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ABSTRACT 

This research coiiected and documented the voices of six Japanese immigran parents who 

raised or are raising their chiidren as bi- and trilinguals in Toronto, Canada It is an atternpt to 

show the intricacies and complexities behind the language choice immigrant parents make on 

behalf of their children. In order to reflect the nch narratives of these parents, a life history 

research method was chosen. Life history research aliows the researcher to examine the people's 

stories by placing them in a larger social framework 

This study shows that the major motivating factor behind choosing to use L1 (i.e., 

Japanese) at home is the desire, on the part of immigrant parents, to maintain strong farnily 

bonding. This in turn ïmplies that L 1 oraI communication, which is a vital tool for family cohesion, 

is fostered and encouraged, but the development of L1 written skills is, in some cases, not given 

equal attention. Furthemore, when the goal is to achieve communication and not necessarily to 

nurture bilingual development, important elements such as elevated vocabuiary usage is not active1 y 

sought by the parents. 

Some parents seemed to have fallen victirns of the myth about second language acquisition 

(SLA) that their insistence on L 1 maintenance could be burdensome or damaging to their children. 

The desire for their children's academic success deters some parents fiom actively pursuing LI 

maintenance or considering L3 leaniing. In fact, in inteniiews sorne parents shared their feelings 

of guilt for choosing to raise their children using L1 at home, blaming their own limited L2. Yet 

their consistent use of L1 is a vital instrument in successful bilingual child-rearing. It is 

unfortmate to see how immigrant parents. given more-or-less successful biiingual child-rearing 

experiences, are caught in an inescapable predicarnent of guilt. 

As far as the L 1 maintenance and L2 leaniing was concemed, a clear division of labour was 



found. Home was where the L1 was fostered and used with the chikiren, and the school was where 

the chiidren's L2 was taught. This clear schism functioned as a doubleedged sword: The 

exclusive use of L1 by the parents seemed to endorse their Japanese identity and helped children to 

focus on their LI. Similarly, at school, the consistent and continuous L2 usage helped the 

children's SLA. However, in many cases parents' adherence to L1 and their Limited L2 and the 

school's focus only on L2 skills led to the alienation of the parents from the school, leading, in 

mm, to non-communication between the two. Some parents believed that the sharp division also 

contributed to a lack of development of certain language skiiis in L1 and limiteci vocabulary growih 

in L2. 
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Chapter 1: Introduction 1 

CHAPTER 1 

Introduction 

This research focuses on those whose voices are rarely heard when discussing immigrant 

children's language leaming: the parents (Berryman, 1983; Sancho, 1979; Soto, 1997). 

Making a language choice on behalf of their children is one of the most crucial choices 

immigrant parents need to make (Ono, 1994, p. 123, p. 183). Yet parents are often ill-informed 

about the options they have, the possible consequences of these options. and what their role is in 

choosing a particular option. 

This snidy examines the motivation behind the language choices Japanese immigrant 

parents make, and documents their experiences in raising their childen bilinguaily and trilingually 

in Toronto, Canada. Their narratives focus on such things as their views on language maintenance 

and the ways they encourage language leaming. 

Research Questions 

The research questions explored in this work are as follows: 

* What factors influence immigrant parents' language choice for their children? - What social support is there that is conducive to language learning and maintenance? What are 

the dynamics arnong these social supports? - What are the strategies used by immigrant parents to enhance their children's language learning? - What is the nature of the experiences these immigrant parents have when raising their children in 

a foreign environment? - Are the observations made by the immigrant parents congruent with claims made by SLA 

theories, especially in ternis of vocabulary learning? 

in the p s t ,  in the majority of educational research, especially in the field of applied 

linguistics, the focus has largely been on the language leamers. Although 1 perceive such lines of 

research to be important, over the years 1 have corne to appreciate the intricacies involved in the 

mechanism of language leaming and maintenance, and 1 now see language learning as a social as 

well as a cognitive process (see Hakuta & Garcia, 1989; Snow, 1992). For this reason, the above 
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research questions are examined using the life history research method which looks at the 

connection between people's narratives and society in generai. 

Overview of the Study 

The first chapter focuses on the rationale for this study, tracing my own jouney to my 

chosen topic, namely that of language policy in Japanese immigrant households. This cails for 

descnbing my philosophical as well as experiential orientation through personal narrative (Pinar, 

198 1) in order to manifest my beiiefs and values. In order to do this, 1 have set my narrative in 

social, political, and educational contexts. 

Chapter two reviews research pertaining to language l e h g  and maintenance in a f d y  

setting, including case studies of the bilingual child's language learning process, guidebooks for 

parents, research pertaining to the extension of L1 use at home and consequence for L 1 loss, 

literature with a Japanese-English bilingualism focus, and studies which look at the lexical 

acquisition patterns of bilinguai children. 

Chapter three discusses the research methodology , including the description of my six 

participants, the nature of the data and the data collection process. 

Chapter four is the collection of "stories" of my participants. They are written in a 

narrative mode, with characters and milieu (Comelly & Clandinin, 1988, 1990) intended to provide 

what Geertz (1973) terrns "thick description", following Wolcott's (1994, p. 16) suggestion to 

"stay descriptive as long as possible". The following is a brief profile of the six participants: 

Participant 1: Eiko 

Eiko is a 46-year-old woman who immigrated to Canada in the early 1980's. She lives in a 

predominantly white, affluent neighbourhood with her Japanese husband and their only daughter 

Karin, age 14. Eiko and her husband use only Japanese with Karin. Karin currently attends a 

local public school and discontinueci Japanese supplementary schooling a few years ago. 

Participants 2 and 3: Hiroshi and Yumiko 

Wiroshi is a 50-year-old artist who specializes in Japanese paintings (nihonga) and his wife 

Yumiko is a hair styiist. Like Eiko, Hiroshi and Yumiko also immigrated to Canada in the early 

1980's. They have two young daughters, Yuki, aged 9 and Ai, aged 6. The two girls are enrolled 

in an early French immersion programme where they are exposed to French, beginning in Senior 

Kindergarten. They are introduced to English in Grade three. On Saturdays, the girls also attend a 
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Japanese supplementary school designed for immigrant children who are in Canada for a long 

period of time. The family uses only Japanese at home. 

Participant 4: Naoko 

Naoko is a local Japanese newspaper editor. She and her Japanese husband have a teenage 

son, Joh, who is now in Grade 1 1. The parents use o d y  Japanese with their son, although they 

realize that English is the more dominant language for Joh. Joh attends a Japanese supplementary 

school designed for Japanese chiidren whose fathers are stationed in Canada temporariiy for 

business purposes. 

Participant 5: Michiko 

Michiko is a Japanese language instructor. She and her Japanese husband have two 

children; their son Kei is 29 and their daughter Risa is 26. Kei and Risa both attended Japanese 

Saturday school up to the middle school level. Although Michiko feels that English is the 

dominant language for her chïidren, the family uses only Japanese at home. 

Participant 6: Tama 

Tama is a home-rnaker who raised her three adult children, now al1 in their 30's, to be 

bilingual. Due to a lack of social support, Tarna took on the responsibility of teaching Japanese to 

her three children, herself. She did this by using Japanese textbooks and workbooks sent from 

Japan and spending an hour after school with each of her three children. She and her Japanese 

husband use only Japanese at home. 

1 also include an account of my own story, or rather my story intersecting with the stones 

of my participants (See Cole & KnowIes, in press). Here 1 share the discovenes, surprises and 

confirmations which 1 made, having listened to other people's stories. 

Chapter five is an analysis and my way of bnnging everythng together and interpreting 

what 1 heard, saw, and felt through this study, using the Activity Mode1 (EngestMm, 1999). 

Overall, the participants expressed their desire to maintain a strong family cohesion (Wong 

Fillmore, 199 lc), and they perceived L 1 to be an essential tooi in achieving that goal. None of the 

participants expressed their desire to raise a bilingual child for the linguistic benefits of 

bilingualism - instead, their goal was to maintain a strong family bonding. 

Chapter six is the discussion on implications, issues, concems and limitations of this 

research, and leads to the concluding chapter. 



Chapter 1: Inuoducuon 4 

Rationale 

The choice to focus on language maintenance arnong immigrant households as my thesis 

topic was not a difficult one. My personal upbnnging as an English-Japanese biiingual in a rnulti- 

ethnic metropdis like Toronto since 1 immigrated to Canada in the nid 1970's contnbuted to the 

reasons w hy 1 became interested in learning more about how immigrant families arrive at certain 

decisions pertaining to two main issues; children's language use at home and the ways in which 

they put their decisions into practice. 

Knowledge of a language cannot be separated from knowledge of its culture (Halliday, 

1978). The ability to converse in one language has far-reaching consequences in the life of an 

individual, affecting their cognitive (Baker & Prys Jones, 1998) as well as cultural development 

(Scribner 1985). Yet each farnily must come to a decision at a relatively early stage in the child- 

rearing process, as to which language will be primarily used at home. This calls for the early 

introduction to the process of languap acquisition for these immigrant families. Their lack of 

knowledge in this area could lead to unanticipated, grave circumstances which could mean the loss 

of cognitive and communicative tool within the family (Cummins, 1992) as well as family 

cohesion (Wong Fillmore, 1991a, 1991~). 

The process of language acquisition and maintenance is not a simple phenornenon. In 

order for u s  to explore this, we need to look at it from numerous angles, taking into consideration 

the social, educational, economic, and political factors at work (Landry & Allard, 1991, p. 201). 

These factors do not exist in isolation but overlap, intertwine, and influence each other's 

trajectories. 

This work attempts to provide an in-depth account of the reasons behind the language 

choices made by Japanese immigrant parents and to share this account with others. Such accounts 

should contnbute to a broader understanding of parents' decisions in tems of language choice and 

use at home. They could also be useful for other parents, not in a sense that the information could 

function as a prescription which could be replicated and faithfully followed by other mernbers of 

the Japanese and other immigrant communities, but as a guide from which other parents could 

extract relevant information (See Eisner, 1991; Donmoyer, 1990; Beattie & Conle, 1996, p. 322; 

Conle & Sakamoto, in press). 
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Social Context 

Japanese residing in Canada 

Immigration to Canada has remained at a high level throughout the past decade. 

According to Statistics Canada (1997) there were 4.7 million people who reported a mother 

tongue other than English or French in 1%. a 15.1% increase from 1991, and 2-8 million 

people, alrnost one of every ten in Canada, spoke a language other than English or French most 

often at home. 

Table 1.1 The ten largest groups in Canada with a mother tongue other than English or French in 
1 996 
- -  - -- 

Mother tongue Percentage of the Canadian 
Population (%) 

- - - - - - - 

Chinese 
Itali an 
Gerrnan 
Spanish 
Portuguese 
Polish 
Punjabi 
Ukrainian 
Arabic 
Tagalog (Philipino) 
A bonginal Languages 

Note. Adapted from " 1996 Census: Mother longue, home language, and knowledge of 
languages," http://ww w.statcan.ca:80/DailylEnglish/9 l202/d!?7 1202. htm#ART 1, Statistics 
Canada. 1997. 

Especially in a multicultural city li ke Toronto, the t em "diversity" includes di versity of 

many kinds, not necessarily just encompassing ethnic diversity but diversity deriving from inter- 

racial marriages and diversity arising from generation gaps within the sarne ethnic group 

(Hanscombe, 1%). We face a great challenge in learning more about these people and meeting 

their needs. 

For this study, 1 have chosen to focus on Japanese immigrant farnilies who are raising 
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Canadian-born children. In 1996, the Japanese population in Toronto was 17,055, quite small 

compared with many other ethnic Croups such as Chinese, which totatled 335,185 (Statistics 

Canada, 19%); nevertheless, the Japanese population is showing a steady increase in North 

America and in most countries around the world (See Table 1.2). 

Table 1.2 The number of Japanese residing abroad ( 1994- 1996) 

Reg ion 1 994 1995 1996 1 997 1998 
(compared to 
the previous 
Y car) 

Asia 
North America 

South Amenca 

Western Europe 

Eastern Europe 

Middle East 

Africa 

Worldwide 

Note. Adapted from "Kaigai zai-u hojinru tokei [Number of Japanese residing abroad 1," 
The Ministry of Foreign Affairs of Japan, 1999, 
http:/lwww.mofa.go.jp/mofaj/toko/tokeilhoin/ 1-3.html. 

Many are Japanese businessmen k i n g  transferred to Toronto for a certain period of time. Their 

number showed a rapid increase due to Japan's prosperous economic growth in the early 1980s. 

However, these families are destined to return to Japan after a certain number of years in Canada, 

so 1 have differentiated them from other Japanese immigrants. 

By Japanese immigrants, 1 am referring to those wlio are called Shin-ljrisha or "the New 

t mrnigrants" by the Japanese. These immigrated to Canada in recent years, after the world war 

two (WWII). We cal1 those who were born in Japan but who now live in foreign land. Issei. or 

"first-generation Japanese", and the foreign-born children of fssei are Nisei. or "second 

generation Japanese". 

It is important here to distinguish Issei of pre-WWII from fssei of post-LVWII. Those 
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Issei who endured hardships during WWII in Canada perceive Japanese culture and Japanese 

language in a totally diffèrent way from pst-war Issei. They were living in a foreign country 

which was at that tirne in the midst of a war with none other than Japan. Their community was 

ghettoized in what were concentration camps, and their language and culture were regarded as 

infenor, to say the least, by the rest of Canadian society. On the other hand, a sense of great 

inferiority and shame is a somewhat alien concept for current Issei. As Japan quickly gained 

enormous economic power and world leadership after the war, the Japanese language began to 

enjoy a higher status among nations, and having knowledge of the Japanese language quickly 

becarne a useful tool in making social advancements. 

Historical development of bilingual education: Linguistic, cognitive, and political 
development 

Over the years, bilingualism has taken a ciramatic tum from k ing  regarded as an undesired 

outcome which would interfere with L1 leaming and lead to abnormal cognition (See Cummins, 

1984, 1989, 1996) to something much more enriching, valuable, and advantageous in life (Dulay, 

Burt, & Krashen, 1982; Swain & Lapkin, 1982; Cumrnins, 1981, 1989, 199Ic, 1996, 2000; 

Curnmins & Danesi, 1990). Tt has been argued in recent years that L2, L3, or even Ln leaming 

have positive effects on one's cognition (Cummins, 198 1, 1989, 199 lc, 1996; Ben-Zeev, 1977; 

Johnson, 199 1). These positive findings in the area of SLA research support programmes such as 

French immersion (henceforth FI) (See Swain & Lapkin, 1982; Johnson & Swain, 1997) and 

heritage language (henceforth HL) (Cummins & Danesi, 1990). 

However, recently it seems that the dominant ideology is increasingly suffocating the ideals 

in bilingualism and bilingual education by leading us to believe that languages are not essential to 

our lives, and that they are a fkivolous enterprise, wasting tax payers' money (See also Biaiystok & 

Curnrnins, 1991, p. 227; Curnmins & Danesi, 1990). However, Cummins and Danesi (1990) 

reveal how these bilinguai individuals should be perceived as an important asset and an important 

resource for the society's econornic growth and social advancement (pp. 74-75, p. 78; See also 

Fishrnan, 199 1, p. 84). 

The challenge for the immigrant and minonty f d e s  then becomes centred on realizing 

and identiQing any rnisrepresentation of bilingualism which may be posed by the current school 

system, and which would hinder language development and cultural maintenance in the education 
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of their children. In other words, investigation is called for in examining the current education 

system and societal supports to find any flaws or to identiQ any ill-effects on the language 

leaming of these children. In order to do this, it is proposed here to listen to those who have direct 

contact with our schools and have the most stake in our system - the immigrant families 

themselves. 

Educational Context 

Dewey's ( 1 897, 1900, 1902, 19%) emphasis on comection between the students' lives 

and ieaming and experiences at school has been reinforced over the years. If this is the case, we 

need to learn more about Our students in order to deliver a meaningful and effective curriculum. 

How could this be achieved in a multicultural society? It is now obsolete and naïve to assume that 

researchen and educators have al1 the answers about our students' learning and development. The 

Royal Commission's report (1994) recomrnends more parental involvement in educating our 

students. We cannot afford to dismiss the contributions these parents can make in f ' e r i n g  Our 

academic understanding. Realizing this, Dewey (1916a) argued that we need a democratic way of 

knowing and educating Our students. This irnplicates again the political dimension in conducting 

research: that those who have been given the opportunity in the past to explore the field of 

bilingualisrn and bilingual education must corne to relinquish their monopoly and invite those who 

have been for too long neglected in our acadernic dialogue (Soto 1997). 1 propose that the 

knowledge of immigrant parents, who have been able to observe and supervise the chiid longer 

than any other adult, is rich and vital in furthering our understanding of our students (Berryman, 

1983; Moll, Amanti, Neff, & Gonzalez, 1992; MOU, 1992). 

Personai Context 

My personai background has strong ties with the topic of language maintenance. As Pinar 

( 198 1) contends, "Understanding of self is not narcissism; it is a precondition and a concomitant 

condition to the understanding of others" (p. 186). Merriam (1988) also notes how it is important 

to reflect and make explicit one's own assumptions from the outset of case study research (p. 2 1). 

For these reasons, 1 feel it is important to introduce "rny story" here. 

People are amazed when 1 teii thern that, despite living in Canada for 25 years, 1 stili feel 

uncornfortable and frustrateci using the English language from time to tirne. On the other hand, 1 
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feel that my much stronger serise of attachent to the Japanese language and culture has helped 

me to preserve the lmguage to this day. Japanese persons initiaily interaçt casually with me until 

they find out my length of stay in Canada. Then they usually remark in arnazement, "Your 

Japanese is so good!" 

As a Japanese-Engiish bilingual, 1 have had many oppomuiities where other monolingual 

p e r s  have not. 1 have been fortunate to have had wonderful part-time jobs as a high school and 

university student, working as a wnter for a locai Japanese newspaper f m  and later working for 

the Japanese Consulate for the 1988 G7 Economic Summit that was held in Toronto. 1 felt much 

demand when the Consulate called me foliowing the Summit, well before my graduation from 

university to ask me to work for them as a full-time employee for the Japanese Ministry of Foreign 

Affairs. 

However, my life has been not been entirely auspicious. 1 still vividly recall an incident 

which took place when 1 was a high school student. My English teacher was testing our 

comprehension regarding one of the Shakespearean plays we were studying that year. She asked a 

question, addressing it to the entire class. Eager ones irnrnediately put their hands up. 1 remained 

silent in my seat. 1 knew the answer, but 1 was not compelled to share my answer with the rest of 

the class since 1 was already labelling myself as an "ESL student". Ignonng al1 the hands up in 

the air, my teacher caiied out my name, expecting an answer. 1 began to awkwardly and nervously 

answer the question, 'The character was not happy at the time because ..." and the teacher 

unexpectedly interrupted me. "Happy is not a word!" she exclaimed, "Why can't you use other 

words, like 'grateful* or ..." and she continued on, listing several adjectives that would replace the 

word "happy". My mind simply went blank. Apparently my teacher was becoming frustrated 

with my lirnited English vocabulary and poor writing skills when my oral proficiency was nearing 

that of native-speaker's nom. My sense of inferiority towards the English language deepened 

from this day onwards. Ever since my grades in English were always poorer compared to other 

subjects, and 1 am beginning to wonder if my English skills will ever be perfect. At the same time, 

1 fear that any improvement in English wiil hamper the development of my Japanese skills, and 1 

will forever lose the tools (i.e., Japanese language and cultural knowledge) which allowed me to 

enjoy numerous privileges thus far. Most of atl, Japanese language was the only means for me to 

communicate effectively with my parents. 1 certainly wished to improve my English but not at an 

expense of losing Japanese. 
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In the midst of confusion and ambivalence, 1 was blaming not the teacher, school, or my 

parents, but myself for my limited knowledge in L2. 1 ascribed my failure to leam English weil as 

my own fault. 

My own experience has led me to understand and appreciate bilingualism. Bilingualism 

provides a particular, unique way of iife. Having immigrateci to Canada in the mid 1970s from 

Tokyo, Japan, my parents were forced to make their decision quickly as to which language was to 

be used at home. Were they to abandon LI (Le., Japanese) usage aitogether and use only L2 (i.e., 

English) at home, or should they attempt to keep L 1 ? What kinds of consequences could be 

expected from the choice they made? Could any illeffects be predicted? There were many 

questions to be answered, but since both my parents had a iimited comrnand of English, they had 

very few people to tum to for advice. Aside from advice they sought fiom other Japanese 

immigrant parents, they had to decide on their own, and they chose to maintain L1 at home. Now 

that 1 reflect on this decision, and having studied in the field of applied linguistics in recent years, 1 

think this was a "good decision according to the extensive literature reporting the positive effects 

of bilingualism on a child's cognitive development (Baker, 1995; Saunders, 1982; Amberg, 1987; 

de Jong, 1986; Harding & Riley, 1986). However, what if not al1 immigrant families are lucky 

and fail to make the "right" choice? After dl ,  my parents had a frfry percent chance of getting it 

"right", but an equal fifty percent to get it "wrong". 

However, the story does not end here. My strong belief in bilingualism became 

undermined over the years, having come to perceive bilingualism not just as a cognitive and 

linguistic advantage but as a by-product of a social process (See also Hakuta & Garcia, 1989; 

Snow, 1992). If it is a social process, there must be social factors which support or discourage 

Imguage leaming. In other words, the issue of language learning is not whether it is good or bad. 

It is far more complex, involving numerous factors which al1 come together when the parents make 

their language choice. Therefore, my questions became "What are the social factors influencing 

language choice, learning, and maintenance? What are theù effects on the chiid and hisfher 

family ?" 

Learning L1 dong with L2 had, needless to Say, a tremendous effect on evey aspect of my 

life: how 1 think, what 1 value, how 1 interact with others, and so on are al1 affected by the Ianguages 

1 know and cultures with which 1 identif$ In other words, 1 would not be the same person today 

if 1 had k e n  raised without any access to LI or Cl (fmt culture). This is the reality of which al1 



Chapter 1: Introduction 1 1  

parents should be aware. Their choice can greatly alter the path which their children will follow, 

and this has far-reaching effects on the child's cognitive, academic, and emotional growth. What is 

more fnghtening about this is that the path taken by the child would become almost unalterable 

once the parents had made their choice on the child's behalf. That is, by the t h e  the parents 

realize that they have made a "wrong" choice, it rnay be too late (Wong Fillmore, 199 la, 199 lc). 

One possible explanation of this is the criticai age hypothesis in second language leaming. 

Although there is no consensus as to the exact critical p e n d  for SLA in general, researchers seem 

to agree that thete is a critical period of phonolo@cal ability (Long, 1990; Johnson & Newport, 

1989; Sakamoto, 1994; Nunoi, 1987). Phonological ability is strongly related to accentedness of 

speech. In other words, the decision pertaining to language learning and language usage cannot 

be put on hold, reversed, or take a different course in the rnidst of learning that language. Once 

the farnily decides to abandon L1 usage altogether, it will be very difficult to regain L1 command 

after the critical period has passed for the children: the process rnay be somewhat irreversible. 

1 have observed many cases where îli-advised parents who fmt decide to abandon L1 usage 

regret their decision later in a child's life. The child, naturally, is unable to comrnunicate well with 

hisher parents who have little comrnand of L2. This inability to comrnunicate extends to other 

parts of these immigrant famiiies' lives, breaking emotional ties and creating a schism between 

family members. This translates to the child's feeling of shame of L1 and of their parents who 

only know L1 (Wong Fillmore, 1991c, p. 342; Skutnabb-Kangas, 198 1, p. 154). 

Many Japanese immigrants, once they leam that my field of study is bilingual education, 

approach me for advice as to how they can raise their own children bïiingually. They are eager to 

learn more about SLA, yet they are ilLinformeci about second language acquisition theones and 

research findings. Why? 1 ascribe this not to the ignorance of these parents, but rather to the 

inaccessibility of the language and tools that researchers use in exploring the phenornenon of SLA. 

The findings are king shared and recycled iargely within the realm of academics; the information 

is not made accessible to ethnic cornrnunities at large. What 1 have observed is that these parents, 

compensating for their lack of theoretical knowledge about SLA, rely on stones from others and 

their own observations about their children's language learning processes. From their knowledge, 

they have corne to devise their own theories about language attrition and language maintenance. 

These parents are what Eisner (1991) cals "connoisseurs" who have become experts in the field 

from their own experiences. This valuable fund of knowledge (Moll, 1992; Moll, Amanti, Neff, 
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& Gonzalez, 1992) should not be wasted, but shouid be appreciated and shared with others. 

At first, it may appear contradictory to portray immigrant parents as "ill-informed" and at 

the same time as "connaisseurs". 1 argue that this is not contradictory; these parents have 

acquired a keen awareness of language leamhg process upon which they have relied on in making 

langage decisions on behalf of their children. These rich insights and experiences are large1 y 

un tapped resources which educators, researchers, and policy rnakers have failed to recognize and 

appreciate. Without a meaningful dialogue between the parents and educators, the understanding 

of immigrant children wili forever be partial and incomplete. Too often immigrant parents, despite 

their rich experiences of raising their chidren are given the wrong information (See Cummins, 

1989, 1996) which can result in confusion and anguish. 

Similady, without incorporating immigrant parents' expertise in their understanding of 

immigrant c hiidren, edocation for immigrant children will aiways be L2 and C2-biased. 
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Literature Review 

Literature in the field of bilingualism and bilingud child-rearing is available in a variety of 

and in different f o m .  In this chapter 1 review case studies descnbing the Iearning process of 

bilinguals, guidebooks written for parents, empiricai a l c h  comparing the L1 and L2 systems of 

bilinguals, and successful programmes in which immigrant parents make significant contributions 

for the bettement of academic performance of their chiIdren. 

Case Studies 

Children's language acquisition process has long k e n  a fascination for many scholars in 

Our field. The well-known, classic example is that of Leopold's comprehensive longitudinal snidy 

of his daughter Hildegard's simultaneous language leaming process. in his four-volume work, 

Leopold ( 1939- 1949) gives a detailed account of his daughter's acquisition of German and 

English. His daughter grew up in an English-speaking environment, but Leopold used German 

with his daughter while the wife used English. Leopold claims that bilinguai child-rearing is a 

possible and auspicious goal to have. 

Vol terra and Taeschner ( 1978) followed Leopold's study and uacked Geman-Italian 

acquisition process of two infants, one from 1;s to 3;6 and other from 1;2 to 2;6. The result 

showed that the children attained bilingual concepts from a very early stage, going through three 

distinct stages: Firs t, Volterra and Taeschner argue that a child initially begins with one lexical 

system and hisher language system begins to develop much iïke a monolingual child. In the 

second stage, the child distinguishes two different lexicons but applies the sarne syntactic rules to 

both languages. The lexical capacity seems to be relatively similar at this stage. Finally, in the 

third stage, the child speaks two languages differentiaied both in lexicon and syntax (p. 3 12). 

Vihrnan ( 1985) foilowed Volterra & Taeschner's study and kept a record of linguistic 

development of an infant who was exposed to Estonian at home but English outside the home. 

The researcher found that the establishment of dual lexicon occurred early, and that the child began 

to avoid language mixing and chose his language according to his interiocutor. 
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Guidebooks for Parents 

In his books intended for lay persons as readers, Saunders (1982, 1988) gives similar 

accounts of his children's Geman-English acquisition process and concludes that biiingualism is 

indeed a reachable and preferable goal to that of monohgualism. Sirnilarly, Harding and Riley 

(1 986), De Jong (1986). Amberg (1987), and Baker (1988, 1995,2000) address bilingual child- 

rearing, including descriptions of the theories in SLA, possible consequences of bilingualism, case- 

studies, and roles parents can play in facilitating bilinguai child-rearing. Skutnabb-Kangas' 

(198 1)  work is frequently cited by many of these authors. It comprehensively covers the notion of 

bilinpalism, beginning with the definition of biiingualism. The following graphs illustrate 

difierent types of bilingualisrn: 

Figure 2.1 Types of Bilingualism 

monolingual 

monolingual 

completely 
bilingual 

doubly 
bilingual 

mon 

monolingual 

Note. Adapted from Skutnabb-Kangas, 198 1, p. 36. 

neariy 
bilingual 

different types of bi- or 
multilinguals 

Skutnabb-Kangas also dedicates one chapter on the role parents and schwls c m  play to 

facilitate children's acquisition of two languages. The following are some practical hints she 

suggests for those parents who are interested in bilingual child-rearing: 
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- Talk to the child as much as possible and as early as possible. Even babies a 
month or two old may like to listen to poetry, just as they like hearing someone 
singing. Even though they understand nothing of what the words mean, other things 
are k i n g  cornrnunicated to them, by rhythm, by closeness, by contact, and by observing 
the interplay beiween linguistic and non-luiguistic expression. 

- Try to organize for the child as many varied Iinguistic situations as possible in both 
languages, including literature and songs. Make sure that the child has contact both 
with adults and children in both Ianguages. Try to help the child to Iearn 
(and experience) in one language whatever she knows also in the other. 

- Play linguistic games with the child. Help the child discover that Ianguage is 
exciting and that it's fun to Iearn to pick out linguistic and cultural differences and 
simdarities. 

- Try to arrange for the child to get mother tongue instruction in both languages, 
not only instruction in one as a mother tongue and in the other as a foreign Ianguage, 
which is often what one can get in the best case, the situation frequently king that 
there is no instruction whatsoever in one or the other of the languages. 

- Try to show the child in practical situations, not only by discussion, how splendid it is, 
how useful and rewarding, to be able to ~articiuate as a native in two different cultures. 
Try to give the child a ch&e to be proid of hêr bilingualism and her culturaI cornpetence. 
(p. 152) 

These suggestions requise conscious effort on the part of parents. We will see in subsequent 

chapters exarnples of how my participants recognized these needs and how they actually practised 

them. 

