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Culual Comtexts of

- 5 Self, Identity and Motivation
in the Development and
Maintenance of German as 3
Heritage Language

Kimberly A. Noels

The development and maintenance of the linguistic and cultuyal

competencies of members of minority ethnolinguistic groups is a topic of
interest for scholars across many disciplines, including linguistics, sociology,
‘education and psychology. This chapter takes a social psychological
perspective to review some research on heritage language learners’ (HLLs)
and non-heritage language learners’ (non-HLLs) motivation for learning
German, primarily in the context of post-secondary language courses. More
specifically, it draws from Self-Determination Theory (SDT) (Deci & Ryan,
1985; Ryan & Deci, 2002) to argue that the more learners fee) that the target
language is Important to their sense of self, the more motivated they will
be to learn the language. German HLLs, because of their unique experience
with the German community, are particularly Jikely to feel that German is
integral to their sense of identity, although the strength of this identity may

‘depend on the situational context,

German in Canada

Contemporary Cerman HLLs in Canada are largely descendants of
immigrants who arrived during one of several waves of migration of German
Speakers that began in the latter half of the 1700s and continued until the
1960s. In the 1971 census, German was reported to be the most widely
Spoken non-official mother tongue in Canada. Since that time ‘G, rman’s
share of the allophone population has been steadily shrinking, from 199%
in 1971 to 7% in 2006 (Statistics Canada, 2012), with the exception of a
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slight rise in 2006 (possibly due to increases in the Hutterite and Mennonite
communities [M. Prokop, personal communication, January 2013]). English,
French, Punjabi, Chinese, Spanish and Italian speakers now outnumber
German speakers; German is currently Canada’s fifth most commonly
spoken non-official mother tongue (Statistics Canada, 2013). Not only is
German declining, but also its speakers are aging: 65.4% are 45 vears or older
and only 18% are 24 years or younger (Statistics Canada, 2013). The 2011
census indicates that there are around 430,000 people who claim German
as their mother tongue, of which 299 claim to use German most often and
27% claim to use it regularly at home. Although German speakers comprise
a rather small percentage of the total Canadian population (approximately
1.2%), almost 10% of the population claims some German ancestry (Statistics
Canada, 2008). One possible implication of these numbers is that many
Canadians with a German-speaking background do not consider themselves
speakers of the language, even though German may have been used by family
members.

Although the German-Canadian population is declining, German
language education remains available across Canada at most age levels’
In earlier vears, options include community language classes, bilingual
programming and German language courses in public schools. At the post-
secondary level, German courses are available in all provinces; approximately
57% of Canadian universities offer at least basic German language courses,
and of these, 66% offer undergraduate major or minor programs and 21%
offer graduate studies programs. Many students are interested in learning
German because they see it as an important international language that is
useful for scientific, commercial and aesthetic reasons. Additionally, a not
insignificant number of students desire to learn German to communicate
with family members in Canada and overseas, to learn more about their
cultural heritage and to pass the language on to their offspring.

Motivation and Learning German

Early research on students’ reasons for learning German was influenced
by Gardner and Lambert’s seminal work on language learning motivation
(1972; see Gardner, 2010 for a review). In their framework, reasons for
language learning were termed ‘orientations’, and these, along with
positive attitudes and a desire to learn the language, could predict effortful
engagement in learning, which in turn could predict linguistic and non-
Linguistic outcomes. Gardner and Lambert (1972) claimed that a learner may
have several orientations for learning a language, including instrumental
orientations that reflect pragmatic benefits for learning the language

- with German-speaking Canadians, gain
Speaking community and understand the problems of German-speaking
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(e-g. getting course credit or a well-paying job), a desire to travel or a desire
to control the target language community. The most intensively studied
orientation was the integrative orientation, which refers 0 a desire to learn
the language in order to have contact and possibly identify with people from
other ethnolinguistic communities. Although many orientations could foster
motivated engagement in learning, Gardner (2010) maintains that, because
of its link with positive attitudes, the integrative orientation is a relatively
consistent predictor of motivational intensity and, indirectly, proficiency.
With regard to learning German in the Canadian context, Bausenhart
(1984) found that English-speaking and French-speaking university students
in German classes reported integrative reasons for learning the language.

Sk

- Prokop (1975) found that if university students had positive attitudes toward
- German speakers, they were more likely to achieve higher grades in German

than those who expressed instrumental reasons. Focusing more directly

on HL students, Prokop (1974) compared monolingual English students

and bilingual German-English students with a German background, and
found that the groups endorsed both the integrative and the instrumental
orientations; however, for both groups, greater endorsement of an integrative
orientation was linked with better grades. In his examination of children in

- German language schools, Bausenhart (1971) found that pupils were more
-instrumentally than integratively oriented. He suggested that these children

might not be integratively oriented because there was little opportunity

for them to engage with German community members, who were widely
- dispersed across the urban area where these children lived.

