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DISSERTATION ABSTRACT
Allison Taylor-Adams
Doctor of Philosophy
Department of Linguistics
September 2022

Title: L2 Motivation in Language Revitalization Practice

This dissertation investigates the initial and ongoing motivations of language
revitalization practitioners. This study extends our understandings of language revitalization
from the programmatic and sociological levels to the level of the individual practitioner. It also
extends theory in L2 motivation into a largely unstudied language learning context. I primarily
engage with the L2 Motivational Self System (Dornyei, 2005) and Self-Determination Theory
(Deci & Ryan, 1985) to frame the findings, as well as drawing on Ushioda’s (2009) ‘person-in-
context relational view’ of L2 motivation.

The findings in this study arise from rigorous, inductive qualitative analysis of individual
practitioner voices and experiences. I propose a model for conducting applied research that
centers principles of respect, relationality, and reciprocity with language communities and
community members. Built on this model, and with careful attention to interview and
transcription methods, this study includes data from interviews with 28 revitalization
practitioners as well as qualitative data from the Global Survey of Language Revitalization
Effort (Peréz Baez et al., 2019). Key themes in the findings from these sources include: Goals,
that is, practitioners’ diverse goals and trajectories towards those goals; Relationships, meaning
the role of relations and relationship-building in sustaining motivation and effort; and Time,

including how motivation and effort vary across periods of time, as well as how practitioners
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describe being motivated by perspectives on the past, experiences in the present, and visions of
the future. From these findings I propose practical suggestions for practitioners looking for
strategies to sustain motivation, and theoretical implications for our understanding of L2
motivation in general.

Language revitalization is not an easy task; it requires significant effort on the part of many
individuals, most of whom recognize they will not get to see the results of their work in their
lifetimes. Individuals who learn these languages as second languages face enormous odds with
enormous determination. My hope is that this dissertation might, in some small way, help those
individuals stay motivated in their journeys, and might contribute in some small way to a future

where all people have the chance to speak their languages.
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CHAPTER I. INTRODUCTION

1.1 Introduction

This dissertation investigates the initial and ongoing motivations of individual
practitioners of language revitalization. This topic extends our understandings of language
revitalization from the programmatic and sociological levels to the level of the individual
practitioner. This topic also extends theory in L.2 motivation into a largely unstudied language
learning context. The findings in this study arise from rigorous, inductive qualitative analysis of
individual practitioner voices and experiences.

In this first chapter, I introduce the different topics that this dissertation engages with and
extends. Section 1.2 gives an overview of language revitalization (LR), including LR as a
particular L2 learning context as well as a summary of literature in the field so far. I end this
section by arguing in favor of considering individual practitioners within this highly relational
and community-driven enterprise. Section 1.3 turns to the topic of L2 motivation, a rich area of
research within second language acquisition that has generated theoretical insights and practical
implications but has, as yet, not taken into account learners of revitalizing languages. Section 1.4
then discusses in some detail studies that illustrate what we do know about L2 motivation in
language revitalization, as limited and as poorly understood as it is. Having laid this groundwork,
in section 1.5 I then summarize my approach to L2 motivation in language revitalization contexts
and preview the chapters that make up the body of this dissertation.

1.2 Language revitalization

I use the term ‘language revitalization’ to refer to activities aimed at maintaining or

increasing the use of a language in the context of language shift, which encompasses a range of

different activities in a variety of contexts (see more detailed discussion in 1.2.2). This echoes



Hinton et al’s (2018) broad definition of language revitalization as “giving new life and vigor to
a language that has been decreasing in use (or has ceased to be used altogether)” (p. xxi), and
King’s (2001) specification that revitalization "encompasses efforts which might target the
language structure, the uses of the language, as well as the users of the language.” (p. 23).

In this section, I begin by describing the phenomenon of language shift as both an
outcome of historical forces and the background for present-day revitalization efforts (section
1.2.1). I then explain some key terms in language shift and revitalization (section 1.2.2), before
giving an overview of what is known about language revitalization as a widespread, global
phenomenon (section 1.2.3). I end with a discussion of the role of the individual in LR practice,
and propose to investigate motivation as an important component of individual experience in
these contexts (section 1.2.4).

1.2.1 Language shift and language loss

Anyone who sets out to write about language revitalization is faced with a rhetorical
dilemma — whether, and how much, to discuss the issue of language endangerment and loss.
Language revitalization, by definition, is an effort to reverse language loss; language
endangerment is itself a topic that has received several book-length treatments. As such, it is
hard to know what the appropriate scope is for discussing this complicated phenomenon in a
project that focuses on revitalization.

This rhetorical decision is not trivial. Linguists have used phrases such as “the world’s
languages in crisis” (Krauss, 1992) in both scholarly and public-facing writing; after all, if one
feels this truly is a crisis, and a crisis that needs to be urgently addressed, one needs a way to
convey that urgency and alarm. But Hill (2002) cautions that “linguists and anthropologists may

unwittingly undermine their own vigorous advocacy of endangered languages by a failure to



think carefully about the multiple audiences who may hear and read advocacy rhetoric” (p. 119),
which includes the practice of enumerating the figures for languages under threat as a way of
emphasizing the urgency of the crisis (p. 127). Furthermore, referring to languages as ‘moribund’
or ‘extinct’ (another common advocacy rhetorical strategy) may become “self-fulfilling
prophecies which serve to hasten the decline of those languages” (King, 2001, p. 188; see section
1.2.2 for discussion of terms like ‘extinct’). Finally, many of the circumstances surrounding
community language loss are the source of deep psychic wounds and intergenerational trauma
for individuals in these communities. Discussion of these issues demands care and respect,
especially from writers outside these communities who do not share these experiences and
histories.

Given these caveats, the practice of language revitalization is inextricable from the
context of language endangerment. Language revitalization is a response to something; it is a
reaction, a resistance, a reclaiming. Language revitalization entails deliberate, effortful practices
to halt and reverse community language loss. As such, it is imperative to recognize that language
endangerment is catastrophic and widespread. The immediate cause of this endangerment of
language is lack of intergenerational transmission; the youngest generations in a language
community are no longer learning their language as part of their upbringing. But this immediate
“cause” is itself the outcome of a long process of language shift.

While all languages change over time, most of the thousands of languages undergoing
shift on this scale are threatened not by this gradual change but rather by forces set in motion by
users of dominant languages. By nof noting the reality of language endangerment and its root
causes, we risk enacting what Davis (2017) refers to as ‘erasure of colonial agency’, a discursive

strategy which “minimizes the historical and ongoing causes of language endangerment and



dormancy, sometimes to the extent of misattributing agency for such realities onto Indigenous
communities themselves” (p. 37). Hinton (2003) puts it plainly, “[t]he processes of empire,
industrialization, and globalization have made casualties out of indigenous languages and
cultures.” (p. 44). In the US, policies aimed at breaking apart Indigenous communities included
sending children away to residential boarding schools which “deployed systematic militarized
and identity-alteration methodologies to attempt to assimilate American Indian, Alaska Native,
and Native Hawaiian children” (Newland, 2022, p. 7). Such policies deliberately disrupted the
chain of intergenerational culture and language transmission. These overt historical policies are
extended by contemporary ideologies that continue to emphasize assimilation and
monolingualism. In other cases, the causes of language shift are more subtle, and range from
unequal distribution of economic opportunities in the globalized world to even more subtle
issues of language attitudes and ‘prestige’ (Crystal, 2000). But these attitudes are no less
agentive; as Crystal notes, “people have to get their negative attitudes from somewhere. One
isn’t born with feelings of shame and a lack of self-confidence about one’s language” (p. 84).

Every language community has its own particular history and its own experience of
language loss; every language community has its own unique position in larger contemporary
society, and its own response to the reality of language endangerment. In this dissertation, I focus
on this response, recognizing that revitalization takes place against a background of
disenfranchisement and injustice, but choosing to highlight what Davis (2017) describes as “the
incredible extent of Indigenous language and cultural maintenance against all odds as a
decolonial act of breath-taking resistance, resilience, and survivance” (p. 54).

In the next section I clarify some key terms in language revitalization, before giving a

cursory overview of the rich research and practitioner literature on revitalization to date.



1.2.2 Terminology
One of the key terms that is often used in rhetoric around language endangerment loss is
the term extinct or extinction. This term is used in the literature to describe a language that no
longer has any living users; for example, the Glottolog, an online encyclopedia and directory
which bills itself as the “comprehensive reference information for the world’s languages,
especially the lesser known languages” (Hammarstrom et al., 2022) still classifies languages in

advanced stages of shift as “extinct'” or “nearly extinct®”

. However, in recent years many
language communities that have no living language users are nonetheless reclaiming their
languages from documentary records. Well-known examples of this include the Wampanoag
language, which had not been spoken for 150 years before it was brought back to community use
through written documents produced in the 17" century (baird, 2016). Examples like this
challenge the notion of the ‘extinction’ of the Wampanoag language; extinction implies an
absolute endpoint, a finality from which there is no recovery. For this reason, Leonard (2008)
proposes the term sleeping languages to refer to “those that are not currently known but that are
documented, claimed as part of one’s heritage, and thus may be used again” (p. 23). This
definition arises out of his own experience with working on his heritage language, Miami, which
has been brought back to community use after decades with no living speakers (see also
Baldwin, 2013). Another key term for framing these situations is to refer to a period of language

dormancy; that is, a period where there is no contemporary language use, though there is the

possibility of its use in the future (note that the term ‘dormancy’ does not entail the same finality

! This is the status listed for Lushootseed, Nuu-wee-ya’, Nanticoke, and mitsqanagan (Venturefio Chumash);
learner-speakers (Hall, 2021) of these languages are interviewed in this dissertation.
2 This is the status listed for Xaad Kil (Haida) and Nez Perce, also represented in the interviews.



as ‘extinction.”) I use the term sleeping languages and dormancy to refer to these situations,
rather than words like ‘death’ and ‘extinction.’

The main term I use in this dissertation is language revitalization, which I use as an
umbrella term to cover activities that are variously referred to in the literature as language
revitalization, language revival, language reclamation, language awakening, and language
maintenance. These terms are sometimes used to distinguish between efforts that support
languages in different stages of language shift. In particular, some terms are used specifically for
instances where the language is dormant. These efforts are referred to in the literature as
language revival (e.g. Dorian, 1994), language reclamation (e.g. Hall, 2021), or language
awakening (e.g. Leonard, 2008). These terms are not contradictory, but emphasize different
aspects of the endeavor; for example, language reclamation is a term that emphasizes the
decolonizing work of reclaiming what was taken from the community (Leonard, 2017), while
language awakening draws special attention to the fact that the language was previously
sleeping, which entails special social and practical considerations.