Similarly, Conklin and Lowie's (1983, in Baker & Prys Jones 1998, p. 182) lists the 

following political, social, dernographic, caultural, and linguistic factors that encourage or 

discourage language maintenance: 
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Table 2.1 Factors Encouraging or Discouraging Language Maintenance 

Political, Social and Demographic Political, Social and Demographic 
Factors Encouraging Language Factors Encouraging Language Los8 
Maintenance 

-- - 

1. Large number of speakers living closely Small number of speakers well disperesed 
toaether 

2. Recent and/or continuing in-migration Long and stable residence 
-- 

3. Close proximity to the homeland and ease Homeland remote or inaccessible 
of travel to homeland 
4. Preference to return to homeland with Low rate of return to homeland and/or Iittle 
many actually retuming intention to retum andior imipossible to 

5. Homeland language community intact Homeland language community decaying in 
vitality 

6. Stability in occupation Occupational shift. especially from rural to 
urban areas 

l 7. Employment available where home Employment requires use of the majority 
language is spoken daily language 

8. Low social and economic mobility in main High social and economic mobility in main 
occupations occupations 

9. Low level of education to restrict sociat High levels of education giving social and 
and economic mobility, but educated and econornic mobility. Potential community 
articulate community leaders loyal to their leaders are alienated from their language 
language community community by education - 
10. Ethnic group identity rather than identity Ethnic identity is denied to achieve social and 
with majority language community via I vocational mobility; this is forced by 
nativism, racism, isolation and ethnic nativism, racism, isolation and ethnic 
discrimination discrimination 
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-- 

Cultural Factors Encouraging ~%tural Factors Encouraging 
Language Maintenance Languagc Coss 

- -- 

1. Mother tongue institutions (e-g. schools. Lack of mother tongue institutions 
community organizations, mass media, -- -A------- 

2. Cultural and religious ceremonies in the Cultural and religious activity in the majority 
home language language 
3. Ethnic identity strongly tied to home Ethnic identity defined by factors other than 
language language 

-- 

4. Nationalistic aspirations as a language Few nationalistic aspirations 
QrouP 

5. Mother tongue the homeland national Mother tongue not the only homeland national 
language language, or mother tongue spans several 

6. Emotional attachment to mother tongue Self-identity derived from factors other than 
giving self-identity and ethnicity shared home language 

7. Emphasis on family ties and community Low emphasis on family and community ties. 
cohesion High emphasis on individual achievement 

-- - 

B. Emphasis on feducation in rnother tongue Emphasis on education in majority language 
schools to enhance ethnic awareness 

3. Low emphasis on education if in majority Acceptance of majority language education 
Ianguage 

10. Culture unlike majority language culture Culture and religion similar to that of the 
majority language 

Linguistic Factors Encouraging Linguistic Factors Encouraging 
Language Maintenance Language Loss 

1. Mother tongue is standardized and exists Mother tongue is non-standard and/or not in 
in a written form written form 

- - - - - -- 

Use of an alphabet which makes printing and , Use of writing system that is expensive to 
literacy relatively easy : reproduce and refatively difficult to leam 

3. Home language has international status ! Home language of little or no international 
! importance 

4. Home langauge literacy used in community ! llliteracy (or aliteracy) in the home language 
and with homeland 
- 

Flexibility in the development of the home No tolerance of new terms from majority 
langauge (e-g. Iimited use of new ternis from : language; or too much tolerance of loan 
the majority language) words leading to mixing and eventual loss 

Note. Adapted from Conklin & Lowie, 1983 (In Baker & Prys Jones, 1998, p. 182). 

We shall explore in the subsequent chapters the extent to which the expenences of my participants 
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reflect the ciaims made by Conklin and Lourie. 

Consequences for L1 Loss 

Wong Fillmore's (1991~) work is the research which led me to become fascinated with the 

social influence on bilingual child-rearing. In this study, the researcher analysed 100 1 families, 

690 in the main sample consisting of various ethnic groups and 3 1 1 Spanish families in the 

comparison sample. The comparison group (Le., Spanish families) sent their children to 

preschools wtiich conducted programmes entirely in L 1. The author found that children in the 

main sample were quickiy losing their L 1, therefore Iosing the means to communicate w i h  their 

parents. On the other hand, the comparison group managed to maintain their L1 (See Table 2.2). 

Table 2.2 Changes in Language Use at Home After Children Attended EarIy Education 
Programmes 

Main Sample Cornparison 

No. (%) No.(%) 

No noticeable change 

Negative change (Less HL, More E) 

Positive change (More HL) 

Neutra1 (Less E) 

Totals 

Note. Adapted fiom Wong Fillmore, 1991c, p. 332. - 

The paper cites one tragic example of a breakdown in farnily unity in a Korean farnily. The author 

wams about the long-term consequences of LI loss. indicating social and psychological damage it 

may cause in an immigrant household. 

Cummins (199 1) also conducted a similar study with 20 Portuguese background pnmary 

schoolers residing in Toronto. He found that language shift was occumng even in homes where 

the parents used predominantly L1 (i-e., Portuguese). He also found that L1 proficiency and L2 

reading skills were positively related. 

From these two research studies, an obvious question aises: If LI maintenance is such a 
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vital component for the weliness of immigrant families, why are not all parents pursuing bilingual 

child-rearing? (See dso Snow, 1992) What are the factors which deter hem from making the 

decision to raise their children bilingually? Later in this research 1 wiii show how intncate social 

settings contribute to the language policy my participants adopted. 

Work with Japanese-English Focus 

Three books specificaily target the notion of Japanese-English bilingualism. One is by 

Ono (1994) who, much like Colin Baker's (1988, 1995,2000) work, offers a comprehensive view 

of bilingualism. His book is intended for non-academics who are unfamiliar with various SLA 

theories, and he presents the material in an accessible way. He also provides numerous case- 

studies to illustrate his point. His stance is that bilingualism should be encouraged so that the 

Japanese retumees will be able to keep their L2 (Le., English). However, he emphasizes the 

importance of cultivating a solid foundation in one language fmt before adding on a second 

language. 

Nakajima's (1998a) work is also similar to chat of Ono's, intended for parents as readers. 

By introducing nurnerous research studies pertaining to SLA in a way that is comprehensible for 

non-acadernics, the author de-mystifies the process of becoming a bilingual and urges Japanese 

parents to consider bilingual language learning as a plausible and desirable goal for Japanese 

children. Contrary to Ono's work which focuses on Japanese returnees in Japan, Nakajima's 

work is intended for those who are raising Japanese children outside Japan. In her other work, 

Nakajima (1 %Sb) writes for readers who are raising Japanese children abroad and the ways 

parents can promote Japanese ieaming and maintenance. However, Nakajima ( lW8a) is cautious 

not to celebrate biligualism without question. Instead she concludes with an important remark 

about the uniqueness of bilingual children (p. 227), much in line with the notion that bilinguals are 

rnulti-comptent (Cook, 1992) and that bilingualism does not simply equate to the sum of two 

monolingualisms (Grosjean, 1989). Therefore, reconceptualization of bilingual competence is 

called for in order to correctly assess bilinguai children. 

Academic Success and L2 Proficiency: Concern for All Parents 

Any parents' primary concern is the well-being of their children. Academic success is 

often regarded as one factor which contributes to the child's success in life. It is ody naturai that 
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the immigrant parents share the same concern. They realize that in order to succeed acadernically 

in our society, English proficiency is an absolute prerequisite. As a result of the fear that L1 

maintenance might have a detrimental effect on English development, some immigrant parents 

abandon L 1 usage at home (Wong Fillmore, 199 1c; Skutnabb-Kangas, 198 1 ). 

Vocabulary Growth and Bilingualism 

Of al1 the SLA research and theories, 1 wished to look closely at bilingual children's 

vocabulary acquisition for two reasons: fmt, vocabulary acquisition was a topic of discussion and 

concern for many of my participants who beIieved L1 maintenance interfered with acadernic 

achievement (Garcia, 199 1, in Corson, 1995, p. 27), and secondly. vocabulary knowledge is a 

cornrnon marker and tool of assessrnent in our education practices (Corson, 1995, p. 15). 

Pearson, Fernandez, and OUer 

Pearson, Femindez, and Oller (1995) conducted a study consisting of 24 Spanish-English 

bilingual children aged three years or younger. They were compared to 35 monolinguals using 

four measures of lexical knowledge: English, Spanish, Total Vocabulary (TV) and Total 

Conceptual Vocabulary (TCV). TV measured the knowledge of lexicon in both English and 

Spanish, minus the common words found in both languages. TCV counted the lexical concepts. 

Therefore, shared concepts in the two languages were counted as one. 

The goal of the researchers was to test the generally accepted negative effects of 

bilingualism on lexical measures. That is, to see if bilingual children show lower levels of receptive 

vocabulary compared to monolinguals as noted by previous research findings (Ben-Zeev, 1977; 

Rosenblum & Pinker, 1983; Doyle, Champagne, & Segalowitz, 1978). Pearson, Fernindez, and 

Oller, much iike the earlier comment made by Nakajima (1998), question the appropnateness of 

using monolingual vocabulary noms to evaluate bilinguais, and in order to account for the whole 

lexical knowledge of bilinguais, they developed four measures of lexical knowledge: English, 

Spanish, TV, and TCV. 

As suspected, each language of biiingual children did show fewer words than in the 

monolinguals, but measures of the bilingual children's production in the two languages together 

indicated comparable vocabularks for bifinguai and monolingual children (See Figure 2.2). 
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Figure 2.2 Bil i ngual and monolingual percentiles averaged across ages (Production) 
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Note. Adapted from Pearson. Femindez, & Oller, 1995, p. 44. - 
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In this study Pearson and Femandez (1994) extended the previous research and explored 

the relationship between the L1 and L2 vocabulary acquisition by comparing the rate and Pace of 

the lexical spurt experienced by bilingual children to that of monolinguals'. They descri be the 

lexical spurt to be the Ume when children's rate of acquisition sharply accelerates around 

acquisition of 25 or 50 words (p. 620). According to the norming sample given in MacArthur 

Communicative Development Inventories (CDI) by Fenson et al. (1991), which presents 

vocabulary measures for 1,600 children, the age of first words is generally between nine and 14 

months; the median age for producing 50 words is between 16 and 17 months; and the median 

age for 100 words is between 18 and 20 months. 

Pearson and Fernandez (1994) found similar rate and Pace of development in bilingual 

children compared to monolingual children. However, they found no child showing a spun in 

both languages at once. Furthemore, only a few children showed equal growth in both 

languages. That is, the majority of the children appeared to concentrate growth in one language at 

a time. 

v 

Monolingual (N=33) 



Umbel and OUer 

Umbel and Oller (1995) mention two possible significant factors which influence bilingual 

lexical development: social attitude and interdependence between LI and L2. 

The authors cite Lambert's (1977) additive and subtractive bilingualism which are a 

product of social attitudes about language in the community. Appreciation and openness toward 

majority and minority cultures and Ianguages Iead to additive circumstances. Umbel and Oller 

conclude that the social environment as well as the socioeconomic status of the family may 

influence linguistic and educational outcornes in bilingual children. 

Umbel and Oller collected data on Spanish and English receptive vocabulary development 

among 102 SpanisWEnglish bilingual students in grades one, three, and six. They found that 

increased exposure to English at home was related to increased English receptive vocabulary 

development. but Spanish scores were near mean values regardless of the extent of English 

exposure at home. They also found that by the sixth grade, the children in the study had native- 

like receptive vocabulary skills in both English and Spanish. suggesting that they did not suffer 

subtractive bilingualism and its hypothesized negative effects. Therefore, they conclude that 

leaming two languages at once does not h m  development in the first language. They daim that 

Spanish receptive vocabulary development was the strongest predictor of English receptive 

vocabulary scores, thereby supporthg the interdependence hypothesis (Cummins, 1979). They 

conclude that increased exposure to English at home was unrelated to Spanish receptive 

vocabulary performance, and that exposure to English and Spanish at home appeared sufficient 

both to maintain Spanish receptive vocabulary skilis and lay the ground work for improvement in 

English receptive vocabulary development However, it is important to note that Umbel and Oiler 

only took note of receptive lexicon in both languages. It is crucial not to extrapolate their findings 

in ternis of overail vocabulary development. 

Lindholm and Padilla 

Lindholm and Padilla ( 1977) examined the language samples of five Spanish/English 

bilingual children between ages two and six and found that only two percent of the total utterances 

contained mixes. The mixes were mainly single lexicon, and very few phrasal mixes were 

observed. The authors conclude that mixing may have occurred because of the absence of the 

lexical entry in the appropriate language or because mixed entry is more salient to the child. They 

conclude that children are able to differentiate their two linguistic systems from an early age 
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because whenever the mixes occurred the structural consistency of the utterance was maintained. 

Genesee 

Similar to the claim made by Lindholm and Padilla (1977), Genesee (1989) also sees 

bilinguals as possessing not only one lexical system but two differentiated sub-systems. He 

explains that mixing may decline with development, not because separation of the language is 

taking place but rather because the children are acquiring more cornplete linguistic repertoires and. 

therefore, do not need to borrow from or overextend between languages. 

Besides the complementary effect of LI and L2 lexicon, he also proposes that perhaps 

parental input may be another source for language mixing by bilingual children. That is, i t is 

possible that bilingual children mix the two languages because they have heard mixing by their 

parents or other speakers in the environment. To support his claim Genesee cites Goodz's (1989) 

finding, that frequency of occurrence of children's rnixed utterances is correlated with the 

frequency of occurrence of parental mixing (See also Goodz, 1994). Therefore, Genesee 

suggests that bilingual children are able to differentiate their language systems from the beginning. 

He concludes that it is necessary to study the language models to whom bilingual children are 

exposed to in order to understand al1 possible sources of mixing. 

Emerging Notion of Bilingualism 

Following the earlier discussion, we corne to view bilingualism not as a sum of two 

monolingualisms, but rather consisting of complex interplay between L1 and L2 systems 

(Grojean, 1989; see a h  Cook, lm). Furthermore, it seems that bilinguals' languages develop 

according to different social functions these languages serve, depending on the environment they 

are imrnersed in, instead of following an unitary path for both languages. 

All of the studies reviewed above seem to agree that simultaneous multiple language 

learning does not hamper L1 or L2 lexical growth (Pearson, Fernandez, & Oller, 1993; Pearson 

& Fernandez, 1994; Lindholm & Padilla, 1977). Furthermore, social factors seem to play a 

significant part in lexical development (Umbel & Oller, 1995; Genesee, 1989). home 

environment being one of them. Therefore, examination of the nature and amount of parental 

input at home would give us important insights into leaming about vocabulary leaming of 

bilingual children. Bilingual children have been too often wrongfully blamed for their apparent 

"slowness" in the past , but Cummins (1984) contends that : 
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Information from either parents or L1 teachers regarding the student's 
functioning in an LI context can also sometimes provide clues about 
whether the student is experiencing genuine learning problerns as 
opposed to temporary difficulties due to a non-English background. (p. 56) 

For this reason, parental input becomes even more essential in de-mystifying the language 

acquisition process of bilingual children. Furthemore, the parents can becorne actively involved 

as a liaison between LI and L2 teachers. This liaison function is currently rnissing from our 

current education system. That is, they can serve as a link between "regular" school teachers and 

HL teachers. 

In sum, when each language system is assessed separately, these studies suggest that 

bilingual children's lexical capacity in U (i.e., English) is smailer than that of their monolingual 

peers. In the various bilingual models of figure 2.1, Pearson, Fernandez, and Oller's (1993) 

findings suggest that bilingual children's lexical capacity can be best described by the mode1 (c), 

"dou bly bil ingual". 

The findings do not necessarily refute Cummins' (1979, 19%) interdependency 

hypothesis, which proposes that there is an underlying common proficiency between different 

languages. 

Figure 2.3: Dual Iceberg Representation of Bilingual Proficiency 

Surface Features of LI  Surface Features of L2 

Note: Adapted from Cummins, 1996, p. 1 11. 

However, when the two "icebergs", each representing a language system, are only seen 

individually and with an attitude privileging L2 capacity, bilinguais' language system can be 
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wrongly perceived as deficient. 

Despite the contention of researchers (i.e., Nakajima, 1998a; Grosjean. 1989; Cook, 

1992) that it is inappropriate and misleading to measure bilingualism using monolingual noms, 

immigrant parents are concemed about the possible negative effects of learning two languages 

simultaneously. If leaming Ll is perceived as leaming at the expense of L2. some parents would 

opt out from pursuing bilingual child-reanng. Parents' perceptions of possible costs associated 

with promoting LI in the home are influenced by the structure of our education system which 

systematically privileges monolinguals over bilinguals. 

Immigrant Parents Making a Difference 

Parental role in language learning and maintenance 

Teaching and learning languages communicatively has been a trend in the field of SLA 

research (See Brumfit &Johnson. 1979). Krashen and Terrell (1983) support language learning 

in a "natural" way, devoid of rote leaming or explicit grarnmar teaching. In this sense. immigrant 

children are immersed in an ideal situation in which they have the means to leam L1 

communicatively at home and L2 at school where the focus is not so much on linguistic forms but 

on communication. 

School programmes soliciting parental involvement 

In terms of academic and Iiteracy development, there are several research studies which 

document the positive effects immigrant parents exert in educating their children. One example is 

by Ada (1988) which notes the successful literacy programme for the Pajaro Valley School 

District in California. Of the 14,497 students in the district, approximately 54% are Hispanics; 

26.9% are migrant children; and 34.5% do not speak English fully. High school drop out rate 

was reported to be 34.5% for the general population and 53.6% for the Hispanic population (Ada, 

1988, p. 224). 

A concemed group of Hispanic parents gathered once a month to seek ways to improve 

children's literacy. The school established a partnership with the parents in support of their 

action. Information regarding the use of Spanish at home was disseminated, and suggestions 

were made for the development of language skills. One task was creative reading. Parents were 

invited to choose a book in Spanish from the school library which they could take home and read 

to their children. Parents were also given a list of questions to facilitate home discussions with 
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their children. This project produced a great increase in Hispanic children's Iiteracy skills. 

Because of the very inclusive nature of the project, parents' input was deemed important for 

decision making and goal-setting, which in turn increased the comfort and confidence level of 

Hispanic parents. 

Likewise Moll, Amanti, Neff, and Gonzalez (1492) document how immigrant parents' 

skills were recognized, appreciated, and incoprated in curriculum design and delivery. 

Immigrant parents were seen as an important source of information in educating children. 

As the above research indicate, immigrant parents are important partners in educating their 

children. Without their input and support, the education of these children will forever remain 

partial and insuscient. In order to invite their participation, it is vital that we leam the complex 

and intricate experiences of these parents. 



Chapter 3: Research Methodology 27 

Research Methodology 

This researchgathers the recollections of, or stories, of immigrant parents. My hope was to 

unveil the feelings, the conflicts, the hopes and ideas of immigrant parents who chose to maintain 

L 1 at home, and share my fmdings with other researchers, educators, and policy makers. 

Life History Research 

In order to make my findings accessible to aii, it was impoflant for me to fmd a method and 

a way to disseminate my fmdings which any layperson would be able to understand and 

appreciate. 1 aiso needed a methodology which would allow me to take account of numerous 

variables in a holistic way (Valsiner, 1989, pp. 292-293; Landry & Aiiard, 199 1, p. 201; Memam, 

1988, p. 10, p. 16). As Cummins (1999) notes that in most scientific disciplines: 

knowledge is generated not by evaluating the effects of particular 
treatments under strictly controlled conditions but by observing 
phenomena, fonning hypotheses to account for the observed 
phenomena, testing these hypotheses against additional data, 
and gradually refining the hypotheses into more comprehensive 
theones that have broader explanatory and predicative power. (p. 30) 

1 believe that although qualitative research may not be appropriate to derive a general theory 

applicable in any situation, it ailows me to c o n f m  or negate existent theories or hypotheses. What 

1 wished to do was to coiiect and analyse data which are not confined to artificial, controlled 

conditions but which reflect naturally occurring reality, and see how these data fit the theories 

proposed by academics. 

For these reasons 1 tumed to qualitative research methodology with which 1 can retrieve 

nch and detailed data. Because 1 wished to make a connection between personal experiences and 

social factors, 1 chose life history research (Cole, 199 1 ; Dollard, 197 1 ; Goodson, 1992; Hatch & 

Wisniewski, 1995; Sparkes, 1994) as my research method. 

Life history research ailows me to collect narratives which are then placed in a larger social 

setting for analysis (Cole & Knowles, in press). hstead of only analysing the narrative itself, life 

history research funher incorporates social factors which can help recover the meaning of the 
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narrative (Hatch & Wisniewski, 1995). It is especiaily crucial to realize the importance of social 

factors in this study because the extemal factors are believed to be the agent of individual belief 

and action (Wertsch, 1985). 

Life history research, 1 believe, is particularly relevant and appropriate in this study because 

the experiences of immigrant parents are largely untold stories (See Soto, 1997). Theu visions are 

largely Mssing from academic and professionai discourse, and it is important for educators, 

researchers, and policy maken to recognize and appreciate the rich and complex experiences of 

immigrant parents in raising their chiidren in a foreign country. Cole and Knowles (in press) 

life history inquiry, fundamentally, is about gaining insights into the 
broader hurnan condition by coming to know and understand the experiences 
of other humans. It is about understanding a situation, profession, condition, 
or institution through coming to know how individuals waik, talk, live and work 
within that panicular context. It is about understanding the relationship, 
the complex interaction, between Me and context, self and place. It is about 
comprehending the complexitites of a person's day-to-day decision-making and 
the ultimate consequences which play out in that life so that insights into the 
broader, collective experience may be achieved. (pp. 1 1 - 12) 

Memam ( 1988) also writes how the: 

research focused on discovery, insight, and understanding from the perspectives 
of those k i n g  studied offers the greatest promise of making significant contributions 
to the knowledge base and practice of education. (p. 3) 

My interests are these: 1 wish to better undentand the experiences of Japanese immigrant parents; 

to find out why, how, and in what context they made their home language choice. Furthemore, as 

Cole and Knowles (in press) point out, 1 believe "every in-depth exploration of an individual life- 

in-context brings us that much closer to understanding the cornplexitites in cornmunities" (p. 12). 

My hope is that our enriched understanding of immigrant families will allow us to re-exarnine our 

own connections and practices as teachers, educators, and policy makers, ultimately resulting in 

better education for a i l  immigrant children. 

Epistemological Function of Narratives 

Narrative inquiry has long been devdued in acadernic settings (Code, 1997, p. 183). The 

validity of qualitative research findings has been rnuch debated in the pst. However, qualitative 

research certainly does not imply that "anything goes" (Eisner, 1991), although one might ask, 

"how could we challenge someone else's story? if the narrator claims the story to be true, there is 
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not rnuch one c m  do to test his or her claim!" The goal of qualitative work, such as life history 

research and narrative inquiry, is not to test the "truthfulness" of someone else's story or 

"applicability" of someone's story to that of another (See Cole &Knowles, in press). Rather, 1 

believe stones are a meaning-making tool, with which we organize and understand our experiences 

(Conle, 1997c, p. 206). Ofien the meaning-making proçess occurs on a sub-conscious level, or 

what Carr calls the "pre-theoretical level", a level of everyday experience where our awareness "is 

not informed by the cognitive interests of a discipline" (Carr, 1986, p. 18). However, when we 

corne to narrate our stories, we corne to a greater understanding and appreciation of our own 

experiences. In this sense, self-reflection using narrative means can be a very intra-personal 

process. 

Reflection can aiso occur on a social, inter-personal plane. Connelly and Clandinin (1990, 

p. 4) contend that understanding is a social proçess. As we tell our stories and listen to others', 

there is a transformation; reformulation of our understanding constantly occurs as a result of 

experiential storytelling as well as story listening (Code, 1997c, p. 205). As Jackson (1 987) 

notes, stories change us (p. 3 13) and make us who we are (p. 3 16). 

However, despite the enriching experience nanatting and listening to narratives fiords us, 

not ail of us appreciate and feel cornfortable with telling stories. This notion was one of the first 

obstacles 1 had to grapple with in soliciting participation for this research. 

Difficulties Soliciting Participation 

Initially the study was designed to interview six different parents; three of those who are 

now raising their children and three who have finished child-rearing. However, difficulties arose 

when it came time to recruit participants, largely due to three factors: 

1) perception of research in generai on the part of the parents 

2) the possibility that some parents perceived themselves as failures 

3) restrictions imposed by the research design 

Let us begin by discussing the frst point. 

Perception of Research 

When 1 first approached several families in the spnng of 1997, rnany showed reluctance to 

participate in the research. Their typical reason for not wanting to participate was "We aren't 

experiencing any problems regarding our children's Ianguage Ieaming, so we really don't have 
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anything to talk about" or "We haven't done anything special, so 1 have nothing to share". 

The assumption was that they had to have a "problem" or something "special" to share 

in order to participate meaningfully in this study. Some even seemed rather offended that 1 had 

approached them, perhaps because they assumed that I had perceived them as examples of failure 

in raising bilingual children, which certainly was not the case. In my letter of consent, 1 provided an 

outline of my research intentions and agenda and explained to them the nature of the research - that 

1 did not wish to be judgmental about their practices but simply wished to document their 

experiences. Yet, none of the effort seemed to change their min&. 

For me, opening up and sharing my stories with others are important routines in my 

everyday life. Having appreciation for sharing narratives (Code & Sakamoto, in press) and 

believing in the social creation of knowledge (Wertsch, 1985), 1 perceived story teiling and sharing 

to be one of the constructive things one can accomplish. 1 had assumed that others shared such 

appreciation when in fact that was not the case. Even among those who wiliingly participated in 

this study, some were SU very reluctant to open up and share their stories as 1 had wanted them to. 

Parents Perceiving Themselves as Failutes? 

I aiso got a sense that some parents were not willing to participate in this research because 

they felt they have failed in raising their children biiinguaily. However, this is strictly a conjecture 

since none of the parents 1 approached mentioned this in a straightforward manner, therefore 1 end 

my claim "Parents perceiving themselves as failures" with a question mark. Some mentioned 

tirne restrictions, some expressed uneasiness in sharing stories, and some simply refused to give 

any reason for not wanting to participate. What is interesting is that this reluctance to participate 

not only was a trait of mothers who had given up mising their children bilingually but mothers who 

were successful in raising their children bilingually aiso shared this reluctance. However, for 

ethical reasons 1 did not force them to go into more details about their reluctance to participate, so 1 

cannot make firm conclusions. Although 1 uied to show a non-judgmental stance by never ranking 

monolingualism, bilinguaiism, and trilingualism, I suspect that some parents adopt the social ideal 

that one is better than the other. On the other hand, one very successful mother in raising her two 

children bilingually expressed her unwillingness to participate in this research because, 

interestingly, she was not particularly proud of her accornplishment. She is of couse happy for 

and proud of her children's success, but she said sadly that she simply r a i d  them bilingually 

because she cannot speak English. In other words, she was extremely proud of her children, but 
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not of herself. 

The Nature and Design of the Research 

The fact that the life history research requires tbe researcher and the participant to engage 

in meaningful dialogue required me to fmd participants with whom 1 felt cornfortable to work. 

Although Glesne and Peshkin ( 1992) warn of the dangers in 'backyard research' (p. 2 1 ), 1 did not 

wish to work with just anybody, even if they fulfilled the necessary requirements to be participants. 

For this reason, 1 solicited my participants from people that 1 aiready knew. 

In some cases, even though 1 felt strong bonding with some Japanese immigrant mothers, I 

did not recruit them because they were manieci to a non-Japanese. That is, many Japanese 

immigrants are married to Canadians and people of various ethnic backgrounds. Inter-ethnic 

couples were purposely avoided in this study because this additional factor was thought to be 

confounding and would m e r  complicate the matter pertaining to language use at home. This 

aiso severely restricted the number of potential candidates for the study. 

Participants 

Five Japanese immigrant parents were interviewed. in order to participate in this research 

the following criteria had to be met: 

Bo th parents are Japanese immigrants 
O The parents immigrated to Canada within the past thirty years 
O Both parents were educated in Japan 

Lnterethnic couples were eliminated from this research because the inter-ethnicity complicates the 

study due numerous confounding factors. Japanese-Canadians and Japanese immigrants residing 

in Canada for more than forty years were also omitted in selecting the sarnple because of the belief 

that their lengths of stay in Canada wouid possibly allow hem to be much more "Canadian" than 

Japanese. The assumption is that, if they are already very much "Canadian", they would not 

experience as great an ideological and linguistic gap compared to the recent immigrants, therefore 

not really reflecting the difficulties new immigrants face or the needs they have. For example, 1 

be1ieve that language maintenance within a household would be the most pressing issue for the 

first-generation farnilies but not necessady so in second- and third generation farnilies. 

Despite my difficulties in soliciting participation, 1 was fortunate to have six wondefil 

participants: Eiko, Hûoshi and Yumiko. Naoko. Michiko, and Tama They are al1 Japanese-bom 

and Japanese-educated, and married to a fellow Japanese with chiidren who are al1 Canadian- 
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educated. Eiko, Hiroshi, Yumiko and Naoko have children who are attending school; Michiko's 

and Tama's children are now adults. Hiroshi and Yumiko are a couple. Al1 of my participants 

practice "one-parent, one-language" policy where English and Japanese are not mixed together. 

Instead, each participant claimed to use only Japanese with hisnier children. 

Table 3.1 Profile of Japanese Immigrant Parents Interviewed 

Name Occupation Year of Arriva! Children at home Canadian- born 
(Years in Cana&) ( A g )  children? 

. - 

Eiko Homemaker 1983 (17) Yes 

Hiroshi Artist 1983 (17) Yuki (9), Ai (7) Yes, Yes 

Ywniko Hair stylist 1983 (17) 66 LL 

Naoko Journalis t 1979 (21) Joh (16) Yes 

Mic hiko Teacher 1968 (3 1) Kei (29), Risa (26) Yes, Yes 

Tama Homemaker 1976 (24) S huj i(38), Kimiko(37) No, No 
Mineko (32) No 

It is interesting to note how children who are boni in Canada are given names that are either easy to 

Anglicise or easy to pronounce (e.g., Karh is very similar to the English name Karen; Yuki and Ai 

are short and easy to pronounce). Eiko, Hiroshi, and Yumiko chose to maintain their tme narnes. 

Others opted to use pseudonyrns in this study. Although Naoko's, Michiko's, and Tama's 

children's names are pseudonyrns, 1 tried to give them names that reflect the original names. 1 

believe the children's names are symblic of what the parents long for; their children's acceptance 

in Canadian soçiety as well as preservation of their Japanese identity. 

A description of each participant is given in detail in the following chapters so they will not 
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be provided hem. However, the reasons for chwsing them are as foilows. 