Richard Clément and | (1989) examined the motivational orientations of
university-level German learners following an approach taken by Clément

~and Kruidenier (1983). Clément and Kruidenier found that although four
‘orientations were common to learners of French and English across a wide

variety of Canadian contexts, the integrative orientation was only evident in
specific contexts. The four orientations included a desire to travel to regions

- Where the language was spoken, to develop triendships with speakers of the

language, to increase their knowledge about the language and the culture,

along with utilitarian reasons for lea rning the language (i.e. the instrumental
-orientation). In our study, we also found evidence that both HLLs and
‘non-HLLs were learning German for travel, friendshiy knowledge and

instrumental reasons (Noels & Clément, 1989). An additional orientation,

however, differentiated HLLs from non-HLLs. Termed an identity-influence

orientation, it highlighted HLLs' desire to identify with and make friends
influence over the German-

people in a predominantly English community. These reasons correlated
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with the belief that knowing German would contribute to their success and
better pay in business. Thus, this orientation was about HLLs’ patticipation
in and contribution to the German community. It seems reasonable that
such a desire for a meaningful impact could be realized through a career in
which German figured prominently.

The theme of identity evident in Noels and Clément’s (1989) study also
emerges inother theoretical formulations. Several scholars have argued that its
notion of integrativeness, with its emphasis on contact and identification with
a specific target group, might be recast into a somewhat broader framework
in which the self serves as the central organizing concept (e.g. Edmondson,
2004). For instance, Norton (2000) argued that learners invest in developing
their second language (L2) skills to the extent that their sense of self and
their membership in desirable ‘imagined communities’. Elsewhere, Dérnyei's
(2005) L2 Self-System Model maintains that a person’s vision of themselves in
the future as a masterful user of the target language is an important predictor
of motivated engagement and learning outcomes. Consistent with this focus
on the self and identity, I suggest that the focus on intergroup relations
highlighted in ‘integrativeness’ might be well complemented by a framework
that underscores the importance of internalizing the target language as a
central aspect of one’s self-concept (Noels, 2001, 2009). A useful framework
in this regard is SDT (Deci & Ryan, 1985; Ryan & Deci, 2002).

SDT (Deci & Ryan, 1985) maintains that people who engage in an
activity such as learning German because they feel it is consistent with their
other values and integral to their sense of self tend to be more engaged in that
activity and experience more positive outcomes. However, his or her sense of
selt. Instead, they may recognize that learning German is relevant to their
personal goals, although it is not integral to their identity (e.g. ‘Learning
German will help me when I visit with my relatives in Germany’; ‘German
is widely used in physics, and so knowing it will help me in my physics
career’). Alternatively, some learners might feel that they ought to learn
German as a result of the internalized norms of its importance (e.g. ‘losing
my German skills would be a waste’; ‘1 feel guilty not being able to speak
with my grandmother’) still others may face situational circumstances
that reward or punish their engagement in language learning (e.g. program
requirements and impending exams). These motivational orientations can
be situated along a continuum describing the extent to which the decision
to engage in the activity is regulated by self-determined reasons (termed
‘integrated’ and ‘identified’ regulations) or by the demands of internalized
pressures or external circumstances (termed ‘introjected’ and ‘external’
regulations, respectively). Importantly, any one person can have multiple

.
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reasons for learning a language, some of which might be more salient at

different rimes.

The degree to which an activity is internalized into and regulated by the
self is distinct from the notion of intrinsic motivation. Intrinsic motivation
refers to engagement in the activity because it resonates with an inherent

‘tendency to explore novel situations and challenge one’s capacities. A learner

who describes aspects of learning German as invigorating and satisfying
would be expressing the sentiment associated with intrins

motivation.

* Intrinsic motivation is similar to the more internalized forms of extrinsic

motivation described earlier, in terms of the degree of self-determination
and positive outcomes.

Using the SDT framework, a survey of university-level learners of German
found that both HLLs and non-HLLs strongly endorsed the position that
they were learning German because they found it intrinsically interesting and
enjoyable and because they identified personally important reasons for learn-
ing the language (see Figure 5.1; Noels, 2005; note: integrated regulation was

not assessed in this study). Consistent with these quantitative findings, their
responses to an open-ended question about why they were studying German

often included themes relating to strong feelings of appreciation for the lan-

guage and enjoyment the language, as well as reasons indicating a personal con-

nection and investment in the language, as illustrated in the following quote:

»HLL
W Non HLL

Amotivation  External  Introjected Identified  Intrinsic
Regulation Requlation Regulation Motivation

Figure 5.1 Mean orientation endorsement as a function of learner group (Adapted
from Noels, 2005)
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I'needed one more elective credit so | thought I'd take something I enjoy
and am good at. It will boost my grades a little. Also, my background
(relatives) is German and I've been to Germany and loved it. I love the

sound of the language. It’s important not to be confined by not knowing
more than one language. (HLL)

Not all reasons were so strongly positive. As indicated in the quotation,
there were also practical constraints to be met (i.e. ‘It will boost my grades
a little”). Thus, the students also endorsed and expressed reasons for
language learning that reflected external pressures to learn the language,
such as completing a program requirement. Finally, there was very little
endorsement of items and few written expressions of reasons reflecting a
self-inflicted pressure that one ‘ought to’ learn the language, or explicit
indications of amotivation.