Another term, language maintenance, can refer to languages on the less dire side of the
language vitality scale; they are efforts to support languages that still have some users, but for
which the community recognizes the threat of language shift and responds by maintaining
existing language use. This might apply, for example, to efforts to support vital languages that
are nonetheless minoritized in the face of a dominant language (e.g. Afrikaans in English-
dominant South Africa, Dyers, 2008). This term also is often applied to the maintenance of
heritage languages in diaspora communities, where the language itself might be vital in the
original homeland but is being lost in the heritage community in favor of the dominant language

in that location (e.g., communities of German-speaking immigrants in the United States and their



descendants, Bousquette and Putnam, 2020). In this dissertation, practitioners from a wide range
of language situations are represented, from sleeping languages being reawakened to
maintenance efforts for languages that are still being transmitted intergenerationally (though this
transmission is under threat.) Following Peréz Béez et al. (2018), I use the term /language
revitalization as a cover term to refer to all of these efforts aimed at maintaining or increasing the
use of a language in the context of language shift.

One final key terminological clarification to be made is the term /ndigenous; or, more
properly, the overlap between language revitalization and Indigenous languages. It is undeniably
true that, as Indigenous peoples around the world have been disproportionally impacted by the
disruption and brutality of the colonial enterprise, and as colonialism is a major source of
language loss, Indigenous languages are threatened and destroyed. Additionally, much of the
literature on language revitalization comes from cases of Indigenous languages of the Americas
and Australia (see discussion section 1.2.3), and as such, issues of Indigenous identities and
cultures are richly represented in the global language revitalization literature; Hall for example
characterizes her personal language revitalization journey as a journey of reclaiming and
affirming Indigeneity (Hall, 2021), and Mclvor’s (2020) position paper in a major journal of
applied linguistics refers specifically to Indigenous Language Revitalization, or ILR. But other
language communities who may not identify as Indigenous are also working to maintain and
restore their heritage languages (Mufwene, 2017). For example, many European language
communities prefer the term “autochthonous” rather than Indigenous (Linn, 2021) when
emphasizing their longstanding connection to a particular territory. Furthermore, many languages
being reclaimed around the world are minoritized though not necessarily native or indigenous to

a territory. This is true of immigrant heritage language maintenance, as well as efforts to



revitalize languages like Kristang, which is a creole arising from the colonial history of
Singapore (see discussion in Methods 2.3.1.3)°. In this dissertation, I examine language
revitalization on a broader scope than Indigenous language revitalization specifically. Where
Indigeneity is referenced by practitioners as part of their heritage, this will be made explicit, but
it is not necessarily a relevant concept for all practitioners.

By making this clarification, I by no means intend to downplay the centrality of
Indigenous identities, Indigenous communities, and Indigenous epistemologies to language
revitalization. Rather I simply note that the global phenomenon of language revitalization, as I
have defined it here, is broad and diverse, and this diversity is seen in the range of different
histories, cultures, identities, and values of the many communities who are undertaking these
efforts.

1.2.3 Research and practice in language revitalization — literature overview

Examples of language revitalization are attested for much of modern history, including
early efforts to maintain Cornish starting in the early 1900s and Hebrew in the late 1800s. These
early cases, while important, were few in number. But in more recent decades, the number of
communities undertaking language revitalization efforts has grown exponentially. In their report
on findings from the Global Survey of Language Revitalization Efforts (collected in 2017), Peréz
Béez et al (2019) report that of 137 respondents who provided a year of inception for their

community’s effort, almost two-thirds (65%) began in the year 2000 or later.

3 That is to say, in some sense Kristang is an indigenous (small i) language of Singapore, rather than a language
brought in by immigrants from outside communities, and Kristang learners describe this close connection between
this creole and Singapore itself. At the same time, one heritage Kristang speaker described Malay as the
“indigenous” language of Singapore, as it was the language spoken prior to European colonization. Therefore the
issue of indigeneity/native-ness is a complex topic for users of this language, as it is no doubt for others around the
world.



In that same time period, the literature about language revitalization has grown and
diversified. Peréz Béez et al (2019) identify three chronological/regional “segments” in the
literature, starting with model cases of Hebrew, Cornish, West Frisian and Breton in the 19" and
early 20™ centuries; growing into case studies on the languages of the US and Canada, the
Pacific, and Europe, including special attention to efforts to revitalize Maori and Hawaiian in the
second half of the 20™ century; and continuing into the present day with more geographically
diverse case studies covering efforts beyond those already well-represented in the literature.
Despite this recent expansion, they note that cases from the Americas, Europe, and Australia and
New Zealand remain disproportionately represented, while information on efforts from other
regions is limited and much needed.

In addition to this regional distribution of case studies, Hinton (2003) also identifies four
“functional categories” of literature on language revitalization at the time:

1. Theoretical and empirical works about language revitalization

2. Applied works on language revitalization in practice; how-to manuals, books and articles
on best practices.

3. Pedagogical and reference publications for use in language revitalization (such as
grammars, dictionaries, other pedagogical materials)

4. Legal documents — written “speech acts” that create possibilities or impediments for

language revitalization. (excerpted from p. 48)

This framework remains useful for discussing the topics that are covered in the literature. In
particular, literature in ‘applied works’ and ‘pedagogical’ categories are well-attested especially
starting in the second half of the 20" century (Pérez Baez 2019). Some of the practical strategies

and pedagogical approaches that are represented in the literature include:



School-based language programs — there is ample literature discussing the teaching of the
language as an L2 in a traditional language classroom, including language immersion in
the school setting.

Language nesting in the Maori/Hawaiian model — this is a specific kind of immersion
programming in which a community childcare program immerses or ‘nests’ very young
children (i.e. usually pre-school age) in constant language exposure.*

Master-Apprentice language learning (Hinton et al., 2002); in this method, an L2 learner
is paired with an L1 user in a one-on-one relationship. This intensive one-on-one
apprenticeship more closely mimics the context of natural language transmission, and has
been adopted in many communities where classroom-based language learning is
logistically difficult or impossible.

Archives-based language revitalization (Baldwin et al., 2018; Thieberger, 1995; Hall,
2021); this topic deals with approaches that gather language data from archives and
methodological approaches to Indigenous language philology, and applies in particular to

dormant languages that are being reawakened based on prior documentation

There is also a considerable body of literature about different tools that can aid in revitalization
activities, such as talking dictionaries or other computer assisted learning aids. Finally, in the
field of language documentation and description, there is a growing body of literature focusing
on designing documentary corpora to be more useful for language revitalization practice (Jansen
& Beavert, 2010; Nathan & Fang, 2013; Taylor-Adams, 2019). As evidenced by this brief
overview, language revitalization practice includes L2 learning and teaching, but this learning

and teaching is not confined to the classroom; and learning and teaching is supplemented by

4 See section 7.2.1 for the different way that Zalmai Zahir uses the term ‘language nest’.
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many other kinds of activities that support individual and community language use (Hall, 2021;
Zahir, 2018).
In summing up our current understandings of language revitalization, Peréz Baez et al.

(2018) write, “[w]e know that revitalization is extremely demanding, requiring extraordinary
commitment and dedication, often over a lifetime. The learning curve is steep, and practitioners
are often overwhelmed. It would therefore be of tremendous value if future practitioners could
have access to information about how certain variables might correlate with outcomes” (p. 472).
This is the rationale for their Global Survey of Language Revitalization Efforts, aimed at
gathering a broad set of comparative data that includes such variables and possible outcomes.
Specifically, the Survey collected information about community efforts; as with much of the
literature reviewed in this section, the focus is on community-level and programmatic variables
and outcomes. In this dissertation, I turn attention to the individual level; in the next section, I
explain the rationale for this shift in focus.

1.2.4 Individuals in language revitalization

Given the nature of the enterprise, it is clear that revitalizing a language is an endeavor

deeply rooted in community. Indeed, the majority of the literature on language revitalization
looks at the sociological (community) or programmatic (program design or language policy)
levels. But language revitalization also takes place at the individual (psychological) level. As
Mclvor (2020) argues:

“just as with SLA itself, the necessary approach to ILR is simultaneously individualistic and

collective in nature. Each learning journey begins with one person, who must be personally

motivated and interested and have the necessary access to high-quality learning

opportunities, based on proven practices, underpinned by what is known about additional

language learning. Equally, there must be an understanding of the barriers and collective
contextual factors at play and necessary supports in place to manage them.” (p. 87)
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Practitioner literature especially underscores the importance of the individual in LR
practice. For example, Atkins (2012) describes a ‘Self-Apprentice Program’ aimed at facilitating
independent learning of a sleeping language, drawing on her own experience of learning the
Wiyot language, which has no L1 speakers and is being reawakened based on archival
documentation. Atkins notes that there are currently no comprehensive sources in the language
teaching literature that focus on ‘self-instruction,’ that is, “the unique situation of a learner-
teacher who must be the driving force behind the planning, development, and application of an
indigenous language learning program” (p. 25). Many language efforts in fact depend on
individual learner-teachers who spearhead revitalization activities not just for their own learning,
but also to increase language use in the community. This leads Bommelyn (2011) to focus on the
notion of learner autonomy in the Dee-ni’ community; as he argues, “there is a scarcity of
available speakers and language learning materials, such that learners will have to be in control
of their own language learning if they are going to be speakers of Dee-ni'.” (p. 12).

That is, focusing on individual differences in language revitalization practice does not
entail “individualism” in opposition to collectivism or communalism. Rather, it is important to
acknowledge the key role that individuals play in their communities and networks of
relationship, and by acknowledging this, seek to better understand the individual practitioner as a
way of better supporting the individual and the community.

One of the key ‘individual difference variables’ from the field of Second Language
Acquisition is Motivation (Ushioda, 2020). The need to sustain motivation in the face of the
challenges of language awakening and revitalization is explicit in Atkins’ (2012) and

Bommelyn’s (2011) work, and motivation was the specific research question of another
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practitioner (Viles, 2013). Viles outlines both practical and theoretical reasons to study
motivation in these contexts:

"Given the importance of motivation to learning and the purpose of this thesis to aid

others attempting to revitalize Native languages, we can gain a better understanding of

what motivations may be useful and effective and what problems may await speakers

within their motivations. We can use motivation as a lens for understanding larger issues

within language revitalization, such as the existence of worldviews within endangered

languages, the role of the family in learning, and the importance of community support in

deterring or enabling successful language revitalization efforts." (p. 28)
That is, because individuals are so key to community revitalization efforts, and because
motivation is so difficult to sustain in challenging circumstances, understanding motivation in
these contexts can help us better support practitioners. At the same time, understanding
motivation helps us better understand the nature of language revitalization itself, as both an
individual and a relational enterprise.

