :SON-G
2580 A8 s (al jge G
Son-G: 1, I, I don’t know, I am like this, I speak English with the children and Persian
to the adults without necessarily wanting to.

Son-C also described how he followed a certain pattern of language use with those being

perceived as English speakers including his peers:

Excerpt 7-45

e by cduye 55 e el 5 ey sl o) 90 Slie w30 Ci s oantl) i sie 28 50 (40 431 :SON-C
Lol 5 ani e Coa b Ly anlSOl Giea a8 Son-A L

Son-C: Because | can speak English when people surrounding me are English
speakers and like that. For example at school, or like, with Son-A, we always speak
English.

In Daughter-I’s narrative below, it is also implied how habitually she used Persian with

her parents not only at home, but sometimes outside the home. In fact, her delayed

response to the researcher’s question about her language use with her parents outside the

home could show a taken-for-granted habit which required her to think before answering:
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Excerpt 7-46
Ao Coa o BBl 5 e s 55 :Daughter-I
€t L i e ia (o )8 €y sha M5 e 0som b s u A 4 Lh 5 (e b B 5 :Shiva
sl + o) + aa a3 ) :Daughter-I
Daughter-I: | speak Persian at home and in parties.
Shiva: How about when you go shopping with mum and dad? Do you speak Persian
or English?
Daughter-1: Yes, there too, + yes + yes

Daughter-I’s habitual way of using Persian in her interactions with her parents was also

expressed by her parents:

Excerpt 7-47
A Cuna ol Lo b Cat il LA aa Daughter-1 235 S8 (e :Mother-|
238 Qe (5) (sl 03 S Cadle i :Father-|
Mother-I: I think Daughter-I herself isn’t very comfortable speaking English to us.
Father-1: well, she has gotten used to it this way, she has gotten used to it.

Children by and large spoke Persian to their parents, particularly in the home. However,
in the presence of English-speaking people, including their peers, children showed
different attitudes. In fact, as discussed earlier, children could feel a sense of linguistic
inferiority or linguistic shame over their ethnic language (see for example Excerpt 7-41).
Further, they also felt a sense of shame over their parents’ ‘non-standard’ English as an
indicator of “being foreigners” (Tannenbaum & Howie, 2002, p. 409). For some of them,
they seemed to prefer to be spoken to in Persian rather than in an ‘embarrassing’ form of

English, as is evident in the example show:

Excerpt 7-48

oS Ml adiSge allad e ailale 450 g | a1 aLL (g ¢ sl allele 43 fo2id) ¢ al) :SoN-C
S 30 43 3 (A 40 g
fea “Hello darling” 48 fa e ailebe ¢ {0l ) () o sal {7 ALY L Yla iy :Son-A
533 00K ALl fd A8a (o sAagd JARL (oA} MadSy ) a3 6a ol e e 103 )" e (1e
(J.ALA ‘_AJ {nd.'\';} M.iﬁ) o yigs (ol faa
Son-C: English, [Laughs] no my mum in Persian, but my dad in English. Because my
mum, like, | get embarrassed like when someone cannot speak right.
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Son-A: Then like with [Name J] [an English-speaking peer], my mum comes, right?
and says ‘Hello darling’, right? I am like ‘oh my God, | want to kill myself!’
[Laughs] she says it with such an awful accent, right? My dad is ok, right? He is a
bit better [Laughs] but my mum.

Overall, English was the children’s preferred language, particularly in the presence of
English-speaking people. This became evident when, for instance, Son-C first
spontaneously replied “English”. But, having given it a second thought, he corrected
himself seemingly because he remembered his mother’s ‘embarrassing’ accent. A similar

perception was also expressed by Daughter-D who, after a relatively long pause, replied:

Excerpt 7-49

Bae embarrassing s s s (omns 458l (5 o) o) o)l ++ o)l :Daughter-D
{s212} :Daughter-B and Daughter-D
08w embarrassing o Wb ol :Shiva
so yeah, Farsi when we’re in public :Daughter-D
Daughter-D: Um ++ Persian. yeah, yeah, because sometimes they say embarrassing
things.
Daughter-D and Daughter-B: [Laughs}
Shiva: Mum and dad say embarrassing things?
Daughter-D: So yeah, Farsi when we 're in public.

Despite children’s preference for the English language, it appears that many of them
spoke Persian with their parents. Their use of Persian may have been in response to
children’s awareness of parents’ preference for Persian. But other interpretations are also
possible. For instance, Son-A spoke about his mother’s “awful accent” and Son-C
expressed how he preferred his mother to speak Persian for her inability to speak the
“right” English. Therefore, they seem to have used Persian more out of their own

autonomy than pure compliance with parents’ rules.

Overall, the ways in which children described their language use perspectives and
experiences depicted a complex picture of the circumstances under which they seem

caught between the linguistic influences of the wider society and the language of their
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home. In effect, they can be vulnerable to societal messages undergirded by English
monolingual ideologies that their home language is of no use and value and can be
regarded as an index of ‘foreignness’. Furthermore, they seem impressionable to
messages from the wider society about the superiority of the legitimate forms of
communication, that is, an ‘idealized’ and ‘unaccented’ spoken English (Medvedeva,
2010, p. 518) underpinned by legitimate/authentic/native-speaker ideologies (Doerr,
2009). Under these circumstances, however, children seem to have had no choice but to
opt for either using Persian in their interactions with their parents or to be spoken to in an

accented — and as many children said ‘embarrassing’ — English.

These linguistic influences and ideological stances could engender tensions in parent-
child relationships in various ways, which will be discussed further in the following

sections.

7.6. Tensions in parent-child relationship relative to parental English learning

and use

Despite parents’ years of involvement in English education, children began to overtake
their parents in relation to English as the societal language. Consequently, some of the
children began to perceive their parents as deficient language learners/users and to view

their English knowledge with scepticism, as the examples below show:

Excerpt 7-50

b D5 (el S 0] aame 3 Gier a0 e and Al i 4S S e S 3353 :Mother-H
o Bl A 0 & e s (5 skl il Al a8 3 e a5 5] 4 (g e a0 58
(o iy 4S dagh a0 35 2 3l | GBS () ales 4us e 0 00 od (5l (a0 i (e s
S e s gy 05 Ja g 5 Moo pamel) " 48e (B 5A o s {LL ) ol ad gy s
o i b Ulanll A80a S8 o) ign pa (ladl
Mother-H: she herself thinks that she knows more. For instance, | am teaching her,
well her grammar is not very good yet, like | explain that for instance here you need
to write it like this. Then she says ‘no, your English is not good, | know English
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better’. But well she goes to school and her teacher corrects her homework and then
she realises that I was right [...] but yeah, she herself says ‘my English is better’, and
anyways because she speaks better and her pronunciation is better, she thinks that her
English is also better.

Excerpt 7-51
e 1S O Led" 3 & e 4S Cud cume LA il 0 035300 (00 5 4 53a0 (B2 55 43n 2 :Mother-B
i o 350 L el asla 4y B0 8 e b \))';?’d_”)ljmjuﬁﬂhg,"qyb@ |y lalS
LS 1" 48 delign e (LA (il 2 48, S 08 Sl i€ e M s e (o AalS (i (A"
a2 52 03l 53 4alS (4 a5 S8 (e A WK e ¢ il e
Mother-B: When she sees that she doesn’t know it but I do, it seems so strange for her
and she asks ‘how you know the meaning of these words’. Or for instance when she
learns something new at school, when she comes home and says excitedly ‘do you
know what this word means?’ | would say for instance like this. It would sound so
strange to her that she’s like “how would you know that’. | would say like ‘well | had
already read about that before’.

Children’s perceptions of parent’s English inadequacy could lead to tensions in parent-
child relationships. This is mainly because parents could be positioned at a disadvantage
in parent-child relationships and subsequently, they resisted such positions as being
“unacceptable or incompatible with those they occupied previously” (Pavlenko, 2002, p.
285). In effect, parents had to prove their English knowledge in one way or another to

their children to maintain their face and authority as parents, as the examples below

reflect:

Excerpt 7-52
Oe O {0253 0 s 55 ) a8l e " oSe a cay Sse 5 43 1 ispelling & o= :Mother-H
el Ca g e Yla i A8e xSl g aSae ada ) caals 5 4w Wl spelling
{o32} il s clear odebate a8 L b g a0l pu

Mother-H: | constantly tell her the spellings. Then I say ‘see, how my English is
better than yours’ [Laughs] ‘see how I know the spelling of all these, | say it off by
heart, but you don’t know’. Then she’s like ‘oh well, | do speak better than you’. |
mean we do have a clear debate about this [Laughs].