The HLL and non-HLL groups differed only in the extent to which they
were learning the language because it was personally meaningful, such that
the HLLs more strongly endorsed this orientation. The significance of the
language to their sense of self is corroborated by the findings that HLLs
indicated a stronger German identification (but no difference in English
identification) and a stronger integrative orientation toward the German
community. Perhaps more importantly from an educator’s perspective, the
more strongly learners expressed self-determination reasons for learning
German, the more likely they were to report that they engaged actively in
learning German, they intended to study German after the current course
was completed and they considered themselves as having strong German
language skills

Identifying as a HLL

Given the evidence that the internalization of a language into the
learner’s self-concept is important for motivated engagement in language
learning and linguistic outcomes, a further question concerns how identity
should be defined. There are many approaches to studying identity and
a myriad of aspects that can be assessed (for a review, see Ashmore ¢t al.,
2004). A common theme in 1.2 acquisition research is that ethnolinguistic
identity is constructed through social interactions, and hence it is a dynamic
‘process of identifying or not identifying with a particular position in life and
continually negotiating and modifying this position and attitudes toward
it’ (Val & Vinogradova, 2010). Consistent with this sociocultural position,
I define ethnolinguistic identity as a feeling of belonging to one or more
ethnolinguistic reference groups that is contextually variable, reflecting

~across domains, both HLLs and non-HI. . , ,
~German identity, although HILLs expressed greater German identity than
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power differentials between groups in contact and the situational dynamics
of face-to-face interactions (Clément & Noel , 1992; see also Noels et al, wooé,
- Using a quantitative approach forwarded by Clément and Noels (1992),
we can re-examine the data reported in the Noels (2005) study to understand

-situational variations in German learners’ ethnolinguistic identity. In that

study, German learners separate scales ranging from 1 to 5 to rate their

identification with German and with English speakers across six situational
~domains (with family, with friends, at school, during leisure activities, at

work and in the general public). When the identity indices were averaged
indicated stronger English than

did the non-HLLs.
An analysis of situational variations in identity reveals that patterns of
identity are much more nuanced than this general index would suggest. As

. can be seen in Figure 5.2(a), for non-HLLs, English identity is much stronger

than German identity, and it varies little across situations. By contrast,
ratings of German identity, although relatively low across all @05«:3@ show
some evidence of situational variability. Non-HLLs report stronger German

5

W English 1D

W German 1D

Family  Friends  School  Leisure Work Public

Figure 5.2 (a) Mean identity as a function of reference group and situation for non-
heritage learners of German. (b) Mean identity as a function of reference group and
situation for heritage learners of German
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identity when in schoo| (where German ig taught) and among friends (some
of whom might be students from school) than the community, v<<o% leisure
m;:m family domains. Thus, even among these relatively :o<mmm Emmsma of
m‘umw:.ﬂm? We can see that their ethnolinguistic identity shifts toward that of
their interlocutors’ in situations where intercultura] contact is more likel
to take place, ¢
This profile of situational variation in the identities of non-HLLs can be
contrasted with that of HLLs [n their case, English identity was m_mokmﬁob er
ﬁgz German identity across ail domains, but we can see a clear <m:mmo:m5
this general pattern. German Is strongest in the family domain, followed b
the school domain and the friendship domain, and weakest 5 the H%EW
work and com munity domains. In a 833?:83.8@ manner, English identit w
Is %meﬁ in the family domain (although this difference is mz? mgamsnm:v\
significant in comparison with the work and community domains) Hrcw\
when one :xﬁmn? with at least some family members of German Q.mmmm:w.
we see that German identity is relatively strong, and approaches gc?&msﬂm
w%.iu English identity. Although weaker than in the family domain OQ:&J
&m:.zﬁ% is relatively strong in other contexts where there 1s more ovmonﬁcs:
for interactions with German speakers (Le. with friends and at ﬁmwooww\
>:ro:mr this is a small sample, these identity profiles are mozmwmnmwm /Sﬁm
gomxw of larger-scale studies of minority groups (e.g Noels ez al., 2004 2009)

A These results suggest that global assessments of am:n:w\ ﬁoﬁmsn&:w
misrepresent  the identity experience of language learners. Had we
Q,:% considered the general as essment, we Srﬁrm have concluded Smm
German HLLs have a rather weak sense of O@:,mms identity and seem to
ﬁmwm assimilated into the Canadian mainstream. A situated perspective
indicates that although this possibility might hold in more public mogm:sw
?,&Sm it might be functional to adopt the cultural practices of the gom&mw
m.cﬁﬁv? it 1s less descriptive of identity in more intimate domains. These
findings corroborate the claims of several scholars that the self .
mongxwgrwm% and shaped and reshaped through social interaction (e.g. He
2004, 2010). Thig snapshot of the average tendencies within thig mnccm
encourages greater exploration of how HILs and the people around ,Sm:g
create a sense of themselves as speakers of German and members of the
German community. This quantitative study could be complemented b
ethnographic studies of language socialization of &mmozwmm\mo?\ﬁmm:ow
analyses that delve more deeply into the process by which people negotiate
identities across different social interactions, ¢

is dynamic,

~claim ownership of that language as a key asp
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Significant others, identity and motivation

If the maintenance and development of German as a HL is valued in

‘Canada, is imperative to explore how a sense that German is personall
b

meaningful can be fostered in German HLLs. There are many accounts of
the circumstances under which one might invest in learning a language and
ct of the self. One important
consideration is the extent to which the student feels that she/he has a sense

~of agency in the learning process (Norton, 2000; Benson, 2011). This theme

of agency is taken up in SDT, which posits that there are three ‘psychological

- needs’ that must be filled to facilitate self-regulation (Ryan & Deci, 2002).