Reason for Choosing M y  Participants 

Eiko 

Having met Eiko and her family on several occasions, 1 felt that this famiiy lived quite 

contentedly in Toronto. Eiko's daughter, Karin, spoke both English and Japanese fluently, and 1 

recall k i n g  very impressed with M n ' s  rnannerism which to me seemed very Japanese-like: 

quiet, gentle, and polite. 

Eiko's friendly, approachable, and open personality, was also an important factor for me. 

Being able to share stories with someone else is no easy task, but I felt that we could engage in a 

meaningfid dialogue. 

Hiroshi and Yumiko 

I had known Hiroshi and Yumiko through my parents who were very impressed by the 

way they were raising their two daughters, Yuki and Ai. When 1 met them for the f m t  time, it 

made me feel very content to see such a happy family. Both Hiroshi and Yumiko are very 

dedicated parents who always listen attentively to their daughters and respond in a respectful, 

loving way. My desire was to seek parents who couid possibly be role-models for other mothers. 

1 felt that Hiroshi and Yumiko would be ideal participants for this reason. 

The fact that Yuki and Ai were enrolled in an early French immersion programme was 

another appealing factor. Although there are many families in Canada pursuhg their challenge to 

raise their children bilingually, of the families 1 approached, I found only this family who was 

raising their children uilingually. 

Naoko 

Naoko and 1 have known each other for a long time. My fmt  part-time job as a high 

school student was to write a monthiy article for the Japanese local newspaper which Naoko and 

her husband publish. When I started working there, their son Joh had just been bom, so 1 had the 

pleasure of knowing him since he was an infant. 

1 always liked Naoko and respected the way she managed demanding work and 

motherhood at the same time. She was well-known in the Japanese community in Toronto, due to 

the nature of her work as an editor and wnter for the newspaper Company, and 1 felt that she was 

one of a few people who had lots of exposure to different stories. One interesting comment made 



Chaptcr 3: Research Methodoiogy 34 

by Naoko that caught my attention was, "1 chose to raise Joh as a bilinguai. seeing how weII you 

learned two languages." 

Michiko 

I have also known Michiko for several years. Our relationship f m t  began as a student and 

a teacher; she was my Japanese language teacher when 1 was in my 7th and 8th year at hoshuko 

in Toronto. She was a popular teacher arnong my classmates for her enthusiasm in teaching. 

Later, she became my supervisor when 1 began teaching Japanese at a coiiege in Toronto. She was 

also teaching Japanese there and was acting as a programme coordinator- 

Because she has dedicated many years to Japanese education in Toronto, 1 was interested 

to listen to her stories. Interestingly, she did not impose Japanese learning on her two children. 

Tama 

Tama happens to be my fiend's mother, and 1 have had the pleasure of knowing Tarna 

through her. 1 wanted to interview Tama because she represents an interesting case where the 

parent did not make her children attend Japanese school, but nevertheless her children attained a 

high level of Japanese proficiency. My belief was that language learning is difficult without 

institutionai support, and 1 was curious to find out what kind of effort Tarna put in raising her 

children to be bilingual. 

Data Sources 

The data were coilected from various sources: one-to-one interview, field notes, 

photographs, children's works. my journal, my feedback notes to participants, and written reflective 

accounts of some participants. 

Interview 

One-on-one interviews were an integrai part of this study. They ranged in frequency, as 

each of my participants had different schedules and work demands. Eiko was most generous with 

her time, allowing me to visit her once a week for three months and spending two hours for each 

interview. Hiroshi and Yumiko allowed me to meet with hem for two hours for each interview as 

well, but Our meetings only lasted for a month due to the beginning of summer holidays. That 

sumrner, Hiroshi and his family travelled to Japan for two weeks, visiting relatives. Naoko is a 

busy working mother, but she made every effort to meet me as ofien as time allowed. This meant 
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meeting about once every three weeks. On the other hand, meeting with Michiko and Tama only 

took one meeting since their stones are already 'complete' in a sense that they have finished 

raising their children bilinguaily, unlike other mothers who are grappling with the task in progress. 

Field Notes 

Field notes were taken throughout each interview session. These were to provide back-up 

information for the tape-recorded interviews as well as to note questions and issues arising from 

the interview. Other details such as the physical descriptions of the settings and participants and 

basic information such as the date, time, and duration of the interviews were aiso documented. 

Later, the field notes provided one of the means by which important segments of the interview were 

identified and extracted for further analysis and thematintion. 

Artifacts 

Some participants initiated sharing of concrete artifacts such as family photographs, and 

cfiildren's homework assignrnents and tests. One parent, Naoko, showed me a booklet not made 

by her son Joh but by his former Japanese classrnates as a farewell gift. 

Besides those items shared by my participants, 1 dso noted any interesting artifacts 1 found 

in my participants' homes. Paintings or posters drawn by my participants, types of books and 

videos in the room, pets they have, even the types of furniture in the room; they were a i i  very 

telling of who my participants were. 

Journal 

In order to identify and foliow my thoughts and where 1 was heading, 1 kept a journal 

throughout my data collection. This helped me during the tirne 1 was collecting my data and 

afterwards in analyzing the data when 1 wanted to recall my emotions and thoughts as I was doing 

the interviews. 

Feedback Notes 

Feedback notes were written by me in a form of a letter to each of my participants. They 

were written usudy within three days after each interview. They reflected my interpretation of 

what they had said in the interview, and raised issues for further chrification when 1 was uncertain 

about some issues. They also contained questions which 1 did not get a chance to ask during the 

interview session. 

These letters were written in Japanese, about a page in length. 1 normally began my 

interviews by asking my participant to read it fmt while 1 was setting up my equipment for tape 
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recording and note taking. Therefore, each interview, in a way. builtup on the previous interview. 

Written Reflective Accounts of Participants 

As an option 1 asked my participants to write down their thoughts about the previous 

interview session. Eiko and Hiroshi wrote me extensive notes on their thoughts about bilingual 

child-rearing (AppendUc A & B) which facilitated the thematization. 

Data Collection and Analysis: The Process 

In order to ensure ngor, transparency of the research process is a vital component in 

qualitative research (Wolcott, 1994; Cole & Knowles, in press). The following is an account of 

the meaning-rnaking process 1 expenenced as 1 collected, analysed, and interpreted my data. 

Data collection 

As 1 had hoped to interview Japanese immigrant families from the onset of my doctorate 

programme. 1 had approached several faMlies on a casual basis, explaining my research intention. 

However, 1 kgan formdy soiiciting participants with my letter of consent (Appendix C) in the 

spnng of 1998. My weekly meetings with Eiko comrnenced on April 1, 1998, which lasted until 

JuIy of 1998. Naoko was contacted in ApriI of 1998, thereafter meeting about once every three 

weeks. Hiroshi was also contacted in Aprii of 1998, and our weekiy meeting began June 12 which 

lasted for about two months. 

Michiko and Tama were only interviewed once because their child-rearing experience is not 

on-going but past. Michiko was contacted in August of 1998 and interviewed in September of 

1998. Tama was also contacted around that time, but due to personal reasons, our interview had to 

be delayed till the fa11 of 1999. 

Interviews with Eiko, Hiroshi and Yurniko, and Tarna took place in their homes. Because 

Naoko works, Our interview took place in a coffee shop located below the office at which she 

works. Michiko visited my home to be interviewed. Each interview, except with Naoko, took at 

least two hours each. Due to time constraints at work, Naoko's interviews were approximately 45 

minutes to an hour each. Our conversations were all recorded on tape, and field notes were kept 

during al1 interviews. 

1 offered to conduct the interviews in the laquage of choice for my participants (i.e., either 

in English or in Japanese) but as expected ali participants requested to be interviewed in Japanese. 

Aithough 1 had initially encountered resistance from four parents who had declined my 
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request for interviews, ali my participants showed appreciation and eagemess for their opportunity 

to share their experiences. One of my journal entry describes how: 

surprisingly the conversation immediately took course from the very 
beginning before 1 had a chance to record anythmg. The conversation 
flowed so smoothly and casuaiiy that it would have been a shame to 
interrupt it, just to take notes or to record. (April6, 19%) 

From this experience 1 learned to begin recording very early, even as 1 was setting up my 

equipment. 

Although d l  tapes were piayed and listened to repeatedly after each interview, only parts of 

the tapes, where 1 thought important points were covered, were transcribed and the rest was not. 

There is a reason for doing this. My initial plan was to uanscribe everyhng on the tape first and 

then work with my transcripts, but as 1 began to do this 1 quickly became concemed about many 

metalinguistic cues (e-g., the tone of the voice) that were omitted in the tranrript. 1 was afraid that 

my andysis may resuitedly be skewed if 1 work only with the transcripts. 1 perceived my taped 

conversations to be the primary data source, and 1 preferred to select relevant items not from a 

prepared transcnpts but rather from the actual conversations. 

The feedback notes, dong with my journals, served as my preliminary data analysis tool, 

allowing me to make meanings out of the conversations we had by idenwing concepts or themes 

and rnaking connections among them. Making connections was façilitated by using the Activity 

Mode1 (Engestfim, 1999) which not only enlists the agents, or themes, of the activity (i.e., in this 

case bilinguai/trilingual child-rearing) but allowed me to display them in a dynamic manner as weli 

as to place the activity in a social h e w o r k .  This was particularIy useful not only for 

representation purpose but also for organizing my thoughts and understanding the connection 

arnong themes. 

Analysis 

The analysis of my data occurred on several different levels. Fit, the story that was told 

by my participants was already, in a sense, "analysed" by them as  they shared with me what they 

deemed relevant for my research topic (Le., language learning and maintenance of their children). 

Then 1 recorded my interpretation of their stones in a fotm of feedback sheet which was given to 

each participant in the subsequent interview. Our interview sessions frequently began bj refemng 

to the feedback sheet, negotiating and clarifying the meaning of the stories my participants had 

previously shared. In a sense, <bis was our coilaborative meaning-making process, contriburing to 
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the refinement of my understanding of their stories. 

Then their stories were further analysed by me as 1 listened and selected pieces of taped 

stories which 1 believed to be relevant to my research topic, and then catagotized the selected pieces 

according to emergent themes. This preliminary analysis of individual story is given as part of my 

"description" phase of the research in the next chapter. The stories 1 composed for the 

"Findings" chapter were then shared with each participant to c o n f m  whether my wnting 

reconstmcted adequately his/her experiences. In doing this, instead of asking them to read 

excerpts of my writing, 1 met with my participants on an individual basis and translateci my writing 

into Japanese as 1 read parts of my draft to them. This process served as a means of triangulation 

(Merriam, 1988, pp. 168- 1 69) and added rigour to this study. 

1 further identify the essence of each participant's experience and present it in a diagram in 

Chapter 5, using the Activity Model (Engestrom, 1999), representing the dynarnic connection 

among the themes identified radier than listing the themes detached from each other. Then, the 

modeIs are compared in order to identifi commonalities as well as differences in order to propose 

an "ideal" Activity Model believed to be conducive to language learning and maintenance. 

Finaily, the ideas were extrapolated further to idenci@ obstacles which would deter the actualization 

of the ideal mode1 and the ways to overcome these obstacles are explored. 

Conducting a Life History Research 

My first dmculty was in soliciting participants. My assumption was that parents loved to 

engage in a conversation about their children, and that it would be relatively easy to seek 

participants. However, this was not the case. 

Because of the demand the task placed on them, having to be interviewed frequently on a 

regular basis, as well as the nature of the research, requiring them to open up and share their 

personai stories, parents who have s m d  children, those who work, and those who know me little 

showed reluctance to participate. 

This led me to solicit participation from those that 1 knew weU. Although Glesne and 

Peshkin ( 1992) warns about conducting "backyard" research, 1 believe there were many positive 

sides in conducting one. For example, 1 beiieve it had a great affect on how much people were 

willing to open up to me (Glesne & Peshkin, 1992, p. 35). The rapport 1 had established with 

them prior to research contributed to the profound discussions 1 managed to engage with them. 
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Furthemore, the nature of the research allowed out rapport to strengthen. allowing us to reach a 

better mutual understanding. My understanding, or interpretation, of what my participants were 

telling me was also facilitated because 1 already had information about their personal backgrounds 

and where they were coming from. 

My second diffrculty was getting my participants to understand the philosophies behind 

life history research. Despite the fact that 1 explained the nature of the research in my letter of 

consent 1 distributed (Appendix A & B) and the fact that 1 reexplained it at the beginning of the 

first interview session, many seemed to feel uneasy at first to "just talk casually". When they 

think of "research" and "interview", they seem to envision something formal and rigid. My 

participants' common clairn was that they had nothing special to share with me; that they were 

concemed if whatever they have to say wiii be worthwhile to study. The foliowing is an excerpt 

from my journal: 

AU six prospective candidates 1 approached said that they don' t know 
if they have a worthwhile things to Say in interviews: one said they don? 
have any 'policy' per se, another said they are just moving along, 
finding their way through the dark. One said that she didn't have any 
problems to share with me. I was a linle taken back by their reactions. 
None of them valued and tmk ownership of their own decision making. 
In other words, they don't seem to give enough credit for themselves. 
They don't have strong belief in what they are doing. (Aprii 1, 1998) 

The very fact that these parents felt powerless and unguided, as well as their limited conception of 

what research entails, made me feel stronger about the value my research has to offer (See Soto, 

1997). 

In terms of technicality in collecting data, 1 leamed little things as I went along, such as to 

start taping at the very beginning, even before any conversation takes place, as not to make the act 

of recording too obvious and interfere with the conversation and to avoid abrupt change in topic as 

it contributes in creating a rigid atmosphere. 

Despite a few obstacles, overall my research experience was largely a positive one. 1 

enjoyed meeting the Japanese immigrant parents on a regular basis, as their stones were inherently 

connected to mine. 1 also enjoyed listening to and transcribing tapes: as 1 listened to them 1 was 

able to feel the profound love each parent had for the chiidren. 

In analysing data, 1 fmt imagined doing a straightfonuard thematic analysis, going over 

transcripts, field notes, feedback sheets, and so on to see if there were any recurring themes 

(Wolcott, 1994; Woods, 1986). However, when 1 was attempting to apply activity mode1 



Chapter 3: Research Methodology 40 

(Engestrom, 1999) to my data for illusnative purpose. 1 felt that this would be the best way to 

present my data. Activity mode1 allows me not only to show rec-g themes, but represent the 

dynamic reIationship among these themes. 
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CHAPTER 4 

Research Findings: Participants' Stories 

The foliowing is a symphony of six voices: Eiko, Hiroshi, Yumiko, Naoko, Michiko, and 

Tarna. They are written in a narrative mode in order to identify hem not merely as "research 

participants" but also as "real people" in "real contexts". 

Quotes included in this chapter were originally entkly in Japanese. 1 present both my 

English translation and the original excerpts of the traneript. Inaudible recordings are indicated 

by four asterisks. Square brackets in English translation indicates parts of speech that are 

understood and omitted in Japanese. 

Eiko's Story 

Eiko is a 46 year old who lives with her husband and their 13-year old daughter Karin in 

an affluent neighbourhood in the east-end of Toronto. She is petite with wavy, shoulder-length 

hair. She immigrated to Canada in 1983 having married her husband who had already immigrated 

and worked in Toronto. Karin is Canadian-bom. 

Eiko is a vibrant women whom I immediately liked when 1 was fmt introduced to her 

through my husband several years ago. She happened to be the wife of my husband's colleague. 

1 found Eiko to be very approachable, always smiling and easy to talk to. She has a great 

sense of humour, is sensitive and compassionate. When 1 fmt mentioned this research to her, she 

showed keen interest in participating, and it was a great pleasure to meet her once a week for three 

months to carry on our conversation. 

Eiko's character made my data collection task a very enjoyable one, but her home aiso 

played an important role in allowing us to feel comfortable in sharing our stories. Every tirne 1 

amived at the doorstep, Eiko would always greet me with a srnile on her face, and invite me into the 

spacious living m m .  

She always kept her home immaculately tidy, with her compact stereo, potted green plants, 
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CDS, and photos displayed dong the large living room window which took up the entire one side 

of the room and overlooked a quiet cul-de-sac. This huge window allowed in lots of sunlight and 

made the room nice and bright. Eiko sometimes had classic music on when I arrived. which she 

turned off when we began our interview. There were also several actylic paintings in the room, 

some on the waIl and others on an easel. One painting was a picture landscape, of trees whose 

branches were covered with pink flowers, which I believe are cherry blossoms. Cherry is the 

national flower of Japan, and it is a cornmon annual tradition for the Japmese residing in Toronto 

to visit High Park in late April to early May to enjoy the magnifcent blooming of the cherry m e s  

which align the pond in the park 

Another painting which sat on an easel was stiii unfinished. It was a p i c m  which Eiko 

was working on at the tirne of the interview. The painting was of her, her husband, and their 

daughter Karin. She also had a huge painting of young Karin and their dog Ringo, nicely frarned 

and mounted on the wali. AU of her paintings use abundant pastel colours such as of pink, white, 

and yellow and give the viewer a sense of wannth. Eiko said she has been taking art lessons for 

the past three years with other Japanese immigrant mothers. The instmctor is also a Japanese 

artist. Eiko seemed to know how to pursue and enjoy the good iife. 

Our interview normaiiy took about two hours for each session. Half way through our 

conversation, she would always slip into the kitchen and bring back a cup of steaming coffee or 

Japanese green tea for the two of us. Many tirnes she also served me sweets such as a cake slice, 

Japanese rice crackers, or fruit salad, which were al1 good and refreshing. She would have the 

coffee poured in very delicate, fine tea cups or the Japanese tea in pastel coloured, slender, modem 

Japanese mugs. The coffee, tea, and snacks always tasted good, and 1 immediately reaiized that she 

was a gourmand who enjoyed good food. Many aspects of her lifestyle intrigued and inspired me. 

She seemed to be "Laid back" and "easy-going" but she certainly was not a lethargic individual 

who did not care about the quality of iife. She seemed to know herself weii, and she seemed to be 

aware of little things which brought her joy. 

Eiko emphasized several times at the beginning of the data collection process that her child- 

rearing experience may not be interesting and that it may not be usehl for my research. However, 

as we met every week, her c l a h  that her stones were not interesting subsided, and it seemed to 

bnng back many memones which had k e n  "hidden" underneath her consciousness. My weekly 

feedbac k (Appendix E) and literanire 1 shared with her regarding with c h i l d - d g  abroad (e.g., 
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Ono, 1994) seemed to have an impact on her thoughts and beliefs as weii. My impression was that 

she was becoming more and more aware of the connections between her experiences and social 

factors surrounding her. Her thoughts were becoming more critical and profound. 

It is strikingly evident from the transcrîpts that many of Eiko's stones struck a chord with 

my own experiences which I had not reflezted upon until our interview. Her stones resonated with 

(Conle, 1996) and brought out many of my own stones, some of which 1 had forgotten for a long 

time. Our interviews seemed to help not only Eiko reflect and share her stories with me, but also 

helped me reflect on and share my own experiences. 

Life Story of Eiko 

Eiko studied child psychology at a Japanese university and holds a teaching certificate to 

teach elementary school chiidren. She was boni and raised in Fukuoka, a city located in the 

southem island of Kyushu. She had later moved to Tokyo. 

Eiko has a younger sister who is now married with two children, one in grade one, the other 

in grade Cive. Because of her husband's assignment in the US, Eiko's sister and her farnily moved 

to Chicago where they have been Living for six years. 

This younger sister was the reason why Eiko came to Toronto in the fmt place. Even from 

an early age, Eiko's sister always dreamed of residing in a foreign country, learning and using 

English. Her sister fuif~lied her dream by coming over to Toronto. She was hoping to unmigrate 

to Canada. 

One summer Eiko decided to visit her sister. Because she was only a tourist, she just 

enjoyed her stay by doing sightseeing, spending her time with her sister and her friends. Aithough 

Eiko enjoyed her stay, she had no intention to live in Toronto, until she met her husband through 

her sister. They got married and moved to Toronto in 1983, and their daughter Karin was boni 

two years after their rnamiage. 

Eiko mentioned that one of the fmt things she thought when she found out that she was 

pregnant was "What if 1 end up not being able to communicate with my child?" She feared that 

having to raise a child in Toronto implied an enormous, almost impossible task of raising a child 

using Japanese. "Until when will 1 be able to communicate to my child? Eventually the child will 

only speak English." 

I thought about things iike, "Oh. eventudy 1 might end up not k ing  able to 
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communicate (with my child)". That, even if he/she is my own child, we might 
lose the ability to communicate with each other. Wonder how much longer 1 
would be able to convey what I want to convey to my chiid, wonder if 1 wiii be 
able to do so, thinking that someday the child will only corn to know English. 

Challenges and DW~culties: Feeling of Dwbt, Feeling of Fear 

Eiko's feeling of fear and ambivalence was shared throughout the data collection process. 

Some of the sources for her feeling was the differences she perceived behueen Canada and Japan. 

the comection of language and thought, and language developrnent for her daughter. 

For example, she confessed that there are things in Canadian society which are not looked 

upon favourably by the Japanese society. Sitting cross-legged is one example. In Canadian 

society. children and addts alike sit cross-legged. However, in Japanese society, this is ody done 

by men. Things iike giving hugs and kisses as t e m  of endement are also not comrnonly 

practised in Japanese culture. On the other hand, bowing is a habitua1 coutteous routine for the 

Japanese but it is not practised in Western society. "How far can 1 impose Japanese ways of 

doing things to Karin?" questioned Eiko. After a pause she answered her Qwn question: "1 feel 

bad for hassling Karin to comply with Japanese ways of Living, but I also feel it's important to 

convey how 1 think, and in the long-te- it wiU be beneficial for Karin to leam them". Although 

at the time she sounded convinced and assertive, later in the interview she again said, "I'm resistant 

to K a i n  adopting the Canadian way of life, but at the same Ow 1 feel sony to impose on her the 

Japanese way. 1 have corne this far still without solutions." 

Her feeling of doubt does not only stem about discrepancies between Canadian and 

Japanese cultures. She is also not veiy confident about the choices she has made regarding 
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Karin's langage learning. For example, she second gesses herself in her decision to allow 

Karin to discontinue hoshuko. Eiko questioned herself whether attending a supplementary school 

on Saturdays and managing both Canadian and Japanese school at the same tirne are burdensome 

tasks for Karin. "If 1 had met you eariier, I may not have made Karin quit hoshuko," she laughed, 

"but 1 feared that (attending hoshuku) may have been burdensome for Karin, knowing that regular 

school work was the most important ..." 

Talking with me and having read a book entitled Science of Bifinguafism (Ono. 1994), Eiko 

began to question the proficiency level Karin has attained in Japanese. She rememben how Karin 

used to make errors fkquently in Japanese when she was younger. Whenever she pointed out the 

errors, Karin looked embarrassed, so ever since then Eiko said that she tries to minimize Karin's 

feeiing of embmsment .  

When Karin was in elementary grade, she used to make many mistakes in Japanese. 
... Because some of them are funny, 1 would laugh, right? Then she was somewhat hurt, 
looks embarrassed ... 1 see Karin's reaction like that and think to myself, "Oh, 1 better 
not Say something Ue this", fearing that she would begin to resent speaking in Japanese. 

At the same time. Eiko feels that there's not much more she can do to encourage the Japanese 

language development of Karin within the boundaries of Japanese usage at home. Normally, Eiko 

and her husband do not use Japanese vocabulary which Karin will not understand. She expects 

Karin to acquire new vocabulary through reading Japanese literanire. 

When 1 think, "Oh, Karin won? understand this," then 1 automatically refrain 
from using such words when talking to Karin ... but 1 would think that she wouid pick up 
(Japanese) vocabulary from other sources such as books. 
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Ono's book (1994) seemed to have increased Eiko's awareness about language 

development and the relationship between the L1 and L2. She said she was eager to leam more 

about Linguistic issues, but felt a banier in getting more information here in Toronto, largely due to 

the Imguage barrier. She noted: 

1 feel [that lots of information] is basicaliy lacking ... and the number one 
problem has to do with the school ... But 1 can't attend things like seminars 
[about language leaming and development] because of my limited English 
... Mind you, 1 do not thhk aggressively of retrieving information ... 

Instead of research fmdings which she felt did not always reflect reality, she wanted to hear stories 

of other parents. She feels that other people's stories and role-models can shed a positive light 

ont0 the challenges of raising bilingual childrcn. 

Assets in Raising a Bilingual Child 

Eiko valued story teiiing as a source of useful information. Other positive influences Eiko 

mentioned in raising Karin as a comptent biiîngual included: language status of L 1, multicultural 

environment in Toronto, admissions policy of Japanese universities, and raising an only-child. 

Other parents' stories served as an unique and important resource for Eiko. They were 

examples of failures and successes in raising bilingual children. Each was a case-study fuil of 

implications and 'lessons' to be Ieamed. She noted, "I'm interested in the stories of other 

mothers who are ahead of me in terms of child-rearing" and "1 try to leam from other peoples 

rnistakes and successes." 

For exarnple, Eiko said she assumed that all Canadian-bom children will grow up Iearning 

English without any difficulties. Yet she's heard from other mothers with teenage sons and 

daughters that some of them dislike English, even when they are Canadian-born. Another example 
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she shared was a conflicted Japanese family whose Canadian-bom child's values and Japanese- 

born parents' values coiiided. 

Hearing other people's stones is also a reassurance for Eiko that she is "on the right 

uack". She said, "1 used to think that I'm the only one making Karin do Japanese Kumon, but 

when 1 heard veteran mother's story [that they t w  made her children take Kumon], 1 felt 

encouraged" and "1 feel encouraged to see successful examples of bilingual child-rearing." 

Eiko notes that she might not have been so encouraged to use L1 at home if the Japanese 

language did not enjoy the somewhat 'prestigious' status it enjoys today. She said, "1 question 

whether I would have taught Karin Japanese if Japan was not such a prosperous nation." 

Multicultural environment was another positive factor Eiko mentioned several thes: 

Because there are many immigrants here (iaugh). [Canadians] 
don't impose by saying, "That has to be like ihis". On top of that, 
they do not interfere with non-Canadians. 

Yes 

No matter if you're Japanese or someone of other nationaüty, 
they don't seem to have any overwhelrning expectations for non-Canadians 
(laugh). 

In that sense, [this country] is a good country for foreigners to Live in 

Up to now, I've never felt king overtly discriminateci against. 

In fact, she is somewhat puzzled by the generosity of Canadians: 

1 [don't quite understand why] Canada accommodates foreign culture to 
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this extent ... Canada accepts people from various nations ... so 1 like the fact that 
it is not composed of one major ethnic group. Therefore, weU, there must be a 
sense of comfort [living in Canada] for people like Karin. 

At the same tirne, she is also thankfd for the fact that Karin is growing up accustomed to and 

appreciative of diveaity and differences. For exarnple, Eiko notes how Karin interacts with other 

Muslim girls wearing veils without particularly noting the religious differences: 

There are afew [Muslim children] i n K a ~ ' s  class too. When 1 visïted the 
school, 1 took note that even children [wear veils] 

Yes, yes 

There are so many people from diverse backgrounds. Yes. It's a good thinp. 

S imilarl y, Eiko beiieves that kaigaishijo, Japanese students residing overseas, also are 

privileged because they are ofcen exempted fiom having to take an enmance exam with other 

Japanese students when applying to a Japanese university. Instead they are usually required to 

wnte a short essay and go through an interview process, and in some cases, they are exempted 

from everything and their admission is determined solely by their high school marks and 

recornrnendation letters. In short, Japanese students residing abroad have an easier time getting 

into good universities than their Japanese-educated counterparts. "1 was surprised to learn how 

easily a kaigaishijo can be adrnitted into a Japanese university" Eiko said. It is a fact she views 

not entirely fair to the Japanese students who must face tougher means to gain admission. 

Nonetheless, it is a policy which works in favour for kaigaishijo like Karin. "1 tell Karin that she 

has a good chance to attend a Japanese univenity," Eiko smilingly said to me. 
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Finally, raising an only-child was regarded by Eiko as an asset in maintahhg L1 at home. 

She believes that L2 usage among sibiings is unavoidable and as a result, children quickly lose L1 

(See Wong Fillmore, 199 lc): 

Parents may speak in Japanese but chilàren answer them in English. 
And many families adopt this pattern ... And there are families like ours, 
**** 1' m a little concemed, but, it' s iike, people are sirnpl y arnazed. 
1 think it's because [i.e., Karin is able to maintain Japanese] [Karin is] 
the only child ... [in fact] even when 1 told Karin that she can use English 
[whenever she's stuck]. For example, there are times when it's much clearer 
when you use English. But she said that was not necessary. 

It seems that Karin identifies her mother as a Japanese, and this identity and Japanese language 

usage go hand-in-hand. 

Perception of Bilingualism and Language Development 

Eiko holds a rather realistic perspective of bilingualism. She noted how bilinguals were at 

one time given a high social sratus. Yet now she beIieves that this is no longer the case. She said, 

"There is now a necessity to raise a 'good' bilingual". That is, she feels that just having the 

ability to speak in English is no longer good enough; that specialized knowledge and wrïtten skills 

must be cultivated to be appreciated in our society. She also feels that more language one has. the 

better it is. 

What seemed to have an impact on her understanding of language development was the 

book by Ono (1994). She said she had never read a book on bilingualism before and found it vexy 

1 was shocked ... but this was good. 1 never critically reflected in a profound way 
about biiingualism ... 
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Apparently this book provided 'confinnation' to some of the things Eiko had noticed but never 

really thought about in detail. For example, Eiko mentioned how she was doubtful whether LI 

usage at home was good enough in raising a bilïngual child. In the book, Ono (1994: pp. 54-55) 

mentions that it is difficult, if not impossible, to raise a bilingual with home L1 usage alone: 

If the child is boni in the United States, begins schooling in the States 
and be raised in the environment as is, without question the child's L1 
will probably become English. Then how about Japanese? If the mother 
is Japanese, Japanese wiii ais0 be native-like- 1 sometimes receive this type 
of question, but my answer is, "No" ... When the Japanese language environment 
is very limited as in the case where [only] the mother speaks Japanese, the 
chiid will becorne capable to converse sirnplisticaiiy in L1, but I'd Say the 
likelihood for the chiid to become bilingual in such an environment is nil. 

Having read the book, Eiko becarne somewhat anxious about Karin's language development: 

1 was shocked to think that Karin's Japanese proficiency level may be 
quite low ... but now maving read the book], as 1 mentioned to you earlier, 
1 can see what I've been practising in a much clearer way. 