Excerpt 7-53

(a3 Al a4l Sl s lale e sie 48 ) by ! S dises (igs :Mother-N
{ni\&} Malyl _}JL} _5‘)‘)..:1" {ni\&} "(:JJ..} Jl} 8% L_AJ
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Mother-N: | always tell her ‘remember that when we first came you were not able to
talk, but 1 was.” [Laughs] ‘Don’t become arrogant please!” [Laughs]

From the analysis it became clear that issues around pronunciation and accent involved a
high degree of sensitivity in parent-child relationships. The reason for this sensitivity can
be explained by the fact that, on the one hand, changing intonation and phonological
features can be difficult for many adults due to maturational constraints (Piller, 2002b).
On the other hand, children being vulnerable to the constant messages from the wider
society about the ‘standard’ English as an index of ‘insiderness’ and belonging, could
perceive their parents’ different accents as indexing ‘foreignness’ (Tannenbaum &
Howie, 2002) and, so, in need of correction. Consequently, parents were often corrected
or even derided by their children for their pronunciation and accent. In response to
children’s corrections, while some parents attempted to practise (as in the case of Father-
D in the excerpt below), some of the parents declined not only because they found it
impractical, but also as a way of counteracting a range of identities being imposed on
them (Pavlenko, 2002) within the context of family. This phenomenon is reflected in

Mother-D’s excerpt below:

Excerpt 7-54

(e (5 Angd SRl AiSae £ 5yl ariSiae Cunia e Bl ot (3ol Lo 85 oY) 4555 :Mother-D
Lo it K ol 480 La 4y 5 ) el Lo S (i UL 4S dagd (i S oS L 55 cla 5 Aangd il
e ASe gm Jia Jy Father-D {...} {o2is) 038 se yhume 4300 g 9 5 (o8 5 dagd (a3 ¢ 500!
rala 4800 (e ot age pngl cdinan ot Ladl 5 (g (5 a3 Cumaa (59 3 sdae ol ((ge 434S e
Bae 03 4S8 Jaword 42 e Father-D all ax Aaga (3o 8V 2 Giissy Js) .2 IS aagd 5 aluw
AS A i e b i 5 230l o (e (g A (i ) 430 2 Father-D . assae ))SS Gilaly
{o2id} culyjen A g

Mother-D: Now when it happens that we speak like English with her, she starts,
because of our accent, our different accent, she’s still too young, she can’t realise that
well we have learned English somewhere else, our accent, she doesn’t understand that
and keeps making fun of us [Laughs] [...] Father-D still makes an attempt. I say, no |
just want to speak fluently. For me, it is really like that, I don’t care about my accent.
I don’t want to work on my accent. Basically it is the fluency that is important to me.
Then um Father-D for instance repeats the words that she tells. Father-D tries to
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correct his [pronunciation]. But I don’t and so with me she is more like, your

language is so bad [Laughs]
While for Mother-D it seemed pointless to put any effort into changing her pronunciation
and accent, for Daughter-D it appeared of great importance that her parents could speak

the ‘right” English in society, as shown in the excerpt below:

Excerpt 7-55

Daughter-D: aembarrassings

(“It’s so embarrassing”)

Daughter-B: Pronunciation s &S 4 different-s, (e sl

(“Her pronunciation is a bit different, therefore”)

Shiva: Is that important? Do you mind?

Daughter-D: YES!

Daughter-B: &S 4 (“a bit”)

Daughter-D: Yes, | do. L&y aaz2 <853 (“Yes, | do. Then sometimes™)
Daughter-B: and because they [people] don’t understand

In Bourdieu’s terms (1991, p. 51), feelings of inferiority and shame are seen as a form of
“bodily emotions” engendered as a result of the internalisation and recognition of the
“symbolic power” that is instilled in dispositions, the habitus, “through a long and slow
process of acquisition” (see also Section 2.3.1 in Chapter 2). In fact, the sense of shame
over parents’ accent and pronunciation as reflected in this and other examples (see also
Excerpt 7-48 and Excerpt 7-49 in Section 7.5), could reflect children’s concerns about
how they and their parents are judged by the dominant society and their fear of not being
seen as ‘normal’. These perceptions were further evidenced in the ways in which parents

‘talked’ to their children about the status quo to mitigate the societal pressures on them:

Excerpt 7-56

sl Ul S Ciid) Gl 3 S 4S 81 Sl 4S 4855 cilladls Sial ¢ sa s 23 :Mother-0
S Cuna Led Jia 1) (o) il 550 o (e (S Caimia o Jie | (oua 8 i 58 5 g 58 48 K

Mother-O: So, you should not be ashamed at all that if, like, anybody was to annoy

you, tell him or her that whenever you can speak Persian like me, | will also be able

to speak English like you.
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Excerpt 7-57

i€ e ) )b 50 S ol aiiline playdate osa sids (e Mo 4pad 04l ey 250 Bl ) :Mother-M
Crmaa ol Ble (o By 2 e S50 | ke Ll 48 a0l a5 ) s (0 (5 23800 llad 48
25e ol s (e 4S 28 e 4 e OLEI A Wl (S0 llad g a0 3Y A e
Mother-M: In the beginning, I mean this was because mostly | arranged playdates, uh
she said once or twice that she would get embarrassed, but then I explained that they
would understand us. When I speak English wrong you don’t need to get
embarrassed, they themselves would understand what I’m saying.

Excerpt 7-58

(ol aaly (S 5 caaly s Jl8 (e cal) cDaughter-J o 4S &K (igs 4S 4wy s e :Mother-J
Ll il lale g b 481 ¢S b (80 dulia sia (5l 8) 55 oy aiSe (K3 Laial oyl 4S (5 )
b A0 4 shal S b e )5S sio 3 a8 (sl ealy ol Ladh () 5f A4S 4Bl Caly ¢SS Adlia 5l

A 4 giad (58 48 i e oy 48

Mother-J: Anyways, I remember that I told her “Daughter-J, look, um, I know

Persian, | know Turkish, I also know English enough to live here. If you are

comparing me with someone, if you are comparing me to an Australian mum, just

remember that she only knows English. If she goes to my country she would not be

able to do anything. Or if she goes for instance to Turkey she wouldn’t be able to do

anything.

Despite parents’ attempts to convince their children, it seems that the effects of the
prevalent ideologies of the ‘legitimate’ or ‘native’ English were so strong that children
seem to have been struggling to accept a bitter truth rather than being fully convinced, as

reflected in Mother-B’s excerpt:

Excerpt 7-59

o) o a8 il s 5y (ol s b 4allSs e e 5 (55 43 (il 53 (5 sl Slal :Mlother-B
=kl b asgd hla liba) ¢ sialil hlss :Shiva
Gl se ai shaad el (pan Lo 03 S Cma o) Jla 8 404802 S Jsd S 5l 4= :Mother-B
Mother-B: Basically in front of her friends, she somehow prefers to keep the
conversation with her parents short [...]
Shiva: Because of your English or perhaps the accent or for=
Mother-B: =No well she has accepted it that anyways our English speaking is like this
and we can’t change it.

Overall, the data analysis revealed that tensions could arise in families due to children’s

perceptions of their parents’ ‘different’ English and their concerns for judgements being
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made by the English-speaking society. Parents’ forms and styles of speaking could make
children feel a sense of inferiority and shame. These feelings could result in children
trying to socialise their parents into the ‘correct’ ways of communicating. For many
parents, however, being corrected by their children was construed as against the ‘norms’
of parent and child roles in socialisation processes. Under these circumstances, parents
not only adopted strategies to preserve their face and authority as parents, but also tried to
raise their children’s sense of self-esteem and confidence about themselves and their

parents. These interactions, however, were not conflict-free.

Conflicts in parent-child interactions could also arise in relation to children’s language
practices and the ways parents interpreted them. These will be further discussed in the

next section.
7.7. Tensions in parent-child relationship relative to child’s language practices

Parents appear to have had high expectations for their children to learn and use both
languages of the home and of society. However, they began to come to a realisation of the
difficulty of excelling at both languages due to a number of constraints in the new
society. In fact, parents came to realise that their children, compared to native-born
children, had fewer opportunities to expand their English knowledge outside the school
context. Furthermore, the children’s knowledge of the Persian language would likely be

confined to the context of family. This situation was explained, for example, by Mother-I:

Excerpt 7-60

b A el Ll 4 (e e e (sladas Lad) iy (A8 4did Cusa s :Mother -
Gl o pla £} ol (S8 Cumaia g ddine () da (e ) Gl B 45 52 95« Native
AiSae B8 Ld (S s (Al Al s 6 w4 Db Gl 4 3 Sl o s Daughter-|
4333 3LE Daughter-1 Shal 48 5iS saliiul 5 ) Gladlaal s
Mother-I: It is a difficult situation indeed. That is, I think neither the English of our
children would become like that of the native children. Nor their Persian would
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become like that of an Iranian child. It’s a difficult situation [...] Daughter-I’s
vocabulary is limited to those at school. It is so different when you want to talk in the
family. They use a lot of expressions that perhaps Daughter-1 wouldn’t know at all.