Autonomy, or the sense that one has voluntarily chosen to engage in an
activity because it is personally relevant, is regarded as the key to motivated

learning and general well-being. A second need is competence, which refers

to a feeling of confidence that one is ‘effective in one’s Ongoing interactions
with the social environment and experiencing opportunities to exercise and
express one’s capacities’ (Ryan & Deci, 2002: 7). The need for competence
is associated with seeking out ‘optimal challenges’ that can help a DErson to
enhance their capabilities. Relatedness refers to the sense that one has an
emotional connection or ‘secure communion’ with significant others, who
return the feeling. These people might include the teacher and classmates
in the language classroom, members of one’s family, members of the target
language community or any other individual or group who is relevant to the
learner. Although these needs can be differentiated theoretically, practically
they work in concert to promote well-being, personal growth and motivated
engagement.

Some support for this claim in the context of learning German indicates
that these three perceptions are associated with a more active engagement
in language learning, the intention to continue German studies and a
more intrinsic orientation (Noels, 2005). Moreover, HLLs were more likely
to endorse these perceptions, and also have greater interaction with the
German community, stronger self-evaluation of Cerman competence and
stronger German identification. These findings have been followed up
with a larger questionnaire survey of German students enrolled in German
courses across Canada that considered how family members, German
teachers and members of the German community might affect students’
self-determination (Noels & Saumure, 2013, also Noels er al, 2007).
The results for non-HLLs indicated that all three fundamental needs were
assoclated with a more self-determined motivational orientation, although
autonomy was the strongest of these predictors. Although the teacher
was perceived as the most important supporter of all three needs, family
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Sﬁdwﬁa and members of the German community also fostered non-HJ | g
motivation by providing constructive feedback on their German and a mmmam
om,mcs:naz&:@mm. The results for HLLs showed that a more self-determined
orientation was associated with a sense of autonomy and, particularly, a
strong feeling of connectedness with others. This support mem ﬁigmar
from the German community and the family; in comparison, the Gm:ﬁmw
Swm.rma played virtually no role in supporting the motivation. o

r r%, results underscore the important differences
contexts for non-HLLs and HLLs. For the forei
seem evident that the language teacher would have the greatest influence
The teacher has considerable control over the learning process, from Sm
design of the curriculum  to the choice of course Bmgzmm and to mwm manner
of evaluation; he/she is the most important provider of feedback to develo
the learner’s sense of competence; and he/she is likely the most MBﬁo?msm
person with whom the student can establish a sense of connectedness with
the German community and culture, By contrast, for HLLs, famil and
.u:,_.ﬁ 3@@&@2 of the German community may figure more Emgwsgﬁvw in
Em: mo@&, ecology. Especially in a university-level course with a duration
of only a few months, the teacher’s impact on student motivation may
be H,mo%i n comparison. These results suggest that community-based
n:w:m,i@ might offer a particularly effective teaching approach mma HLLs
Q.m‘..,ﬁms,:xm & Kagan, 2011), along with other opportunities to participate
m German culture and communities, such as study abroad programs
n r,.S,Em:,%gﬁ:m regions. Within the classroom, instructors :imw,ﬂ
consider teaching conversational strategies, developing ?\mmBmZm skills and
providing background information essential for M.E%mgsm and \mcmgw:wzm
interaction with German speakers, including family members and others

who habitually address the student in English rather than German.

in the learning
gn language student, it would

Issues for Future Consideration

[his review of the motivational aspects of German HLLs highlights a
recurrent ﬂ_:m:ﬁ in much recent research on 12 learning, that of the nmbﬁ&
role of self and w%;.;:w\ In language development. For both HILs and non-
HLLs, the more German was internalized into the learners’ sense of self
the more engaged, persistent and confident the learners. HILLs ?_Zm, m:
advantage in that they have a distinctively strong connection to the language
and culture, and it would seem reasonable 5#35? that they éorma wo
particularly successful learners, Some limitations to the studies discussed
riﬁ s well as developments in the HLL area more generally, raise ,wmﬁ,;;:
1ssues that should be addressed in T.;E.mMﬁmmﬁy0 \_,L;
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One limitation of this research is that it is solely focused on learners who
are enrolled in formal language classes. Thus, most of the HLLs investigated

are those who already have a sufficiently strong and positive connection with

the German language and culture that they would invest their time, energy
and money in the rather difficult process of language learning. To better
understand how one’s sense of self is relevant to learning and maintaining a

- HL and culture, it would be important to explore the issues raised here with
~those members of the German community who do not feel the need, desire e
- or compunction to enroll in a language class.