She seemed to have reconfirmed her belief in the values of what she had been doing: 

Biiinguals are not made without exerting effort .... Having seen it, 1 know that 
there is no guarantee for bilingualism just because you are bom here or just 
because you have a set of Japanese parents. I think 1 mentioned this before, 
but even Japanese residing in Japan study kanji [Chinese c haracters] . . ..This 
means that [children residing outside lapan] must make an extra effort to study 
kanji even more. You need to make that tirne. Fundarnentally it's m e  that 
bilinguals aren't simply bom bilinguals ... Therefore parents aiso need to spend a 
certain amount of time. It is quite a dernand of time from the chiidren too. 
And it is a testing tirne for persistence on the part of parents (Iaugh). 



Chapcer 4: Findings 5 1 

Eiko also believes that a bilingual child mus study Nice as much as a monolingual 

M: Last week you briefly mentioned that leaming both Japanese and English might 
mean nivice the workload. Do you still believe that leaniing two languages equates 
to twice the workload? 

E: Um having seen Karin, yes, sirnply put, 1 believe it dœs  mean mice 
theworkload. 

Awareness and Critical Reflection 

Like her leaming from Ono's (1994) book, it seemed that Eiko was learning something 

new and was increasingly engaging in cntical thinking. This began fmt with Eiko realizing her 

own assumptions. She reflected: 

1 thought [about these things] on my own and discussed with my husband 
from time to tirne, but I didn't reaily have a chance to reflect [on my actions 
in the past] .... It's interesting ....w ow] 1 myself am curious [about what 
will surface from interviews]. 

Afier a while Eiko began to criticdy think about bilinguaiism: 

Until now 1 didn't problematize anythmg. I was naïve. 
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Naturalness 

What stnick me as fascinating was the reason for Eiko and her husband to raise Karin 

bilingually. They were not determined to raise a child using Japanese at home for the sake of 

bilingualism, but rather to estabiish and maintain family bonding. This, 1 find, to be the striking 

difference between those famiiies who send their children to French immersion programmes. For 

people like Eiko, bilingualism is not a luxury; it is an essential means for creating family unity and 

harmony. in other words, the proficiency in both Japanese and Enghsh, for these famiiies, is a 

survival strategy to ensure family cohesion. Therefore, this is a powerfui motivator for them to 

maintain L 1 at home. 

Hiroshi and Yumiko's Story 

This was one family in which both the father and the mother were very willing to cooperate 

and give their time for this research. Hiroshi is a 50 year old established professional Japanese 

artist, and his wife Yumiko is a hair styiist in the upscale fashion district in Toronto. They have 

two lovely daughters, Yuki, age nine, and Ai, age seven. They are both currently attending a French 

immersion programme offered at a nearby public school. Yuki, now in grade four, has k e n  

Iearning French since Senior Kindergarten. Her school is a bilingual school, offering both English 

and French immersion programmes, so the couple chose to enrol their children in the French 

immersion. The French immersion programme in which they are e ~ o i i e d  offers core English 

classes beginning in grade four, so this year was the fmt year for Yuki to be leaming Engiish 

formally at school. Yuki's younger sister Ai is also enrolled in the same programme, and last year 

was her fmt year k i n g  introduced to French in Kindergarten. Their school is approximately ten 

minute drive from their home, located in the quiet neighbourhood in the inner-city Toronto. Their 

father Hiroshi drives the two girls to and from s c h l  everyday. 

1 met Hiroshi and Yumiko through my parents. 1 recall my mother sharing her impression 

when she first met the family: "These children are Canadian-bom, but they speak perfect 

Japanese. They c m  even use the polite Japanese fotm (calied keigo) which even native adult 
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speakers have dificulties with sometirne. The parents are also quite extraordinary: they iisten 

anentively to what their children Say, and gently and lovingly respond to hem." Having met hem, 

1 knew nght away what my mother was saying. The parents are patient and respecthl towards 

their children, always talking with hem, not to them. 

The Family 

Hiroshi is from Shiga prefecture which is located just north of Kyoto. He had studied 

Japanese art and went on to become a professional painter. He lived in Toronto from 1974 till 

1980, then went back to Japan for three years and returned to Toronto in 1983. He is of medium- 

build, wears a short beard, and always has a smile on his face. Yurniko is from Hokkaido, the most 

northern island of Japan. She immigrated to Canada in 1983. S he is slirn, wears her haïr short, 

and speaks sofiiy but firmly. The couple met and got married in Toronto in 1984. They said they 

go back and visit Japan perhaps every four to five years for approximately a two to three-week 

stay. 

Yuki was only four years old when 1 fmt met her, on my wedding day. The family came to 

my house because Yumiko arranged my hair for me that day. It was the fmt tirne meeting Yuki, 

and initidly she seemed rather shy and quiet, but she began to talk after her shyness subsided. 

Pointing to me, who by that time had my wedding dress on, Yuki said, with an amazement, in 

Japanese, "She has tumed into a princess!" To this, Yumiko replied gently in Japanese, still 

working on my hair, "You will someday be a princess too." While Yumiko busily attended to 

me, Hiroshi was looking afier the younger daughter, Ai. At that tirne, Ai hadn't began to speak yet, 

but 1 recdl Hiroshi speaking to Ai in Japanese. 

The family is now living with two friendly cats, a long-haired white and ginger tabby called 

Ginger and a black short-haired cat called Lucky, in a high-rise located on a quiet Street in the core 

of downtown Toronto, near the University of Toronto. Their apartrnent is on the 19th floor with a 

magnificient view of the city skyline. 

When 1 fmt visited theu home, numerous things irnmediately caught my eye. The entrance 

took me fust into their living rmm, where 1 found a sofa and a coffee table and two small wooden 

chairs for children. In one corner there was an electronic organ and in another corner a large 

design desk where Hiroshi works. There is aiso a book case where the family keeps books and 

videos. One wall is a huge window which leads to a balcony. 
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I was invited into their dining room, offered a chair. Hiroshi sat opposite me with the two 

girls sitting by his sides. As 1 explained to Hiroshi the nature and purpose of my research, he 

listened attentively, nodding from tirne to tirne, showing his interest. Al1 dong, the girls sat there, 

very curious, but not at al1 disturbing us. As I was explaining, 1 noticed a large poster on the wall 

behind Hiroshi. It was a table of Japanese script, or Hiragana-hyo, which is cornmon for a family 

with small children to have displayed on the wall. 1 recall that 1 had one myself as a child. 

However, what was strikingly difierent about their hiragana-hyo and mine was that theirs was made 

by hand by Hiroshi, whereas the one 1 used to have was cornrnercially manufactured. ' m a t  is 

amazing. Did you make that?" 1 asked Hiroshi. The table has al1 forty eight Japanese letters, and 

each letter is accompanied by a Japanese word which begins with that Ietter and a picture 

corresponding to the word is drawn undemeath each one. Under the letter yu , there was a 

photograph of Yuki when she was a baby , and under the letter a, likewise, a photo of baby Ai. "h 

took me three days to make this," Hiroshi answered me smiling. Yuki and Ai were quick IO 

inte ject, eagerly explaining to me in Japanese that the picture of Yuki was taken when she was 

ùiree and Ai was just a baby. The children seemed to foilow the conversation between Hiroshi and 

1 throughout the interview, making relevant, appropriate comments here and there and readily 

providing us with their feedback whenever they were asked to shart their thoughts by their father 

or myself. They were invited by their father to sit by us at the dining table. When Hiroshi went in 

to the kitchen to make tea, he asked his daughters, politely and gently, ' m a t  would you like to 

have?" and poured hotchocolate, as requested by his daughters, into their Peter Rabbit mugs. 

While Hiroshi and 1 continued our conversation over a cup of tea, the two girls quietly and 

enjoyed their cup of hot-chocolate. Cornments made by Yuki and Ai were entirely made in 

Japanese, without any interferendmixing of two or more languages. This was evident throughout 

the four interviews 1 conducted with them, with Yuki in only one instance using an English word 

when trying to seek its equivalent word in Japanese from her mother Yumiko. Yurniko gently 

spoke to her daughter, providing the Japanese word. 1 never observed a similar instance with Ai 

during Our interviews. Ai spoke only in Japanese. "Does this happen frequently?" asked 

Yumiko. Yumiko said sometimes the chiidren ask for the Japanese word which they already know 

in English. "We began providing them with dictionaries for children when Yuki was in grade 

one," she said and showed me the picture dictionary for children. "We encourage them to use the 

dictionaries whenever they encounter an unfarniliar word." 1 gasped, learning that Yurniko began 
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doing this when her daughter was as young as six years oid. At that age, 1 thought that the 

children barely knew how to read, let done spell and look up words in the dictionary ! 

There were many other things about these children that amazed me. For example, one time 

during our interview, Ai sat quietly reading a Japanese children's magazine, and Yuki, who at that 

time was just eight, began to do knitting. "You know how to knit already?" 1 asked in amazement. 

Yuki shyly answered, "My mother taught me when 1 was in grade one," and she went to show me 

an outfit Yumiko had made for the stuffed rabbit Yuki treasured, smilingly saying "Mother made 

this for my rabbit." "What other things can you do? Can you cook?" and Yuki said "Yes". 

Yumiko said, "Her father has k e n  letting them use sharp knife to cut things. I fmd it dangerous 

but ..." and smiled. 

Hiroshi is a well-known figure in the Japanese community in Toronto. He is a 

professional artist who paints and dso teaches Japanese painting. He has had numerous 

exhibitions across the country. His paintings are mostly that of nature: flowers, plants, smali 

insects and animals, scenic landscapes. They are ail gentle and happy paintings. 

Yumiko is a popular hairstyiist who works for a French-Canadian in the rniddle of 

downtown Toronto. Despite her long work hours, she is a dedicated mother who likes to spend 

her time with her daughters. Every night she used to read her children a Japanese story, and no 

matter how tired she is, she attentively listens to her daughters' cîaily report on what happened at 

school that day. "If 1 don't do this, 1 notice an immediate decline in [my children's] performance 

in Japanese," she told me. 

When you don't study Japanese even for one day, you can immediately feel 
the consequences. Even for the parents. 1 would go over the Japanese work 
with my children, right? And some days 1 feel tired (laugh), and sometimes 1 
forgo with writing exercises and just do the Japanese reading and cover five 
days worth of work in three or four days, and it immediately shows. 
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Why are they such wonderfui parents? What are the driving force behind their disciplined 

actions? My interviews began with questions to find this out. 

Reasons for Raising Trilingual Children 

The reasons Hiroshi gave for raising trilingual children were interesting to Say the least. 

The reasons he gave for having his children learn Japanese is, although there are overlaps, slightly 

different from that of leaming French. He mentioned basically two factors repeatediy for having 

his children leam Japanese: maintaining meaningful communication with his daughters, and keep 

career options open for his daughters. For having them learn French, he emphasized about the 

connection between language knowledge and culturai knowledge and how he wanted his children 

to corne to appreciate aesthetic beauty inherent in French culture. 

First , he felt that he needed to adhere to L1 learning and maintenance in raising his 

children because he felt that he would not be able to teach his children intricate values and beliefs 

which he could only share using his Japanese. English is still very much a foreign language for 

him, and he expressed his iimitationhnadequacy in utilizing English in raising his chiidren. He felt 

that if he had chosen to convey what he wants to Say in poor English, eventuaiiy children will lose 

respect for him. "I've k e n  told by a person working for the Amnesty International not to 

discontinue using Japanese at home, " he told me. In fact, he mentioned about this several times in 

the interview and in the reflective writing he gave me. In his f d y ,  Japanese leaming and usage 

are perceived to be something "'which is done without any questioning", a minimum duty children 

must perform in the household. 

Second, Hiroshi and Yumiko realize the importance of learning ail four skiils (Le., reading, 

writing, speaking, listening) to be appreciated by the society. His understanding of a "bilingud" 

is someone with al1 these skills. "1 have my children leam Japanese much iike the way other 

children may take violin lessons," he said. In other words, it is somewhat an extra-cmicular 

activity but on a very senous level. "1 hope my children's language skills will be of asset when 

they go out into the society," he remarked. 

Because both Hiroshi and Yumiko have artistic careers, they appreciate aesthetic beaut-y 

may that be in literature or art, and they feel that French culture is rich with aesthetic values. 

Academic success is surely regarded highly by this family, but Hiroshi and Yumiko's wish is to 

raise their children who are not only good at school work but balanced individuais who can 
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appreciate fine artwork. They perceive language leaming as a step towards better cultural 

understanding which in nun makes oneself more well-rounded. 

Factors Influencing Language Choice 

There were several reasons why the family chose the option of trilingual child-rearing. It 

depended on the parents' beliefs, availability of babysitter and school programmes, and stories of 

other parents and authoritative figures. 

The parents' emphasis on aesthetic vaiues was already mentioned in the previous section, 

but the work environment of Yumiko also played a role in establishing a positive attitude towards 

French people and language. The salon she works at is owned by a French-Canadian, and for this 

reason it caters mostly to French-speahg clientele. Yumiko herself has corne to appreciate and 

understand French a little. 

When Yuki was born, she was fmt  babysat by a French-Canadian woman. "It was not 

that we purposely looked for a French-speaker. This woman happened to live in the same building 

as ours so we asked her to look after Yuki." This woman apparentiy had a child of her own who 

is about Yuki's age. The woman spoke mostly if not entirely in French, and for this reason French 

was the language Yuki was most exposed to in the early years of her Life. Hiroshi noted how there 

were times when Yuki responded to him in French: ' m e n  1 asked her something[in Japanese], 

she answered 'C'est bon!"' Appreciating their daughter's leaming of French, the couple wished 

to continue Yuki's language development in French. They learned of the public school nearby 

which offered early French immersion, and had Yuki enrolled there. 

Hiroshi and Yumiko's intention to raise their children trilinguaily were supported by 

several people whom they met when they were beginning their child-rearing process. There were 

basically four sources: a Canadian working for the Amnesty Intemational, Yuki's teacher, other 

Japanese immigrant parents, and Hiros hi's cousins w ho are Canadian- bom Nisei, i.e., the second- 

generation Japanese-Canadians. 

Hiroshi's desire to raise his children triiingually was encouraged by what a personnel from 

Amnesty International had told hirn: "Immigrants should not abandon their fust language". He 

had told Hkoshi about sad cases where the parents discontinued the use of L1, and the children 

came to look d o m  upon theu parent. who could not speak English fluently. 

For Y urniko, the confirmation that she was on the right track carne from Yuki's teacher 
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when Yuki was attending Senior Kindergarten. This teacher was a Quebecoise who had been 

teaching for many years. Her advice to Yumiko was that "it doesn't matter what language it is - 
just pick one and continue language development to its fullest. Then the child will come to speak 

any language" and that "the child may show 1ag in language development in the fmt two to three 

years, but eventually shehe will catch up with the monolingual peers." These words provideci 

feeling of relief for Yumiko because until then she was still unsure about her decision to have her 

daughters study French on top of learning Japanese. The teacher's remarks proved that Yumiko 

was doing something right for strictiy adhenng to Japanese language use at home. 

Another source which affected the family 's language choice was the stories they had heard 

from other Japanese immigrant mothers. For example, the family knows several inter-ethnic 

couples. Many of these families decided to give up Japanese language usage at home and now 

they had regrets. "Because they did not succeed in raising bilinguals, they mention the importance 

of Japanese language usage at home and they encourage us to continue," Yumiko said. One thing 

they have seen is cases where the parents regret their initial decision to discontinue L 1 usage and 

attempt to use L1 at home later in the child's life, but by that time, it is practicaily too Iate. "Other 

people's stones have really dfected us," she added. 

Yumiko also mentioned about a time when she saw a Japanese bilingual interviewed on TV. 

This fellow is a year older than 1 am, my childhood fnend who is now a successful practising 

doctor in Toronto. He is quite well-known in the community because he is often cited as a 

successful exarnple of a bilinguai chiid-rearing. Apparently Yumiko noted what he said his mother 

did for him when he was younger so that he could leam and maintain his Japanese. "He said that 

his mother read to him everyday," Yumiko also read to her daughters every night when they were 

younger. In fact, Yumiko did many things to assure healthy language development for her two 

daughters: she began reading stories to Yuki when she was four months old; she played tapes of 

Japanese songs for children whenever they were travelling; fearing that her children would code- 

switch if she mixed the two languages she intentiondy spoke only in Japanese; watched lapanese 

videos with the children; she took her chilclren to the local events hosted by the Japanese 

cornrnunity; and she had Japanese books sent from Japan about twice a year. 

Hiroshi has cousins residing in Toronto. They are Canadian-bom second-generation 

Japanese-Canadians. They have expressed their regret in not k ing  able to speak Japanese. 

Having heard their stones, Hiroshi came to realize the importance to continue L1 leaming at home. 
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Trilingual Child-Rearing - Division of Teaching 

Hiroshi and Yurniko realize their limitations in their ability to raise their daughters in any 

other language but Japanese. But this fact did not discourage them from opting for trilingual 

child-rearing. This c d e d  for strategic ways to lem about and utilize the resources outside the 

home. 

Japanese language teaching 

The language at home is Japanese only. The two girls speak to their parents as well as with 

each other only in Japanese. Whenever the children encounter words which they do not know in 

Japanese, they ask their parents or look them up in their dictionaries. Yumiko said, "if the parents 

code-switch, the children will leam to code-switch too. So we try not to mix the two languages." 

M: I'm fascinated by the fact that, even they are so smaii, they still seem to 
understand the relationship between language and identity. 

Y 1 wonder 

M: 1 would think that they would be tempted to code-switch since 
it's much more convenient. 

Y Oh, you think so? 

M: But they didn't (code-switch) at al the last time 1 was here 

Y Yes. 1 thllik it has a lot to do with the parents' (attitude). If the parents 
code-switch (then the children wïli be doing it too). When 1 fmt came 
to Canada and visited homes of other Japanese, 1 noticed that children 
mix languages when the parents do. 

M: In that sense you are consciously strict (about L1 use at home)? 

Y Yes, 1 am always being careful (not to mut the two languages). 
There are times when using the English word would be so much 
easier (than using Japanese expressions). . . 

M: But you consciously avoid using them ... 
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Yuki and Ai both attend a supplementary Saturday school which fmuses its curriculum on 

Japanese language and culture. It is offered from 9:OOam tiil2:30prn every Saturday. The 

children bring back lots of homework focused on Japanese and Chinese script f o m s  (hiragana 

and kanj~]. They are tested on these on a weekly basis. Hushuko on the other hand teaches other 

subjects besides the Japanese language, including math and science. 1 asked why the family did 

not opt for hoshuko. Hiroshi's response was: 

1 heard [from other parents that school attended by Yuki and Ai] was 
a school dedicated [toJapanese language teaching] ... Um, and [they teach] 
Japanese language, social studies, and music. When the children become older, 
like Yuki when she tmed grade three, they learn Japanese calligraphy. And 
when they are in senior grades, they leam things like geography and history. 
And when they reach middle school, [the teachers] teach word processïng. 
(6 seconds) Hoshuko is ...y es, um, for those who mostly go back to Japan. 
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Hiroshi felt that the school most appropriately met his children's needs. 

Besides using Ll at home and sending the children to Japanese Saturday school. the 

couple take the children to most of the social events hosted by the Japanese-Canadian Cultural 

Centre (JCCC) in Toronto as well as celebrating Japanese events and festivities at home and at 

Japanese school in order to increase exposure to Japanese culture 

And, in order to maintain Japanese culture, because they have to know 
Japanese culture, we go to things like the Spring Festival at the Japanese 
Canadian Cuiturai Centre 

Whenever there are events, 1 want (the children) to continualiy be exposed 
(to Japanese cultural events) 

1 see (2 seconds). Do you also celebrate things Iike the Doll's Festival at home? 

Ah, Our apartment is srnall (laugh) so we don't have a large do11 display. 
But we do display a small one from Japan. Yes (3 seconds). And when 
they are at school, ah. what do you call it, they scatter beans in Febmary 
(according to the Japanese rimal, setsubwt, believed to ward off evil spirits) 

1 see. That's done at school 

(Inte jecting) Those events are covered during the social studies class at school 

1 see 
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Yumiko is an avid fan of Japanese television programmes, and the family frequently rent 

them and watch them together. That is, the children not only watch programmes made for chiidren 

but watch movies and documentaries together with adults. 

The family has Japanese books sent from Japan approximately twice a year. They include 

magazines and comic books. "Because they don? have much access to new books, the children 

read the same book over and over again," Hkoshi smilingly said. They aiso have the children read 

Mainichi Kodomo Shinbun , a Japanese newspaper for children published by Mainichi 

Newspaper. "Al1 kanji [Le., Chinese characters] are accompanied with hiraganu [Le., Japanese 

script to facili tate reading]," Yumiko explained to me. 

M: Do you rather think that the language wïil develop fully when you are 
only leaming one? 

Y NO, 1 don? thïnk so. The teacher 1 mentioned to you the other day 
recommended me to teach Japanese (to my children). That way they 
will be able to read French iike they can read Japanese. 

Y The Japanese version has Japanese characters (for al1 k m j o .  It's like a 
newspaper for children, typed across (instead of vertically) so that they 
can read easily 

H: It's called Mainichi Kodomo Shimbun Mainichi Children's Newspaper] 

Y It 's interesting 
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Yumiko recognizes, however, that the most diffiicult skiil to cultivate for her aaughters is the 

Writing and reading. Uh, writing. If 1 Say, "Lets not do [writing] and just do 
reading" and onIy do things four or three days [a week] which 1 normally do 
[with the chiidren] five days, it shows imrnediately. 

Despi te Hiroshi and Y urniko' s efforts in raising their daughters in L 1, they did encounter a 

problem when Yuki was two years old. Because Yuki spent majority of her time with her French- 

Canadian babysitter, she was not picking up Japanese as the parents had wished. "She would 

react to Japanese but she couldn't speak Japanese," Yumiko said. 

H: (Yuki) didn't speak Japanese back then 

Y 1 would read to her everyday. Read books, read books everyday, 
have her listen to Japanese music everyday, but she still wouldn't speak 
Japanese. 

H: She was Listening to Japanese at home but because her time with us 
was limited as far as speaking goes ... We used to hire a babysitter because 
both of us worked. Therefore she didn't speak much, although she 
understood us but we felt that she should be able to speak (in Japanese) 
a bit more 

Y Yes, that's when she was two and a half 

H: That's right 

Y She would react to us whenever we spoke in Japanese. 
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The couple changed to a Japanese babysitter and also had Yuki attend a Japanese nursery. In six 

months tirne, Yuki became totally fluent in Japanese. 

French language learning 

There are several sources from which Yuki and Ai picked up French. The primary source 

is the school, but other factors such as babysitter, television and books, and interacting with other 

French speakers also conüibute to their leaniing of French. 

Yuki and Ai both began French as a kindergartner. They began with English programme 

in Junior Kindergarten, but early French immersion started when they entered Senior 

Kindergarten. Yuki brings back French homework from school. Because the parents do not know 

French, Yuki is convinced that she must do work on her own 

M: 

Y 

Yuki: 

H: 

Y 

3 : 
E B :  
& : 
E B :  
te: 
ér : 

Do you have them leam French on their own? 

(To Yuki) Are you doing it on your own? 

Not so much "on her own" but only because we can't teach her (laugh). 
She has no other options but to learn it on her own. 

Yes, as far as French goes, she has no other choice but to leam it on her own. 

"1 had heard from others that this school [they now attend] is a good school," Hiroshi said. 

Y: 1 chose (my language for child-rearing) bas& on three people's education 
policies. The very fmt one was said by a British woman for whom 
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1 used to babysit. She said to me, ''Take your child on your lap and read to 
him/her till he/she is ten years oId". 

M: Ti age ten? 

Y Till age ten. She said rhis was very important. And then the French 
immersion teacher? ï h e  teacher who said (leaming two languages 

simultaneousl y) was absolutely okay . And the SC ho01 principai. 
There's a day called "Parents Day" once a year. And the teachers and 
other mothers were all teary in their eyes (as we iistened to the principal). 
The principal made one wish, asking each parent to take his/her child's 
hand and talk with the child before going to bed. She said that if we do this, 
our chilàren will grow up to be good aduits (laugh). We ai l  became teary. 
1 was so moved (by this speech). 

H: I've heard comments from teachers of other schools pointing out that 
"that school is doing a good job", so we thought it would be okay 

(to send our children to that school) 

The availability of French immersion programme at a nearby public school was fortunate for this 

family, but Hiroshi said, "Even if there wasn't a French immersion programme, 1 would have sent 

them to French summer camps or have them take private French lessons." For Hiroshi, 
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knowledge in French is something he seriously desires for his children. "1 want them to continue 

studying French in one way or another," he said. 

Yes (2 seconds). Ah, yes, yes (24 seconds). If there were no French 
immersion schools in this area, what would you have done? 

Hm, if there weren't any we wouid have placed them in an English school 
and perhaps have them study (French) in their spare tirne, Say, during 
the surnmer holiday. 

In any case you would have had them study French from a young age 

(inte rjecting) Yes. 1 think it wouid be ideal if you can speak both in Cana& 

1 wanted them to (learn French) if there was a chance 

Do you intend to have them continue with French immersion even 
after elementary school? 

Um, Yuki's school only goes up to grade six. And after that I want 
her to continue in one form or another. 

French-Canadian babysitter's influence on Yuki's language growth was more than the 
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couple had expected. Hiroshi laughingly said, "There were tirnes when 1 would ask Yuki a 

question in Japanese, and she would reply to me in French!" 

M: 

H: 

M: 

H: 

M: 

H: 

M: 

H: 

M: 

H: 

M: 

H: 

M: 

H: 

M: 

H: 

M: 

H: 

M: 

H: 

M: 

H: 

M: 

H: 

M: 

Yuki: 

H: 

% : 

What made you decide to have your cMdren learn French? 

(interjecting) Ah, at fmt, Yuki's babysitter, who used to live in this apartment 

Ya 

was French, a French fellow, and a French-Canadian, um, Québec, a Québecoise 

Oh 

And (2 seconds), un, she (refesrhg to Yuki) grew up listening to French 
because both of us used to work during the day 
Yes 

T h e  we spent together in the evening, the tirne spent using Japanese, was shorter 

Yes, yes 

She was used to French 

mat's right. She's been listening to French from the very beginniog 

So, it was more like she didn' t understand Japanese. But, um 

1s that so 

Yes, "What's this" (laugh), um, (I would ask her) "Does it taste good?" and 
at first she would reply, "Non!" 
Y ou' re kidding ! 

(iaugh) 

(laugh) So she understood what her father was saying (in Japanese) 
but she responded in French 
Yes, there were times like that 

Wow! 

Yes, so.. . 

(You would say) "What's this?" and the reply would be "Non!"! 

Yes 

1' m impressed 

If you Say, "C'est bon," that means 'This tastes good" 

Yes 
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Al though this was a nice surprise, the couple became anxious about Yuki's Japanese language 

growth and had her enrolled in a Japanese nursery where her Japanese improved drarnaticaiiy. 

When 1 was interviewing in their living room, Yuki showed me her three Disney animation 
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Pocahontas tapes: an English-version, Japanese-version, and French-version. 'They watch one 

depending on which [i-e., English, Japanese, French] mood they are in," Hiroshi smilingly said. 

M: 

H: 

M: 

H: 

Yuki: 

H: 

Yuki: 

Ai: 

Yuki: 

M: 

H: 

M: 

H: 

Yuki: 

M: 

Ai: 

M: 

2 :  

tbi : 

x : 
Fi: 
% :  
te: 
% :  

Ah, is there anything else you do to maintain Japanese? 

Yes, weH, we have them attend a Japanese Sanuday school, and 
we also have them watch videos, Japanese videos. So we have several 
videos in three different languages: Japanese, English, French (laugh) 

You're right! 

The same (video) in different 

In English and in French and 

Things like "My Neighbour Totoro" but 

French "Pochahontas" is, um 

It's from Yuki's friend 

From my French babysitter 

Oh that's who you got it from? 1s that so. 
the same way? 

Yes, they watch various things. They watc 
according to their m d .  
O h  

And you watch al1 three (version) 

:h it in Japanese, in English, 

(laugh) Yes 

"My Neighbour Totoro" is over here 
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"Children explah hem [Le., English or French animation] to us [in Japanese]," said Yumiko. 

Yuki and Ai sometime go over to stay with a French-speakmg family for a couple of days. 

This is also a conscious effort on the part of the couple, wishing to increase language exposure for 

their children as much as possible. . 

English language teaching 

The couple did not explicitiy state how they are assuring English 1 e a . g  for Yuki and Ai. 

The couple ' s effort is primari1 y concentrated on Japanese language learning and maintenance, and 

they seem to perceive school as the major provider for French language learning. Then who is 

taking care of English language leaming? 

Despite the seemingly lack of English teaching at home and at school, Hiroshi concluded 

that English is the dominant language for Yuki. "She seems most confident when speaking 

English. She speaks the fastest when she's speaking in English. On the other hand, Japanese 

seems to be the strongest language for Ai." Hiroshi attributes this English dominance to English 

television pragrammes and English summer school which he has his children enroileci since age 

four. 

H: At home, everythng is in Japanese. Yes 

M: Then where do they pick up English? TV 

H: (inte rjecting) They did pick up English from TV and 

Yuki: And at age four 1 attended an English schwl 

H: Oh, yes. During the summer holiday and times like that 1 have them attend 
an English school 
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1 see 

And did they experience any difficulties? 

1 don? think they had any (2 seconds). But when I hear them talk, 
1 believe English is (Yuki's) strongest language 

Yes 

When do you feel that way? 

Ah, the speed of her speech is definitely faster in the case of English. 
More than French (3 seconds) Um (2 seconds) 
Is Ai the same way? 

(intejecting) Oh, Japanese is the strongest language for Ai 

However, this is not to Say that the children leamed English without any major dificulties. 

Hiroshi shared one incident Yuki encountered when she fmt began Kindergarten: 

Because she didn't understand English, she threw Sand at other children 
at schwl. Seeing t h ,  the kindergarten teacher told us to use English at 
home. 1 understand why she said this, but 1 had heard stones from others 
[how L1 learning and maintenance are important] 
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M: Yes (7 seconds). 1 believe there are things like Parent-Teacher Night 

H: Yes 

M: Did teacher ever Say things which left an impression on you or things 
that lingered in yow mind? 