As for the children’s English language, as reflected in Mother-I’s excerpt above, apart
from their peers and teachers, children seem to have had limited contact with English-
speaking people in contexts other than school. Even so, children usually spend a lot more
time socialising with their peers than they do with their teachers. Consequently, children
may become socialised into a form of language which might be perceived by parents as
inappropriate. This could lead to conflicts between parents and children as, for example,

Mother-R and Father-R reported:

Excerpt 7-61

b ey g4 S ok ol dn OY) (leadse S (s 43 e Ci s w8 Daughter-R :Father-R
) / / foxia) () Lyl Giliusa b
S 4y Mia 4800 e 5y Lig) Dia ol ¢S e sliiiua) 48 (51 0 3 35, & e (5 43 :Mother-R
pae pl " s 1“ B 223 “T don’t care” 45 «BSaad 5 JS ol o B e o alail 2l s2sa
Uy la alanlio aS {1} 480e 1y 4 e o &jlie (g e (A i gy S ol YN L Mg
{oi\';} ﬁj\adi..;uu}\ 5
{..}
A Oy Cailigal 5 ) 5 m S0 (s 4ildl g 4iSas S b 5 e b 13 (e s :Mother-R
4 0350 Ok Olsl DM (L) e Ul Lo 1 L) (e 4ed 03 3 S0 S (K e p 4gdan
Daughter-"l e {oxia} 113 «uiga 20y "S5 )53 o0 ald V1" AS afe i cdggany L 4S (5
Gilaly laie 4y 5 5 Ll 4asDIA Moy o0 | cod 0 ol i Ol T s 11 (KA I R
Adine aal U LA La seade Father-R .an S e
Father-R: Daughter-R speaks in Persian. But occasionally she ( ) some of things that
she’s learnt at school or with her peers [Laughs]
Mother-R: A bunch of everyday expressions which they use, yeah, for instance she
uses them. For instance, when she doesn’t want to do something, like she’s been told
‘why don’t you do that’, she would say ‘7 don’t care!” She doesn’t even say like ‘it is
not important’ or ‘I wouldn’t do it now’, but she would use exactly the same
expression being used at school [...] and unfortunately we do have issues with that
most of the time [Laughs]
[...]
Mother-R: But I realised that she didn’t know the negative weight or for instance
perhaps the impoliteness of some of the things. Because children were all saying
those to each other, she thought that well everybody’s saying that. We tell her these
things [...] for instance what was it the first time? Something that is very obvious, for
instance when we say ‘would you have dinner now?’ then she would say ‘Duh!’
[Laughs] Then, we were like ‘Daughter-R, it’s not a nice tone! What does it mean
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‘Duh’? This is, like, yes, of course, why are you even asking’ Yeah, for these things
we were like a bit, Father-R particularly would get so upset.

Tensions could also arise in parent-child relationships relative to the child’s Persian
language. Despite the fact that most parents seem to have been aware of the constraints to
their children’s language learning, they at times seemed unconvinced about their
children’s inability to communicate. For instance, Mother-D reported the frustration she
felt over her daughter’s inability to understand her, particularly when the topic was not of
interest to Daughter-D, and Father-D seems doubtful whether she could not, or decided

not to, understand the conversation:

Excerpt 7-62

ALy o)l e (s calia ga Slal 4S Ul ) amay Moy Daughter-D" s Sis :Mother-D
)ua\eh Az @@uw\wﬁm‘)ue‘)\‘\sg_mm‘)m\a)ua\ comw\eimu.;@_q}e.&_mdsds
Mw\]\.&)&«a"?‘s@m‘u" B "065‘4‘@6)‘:‘&‘5““@“ “"eS\_MGA we&qdjjm)ua
{oxid} a3 e Jb db ahr ax
{..}
A O 5a) shaie L 4S degiie JalS 5 ) cONVersation Lelecd ja ¢ s 2ddas -convers :Father-D
Aegiia 4 Ry oa (i Wi 0ol 80 4353 5 ) (b 4alS 4 aSan a8 i ld (2
Mother-D: For example | say ‘Daughter-D, this is not good’. Sometimes when she’s
not in the mood, because when she sees that I’'m arguing explaining to her that this is
bad, she doesn’t even bother asking me what the meaning of it is. Then she keeps
looking at me like this, for instance. | keep saying that ‘do you understand what | am
saying?’ and she is like ‘no, I don’t’. And it’s been like a quarter of an hour that I
have been struggling [Laughs]
Father-D: convers- sorry for interrupting, but she completely understands the
conversation like, what we mean, what we are saying. She may not know some words
and asks like what this means, but she understands.

Father-1 also said:

Excerpt 7-63

Mother-1 Yla caa (e (omms o 5 lon i b)) aiSae S8 (e S5 () (sl aaliie s :Father-I
22 45500 igNOTe 1 i 4 035 s (e (05 e o (linae ey (oans G cp Sl 4sd S
AS.M‘).\AMUJ\?.\SSG‘).\;A.\uayupbamﬁy&_\ujéuj\wﬁywm)m\wjy
oJ_)S \J).}
Father-1: | think misunderstandings like this happen often and in some cases, well
Mother-1 is still very good, but sometimes | get angry. | say, | say, | feel that she
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ignores some of the things, although after that | would realise that she hasn’t
understood it correctly or she has perceived what | have told her differently.

While it is difficult to discern the (un)intentionality of children’s miscommunication or
refusal to communicate, particularly in situations where they may feel confronted (see for
example Excerpt 7-62), it is important to note from these examples how language-related
misunderstandings can occur in parent-child interactions, which can negatively affect
their relationships. Further, while these parents did not mention if they switched to
English to make their children understand the conversation, the examples can show the
possible ways in which children may affect parental language practices, when parents

have to accommodate to children’s language needs (Duff, 2007).

Overall, amidst all the forces at work and the challenges of handling two languages,
parents concurrently expressed that they could improve their English language and also
gain useful sociocultural information through their school-aged children. This will be

further discussed in the following section.
7.8. Parental language learning in parent-child interactions

As discussed earlier, most parents chose not to use English with their children mainly
due to their concerns over their children’s loss of Persian. Nevertheless, many of the
parents expressed how they could learn English from their children in different ways, and
also gain useful sociocultural and historical information as transferred by the children to

the home. Father-A, for instance, clearly expressed:

Excerpt 7-64

Aleai 4a 45 cle Ml o) Son-A s (5 :Father-A

a5L 4181 45 siaai il Dal () 4y (o yiwd (280 4181 45y 23] i :Shiva

R (e 610 dm 48 lhel A U 51 a4 bed) 54 48 Cand el s LIS ks :Father-A
Al) 5120 43 4S ABL (Jasd) A ) i 4l s Gl SKill 211 A 48 (5 3l 5 L A e
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S0l Ul 4500 4l sed 80 30 RN (6,80 b (s s Lei o)) ( stransaction o) s
(S S Dl (5 by Dliie adaad (lad s yue s jla ) adaad (4l

Father-A: Without Son-A this information would never come home.
Shiva: you mean if you didn’t have a child, you wouldn’t be able to access those
information?
Father-A: Exactly. It’s completely obvious that families that don’t have children
compared to families that do, I think parents that do have a child, their English skills
could be better than those who don’t. In fact, in your transactions, you also have to
learn. If you don’t, the things won’t work out well. The moment he [the child] is
asking something, you have to go and check it right away.

As reflected in Father-A’s excerpt, the process of learning could occur through
collaborative practices where parents mediate the language learning of their children, for
instance when doing homework. Reyes (2006) called this way of learning ‘bidirectional’
because the process of learning the language could occur in a mutual way in parent-child
interactions. Mother-A also expressed how she could expand her vocabulary through

helping out Son-A with his homework:

Excerpt 7-65

il | ) Cal Ko (Fine (e (ol salive )3 3 (Sae e a8 K oy (5 yidiy <l aly :Mother-A
O 4o hA Ladad o3 g3 (a2 Aa sie (ald raca 63 SON-A ) 0 5 (o8 40 23 S o | Sl () s
AN SS
Mother-A: Yes, | learnt more vocabulary. For example it could happen that | did not
know a word in his maths. Then I would find its meaning in Persian and would
explain it to Son-A. | realised what it was. It definitely helped me a lot

Furthermore, parents concurrently emphasised how they could benefit from their
children’s conversational English knowledge, including colloquial terms and informal

ways of communication. For example, Father-S expressed:

Excerpt 7-66

officially »& ol . Sae p258 3,550 53 a8 £ 3 officially (b 5, ol L :Father-S

O sl (5 La peadia o) (oad 3 )2 Uy (pudany 4S 02 (IS Lol o) e Al o slas
"?kﬁ LT Ulaira <Son-S" [ - Son-S ) I APIFRTTY ) saldin) Lﬂ?m.aa\ B4 (a:\.ts‘sA AU
Son-S )1, sy e stae cladtaial 5 ba cod (g e adly GaalS 138 Vs ol ixg D 48
.e_):‘gcs‘ AL
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Father-S: We’ve learnt the language very officially. I’m talking about myself. I don’t
know the non-official, the colloquial language, but rather the framed English which
sometimes is of no use. Particularly when we watch TV they use some expressions.
For example | ask Son-S, ‘Son-S, what does it mean?’ and he says like it means this.
Now I don’t remember exactly what the word was. But anyways | learn many of the
everyday conversational expressions from Son-S.

In fact, as reflected in this and other examples, given that parents perceived the English
that they had gained as ineffectual in everyday conversation, they viewed their children as
an available source from whom they could learn the informal or the ‘real’ language to be
used with ‘real’ people. This ‘real’ language included both spoken (as shown above) and

the informal form of written language as Mother-B stated:

Excerpt 7-67

A SCOMMENT 43 i 3a3 4353 e dusaadl 5 4l iy a3 ) (o0 (SSI 4 p R e e L :Mother-B
S pase M ) Gilail sl oe
Mother-B: For instance when | am texting, if she is next to me she reads it and then
for instance she comments like ‘change this part like this.’