In the next section, I discuss the topic of learning motivation as it is represented in the
literature on second-language acquisition.

1.3 Motivation

This section is an introduction to the topic of motivation as it pertains to learning. In this
dissertation, I primarily engage with two theories to frame the findings: the L2 Motivational
Self-System (Ddornyei, 2005) and Self-Determination Theory (SDT; Deci & Ryan, 1985). Section
1.3.1 introduces key concepts from SDT as a domain-general motivation theory, primarily
drawing from the literature in educational psychology. The remaining sections deal with L2-
specific theories of motivation. Section 1.3.2 describes an early influential model, which
introduced the concepts of integrativeness versus instrumental orientations into the vocabulary of

second language acquisition researchers. Section 1.3.3 then discusses the current prevailing

model, that of the L2MSS. Section 1.3.4 examines the role of context in theories of L2
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motivation, drawing particularly on Ushioda’s ‘person-in-context relational view’ of L2
motivation (2009). Section 1.3.5 describes a construct that has been proposed to account for the
unique context of heritage language learning.

1.3.1 Motivation theory — Key concepts from Self-Determination Theory

An individual’s motivation can be characterized as one of two key types: intrinsic
motivation, wherein the individual engages in a task out of curiosity, interest, enjoyment; and
extrinsic motivation, wherein the individual engages in a task to earn a reward or avoid
externally imposed punishment (Ortega, 2009). Tasks which are engaged in out of intrinsic
motivation are associated with feelings of competence and autonomy, and are also associated
with greater effort and better performance. In a learning context, teachers who wish to help their
students improve their efforts and learning outcomes may wonder how to increase students’
intrinsic motivation. However, by definition, no one can make anyone else be intrinsically
motivated; any motivation affected by any outside source is definitionally extrinsic. This does
not mean that learners’ motivations cannot be effectively leveraged. Increasing learner autonomy
allows learners to engage in a task purely out of intrinsic motivation.

But individuals do engage effectively with tasks even when they are not intrinsically
motivated by them. To this point, it is useful to break down types of extrinsic motivations, as
suggested by Deci & Ryan’s (1985) typology from Self-Determination Theory. This framework
breaks down external motivations into different types with respect to the personal values of the
individual learner:

» External regulation — doing a task in order to receive a reward or to avoid punishment. This
is the most external (and most instrumentalized) type of extrinsic motivation. Learners who

engage in learning tasks only to ensure a good grade in a class are externally regulated.
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* Introjected regulation — doing a task out of a sense of guilt or obligation. This is less
instrumentalized than external regulation, but is still markedly extrinsic, as it has to do with
the opinions and expectations of others (as opposed to the self).

* Identified regulation — doing a task because it will help the individual achieve their goals.
This is more closely associated with internal values; while the learner does not necessarily
take pure pleasure or interest in the task as such (which would be intrinsic motivation), the
learner does have goals which are personally meaningful and sees the usefulness of the task
for achieving those goals.

» Integrated regulation — doing a task because it matches one’s sense of self. That is, learners
who see themselves as being someone who studies hard will have integrated regulation to put
effort into a learning task.

These four types of extrinsic motivation can be thought of as a scale from most externally

(external regulation) to most internally regulated (integrated regulation). The two most

externalized regulations, external and introjected, can be considered maladaptive in this system

as they are controlled rather than autonomous or self-determined (Noels et al., 2019); this means
that in the absence of external controls, the learner would be unlikely to engage in the activity.

Furthermore, while introjected regulation has sometimes been shown to correlate with expended

effort (Ryan & Connell, 1989), it is also associated with maladaptive feelings of guilt, anxiety,

shame (McLachlan et al., 2009), and poorer ability to cope with failure (Ryan & Connell, 1989).

On the other hand, identified and integrated regulation are correlated with more
motivated behaviors and better learning outcomes (Ryan & Deci, 2000). Pedagogical
interventions can have a profound effect on the type of regulation experienced by the learner; for

example, a teacher can design tasks that are clearly useful for learners’ goals and focus their
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energies on helping learners see this usefulness rather than emphasizing purely external rewards
for completion. This moves the learners’ motivations away from external regulation and towards
the more internally-driven identified regulation.

In the field of second-language learning, Self-Determination Theory has been used by
Noels and colleagues as a framework for understanding L2 motivation specifically (Noels, 2009;
Noels et al., 2019). Noels has conducted cross-contextual L2 learner research to identify
variation in regulation types among, for example, learners of ESL compared with learners of
other modern languages and learners of heritage languages (Noels, 2009). Aside from this work,
the most prominent models of L2 motivation theory have arisen from within the discipline of
SLA itself, and we now turn to a discussion of L2 motivation theory more specifically.

1.3.2 L2 Motivation theory — integrative vs instrumental orientations

In the field of SLA, there are specific models that are proposed to account for the
learning of an L2. One of the earliest and most influential models of motivation specific to L2
learning is Gardner’s Socio-educational Model (Gardner, 2001; Gardner & Lambert, 1959).
Within this model, Gardner introduced the concept of infegrativeness, which is formulated as “a
genuine interest in learning the second language in order to come closer to the other language
community [...] this implies an openness to, and respect for, other cultural groups and ways of
life” (Gardner, 2001, p. 5). Individuals who exhibit integrativeness are motivated to learn an L.2
as a means of integrating into the target culture which uses this language. This is contrasted with
instrumental orientations, that is, pragmatic or utilitarian reasons for learning the L2, such as for
career advancement and other kinds of economic gain. It is hypothesized that integrativeness
leads to more motivated behavior, and that therefore a learner’s orientation, either integrative or

instrumental, determines individual differences in L2 outcomes. Research in L2 motivation has

16



been and continues to be heavily influenced by Gardner’s model; one meta-analysis conducted
20 years ago included 75 different studies that used Gardner’s model and testing instruments to
investigate motivation of over 10,000 total individual learners (Masgoret & Gardner, 2003), and
this work continues to be influential.

Despite this influence, there are some strong critiques to this model. One critique of this
work comes from Ushioda (2020), who notes that Gardner is explicitly not interested in
pedagogical applications for his research, but is solely focused on validating and refining his
theory through rigorous testing and replication with no intention of providing teachers or learners
insights that might help in their language learning (p. 19). This is a prime example of the
challenge Ushioda raises about the field in general, posing the question “Whose motivations are
we really interested in — the motivations and priorities of the people we are researching, or our
own motivations and priorities as researchers?” (p. 3). This question is the foundation of
Ushioda’s ‘ethical framework’ for all L2 motivation research, and in the case of revitalizing
languages, this ethical question is even more pertinent.

Also with respect to language revitalization, the definition of integrativeness as “learning
the second language in order to come closer to the other language community [...] openness to,
and respect for, other cultural groups and ways of life” (Gardner, 2001, p. 5, emphasis mine) is
questionable. For individuals learning the language of their own language communities, it does
not make sense to refer to the other language community or the other culture. While heritage
language learning is no doubt more closely tied to the integrative orientation than the
instrumental, this binary opposition, along with the poor fit of the notion of ‘integrativeness’,

means Gardner’s model needs to be significantly modified to account for LR contexts.’

5 This poor fit notwithstanding, these constructs are so pervasive in SLA that many of the studies discussed in
section 1.4 invoke these terms as part of their explanatory framework.
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Other questions have been raised about the utility of the notion of ‘integrativeness’. For
example, Dornyei (2009) points out that “it has been without any doubt the most researched and
most talked about notion in L2 motivation studies and yet it has no obvious equivalent in any
other theories in mainstream motivational and educational psychology” (p. 23). He also argues
that the construct does not make sense beyond the context from which the model originates.
Gardner’s research has been primarily conducted in bilingual parts of Canada, and concerns
Anglophone learners of French (and Francophone learners of English). In these settings, the
learner is an outsider to the target culture but has significant and regular contact with speakers of
the target language, meaning they have ample opportunity to integrate in some meaningful way.
Beginning in the 1990s, Dérnyei and colleagues began to question whether integrativeness in
that setting is useful for describing L2 motivations in foreign language classrooms, where
learners have little if any direct contact with the target culture. In particular, Dérnyei drew
attention to the rising numbers of L2 learners of English, where English is not associated with
any one particular ‘target culture’ but is instead an international language (Dornyei et al., 2006).
Because of these major theoretical shortcomings, in the early 2000’s Dornyei found himself
“ready to move beyond integrativeness” (2009, p. 25), and began to develop an alternative model
which has become similarly widely used in the field.

1.3.3 L2 Motivation Theory — The L2 Motivational Self-System

In a 2005 publication, Dérnyei proposed a model called the L2 Motivational Self-System
(L2MSS), a theoretical model which he has continued to elaborate (Ddrnyei, 2005, 2009, 2015).
This model draws on theory from domain-general motivation theory (as opposed to Gardner’s L2
specific model). In particular, Dérnyei draws on Higgins’ Self-Discrepancy Theory (1987) as

well as Markus and Nurius’s (1986) of ‘possible selves.” Self-Discrepancy Theory posits that
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human behavior is motivated by comparing one’s imagined future self with one’s present self,
noticing key differences, and then acting to decrease the mismatch (or discrepancy) between the
present self and the desired future. Specifically articulated for L2 learning, the L2MSS contains
three levels:

* lIdeal L2 Self — this is a desirable future self; as Dornyei describes, “if the person we
would like to become speaks an L2, the ‘ideal L2 self’ is a powerful motivator to
learn the L2 because of the desire to reduce the discrepancy between our actual and
ideal selves.” (2009, p. 29).

*  Ought-to L2 Self — this is an imposed future self, and is partially parallel to Higgins’
(1987) ‘feared self.” As Dornyei puts it, the ought-to L2 Self “concerns the attributes
that one believes one ought to possess to meet expectations and to avoid possible
negative outcomes” (p. 29, emph original).

* The L2 Learning Experience — this component “concerns situated, ‘executive’
motives related to the immediate learning environment and experience (e.g. the
impact of the teacher, the curriculum, the peer group, the experience of success).” (p.
29)

In this model, the Ideal L2 Self is posited to have a stronger and more positive motivational
impact than the Ought-to L2 Self, for the same reason that more internalized forms of regulation
are posited to be more motivational in SDT (see discussion section 1.3.1); that is, the Ideal L2
Self is more strongly associated with internalized and valued visions of the self. Research in this
framework consistently does find statistically significant correlations between the Ideal L2 Self
and motivated behaviors (e.g. effort expended learning the language; for a review see Al-Hoorie,

2018). Meanwhile, the effects of the Ought-to L2 Self have been less well understood, and the

19



L2 Learning Experience has been by far the least examined of the three constructs (Mendoza and
Phung, 2019). It is important to note that the Ought-to L2 Self has been equated both
definitionally (McEown et al., 2014) as well as empirically (Nishida, 2013; Teimouri, 2017;
Takahashi ) with the SDT categories of introjected regulation. This tendency to equate a sense of
obligation to others, as an aspect of the Ought-to L2 Self, with maladaptive introjected regulation
(see 1.3.1) poses a critical problem when considering individuals working to revitalize and
maintain their heritage languages, as is discussed throughout this dissertation (see also discussion
of the Rooted L2 Self, section 1.3.5).