H: Um, at (Canadian) school. Let's see. At first Yuki did not listen 
[to grownups] (laugh) 

Yuki: (shy ly srniles) 

M: Oh, is that nght? (laugh) 

H: Yes (laugh) 

M: 1 see (laugh) 

H: Yes, she was made to sit at the very back, away from everyone [in class] 
(laugh) 

M : (inte rjecting) What? (laugh) 

H: There were times iike that. Hmmm 

Ai: At that time I 

Yuki: 1 donTt remernber 

M: (laugh) 

Ai: 1 was in Kindergarten at that time so 1 didn't do things like that 

H: (inte jecting) And when Yuki entered Kindergarten, because she 
understood English only a little bit 

M: Yes, yes 

H: She was, like, 1 don't know if it was because she was pushed by others but. 
[S he] threw sand [at others] 

M: It was thrown at her? 

H: No, she threw it 

H: That's nght (laugh). And we were asked by her teacher to discipline her 
in Japanese (laugh) 

Yuki: On the sand 

M: But that must have been ... Were you picked on because you didn't know 
Engiish? (1 second) 1 see. 

Yuki: ****. 1 donTt remember clearly 

M: Um, adults often say that the kids pick up a language in no time 
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H: Yes, yes 

M: Without much effort. But 1 came here when 1 just entered grade three 

H: Yes 

M: And it wasn't easy 

H: Oh, yes 

M: And the two are bom here 

Yuki: Yes 

Ai: Yes 

M: I'm sure they went through tough times. At fmt, in Kindergarten, 
you didn't speak a word of Engiish? 

Yuki: No 

M: Then were you sad not king able to understand what they were saying? 

Yuki: Yes. But they showed me using their hands, "You do this like this" 

M: (inte rjecting) Oh, your friends did 

Ai: But 1 

Yuki: My fnends and my teacher 

M: The teacher? 

Ai: 1 undertood a littie bit of English. So I understood a little 

Yuki: Times when the teacher read to us (2 seconds) 

M: (tuming to Hiroshi) Did you have any fears then? In Kindergarten, 
in Japanese, you used Japanese at home 

H: Yes 

M: Thinking that they didn't quite fully understand English 

H: Yes 

M: And you t w k  them to Kindergarten. Did you have any fears? 

H: Yes, but we were aware of this, having talked with others. 
That we don't need to worry since they would get used to it in a 
six months to a year. 

M: Yes 

H: So we didn't have much fear. But when they do thïngs like throwing sand 
(at other children) (laugh) 

M: Your h e m  stopped (laugh) 
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I thought, "this is a problem"(1augh) 

Yes (4 seconds) 

But in reality they got used to things in six months to a year 

(inte jecting) That's right. 1 wonder how long (it took) 
(2 seconds). She seemed quite comfortable after three months. 
M e r  three or four months. 1 believe 

(interjecting) When 1 was five 

Yes 

And after a year she seemed quite comfortable. How would you say. 
After the fmt three months she looked somewhat comfortable but after 
a year she began to talk a lot with her friends. 
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Despite abundant positive research fmdings pertaining to bilingualism (e.g., Cummins, 198 1, 1984, 

1989, 1991a, 1991b, 1991c, 1991d, 1993,1996; Malherbe, 1946, 1969,1978; Verboeven, 1991a, 

1991b, 1994; Ben-Zeev, 1977; Ianco-Wonai, 1972; Duncan & De Avila, 1979; Hakuta & Diaz, 

1 SM), teachers, although in their best interest for the children, c m  give possibly 'harrnful' advice 

to parents. If Hiroshi had cornplied with the suggestion of the tacher, language outcome for Yuki 

may have been drarnaticaliy different to that of hem today. Like Eiko in the previous chapter, 

Hiroshi exercised his own judgment based on stories he had heard from others. 

Another source Hiroshi mentioned that the closeness of bonding between the siblings is 

also contributing to Engiish language growth. Although the girls do not talk in English to each 

other, they do use English when they are with other Canadians. When Ai makes a mistake while 

she talks in Engjish, Yuki gently corrects Ai's mistakes. 
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Language and Identity 

Language is very much C O M W ~ ~  to perception of identity in this farnily. For exampie, the 

children do not speak to each other or to the parents because they view themselves to be a 

"Japanese household". On the other hand, they talk to theù Canadian friends and teachers 

because they identiQ them as "Canadians". Interestingly, they speak to their cats Ginger and 

Lucky in English because these cats were given to the family by a Canadian acquaintance, therefore 

the girls identifying cats as "Canadians". 

The girls themselves perceive them as having different identities depending on the language 

they use. When they are using Engiish, they see themselves as Canadians; when they are 

speaking Japanese, they perceive thernselves as Japanese. 

Identity is linked to language usage, and different languages are sharply separated in ternis 

of use in different context depending on the identity of the interlocutor. This implies that 

establishing and maintaining distinct identity are important in fostering language growth. 

Other People's Stories 

Hiroshi and Yumiko's decision in using L1 at home was supported by many stones of 

others : fiiends' , other parents', relatives', and teachers' stories. Yumiko clearly remembers three 

stories that impacted her decision to raise her daughters trilingudy: the parent she used to babysit 

for when she fmt arrived in Canada, Yuki's Senior Kindergarten teacher, and Yuki's school 

principal. 

When I was babysitting for an English family, the parent said it was important 
to read to children at least till age IO ... Yuki's Senior Kindergarten teacher 
reassured me that 1 had nothing to worry about [in raising a trilingual child]. 
She herself was a bilingual, and based on her expenence, she advised me 
not to mix different languages ... The school principal said to group of us who 
were gathered at the school for a talk, 'There is only one wish 1 have: 
please read to your children before going to bed, even if it's only for 15 
minutes." 

These are the things Yumiko dways keeps in minci and practices when interacting with her 

daughters. 

When Yuki had dificulties coping with English when she fmt started Junior Kindergarten, 

other parents assured them that it nonnally takes six months to one year for the children to begin 

comprehending and speaking English. Actually, Yuki began to show signs of comprehension after 
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three months. 

A person who had influenced Hiroshi's decision to maintain L1 at home was a worker for 

Amnesty International: 

H: Um, when the parents use limited English to raise their chiidren, 
the children wiil eventually come to inferiorate their parents. 

And 1 heard that the children come to neglect their parents, so the kids 
becorne, how would you describe them, delinquent or run away from home. 
That they come to be disrespectful of their parents. 
y-, y= 

And disciplining them, um, 1 feel that 1 can't do it without using 
my strong language 

So, when 1 talked with a person working for Amnesty International, 
um, she told me these things which sounded very convincing. 

In his reflective note he also wrote: 

things like disciplining the children and handing down cultural values, 
I feel, is the responsibility of the parents. There is a story which left an 
impact for me. It was told by a person working for the Amnesty International 
(Organization dealing with ethnic issues). He said chat there are many cases 
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where the parents could no longer discipline their teenage children who 
did not maintain mother-tongue, and the children simply lose respect towards 
the parents and become involved in things like crimes and run away from home. 
In order to avoid this, he told me to teach mother-iongue to my children. What 
he said stoke a chord with my own beliefs, and 1 feh reassured and confident. 

In tenns of setting examples, seeing other children grow up to be successfùl bilinguals 

were also very telling for the couple. "At one time 1 saw a Japanese fellow being interviewed on 

TV. He was fluent in both Japanese and English, although he was raised here," Yumiko recailed. 

Seeing successful examples of bilingual chiid-rearing provides reassurance for those who envision 

their children also to become successfid bilinguals in the future. Hiroshi also wrote in his 

reflective piece: 

You said you were studying language education and that you wanted us 
to participate in your research, but having heard you speak Japanese and 
English fluently, we too wished to leam directly from you how someone can 
become iike you. 

It is certainly a great honour to be perceived as a "successful bilingual" by others in the 

cornmunity. However, although I am fortunate to be able to utilize both Japanese and English to 

some extent, 1 am not by any means native-like in ail aspects in Japanese and in English. Hiroshi 

also recognizes that one needs to cultivate all four language skills (i-e., reading, writing, speakmg, 

listening) in order to qualiQ for the label "bilingual". 
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Meaning of "Bilingualism" for Xiroshi and Yumiko 

For Hiroshi, king able to understand Japanese is falling far short of k i n g  considered as a 

bilingual. "There are families where the parents speak to the children in Japanese, and the children 

understand them, but they respond in English," he said. He believes that this is not enough to 

nurture Japanese language growth. "One cannot cal1 someone bilingual unless al1 four skills are 

cultivated," said Hiroshi. "For our children, leaming Japanese is their duty" and that "it is 

something done without questioning". "We perceive it something Iike an extra-curricular activity, 

much like other children who take piano or swirnming lessons," he said. 

However, this is not to say that the parents have placed onus entirely on the children. In 

fact, both Hiroshi and Yumiko are very consientious about their role in maintahhg and improving 

their children's Japanese. "If the parents give up [on Japanese language teaching and 

maintenance], children no doubt will give up too." "1 noticed that if we leave Japanese study for a 

day , it irnmediately reflects in children's reading and writing," ''III order to raise the children as 

'professionals' in Japanese, parents' efforts are indispensable," "Parents must show preference 

for Japanese language," : these are some of the beliefs Hiroshi and Yumiko shared with me in 

raising Yuki and Ai using L 1. 

The couple has been noticing a positive correlation between LI development and other 

other languages (Le., Engiish and French) and vice versa. "I've noticed that sarne language skills 

show signs of improvement across Ianguages at the same time," Yumiko noted: 

I'm fascinated by the fact that, although they are leamhg reading and writing 
only in French, they can also read and write in English. It's fascinating. 

But in grade three, um, grades for French are good in reading and writing. 
So it' s developing much the same way as the Japanese. Right? Yuki is 
now in grade three but her French reading skili, apparently, is at a grade 
four level. And according to the tacher's report card, Japanese is not bad 
at aU either. Yes. So 1 believe the same skills are developing. 
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This may be explained by Cumrnins* (19û4, 1989, 199 1 b, 1991c, 1996) interdependence 

hypothesis, but 1 suspect that there is a prerequisite for the interdependence hypothesis to be in 

effect: positive attitude towards languages. 

Both girls showed positive attitudes towards languages. When asked which language they 

liked the best, they readily answered, "AU of them!" E3irosh.i said that they even show keen 

interest in learning new languages such as Chinese. At such an young age, they seem to already 

appreciate knowledge of different languages and cultures. Hiroshi is hoping the girls to continue 

their task of further understanding foreign languages and cultures because he believes it leads to 

sel f-e~chment.  At the sarne time Hiroshi realizes that this is an endeavour which takes time and 

something largely dependent of social factors. 

Naoko's Story 

Naoko is a career woman, working as a chief editor and a journalist for a local Japanese 

newspaper !km which she and her husband own and run. She rnay not fit under the stereotype of 

a depe ndent, passive, docile, "typical" Japanese female image: Naoko is outgoing, outspoken, 

sociable, intelligent, hard-working, positive, caring and independent. 1 met her for the fmt time 

when 1 was sixteen, working as an occasional reporter for the paper, my very fmt part-tirne job. 

Ever since our fmt acquaintance, she has aiways been supportive and kind, calling me by the 

nickname which at that time only my good fiiends at school used. 

Naoko is university educated, having studied French at one of well-known universities in 

Tokyo, Japan. Upon her graduation she got a job working for a publishing fm, editing and 

publishing books. She married her husband, immigrated to Canada, and established their own 

newspaper Company. Today, it is one of the major local Japanese newspaper companies in 

Toronto. Naoko is in charge of practically everything, doing lay-outs and writing articles. She is 

one of the major reasons for the company's success. 

For these reasons, it was somewhat dificult !O see Naoko on a regular bais during my 
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data collection process. However, she was ver- accomrnodating to meet my requests for 

interviews. 1 would visit her at her office located on the top floor of a downtown office cornplex, 

then go down to the coffee shop on the ground floor to "chat" over a cup of coffee. 

Naoko has a teenage son, Joh, who is now in the eleventh-grade, and who was just a baby 

when 1 was working for them as a reporter. Joh is the only child. 

Joh is enroiied in a gifted programme offered by the Toronto Board of Education. and until 

recently he also attended hoshuko, the supplementary school which 1 used to attend. Joh is an 

outgoing and talented young man, interested in many different things ranging from acting to 

sports. 

L1 and L2 Development 

One of the fmt things Naoko s h e d  with me was Joh's academic performance at his 

"regular" school. He is excelling in dl subjects, except for English. Naoko said, 

Roblem is, he gets A in everythîng but he gets B's in English 

It's because the essays ... voçabuiary is limited no matter what. 
My son gets half the English vocabulaxy compared to those 
from 100% English speaking families because the other half is 

Japanese, nght? 

Yes, yes. That's interesting 

So he says that his (English) vocabulary is limited 

Ah hum 

And that we don't help with his essays 

Yes, ycs 
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Naoko is convinced that her son is disadvantaged because he is only receiving L1 input at home. 

Her belief is somewhat in line with Pearson, Femindez and Oller's (1993) claim that bilinguals 

have fewer words in one language than in the monolinguals. Because the regular school 

proepmme does not validate and appreciate Joh's L 1, he is being assessed with the monolingual 

standard, and Naoko showed her concem of Joh's lirnited English vocabulary which is reflected in 

his grade. 

Apparently Naoko was concemed about the possible negative influence L 1 Ieaming would 

have on L2 learning. For example, she feared that L1 usage would interfere with the L2 

pronunciation, but she was relieved to learn from Joh's teacher that she didn't have to worry about 

that: 

... Sometimes when 1 go to teacher-parent interview, I would ask things 
iike if using Japanese has detrimental effect on Joh's English 
pronunciation, but the teacher said that it was okay. Mind you, 
teachers over here praise the students (ail the time). They always 
Say "Excellent, excellent" 

For Naoko, Joh's academic success and his well-king in the Canadian society are her 

utmost concerns. Conuary to her concem about Joh's L2 development, she takes somewhat a 

relaxed stance towards Joh's L1 acquisition. For example, Joh is proficient in ail four language 

skills in Japanese, except for the usage of the honoraxy f o m ,  or keigo, which is used to show 

courtesy or humbleness towards elders and supenors. Naoko believes that Joh is not proficient in 

utilizing the form correctly, acknowledging the fact that Joh is not immersed in an environment 

which requires hirn to learn and use the form. 

Naoko also observes Ll and L2 confusion on the part of her son. The phrase which loh 

continues to use, no matter how much Naoko corrects him, is the phrase 'Tm coming". Joh 

literdly translates the English phrase into Japanese by using the verb kuru (to corne). However, 
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Japanese use the verb iku (to go) instead. The resulting phrase Boku socchini kuru (d'm coming 

over there) sounds quite foreign to a Japanese ear. The correct phrase should be Boku socchini iku 

(=IT m going over there). 

As for the L1 lexical acquisition, Naoko notes how Joh asks her for explanations whenever 

he encounters Japanese words which he does not know: 

He d e f ~ t e l y  asks for the meaning of, well may be not all, the words 
he does not know in Japanese 

He asks you? 

Yes 

Ah, to you 

Yes. And it's sometimes dacult to explain to him 

Ah huh 

There are times when 1 explain to hirn in English 

1 see. (2 seconds) On the other hand, are there tirnes when he asks you 
about an English word? 

Never asks 

Then what dms he do? 
L*. E 3 T z m ?  
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N: 1 wonder if he looks it up in the dictionary or asks his friends. 
He's never asked us about English 

Naoko complains that Joh only reads Japanese comic books. She wishes him to read Japanese 

novels to expand and enrich his Japanese vocabularies, but she seerns reluctant to force it upon 

him. Rather, she has left it to Joh's own will to read Japanese books. 

Although Naoko feels these to be probiems, she does not seem to view them as grave 

issues. Even without the honorific f o m  or the misusage of the verb b r u ,  the mother and the son 

are able to communicate effectively and meaningfuiiy with each other. 

When it came t h e  to discuss about L3 (i.e., French) learning, Naoko's fear for negative 

influences on multiple language leamings reveal itself again: 

(3 seconds) There are things iike French immersion hem 

Yes 

Didn't you think of sending Joh to place like that? 

No, actuaiiy 1 did ttiink about it 

You did? (laugh) 

Little bit, just a little bit, uh, 1 did, but well, 1 think it's quite a chalienge. Ah 

You thought it would be a challenge? Felt sorry (to make your son learn 
tfvee languages)? 

1 do. Yes, English, French as weil as Japanese. I've also heard many 
stories of those who failed (in the attempt to teach three languages to their children) 
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Naoko has also heard of ineffectiveness of immersion programme from her neighbours: 

N: ... She has been learning French since kindergarten, for more than ten 
years, but (her parents) c1ai.m that they 've never heard her speak 
French (laugh). 

N: French (of kids from French immersion) is great. but 1 wonder how 
they are when it cornes to speaking French. How much c m  they 
actually speak French. 

There seems to be assumption that language learning is burdensome and at times ineffective. 

In fact, Naoko perceives biiingualism as entailing more than leaming two language 

systems. 

The question then becomes, if Naoko suspects negative LI influences on L2 leaming, as 

revealed by her conception of L2 vocabulary growth and belief in L1 interference in L2 learning, 

w hat motivated her to adhere to L 1 usage at home? 

Role Models and Other People's Stories 

Naoko has mentioned to me several times how 1 was an aspiration for Joh's Japanese 

learning : 

N: And the reason why I wanted to send my son to hoshuko is because, 
weil, you did have an influence on my decision. 
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it3~tsmw;l,atm0 

Did you thùik it was good to be bilingual, h aving se 

Yes. 1 think it's because you attended hoshuko. 

en me? (Iaugh) 

In order to decide on and continue with language maintenance, she says that it is necessary to have 

a concrete vision, or a fum confirmation, chat bilingual child-rearing is a possibility: 

Don't you thinlr that if the prospective mothers, those wbo WU be 
raising children. had these infamation. their child-rearing ptactices wîli be 
infiuenced quite abit? 

Y es, 1, children. um , 1 chink the mothers believe that two language [teaching] 
is simply impossible. 

1 wonder why? 

More or less. But cbildren, 1 don't thinkat's the case 

1 agree 

Yes. that's what 1 fhink So. fimt of di. the fact thaî it [=blliligualism] 
is a definite possibility 

Unless parents feel reassured about the possible outcome of their child-rearing, they feel insecure 
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and at times give up the hope of raising bilingual children. 

Being consistent and fm about the decision for LI maintenance is one of the challenges 

immigrant parents face. Naoko shared with me a sad story about her acquaintance whose child 

was misdiagnosed as mentaiiy slow because she hardly spoke in class: 

The child is a very quiet type. Then the parents were told by the kindergarten 
teacher that perhaps the child was having problems speaking English. 
Apparentiy at home the child was speaking Japanese when she was younger. 
But the parents were told, when the child began schooling, that she may be 
mental1 y retarted ... but the child is quite clever. 

The strong will to raise children bilinguall y can be challenged by one's own child. Joh apparently 

showed strong reluctance to learn Japanese and continue Japanese xhoolïng: 

And. around grade 6. grade 5 or 6. there was tendency (for Joh) 
to d i s u e  attending hoshuko. Because Japanese leamùig became 
harder, you see. 

You mean homework? 

Homework, and Japanese k a m e  harder. He was fine till grade 4. 
But starting around grade 5,6 kunji (i.e., Chinese script) becarne harder. 
Then he went on to rniddle school. Then he entered rebellious stage 
in his Iife 

Ah huh 

And he even asked his teachers why, being a Canadian, that he'll 
be here for the n s t  of his life, that he won't be going back to Japan. 
he needs to study (Japanese) for a year to a year and a half. He was 
depressed and a lot happened during that tirne. And every time he 
asked that question, my answer was that it would definitely be an 
asset for him in the future and that he might end up going over to 
Japan after d l ,  and then he'ii be thankful (that he had continued 
Japanese studies). 
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M: Have you ever felt sorry for Joh, for making hirn learn Japanese? 

N: Yes, of course, like when there's a lot of homework. When he was 
very rebeiiious, 1 just told him to quit if it is simply too much for hirn 

M: Yes, yes 

N: When 1 told hirn to quite, he said, "Mom, this is an important matter. 
Why do  you dismiss it so easily?" (laugh) 

What is interesting here is that it seems Joh hirnself is rather convinced of the importance of 

language maintenance, aithough he did cornplain to his mother about ail the work he must do to 

maintain his L 1. 

Discontinuity in L1 learning was circumvented by the principal of hoshuko at that tirne: 

N: ... there was a bit of problem at hoshuko. The principal, the one 



Chapter 4: Findings 90 

who just returned to Japan, had a talk with Joh. And it seerns that 
ever since then Joh's life has completely changed around. $oh 
never revealed to me what they had discussed but ... 

Having the nght resources and people to support one's decision for bilingual child-rearing is 

crucial. 

The understanding and appreciation of language leaming can be furthered by listening to 

other people's stories. Naoko shared with me a story of her CO-worker whose son is now in his 

20's. She regrets the fact that she did not raise her son bilingually. Apparently the family lived in 

other areas of Canada before moviag to Toronto five years ago, and they did not have access to 

multicultural setting as bat enjoyed by Torontonians. They sent the son to a hentage language 

school when the programme became available in the m a  they had lived, but by then it was too late. 

Naoko has also witnessed so many cases of semilingualism in the Japanese community. 

That is, she has seen many parents who mort to L2 usage at home. The chiidren of such parents 

become fluent in English of course, and gain somewhat a working knowledge of Japanese but fail 

to read and write Japanese. Naoko feels that hoshuko is one of the options Japanese immigrant 

parents have to assure their children's balanced development in ail four language skills. She feels 

it is important to gain academic language knowledge because reading and writing extend to the 

formation and modification of one's belief and act as tools for selfexpression. This, she feels, 

impacts how we think and what we absorb (See also Ono, 1994, p. 126). 

External Factors Conducive to Language Maintenance 

Naoko feels that Canadian teachers, especially those in Toronto, have a good understanding 

of and accept multiculturalism. So far, Naoko feels encouraged by Joh's teachers with her 

decision to maintain L1 at home. 

Naoko was quick to list three other factors which she thought were conducive to Japanese 

learning and maintenance for Joh. They are: 

-Using only L1 (i.e., Japanese) at home 
-Send the child to Japan once in a few years 
4 e n d  the child to Japanese school 
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It seems that she already has formulated this prescription in her head as her guide in raising Joh 

bilingually, and she seems quite content with the outcome she sees in Joh. 

Naoko explained to me how Joh was sent to Japan that past year for a two-month stay. 

Apparently it was Joh's idea to go over to Japan, and he had requested to be enrolled in a local 

Japanese public middle SC hool. His admission to the school was granted in no time. Naoko went 

on to Say how much Joh enjoyed his stay in Japan, and that he was planning to retum to the same 

school again in the coming sumrner. She joyously showed me four smaii, colourful binded 

construction paper, with about the thickness of a phone book, with messages and picnws drawn 

by al1 200 students who were enroileci in the same grade as Joh at that school. 

Joh's transfer into the school was facilitated by the school board which accepted him right 

away as well as the students and teachers who warmly welcomed him. However, the fact that the 

students were using the same text books as those used at hoshuko made his transfer easier 

academicaiiy. Because they were covering the sarne material using the sarne resources, Joh did not 

suffer any lag in studies. In fact, what they were covenng at hoshuko in Japanese, math, and 

science were more advanced than the school in Japan. However, Naoko contended that Joh had a 

bit of difficulty in social science. 

Since coming back from Japan, Joh has shown strong eagerness in leaming and continuing 

his Japanese education. Unlike the time when he should great resistance in attending hoshuko, Joh 

now is eagerly assuming responsibiiities in his Japanese education. ''Ne now goes to hoshuko an 

hour earlier," Naoko said, "It's like a dream". Joh is also currently attending juku, or a cram 

house, once a week where he is g e t h g  extra drill in kanji. 

Language and Identity 

Despite Joh's passion to learn about Japan and Japanese language, interestingly he 

identifies hirnself as a Canadian who happens to like Japan. Yet, although he considers hirnself as 

a Canadian, he al ways interacts with his parents in Japanese. He never speaks to his parents in 

English, and never asks for help in English or with homework from the regular school. Even when 

his Canadian friends are over, he would talk to his fnends in English, tums around and speaks to 

his parents in Japanese. Naoko confidently said that using Japanese at home has been the house 

rule ever since he was a baby and that Japanese has been used without question at home. 

For Naoko, consistency is very important. She decided strictly on LI usage with Joh, 
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having seen other Japanese parents interacting with tbeir children in English. This gave her an 

impression of unnaturalness and awkwardness. When she once chose to speak in English to Job, 

Joh asked his mother why she bothered to Say it in English. It seems that, for Joh, mother's 

identity as a Japanese is associated with the Japanese language usage. 

Michiko's Story 

Michiko is one of "veteran" mothers that 1 interviewed. 1 requested her for an interview 

for several reasons. Michiko herself is a Japanese language instructor, having spent more than 

twenty years at hoshuko teaching Japanese as well as working as a programme coordinator and 

senior instnictor at a local college. Yet, interestingly, she has chosen not to force her children to 

attend hoshuko and maintain their L 1. For this reason, her son Kei who is now 29 and her 

daughter Risa now age 26 both left hoshuko by the fmt year in high school. She said that her 

chiidren have no problem understanding Japanese and use Japanese exclusively at home, but 

nevertheless she admits that they are weak in Japanese writing and reading skills. Michiko, 

however, does not seem to regard this as a great threat. 

Michiko is a person who enjoys life. Her high spirits and generosity and kindness 

towards others attracts people of al1 walks in life. She is an outgoing person who is well-known, 

liked and respected by the Japanese community in Toronto. She loves to play golf with her 

friends, is a Christian who attends church every Sunday, volunteers to help the elderly , and so on. 

S he always dresses very nicely, wearing accessones and rnake-up which complements her looks. 

In short, she is someone very nice to be with. 

Michiko graduated from a junior coilege in Tokyo Japan, having majored in Engfish 

Ianguage and literature. Upon her graduation, she becarne an English tacher at a local rniddie 

school. She immigrated to Canada in 1968, shortly after she mamed her husband. She had both 

her children in Toronto, Canada. 
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Attitude Towards Canadian and Japanese Education Systerns 

"Initially, we were planning to go back to Japan aller a few years," she said. "Kei, Risa, 

and 1 actuaily went back to Japan for a year or so when Kei was in grade one. During that tirne 1 

had Kei attend a local public school," Michiko recails. However, her recollection of Japanese 

schooling was not an entirely a positive one. She rernembers how Japanese school was rule- 

oriented and teacher-student ratio was much higher than that of a Canadian classroom. In t e m  of 

c ~ c u l u m  content, she recaiis how, having attended hoshukU, her children did not suffer 

academically for all subjects except for music (Japanese children leam to play different 

instruments in music class at school. Music is one subject not taught at hoshuko). The children 

adopted Japanese language quickly, although they had lost English almost entirely when they 

returned to Canada a year later. "They had forgotten English entirely.. .They couldn't speak 

English," Michiko rernembers. Yet, despite L2 loss, the children again quickly con5orrned to 

Canadian way of life, made fnends and enjoyed going to school. However, at this tirne, Risa's 

t e x  her suggested Michiko to help expand Risa's L2 vocabulary at home by playing such games 

as "Scrabbles". 

Overall, Michiko' s perception of Canadian schwling is very positive. S he mentioned 

number of times that the teachers all followed Kei's and Risa's progress very carefully. 

Throughout their schwling, the chiidren succeeded academically, although their grades in English 

were somewhat slightly lower than other subjects such as Science. Michiko adrnits that she never 

helped with her children's homework, and children never asked for assistance either. Despite her 

lack of involvernent and support in their children's academic life, she is quite pleased with her 

children's acadernic achievements, and this aliowed her to place t m t  in Canadian education 

system. "1 relied on school for their English acquisition," Michiko said, "And this is why (Kei) 

had no English cornpetence before enroihg in kindergarten ... Kei cried on the fmt day of 

attending kindergarten ... 1 never taught him English." "Did you regret not using English with 

hirn?'I asked, but she replied that that didn't occur to her: 

He cried the fmt &y, but he went (to kindergarten) happily the next day 
... The teachers, the kindergarten teachers, were wonderful ... there were two 
(in the classroom) and one veteran teacher looked afier Kei very well ... at fust, 
1 explainedthat this p e m n  (i.e., Kei) does not understand English at di, but she 
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reassured me that that was okay, that things will be fine. Since we're in this 
(multicultural) country, I'm sure there were other immigrants (teachers had to 
deal with) 

Michiko repeatedly noted how fortunate she was to have had so many wonderhl teachers for her 

two children. She shared one sad story of her fiiend, whose child was misdiagnosed as mentally 

challenged because of the slow L2 development. The family apparently switched over to exclusive 

L2 usage, and the child, although he still understands Japanese, has lost the ability to communicate 

in Japanese with his parents. Michiko attributes this language loss to the lack of supervisional 

support on the part of the teacher: "(In this case), 1 think the teacher wasn't carefully observing 

the child. In our case, I feel that we were very forninate to have al1 good teachers." 

Prioritizing L2 and C2 Over L1 and Cl  Learning 

For Michiko, adopting L2 and C2 take priority over L1 and Cl maintenance if the place of 

residence predominantly consists of L2 and CS. When the children were small, she encouraged 

L 1 maintenance because she had initially planned to retum to Japan afier a five-year stay in 

Canada. However, when she and her husband changed their plan and decided to make Canada 

their permanent home, Michiko's insistence on L1 maintenance was dramatically reduced. "If 

you are going to live in Canada, it's not necessary (to maintain Ll). Of course it would be good if 

you cm, but ..." she contended. "As long as we can communicate (in Japanese) on a daily basis, 

and that the children c m  communicate with relatives in lapan, I'm content," she said. Maintaining 

strong family bonding is, much like other participants in this research, important for Michiko. She 

claimed that she, her husband, and the children engage in lengthy talks on a daily basis, entirely in 

Japanese. However, she points out that this in turn resulted in Limited L1 proficiency on the part of 

her children. One exarnple she mentioned was the use of keigo, or the honorific form in Japanese. 
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Keigo is one aspect of the Japanese language which Nakajima (1998a, p. 161) iists as one of 

Iinguistic elements which are =cuit to be acquired by resorting only to L1 home Ianguage use. 