Overall, it emerged from the analysis that while parents avoided using English with their
children, they showed positive attitudes towards learning some English, particularly
conversational language from their children. Nevertheless, at the same time, consciously
or unconsciously, parents appear to have set boundaries to the ways they sought their
children’s help or let them teach or correct parents’ language. An explanation for this lies
in the fact that family as a system acts in such a way as to maintain the boundaries within
which family normally functions (Maccoby, 2014) (see also Section 2.2 in Chapter 2). In
fact, parents could sense the potential reversals of parent-child roles in terms of language
socialisation as a result of the “differential distribution of linguistic capital [which] runs
counter to the typical age-based distribution of power and status within the family”

(Luykx, 2005, p. 1408).
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Furthermore, many parents perceived themselves as highly educated with a relatively
good knowledge of English. Nevertheless, as Blommaert (2013b, p. 5) points out,
migrants not only have to learn “a language”, for example “English”, but they are also
under pressure to learn the standard varieties of the host society and to have control over
“highly specific bits of language” including the accent [Italics in the original]. Parents
could not only sense such pressures from the wider society (as discussed in Section 5.6 in
Chapter 5), but also from their children who could often gain access to, and gain a greater
mastery of, those “specific bits”. Under these conditions, parents attempted to “reclaim
alternative, more powerful identities from which to speak” (Norton & McKinney, 2011,
p. 74). This phenomenon manifested itself in the ways in which Mother-H, for instance,
described how she had to remind her child of her knowledge of English literacy and
grammar (see Excerpt 7-52), or Mother-D’s resistance to Daughter-D’s constant
corrections of her pronunciation (see Excerpt 7-54), or the ways in which Father-A tried

to convince Son-A about the mutual benefits of teaching his parents, as shown below:

Excerpt 7-68

?o_):\;_) Ayl Ladi (52 S Cusaa 31 sald Yla U :Shiva
A ey {LL ) e e 5 (53 S ol | 4alS (l 55 a8 (e 4g S s o) s Father-A
i) S pb SE o ) (520 3 e dx i 4 55 4500 s 4 sl ga adadl ) () o el a8
Vs B 1 4elS 0l e SON-A" oKoe i (3 (a (o Lgadga (mms ) 4alS (5l D 438 (40 4 48
ALy 43933 480 (a8t cod AS il S il cai by 5 il e by 90 s e A AIS ) e (13 e a2
O el ariina g Sl D b cal o) () e A Ulnina A4S e aiSae Gl dictionary s
b Adnad ‘L'ﬁwalid‘ S mi QR e e b 2 oSl 38R 0L () A sa adad ) 4 (B sA
Ol IS 49 Sl " 53 3 b Glele 5 e e Al g A (A ) 5! et ey dlaie) g
(659) Uiy Jaic) aa 4S 231
Paiina (31 03 coyla Caw 53 o1l :Shiva
6 Angd Lad a8 4800 0 580 pd () 0212 (0 a LgiB g oty o )13 G 50 03 )3 g3 ol :Father-A
Sy Mother-A 4 {oxid} 45 ol L
Shiva: Has it ever happened that he finds faults with your speaking?
Father-A: yeah, a lot. | mean he says like ‘you’ve used this word incorrectly’ and
laughs [...] and, well, I don’t get offended. After all this is a two-way relationship.
You teach me something, still I thank him for teaching for example a word.
Sometimes | even ask him, | say, ‘Son-A, I haven’t heard this word before. Do you
know what it means?’ He either knows it or doesn’t. If he does, well, he would say it,
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if he doesn’t, then we would look it up in the dictionary and we would see what the
meaning is, when for instance we see a word for like the first time. This by itself is a
good relationship for learning English. Then | have told him, I have told him that
‘because your English’, I constantly give him self-confidence, ‘because your English
is very good, you should teach me and your mum’. I mean | handle it in a way not
only to [give him] self-confidence

Shiva: Does he like it? Does he get encouraged?

Father-A: Yes, he likes it, he likes it. Well, sometimes he finds it funny, he says like
your accent is like this {Laughs} more to Mother-A.

This excerpt reflected that Father-A sought to build “a good relationship for learning
English” which involved joint activities with his child. In these interactions, however, he
seemed conscious about a potential power imbalance as a result of asking the child
language-related questions. This is implied in the way he used " ia" (“even”) when he
said,"suome A (S (e g2l ge " (“sometimes | even ask him”). This can reflect his
perception of an extraordinary action or a counter to the traditional roles of parent and
child with regard to language socialisation (Luykx, 2005) (see Sections 2.3.4 and 2.4.2 in
Chapter 2 for further detail). Nevertheless, Father-A seemed content that he could
“handle it” by appreciating his child’s greater communication abilities in a
straightforward manner. In fact, Father-A voluntarily empowered his child and
depreciated his own and Mother-A’s language abilities to boost his child’s sense of
confidence. This strategy also could be a safe arrangement, because as Goffman (2003, p.
11) asserts, “when performed voluntarily these indignities do not seem to profane his own

image” (see also Section 5.5 in Chapter 5).

In a study of child language brokering and the impacts on parent-child relationships,

Orellana (2009, p. 120) observed that language brokering in many situations can provide
children with the opportunity to “feel needed, useful and appreciated” (see Section 2.4.2
in Chapter 2 for further details). Although most of my participants had English at a level

that they did not seem to need their child to engage in language brokering for them, the
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sentiment in Orellana’s quote can be applied in other situations such as the example
above, where parents learn some elements of the language from their children. This was
manifested in the way Father-A confirmed how Son-A felt encouraged to teach his

parents.

While parents’ concerns about parent and child role reversals were implied in these
narratives, Father-M expressed his concern quite clearly by describing his perception of
the possibility of a decline in parental authority, viewing it as a ‘risk’ which needs to be

foreseen and managed:

Excerpt 7-69

AS AiSe K4S Alne foaid) complicate 4wl o3 ) sin s jer cdas 49 U Juandls =lau :Father-F
ol 83530 5 3 pdne mse Lealila a8 aun i) (s b 5 Ly (LA AiSan Lads
21,03 e Ly 4aS | quthority (s Seia
manage ¢sise sbe Y cCunia b adine Jla e piaa S8 e aill 5 s a3 e )l :Father-F
A pde g eddi b ol | Sy o) o i o) Jg
Father-F: Well her discernment can be to a certain level and so the matter may
become a bit complicated [Laughs] because she may think that you may not know
many other things as well. Then it would be woeful, the positions would be displaced
and a bit like, yeah.
Shiva: You mean the authority that parents have?
Father-F: Yeah, they might lose it. But of course | think anyways parents can manage
it through talking. But there is like, you should foresee the risk and manage it.

Apart from the advantage of English learning through parent-child interactions, parents
also reported that they could gain some useful sociocultural and historical information
from their children. This information, in effect, allowed parents to access societal
resources (as shown in Father-S’s excerpt below), or could equip parents with the shared
topics they needed in their social contact with people in the wider society (as shown in

Mother-R’s excerpt below).
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Excerpt 7-70

22l & ol Jaa G ks iyl S0l 5 U8 First Fleet 2 2 e <First Fleet 3G« :Father-S
Os)4S S 5 G Maritime Museum ey s« asé ) 3 a3 £ 5L Son-S ) detail 4 s a5
ol a8 8 j1a o gen (5 92 JOSEPh Banks 45l 2 )se 50 SON-S aa {L. ) Cialad o) 4038
Father-S: Like First Fleet, well before coming here, | had read something about the
First Fleet, but | learned about it in detail from Son-S. Then we went to the Maritime
Museum in Sydney where there is a ship there [...] I realised that Son-S even knew
for instance how Joseph Banks took a bath.

Excerpt 7-71

3 ¢80 Jiie LA Daughter-R 348 cadls LA a8 23538 (o) a8 s LA s 4 :Mother-R
Daughter R )S\ coald sl oA ¢l gaad uala Kaal sm‘)}\}\\.hu\);uuuy“‘\sk;\u)a IZEPEN
(e 4S ot o 5 R (53 212 s )5 ONe Direction e lagel Ol s 55 i 53 (e e (1e 25
40 L 4S aiie 3a e 0l 5 e (S GEAL o L olue Daughter-R (s i 0 sileSal Gda
@e.'\}d:yse.\.q‘Lm\e.msM)uuPA}m‘cM}\MJJAJ\aJD‘aJAj\Lg)}A\JISM\}A\Sd‘JM
&L\JM?ADLALAAAJAS‘;I}J‘)J}LL;\A}M)\MLI e‘)\dud‘)u‘);m‘}&)myean‘é_m‘_g‘)b
2LE L 250 Daughter-R S 1) (S s sliand 43 ) LA Daughter-R 48 aiSae gbua) (e (5iSe
At guail LAY Yl G o

Mother-R: Something very interesting, that’s also very interesting for me, that is
transferred home by Daughter-R, the things that are trendy among the youth, like a
specific song, or I don’t know, a specific singer, if it wasn’t because of Daughter-R, |
wouldn’t have known that for instance young people here like One Direction.
Because it’s not a band that I can be attracted to their songs. But Daughter-R brings
them and we listen to them with her. And for instance later on | see that with a
colleague who has come for his apprenticeship, he’s just come from school, then
when he talks, I’'m like aha, I know what you are talking about, I also have something
to talk about. Or maybe like the TV shows that children talk about amongst each

other, | feel, like, some of the cultural aspects, Daughter-R is very, if it wasn’t
because of Daughter-R, we might have never [known].

Overall, it became apparent from the narratives that most parents viewed their school-
aged children as sources to learn from, both in terms of language and social and cultural
information about Australia. Most of them stated that they could gain some language and
cultural knowledge from their children through joint activities such as doing homework,
watching TV or by asking questions. Some of the parents believed that some of the
information could not have been easily accessed but for having a school-aged child.
Nevertheless, being influenced by the assumptions about parent-child roles in

socialisation processes within the family, they also seemed concerned about the
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possibility of authority displacement in those interactions. Therefore, they consciously or
unconsciously adopted different strategies to redress the potential power imbalance and to

preserve their role as parents.