Boo et al (2015) report that the L2MSS framework is the most commonly used
framework for studying language learner motivation (though see also discussion of Noels” work
in SDT, section 1.3.1). But research in this system is overwhelmingly based on L2 learners of
English, a problem that Dornyei himself acknowledges. In a special issue of the Modern
Language Journal, Dornyei and colleagues call for more research attention on learners of
languages other than English. They note, among other things, that the over-representation of L2
English learners may inadvertently promote an “individualistic” and “community-independent”
idea of the Ideal L2 Self (Dornyei & Al-Hoorie, 2017, p. 459) while also misrepresenting the
nature of the Ought-to L2 self in other kinds of communities. This latter point has also been
raised by Chen et al. (2005) in their findings that language learners outside of Western cultures
may be more positively motivated by family obligations and sense of responsibility than is
currently reflected in L2ZMSS research.

1.3.4 The role of context in L2 Motivation research
Given that the L2 Learning Experience is the least examined of the three components of

the L2MSS (Mendoza and Phung, 2019), and also given that this component “is conceptualized
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at a different level from the two self-guides” (Dornyei, 2009, p. 29), the role of learner-external
factors has been largely undertheorized in mainstream L2 motivation theory. Ushioda (2009)
charged that L2 motivation literature sets up a dualism between an individual and their contexts,
which is approached as “something pre-existing, an independent background variable, outside
the individual” (p. 218). She argues instead for a focus on a “person-in-context relational view of
language motivation,” by which she means “a view of motivation as emergent from relations
between real persons, with particular social identities, and the unfolding cultural context of
activity” (p. 215).

Recently, the field of SLA has shifted somewhat to address issues of complexity and
dynamism in language learning (Larsen-Freeman, 2008). This includes an edited volume meant
to address the “dynamic turn” by applying Complex Dynamic Systems Theory (CDST) to the
L2MSS (Dornyei et al., 2015b). In that volume, Ushioda (2015) discusses the “mutually
constitutive and co-adaptive” relationship between the learner and the context (p 48); that is,
rather than a unidirectional effect of context on learner, the learner both shapes and is shaped by
their context. She suggests that the notion of an ecosystem is “perhaps the most useful metaphor
for describing this symbiotic and co-adaptive relationship between learner and context, and the
organic interconnectedness of social, psychological and environmental processes” (p. 48). Other
researchers who underscore the importance of considering context include Mercer (2016), who
argues that “[f]Jrom a complexity perspective, context is not perceived as an external, objective,
independent variable affecting the self, but rather is seen as an integral part of our self system”
(p. 12). Mercer also emphasizes that “context cannot just be conceived of in spatial or social
terms, but it inherently involves a temporal dimension too” (p. 14). Like Ushioda, Mercer uses

the metaphor of an ecosystem, saying “ecological systems draw attention to the fact that we are
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situated within multiple layers of interconnected contexts as well as our own personal history, all
of which are continually undergoing change across time at different paces” (p. 14).
1.3.5 The Rooted L2 Self

As noted above, a special issue of the Modern Language Journal collected studies based
on research with learners of languages other than English. Of particular relevance to the field of
language revitalization and heritage language learning, Maclntyre, Baker, and Sparling (2017)
report findings with heritage learners of (Scottish) Gaelic in Cape Breton Island, a small territory
situated in the Canadian province of Nova Scotia. They note that the Gaelic language has been
an important part of the identity of immigrants and their descendants on Cape Breton Island for
the past two centuries (in fact in the 19" century, it was the third most spoken language in
Canada after English and French). But in recent years, use of the language has been rapidly
declining. At the same time, interest in Gaelic traditional music and dance has experienced a
resurgence, and the learners in this study are all active members of a Gaelic music group. Thus
the study represents “a highly contextualized combination of psychological and
ethnomusicological perspectives on language learning motivation for a language with relatively
few speakers” (p. 501). A key phrase in this quote is “highly contextualized’, and MaclIntyre et
al. refer to Ushioda’s (2009) ‘person-in-context relational view’ of motivation as being
particularly relevant for this research. In particular, they note that “[f]or Gaelic learners in Cape
Breton, macro-level processes (such as trends in minority/majority language use) affect the
individual just as individuals affect the linguistic context” (Maclntyre et al. 2017, p. 502).

Because motivation in heritage language learning contexts are overall so understudied
(Comanaru & Noels, 2009), “there have been no concepts proposed to describe processes unique

to heritage language learning motivation” (Maclntyre et al., 2017, p. 503). As such, in their
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study, the researchers propose to modify the L2MSS with a construct specifically appropriate for
this kind of language learning context. Using unstructured interviewing and a lexically-driven
approach to thematic content analysis, Maclntyre et al. derive the construct of the Rooted L2 Self
as “a heritage-oriented concept defined by strong feelings of connection to speakers of the
language, which can be tied to specific individuals (such as one's grandmother) but more
generally a defined community” (p. 512). The Rooted L2 Self, they argue, “incorporates a form
of L2 experiences from the L2 self system (Ddrnyei, 2005), but goes well beyond the immediate
context and the learner's personal experience to include historical knowledge, connection to one's
ancestors, identity, attachment, demographic trends, hopes for the future of the language and its
meaning to future speakers, among other interrelated ideas.” (p. 512)

The Rooted L2 Self amends the L2ZMSS in two key ways. First, it incorporates
perspectives on the past, in contrast to the purely future-oriented framing of the Ideal and L2 Self
concepts in the L2ZMSS (Maclntyre at al., 2017, p. 509). This focus on the past is not mutually
exclusive with a forward-looking future vision; rather, MacIntyre et al. note that “our
respondents generated a clear sense of rootedness-in-community for their ideal selves,
integrating the future with the past." (p. 513) Secondly, the Rooted L2 Self problematizes the
concept of the Ought-to L2 Self as being distinct from the Ideal L2 Self, as well as the
hypothesis that the Ought-to Self is disadvantageous for motivation. That is, “there is a sense that
the ought-to self does not necessarily reflect unwanted obligation to learn the language of an
outside group, but rather a welcome (albeit challenging) obligation to continue the Gaelic
traditions into which they were born” (p. 513).

The Rooted L2 Self is the most clearly relevant construct for the study of motivation in

language revitalization contexts, arising as it does out of a context of language shift and heritage
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language maintenance. In this dissertation, the Rooted L2 Self resonates with the perspectives of
language revitalization practitioners in many contexts. But though this is the most widely cited
example, Maclntyre et al.’s (2017) study with Gaelic learners in Cape Breton is not the only one
to examine motivations of learners in LR contexts. The following section provides an overview
of some pertinent studies specific to language revitalization.
1.4 L2 motivation in language revitalization contexts — literature review

Though there is not yet a huge body of literature on L2 motivation in language
revitalization contexts, a handful of case studies from around the world shed light on unique
aspects of motivation to learn minoritized languages. None of these studies are found in
mainstream journals of second language acquisition or applied linguistics; neither are they found
in journals of language documentation and description. The following set of studies were found
by searching a comprehensive bibliographic database (Linguistics and Language Behavior
Abstracts) using two combinations of search terms: “language revitalization” + “motivation”; or
“language maintenance” + “motivation”. References here come from features, articles, or reports
in scholarly journals written in English. This literature review is by no means exhaustive, but it
does shed light on a body of literature as yet unrepresented in the field. These studies engage
with mainstream L2 motivation literature in unique ways, and highlight key concepts useful for
LR contexts and important disconnects between LR and better studied contexts.

1.4.1 Spain and neofalantes

One set of related studies comes from the context of the minority languages of Spain. In
this multilingual nation, several regional languages have become the focus of language
maintenance and revitalization. Though each regional context has its own social and historical

characteristics, one commonality is the importance of neofalantes (or ‘new speakers’, O’Rourke
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and Ramallo, 2015) in maintenance efforts. As Lasagabaster (2017) notes, “it is mainly this
group who account for the dramatic rise in the number of minority language speakers in the last
three decades in Spain. New speakers have thus become an indispensable part of reversing
language shift, which is why special heed has been paid to their language attitudes and language
learning motivation” (p. 585).

Characterizing Catalonia as “the region in Spain where revitalisation policies were more
decisive and successful” (p. 168), Pujolar and Puigdevall (2015) describe how Spanish speakers
become “functionally bilingual” in Catalan. Using quantitative data from a large-scale language
use survey as well as qualitative data from 24 interviews and 15 focus groups, they evoke the
word mudes to denote “specific biographical junctures” in these individuals’ lives, explaining
that the word is “a Catalan term referring to (often reversible) variations in social performance,
such as dressing-up for an event or change appearance generally” (p. 168). They note that
individuals experience several different mudes throughout their lives, meaning there are many
different trigger points with respect to language use, language choice, and language identity.
They argue that their research “demonstrates the need to be aware of the ways in which people
develop their linguistic repertoire not only across different social spaces, as has been the
traditional focus of sociolinguistics, but also throughout their lifetime” (p. 185). More directly
relevant for the research topic at hand, Pujolar and Puigdevall (2015) note that the notion of
linguistic muda emphasizes the ways that language choices are “life investments”, that is, “they
constitute performative acts of social consequence with enduring implications that unfold over
(life) time” (p. 169); as such, they argue that even in cases where Catalan was pursued for

instrumental means, “an exclusively ‘instrumental’ investment into speaking Catalan appears as
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a theoretical oxymoron only possible for those who believe languages to be neutral cognitive
resources. This is not how Catalans, or any other group, live languages” (p. 186).

O’Rourke and Ramallo (2015) also report on research with Spanish-dominant
neofalantes, in this case in the context of Galician language movements. Using focus group data,
they investigate these neofalantes as examples of an ‘active minority’, which they define as
individuals or groups who through their behaviour attempt to influence both the attitudes and
practices of the majority and in doing so, bring about social change” (p. 151). They argue that for
active minorities, “motivations for change” are what prompts specific kinds of practice — in this
case, ‘motivation for change’ prompts Galician language practice. They also note that these new
speakers “showed a strong sense of responsibility in securing the future survival of the language,
as well as a clear commitment to what they see as a situation of social and political injustice” (p.
164).