However, Michiko is not disturbed by such lack because Kei, who worked in Japan for three years 

upon graduating from Canadian university, Iearned keigo during his stay. Michiko said that she is 

not womed for her chiidren's L1 skills because the basics are already there which can be quickly 

recovered or enhanced once immersed in L 1 and C 1 (See also Kouritzin, 1999, p. 18 1 for similar 

da im made by her participants). 

Factors Conducive to L1 Learning 

One regret Michiko has in raising her children was the lack of emphasis on L1 reading: 

1 didn't tell them to read Japanese books ... but 1 think 1 should have 
made them read more 

This is much the same as the claim made by Naoko earlier, believing that reading exerts a great 

impact on vocabulary leaniing. Michiko further claimed that reading facilitates acquisition of 

kanji.. She also mentioned the usefulness of videos in aiiowing cMdren to farniliarize ihemselves 

with the "real" Japanese language. On the other hand, Michiko interestingly does not place so 

much emphasis on the importance of writing: 

As for writing, um, things like h i ragm,  are better taught. Hiraganu. Kanji is leamed 
as you read, so, um, unless there's a necessity for writing, but, um, as long as you 
can communicate ... The most important thing is that 1 can communicate (with the 
chiidren). Well, if you will be (going back to) attending Japanese schools, it's a 
different story. 

When 1 asked what other advice Michiko could give to mothers who are now raising their 

children bilinguaily, she raised two more points. One is the necessity to exclusively use Japanese 

at home, and the other is to incorporate as many new vocabulaq in speech: 

at home, entirely speak in complete Japanese sentences ..mot Japanese mixed with 
English ... And this is what 1 heard but, um, what kind of expressions you use 
(is important). For example, instead of saying, "It's raining", Say "It's pouring 
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outside" ... by including lots of things like adjectives? You can increase your 
vocabulary by including them in your conversation, right? 

However, ultimately she attributes children's success in becoming bilinguals to the attitude 

and effort exerted by the parents: 

Parents' attitude, if you reaily want to maintain Japanese, it ultimately means 
that the parents will have to do it, if you want to do it nght ... Parents' attitude 
is so important. Yes. 1 think, if you want to take Japanese learning to the 
ultimate where you can read anything like magazines and newspapers, the parents 
will have to put quite a bit of effort into it. 

In her case, she adrnits that she did not wish to vigorously pursue L1 maintenance because it is a 

lot of work, and she aiso wished to give her children the freedom to choose what was in their best 

interest. For example, Kei left hoshuko in grade 10 for several rasons. Kei was swarnped with 

homework, his friends were retwning to Japan, and hoshuko was beginning to cut into his 

schedule. Although initial plan was for Kei to continue studying Japanese on his own at home, but 

this did not last very long. Michiko was disappointed with her son's discontinuation of Japanese 

schooling, but at the same tirne had no smng urge to force Kei to continue. Our two-hour 

interview culminated with her remark about her attitudes about chiid-rearing in generai: "In other 

words, it's like, not being imposing. Realiy (respecting) autonomy (on the part of the children)". 

Language, Beliefs, and Identity 

While Michiko respected her children's choices, she expected her children to show sirnilar 

respect towards her. She feels most cornfortable using Japanese and associating with other 
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Japanese friends. She addresses to her children in Japanese, and it is understood that Japanese 

was the langage at home. The children always used Japanese with their parents. I then asked, 

"Don't your children use English when speaking to each other?'but she quickly replied that they 

only used Japanese. "For example, when Risa uses English, Kei used to remind her to speak in 

Japanese" Michiko said. However, this is not the result of her pestering children to use L1 at 

home. "1 don? recall telling them to use Japanese at home," she said. It is just an family 

arrangement with which the four family members are most cornfortable. 

Tama's Story 

Tama's daughter Mineko, who is now a lawyer working in Toronto, has been intervieweci 

severai times by the local Japanese newspaper for her excellence in academia and career. indeed, 

Mineko's Japanese is flawless, experiencing no problems communicathg with other Japanese 

speakers. What is so remarkable about this case is that Mineko never received any supplementary 

Japanese schooling such as hoshuko. That is, Tama herself taught Mineko in becoming fluent in 

al1 four skills (i.e., reading, writing, speaking, listening) in Japanese. 

Tarna, age 60, lives in an affluent neighbourhood in the northem end of Toronto with her 

husband, age 63, and her daughter Mineko, age 3 1. She also has two older children, age 38 and 

37, each with their own families. Tama immigrateci to Canada in 1970 dong with her husband and 

three children. Her son, the eldest in the family, was in grade four at that time, and her eldest 

daughter was in grade three. Mineko, the youngest, was only three years old. 

Tama is a petite lady with a vibrant personality. When 1 arrived at her home for an 

interview, she greeted me with a big srnile, wearing a white floral T-shirt and cotton blue shorts, 

which looked like a short flared skirt on her. Her hair is somewhat short and permed, the cu l s  

bouncing outward away from her face. She was wearing no makeup but had small peari canings 

on which added elegance to her youthful facial features. 

She asked me to be seated in their living room while she quickly went to the back r w m  to 

finish her telephone conversation. The living room had a dark brown velvety sofa set and a long 

rectangular wooden table on which there was a floral needle-point centre piece and a beautifbl 
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round crysral, perhaps meant for fiower arrangement. 

Tama came back huniedly, apologizing for making me wait, but in fact 1 was the one who 

was IO minutes late to arrive at her home. In mm 1 said, "I'm so sony to ask you for your time 

when I'm sure you are tembly busy," and she replied, laughing, "Oh, yes! Everything seerns to 

happen al1 at once, you know." Having heard this honest comment, 1 knew right away that she is 

someone who will be able to open up and recount her experiences in a very n a d T  flowing and 

honest way. 1 was right. 

My normal procedure was to re-explain to my participants what my research objective was 

and how 1 wanted to conduct the interview. However, my session with Tarna was very different 

from the very beginning. "Shall we begin?'I asked then we just had the tape recorder record our 

conversation, and we just kept chatting for hours. My previous sessions were al1 an hour to two 

hours in length, but this one lasted for four. This reflects how much we enjoyed each otherTs 

Company. One thing about Tama was that she was constantly smiling and at times laughing out 

ioud in joy throughout the entire interview session, and her cheerfulness eased me as a listener and 

made the session even more enjoyable. 

Tama went to the kitchen and brought back hot cups of green tea for the two of US at the 

beginning of the interview, but the tea got cold as we were eagerly talking without any moment of 

pause to sip and enjoy our tea. 

Maintaining and Strengthening Family Ties: Reason for Home Schooling 

She began her story by accounting an example of child-rearing she had seen at another 

Japanese household. 'The child was able to read Japanese books, but he could not carry out a 

conversation with his parents," she remembers, "1 was shocked ... 1 wanted to make sure that I'd be 

able to cornrnunicate with my own children ... 1 heard that if the family decides to use English at 

home, the one who is the least comptent in English (i.e., the parents) will be lefi out of the family 

circle. 1 thought I'd be in jeopardy if that happened in our home." She further added, "1 was 

afraid to lose the means of communication with my children." 

For this fear she decided to use and teach Japanese at home to her three children. "Exactly 

what did you do?* 1 asked. She laughingly said, ''Nothhg too special. 1 would perhaps spend 

45 minutes or so with each chiid as he or she came home from school. 1 would have hirnher sit 

beside me and make them read out loud a Japanese passage or have him/her practice writing 
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japanese scripts as I did house chores." "You mean you didn't teach them al1 at once but you 

trught one by one? That means you spent about three hours teaching your children everyday !" 1 

was surprised. Apparently she did this until her children graduated from high school, although it 

was most intense when the children were younger. "How did you manage to do something hice 

tizis and be so persistent?" "Actually 1 enjoyed doing it. 1 had forgotten what children learn in 

e; i~h grade and 1 was fascinated about the materials they covered. Perhaps 1 was having more fun 

a d  leaming more than my kids," she giggled. Tama has a younger sister residing in Japan who 

happas  to be an elementary school teacher. '4 had text books and other teaching materials such 

as teaching manual sent to me by my sister. That's what 1 used to teach my children," she said. 

Another issue 1 wanted to ask her was about Japanese supplementary schml: why did she 

n ~ t  send ber children to Japanese Saturday school? One simple answer; there wasn' t any back 

fien. "By the time the Japanese school was established, children were getting busy with their 

canadian school. Wben they were asked whether they wanted to attend Japanese school, they said 

that my teaching was frne and that they did not wish to go." 

~e l i e f  in Language Leaming 

Tama believes in the benefits of learning as many languages as possible, but not at the 

expense of forcing them on her children. Tama said numerous times during the interview, ''The 

mare languages you know, the better it is," yet : 

Um, the kids won? definitely learn if you force them. But 1 did try to motivate 
them to corne to appreciate Japanese. For example, 1 tried to supply them 
with Japanese books to facilitate Japanese leaming. 1 know some farnilies 
put restrictions on what their children can read ... My father was such a person. 
1 felt opposed to such a policy. 1 think it is better (for the children) to choose 

what they believe to be good for them. 
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When asked why she did not send her children to French immersion, her reply was that there 

weren't as many French immersion programme as today. and when she asked her children they 

showed disinterest so she did not bother pursuing the option any further. This in tum may 

suggest that, in order for the language be learned and maintained at home, the children must corne 

to share the view of the parents, appreciating the benefits of language learning as weU. 

Tama feels that it is easier to maintain languages when there is a strong foundation 

underlying language usage, such as religion (Fishan, 1989; Wardhaugh, 1987). S he attributes 

the high maintenance of Hebrew among Jewish household stems from the suong ùe to the 

religion. She said: 

It would be a shame ... to lose something which is so valuable ... 
I think the language arnong the Jewish community is well-maintained 
largely due to their religion. On the other hand, Japanese people 
do not share such a strong bonding force. 

In place of religion, she feels the only strong bonding force among Japanese immigrants 

contributing towards language maintenance is the feeling of despair for survival and fear arnong 

the parents: 

T: 
M: 
T: 

M: 
T: 

2 : 

jzi : 
tc : 

% : 
2 : 

Um, it might not be appropriate to Say that one must be inconvenienced (laugh) 
(laugh) 
1 do think that it is selfishness on the part of parents. But it does mean that parents 
must be so desperate 
Yes, yes 
the children won? learn languages 

Tarna is thankhi1 that her children came to appreciate what she was doing. She believes 
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that. having to Iearn Japanese themselves, her children knew what it was like to be Ieaming a 

foreign language and instead of showing disrespect towards their parents' limited English 

proficiency, they readily offered to help out their parents. 

"Didn't you ever get discouraged, and think of using only English at home? Were there 

not teachers who advised you to use more English with your children?" 1 asked. She said, 

"Never. It never occurred to me to use English at home ... There were teachers who did advise us 

to use Engiish more often, but instead of complying, 1 shared my view about Ianguage learning 

with those teachers; that children WU be confused if I use my limited English at home. 1 think it's 

better to separate the two and have the children learn English at school and 1 teach Japanese at 

home." 

Although Tama adrnits that her English is very Limited, she seemed to show no hesitancy in 

talking with school personnel. This, to me, was odd since she did Say that she had not much 

contact with the Canadian society in general: 

There's not much contact with Canadians. Perhaps through my husband's 
work and with the neighbo un... Perhaps I should have just given up on my kids' 
Japanese and put more effort in leaming English myself (Laugh) ... Canadians 
are very friendly and wekoming, don? you agree? But after a little whiie it 
begins to feel painfd to be interacting with them. I know that if 1 bear the 
discornfort then 1 would leam more English and things would go rnuch smoother. 
So I know it's no good if you are not outgoing. 

If she did not initiate much interaction with the Canadians, why did she even dared to approach and 

convince the teachers of her belief in language learning? 

It would be a tragedy if one ends up with a teacher who advocates for 
English usage at home ... 1 would do anything for the children (laugh). 
It's like, there's no question about going [to talk to the teacher] ... 1 wouïd be 
sorry for my children if 1 didn't speak up on their behalf ... 
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Fortunately the teacher was convinced with Tama's argument and respecteci her belief. 

Child-Rearing in a Foreign Setting: Diff~culties and Coping Strategies 

Although the Canadian educators were supportive to Tama's values, Tama did encounter 

numerous obstacles in raising her children in a foreign setting. To begin with, there were 

ideological differences between Canadian and Japanese culnires: 

In Canada, chiidren are constantiy praised for their performance. 
On the other hand, in Japan children are never praised but 
scolded for their deficiency ... Here, it is expected that you 
voice your opinion. In lapan, you are expected to confom 
to the rest of society. 

Although Tarna was at fmt surprised to leam of such great gaps between Canadian and Japanese 

cultures, she seerns to prefer the Canadian values. "1 iike the Canadian way myself," she said. 

On the practical side, she recaiis how it was troublesome to teach mathematics to her 

children. "You see, there are many concepts in math which are entirely the opposite in Japanese." 

For exarnple, when handing change to a customer, the cashier counts so that the arnount is added 

ont0 the purchase price. In other words, the concept involved here is addition, whereas, Tarna 

claims, in Japan it is subtraction. 

Another source of confusion is the difference in mathematical language convention 

between Japanese and English. For example, when reading a fraction, Japanese read the 

denominator f m t  then the numerator; it is exactly the opposite in English - the numerator fmt, 

then the denominator. That is, when shown a number such as 415, Japanese would read it as "Five 

from which four" instead of "Four fifth". Similar concept applies to time. In English one would 

Say "Two a.m." but in Japanese it is "A.M. 2". 

As far as language confusion goes, Tarna remembers several occasions for 'unsuccessful* 

language transfer. That is, there were Wms when her children directly translateci English 

expression into Japanese but did not make sense in Japanese. For exarnple, the word "to fall" can 

be used to describe an object falling off from some height, or a person to failing d o m .  In 



Chapter 4: Findings 1 O3 

Japanese, we have two separate words for these: ochiru is used when there is some height 

involved, and the word brobu is used as in the case of failing down ont0 the ground. One day 

Mineko came home and wanted to explain to the mother that she fell on the ground at school. 

Instead of using the appropriate expression korobu, she used the word ochiru. Poor Tama was at 

first distraught to hear that her daughter had fallen from quite a height, then quickly realized the 

Ianguage transfer. Another confùsing concept, Tama recalls, is the notion of "corne" and "go". 

In English we often say, "I'm coming!" but in Japanese one would Say 'Tm going!" Naoko's 

son Joh has a sirnilar problem in using these verbs appropriately. 

When the children were just learning English, at tirnes they encountered problem of k i n g  

Ieft out. Little Mineko carne to her mother one day, complaining that other Canadian children seern 

to be saying nasty things to her. "So 1 told her to go and Say something back in Japanese, so 

Mineko went back to the group and said baka (a word meaning 'stupid' in Japanese). However, 

this didn't work very weii as the word 'baka' is easy to repeat. When Mineko said "Baka!" the 

children said it right back to her "Baka!" 1 laughed so hard when she came back and reported 

this to me," she told me amusingly. 

The older two children were placed in a regular school but were pulled from class one to 

two hours a day and were given remediai help in Engiish, and in the summer they attended an 

intensive summer school. "We were very fortunate back then. There weren't that many ESL 

students, so the teacher managed to handle them. 1 have a feeling that today many students are 

being neglected because there are simply just t w  many of hem," she remarked. 

In terms of maxirnizing Japanese cultural exposure, she did several things besides using 

Japanese at home. For example, Tama regularly visits Japan and had Mineko enroiled in a 

Japanese pubiic school when she was in grade one and grade six. This worked well for the family 

since the Canadian school finishes the year in June where as the Japanese schools go on tiil late 

July. This way, Mineko never had to be absent from her "regular" school in order to attend a 

school in Japan. Tama also encouraged her children to read anythmg Japanese, including comics 

w hich some parents disallow. 

For Tama, obstacles were not perceived as obstacles; rather she knew the ways she could 

enjoy her experiences. Her cleverness and sense of humour ailowed her to adapt to the new way 

of lifc in Canada. 1 beiieve such positiveness compensated for the lack of support she got from 

other Japanese immigrants. She is one participant who did not mention of having role-models or 
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learning from other immigrant parents. "Back then there weren't that many Japanese to begin 

with," she said. "Then who did you consult when you encountered difficulties?'i asked. She 

repiied, "1 kept in touch with my friends from high schwi. and 1 wrote letters to my parents and 

siblings in Japan." However she did acknowledge the support she gained from the second- 

generation Japanese-Canadians. "They helped us out a lot," she said. 

She aiso began her story with a case she encountered at another Japanese househoid; how 

the child was able to read but not speak Japanese. It seerns that, having seen such a case, her 

determination to raise her children using Japanese was triggered. In this sense, although she 

claims that she never had an ideal brole-model' to follow or person to consult, other people's 

"stories" did seem to affect her detennination. 

She aiso notes how she was kept so busy while she was raising her three children. "1 

didn't have any time to reflect on what 1 was doing, let alone be discouraged and depressed." She 

believes that, ironicaiiy, this aiso conuibuted to ber optimistic outlook on child-rearing. 

Despite her lack of time and supportive social network, she did try to participate in her 

children's education. She said she often attended school events and volunteered at xhool, despite 

the fact that she felt overwhelmed at times king with others. Her love for and her concern about 

the well-king of her children forced her to participate actively in schwl. In retrospect, Tama 

regrets not having k e n  involved more: 

Did you often attend school events? 
I did go whenever something was on. And the chiidren, um, what, they ask for 
volunteers 
Yes 
Asking to participate in something 
Yes 
At fmt  1 went now and then but, gradually, um, you tend to miss it when you 
become busy 
1 see 
If 1 had continued (to participate), 1 may have improved my EngIish and have 
made more friends 
y=, y- 
People here, they aiways want to heip you out 
Yes, that's tme 
They invite you to things like tea. And "having tea together" is nice, but afier 
an hour, I become uncomfortable (laugh). Afier all, 1 don? understand English. 
It becomes increasingly agonizing. 
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Because the children leamed from an early age that the parents cannot be relied u p n  to 

solve their problems, they began to cooperate and solve hem themselves. To this &y the th te get 

dong very well with each other. This was a welcoming outcome for Tama who always wanted her 

c hildren to be independent, considerate, and kind-hearted. 

Spin-Off Effect 

Throughout the interview, Tarna repeatedly mentioned that "Nothing was planned in 

advance. Everything just fell into place. We were lucky." This is what Wertsch (1995) cdls  

"spinoffs" (p. 26). That is, what she did while she raised her children stem from ber own 

convictions derived from her own upbringing, and that seemingly "worked out" to produce 

biljngual children. Tama attributes this to her luck, but here rny intention is to discover preçiseiy 

what sorts of elements, and what combinations, worked weli to b ~ g  about a positive result. In this 

sense, if al1 the combinations are "wrong" or "darnaging", it is simply so "unfortunate", to use 

Tama's term. 
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Life Story of Tama 

Tama, as a child, was physicaily very weak. This led to her belief that nothing mattered 

more than good health. "My utrnost concem for my children were their health," she said. Health 

was the theme throughout our conversation. Life is too short to be wasted feeling depressed and 

blue; too short to be doing something which one does not want to do; new experiences were 

welcomed instead of feared. S he was always feeling thankful for the situation she was placed in, 

as reflected in her frequent usage of the word "lucky". "We were lucky," she said a number of 

times. 

Tama has been a homemaker the entire time she's been married. "1 was raised by strict 

parents. 1 was expected to get married soon after my graduation and be taken cared of by my 

husband. That was nomal back then." She believes that today women have more choices and 

although they lead hectic lives, "It is a good era for women" she said. 

Therefore, Tarna is not an ambitious individual who wanted everyzhing for her children. 

Rather she just "plodded dong" at her own pace. At the same time her longing for independence 

came ffom her oun strict upbringing, and eàucated her children accordingly. For Tarna, knowing 

as many languages as one cari meant keeping opportunities open for independence. Besides 

teachuig Japanese to her children, she also taught other subjects such as science and social studies 

using Japanese textbooks. She also taught her children how to play the piano. in other words, she 

never taught Japanese for the sake of learning the language per se. That is, language learning was 

never perceived as the desired end-product in itself, but was taught simply to provide a necessary 

tool (Wertsch, 1985a, 1985b) to assure farnily's weîl-king and open up new possibilities for the 

children. For this reason, once the tool is deemed not necessq, the motivation to l e m  and 

maintain it will be greatly reduced if not ehnïnated. Tama believes that sheer necessity to lead a 

quality living is the driving force behind language maintenance, and if our lives are fulfdted, such a 

need would diminish. She said: 

in leading our iives, if there is no inconveniences, aren't most of the parents 
content with what they have? 

In case of Tama, because they were sornewhat isolated h m  the rest of the society, family bonding 
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was very important for Tama. "Through my children 1 learned about the dominant society ... We 

did talk a lot." This was her survival tactic, linking herself to the rest of the society via her 

children. 

This may explain why so many first and second generations manage to learn and maintain 

L1 but the rest of the generations largely fail to do so. And this should not be happening due to 

sheer "luck". What exactly needs to be done to ensure continuity in language leaming and 

maintenance? This is the theme which will be addressed in Chapter 12, but before our discussion 

begins, we now turn to my own "story", sharing the insights I've gained from conducting a life 

history research as well as the stories that unfolded as 1 engaged in dialogues with Japanese 

immigrant parents. 

M y  Story 

As 1 interviewed each participant, 1 found that their stories and mine intertwined, acting as 

an imperus for further discussions. Through the process of resonance (Conle, 19%) as well as 

"non-resonance", it brought back many memories which had been stored away in my mind for so 

long. Connelly and Clandinin (1990) note that storytelling consists of a two-part inquiry: first, 

researchers need to listen closely to the stories of the participants, and second, researchers need to 

tell their own stories as they live the rnutuaily constnicted account of inquiry between the 

researcher and the researched (p. 12). Therefore, 1 believe it appropriate to share my own story. 

The following is my account of the discovenes 1 made, the surprises 1 encountered, and 

the concerns that emerged in the course of conducting this study. They are based on the journal 1 

kept throughout my data collection process as well as the feedback notes 1 wrote and gave to each 

participant. Writing the feedback notes, especially, served as my way of analysing (Le., making 

sense of) the data as 1 collected them (Wolcott, 1994; Glane & Peshkin, 1992; Woods, 1986). 
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Discoveries and Affirmations: Where My Stories lntersected with Theirs 

L2 learning means L1 loss? 

There were several themes which overlapped with my own experiences, while others 

seemed to be incongruent. For example, adopting English and abandoning Japanese was 

something 1 always feared. This stems from the tirne when 1 made my flight connection in 

Vancouver when 1 first came over to Canada with my mother and my sister. An airport 

personnel, who was a Japanese residing in Vancouver. provided assistance for my rnother whose 

English was very limited. She apparently had children of her own, and she said, smilingly to me 

and my sister, "Oh. you'll Ieam English very quickly and forget Japanese in no time." What she 

had said rernained in the back of my mind to this day. Even as a child. 1 feared that leaming L2 

meant losing L1 (Wong Fillmore, 1991~). 

On the other hand, not al1 of the parents 1 interviewed shared this misconception. That is. 

the parents view language leaming as largely additive (Lambert, 1975). They seem to regard L1 

and L2 learning as somewhat separate entities. having the school take care of English teaching and 

the home, or supplementary Japanese school, looking after Japanese. 

My parents largely shared this view, and paid very Iittle attention to my Canadian 

schooling and exerted their efforts solely on Japanese education. It was expected that we would 

use Japanese at home, watch Japanese tv programmes and eat Japanese food. My mother was 

very willing to sit with us and help with our Japanese homework, but that never happened with 

hornework or assignments 1 brought home from Canadian school. For example, rny mother often 

made u s  read a Japanese passage out loud from Our Japanese text books; she made me practice 

writing kanji (Chinese characters) numerous times, making sure she was satisfied with my stroke- 

order; she would make up mock-tests for me so that 1 would be fully prepared for rny kanji test 

on Saturday; she even sat with me to go over my math homework which 1 brought back from 

hoshuko. Although 1 detested doing homework for hoshuko. 1 do attribute rny knowledge in 

kanji largely to the weekly kanji test 1 had to write, and the effort rny mother placed in L1 

maintenance. The following is an excerpt from my journal which 1 kept in English: 

I rernarked how the children's Japanese is so good, and Yumiko 
said that it al! depends on parents' efforts. She said that any slacking off 
on her part is immediately reflected on her children's performance. (July 14, 1998) 



For this reason 1 am grateful to my mother for her effort and concern for the maintenance of my 

Japanese. 

Japanese vs. Canadian schooling experience 

Although 1 did not enjoy studying for hoshuko, 1 did enjoy attending it, largely due to the 

friends 1 made and the atrnosphere of Japanese school. Hoshuko was where 1 had a chance to 

establish and reacquaint with my Japanese identity (See also Okada, 1993, p. 140). Naoko's son 

Joh also seerns to share the same sentiment. Being in a foreign land, Saturday was the only day 

when we could relieve Our stress of not k ing fully proficient in English (Okada, 1993, p- 115)- 

At the same time, when 1 was a student attending hashuko, I did perceive lapanese schooling as 

demanding and as something "extra"that I had to do. 

For this reason, 1 felt pain as 1 listened to Hiroshi's story about Yuki. She was initially 

frustrated with not being able to cornmunicate with her teacher and her classrnates when she first 

began schooling and turned somewhat violent. On the other hand, Naoko said that her son Joh 

aiso went though a period of distress at one time in tackling English school and Japanese school at 

the same time. Although adults suppose children to be quick and good language leamers, our 

experiences indicate that children go through traumatic experiences, but they have no choice but to 

Iearn the language quickly in order to just survive. The differences in Canadian and Japanese 

cultures are almost more than a child can handle. My journal entry says: 

The other day, when 1 interviewed Naoko, she said that Joh went through a period of 
distress for a short little while. 1 could tmly relate to his experience, for 1 went through 
it myself. ..I was ofien angry against my parents; the fact that 1 had to sacrifice my 
Saturdays to be at schoo1, to cope with huge amount of homework, to not receive any 
support or encouragement in ternis of regular school things, etc. In this sense, what 
Eiko decided to do, specifically to let Karin choose to discontinue hoshuko, may have 
been a good thing. When imrnersed in such a distinctly Japanese setting, the difference 
between the Canadian and Japanese cultures becomes succinct. (April21, 1998) 

My appreciation for attending hoshuko did not emerge until 1 was well into my adulthood. 

When 1 learned that al1 of the parents actively sought involvement at Canadian schools, 1 

felt somewhat relieved. 1 aiways felt bitter about my parents' non-involvement with rny Canadian 

schooling, and felt that because of this 1 was tremendously disadvantaged compared to other 

children. As a child, 1 felt a great burden and a feeling of isolation, having no one to consult with 

whenever 1 encountered problems at school. Everything had to be dealt with alone, especially in 

high school, including selection of courses and applying to universities. M e n  1 was having 

probiems in English, rny parents could only shnig; rny English teacher showed frustration, 
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puzzlement, and even anger as to why my written English skill was so poor. 

1 also saw English learning as something undesirable. believinp that L2 learning will bring 

about L1 loss. Having parents who only resorted to L1 use, 1 knew that L1 loss would have 

brought disastrous consequences. 1 could not afford to lose Ll. As we learned in the earlier 

chapter. Eiko also perceived L2 leaming to be a threat to L1 leaming. 

My experience as well as the story about Yuki told by Hiroshi clearly show that we need 

to abandon the notion that children ieam L2 quickly, efficiently, effortlessly, and painlessly. My 

heart ached when 1 heard Yuki's story, how she showed frustration for not being able to speak L2 

and therefore could not communicate with her teacher and her peers. She was found to be 

disruptive in class and was made to sit at the back of the room for a month. 

When the teacher perceives the child as a student only in a L2-based (Le., English) 

context. there is a great risk of misunderstanding the behaviour and performance of the minority 

child (Tmeba, 1989a). AI1 parents except for Naoko claimed that at one time or other they were 

advised by their children's teachers to use more English at home. Cummins (1984) warns how 

"minority parents are often encouraged by teachers and psychologists to expose the child to as 

much English as possible in the home and to minimize exposure to LI" (p. 45). This is especially 

dangerous for immigrant farnilies whose Cl places great importance to the advice given by 

authoritative figures. Without proper information and guidance. immigrant parents can easily 

come to espouse the view of the teacher's and attempt to eradicate LI at home (See Cummins, 

1984, p. 44). 

Creating a new vision about bilingualism and bilingual education 

Although 1 do  hold a positive stance towards bilingualism and bilingual education, this 

does not imply that 1 believe in nothing but bilingualism. That is, 1 fear to adopt a positivistic and 

rigid perspective which ignores other dimensions of the child and hislher family based on 

linguistic and cognitive advantages alone. 

Bilingualism imposes a certain life trajectory which a bilingual child follows. 1 have 

followed a path which often resorted to my bilingual abilities: my studies in bilingualism and my 

career choice as a language teacher are largely the result of my bilingual upbringing. 1 am grateful 

for the language choice my parents made on my behalf, but 1 do not believe that life as a bilingual 

is superior to that of monolingual. The nature of my experience would have been totally different, 

but not necessarily inferior, if I had been raised in an entirely L2 environment. 
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What I do wish for is the availability of choice. For example, choosing to maintain LI as 

well as simultaneously leaming L2 may mean the creation of doubly bilingual individual described 

by Skutnabb-Kangas (1981). This choice may not be fully appreciated in the school system, but 

as a bilingual 1 certainly enjoy the privilege of comrnunicating and understanding people from both 

CI and C2. Kouritzin (1999) concurs: 

[Nleither the home, nor the school, nor the community could have single-handedly 
ensured first language maintenance .... Each of these has a role to play in fostering 
the first language development of potentialty bilingual children, either by actively 
teaching the LI, or by supporting i t  And each of the home, school, and community 
should perhaps be assessed and evaluated to ensure that maximum support is k ing  made 
available for fostenng first language development, if first language maintenance is a goal 
for individual minority language families. On the other hand, it is possible to imagine a 
situation in which .. .families may choose to abandon the first language in order to gain 
psychological distance from the past, or in order to embrace the future. Therefore, 
far from wanting to question the wisdom of such parental choices, I feel that first 
language support should not be thrust on families, but rather, that it should be 
made available. (p. 2 10) 

In other words, we want immigrant parents to become autonomous (See Cummins, 19%) 

and in control of their own destiny by becoming well-infonned of the process and possible 

consequences of the choices available to them (See also Ono, 1994, p. 185). 
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Bilingualism as a Social Phenomenon: 

Analyzing Data Using the Activity Model 

In this research language leaming is seen as an activity which is the end-product of social 

interaction. The relationship among social agents is iliustrated by using Activity Theory (AT) 

(Wertsch. 1979; Engestrijrn, 1999) to explain dynamicdly the extent of language learning and 

retention among the six participants invohed in this study. AT is chosen as the method of 

analysis because it shows the dynamic comectedness of each social element (i.e., artifacts, subject, 

object, rules, community, and division of labour). 