7.9. Summary

In this chapter, | examined language learning and practices in the family in relation to the
wider context of Australian society. The chapter began by presenting parents’ beliefs
about and attitudes towards their children’s language learning and practices relative to the
two languages of the home and the wider society. For most parents, Persian was their
choice of language at home with their children. In fact, for most parents, a natural flow of
interaction with their children could take place through Persian. Overall, children’s
Persian language maintenance was of great importance for parents because they wished to
retain a secure parent-child bond. Persian was also important to them because it enabled
them to maintain connections with the extended family back home, to preserve cultural

values, and to access more general advantages associated with bilingualism.

Given the importance of children’s Persian language maintenance, Persian was set by
many parents as the only language to be spoken in the home. Nevertheless, once children
gained some English proficiency, they displayed a propensity to shift to the English
language. In fact, having been exposed to and influenced by messages from school and
peers and the wider society about the value of languages and hegemonic language
ideologies (see also Section 6.3 in Chapter 6), many children began to feel a sense of
shame about their ethnic language and identity and thus became dissuaded from
developing and practising their home language. This sense of shame, for some of the

children, not only related to their home language, but to their parents’ forms of ‘non-
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standard’ English usage as a mark of ‘foreignness’ in the new society. Under these
conditions, parents tried to counteract those forces by preaching against them and
attempting to raise children’s sense of confidence and self-esteem. These processes,

however, did not seem to be conflict-free.

The incongruent language beliefs and attitudes of parents and children and their
expectations of each other in that respect could cause conflicts in their interactions. These
conflicts related partly to children’s perceptions of their parents’ language inadequacy,
particularly their pronunciation and accent. Children could feel a sense of inferiority or
shame particularly when they confronted so-called Australian native English speakers.
Therefore, while some of them preferred not to be spoken to in English in public, they
also tended to ‘fix’ their parents’ accent by correcting them. Conflicts could also arise due
to children’s insistence on using English in the home, or over their language practices

which might be negatively interpreted by their parents.

Overall, the ways in which participants spoke about their interactions at home depicted a
picture of parent-child interactions which had language-related topics, such as ‘what
language to use’, ‘how to use languages’ and ‘who socialises whom’ as their core focus.
In the narratives, parental language learning through parent-child interactions also
emerged as a significant topic. Many parents believed that they could gain some linguistic
and cultural knowledge in the new society that would have been difficult to access if it
was not for having a school-aged child. In learning from children, however, parents
seemed concerned about being positioned at a disadvantage in their relationships with
their children. These feelings related to the widely-accepted assumptions that view
parents as the language socialisers of children and not the other way around (Luykx,

2005, p. 1408). Furthermore, while most of the parents had high levels of English
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proficiency, they often positioned themselves, or were positioned by their children, as
deficient speakers of English. Therefore, they consciously or unconsciously employed
strategies to redress the perceived power imbalance and to maintain their authority as

parents.

In sum, the data analysis shows the complexity of language learning and practices within
the family in multilingual contexts. Language practices within family are affected by the
hegemonic language ideologies prevalent in the wider society. Under these conditions,
raising a child bilingually in a context where the onus is mainly on the families can be a
difficult task. Family viewed as a social unit can have its own language rules and
practices (Lanza, 2007). However, the findings in this analysis show how those rules and
practices are regulated under the influence of external social and ideological forces. As
Luykx (2003, p. 40) points out, those wider social pressures can “penetrate the most

intimate of domestic interactions”.
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Chapter 8: Conclusion

8.1. Introduction

This thesis has explored language beliefs and attitudes toward language learning as well
as the language practices of a group of parents and their children in migration contexts,
with a focus on contextual influences. In this study, | have analysed accounts of the
language learning and use experiences of thirty-three parents and twenty-one children
who arrived in Australia as families between 2006 and 2012. | have examined
participants’ pre-migration language learning experiences to gain a deeper understanding
of the sociocultural influences of the contexts in which participants’ language learning
habitus and their desire to learn the language were shaped. These analyses provided
insights into their experiences of language learning and practices in post-migration
contexts in Australia. Finally, the thesis examined the interplay between parental

language learning and practices and child language learning and practices.

Following poststructuralist approaches to SLA, | adopted sociocultural concepts of
language and power, and language ideologies. From this perspective, my analysis,
following Heller and Martin-Jones (2001), argues that the issue of L2 learning “is
principally one of what ways of using language, what kinds of language practices, are
valued and considered good, normal, appropriate, or correct in the framework of

ideological orientations connected to social, economic and political interests” (p. 2).

In this concluding chapter, I recapitulate the main findings from Chapters 4 to 7. | then

address the implications of my research. Finally, I discuss directions for future research.
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8.2. Research questions revisited

8.2.1. Research Question 1: Pre-migration parental language learning and

practices

RQ 1: What are parents’ experiences of language learning and use before migration?

The first research question was aimed to explore parents’ previous experiences of
learning and using English, with a focus on their ideological stances, expectations and
desires to invest in language learning at different points in the pre-migration sociocultural
contexts. To answer this question, Chapter 4 presented an analysis of the data related to

parents’ trajectories of their English learning and use before coming to Australia.

The data analysis demonstrates that for most participants, their desire to learn English
was primarily shaped by popular discourses of English as a language of prestige and a
means of social and economic upward mobility. However, according to participants, the
English taught as a foreign language in Iranian schools was nothing more than a school
subject in which participants had to pass the exams as a part of compulsory curricula. As
a way to make up for the perceived limitations of compulsory language learning
curricula, many participants attended private English classes or were taught by English
tutors or by family members. The outcome of these additional investments was often
positively evaluated by participants in terms of their academic advancement and attaining
high scores in university entrance exams. Some of them could also use the language when
relevant to their professions. Nevertheless, given that English in the EFL contexts of Iran
was not used in people’s daily life, English often remained non-functional for many adult
participants until they planned for migration to Australia. From that point, participants

seemed to have taken a more serious approach to English learning. With the prospect of a
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brighter future for themselves and their children in an imaginary elite English-speaking
community, most of the participants began intense English learning programs, through
formal classes, private instruction and self-study. They invested money, time and energy
in extending their English abilities, not only to pass the IELTS test as a visa requirement,
but also to accumulate the linguistic capital required for living in the new imagined
community. In fact, for many of them, attaining the right IELTS score as set down by the
Australian Government seems to have been interpreted as a sufficient level of
competency to enter and live in the new society. Therefore, except for a few participants,
most of the participants did not report any considerable investment in language learning

after passing the IELTS exam.

Against this backdrop, it can be argued that participants perceived their English to be at a
sufficient level at the time of departure, but also relied on the new English-speaking
community to improve their English abilities on the basis of the widely-held assumption
that English can be best learned from native speakers and in its natural settings. This
became particularly clear from the analysis of the data, particularly those related to

parents’ investment in their children’s language learning before migration.

In sum, adult participants’ multiple desires for English learning were socially shaped at
different points of time, often with the prospect of an imaginary upward socioeconomic
mobility. They attempted to learn the language at different levels as an investment which
they expected to pay off in an imagined future. Further, using the notion of ‘scale’ as an
analytic tool, the findings show that participants’ evaluations of their previous language

learning were interwoven with their post-migration experiences.
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8.2.2. Research Question 2: Post-migration parental language learning and

practices

RO 2: What are parents’ experiences of language learning and use after migration?

The second research question aimed to explore the perspectives and trajectories of the
parents’ language learning and practices in Australia and their intersection with
ideological influences. To answer this question, Chapter 5 provides an analysis of
participants’ accounts of their experiences of language learning and practices in the new
society. Most of the participants had imagined Australia as their new home and expected
that they would integrate into the new community and would socialise with the people
surrounding them the way they had been doing in Iran and the way locals do. However,
after arrival, the picture they had imagined changed. They began to feel a mismatch
between the English they had learned and the English spoken in the new society. After
arrival, many of them felt handicapped for not being able to understand people or make
themselves understood as, for example, Mother-O who likened it to being "JY¥s_S" (“deaf
and mute”). Participants began to come to a realisation about English variation, but also
how language varieties were hierarchically ordered. They recognised that the dominant
form of English as the societal language spoken by so-called native English speakers held
the greatest social value. Under these circumstances, they began to lose their sense of
confidence in themselves and their language abilities, particularly in the face of the
perceived native speakers as the legitimate speakers of the dominant language. The
perception of language incompetence led many of the participants to avoid participating
in social and professional contexts where they felt their face and self-esteem could be at
risk. Nevertheless, in many cases, parents reported that they regained their sense of

confidence and were encouraged to move on when their forms of capital, particularly
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language and professional skills, were recognised by those who participants recognised as

‘legitimate’.

To find a place for themselves in the new society, many participants felt the need to
improve their English abilities. Some of them attended language classes although their
experiences showed that there was a mismatch between their language needs and what
was being offered in the classes. In fact, many of them could not learn much more than
they had gained in Iran. Many of the participants also resorted to other ways of learning,
such as attending content courses or tertiary education, the outcome of which was more
positively regarded. By these means, they could not only improve their English in an
environment where the language was used as a means of communication, and not merely
as a subject of instruction, but they could also gain Australian professional qualifications

which could facilitate their career pathways.

I also analysed the accounts of participants’ experiences of language learning and
practices in workplaces. Most of the parents expected that they could improve their
everyday language through their interactions in the workplace. However, their
expectations were not necessarily fulfilled because, for most of them, their jobs did not
involve as much spoken language as they wished, or their conversations were often

around a limited range of topics in their fields of expertise.