DePalma (2015) reports on a study of 18 students enrolled in an intensive university-
based summer Galician language program. She analyzed student agency and motivation in this
context, noting that “[d]ue to language revitalization movements, certain professional, academic,
and social environments can afford certain advantages, but they are not strong and universal
enough to provide a sufficient immersion experience without some degree of personal initiative”
(p. 438). The ‘personal initiative’ that she particularly observed with these learners was that
highly motivated individuals actively sought out opportunities for “contexts of micro-
immersion” (p. 440). That is, though Galician is not spoken widely enough in the community to
be considered an ‘immersion’ experience like other study abroad contexts, some learners
purposefully sought contexts where Galician language use was more reliable; for example, one

learner traveled outside of the main town to shop at markets, “since local farmers living outside
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the city are more likely to speak Galician than urban residents” (p. 438). One learner even used
the context of the interview itself as an opportunity for ‘micro-immersion’, electing to conduct
the interview exclusively in Galician. In addition to illustrating what highly motivated behaviors
look like in this context, these examples highlight the dynamic nature of the context itself, and
the individual’s agentive role in co-constructing this context. (p. 440).

The importance of ‘new speakers’ in minority language maintenance in Spain is also
highlighted in Lasagabaster’s (2017) comparative review of research literature from across
Spanish contexts. Lasagabaster reviews the language attitudes and language practices of new
speakers of Basque, Catalan, and Galician, and also considers the effects of immigration and the
status of Spanish (as the dominant language) and English (as a growing target language for L2
learners across the country). Against the robustly multilingual backdrop of minority-language
areas of Spain, Lasagabaster introduces the notion of a “cosmopolitan ideal self” as correlated
with high motivation, arguing that “[i]n societies where multilingualism is highly valued,
strengthening students' multilingual ideal self is of the utmost importance. The combination of
students' cosmopolitan view of themselves (Newman et al., 2008) and their multilingual ideal
self will bring not only individual but also social benefits” (Lasagabaster 2017, p. 590). This
Cosmopolitan Ideal Self is an intriguing counter-point to the Rooted L2 Self (see section 1.3.5),
and highlights the fact that different motivational constructs are more salient for particular
learning contexts. I note for example quite a lot of the ‘new speakers’ in the preceding studies are
immigrants learning the minority language of their new home, meaning learning these minority
languages is not always as strongly connected to a sense of heritage (though, as Pujolar and

Puigdevall point out, this enterprise always involves a sense of identity.)
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The notion of ‘new speakers’ is taken up also in de Meulder’s (2019) study of sign
languages and the role of ‘new signers’. Like in the case of spoken minoritized Spanish
languages, new signers of European sign languages are an increasingly large proportion of total
signers; in some countries, hearing new signers outnumber traditional signers by 10 to 1 (p. 2).
Access to sign language is unevenly distributed in these contexts; de Meulder notes while parents
of hearing children are encouraged to adopt “baby sign” for its demonstrable benefits on infant
cognition, parents of deaf children who have received cochlear implants (in northern Europe, this
is an estimated 80% of deaf children) are actively discouraged from using sign with their infants
(p. 2). This leads to a situation where, she argues, “by talking about the ‘endangerment’ of sign
languages it is first of all their use by deaf people, in ‘deaf spaces,’ that is endangered [...] their
use by hearing people in non-deaf spaces is not endangered, but even promoted” (p. 8).

Based on interviews with 15 deaf and hearing signers in Belgium and extensive
participant observation (the researcher is herself a deaf new signer), de Meulder (2019)
demonstrates that motivations to learn sign language vary depending on the individual’s
relationship to the deaf community. For example, while hearing new signers who are not related
to a deaf person may have more instrumental motivations (e.g. getting course credit), hearing
new signers who are related to a deaf person are motivated by the desire to communicate with
their family member. These different motivational orientations, de Meulder argues, has direct
relevance for language revitalisation policies and frameworks. Current efforts to encourage the
growth of sign language use through instrumental motivations aimed at hearing learners (e.g.
through the promotion of ‘baby sign’) excludes deaf new signers as well as hearing new signers
who are more motivated by relational connections and sense of self. (p. 16). In summary, she

argues that “a better understanding of the profiles, language practices and motivations of each of
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these groups will be instrumental for developing evidence-based sign language policies for the
future” (p. 16). Thus there is a clear implication for policy in understanding the varying
motivations of learners.
1.4.2 Celtic languages

Several case studies also come from efforts to maintain and revive Celtic languages. This
includes Harasta (2017), which reports on semi-structured interviews with 64 Cornish
(Kernewek) second-language users over the course of five years of ethnographic fieldwork in
Cornwall. Specifically for this article, the author investigates the language learning motivations
of these L2 users as a way “to examine the concept of perceived uselessness” with respect to
minoritized languages. Harasta (2017) argues that these learners do indeed articulate the practical
usefulness of Cornish, “not as an end to itself, but as a tool for broader cultural change” (p. 250).
That is, the Cornish language is not exclusively a symbolic marker of heritage, but is a tool for “a
sociocultural transformation directed towards three objects: the self, the Cornish ethnic
community and the geopolitical unit of Cornwall.” (p. 250). In particular, this transformation
concerns turning away from English dominance and towards Cornish autonomy, both at the
macro-level (Cornish society at large) and at the individual level; one learner explained that by
studying Kernewek, “she could decolonize her mind of its Englishness.” (p. 253). This shift from
Englishness to Cornishness “was the most common motivation amongst interviewees” (p. 256), a
fact that Harasta argues underscores the utility of this ‘useless’ language outside of the narrow
scope of purely economic utility. This calls into question the notion of instrumentality in these
contexts.

Baker et al. (2011) conducted research on the motivations of adult L2 learners of Welsh,

with the specific aim of investigating the effectiveness of pedagogical practice and language
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planning policies. They report on findings from a large-scale questionnaire that was distributed
to all official adult Welsh language classes in Wales and returned 1061 responses. The
questionnaire was designed “with an underlying conceptual framework partly based on Gardner's
(1985) research on instrumental and integrative motives for language learning.” (p. 50) The
results found that adults were particularly motivated to learn Welsh when they anticipated using
the language in the home with children and other family members; in particular, they found that
60% of respondents indicated that helping their children on Welsh language homework and
speaking with their children in Welsh were major motivations for language learning. In this
result they find support for current Welsh language learning policy, which emphasizes the
importance of adult L2 learners in creating a context for intergenerational transmission (p. 50).
Because these findings were analyzed in an instrumental vs integrative framework, the authors
situate such familial motivations within the ‘integrative’ side of the dichotomy. They note
however economic stability and employment opportunities are also ultimately important goals
that parents have for their children, arguing that “there is a danger in separating integrative and
instrumental motivations” for this reason. That is, “[w]hile identity, community engagement,
social networking, culture and leisure are all important, [...] for parents to transmit a minority
language to their children, utilitarian reasons as well as integrative reasons may be an important
part of the rationale” (p. 58). Beyond this integrative-instrumental framework, there is evidence
in this study of other important components of L2 motivation, including the impact of (lack of)
self-confidence in language learning persistence.

Petit (2016) reports on a study of learner motivation with university students and
members of a Gaelic language society in Dublin, Ireland. This study follows a more conventional

quantitative motivation research design, utilizing a standard questionnaire instrument (modified
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slightly for the Irish language context following a focus group pilot). The questionnaire collected
45 responses, and these were supplemented by qualitative analysis of three follow-up interviews.
This study engages more with the L2MSS model rather than the instrumental vs integrative
framework. Analysis of the questionnaire results indicate that external motivation factors
(including parents and teachers as well as the Ought-to L2 Self) were not as strongly correlated
with “motivational intensity” as “intrinsic factors” such as the Ideal Irish Self and the Ideal Irish
Community. I note here that ‘motivational intensity’ was not defined in this study, and the
questionnaire instrument itself was not published with the study, so it is not clear what this
criterion measure means®; I also note that a motivational construct such as Ideal (Irish) Self and
Ideal Community is not ‘intrinsic’ in the strict definition given above, but is more in line with the
Identified Regulation of Deci and Ryan’s (1985) four-way typology of extrinsic motivational
factors (see section 1.3.1).

One of the most interesting findings from the three interviews in Petit’s (2016) study is
that it was peer relationships, rather than family relationships, which seemed to be most
impactful on these young adults’ lives; Petit notes that although all three interviewees “were
raised in families which were very enthusiastic about the language”, it was the Irish summer
colleges they went to as teenagers that “made a big difference” (p. 53). Petit characterizes these
summer experiences as linguistic mudes (Pujolar and Puigdevall, 2015; discussed above), turning
points in their language identity and practice; the learners in these cases reported that “[s]ince
then, even though they do not take Irish class, they use Irish nearly daily with their friends.” (p.
54). These relationships that transcend the formal language classroom were formative for these

young learners.

5 also note that the term “successful”, as in the title of the paper (“Successful Learners of Irish as an L2”), was
never defined with respect to this learner population.
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Wright and McGrory (2005) report on research in adult Irish L2 motivation from a
specific historical lens. They note that one of the most comprehensive and well-cited studies of
L2 Irish (O hAdhmaill, 1985) was conducted during a particularly violent and tumultuous
moment in the sociopolitical upheavals known as the Troubles. The O hAdhmaill study found
that issues of identity and politics, including alliance with the Sinn Fein Republican Movement,
were by far the most prominent factors in adult interest in learning Irish; Wright and McGrory
(2005) note that these studies must be understood in their historical context, wherein for example
10 Irish political prisoners had recently died in a hunger strike at Long Kesh prison (p. 196).
Given this, one of the research questions for their study was “to seek to uncover whether, two
decades and an IRA ceasefire after O hAdhmaill’s (1985) study, the same issues of identity and
the political situation remain as prime motivating factors for learning Irish” (Wright and
McGrory 2005, p. 198).

In results from a largely quantitative questionnaire designed specifically for this study,
Wright and McGrory found that of their 104 respondents, learners did in fact seem to be
departing from the strongly political motivations for learning Irish than were seen in previous
studies. In fact, they found that a large percentage of learners were motivated at least partially by
intrinsic interest in the language, with 58% reporting to be motivated by ‘fun’ and nearly two-
thirds motivated by aesthetic interest in ‘the sound of the language’ (p. 203).” Even so, the most
significant finding that they highlight is “the overwhelming interest in culture as a decisive
motivating factor in respondents' choice to learn Irish” (p. 203). That is, though the emphasis on

affiliation with particular political groups was no longer a major factor at this juncture in Irish

7 Though one could argued to what extent aesthetic judgements about a language can ever be “pure”, rather than
bound up inextricably with ideologies about the worth and value of the language and attitudes about its user
population.
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history, the majority of learners in Wright and McGrory’s study continued to report that a sense
of Irish identity and an interest in Irish culture were the key reasons they had begun language
class (p. 204). This suggests that some aspects of L2 motivation in heritage language contexts
may be relatively constant, while others are subject to fluctuations in the macrosocial and
political contexts in which learning is taking place.