Bilingualisrn as a Social Phenomenon 

Some researchen have attempted to undemand why some families abandon LI usage and 

focus on the cognitive aspects of the L2 leaming (Sep Snow, 1992, p. 17), and these attempts are 

indeed essentiai to better understand the mechanism of language learning. Yet a cognitive 

perspective alone is not sufficient to unveil the complexities of Ianguage acquisition process. 

Many scholars such as Snow (1992, p. Hl), and Hakuta and Garcia (1989, p. 374). suggest that 

linguists should also consider the social factors afTecting language leaming. 

Furthermore, the focus here is on the parents, not the language leamer as is the focus of 

the majority of research in SLA. This is because it is the parents who are mostly in control of the 

decision-making pertaining to their children's language learning (Berryman, 1983, p. 26; Sancho 

1979, p. 468). When cMdren are Young, the parents are in the position of making decisions on 

their behalf. In exercising this decision-making power, they use their intelligence based on their 

expenence (Dewey, 1916, p. 394; Wertsch, 19851, p. 26) by enacting their own beliefs, and 

'theories' on language leaming (Eisner, 199 1, p. 17; Olson & Bruner, 1996). 

The objectives of this chapter are first, to place the activity (Le., language leaming) in a 

larger social frarnework and second, to analyse social factors affecting language choice and 

leaming by identifying them and showing relations between hem. It will help us to see the 

dynamic nature among social factors. This will funher assist us in possibly deducing key factors 
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which are conducive to language learning and maintenance. By identifying the key elements, we 

c m  actively seek to change our social conditions to include those key elements, thereby nurturing 

and enhancing language learning (See also Wells. 1996, p. 76, p. 77, p. 97; Moll. 1992, p. 15: 

Fishman, 199 1, p. 8). 

Activity Theory: An Ovewiew 

Engestr6m provides a generic model which illustrates dynamic relationships amongst 

social factors which produce a certain activity (Enges-rn, 1999). The model, in the shape of a 

triangle. consists of the foiiowing social factors: subject (the individual or the object initiating an 

action); object (an individual or a thing which the subject is acting on); mediatïng artifact used by 

the subject; d e s  which place constraints on the entire activity; the communities involved; and the 

division of labour. 

1 have come to view bilingualism as the by-product not of isolated, individual efforts by the 

learner but of the dynamic relationships amongst social factors, and 1 have attempted to analyse my 

data using the triangle AT model proposed by Engestr6m. The following is my proposed generic 

AT model, pertaining to biluigualism. 1 give exarnples of elements involved under each heading: 
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Figure 5.1 Example of Activity mode1 for bilingual child-rearing 

Mediating Artifacts 
- school (teachers, cumculum, programmes) 
- others' stones 
- L I  at home 
- technology (e-g., internet, videos) 

,. ...,. m's language leaming Outcome 
and 11 maintenance - bilinguatism? 

Rules Community Division of Labour 
- family bonding - municultural - home(L1) 
- academic success - Canadian vs. Japanese vs. school (L2) 
- status of C l  
- parent's limited 12 

( Adapted from Engestfim, 1999) 

The Japanese immigrant parents are the subjects, their children the objects, and 

bilingualism the desired outcome. 

1 envision human Life to consist of numerous activity systems (Engestrom, 1999), 

intricately connected and dynamicaiiy intertwined as in Figure 5.2: 

Fi,oure 5.2: Life as a collection of activities 
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An individual's life can consist of mynads of triangles, each representing an activity evolving 

around that individual. When we extrapolate our understanding of human life dong the lines of 

activity theory, we can also corne to see how one subject can be part of a different activity system 

of someone else as in Figure 5.3. 

Figure 5.3: Overlapping activity systems 

Even within the domain of immigrant parents as subjects and their children as objects, their 

activities consist of plethora of different aspects of life, or m e r ,  of many different activities. That 

is, the phenornenon of language acquisition and maintenance compose only one dimension of 

immigrant families' lives. Their lives are made up of many activity systems, and bilingualism as m 

activity is just one triangle of many activity triangles (See Fige 5.4). 

Figure 5.4: Activities between a parent and a child 
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In this study the particular triangle selected was that of the activity of bilinguai child-rearing 

(Figure 5.1). 

Activity Theory (EngestMrn, 1999) acknowtedges the individual-society affinity, where the 

course of action on the micro level is influenceci by the rnacro and vice versa. A simpiistic, 

monocausal perspective is avoided (EngestMm, 1999) by understanding the activity system as a 

"collective, multivoiced constmction of its past, present, and future zone of proximal 

developrnent" (Engestrom & Miettinen, 1999, p. 10; Engestrom, 1999, p. 20, p. 35) and society as 

a mdtilayered network of intercomected activity systems (Engestrom, 1999, p. 36). 

What is particularly intriguing about the theory is that the individual is not seen as a 

passive executor of actions. In activity theory an individual (i.e., the subject) is perceived as a 

creative k i n g  who adapts to situations in order to reach its goal. In other words, the society and 

the individual are CO-evolutionary. 

This implies that activity theory can guide us to identiQ the key social elements in our 

current situation, then propose a new activity which would dismpt the triangle equilibrium and 

ultimately challenge the status quo (See also WeUs, 1996, p. 77; Engestfim & Miettinen, 1999, p. 

12). 

1 believe this notion of controI is largely missing in the Lives of immigrant families. With 

limited resources they stmggle to make the best choice for their ctiildren. However, di too often 1 

have encountered Japanese immigrant parents who express doubts and fears about their approach 

to bilingual child-rearing. 

The following figures (Figures 5.5 to 5.9) are activity models for each of my participant, 

which 1 composed based on the emerging themes from the collecteci data. Now my attempt is to 

see how the models can highlight and explain the uniqueness as well as the commonalities of my 

participants, and synthesize the information to represent an activity system which is conducive to 

bilinguaiisrn and bilinguai education (Figure 5.10). 
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Figure 5.5 Eiko's Mode1 

Mediating Artifacts 
- Japanese books, magazines, videos 
- stories of other Japanese mothers 
- kumon, drawing lessons 
- conespondence with relatives 
- LI use at home 

Outcome 
language leaming and - bilingualisrn 

Rules Cornmunity Division of Labour 
- family bonding - rnuiticultural - home(L1) 
- academic success - Chuzai-in (Japanese vs. çchool (L2) 
- status of L I  businessmen stationed 
- parent's Iimited L2 abroad) 
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Figure 5.6 fioshi & Yurniko's Mode1 

Mediating Artifacts 
- schod (teachers, programmes (Le., FI), cumculum) 
- Japanese, French & English videos, books, comics 
- 'stories of other parents and professionals 
- child-care personnel 
- L1 at home 

ubject 
4iroshi & / 1 \ Object 

- Yuki 8 Ai's language Yumiko f i  1 leaming 

Rules Community Division of Labour 
- famiiy bonding - Canadian - home(L1) 
- academic success - Japanese-Canadian vs. school (L3) 
- status of L1 (Issei, Nisei, Shin-ljusha) - L2? 
- parents' limited L2 - French-Sanadian 
proficiency 
- aesthetics of L3 

Outcome 
- trilingualism 
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Figure 5.7 Naoko's Mode1 

Mediating Artifacts 
- school (teachers, programmes 
(Le. , hoshuko) 
- role-modefs 
- regular vis& to Japan 

Rules Community Division of Labour 
- farnily bonding - Canadii - horne(L1) 
- academic success - Japanese- vs. school (L2) 
- status of LI Canadian 
- parents' limited L2 
proficiency 

Outcome 
- bilingualism 
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Figure 5.8 Michiko's Mode1 

Mediating Artifacts 
- school (Le., hoshuko) 
- others' 'stories" 
- immersion in Japanese 
culture 

ka's L I  leaming 8 Outcome 
- bilingualism 

Rules Community Division of Labour 
- family bonding - Canadian - home(L1) 
- academic success vs. school (L2) 
- expectation to retum 
to Japan 
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Figure 5.9 Tama's Mode1 

Mediating Artifacts 
- textbooks, workbooks, private tutoring 
- visits to Japan 
- Japanese books and videos 
- correspondence with fnends in Japan 

- Shuji, Kimiko 8 Mineko's L l  Outcome 
leaming 8 maintenance - bilingualism 

Rules Community Division ot Labour 
- family bonding - farniiy - home(L1) 
- academic success vs. school (L2) 
-independence 
/self-reliance 
- Tama's Iimited L2 
proficiency 
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Findings 

The following are brief explanations for each element in the activity models of my 

participants (See Figures 5.5-5.9). 

Subjects 

My participants varied greatly in beliefs and attitudes towards L1 maintenance and L2 

leaming. 

Of al1 parents, I found Hiroshi and Yurniko to be the most determuied to raise their 

children trilingually, largely due to the belief that language learning is additive (Lambert, 1975). 

Although Eiko expressed her desire to raise Karin biiinguaiiy, she is not as confident as 

Hiroshi and Yurniko, fearing that L1 maintenance can impede L2 leaming. Eiko believed that 

biiingualism meant twice the workload of monolinguals. 

Naoko seemed to have lesser doubts compared to Eiko in te- of biiingual child-rearing 

due to the successful bilinguai role-models and the positive impact Japanese schooling and 

immersion in Japanese culture had on her son Joh's Japanese leaming experience. 

Michüco seemed to be the most relaxed of al1 participants in te- of language 

maintenance, prioritizing L2 leaniing and C2 acquisition more than L 1 and C 1 maintenance. S he 

believed that her chi1dren readily have access to L 1 and C 1, and an immersion back into C 1 will 

assure L 1 acquisition. 

Tama resorted to LI use at home largely due to her lirnited L2 skills and she clairned that 

she had no other choice. For Tama, LI use was a vital component in keeping her family together. 

Objects 

The objects in this study are the children of my panicipants. Their degree of bilingualism 

seems to depend on the attitude adopted by the parents. Overall, children seem to fair well in the 

education system when they are younger, but language leaming and developrnent become more 

dificuIt when they are older. 

Outcome 

Although ali children are bilingual in one way or another, their degree of bilinguality varied. 

As in Hiroshi and Yumiko's case, their strong positive belief in language acquisition led them to 

resort to particular mediating artifacts to help enhance their children's L1 maintenance as well as 

L2 and L3 leaming. On the other hand, those parents who deemed L1 only as a communicative 

tool for farnily cohesion placed emphasis on oral communicative aspects of L1. 
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Mediating Artifacts 

My participants listed several different mediating artifacts which they believed to be 

conducive to LI maintenance and/or L2 leaming. Some overlap and others do not. The artifact 

common across ail participant was the narratives of other people. Other people's stones were vital 

information source for these immigrant parents. Other artifacts believed to be conducive to L1 

maintenance and L2 and L3 learning include supplementary L1 schools, French immersion 

programmes, successful role-models, immersion in C 1, chiid-care personnel who speaks the target 

language, books, magazines, videos and other mediums, and extra-cumcular activities in Ll . 

Rules 

For al l  of my paricipants, maintaining a cohesive family unit was an integral part of 

bilingual child-rearing. This in tum was defiaed by the parents' lirnited proficiency in English 

(See also Kouritzin, 1999, p. 182). That is, they would not have exclusively resorted to the LI 

usage if they had felt cornfortable with their L2 proficiency. The lirnited L2 proficiency also 

contributed to the sharp schism in the division of labour. Parents deemed home to be an 

exclusively Ll environment, and school was where the children learned L2. This schism is a 

double-edged sword. For example, when children corne to identiQ their parents as speakers of L 1, 

the children adhere to LI use, as in Joh's case. This adherence contributes to L1 maintenance. 

However, as we have learned from Eiko's and Michiko's stories, parents are reluctant to use 

vocabulary which is beyond the comprehensible level of the chiid's, i-e., not providing i+l input 

prescribed by Krashen (1982), and this deters the expansion of Ll vocabulary and therefore the L1 

leuming. In other words, the demand the family places on children for communicative purposes is 

not sufficient to establish a strong L1 system in aii four language skius. 

When there is a clear division of Iabow between home and school, we can f d  into the trap 

of seeing children in an unidimensional way. Corson (1995) writes: 

Success in education is highly dependent on people's ability to 'display' knowledge, 
usuaIIy through the spoken or wntten use of words. Young children's use of the signs 
of a language is often the fmt contact teachers have with them. In later stages of 
education, verbal contact through formal or informal assessrnent is sometimes the 
only link between students and the assessors who declaire their educational fate. (p. 14) 

In an L2-centred curriculum, immigrant children are assessed using the L2 nom, and their L1 

knowledge can be totally ignored. If Pearson, Femhdez, and OUer's (1 993) findings hold, 

immigrant children can be penalized for their srnaller L2 vocabulary capacity. despite the fact that 
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their cornbined L1 and L2 system is comparable to, if not exceeds that of monolingual peers. As 

reported by Michiko and Naoko, children whose home language is not L2 can experience 

difficulties in high school Enghsh classes. In this case, Kei. Risa, and Joh are acadernically gified 

students and their EngLish grades are only slightly affècted. However, not al1 children are so 

fortunate. and the problem may be grave. 

Community and Division of Labour 

The schism between home and school cm have fùrther senous consequences. When 

parents feel that theu L2 is Limite& they are reluctant to associate with the general L2-speaking 

society. This feeling of discomfort was shared by Tama, and other parents also noted how they 

associate very little, if at dl, with other Canadians. This in tum implies that immigrant parents are 

highly unlikely to corne forward and voice their concem to the school. This can further silence 

the voices of these immigrant parents and perptuate the statu quo, and it is the children who 

ultimately suffer and must cope alone with any mcuities at school (Baker, 1996, p. 321; Ada, 

1995, p. 165). Corson (1995), by refeming to Durkheim's philosophy about labour, contends how 

division of labour can silence and exclude participation from nonaorninant group: 

Durkheim emphasizes the integrative value of the division of labour for a society, 
but also its divisive effects in producing isolation arnong workers who are cut off 
from the meaning system of acitivities associated witht he wider social and 
cuùurai relevance, importance, and rewards of their work (1893, pp. 357-37 1). 
(Corson, 1995, p. 9 1) 

Al1 parents want the best for their children, and academic success is important for all 

parents. Knowing and accepting the L2-priviieged schwl system we have, it is understandable that 

the immigrant parents often opt for minimum L1 maintenance. Their utmost concem is farnily 

cohesion, but as long as they are able to communicate with each other, parents expect very Little 

from their children in terms of learning L1 for the fear that L1 leaming inhibits L2 growth 

Fishman (199 1) wntes that minonties are: 

faced by cruel diiernma: either to rernain loyal to their traditions and 
to remah socially disadvantaged (consigning their own children to 
such disadvantage as weU), on the one hand; or, on the other hand, 
to abandon their distinctive practices and traditions. at les t  in large part, 
and thereby, to improve their own and their children's lots in iife via 
cultural suicide. (p. 60) 

Furthemore, Fishman (1991) notes how "the mainstrearn establishment is sirnply unaware of 

minority ethnocultural and etholinguistic aspirations" (p. 65) due to the clear division of labour 
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between immi,pnt families and schools. 

Implications 

As we have seen, immigrant parents' limited L2 is, ironically, instrumental in the decision 

for immigrant families' L1 maintenance. However, when the focus is placed on family cohesion 

and language is viewed merely as a communicative tool, only ceriain skiils are developed (i.e., 

listening and speaking), and the vocabulary growth is Limiteci due to the lack of enough i+l input 

(Krashen, 1982). Immigrant parents are reluctant to actively pursue bilingual child-rearing largely 

due to the systemic LS-centred education which fails to support and reward immigrant families 

frnieba, 1989a, p. 19). 

It is clear that in order to establish a society conducive to biiinguai child-rearhg, immigrant 

families and society at large must engage in dialogues io bring about the desired changes in our 

activity model. That is, the clear division of labour between home and school needs to be re- 

exarnined (Cummins, 199 1 a). 

There are several changes that can be brought forth via better mutual understanding 

between home and school: better recognition and appreciation for LI skills which can be made 

manifest through a supportive educationai system such as credited heritage language programmes; 

communities can become part of the schooling experience for children as weil as becoming a 

provider of information and cormunity support regarding bilingual chiid-rearing; immigrant 

parents can be invited and encourageci to play more active roles in children's education (See Mou, 

Amanti, Neff, & Gonzalez, 1992; Ada, 1988 for successful examples of immigrant home-school 

partners hip). 

It is enlightening to visualize how such a meltdown of the division of labour c m  lead to 

numerous social changes which can facilitate bilingualism in our society. Eradicating the division 

of labour between home and school ineviwly leads to changes in other factors in our activity 

model. The following is a proposed model (See Figure 5.10). 
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Figure 5.10 Activity Mode1 conducive to biliagual child-maring 

Mediating Artifacts 
- school for Li, L2, ... Ln(culturally and linguistically 
sensitive teachers, curriculum that reflects and appreciates 
different languages and cultures, diverse programmes in 
foms of HL, FI, Japanese-Immersion?) 
- teacher education producing cuiturally and Iinguistically 
sensitive teachers 
- forum to exchange stories about child-reanng among 
immigrant families, educators, researchers, palicy makers 
- immigrant parents as a vital reçaurce for programme 8 
curriculum design 8 implementation 
- bilingual personne! as a liaison between parents and 
school 
- access and incorporation of various technology (e.g., 
intemet, videos) 
- immersion programmes such as studyiwork abroad, 
student exchanges 

- children's language leaming Outcome 
and L I  maintenance - mutilingualism 

Rules 
- family bonding 
- validation and 
incorporation of 
immigrant parents' 
input 
- recognition and 
appreciation of LI and 
Cl 
- school-home 
partnership 

Community Division of labour 
- multicultural - home and school (LI, 
- Canadian and immigrant L2.. . Ln) 
families 
- educators, researchers, 
policy makers, parents, 
children 



Chapter 5: Bilinpualism as a Social Phenornenon 127 

Mediating artifacts 

The nature of the mediating artifacts will be different when we establish a partnership 

between home and school. Teachers will no longer hold an L2-centred view where a child's 

accornplishrnent is measured and appreciated using the L2 nom only. Having a solid 

understanding of the language Learning mechanism and the expenences of immigrant children, 

teachers wili be able to give a sound advice to ùnmigrant parents who are in the diffcult situation 

of raising their children in a foreign setting. In tum, by interacting with immigrant parents and 

ethnic communities, teachers will also be able to gain a profound understanding and appreciation 

of immigrant families' experiences (Ada, 1988: MON, Amanti, Neff, & Gonzalez, 1992). This 

understanding and appreciation could then be reflected in the curriculum and programme design 

which perceives multilingualism and multiculniralism as an asset in our education (Curnmins & 

Danesi, 1990). 

By acknowledging the important role that the exchange of stories plays in people's lives, 

forums could be established where immigrant parents could share their ideas and experiences with 

each other and with teachers, administrators, policy makers, and researchers. This is particularly 

important if we want to re-examine and challenge our c m n t  L2-priviledged education system 

from a very different standpoint. Corson f 19%) explains by using Bourdieu's notion of 

"habitus": 

pourdieu's] special tenn'habitus' names a system of durable dispositions at the core of 
a person's behaviour. He argues that the habitus shared by memebers of dominant groups 
permeates every aspect of formai education. This limits the educational opportunities of 
people from non-dominant groups, because the schwl demands competence in the 
dominant language and culture which can only be acquired through family upbringing. 
Whüe education might not openly stress this cuture, it implicitly demands it through its 
definitions of success. So groups who are capable of transmitting through the family 
the habitus necessary for the reception of the school's messages, corne to monopolize 
the system of schooling. Those with alternative dispositions, or habitus. have little 
purchase on the culture of education, or on the social rewards that that culture makes 
available. (p. 18) 

Technology was also found to be an important part of bilingual child-rearing. Access to 

L 1 videos, books, CDS, magazines and so on provides and increases opportunities for the children 

to engage in meaningful activities in which L 1 acquisition acts as a tool to retrieve information and 

add to the cultural literacy in Cl. 

As in Joh's case, immersion in Cl is perceived to be a powerful motivating force for 

leaming L1. Exchange programmes promoting L1 and Cl leaniing for immigrant children would 
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be ideal for children to increase their eagerness to l e m  L1. 

Rules 

As we have seen, family bonding is the most si gnificant factor contri buting to the decision 

to rear children bilingually. Fishman ( 149 1 ) notes how family bonding is an essential component 

in language maintenance, providing naturai boundary against extemal "noxious influences" (p. 

94). It would be disastrous and irresponsible on the part of educators to advise immigrant 

families to concentrate on L2 use at home without acknowledging the importance L1 plays in 

maintaining family cohesion in immigrant families. 

Knowing that school rewards children very little for their L 1 knowledge, many parents 

still continue to silently and discreetly use L1 at home (Cummins & Danesi, 1990, p. 35). We 

found their eagemess sternrned mainly from the desire to maintain strong family bonds. 

However, there is another factor that plays a roie in the motivation to maintain Li: that of the 

social status of L 1. 

For exampie, Eiko questioned whether she would have insisted on L1 use at home if the 

Japanese language lacked the social status, largely due to econornic prospenty, it enjoys today 

(See Baker, 1996, p. 57). In other words. there seems to be a discrepancy between what school 

and society appreciates and recognizes: our education system privileges L2 learning, but Our 

increasingly global society recognizes the importance of multilinguaiism (Cummins & Danesi, 

1990). Many parents such as Hiroshi see beyond the immediate necessity and deem language 

Iearning to be a fruitful endeavour. 

Factors Influencing LI  Maintenance 

It was found that certain factors were conducive to LI leming and maintenance whereas 

some other factors discouraged it. Table 5.1 is a sumrnary of findings. 
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Table 5.1 Factors influencing L 1 maintenance 
- -- 

Factors fostering Japanese leaming & 1 Factors deterring Japanese learning & 
maintenance / maintenance 

- desire for family cohesion i ~2 focus at school I - 
- high social status of L I  - myths about multiple language leaming 

-increasing globalization / - demand on children & parents 
i 

- access to various mediums (e.0.. videos, CDS, / - lack of supportive network for parents (e-g.. 
tapes. books, magazines) 1 lack of partnership between home and school) 

- frequent trips to Japan (Le.. immersion in Cl) 1 
- L I  school (Le., hoshuko) 

- successful role-models & stories of other 
parents 

- parents' limited L2 

Al1 parents noted how maintainhg family unity was important to assure their family's well- 

king. The limited L2 skills on the p a ~ ~  of parents forced them to resort to LI use at home, which 

led them to rigidly follow the "one-parent one-language" model, which seems to contribute to the 

children's L1 learning. In order to increase the opportunities to L1 leaming, some parents had 

their children attend supplernentary L1 schools and eagerly sought information from other 

Japanese immigrant parents who were also stmggling to raise their children in a foreign country, 

as well as from other authoritative figures such as teachers. Access to artifacts such as videos, 

CDS, tapes, books, and magazines were also seen as a vital cultural and linguistic resource in 

facilitating LI and C 1 learning and maintenance (Cf. Table 2.1, Conklin & Lourie, 1983). 

However, as Eiko pointed out, the high social status Japanese language enjoys together 

with the increasing globalization of Our society motivate parents to actively pursue bi- and trilingual 

child-rearing, despite the lack of appreciation, recognition, and support from schools which only 

reward L2 cornpetence. Without a supportive built-in system in our society that eradicates myths 

about multiple language learning, the onus of bilingual child-rearing will large1y rely on the 

immigrant parents themselves, who stniggle in isolation and in doubt in raising their children as 

successfbl bilingual adults. 

Our education system is fading to acknowledge the assets immigrant children bring to our 
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school system (Tmeba, 1989b). Yet ironically, Canadian society is in need of multilinguai, 

multiliterate citizens to advance our position in the global market (Curnmins & Danesi, 1990). As 

it is, parents are caught in a bind, trying to decide whether to adopt a short-term goal irnposed by 

our education system and concentrate on L2 development, or to envision their children's potentiai 

beyond school and continue to maintain LI (Fishman. 1991, p. 60). 

Once immigrant parents can conceptualue and identiQ the factors influencing their 

language poiicy at home, they can become more autonomous and in control of the outcome of their 

children's language leaming (Ono, 1994, p. 12 1). Their heightened awareness can become an 

impetus to bnng about desired changes in other aspects of the activity model. Only when these 

parents can negotiate their neds  and goals with teachers and researchers c m  meaningful and 

practicai artifacts emerge (See Figure 5.10). 
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CHAPTER 6 

Discussion 

For the participants in this research, knowledge of the Japanese language was deemed CO be 

a tool for communication, and not an effort was made to bring upbilinguals per se. It was an 

important tool which assured meaningful communication between the parents and the children, 

allowing parents' values and beliefs to be passed on to their children. 

What is remarkable is the role a supplernentary school such as hoshuko played in 

supporùng language maintenance. As we saw, continuity in attending a supplementary school is 

not easy to achieve, yet in terms of language and cultural leaming, it seerns to exert strenaghs in 

supporting parents' wishes for their children's LI leaming. However, counter-forces against 

attending supplementary schools are numerous and complicated. As children get older, they 

become busier with x h m l  snd extra-curricular activities and start to feel burdened by the 

seemingly "extra" work they must do to keep up their LI, as noted by Naoko. Sacrificing a i l  day 

Saturday, and spending the rest of the week doing homework for the supplementary school while 

attending the "regular" school may be a lot to ask from children. Because of their concerns for 

the well-king of their children, many parents like Eiko and Michiko choose to discontinue their 

c hildren ' s Japanese schooling. Their decision to do so is understandable, knowing that their 

primary reason for choosing to teach Ll to their children was to assure strong family bonding. 

That is, as long as they were able to cornmunicate with their children, they were content. This, I 

believe, is where a major problem lies. 

Nature of Language Used at Home 

Vygotsky (1962) and Wertsch (1985), arnong others, talk of how speech acts influence our 

thoughts. In other words, as long as meaningful oral communication is guaranteed, the thoughts 

are influenced as well. This is what the parents want to achieve with their children - to assure 

meaningful communication between the parents and the children and maintain dose family unity . 

The trap is, both the children and parents f a i  cornfortable as long as they can communicate 
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with each other. This is, according to Cummins' interdependence mode1 (1979). not enough to 

build on L1 to achieve mutual academic growth between L1 and L2. 

Furthemore, children's vocabulary growth can be affected by the nature of caretaker 

speech. If the focus is on meaningful communication between parents and children, it is 

understandable why parents avoid using elevated vocabulary, or to use Krashen's ( 1980, 1982) 

term 'i+l' input. to foster language growth. Pearson, Femhdez, and Olier (1993) reported that 

bilingual children's vocabulary was comparable in size with the monolingual counterpart overall, 

but in each language the vocabulary size was found to be smaiier than that of monolinguals. 

"Vocabulary discontinuities" (Conon, 1995, p. 8) affect immigrant chiidren on two different 

levels: fmt, the genre between home and schwl language use is different, and second, entirely 

different languages are used at home and at school. 

This is where an out-of-home context becornes crucial in fostering L1 growth. Schwls 

such as hoshuko and heritage langage programmes can compensate for the lack of L1 written 

input at home. Similarly, immersion in Japanese culture dernands that immigrant children cultivate 

their L1 skills which are not part of their learning, as evident in Kei's acquisition of keigo or the 

Japanese honorific form. 

As shown by Hiroshi and Yumiko, a long-term vision which looks beyond the children's 

imrnediate schooling expenences is important in maintaining the motivation to continue child- 

rearing using LI. The school system may not reward immigrant chiidren for their L1 skills, but 

our society is in need of multilingual, multicultural individuaIs in the midst of increasing 

globalization (Cummins & Danesi, 1990). 

1 believe sharing some of the SLA research fmdings with immigrant parents is a step in the 

right direction. However, knowledge about SLA theones alone will not be enough to motivate 

these parents to continue L1 maintenance for the generations to corne. As pointed out by Eiko, 

powerful and positive exarnples of bilingual child-rearing are largely missing in these parents' 

lives. RoIe-models which can support and validate what they are doing now and show what they 

can do in the future are needed. 

Challenges 

Finding good role-models is a challenging task, largely for two reasons: fmt, parents' 

passivity in confronting the exclusionary nature of nsearch and policy-making, anà second, the 
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lack of forums to exchanp information and opinions with others. 

Passivity on the part of immigrant parents 

The passivity of immigrant parents was felt on numerous levels before and throughout the 

data collection process. As I approached several possible candidates, a cornmon response was that 

they had nothing special to share with me. This reflects the lack of social recognition given to what 

these parents are doing, as weii as the lack of reflective practices these parents go through. Their 

taci t knowledge (Polanyi, 19%) and their manner of exercising their intelligence (Dewey 1 974b) 

by making meaning out of their experiences (Bruner, 1990; Olson & Bruner 1996; Comeily & 

Clandinin, 1988, 1990) are not given the credit they deserve. 

By conducting this study 1 was hoping to document the rich insights these immigrant 

parents possessed in terms of raising bilinguals and trilinguals. However, it was a more difficult 

task than 1 had fmt anticipated, not so much because these parents were not exercising intelligence 

in child-rearing but rather because of their lack of self-confidence. 1 had to begin with validating 

the wisdom of their decisions and experiences. What was strikuig to me was how immigrant 

parents worked in isolation and feelings of selfdoubt as they raised their children. My initial 

naXve assumption was that these parents were quite proud of what they were doing and were very 

wiliing to share with me their expertise in raising bilinguai children. However, this was not the 

case. Certainly all of the parents 1 spoke with were quite pleased with their children's Linguistic 

and academic performances. However, they felt somewhat resendul of their reasons khhd 

bilingual child-rearing: that it was out of necessity, or for the good of themselves, as shared by 

Eiko and Tama. Moreover, 1 was unable to solicit participation of those parents who are raising 

their children monolingudly, again perhaps they perceive themselves as failures. This is an ironie 

outcome: if you raise your children as monolinguals, you may perceive yourself and your children 

as failures; even if you do succeed in raising bilingual children, you are resentful of the selfish 

motivations, even though you admire the outcome. Such negative perceptions need to be corrected 

if we want to ensure language maintenance for the generations to corne. 