For most participants, Anglo-Australians were perceived as the legitimate and core
members of society and, thus, their desirable interlocutors. However, although
participants wished to socialise with this group of people, they tended to avoid contacts
where they felt themselves constituting an imposition on their interlocutors or where they

perceived themselves to be in an inferior position. In fact, they exercised their agency in
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many situations by avoiding participation in joint activities not only to save their own

face, but also that of their interlocutors.

In sum, through the lens of the theory of investment, and the concepts of language
competence and power, the analysis showed the complex relationship between power,
identity, language ideologies, and language learning. Participants’ post-migration
language learning practices were embedded in their multiple desires and their agency,
socially constructed under the influence of ideological forces in different contexts.
Participants in this study were highly motivated to improve their English skills, with the
ultimate goal of gaining a native-like conversational English language proficiency. They
desired to have that level of competence to reclaim a social identity similar to that which
they had prior to migration. They desired to feel included in the new society where
Anglophone Australians were perceived to be legitimate core members. However, in
order to feel included, they felt the need for ‘native-like’ language ability. This ability,
however, was perceived to be achievable only through having social contacts and
socialising with this group of people. Under these circumstances, migrants such as my
participants could be positioned perpetually, by themselves and others, as peripheral or

marginal members.

8.2.3. Research Question 3: Child language learning and practices

RQ 3: What are children’s experiences of language learning and use?

The third research question aimed to explore language-learning trajectories of children
before and after migration from their own and their parents’ perspectives. To answer this
question | interviewed parents about their children’s English learning prior to migration. I

also analysed how children experienced language learning after arrival in Australia. The
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1111111 “analysis provides insights into how parental and child beliefs and attitudes
toward the home language, namely Persian, and the language of the wider society, that is

English, were shaped.

Overall, children’s English language learning trajectories were diverse. This diversity
related, inter alia, to the degrees of English competence and the age of participants at the
time of arrival. As regards age, those who were below school-age at the time of arrival
often had more opportunities to become familiarised with the language and the
environment before entering school, than those who had to enter school immediately after
arrival. Nevertheless, the complexity of language acquisition in the new society and the

emotional and psychological impacts on children were common to all accounts.

Before migrating, being cognisant of the need for the English language to communicate
with people in Australia, parents not only invested in their own language learning, but
also in that of their children. However, parents’ attitudes towards their children’s
language learning before migration were undergirded by assumptions about child
language learning such as the ‘advantage of learning English from native speakers’ and
‘children can acquire English quickly and effortlessly when exposed to the English-
speaking environment’. Therefore, imagining the new society as a site where English
could be learned in a better, quicker, and easier fashion, most of the parents did not seem

to have high expectations for their children to learn English before departure.

After arrival, however, in contrast to parents’ expectations, children did experience
difficulties in their transitional stage to the new school and the new environment.
Children’s difficulties related mainly to their struggle to gain language competence, but

also to gain “membership and legitimacy in the group” (Duff, 2007, p. 310). In fact, in
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their new educational and social environment, children began to realise that their home
language, as their only means of communication, was insufficient. These conditions could
affect children’s psychological and emotional well-being and their sense of self-esteem.
Under these circumstances, they exercised their agency to find a place for themselves in

their new communities of practice.

In children’s transitional processes, schools and educators can play a significant role. ESL
programs at schools, for instance, were created to help children develop their English
language. However, many parents believed there were shortcomings to the ways the
programs were implemented. For example, parents observed how their children missed
some parts of their general classwork due to inadequate articulation between ESL and
regular classes. Parents and children also felt there was a stigma associated with ‘ESL-
ness’ as an index of deficiency, difference and inferiority. Further, parents and children
also wished ESL teachers would be familiar with ESL students’ own language. This way,
as mediated through their narratives, children’s processes of English learning could be
enhanced in a more emotionally and psychologically supportive environment.
Nevertheless, peers of Persian background could take on the role of facilitator between
children and the people surrounding them. However, as old-timers, these peers could also
act as socialisers of newly-arrived children into social beliefs and ideologies about the

value of languages, which those peers themselves had already internalised.

In sum, using the notions of communities of practice, language and power, habitus, and
agency, the analysis made evident the conditions under which children are socialised into,
while at the same time becoming socialisers of, the hegemonic language beliefs,
ideologies and practices prevalent in the wider society. The findings showed how children

exercised their agency to learn the language and practices of their new communities of
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practice, to be heard and seen, and to feel accepted by the members of those communities.
In doing so, however, some of their actions could be misinterpreted if they were
measured only by situated ‘normative’ yardsticks, disregarding the broader sociocultural

and sociohistorical contexts and the inequitable relations of power.

8.2.4. Research Question 4: Language learning and practices in the family

RQ 4: How do parents and children’s language learning and use intersect?

This last research question aimed to explore language learning and practices in the family
within Iranian immigrant families. To answer this question, Chapter 7 presents the
analyses of data about parental and child language beliefs and attitudes toward learning
the two languages, that of the home, Persian, and of the wider society, English. It also
provides an analysis of the interplay between those beliefs and attitudes and the impacts

on parent-child relationships.

In the new environment, parents sought opportunities to practise their spoken English.
For them, their children were viewed as available interlocutors to practise English with.
However, they avoided speaking English with them for fear of their children’s Persian
attrition. For most of the parents, their children’s Persian language maintenance was of
great importance. Parents felt it was through Persian that they could retain a natural
communication with their children and secure a parent-child bond. They also wished their
children to know Persian to enable them to maintain connections with those left behind
back home, and also to understand and preserve cultural values. In attempting to raise
their children as bilinguals, they believed that children could access more general
advantages associated with bilingualism. Nevertheless, children did not necessarily share

the same beliefs about their home language and commitment to maintaining it. Once
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children gained some proficiency in English, they tended to use it as their preferred
language. For them, it was crucial to be viewed and included as a ‘normal” member in
their English-speaking communities of practice. However, for many of the children, their
home language was perceived as marking them as ‘different” or, as Daughter-J said,
“weird”. Not only that, parents’ different or, as many of the children described them,
“embarrassing” forms of English speaking could also index their ‘foreignness’ and, thus,
make them feel a sense of shame and inferiority. Under these circumstances, many
children attempted to socialise their parents into the ‘normal’ ways of speaking by
correcting them. These conditions could cause conflicts in parent-child relationships.
Tensions could also arise due to children’s language practices, which were frowned upon
by parents for being against family language rules, or misinterpreted or perceived as
inappropriate. Nevertheless, amidst all these internal and external forces in place in
parent-child interactions, most of the parents believed that they could learn some
elements of the language and sociocultural information from their children that could be
difficult to access without them. At the same time, they seemed concerned about their
authority as parents and about role reversals in their interactions with their children.
These concerns were undergirded by widely-held assumptions about parent-child roles in
processes of socialisation, which view parents as the socialisers of children and not the

other way around.

The concept of language socialisation coupled with the notion of bidirectionality from
family studies was particularly useful for examining how children played a role in their
own and their parents’ processes of language socialisation. In particular, parents often had
limited opportunities to develop their communicative language. In contrast, children spent

most hours of the day socialising with English-speaking people in school domains.
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Therefore, many parents viewed themselves as less competent than their children not only
in terms of English communication, but also in terms of cultural knowledge about the
new society. Therefore, an expert-novice or adult/parent-child role as prescribed in

traditional socialisation theories, is put into question in the migration context.

In sum, the study shows the complexity of language learning of migrant parents and
children as individuals, and within the family as a social unit in multilingual contexts.
The study complicates the assumption that the family as a social unit can have its own
language attitudes and practices. In fact, language learning and language practices in the
family home are ultimately influenced by language beliefs, ideologies and practices of the
wider society. The findings of this study, then, emphasise that the imbalanced values
attributed to languages and inequitable power relations determine the conditions under
which parents struggle to achieve bilingual outcomes both for themselves and their
children. These findings, thus, echo systematic gaps which have implications for policies
and programs to support migrant families struggling under the pressures of trying to

become or remain bilinguals in the new society.

8.3. Significance and implications

This study has presented a systematic examination of language learning and language
practices in the family in migration contexts. The research has demonstrated that
language socialisation processes within the family in migration contexts are complex and
intricately entwined with parental and child language beliefs and attitudes, which in turn
are influenced by language ideologies and attitudes prevalent in the wider society. In
view of the complexities involved in language socialisation processes in migrant families,
the present study substantiated the need for a holistic approach to gain deeper insights

into the interplay of micro and macro dimensions involved in language-learning processes
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and practices in multilingual contexts. The findings in this study, then, have multiple
implications for individuals, families, educators, language professionals and policy

makers.

8.3.1. Implications for adults’ second language learning

Through examination of participants’ language-learning trajectories prior to and
following migration, to the present in the new society, the study illustrates how learners’
relationships to the target language and their desire and agency to learn the language are
subject to change in different social-spatial-temporal contexts. While in the EFL contexts
of Iran, participants viewed themselves as successful learners due to their educational
achievements and because they were able to fulfil expectations commensurate with those
contexts, in Australian contexts they felt the loss of their English competences. The
feeling of competence loss, in effect, is not related to knowledge of ‘English’, but
socially-valued forms and varieties of English. However, these valued forms and
elements are often difficult to access in decontextualised learning contexts before
migration, and also in real life in the host country. The findings of this study, thus,
complicate the simple assumption that learners’ English proficiency leads to their full
integration into the social and professional networks of the new society. This is because
there are disparities between what the learners need to learn in the new society to
conceive of themselves as fully-fledged members, and “what the system is set up to offer
within prevailing social structures” (Williams Tetteh, 2015, p. 292). In fact, participants
in this study, who mostly had high levels of education, were highly motivated to enhance
their communication abilities in accordance with the situational expectations in the new
social and professional contexts. However, they often found it difficult to access language

learning opportunities at a level commensurate with their skills and needs. These findings
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suggest that a one-size-fits-all approach cannot do justice to migrants’ second language
learning needs. Rather, it is important for second language learning research to address
issues around learning socially-valued forms and varieties of English but also the

learners’ educational backgrounds, levels of proficiency and language needs to enhance

the efficacy of adult language-learning programs.