Comparisons with L2 learners usefully reveal the distinct métivational
and identity profile of HLLs, but comparisons with other Hl groups would
also be valuable. It is probably safe to say that the szc«x\% of research on
HL is focused on Asian and Latino Americans, groupsythat have a strong
and increasing vitality in the regions where they ﬁ.:m%. Given their different
opportunities for interaction in public spheres, theit-petential influence in
educational and political realms and their importance to the commerce in
their region, the experience of these larger minority language groups might
be expected to be substantially different from those of smaller groups.
Indeed, scholarly definitions that emphasize the linguistic expertise of the
HLL might focus concern on larger minority groups and divert attention
from smaller minority groups that are equally deserving of consideration.
Particularly in the Canadian context, where multiculturalism and HI.
maintenance are supported through governmental policies, it is important
to use a broad scope to understand the diversity of HLL experiences,
including minority groups with less widely spoken languages.

Comparisons across HL groups also provide insight into motivational
dynamics that are culturally specific. For instance, Comanaru and Noels
(2009) found that Chinese HLLs were similar to the German HLLs studied
by Noels (2005) in their endorsement of self-determined reasons for learning
the HL, but the two groups differed in that the German group reported
levels of introjected regulation sir Har to those of non-HLLs, whereas the
Chinese learners reported much. It /is not altogether clear why Chinese
speakers report a greater obligation'to learn their HL. Perhaps because the
Chinese community is large and growing relative to the German community,
Chinese HL learners experience more interpersonal interactions in which
it is expected that they will communicate effectively in their HL. There
may be greater cohesiveness among members, along with a greater sense
of commitment to the community. Alternatively, there may be cultural
differences in motivational dynamics: a growing body of research indicates
that European Americans tend to regard conformity to the wishes of others
as undermining their autonomy, but Asian Americans students do not have
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such strong negative sentiments about obliging the expectations of close
others (lyengar & Lepper, 1999). Thus, comparisons of motivational and
identity processes in culturally distinct groups could provide a much needed
analysis of the role of cultural values in academic learning.

Further unpacking of the definition of a ‘German HLL would also be
helpful. German-Canadians are not a homogeneous group; they originate
from not only Germany, Austria and Switzerland, but also Russia, the
former Austro-Hungarian empire, other parts of Eastern Europe and
other parts of the world. In the face of this diversity, some maintain that
developing a cohesive German-Canadian community and articulating a
common German-Canadian identity is problematic (e.g. Hoerder, 1998
as cited by Prokop, 2007). Bassler (1998) argues that such difficulties are
not insurmountable, since German-Canadians are not bound to identities
framed in terms of their countries of origin, but can articulate identities that
fit their Canadian experience, including recognition of the fact that German-
Canadianidentity is subject to regional variationsand is changeable over time.
His conceptualization of identity, with its emphasis on spatial and temporal
dimensions, complements the situated conception of identity presented here.
The importance of a temporal dimension is further underscored by Eubel’s
(2008) finding that advanced students eXpress greater intrinsic motivation
to learn German than lower-level students.

In addition to articulating what it means to be affiliated with an
ethnolinguistic group, we need to further consider how language and
identity figure into the definition of a ‘heritage’ learner. For some, a narrow
definition focused on the linguistic proficiency and patterns of usage is
sufficient, especially for linguistic analyses (e.g. Valdes, 2000 Polinsky
& Kagan, 2007). For others, a broader definition is preferred, including
anyone who claims an ancestral connection to the language, whether the
language is used in the home or not (e.g. Fishman, 2001; Kondo-Brown,
2005). Identification as a HLL is not isomorphic with HL exposure, use and
proficiency, or ancestral background. For instance, in the research described
earlier, I found that although the classification of German students as HLLs
according to whether one or both of their parents had a ‘German-speaking
background’ showed good correspondence with the response to the question
“Would you consider yourself a heritage language learner (that is,is German a
part of your cultural background)?”’, it was not perfect: 13.8% of those whose
parents had a German background did not consider themselves to be a HLL.
As observed by Dressler (2010), not all people who could be designated as a
German HLL on the basis of their ethnolinguistic background assume this
identity whole-heartedly. There is a variety of reasons for their reluctance,
including a lack of exposure in the home, a perceived lack of ability, dialect

differences between the school and home and, for some, concerns of
stigmatization (Prokop, 2007).
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Ina complementary manner, we need to consider the experience of people

- who do not claim a German ancestral background, but .?7@ scﬁwg&mmm Ecm
considerable familiarity with German. For example, Dressler (2010) points
out that Canadian bilingual programs include @&ESS who do not claim
German ancestry, but who are linguistically proficient due to an extended

stay abroad. Likewise, adult learners may have lived in Ggﬁms,%wﬁa:m
countries and/or have romantic partners or spouses who speak Oﬁ?m:.
For instance, in one of our studies a participant Q,a&mmm a gx. to indicate
that she did not have a HL background, but penciled in ‘not mine, ?3 my
husband is German’. She elaborated more fully when asked to describe her
reasons for learning German:

I study German because my husband s Gﬁ.m,&s, It is part of my n,r:,
dren’s heritage — my husband’s parents immigrated to m&:w% 5&:&
relatives are still in Germany. I want to better understand their ,mcxcz
and also the language so we can converse. Ems my son attends German
Saturday school and we can learn together this way.