Lack of forum to exchange experiences 

This lack of self-celebration, I believe, stems from the isolated nature of the child-rearing 

process for these immigrant families. Because of the schism between school and home Life, largely 

due to the language bamier, cultural mismatch, and the independent institutional system of schools, 

school personnel are hardly in the position to recognize, appreciate, and support home language 
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use (See Fishman, 1991, p. 65). Aiso. within the Japanese community, there is a lack of forum 

where the experiences of other parents and information about language leaming cm be exchanged, 

in order to heighten awareness, share and accumulate knowledge, and receive recognition and gain 

confidence they duiy deserve. 

So, what can schools and comrnunities do? 1 believe it is not enough to invite these parents 

into the forum of discussion. They are. as they are, too disempowered to make any kind of 

contribution, and their passivity wiii only persist. As shared by Tarna, the inviting nature of 

Canadians in discussion wili, although appreciated, only create pain and discodort for immigrant 

parents who cannot fdly articulate and share their thoughts in L2. Instead of making token 

gestures to incorporate immigrant parents, one suggestion is to view these parents as the 

possessors of what MOU, Amanti, Neff, & Gonzalez (1992) call "funds of knowledge" and have 

curriculum and pedagogy, at least in part, evolve around the knowledge of the immigrant parents 

(Also see Ada, 1988; C u m m . ,  1991a, p. 380). As we have seen, Hiroshi was involved in a 

similar endeavour, king invited to teach Japanese painting at Yuki's school. Similady, other 

immigrant parents are also invited to share their wealth of knowledge. For example, Chinese is 

king taught as an extra-curricular activity, again taught by an immigrant Chinese parent. These 

parents are not seen as peripheral figures but play active roles in schod. This not oniy promotes 

self-confidence and self-worth in these parents, but fiords them access to school, allowing them to 

have closer contact with the teachers, which, in turn, acts as a forum for the active exchange of 

knowledge as weli as a chance for teachers to recognize and validate the contributions made by 

these immigrant parents. 

Implications 

This study offers important implications in the domain of teacher education and ethnic 

comrnunities. 

Implications for Teacher Education Programmes 

On the level of pedagogical practices, we see the importance of educating prospective 

teachers from the very beginning of their training in gaining "a correct" understanding of the 

language leaming mechanism and in king open-minded about the resources they have at hand in 

educating children from diverse backgrounds. The teachers should be encouraged to exercise their 

creativity in teaching and collaborating with parents and the community (Cummins, 1996; Nieto, 
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1996). At the same tirne, it is a huge task, if not an impossible one, to meet aii the needs of 

irnmigrant families. It is unredistic to expect the schuols to respond to each immigrant's need in a 

multicultural metropolis such as Toronto. The schools would simply cease to function. However, 

correspondence with the ethnic community, as we have seen, is important, even essential, in 

irnproving our school system. Corson (1995) notes how "educators need to moderate the 

discontinuities that exist between home and schooi as much as possible, and make schools more 

organic to their socioculturai communities" (p. 2). In order to circumvent the difficulties of 

communication between the ethnic communities and the xhwls, one solution may be to have one 

large ethnic representative organization formed, made up of representatives from each ethnic 

communiîy. This way the immigrant families' ne& can be summarued and represented in 

general. A more meaningful and effective rneans of enhancing communication between immigrant 

communities and society at large may be to bring in a bilingud and bicultural individual, perhaps a 

researcher or administrator, who can act as a mediator between the two. 

Implications for the Etbnic Communities 

As for the ethnic comrnunity. in this case the Japanese community, it is important for the 

immigrant families to be weli-inforrned of the consequences of language loss and the benefits of 

language maintenance so that they do not remain helpless and discouraged (Curnmins, 199 la, 

p.379; Ono, 1994, p. 12 1). There are a few key figures in the Japanese comrnunity who play a 

crucial role in disseminating information on language Iearning mechanisms by giving workshops 

and lectures. This is definitely an important element in assisting language maintenance but I 

believe it is not enough to share the "how-to's" of language leaniing. That is, these workshops 

have concentrated their attention on the children alone. Although in ment years srnail 

organizations have been formed, initiated by Japanese immigrant mothers, it is the duty of experts 

in language teaching and learning to validate and appreciate these immigrant parents' efforts. 

Limitations 

Having only a very small sample of immigrants, it was not this study's intention to 

represent the experiences of immigrant parents in a comprehensive way. Rather, I wished to 

preserve the contextuality in terms of setting and time, and give a rich description of what some 

parents actually go through in raising their children. How people interpret these stories and what 

they eclectically choose out of the text is up to them, much ldce lmking at a painting and 
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interpreting it in one's own meaningful way. 

The stories of my participants are inherently connecteci to ather people's stones 

sunounding hem: their children, teachers, fiiends, community, and so on. Given the Limited scope 

of the study, only immigrant parents were intervieweci hem. However, the p i c m  could be made 

more vivid and powerfd by expanding the discussion to other realrns in these people's lives, 

especiaily the lives of chiidren. Similarly, if voices could be documented over t h e ,  our 

understanding of the phenomenon of biiingualism and language policy could be enhanced and 

would bener reflect the societal changes which are always in aux. 

This study focuses only on families with both the mother and the father as fmt generation 

Japanese. However, the demography faces constant changes with the changing of t h e ,  and 

documentation of other ethnic couples as weil as inter-ethnic couples may be caiied for to reflect 

the increasing diversity in our society (See Okamura-Bichard, 1985; Yamamoto. 1995). 

It is worthy of note here that aii chiidren of my participants are academidy successful at 

school. This fact obviously plays a key role in the decision pertaining to language usage at home. 

Would the families have abandoned L1 maintenance and resorted to exclusive L2 usage if the 

children were not performing well at their Canadian schools? As documented by Rodriguez 

(1982), L2 knowledge and academic success are seen by many as indispensable tools for climbing 

the social ladder (See also Wong F i i o r e ,  199 1 b, p. 52). 

The generai belief that L1 maintenance is a hindrance to L2 1eaming and therefore a 

hindrance to academic success, as refiected by remarks made in the autobiography of Rodriguez 

(1982)- is still held by some, including the educators advocating for exclusive English usage at 

home as mentioned by Eiko, Hiroshi, and Tama. In Eiko, Hiroshi, and Tarna's cases, the parents 

were equipped with information or belief wbich overtumed such a misconception. However, as 

reveaied by the sad cases shared by Naoko and Michiko, some parents fa11 victim to seemingly 

good gestures on the part of educators. It is my hope to correct such misinformation and 

counteract the perpetuation of myths about language leaming. 

Disseminating Information 

1 applaud al1 my participants for their will and effort to raise bilingual and trilingual 

children. As we wiii see in the following chapter, despite some ill-advice coming from educators, 

these parents were able to exercise their own choice for language maintenance. Although these 
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parents made their choices for bilingual chiid-rearing based on the stories they had heard from 

others and on positive exarnples of bilùiguals they have seen over the years, 1 am concerned with 

the haphazardness, or the sheer "luck" many immigrants have in making their decisions. There 

largely lacks a systematic and efficient forum to disseminate research findings and where 

educators, researchers, and poiicy rnakers can corne to exchange their views freely with immigrant 

parents. in my journal 1 wrote about the impact a book on bilingualism had on one of my 

participants Eiko: 

She (Le., Eiko) repeatedly said that it wos a "shocking" experience for her to read 
the book (i.e., Ono's (1994) book on bilinguaiism). 
She said she's never even thought of problematizing the issues in SLA. That is, 
she said she's never given serious, profound thought to this issue ... She said, 

"the book answered many of he things which we (immigrant mothers) have noticed 
but never knew why that was the case. (May 27,1998) 

1 hope my research will heighten awareness of the pressing need that exists for disseminating 

correct and relevant information to immigrant parents. 

Concept of Research 

I experienced struggle as 1 conducted this research, largely due to the misconceptions my 

participants as weii as my colleagues had as to what constitutes "research". My participants 

showed surprise as 1 explained to them that al1 1 wanted them to do in essence was to share their 

experience, or their "stories", with me in a casual manner. For them, conducting experiments and 

answering interview questions constitute "research". 

On an acadernic level, 1 stmggled to work in four domains which seemed to be rather 

discomected from each other sociocultural theory, narrative inquhy, critical pedagogy and 

second Ianguage theories. It was a chalienging task for me to synthesize the four into a cohesive 

and meaningful whole. However, this was indeed a very important task for me because 1 believe 

there is a lack of the interdisciplinary approach (Wertsch, 1985, p. 2) where "a single set of 

explanatory principles cannot provide an adequate interpretation of change" (Wertsch, 1985, p. 

20). 

Creating New Visions, New Possibilities 

On a fmal note, 1 stili see the dominance of quantitative research presiding over the field of 

second language education. 1 do not wish to negate the contributions quantitative research offers, 
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but to sound a waming that: 

... our own perceptual and cognitive understanding of the world is in large part 
shaped and changed by the representational artifacts we ourselves create. We 
are, in effect, the products of our own activity, in this way; we transform our 
own perceptual and cognitive modes, our ways of seeing and of understanding, 
by means of the representations we make. (Wartofsky, 1979, pp. x x - f i )  

If we perceive research paradigms to be examples of artifacts we create and use, it is apparent that 

adherence to one approach wiil not emancipate us enough to explore the notion of language 

leaming in different ways. Cummins (1999) contends: 

Experimental and quasi-experimental research is an appropriate 
approach to inquiry but by itself is iimited in its abiiity to answer the 
major policy-related questions in the education of linguistic minority 
students. (p. 32) 

1 believe that qualitative research can add powerfui, rich insights into the quantitative research 

prevalent in our field. Code (1997b), including a quote from Keith (1996, p. 7) notes how: 

we need "a new discourse that joins the thcmes of collaboration, care, 
cornmitment and cornrnunity CO those of difference, equity. rights, dialogue, 
and a wider sense of cornmunity." The new discourse should enable the 
marginalized and silenced to speak and facilitate "recognition" and the 
development of relationships. (p. 150) 

Exchanging narratives can initiate such collaborative endeavour. 
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Conclusion 

This research is an attempt to unveil how social factors play a powerful role in promoting 

language learning in some irnrnigrant households. Through this research 1 now envision 

bilingualism largely as a by-product of social forces, where immigrant parents are more or less led 

to make a particular choice from the available options and resources. Although they have long 

been neglected and are often excluded from academic dialogues (Soto, 1997), these parents were 

found to be exercising active and intelligent decision-making on behalf of their children. 

Furthemore, these parents c m  play a crucial role in expanding our insight into the process of 

language leaming and maintenance. Appreciation of their contribution is important, as it is 

becoming "increasingly difEcult, if not impossible, to control cornplex, modem education systems 

from a single centre" (Organization for Economic Cooperation & Development (OECD), 1986, p. 

23, in Conle 1997, p. 138). 

Language Maintenance as a Result of Cultural Forces 

Wertsch (1985, p. 20, p. 22) notes how "biological forces can no longer be viewed as the 

sole, or even the primary, force of change." That is, we are the products of three complex lines of 

development: evolutionary, histoncal, and ontogenetic (Vygotsky & Luia, 1930, p. 3, in Wertsch, 

1985, p. 27, p. 41), and "mental processes may have emerged partiaily in response to cultural 

pressures" (Wertsch, 1985, p. 30), that natural h e  of development is theUraw materials" that are 

transformed not by biological but cultural forces (Wertsch, 1985, pp. 43-45). As Leont'ev (198 1) 

notes, our consciousness is a product of the sociev we live in: 

... consciousness is not given from the beginning and is not produced by nature: 
consciousness is a product of society: it is produced. (pp. 56-57, in Wertsch, 
1985, pp. 63-64. Emphasis in the original) 

1 feel that the inclusion of immigrant parents in educating their children is a necessity in order to 

establish a coonsiousness that meets everyone's needs in a democratic way. 
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Importance of Language Learning and Maintenance 

The immigrant parents in this study expressed their pnmary reason for L1 usage at home 

as king to establish and maintain f d y  unity. Language not only fulfds practicd, instrumental 

purposes but it also plays an important mie in shaping our beliefs and in tum our actions. 

Vygostky (1934) notes: 

the speech of adults surrounding children, with its constant, detenninant 
meanines, detemiines the paths of the development of children's 
generaiîzations, the circle of formations of complexes. 
(p. 133, in Wertsch, 1985, p. 107) 

Therefore it becomes crucial for the adults to impart their speech system to their children if the 

parents want to maintain a healthy, close relationship. However, having iistened to the voices of the 

six parents in this study, we corne to learn how parents feel isolated and unappreciated in their 

endeavours to raise their children bilinguaiiy or trilinguaily in our society. It seems that bilingual 

and trilingual child-rearing is a lonely, solitary endeavour, not noticed or appreciated by the public 

at large. 

Given the importance of famiiy bonding these parents ascribe to the L 1 usage at home, it is 

understandable how some parents regard L1 writing and reading skilis as less important than Ll 

speaking and listening skills. When we thuik of family context, family members rarely use written 

means to communicate with each other. Their interaction is largely done through speech, and the 

cultivation of reading and writing skills as weU as learning and using of elevated vocabulary are not 

necessary in sustaining family bonding (Ono, 1994, p. 42, p. 84). Because the focus of these 

parents is to carry on a meaninfil communication with their children, efforts specific to language 

growth such as to expand their chiidren's vocabulary by using i+l input (Krashen, 1980, 1982) 

are not actively pursued. This offers a possible explanation for the failure of language 

maintenance over generations. 

Furthemore, with the lack of information about SLA, supportive networks, or forums to 

voice opinions and concerns as well as to recognize and praise the efforts of the immigrant parents, 

immigrant parents can fa11 into the trap of giving up or not foiiowing through with their decision to 

raise their children using L1. As long as the discourse with school and public at large is kept to a 

minimum, or worse, no discourse at A, immigrant parents must endure the loneliness and 

hardships of raising their children bilinguall y. 
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Narrative as a Powerful Mediating Artifact 

Wertsch (1985, p. 19, p. 79) notes how fundamental "revolutionary" shifts in our 

knowledge occur somewhat abruptly instead of in steady quantitative increments. Narratives 

people engage in recognize this. as the stories are told with a plot and a climax (Connelly & 

Clandinin. 1988, 1990). Instead of recaiiing their past experiences in a facnial, chronological way, 

people emphasize certain events that they feel are accountable factors which influenced their values 

and the choices they make. This rnaking sense of their experience is an intelligent process 

(Dewey, 19 16b) enacted by conscious realization (See also Wertsch, 1985, p. 26). 

When these narratives are shared or exchanged with othen, they act as a stimuli or catalyst 

to evoke further dialogue, contributing to the discovery of knowledge embedded in narratives 

which transfonn us, subsequentiy causing changes to take place within us and af5ecting the nature 

of our contributions in our future exchange of narratives (See Wertsch, 1985, p. 63, p. 65, p. 66). 

When the roles of narratives are seen as a powerful mediating artiiact which we use and in hm 

contribute to our soçiety, we corne to see narratives as a valuable tool - a mechanism for 

sociocultural change (Wertsch, 1985, p. 56). 

Although we recognize the importance of and encourage such things as parental 

participation (Coehlo, 1994), very few changes have k e n  taking place in our school system. Code 

(1989) wams that "theoretical abstractions stay in the i o m  of slogans unless they become 

'narrativized' and become part of Our personal and professional 'stories"' (p. 30). A similar 

claim is made by Hamilton (1996) who found that teachers' beliefs in rnulticulturai education are 

not necessarily reflected in their acnral teaching practice. 

Because of the lack of communication between the immigrant parents and the dominant 

society, such exchanges of personal and professional stories are largely missing. Such a schism 

between home and school hinders the inteiiectual growth we can gain from active narrative 

exchanges. Dewey (19 l6b) notes: 

Intellectual growth means constant expansion of horizons and 
constant formation of new purposes and new responses. These are 
impossible without an active disposition to welcome points of view 
hitherto alien. (p. 399) 

Different and, at times conflicting, views held by parents and schools can be seen as assets 

rather than obstacles because: 



Chapter 7: Conclusion 142 

heterogeneity may, in fact, help us recognize who we are, 
when we think together with people whose values and histories 
are different from our own. Difference does not necessarily preclude 
a shared sense of being engaged in an enterprise together, 
and this is where we can take kart in today's multiethnic 
contexts. (Code, 1997b, p. 150) 

Narrative discourse has the power to bond quality across differences (Code. 1997b. p. 15 1). 

Instead of making decisions and designing and implementiag a support system on behaif 

of immigrant families, it is logical and essentiai to invite people who are affected by decisions have 

a stronger hand in makiog them (Conle. 1997b. p. 137). We need to recognize, appreciate, and 

explore the story each parent, administrator, policy rnaker. and teacher brings to the common task 

of creating an education system conducive to a multiple language leaming and L1 maintenance 

(Code, 1997b, p. 149). 
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(English Translation) 

I've taked about bilingualism as it came to my mind as one immigrant mother. It provided an 
enjoyabie time for me, having to re-examine my own child-rearing experience. 

As I've mentioned to you, raising a bilingual chiid was something essential for communicating 
with my daughter since my own English skills are limited. 

However, as 1 learned fiom various sources, 1 came to the reaiization that it is not enough to have 
Japanese-speaking parents in order to acquire and maintain Japanese within an English-speaking 
country. Much the same as the Japanese children who need to attend school in order to acquire 
reading and written skills, the smae is tme for leamhg English in Canada. 

That is, in order for Karin to becorne bilingual, it is certainly an asset to have Japanese parents but 
that alone does not guarantee bilirigual development. 

In order to assist in Japanese leaming, we resorted to such things as hoshuko and Kumon. 

Fortunately Karin enjoys reading, and this has proved to be a big asset. Karin is 12 now, but the 
fact that she can read, write, and spe& at her age-level is, aside from the studies mentioned above, 
largely because she is the only child. Things iike watching Japanese videos, reading Japanese 
comics and books are large and enjoyable part of her Me, as much as or even more than watching 
(English) movies with her Canadian ftiends. 

You mentioned to me once about Whorfian hypothesis, how it is believed that hunian cognition 
may be shaped by language. Language is the creation of culture, an artifact shaped by customs. 

Comparing with children with Canadian set of parents, Karin inevitably has disadvantage not only 
in terms of Ianguage but also in tenns of culture. 

As she is raised by Japanese parents, she, whether she likes it o r  not, will adopt Japanese way of 
life. 

As she attends school, I'm sure she will come to reaiize the gap between the Canadian and 
Japanese ways of thinking. Such friction is beginning to show at home and is providing us with 
food for thought. I'm sure the world will becorne even smaiier and a time will come when our 
society will be even more diversifiecl. 

This rneans that Karïn has been placed in a situation fiom a very young age to think about these 
things. Would it be an exaggeration if 1 say that bilinguaiism is a pre-requisite if she were to grow 
up to treasure these differences. 

If 1 may add about my own feelings, the fact that 1 am raising a child here in Toronto makes me 
think about many things pertaining to education and discipline. 

If we lived in Japan, I'm sure 1 had struggles much like other ordinary Japanese. However, 1 
enounter such a great ciifference in thinking (values) with Canadians and people of other ethnicity. 
What is important - whether my belief is correct - what is necessary now - I feel that 1 need to go 
back and re-examine the basic components of what comprise us as humans and as parents. 

There are simply just t w  many ethnicity to be able to label something as "ordinary" or 
"standard". 

1 hope that the various experiences I'm going through now would prove to be benefitial not only 



for me but also for Karin. 

1 am happy to know that my humble opinon about child-rearing was useful for your thesis. 

Like 1 mentioned to you eariier, 1 too am eager to leam about your own valuable expenences 
( p w i n g  up as bilingual). Please do continu= to keep in touch as your former participant in your 
research.. . 

Eiko 
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(English Translation) 

About Language Education for Our Children 

You invited us to participate in your research since you are studying about language education, but 
we too were curious to leam how you yourself became proficient in English and Japanese. 1 
wished to freely exchange opinons with an expert like you and re-think about the whole notion of 
bilingual and trilingual education. 1 also hope that this would be useful for others. 

We hope our two daughters to come to understand the three languages, English, French and 
Japanese, and we have several rasons for this. As an immigrant, although 1 know English enough 
to get by, 1 aiways wish 1 had better English skills. TIiere are many times when 1 feel isolated or 
humiliated due to my insufficient English proficiency. As 1 thuik how much energy 1 require to 
encourage myself in order to lead an active life, 1 wish my daughters would be able to participate 
and contribute to the society much more smoothly. If that *s the case, some people might note how 
it may be better perhaps to concentrate on English education since this is an English society. 
However, we feel that our lirnited English skills are not sufficient to raise our children in English. 1 
also feel that, in order for the (Japanese) parents to pâss on the valuable skills to the children, it is 
essential that the children acquire Japanese. 1 also hope that they acquire (not only the language 
but) Japanese culture and wisdom. 1 feel that it is out duty as parents to discipline and nurutre our 
children. There was an instant that lefi a vivid impression on me when 1 was tallung with a person 
working for Amnesty International (*organization involved in racial issues). She advised me to 
teach the mother tongue to rny children because without the cornmon language, children will come 
to m e n t  the non-English speaking parents, leading to such things as delinquency and mnning 
away from home. Her story striked a chord with what we have believed in ourselves and this 
confmed  that we were on the nght track. 

1 also heard fiom other Japanese immigrant parents how their children lost the ability to speak 
Japaense when they discontïnued Japanese study. The children failed to communicate with their 
grandparents when they visited Japan, and the parents were accused by the grandparents as "Not 
providing quality education". He explained how he failed in his endeavour to raise a bilingud 
child but he encourageci me to raise my chiidren bilingually . 

It might seem that we are too ambitious, wanting our children to d s o  acquire French, but perhaps 
because of our personaiities and our occupations, I wanted the children to come to appreciate the 
culture which produced so many masterpieces in the field of arts and literature. In order to do this 
language knowledge is essentid so 1 wished them to study (French) from a very early age. 

However, a few people have pointed out the danger of becoming a semilingual, and (in order to 
avoid this) it becomes necessary to provide opporhmities where the children can actuaily use the 
language they are studying. As a result, it becomes necessary to participate in the society of 
Japanese-Canadian, Canadian, and Francophone. 1 don't know what will become of this, but 1 
think this is the process of becoming an "internationalist". 

Although we are being careful to avoid semilingualism, we feel we are immersed in an 
unpredictable situation and 1 hope that researchers would advance the studies in the field of 
language education. 

When we compare the Japanese and Canadian education systerns, we tend to compare the current 
Canadian situation from that of Japanese education we received years ago and this does not 
necessarily lead to a fair comparison, but 1 like the fact that the Canadian system provides many 
opportunities where the children can express themselves (such as "show and tell") and where the 
children can work collaboratively in groups. It seems that they don't go on long schwt trips but 1 
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like the fact that the chiidren gets to visit places like frre haU and post office and l e m  about things 
that are community-based. On the other hand, 1 think schools in Japan provide extra-curricular 
activities that encourage children to pursue interests and study such things like music, culture, and 
sports in a very specialized way. 

1 simply wrote things that came up to my mind, but 1 hope you fmd this useful. 



Appendix C 162 

APPENDIX C 



Appendix C 163 



Appendix C 164 

(English Translation) 

Raising Children as Monolinguals, Biiinguals, and Trilinguals: 
Japanese Immigrant Parents' Language Policy at Home 

The Ontario Institute for Studies in Education 
University of Toronto 

Mitsuyo Sakamoto 
e-mail: msakamoto@ oise.utoronto.ca 

Raising a child in a foreign land must be a task fuU of challenges, given the fact that child-rearing 
alone is a phenomenal task. Deciding what language to use at home is a choice parents must make 
responsibly. Whether to raise your children using EngIish, Japanese, or both; how did you corne 
to rnake the language choice? 

Up to now, language education has been studied by acadernics and educators alone. However, I 
strongly feel that those who are actuaily raising their children in a foreign country have rich 
experiences and profound insights in tbis field. Therefore 1 wished to learn about your 
experiences and analyse them by comparing them to what 1 have been studying in the field of 
applied- and socio-linguistics. 

Specifically, 1 intend to do the foiiowing: 

1) To rneet once a week for one to two hours 
The content of the interview can be about anything such as your surprises, disappointments, 
womes. The information wiii be kept confidentid but 1 wish to tape record our conversations and 
transcnbe them, as well as to share my own opinion (such as the points that resonated, felt puzzied, 
need further clarification) to further our discussion. 1 hope to coliect the data for maximum six 
month duration, but you may withdraw at anytime. Furthemore, only my thesis conmittee 
rnernbers and yourself wiii have the access to the recorded cassette tapes and transcripts. 

2) To keep a journal (does not need to be long) 
Because we will only be meeting once a week, 1 hope you would note down things that occwred to 
you or about special events. 1 hope to incorporate this information when conducting interviews. 
Furthemore, 1 believe 1 will be able to better understand your current situation if you could share 
with me other materials such as famiiy photos and home videos. 1 also plan to keep a journal 
myself for the duration of the data collection, so 1 hope to share this with you too. Again, your 
journal will not be exposed to others as mentioned in (1). 

The data collected from (1) and (2) wiii be anaiysed at a later date, written and presented as a thesis, 
and if you choose to do so, I will be using a pseudonym instead of your actud name. 1 also hope 
to consult with you for the tnithfulness and the appropriateness of the content. 

1 wouId be gratefbi if you are interested and would be willing to participate in this research. Please 
take a moment to give the information for the foliowing: 

1, , will participate in this research (Japanese Immigrant Parents' 
Child-Rearing Experiences). I reaiize that 1 may withdraw from this research at anytime if 1 
choose to do  so. 

(date) (signature) 
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Address: 

Telephone No.: 

If you have any questions, please feel free to contact me at (416)425-9288 or by E-mail 
msakamoto @oise.utoronto.ca. 
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Raising Children as Monolingual s, Bilingauals and Trilinguals: 
Japanese Immigrant Parents' Language Policy at Home 

Mitsuyo Sakamoto 
The Ontario Institute for Studies in Education 

University of Toronto 
e-mail: rnsakarnoto @ oise.utoronto.ca 

Raising a child in a foreign land must be a task full of challenges, given the fact that child-rearing 
alone is a phenomenal task. Deciding what language to use at home is a choice parents must make 
responsibly. Whether to raise your children using English, Japanese, or both; how did you come 
to make the language choice? 

Up to now, language education has been studied by academics and educators alone. However, 1 
strongly feel that those who are actuaiiy raising their children in a foreign country have rich 
experiences and profound insights in this field. Therefore 1 wished to learn about your 
experiences and analyse them by comparing them to what 1 have been studying in the field of 
applied- and socio-linguistics. 

In the intial stage of data collection, 1 was oniy interviewing those who are currently raising their 
children. 1 believed that many things such as social climate has changed in the last ten, twenty 
years, and that stories of those who have already raid children will not be relevant. However, 
dong with many requests 1 received from my participants for the stories of those who have already 
finished child-rearing, 1 came to think that in order to analyse my data in a profound way, it was 
important for me to listen to the "veteran mothers". 

The challenges you faced in raising a chiid in a foreign land, or on the other hand things that 
pleased you, or things that disappointed you ... anything is fine. 1 would be grateful if you could 
share with me certain episodes that stiU left an impression in you. Interviews will be recorded and 
wilI be transcribed at a later date, which 1 wilI be andysing. The tapes wiil be kept in a confidentid 
place, but the transcript will be treated as data and parts of it will be used for thesis and conference 
presentations. Pesudonym can be used if you wish. 1 dso hope to consult with you for the 
appropriateness of the content. 

1 would be gratefbl if you are interesteci and would be willing to participate in this research. Please 
take a moment to give the information for the following: 

1, , will participate in this research (Japanese Immigrant Parents' 
Child-Rearing Experiences). 1 realize that 1 m y  withdraw from this research at anytime if 1 
choose to do so. 

(date) (signature) 

Name: 

Address: 

Telephone No.: 
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(English translation) 

Thank you for the other day. It was a very fmt  interview session for me but thanks to you who 
engaged in our conversation in such a relaxed manner, 1 managed to conduct a good interview. 
However, because 1 am s u  a novice interviewer, 1 felt that on numerous occasions I was unable to 
ask questions in a non-obtmsive way. This research method does not cal1 for a one-way 
interviewing on the part of the researcher. Rather, it rests on the notion that themes emerge from 
ordinary conversations. In this sense, 1 feel that it is a collaborative endeavour. Therefore 1 hope to 
maintain a naturai conversation flow by not k i n g  disruptive. The other day I felt that 1 abruptly 
changed the subject of o w  conversation from t h e  to tirne. 

The research method employed in this study is caiied life history research. 1 like the collaborative 
component, between the researcher and participants, of this research method. Traditionally the 
researcher suppresses the voice of himherself as hekhe conducts the research, but in life history 
research the researcher is emancipated fiom such unnaniralness by including his/her own input. It 
also aliows me to produce a thesis which can be understood by non-acadernics. It was important 
for me to write something which would benefit those who have the most stake in my research (in 
my case the immigrant parents). 

There are several things that left an impression on me from the conversation we had the other day. 
Fust, about the incident that occurred when Karin was attending Kindergarten. Apparently the 
Kindergarten tacher advised you to use more English at home but instead of complying without 
questioning you reexamined the proposition and you came up with your own solution. This, to 
me, is a great "strength. It has been problematic for educators to advise immigrant parents to use 
more Engiish at home without reflecting on the needs of immigrant families. 

Secondly, 1 realized that there are other contexts besides family and schools in which chiidren can 
have exposure to Japanese language and culture. 1 personally only knew hoshuko, su it never 
occurred to me that such things as drawing classes provided opportunities for Ianguage and 
cultural exchange. 

Finally, your compassion for your daughter was aiso felt throughout the interview. For exarnple, 
you said that it was okay (for Karin) to discontinue hoshuko , that as long as she continued 
Japanese language studies (in whatever form) you were content; that you felt sony for Karin to 
demand more than this. You seem to know exactly what is important for you, and that you leave 
the rest up to the will of your daughter. 

I've attached the information for XXX(name of the high school Karin will be attending). 1 hope 
you find them usefid, and 1 hope to continue to be of your assistance. 