8.3.2. Implications for child home and second language learning

The thesis makes a contribution to the field of child language socialisation in migration
contexts. A key finding is that parents’ investment in children’s language learning prior to
migration is influenced by popular assumptions related to how children learn English
quickly and effortlessly in its natural settings from native speakers. However, in contrast
to many parents’ expectations, most children had a difficult time in their transition to the
new school. They were unable to communicate their needs to people surrounding them
and came to realise that their home language was not of much value in the wider society.
In fact, the findings of this thesis suggest that treating children from a monolingual lens
and ignoring or devaluing, explicitly or implicitly, their linguistic and cultural repertoires,
can have repercussions at an individual level, but can also impact familial relationships,

and perhaps society as a whole.

At an individual level, the denial of children’s home language and culture can negatively
impact their sense of self and may lead to psychological complications including senses
of loneliness, exclusion and low self-esteem. These experiences can also lead to
complications in familial relationships because, on the one hand, child language
maintenance is vital for parents. On the other hand, once children gain some English

proficiency they tend to avoid the language of their home, viewing it as a hindrance to
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passing as ‘legitimate’ members of society. Such avoidance can lead to home language
attrition. Given the advantages of bilingualism as a whole, child language maintenance or
attrition can also have implications at the societal level. Children’s loss of multilingual
skills potentially limits their future participation in social, professional and economic
markets, which runs counter to their own and society’s benefit. Therefore, the viewpoints
about language maintenance need to be shifted from a mere pursuit of aspirations by
migrants to the promotion of multilingual skills as a societal asset (Walker, 2004). Such a
shift in thinking is the keystone to the development and adjustment of language policies
and the creation of conditions under which migrants’ languages are also attended to in
schools and, thus, providing parents with more space to benefit from their children’s

English language skills.

The findings of the study also emphasise that children are not passive objects, but active
agents who, like their parents, bring a set of dispositions and hold an outlook on their new
school, and their new life as a whole. Children have diverse responses to the conditions
under which their sense of self-worth is at risk. The way some of the children responded,
however, may be misjudged if not seen through a broader lens to take account of the
sociohistorical and cultural contexts that they come from, and also unbalanced power
relations in the current contexts. In order to help children’s language development and
transition to the new school and environment community, educators need to attend to
what children bring with them — their languages, culture, habitus, expectations and needs.
This way, educators can help children conceive of themselves as multilingual subjects
who are “legitimate speakers of all languages in their linguistic repertoires” (Walker,
2004, p. 400) rather than being perceived, by themselves and others, as deficient,

different, or “weird” as some of the children in this study called it.
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8.3.3. Implications for language learning processes in migrant families

Most parents in my study believed that their school-age children had greater access to
socially-valued linguistic and cultural resources and could potentially be good sources to
learn from or to practise English speaking with. However, most parents avoided using
English with their children due to the perceived constraints. These constraints related
largely to parents’ concerns about children’s Persian maintenance, and also authority
displacement. In fact, parents often had to stick strictly to Persian-only rules because
children tended, consciously or unconsciously, to shift to English. The findings of this
study, then, evidence that children’s Persian maintenance or attrition has a close
relationship to children’s language beliefs and attitudes which are formed in the new
sociocultural contexts of school and the wider society. These findings show that while
there are opportunities for parents to enhance their language skills through their children,
they avoid those opportunities because they feel the onus is solely on them to foster their

children’s home language.

Furthermore, parents sometimes avoid learning or using English with their children due to
concerns about role reversals in their interactions with their children. In fact, English as
the societal language is perceived by parents and children as the most valued form of
language. Therefore, parents are often viewed, by themselves and their children, as being
disadvantaged. This view is perceived as contradictory to traditional assumptions about
parent-child roles in socialisation processes in the family which regard parents as
possessing greater socially-acceptable linguistic and cultural resources than children.
However, these assumptions can work counter to the parents’ and children’s benefit and
their relationships in multilingual contexts. This was particularly obvious in conflicts in

parent-child interactions.
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These complexities in parental and child language learning processes in multilingual
contexts make evident the need to adopt a holistic view to consider the sociocultural
backgrounds of learners, but also “to understand and address broader social inequities that
have concomitant effects on the investments that immigrant families have in both the
mother tongue and the target language” (Norton, 2000b, p. 458). In schools, an effort is
made to help migrant children pass through a bilingual transitional stage which is
assumed to be directed towards monolingualism. In fact, schools act as perpetuators of
monolingual ideologies, by means of sociopolitical schemes and education regulations
and language policies (Miller, 2003), which promote both a continuing monolingual
education system and a monolingually-oriented society (Benz, 2015). Parents are also
under pressure to gain socially-acceptable forms of English, but also to come to believe
that their home language is not of much value and functionality in the wider society.
These can have detrimental impacts on their sense of self-esteem and identity but also on
parent-child relationships. Added to these is the pressure of trying to raise children
bilingually in the new sociopolitical conditions which do not necessarily provide
affordances to facilitate bilingual outcomes. Under these conditions, it can be hard to
convince children about the worth of their home language taught by their parents, and

parents may not fully benefit from their children’s greater access to the societal language.

These findings show how monolingual ideologies will inevitably impact familial
interactions. In order to facilitate migrant families’ language learning processes and to
help to reduce language-related tensions in migrant families, a shift to more
ethnolinguistically inclusive ways of thinking at macro- and micro-levels are
fundamental. To achieve this, language professionals, educators, policy makers and

migrant service-providers as well as migrant communities and their members need to
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work hand in hand. Schools and educational institutions need to find practical ways to
make the advantages of children’s bilingual skills more tangible to them and to others.
This way, children can become encouraged to maintain and extend their home languages,

with positive impacts on their sense of self and their relationships with their parents.

It will also be desirable to make available to parents resources regarding the challenges
and opportunities of home language maintenance and the ways in which language
challenges faced by parents in migration contexts may be addressed. This can result in
emotionally and psychologically healthier familial relationships and, ultimately, a
healthier society. Further, parental ways of thinking need to be directed towards patterns
of parent-child interactions where children are seen as contributors to language

socialisation processes in the family.

8.3.4. Implications for Australian migration studies

The study aimed to explore the processes of language learning and socialisation in
migrant families in Australia. The data came from a group of Persian families in
Australia. As shown in the introductory section to this chapter, Persian migrants are an
emerging and growing population in Australia. Therefore, their language and settlement-
related needs will be different from those of the more established migrant communities
from the post-World-War-11 period. Further, given the relatively small population size of
the Persian community compared to other recent migrant communities, Persians’
language and settlement-related needs may remain out of sight of language and settlement
policy makers. This study contributed by bringing to the forefront the language-related

needs and challenges of an emerging and small but rapidly growing community, to be
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considered by language professionals, educators and policy makers, aiming at helping

new migrants in this and similar migrant communities.

Additionally, while language-training services (such as the AMEP) are available to
migrants who come to Australia with limited or low levels of English, the findings
showed that hardly any services are available to meet the language needs of those who
come with higher levels of education and a relatively good command of English as a
foreign language. These findings have implications for language-training provision and
settlement policies to take a more learner-centred and evidence-based approach aimed at

addressing the needs of this group of migrants.

Furthermore, while the focus of most research is on adult or child language-learning
provision, the findings of this study contributed to SLA research and migration studies by
presenting a holistic view of language-learning processes and challenges in the family as
a social unit in migration contexts. These findings have implications for the development
of language and settlement policies to enhance language-related services to migrant

families in Australia.

8.4. Future directions

This study has attempted to gain a holistic understanding of language learning and
practices of a group of Iranian migrant families in Australia. The study has focused on
participants’ experiences of language learning and use in the early stages of their
settlement in Australia. Further, the children’s age at the time of data collection was in a
range between eight and twelve years old. Therefore, this study could be extended with a
systematic longitudinal approach to examine parent-child relationships in terms of

language practices as children enter the teenage years. For future research, it would be of
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interest to follow how parental and child language beliefs, attitudes, desire, agency, and
practices may change over time as they immerse further into sociocultural contexts in
Australia. Further, it would be of interest to investigate whether children maintain fluency

in Persian as they get older.

Another direction for future research is to approach the topic at hand from other
perspectives. In this study, the roles of teachers and peers were only accessed through
parents’ and children’s narratives. Future research should add schools as a site of research
and explore the intersection between language learning and language practices in the
family together with the school. It would be of interest to investigate language
development and practices of migrant children and their parents from the perspectives of
teachers, peers, and other stakeholders alike at school. Further, it is crucial to better link
the fields of linguistics and education to explore possible ways for the facilitation of
language development of both parents and children, as raised in this study. Moreoever,
children’s use (or non-use) of Persian with friends outside of the school setting also will

be a relevant direction for furture research.

A third direction for research relates to the exploration of possible influences of gender in
language attitudes and learning processes in the contexts of family and schools. Gender
factors may influence family dynamics in relation to the ways in which children interact

with each of their parents and with people surrounding them at school.