These learners’ familiarity with German ways of being msm sense c,,m
German as a part of themselves is unlike that of many other 1.2 ?m:x rs.
eel some affiliation
However, Dressler notes that although some might feel ol zmwrmm
with the German culture and/or community, they may not be perceived to
have the linguistic expertise or the proper ‘inheritance’ that would ,mo:mﬁ
on them the status of HLL by members of the German community. As
arguments for the creation of Hl-focused classes are mounted, one m:wﬂwg
o £ g - . o g Y M e - " \,w%\
wonder how such learners might also be .&%amﬁdcam?a [IET .ﬁ wm
recognizes not only their linguistic capacities but also their ﬁ.w?;mwm w%
2 d their distinctive experience with the culture and the
of the language and their distinctive exy
community.

Conclusion

Over the last decade, L2 acquisition research has increasingly e x,%gfiim
the important role of the self and identity in the %é&s?ﬁﬁ% ﬂ.mf:.mmﬁ.ﬁﬁ,w
and cultural competencies. This chapter mciri, :J&m@ngg the :SMKN SWWM
of this theme by articulating how SDT can usefully ?,m%% ﬂrw ,w_.;&wm(v
internalization, agency and motivation in German HL1 earning. ?‘Ex ww?w, Y,
it offers a situated approach to msgﬁwwgsﬁsm the av&msimm of ﬁ,w. rwmzcﬁ%
It is hoped that this perspective, along with other discussions of identity,
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can help &:ﬂ%g what He (2010) terms ‘the heart of heritage’, thereby
complementing the contributions of other disciplines to the cz%mmgs%am

of the unique linguistic, pedagogical, social and psychological dynamics of
HL learning.

Acknowledgements

I'he author would like to thank Shadi Mehrabi for her research assistance
e 3 ST O 3y b 5 g ‘ i
zwﬁ?m :owoﬁ for his informative and enjoyable discussions about
the German Canadian community, the Social Science and Humanities
Research Council of C la for their fi i “alli
arch Council of Canada for theis financial support, and Callie Mady

mwzg Katy Arnett for their helpful comments on earlier versions of this
Chapter.

Notes

s -

oy 250:%& precise numbers are difficult to determine, options in earl
community language classes, bilingual programming and German |
in public schools,

ter years include
anguage courses

References

Ashmore, R.D H,szx» K. and McLaughlin-Volpe, T. {2004) An organizing frame-
work ?;0:,» ctwve identity: Articulation and significance of multidimensionality,
Psychological Bulletin 130 {3, 80-114 ‘ .

Bassler, ¢ : F{1998) German-Canadian identity in historical
M. Zimmer (eds) A Chorys of Different Voices: (
New York: Peter Lang,

3 el s ey e .

gg%?y? ,<<> (1971) The attitudes and motivation of German language school chil-

dren in Canada. Word 27, 342-358, T

f:?z?:r, WAL (1984) Artityudes and motivation of Anglophone and Francophone
unversity students of Cerman, ¢

Canadian Moder pricee Review
208.317 anadian Modern Language  Review 40 (2

Benson, P (2011 Teaching and Rese
Education,
?E.%:ﬂ M. ,N:ﬁ w,,{ﬁm:f O. (2011} The results of the national heritage language survey:
nplications for te; r::wm. curriculum design, and professional development. Fereign
Language Amnals 44 (1), 4064, )
Clément, R. and Kruidenier

2 perspective. In A.E. Sauer and
verinan-Canadian ldentities (pp. 95-98)

arching Antonomy in Lan guage Learning. Harlow: Pearson

et o . B.G.(1983) Orientations in second language acquisition: 1,
e etiects of ethnicity, milieu and target language heir emer

tlects ¢ Y, . : guage on their emergence. Laneuage

Learning 33, 273 291 ' o ° -

Qrém 3?.? &ﬁ Moels .K&r {1992 Towards a situated approach to ethnolinguistic iden

tity: The iﬁi s i status on individuals and groups. fournal of Language and Social

11 (4), 203-237 o

d Noels, K. A, (2009) Self-determination, motivation and the learn-

2 as a heritag language. Canadian Modern Language Review 66 )
P ,

ing of Chine

131158

Self, Identity and Motivation 85

Deci, E.L. and Ryan, R.M. (1985) lmrinsic Motivarion and ¢ If-Determination in Haman
Behavior. New York: Plenum Press.

Dornyei, Z. (2005) The Psychology of the Language Learner: Individual Differences in Second
Language Acquisition. Mahwah, NJ: Lawrence Erlbaum.

: Dressler, R. (2010) ‘There no space for being German’: Portraits of willing and reluctant

heritage language learners of German. Heritage Language fournal 7 (2), 1-21.