1.4.3 Maori

A few studies with learners of Maori also investigate issues of L2 motivation. Chrisp
(2005) reports on a qualitative study comprised of small focus groups in four Maori language
learning communities. Chrisp raises the issue of motivation with respect to these speakers by
arguing that “[1Janguage knowledge by itself does not automatically lead to language use [...]
people must want or need to speak a language before they choose to do so.” (p. 158) He also
argues that bilingual speakers of any languages continually and regularly make choices about
which language to use in which context, such that language choice (conscious or unconscious) is
one of the salient realities of bilingualism. He further points out that contextual factors at the
macrolevel (i.e. wider social context) can hinder or encourage an individual’s choice to use the
target language. That is, though large-scale contextual elements undoubtedly affect language use,
in this study he focuses on “language choice at the microlevel” — the level of individuals and
their families (p. 156).

At this more microlevel, Chrisp (2005) found that personal relationships had a significant
effect on the choice to use Maori language. This might have discouraging effects; for example,
some participants reported that they would be unlikely to use Maori in the presence of people
that they knew did not speak Maori (p. 168). On the other hand, most of the statements about

positive choice referenced family and children, including the belief “that Maori language
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strengthened the self-identity and self-esteem of their children because they ‘know who they are

299

and where they are from’” (p. 172). The powerful nature of these familial connections were often
implicated with what Chrisp calls “trigger events”, which are turning points in one’s lifetime.
Among Chrisp’s focus groups, “[s]Jome participants spoke of the birth of their children as the
critical trigger event, whereas others discussed funerals and being faced with the key role of
Maori in ceremonial rituals.” (p. 173) These ‘trigger events’ echo Pujolar and Puigdevall’s
(2015) notion of a linguistic muda (see discussion above).

In addition to this finding about ‘trigger events’, one key takeaway from this article is his
argument in favor of focusing more on individual-level motivations and practices in language
revitalization. Chrisp’s work draws primarily on the sociolinguistic literature, in which economic
advancement and social prestige are considered primary motivational factors, possibly
supplemented by the factors of cultural identity and gratification (factors that originate with
Fishman, 1991 in fact). Among Maori focus group participants, Chrisp found that motivation
was articulated almost exclusively in terms of cultural identity and familial connections — factors
that would be missed if these learners were only considered within a macrocontextual lens.

Te Huia (2015) and (2017) also reports on qualitative research with Maori learners.
Through thematic content analysis of semi-structured interviews with 19 learners of different
proficiency levels, Te Huia first examines themes in goals and motivations (2015) and then
focuses specifically on the role of identity in Maori heritage language learner motivations (2017).
Like Chrisp (2005), Te Huia argues that the motivations of these learners need to be addressed at
a more micro-level rather than the macro-level that is addressed in current national and tribal
language policy and sociolinguistic theory; the author notes for example that in the interview

findings, “the desire to satisfy their immediate identity needs and the shared goals of their
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language-learner community were more urgent (or pertinent) than the larger goal of language
revitalisation” (Te Huia, 2015, p. 628) That is, while the general goal of language revitalization
does have some motivational impact, it is close interpersonal relationships which are more
directly impactful.

Following from this, Te Huia suggests that the intrinsic vs extrinsic dichotomies
articulated by Gardner (2007) are not the best fit with the Maori situation, and instead posits a
“relational framework™ for heritage language learning motivation which includes “identity and
the sense of belonging that learners experience as a result of being engaged with learning” (Te
Huia, 2017, p. 300). These relational motivations include cultural and ceremonial roles which
require language skills, as well as “an immense sense of obligation toward maintaining the
language for future generations” (2015, p. 627). Te Huia points out that Maori heritage L2
learners differ from learners of globally dominant languages in that they feel personally
obligated to maintain the language for future generations, and argues that “[t]he fact that Maori
learners are aware of the possibility of language death is unavoidably linked to their motivation
to initiate language learning behaviour and to improve their language abilities even if they are
already proficient.” (2015, p. 627)

The impact of this sense of obligation is also mediated by relationships. Te Huia (2017)
finds that this sense of responsibility and expectation can be demotivating to learners who do not
have the linguistic skills or support to feel confident in their abilities to meet those expectations,
leading lower proficiency level learners “feeling badly about themselves” (p. 307). But for
learners who do have both linguistic skills and “relational support”, these expectations are in fact

motivational (p. 309). This is the main theoretical implication of this study — that relationships
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are central both to the aims of language revitalization and also to the necessary motivational
supports to achieve those aims.

1.4.4 Other cases

A handful of other cases also refer to L2 motivation, but are of somewhat limited utility

for understanding this topic for various reasons. One of these is Torres-Guzman et al (2011),
which investigates adults who have immigrated to the Spanish Basque Country and their
motivations to have their children learn the Basque language; that is, this study does not focus on
individuals’ motivations to engage in a language learning task themselves, but rather with
parental attitudes and motivations that affect the language socialization of children in these L2
contexts. Using both discourse analysis and content analysis of interviews with 26 parents of
children between the ages of 6 and 8 years old, the authors suggest that these parents have
primarily instrumental motivations; that is, “most parents want their children to learn Euskara so
that they can have a better opportunity to be educated, to work, and to live, if they chose, in the
area” (p. 60). The authors in fact set up a strong instrumental/integrative dichotomy in their
study, arguing that it is primarily the instrumental orientation that characterizes parents’
positions with respect to their children’s language practice. In contrast, several parents noted that
the children themselves “embraced the language as part of their identity” after an initial period of
adjustment to the new living situation (p. 61). However, given the design of the interviews in this
study, individual motivation to learn language can only be inferred indirectly; in the parents’
case, indirectly through their attitudes towards their children’s language use (they did not discuss
their own language learning or motivations to engage in language learning), and in the children’s

case, indirectly through the impressionistic reporting of the parents and the researchers.

36



Focusing on the revitalization of Southern Sami, an indigenous language of Norway,
Lyngsnes (2013) also investigates school-based language maintenance programming, but
includes the voices of students themselves in investigating learning motivation in these contexts.
Based on semi-structured interviews with 29 individuals during fieldwork conducted at four
different Sami schools, the author argues that “children, young people and parents in our study
showed great enthusiasm and motivation for learning and revitalising Southern Sami” (p. 236).
Though the nature and quality of this motivation is not explicitly articulated in this study,
evidence for this ‘great enthusiasm and motivation’ is given in examples such as two students
who stayed late into the evenings on Friday after school in order to receive additional Sami
language instruction. The author discusses the realities of time and resource barriers in the
teaching of Sami, noting that "all the teachers are highly committed and work hard to revitalise
Southern Sami language, culture and identity. Some of them are however beginning to feel a
little worn out” (p. 235). This hints at the impacts of demotivating factors in these difficult
language learning contexts, and the need to find ways to stay motivated over the long term. The
author also hints at the importance of identity and cultural pride found in the interviews, noting,
“[t]he Southern Sami identity seems to be important for the young people and this is underlined
in statements such as: ‘Many people think it's cool to be a Sami’, and ‘I'm actually quite proud of
being a Sami’” (p. 235).

Outside of Europe, Abd-el-Jawad (2006) examined the attitudes and practices of speakers
of Circassian in Jordan. The Circassians are an ethnic minority group originally from the
Caucasus who have been displaced repeatedly over the past two centuries and are now settled in
several former Ottoman territories, including Turkey, Syria, Palestine, Egypt, and Jordan. In this

study, Abd-el-Jawad administered a 15-item questionnaire to 250 members of the Circassian
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community in Jordan; one item on this questionnaire was specifically targeted at motivation
(“Why do you use Circassian?”’) This questionnaire was followed up by interviews with 10
community members (5 older than 60, five in their 20s) and language use surveys distributed to
50 families to collect data on language use in the home. Common responses about the reasons for
maintaining Circassian language echo those seen in other language maintenance contexts; for
example, “if everyone does not speak it, it will die; who has no language has no origin or
background; it is a carrier of Circassian history and culture; it is the link with the past; it makes
us feel proud of ourselves; it is a unifier of the community; our language guarantees and
maintains our entity” (p. 72) Given these response themes, and given data from the questionnaire
and the language use surveys, Abd-el-Jawad argues that language has a symbolic rather than a
communicative value for the community.

Information about language maintenance in the Near East is exceptionally rare (Belew &
Simpson, 2018), and as such this study offers a unique opportunity to consider language practice
and language motivation in this under-represented context. However, the author sometimes uses
problematic language to frame his observations of this language context. I reproduce one excerpt
at length:

"The majority of the informants' comments indicate that their main motivation was

nothing more than to preserve heritage [...] The underlying general feeling seems to be

simply an emotional and national one: their main concern is that it would be

unfortunate if their language dies. Yet, language has never been a central issue or a

subject of conflict in Jordan for the Circassians. They are content that their interests and

welfare are better served by the majority language but not by their ethnic one." (Abd-el-

Jawad, 2006, p. 71, emphasis mine)

It is not clear from this article what this researcher’s position is with respect to this community,

though given the use of the ‘they’ pronoun in the above excerpt (“they are content™) it seems that

he is not himself a member of the Circassian community. Given what we know about the
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experience of language maintenance in other parts of the world, it would be pertinent to revisit
this context to investigate whether or not these speakers are truly “content” that “their interests
and welfare” are served by switching to the majority language; given what we know about the
importance of identity, heritage, and emotion in the motivation to maintain a language, it would
be pertinent to critically revisit framing motivation as “nothing more than” preserving heritage,
or “simply” an emotional feeling.
1.4.5 The gap

The research reviewed in this section (1.4) is not well-known or represented in the L.2
motivation literature. In fact, none of these studies were cited in MaclIntyre et al’s (2017) study
(Rooted L2 Self) which looks at heritage learners of Gaelic specifically. This could be attributed
to two problems: first, disciplinarily, much of the work cited above has appeared in journals of
the sociology of language, rather than applied linguistics; there is perhaps an as-yet unbridged
disciplinary divide between these two fields. The other is perhaps terminological: Maclntyre,
Baker, and Sparling situate their work within the heritage language space, and as a result the
studies they cite as background literature include work primarily on university-level heritage
learners of global languages (e.g. Chinese; Italian). This is despite the fact that the population
that they are studying are adult learners of Scottish Gaelic, who are working to maintain their
language not through formal university classes but through cultural activities including Gaelic
music.