A forth direction for research relates to the role of siblings in family language policy.
Every new child in the family can affect family language policy, because it is important

how siblings communicate among themselves (Kopeliovich, 2013). Most of the families
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in this study had only one child. Relevant dynamics in families in which there are more

than one child also need further exploration.

Finally, this study focused on parents who had high levels of education and English
proficiency. Relevant dynamics in families in which parents come to the new country
with low levels of education and English knowledge also need further exploration. It will
be important to examine parents’ and children’s language beliefs and attitudes towards
each other’s language learning and the processes of language socialisation within these

families
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Appendix Il — Information and Consent Forms (English)

Z

MACQUARIE
UNIVERSITY

Department of Linguistics

Faculty of Human Sciences

MACQUARIE UNIVERSITY NSW 2109
Professor Ingrid Piller and Shiva Motaghi-Tabari

Mobile: +61 (0)410 742 441
Email: shiva.motaghi-tabari@ students.mg.edu.au

Information and Consent Form
Name of Project: Bidirectional Language Learning in Migrant Families

You and your child are invited to take part in a study of ‘Bidirectional Language Learning in
Migrant Families’. The purpose of this study is to gain an understanding of the relationship between
the language learning of children and their parents. The study will allow you to share your
experiences of learning and using English in Australia. The study might contribute to improving
language learning programs for migrant families in Australia.

The study is being conducted by Shiva Motaghi-Tabari, a PhD candidate in the Department of
Linguistics, Macquarie University (0410742441, shiva.motaghi-tabari@students.mq.edu.au) to
meet the requirements for the degree of Doctor of Philosophy (PhD) under the supervision of:

Professor Ingrid Piller
Department of Linguistics
02 9850 7674 / ingrid.piller@mg.edu.au

We are asking you and your child to take part in this project. If you and your child decide to
participate, you will be asked to participate in individual and group interviews conducted by Shiva.
Each interview session would take 1-1% hours of your time. The individual and group interviews
will be audio-recorded. You might also be invited to participate in follow-up interviews in the
future.

You and your child may also be asked to keep diaries so as to keep records of your English language
learning experiences on a day-to-day basis.

Any information or personal details gathered in the course of the study are confidential. No
individual will be identified in any publication of the results. Only the researchers will have access
to the data. A summary of the main points of interviews will be sent to you for feedback. On
completion of the study, you will also be sent a summary of the findings.

Participation in this study is entirely voluntary: you are not obliged to participate and if you decide

to participate, you are free to withdraw at any time without having to give a reason and without
consequences.

281



Bidirectional Language Learning in Migrant Families

CONSENT FORM
[Parents/Carers]

I have read and understand the information above and any questions | have asked have been
answered to my satisfaction. | agree to participate in this research, knowing that | can withdraw
from further participation in the research at any time without consequence. | have been given a
copy of this form to keep.

Participant’s Name:
(Block letters)

Participant’s Signature: Date:

Investigator’s Name:
(Block letters)

Investigator’s Signature: ___ Date:

The ethical aspects of this study have been approved by the Macquarie University Human
Research Ethics Committee. If you have any complaints or reservations about any ethical
aspect of your participation in this research, you may contact the Committee through the
Director, Research Ethics (telephone (02) 9850 7854; email ethics@mg.edu.au). Any
complaint you make will be treated in confidence and investigated, and you will be
informed of the outcome.

(INVESTIGATOR'S [OR PARTICIPANT'S] COPY)

282


mailto:ethics@mq.edu.au

Bidirectional Language Learning in Migrant Families

CONSENT FORM
[child]

| have read and understand the information above and any questions | have asked have
been answered to my satisfaction. | agree to participate in this research, knowing that I
can withdraw from further participation in the research at any time without consequence. |
have been given a copy of this form to keep.

Child’s Name:
(Block letter)

Child’s Signature: Date:

Investigator’s Name:
(Block letters)

Investigator’s Signature: Date:

The ethical aspects of this study have been approved by the Macquarie University
Human Research Ethics Committee. If you have any complaints or reservations about any
ethical aspect of your participation in this research, you may contact the Committee through
the Director, Research Ethics (telephone (02) 9850 7854; email ethics@mg.edu.au).
Any complaint you make will be treated in confidence and investigated, and you will
be informed of the outcome.

(INVESTIGATOR'S [OR PARTICIPANT'S] COPY)
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Appendix 111 — Information and Consent Forms (Persian)

MACQUARIE )/
UNIVERSITY
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MACQUARIE
UNIVERSITY

Appendix IV — Background Questionnaires for Parents

)

Bidirectional Language Learning in Migrant Families

Background and Language Skills Questionnaire

General Info

First Name

Surname

Preferred Pseudonym

Year of Birth

Marital Status

First Language/s

Year Arrived in Australia

Current Postcode/Suburb

How many people in total live in your
household?

Adults at home
(Please tick all that apply)

0 Mother

o Father

o Grandparents

o Others: please specify .....................

Children at home
(Including Step-children)

Child 1: o Girl o Boy Age:
Child 2: o Girl o Boy Age:
Child 3: o Girl o Boy Age:
Child 4: o Girl o Boy Age:
Child5: o Girl o Boy Age:

Educational and

Professional Background

Highest Level of Education and
Language of Instruction

o No education
0 Below year 12: Please specify:
O Year 1 to Year 6
0 Year 7to Year 12
Language/s of Instruction: ..................
o High-school Diploma
Language/s of Instruction: ...................
o Graduate Diploma
Language/s of Instruction: ..................
o Bachelor Degree
Language/s of Instruction: ..................
o Postgraduate Degree
Language/s of Instruction: ..................
gOther: ...,
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Your main occupation before

coming to Australia

Your partner’s main

occupation before coming to

Australia

Your current main
occupation

Your partner’s current
occupation

Your total household income

(Including Centrelink
assistance)

o $1-$299 per week ($1-15,599 per year)

0 $300-$599 per week ($15,600-31,199 per year)

0 $600-$999 per week ($31,200-51,999 per year)

o $1000-$1499 per week ($51,200-77,999 per year)
o $1500-$1999 per week ($78,000-103,999 per year)
0 More than $2000 per week ($104,000 or more per

year)
o Don’t want to say

Languages learned/used

What languages can you
speak? Please specify

Languages used at home Main [anguages/s. .........ccuviueiniiiniiiiiiieieeieeea,
(Where applicable, please Adults to Adults: ..o
specify below if you use Adults to Child/Children: .............ooiiiiiii,
different languages with each | Childto Child: .........................
member of the family) Child/children to Adults: ...,
Any English classes o No o Yes

attended before coming to

Australia

Any English classes o No o Yes

attended/attending in

Australia

Is your partner currently o No o Yes

attending any English
classes?

Who in your household do
YOU think has the highest
level of English
proficiency?
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English Proficiency Self-Assessment

How do you rate yourself in
the four skill areas in
English? Please tick the
appropriate box:

Poor average | good Very

good
Speaking . . . ]
Listening . . . ]
Reading . . . .
Writing . . . .
Over all = = = =

A big thank you for your time!
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Appendix V — Background Questionnaires for Children

MACQUARIE )JB
UNIVERSITY idirectional Language Learning in Migrant Families

Children's Language Background Questionnaire

First Name

Surname

Date of Birth

Preferred pseudonym

First Language/s

Grade (in Australia)

o Older Brother
o Older Sister
o Younger Brother

iblinas in A ,
Siblings in Australia © Younger Sister

SIR O 1 1 = LH OSSO RTOTRORN

Previous School Experience

Locations of your previous
schools (city, country)

Grades attended
before coming to Australia

Language/s of schooling
in your previous school

Any English classes
attended before coming to
Australia

Languages spoken at home

Parents/grandparents/other adults
TOGETHER

Parents/grandparents/other adults
WITH YOU

Siblings older than you WITH YOU

Siblings younger than you WITH
YOU

Others in your home
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Hobbies

TV

Yes[]

No [

Books Yes[] Noll™

If yes,
which
language/s?

Music

Yes[]

No Ll

Radio Yes[] Noll

If yes,
which
language/s?

Games

Yesll

No [

Movies Yes[]  Noll

If yes,
which
language/s?

Friends

Yes[]

No []

Shopping Yes[1l  No[J

If yes,
which
language/s?

Sports

Yes[]

No []

Other

If yes,
which
language/s?

A big THANK YOU ©
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Appendix VI — Interview Guides

For Parents/Carers

PAST (Before coming to Australia)

Can you tell me about your experiences with learning English back home?

Can you tell me about your child’s experiences with learning English back home?

Can you tell me about your child’s education back home generally?

PRESENT

Can you tell me about your experiences with learning English in Australia?

Can you tell me about your child’s experiences with learning English here in Australia?
Can you tell me about your child’s education more generally here in Australia?

Can you tell me about differences in your and your child’s language learning and
education generally between here and back home?

Are you trying to maintain your child’s proficiency in your first language? How do you
do that?

Is English language learning and first language maintenance an issue in your family? Can
you tell me about it?

FUTURE

What kind of language education and education more generally do you want for your
child? How do you work towards that goal?

Do you have language education goals or other learning goals for yourself? How do you
work towards them?

For Children

PAST (Before coming to Australia)

Can you tell me about your experiences with learning English back home?

Can you tell me about your education back home generally?

PRESENT

Can you tell me about your experiences with learning English in Australia?

Can you tell me about your education more generally here in Australia?

Can you tell me about differences in language learning and education generally between
here and back home?

Are you trying to learn any Persian language?

FUTURE

What kind of language education and education more generally do you want for yourself?
How do you work towards that goal?
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