Edmondson, A.C. (2004) Individual motivational profiles: The interaction between
external and internal factors. Zeitschrift fiir Interkuliurellen Fren prachesunterricht 9
(2) r:ﬁ“\\mwm.wmw.ncdwagﬁm%.aw\wm.ow,w\g:Sw\m&s).,@s%m:ﬁw.r:,:

Eubel, S. (2008) Why study German? A survey among students studying Gerrman. In
Preparing for the Graduate of 2015, Proceedings of the 17th Annual Teaching Learning Forum,
30-31 January 2008. Perth: Curtin University of Technology. http:/fotlcurtin.edu.
au/tlf/t1f2008/refereed/eubel html

Fishman, .A. (2001) 300-plus years of heritage language education in the United States.
In LK. Peyton, D.A. Ranard and S. McGinnis (eds) Heritage Languages in America:
Preserving a National Resource (pp. 81-90). Washington, DC: Delta Systems; and
MeHenry, IL: Center for Applied Linguistics.

Gardner, R.C. (2010) Morvation and Second Language Acquisivion. The Socio-Educational
Model. New York: Peter Lang, ‘

Gardner, R.C. and Lambert, W.E. (1972) Attitudes and Motivation in Second Language
Learning. Rowley, MA: Newbury House.

He, AW. (2004) Identity construction in Chinese herirage languages clas
14(2/3), 199-216.

He, AW, (2010) The heart of heritage: Sociocultural dimensions of heritage language
learning. Aunnual Review of Applied Linguistics 30, 66-82.

Iyengar, 5.5 and Lepper, M.R. (1999) Rethinking the value of choice: A cultural per-
spective on intrinsic rmotivation. journal of Personality and Sccial | yehology 76 (3),
349-366.

Kondo-Brown, K. (2005) Differences in language skills: Heritage language learner
subgroups and foreign language learners. The Modern Lang age Journal 89 (4), 563.-581,

Noels, K.A. (2001) New orientations in language carning motivation: Towards a model
of intrinsic, extrinsic and integrative orientations. In 7. Dérnyet and B. Schmidt
(eds) Motivation and Second Language Acquisition {pp- 43-68). Honoluly, HI: University
of Hawai'i Second Language Teaching and Curriculum Centre.

Noels, K.A. (2005) Orientations to learning German: Heritage background and motiva-
tional processes. Canadian Modern Language Review 62, 285-312.

Noels, K.A. (2009 The internalization of language learning into the self and social iden-
tity. In Z. Dornyei and E. Ushioda (eds) Motivation, Language Identity and the L2 Self
(pp. 295-313}. Bristol: Multilingual Matters.

Noels, K.A. and Clément, R. (1989) Orientations to arning German: The effects of
language heritage on second language acquisition. Canadian Modern Language Review
45, 245257,

Noels, KA, Clément, R. and Gaudet, S. (2004) Language and the situated nature of
ethnic identity. In S.H. Ng, CN. Candlin and CY. Chiu leds) Language Matters:
Commumication, Culure, and Ildentity (pp. 245-266), Hong Kong: City University of
Hong Kong Fress.

Noels, K.A., Leavitt, PA. and Clément, R (2010 7 ves as others see us”
On the implications of reflecred appraisals for ethnic identity and discrimination,
Journal of Social Tssues 66 (4), 740758,

s. Pragmatics
:




86 Part 2: Heritage Language and Culture Maintenance for Immigrants and Their Families

Noels, K.A. and Saumure, K.D. (2013) Motivation for learning German as a heritage
vs. foreign language: A sel

f-determination perspective on the role of the social
context in supporting learner motivation, Unpublished manuscript, University
of Alberta.

Noels, KA., stephan, S and Saumure, K., (2007) mcntoa:m the motivation of heritage
and nonheritage learners of Cerman. In C.L. Rieger, J.L. Plews and C. Lorey (eds)
Intercwdinral Liveracies and German in the Classroom: Festschrift for Manfred Prokop (pp.
29-48). Germany: Gunter Narr Verlag.

Norton, B. (2000) Identity and I, Quage
Harlow: Pearson Education.

Polinsky, M. and Kagan, O. (2007) Heritage languages: In the ‘wild’ and in the class-
roonm. Language and Linguistics Compass 1 (D), 368-395

Prokop, M. (1974) Differences between attitudes of Frencl
Canadian speakers toward the fore
Service No. 094578,

Prokop, M. {1975} The stabil
ture over an aca

Learning: Gender, Ethnicity and Fducational Change.

i-American and German-
ign culture. ERIC Document Reproduction

ity of student attitudes toward German la

demic year. Paper presented at Meeting of the C

of Second Language Teachers, Edmonton, All
Reproduction Service No, ED1 13968)

Prokop, M. (2007) A Histo v of Alberta’s Q@.:Sxl‘é&«%\ﬁ Communities: Volume 1 From the

18805 10 the Present. Okotoks, AB: Manfred Prokop.
Ryan, R.M. and Deci, E.L.(2002) Overview of Self-Determination Theory: An organ-
ismic-dialectical perspective. In E.L. Deci and RM. Ryan (eds) Handbook of Self-
Dwtermination Research (pp. 8-33). Rochester, NY: University of Rochester Press.
Staustics Canada (2008) Canada’s Lthnocaltural Mosaic, 2006 Census. Ottawa, ON:
Ministry  of  Industry. htry w\\‘,\<<<$;w.mgﬂnmz,mm\mm:mmm&mg:mmgwsr\moc@\
as-5a/97-562/pdt/97-562 X 1E2006001 pdf