This demonstrates a dilemma with current conceptions of “heritage language learning”,
which tends to focus primarily on second-generation immigrant learners of widely taught global
languages. Mclvor (2020) raises this issue of terminology in discussing how to refer to learners

in Indigenous language revitalization (ILR). She acknowledges that there are strong parallels
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between HL and ILR, including “that of learning a language in an environment and social
context where the target language is not the main language in use” (p. 84). She also notes that a
key difference between HL, framed as immigrant heritage, and ILR is that “the land, atmosphere,
and context has shifted around Indigenous people; they did not travel somewhere to a new
environment” (p. 84) and also points out that unlike learners of foreign heritage languages,
learners of Indigenous language have “no ‘other’ place in the world where they can practice and
enhance their language skills in an immersion environment” (Mclvor, 2020, p. 84).

This might raise a question about the utility of framing language maintenance as a
heritage language enterprise, or about lumping all these learners together under one umbrella
term. On the one hand, the language situation is remarkably different for Gaelic versus Chinese,
or Lushootseed versus Italian. That is, the sense of responsibility to the language and the future
language community may be markedly different given the different situations of the language.
On the other hand, the individual motivations seem to be strikingly similar — familial connections
and identity. Settling this issue of terminology and categorization is beyond the scope of this
current discussion.

Far more troubling than the question of the defining ‘heritage language’ are the
disciplinary divides that prevent sharing of knowledge and experience. As Mclvor (2020)
stresses, “[d]espite this decades-long attention to the need for language revitalization efforts, a
general lack of additional language learning knowledge in Indigenous communities remains” (p.
81). In the field of L2 motivation theory, the dearth of research outside of L2 English contexts
causes problems as discussed in section 1.3.3. In the field of language revitalization, learners of

Indigenous and minoritized languages are significantly disadvantaged by the “lack of exposure to
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relevant and accessible theoretical knowledge and practical skills of second language learning”
(p. 81).

This review is undoubtedly not comprehensive, but it does draw together many sources
from many contexts, none of which are currently represented in the L2 motivation literature. The
studies discussed here mainly come out of language revitalization cases that are better known in
the literature, and more diversity in case studies is an ongoing need in the research literature
(Peréz Baez et al., 2018). Even in the limited set of studies reviewed here, it is clear that
language revitalization contexts call into question much of the assumptions of L2 motivation
theory as described for learners of English (Dérnyei & Al-Hoorie, 2017).

1.5 An overview of the chapters in this dissertation

This study is an investigation of motivations of individuals, recognizing all the while that
the individual is inherently bounded by and co-constructing of their environment, and also that
individual motivations are multidimensional, sometimes contradictory, and always changing.
The approach I take to L2 motivation in language revitalization practice is ecological (van Lier,
2004; Mercer, 2016), and resonates with more social approaches to second language
development (Atkinson, 2011a; Lantolf & Thorne, 2006) rather than strictly cognitive
approaches. In what follows, I discuss L2 motivation with respect to dynamism and relationality.
That is, motivation is not a static characteristic, purely internal to the individual, and operating in
a linear way to drive a learner towards a particular outcome. Especially in language
revitalization, the ‘context’ and ‘relationality’ of Ushioda’s (2009) “person-in-context relational
view” are critical to understanding L2 motivations.

In Chapter 2, I describe the Methods used in this study. I propose a model for applied

research that is built on principles of relationship and reciprocity. I then describe the
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methodological approach to qualitative data collection and analysis, as well as describing in
detail the contexts that the practitioners in this study primarily operate in.

Chapters 3, 4, and 5 present findings from qualitative analysis, organized by key themes.
Chapter 3 deals with the theme of Goals, which includes questions of selfthood and identity,
language ‘acquisition’ versus other kinds of goals, and the recognition that this is a long,
dynamic process. Chapter 4 focuses on the major theme of Relationships, which includes both
how relationships affect individual motivation to practice, as well as how language revitalization
practice motivates relationship building in turn. Chapter 5, Time, includes discussion of how
effort and persistence (two components of motivation) fluctuate over the temporal space of a
language learning journey, as well as how learners situate themselves with respect to past and
future perspectives and present environmental factors.

Chapter 6, Coda, extends the discussion of relationality and context by considering the
context of the research undertaking itself; that is, it locates me, the researcher, in a particular
relationship with the research participants, and it locates the research project within a particular
temporal context. In the concluding chapters, I propose practical implications from these findings
(Chapter 7) and future directions for research both in L2 motivation and in language

revitalization (Chapter 8).
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CHAPTER II. METHODS
2.1 Introduction and framing

In this chapter I discuss data collection and analysis methods. My data sources are of two
distinct types: secondary data drawn from the Global Survey of Revitalization Efforts, which
provides a broad comparative perspective; and primary data from interviews conducted with
individual language revitalization practitioners, which provides an in-depth look at individual
experiences as well as a more thorough picture of specific language contexts.

For this dissertation, I am working within a framework for social science research that is
centered on principles such as respect, relationships and relational accountability, and
reciprocity. These principles draw from a number of research traditions, particularly in
Indigenous-framed research methods (e.g. Wilson, 2008) and a growing body of literature in
collaborative, community-based language documentation (e.g. Bischoff and Jany, 2018; Gerdts,
2010; Grenoble and Furbee, 2010; Yamada, 2007), as well as from personal conversations with
colleagues and mentors at the University of Oregon’s Department of Linguistics, the Northwest
Indian Language Institute (NILI), and the Institute for Collaborative Language Research
(CoLang).

I invoke these research and practice communities as a way of situating myself, and of
underscoring that my research methods and my ethical principles have been co-constructed out
of these contexts. I propose to give the framework developed here the working title of Relational
Applied Research. This is operationally different in a few ways from the framework known as
(Collaborative) Community-Based Research (CBR, Bischoff and Jany, 2018), but this model
shares the ideological and ethical stances taken by CBR approaches. For example, articulations

of CBR may include (adapted from Rice, 2018):
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¢ A long-term commitment to and embedding with any one specific language community
e Research question/research focus begins with call from community collaborators
e Research proceeds by working with a team of interested parties — this is the ‘co-labor’
part of collaboration
e Specific research product(s) are requested by the community and negotiated with them
The framework which underlies this research project differs slightly in that:
e The “community” is not interpreted as any one language community, but rather a broad
community of language revitalization practitioners
e The research focus arose out of the practitioner research and literature from this
revitalization community
e After consulting with colleagues within the language revitalization community, a solo
researcher undertook the design and spearheaded the implementation of the research
process
e The researcher endeavors to share the research products via the avenues of the
practitioner community, i.e. through public presentations and writings and through
personal correspondence
Thus I use the term “relational” rather than collaborative, because this model does not center
around the kind of team-based co-laboring that language documentation projects often rely on,
where different stakeholders play active roles in the design, implementation, and dissemination
of the research project (see Rice, 2018). Rather than co-labor-ating with language revitalization
practitioners, a researcher may instead endeavor to be attentive to practitioners’ practical needs
and intellectual questions; to center and attend to relationships; and to pay heed to intricacies of

respect and reciprocity. In this research framework, any one project may be undertaken as a solo
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researcher, but the solo researcher acknowledges and affirms that the work is accompanied by
others; even if not ‘working with’, always walking alongside. This is a way that ‘solo’ research
can be carried out ethically and appropriately (Crippen and Robinson, 2013; Peréz Béez, 2018).
A Relational Applied Research model emphasizes:
e Acknowledging, building, and respecting relationships with and within a community of
language practitioners
e Researching topics that have been identified by practitioners as having relevance and
real-world consequences
e Consultations with key stakeholders in the development of the research project (see also
Czaykowska-Higgins et al., 2018)
e Observing appropriate avenues of introduction into new networks (i.e. “cold calling”
participants may be inappropriate in many contexts)
e Research participants maintain control of their contribution to the project at all stages
e Research products are shared widely and accessibly
These elements underly the methods described in this chapter. This framework may be most
apparent in the description of interview recruitment and procedures, as these practitioner
interviews are the most obviously relational elements of the data collection for this project.
However, I wish to acknowledge here that this is equally true of the survey data that I am using.
Though I did not participate in the survey design and collection myself, it was my relationship
with the principal investigator on that project, who has since become a mentor and co-advisor for
this dissertation, which allowed me to work with this data. Similarly, it was personal and

professional networks and relationships which allowed the original researchers to create such a
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project and to reach as wide an audience as they did. That is, interpersonal connections with
language revitalization practitioners underly all the research used for this dissertation.

With that in mind, I conclude this introduction by acknowledging that this methods
chapter contains more first-person pronouns than may be customary for some social science
dissertations. This follows from an understanding that every research project is shaped by the
social identity and the lived experience of the researcher, and heeds calls from critical theorists
and critical applied linguists (e.g. Talmy, 2010) to embrace greater reflexivity in research. That
is, I am neither an absent nor a neutral party in the conducting and reporting of this research, and
the use of terms like “I” and “my” is one stylistic way that I represent this fact.

2.2 The Global Survey of Language Revitalization Efforts — Survey data and analysis

The data analyzed in this dissertation comes from two major sources: qualitative
responses to a mixed-methods survey, and interviews with revitalization practitioners. In this
section (Section 2.2), I describe the survey data and my methods for analyzing these data.
Section 2.3 describes the interview data and my approach to data collection and analysis of
interviews.

2.2.1 Introduction to Survey

This first phase of this research uses data from questions from the Global Survey of
Language Revitalization Efforts (Pérez Baez et al 2019), which I refer to henceforth as the
Global Survey. These data were collected by Pérez Baez and colleagues as part of the first
comparative study of language revitalization practices around the world (Pérez Béaez et al 2018).
The Global Survey was deliberately designed for mixed-methods analysis, with question items
including both closed-ended (i.e. quantitative) and open-ended (i.e. text field or qualitative)

types. The survey was administered via the SurveyMonkey online platform. Every individual
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question in the survey was optional. In total, the Global Survey collected 245 responses,
including the 30 responses from an initial pilot survey.

Note that in an effort to avoid some confusion, I use the terms ‘response’ and ‘answer’ in
distinct ways. A ‘response’ is the complete survey output from a single participant (on analogy
with the term ‘respondent’), while an ‘answer’ is an instance of a reply to a single survey
question. So, for example, one survey response came from an effort to revitalize the tithini
language; in that response, the answer to question 25, “Why is the revitalization of your
language important?” is “Because the language and the land is who we are” [ID 5]. As I discuss
below, the dataset I analyzed here included 142 total responses, but there were only 87 different
answers to question 25.