Statistics Canada {(2012) Canada Yearbook 2041 Languages (11-402 -X). http://www.stat-
can.ge.ca/pub/l #ﬁvm;x\woMAvx,wco‘\nwﬁy;msm\_msw.gw.EE

Statistics Canada {2013y 2011 Census of Population, Staristics Canada Catalogue
no. 98-314-XCR2011016. Eﬁn“\\\ééiN.,ﬁﬁ:omm.nm\nmwm%énmsmmBmzr\wSu\
Evéa\zxgﬁN\w,ﬁ%:mamﬁQL>ZDﬁmmﬁ\/MS%ZHw@NGmﬁﬁth@UHZHchhhH
A&GFREE= 0&GCC=08GID=0&CK=08GR P=1&PID=103251%PRID=0&PT
YPE=101955808 = em&,mmWO<<>N%3c%maﬁc%-w‘ms%o_inmouMmm.ﬁ.ImZmumo%
VID=0&VNAMEE=8&VNAMEE =

Val, A. and Vinogradova, P {2010y What is the identity of a heritage language speaker’
Heritage Briefs. McHenry, IL: Center for Applied Linguistics. http//www.cal.org/
wf‘;mmm\nm?\7«%?\5375gm?awssgéwm.sﬁ:gm@,Esmnmmm.%mmwﬁ.vmm

Valdés, G (2001) Heritage language students: Profiles and possibilities. In ] K. Peyton,
D.A. Ranard and S McGinnis (eds) Heritage Languages in America. Preserving a
National Resource {pp. 57-77). Washington, DC: Delta Systems; and McHenry, 1L

: for Applied Linguistics,

nguage and cul-
anadian Association
verta, Canada. {Eric Document

6 Learning Chinese as a
Heritage Language

Patricia A. Duff and Duanduan Li

. earni eaching and research have been
Heritage language (HL) Fw:ﬁﬁ@ .Fmﬁxbm ﬁ . EE» o
important areas of applied linguistics in Canada since | wﬁ en a na s
multicultural policy was implemented (Jedwab, wco? Wﬁiww:ﬁ, w
Canadian HL education research soon began to examine ﬁ,gmxﬁ:wsnrﬁ
of children from a variety of HL backgrounds learning ‘ﬁ.wﬁm.wﬁ;w W,:o:mw
educational programs and not simply at home (see :W@“wﬁ\wémw »M, éﬁuﬁw :N

, 91; C i 3,1991, 1993, mins

2T ; Cummins, 1983, 1991, 1992, 1993, Cum
1988; Beniyon & Toohey, 1991; C e 8 Rl 18 Lammins
nesi 1 S al., 1993, Duff, 2008). These studies als

& Danesi, 1990; Danesi er al, 93, | , 3)! These es alsc
examined teachers’ and parents’ satisfaction with gwsﬁrﬁ A,.ES programs,
HL students’ participation, attitudes, levels of HL and fywrmr ﬁsn@%m&m&

mm‘wmﬁéo achievement and feelings of self-esteem, cultural w%smz% Msp EWHZ
[ & N ST = dian

i jcation. search also benefited from earlier Canadie
family communication. The research etited from eaglic an
mnwgw\agm on ethnolinguistic identity and vitality in relation to languag

i , ttitudes (see Duff, 2012a).
learning, retention and attitudes (see Duff, ) R
ww:W the beginning of the 21st century, there has been nc;mﬁimim
:zmwmmm in Canada and internationally in processes, oM,:nanw 3 rm:,wm
educational structures supporting HL learners both in msa%ﬁ%ﬂw o?w.w,, ow‘
: inte J8; Hornberger, 2005; Wiley &
: ir lifesy ton er al., 2008; Hornberger, 2005;
and over their lifespan {e.g. Brin : nberger, 2005; Wiley 8
Valdés, 2000). The research agenda has also expanded from studies ,r%mow
on mo,,nw& and cognitive psychology, to more sociocultural, post wwwmﬁm
| ; e , see Swain & Deters, 2007, as
and critical approaches to language learning (see w%%z & w,wwwﬁpw& 5@%%&
31« & . . By ol ST S B anc . ;
as linguisti s of intriguing ditferences between Hi ¢ :
well as linguistic analyses of intriguing ferer Sptiliandmon it
Kisw%% %wggmw.m {e.g. Montrul, 2010). Studies have also mx%ﬁmsa HL Omw
: ) &~ 2 By > challenees ane
i 1) loss to a greater extent and not just the challeng
first language (L1) loss to a greater ext d or just the challenges and
> arning a ML (e.g. Kouritzen, 1999). Currently, a pro
rewards of (rejlearning a HL (e.g. V ). Currently minent
theme in HL research worldwide is connected with identity %;a%m%mc@mﬂ
. silienice 1 language loss (Blackledge & Creese,
learning, retention (or resilience) and S;m,,w wx :Ms MJA } w i o e
2008; He, 2008, 2010; Hornberger & Wang, 2008; Leung er al., 1997,
; 10 ¢ W
Lo Bianco, 2007; Norton & Toohey, 2011).
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Figure 2a.
Mean identity as a function of reference group and situation for non-heritage learners of German
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Figure 2b
Mean identity as a function of reference group and situation for heritage learners of German
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