2.2.1.1 Survey questions to be investigated

The Global Survey included 30 questions ranging across many different aspects of
language revitalization practice. It was not specifically designed to investigate the construct of
language learning motivation, but a few of the open-ended questions addressed factors that are
acknowledged to be components of motivation. These questions are the focus of this

investigation, and are presented here with the exact wording of the survey:
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6. How did the revitalization efforts begin?
Please explain. We are especially interested in learning what the motivation was, who got the
efforts started and how they went about it.

10. What are the main objectives of the revitalization efforts?

25. Why is the revitalization of your language important?

26. Is there anything else you would like to share with us?

Figure 1. Question items from Global Survey analyzed in this study

Questions 6, 25, and 26 were followed by a large blank textbox for a typed response. Question
10 had five separate textboxes, allowing respondents to list up to five individual objectives.
Additionally, question 10 was followed by a related assessment question:

11. How well is each objective met?
Question 11 gave respondents four options: “very well”, “well,” “not very well,” and “not at all.”
These options were given five times, that is, the objectives listed in question 10 could each be
rated in Question 11 (up to five total). Because this question is forced-choice and more
quantitative in nature, it was not included in the excerpt coding described in this section;
however, the assessments for each objective were preserved in the data input to Dedoose, the
qualitative data analysis software described in (2.2.3.1), so that correlations between objective
types and their reported success rates could be included in discussion of results (see later
chapters).

2.2.1.2 Descriptive information about the survey responses

The 142 responses that are included in the survey data set represent efforts spread across
all regions of the globe, and across a range of language vitality statuses. Figure 2 shows the
geographical distribution of the survey responses, broken down into the twelve region categories
established by the Catalogue of Endangered Languages (ELCat, 2018). I have arranged the
regions in descending order of number of survey responses.
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Total survey responses from each ELCat region
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Figure 2. Number of survey responses by region in this dataset

As can be seen, efforts to revitalize languages in North America are overwhelmingly numerous;
this is followed by efforts from the other regions of the Americas and Europe. This response
pattern follows trends in the language revitalization literature, where case studies from the
Americas and Europe are overrepresented (see Introduction 1.2.3). It is notable though that at
least one effort from all 12 ELCat regions are represented in this sample.

Another way to consider the diversity of the sample is by looking at the reported vitality
statuses of the languages being revitalized by these efforts. Question 2 of the Survey asked
“What is the situation of the language?”, and respondents were then given a set of eight choices
from which they would select the one most appropriate to characterize their user population.
Figure 3 paraphrases the choices that were given to respondents and then gives frequency counts

for responses; this figure is arranged in order of the fewest current L1 users to the most.
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Total number of respondents in this set

30
25
20
15
10
5
0
awakening no L1 few elderly many some adults most adults most adults all members
speakers speakers grandparents, speak, but no speak, and some of the
young people  children children children community,
generally do generally do speak including
not speak not children,
speak

Figure 3. Number of survey responses by language situation in this dataset

Responses are more evenly distributed across total user population. The original survey
collectors found it remarkable that so many of the responses in the survey set overall came from
efforts to maintain languages that still have fairly robust speaker populations, rather than being
heavily dominated by efforts for languages in more advanced states of endangerment, which
suggests that communities are in fact being proactive in responding to language shift (Peréz Baez
et al., 2019); we can see that same pattern in this subset of survey responses investigated in this
dissertation.

In the data analysis chapters to follow, comparisons of trends in the survey findings are
presented through the lens of either regional distribution or language situation. One additional
interesting pattern to observe with respect to these categories is how they correlate with each
other; that is, how are efforts to support languages of different vitality statuses distributed across

different regions. Table 1 shows these correlations.
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Awakening | 1 2 3 4 5 6 7 Total
for
region

North 7 7 16 |10 |6 1 0 0 47
America

South 3 1 3 1 9 2 1 3 23
America

Mexico, 0 2 2 3 3 6 2 1 19
Central

America,

Caribbean

Europe 3 1 0 3 2 2 1 4 16
Africa 0 0 1 1 1 2 4 0 9
Australia 5 0 0 0 2 1 0 0 8
Caucasus 0 0 1 0 0 1 2 1 5
East Asia 0 0 0 0 2 1 0 1 4
Pacific 0 1 0 0 0 1 0 1 3
Southeast |0 0 1 0 0 0 1 1 3
Asia

South Asia |0 0 0 0 0 0 1 1 2
Near East | 0 0 0 0 0 0 1
Total for 18 12 24 118 |25 |17 |12 14 1408
vitality

status

Table 1. Correlations between geographic region and vitality status categories
Note that for the sake of space, the column headers are abbreviated, but the order corresponds to
Figure 3 above; for example, “1” is the category of “no L1 speakers”, and “7” is the category of
“all members of the community speak.” As can be seen, efforts to support awakening and
dormant languages are primarily concentrated in the Americas, Australia, and Europe. On the
other side of the scale, efforts in lesser-known regions such as Africa and regions of Asia more
commonly represent languages with broader speaker bases. This roughly follows trends found
for languages in the Catalogue of Endangered Languages overall, where languages of Americas

and Australia are in more advanced stages of shift than other regions (Belew & Simpson, 2018).

8 This total is 140, rather than 142, because two of the efforts included in this data set did not select an answer to
the Language Situation question.
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2.2.2 Methodology for survey analysis
2.2.2.1 Gap in the literature

Questionnaires are most often used as tools for quantitative analysis — instruments
utilizing standard question items to generate statistical data from a large sample. It is probably
not surprising then that little attention has been paid to how to proceed with the qualitative
potential of text data in surveys and questionnaires. But the Global Survey was specifically
designed with mixed-methods inquiry in mind (Pérez Béez et al., 2019), and in fact open-ended
questions precede quantifiable question items throughout the survey — for example, Question 16
asks an open-ended text-field question, “What activities does the revitalization initiative carry
out?” which is then followed by seven structured questions that yield quantifiable data (checklist,
multiple choice, and dropdown answers) related to the topic of ‘activities’. One of the major
strengths of this design is in fact the possibility of rigorous qualitative analysis of text data
alongside statistical analysis of quantitative item types. This type of analysis with questionnaire
data has gone largely unaddressed.

In the introduction to a special issue of the journal Language Teaching Research —
focused specifically on the potential of questionnaires for applied linguistics research — Gu
(2016) notes that “applied linguists have barely explored the major issues involved in the
analysis of questionnaire data” (p. 568). Though the articles he introduces are meant to fill this
gap, they offer very little by way of examples of text analysis, largely relying on the more usual
discussion of Likert scale items. Only two studies in the issue included open-ended questionnaire
items at all, and the description of their analyses of these items are quite limited; Buss (2016)
says that qualitative data were categorized “follow[ing] an inductive approach” (p. 623), while
Pawlak et al (2016) simply states that “qualitative analysis entailed identifying and categorizing

recurring themes in responses to the open-ended items” (p. 660).
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Prior to this special journal issue, Dérnyei & Taguchi (2009) published an entire book
focused on questionnaires and surveys in SLA research. The book ends with a helpful checklist
of 40 items to consider when designing, administering, and analyzing questionnaires and
surveys. Unfortunately, only one item on this checklist of practical advice pertains to the kind of
data I deal with in this study, and the item is this:

“35. Process open-ended questions by means of some systematic content analysis.” (2009, p.
130)°
Given this relative paucity in methodological guidance, I here elaborate in some detail the steps I
took for the processing and analysis of text data from this survey. While this section may include
more minutiae than is strictly necessary, I include these details as a way of establishing an audit
trail (Lincoln & Guba, 1985) to demonstrate the rigor of this study.
2.2.2.2 Grounded Theory/Constant Comparative method

This study is an example of a sequential mixed methods design for cross-cultural
comparisons (Schrauf, 2018). It is sequential in terms of the data collection itself; one component
is secondary text data from the Global Survey conducted in 2014-2017, and the second is
primary interview data collected by in 2020-21. It is mixed method in that the survey data, taken
from a broad population sample, allows for basic quantitative comparisons of patterns, alongside
the main thrust of the research, which is qualitative analysis of text and interview data.

In conducting this study, I adopt analytical tools from a Grounded Theory-type approach
to social science research. The Grounded Theory tradition is a qualitative approach originating in
the field of sociology (Glaser & Strauss, 1967). Its purpose is the creation and elaboration of

theory, grounded firmly in data. It emphasizes theory building rather than simple description, and

9 Actually there is perhaps one other item that is relevant: “40. Enjoy!”
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inductive, data-driven analysis rather than deductive or philosophical approaches to human
phenomena.

Researchers working within Grounded Theory in fact represent a range of different
paradigms and procedures (Apramian et al., 2017). My objective in this research is not to adhere
to any one theorist’s version of Grounded Theory — Apramian et al. discuss Glaserian,
Straussian, Charmazian, and Clarkean as four major versions (among other alternatives), and my
purpose is neither to weigh the different features of each one, nor is it to enter the “acrimonious
debates” that have raged for half a century in the “contentious literature” (Piantanida & Garman,
2009, p. 79) about orthodoxy and orthopraxy.

Rather, my purpose is to use some of the analytical tools of this well-established tradition
to conduct a rigorous analysis of qualitative data about a social phenomenon, following Morse’s
(2015) call for a return to the notion of ‘rigor’ in qualitative research methods. These tools
include:

e An inductive approach to data

e A system of inductive tagging of the data to capture important points (i.e. ‘coding’)

e A procedure for grouping tags into categories, and then building up more abstract

categories from these groupings as the analysis proceeds

e An iterative approach to comparison — categories are built from data, additional data

is examined, categories are created or refined based on this new data, and the cycle
repeats. This is what is known in Grounded Theory approaches as the ‘constant
comparative method’ (Charmaz, 2006).

The aim of this type of analysis is to build up a theory of a complex phenomenon by identifying

and comparing patterns. This approach has been used to investigate many different types of data
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sources for many social science fields. Though it is not a method used for analyzing the types of
data that most descriptive linguists deal with, this method of comparative analysis and data-
driven theory-building will almost certainly be recognizable to linguists who “think like
typologists” (Croft, 2001, p. 7).
2.2.3 Procedures of analysis

In this section I describe each of the steps in the analysis of Global Survey data, which
was conducted using a qualitative data analysis software package. The first step in the procedure
was to appropriately input the data into the software program, which required some
conscientious readjustments to the raw data, as discussed in 2.2.3.1. The next step was to begin
coding the data for content themes, discussed in 2.2.3.2, which also entailed making decisions
about how to analyze texts in this project (discussed in 2.2.3.3). Following some initial coding,
the codes underwent inter-rater reliability testing, which is described in section 2.2.3.4. Results
from inter-rater testing led to further refinement of thematic categories and to refinement in
excerpting practice, as discussed in section 2.2.3.5. An overview of this entire workflow is given
in figure form in section 2.2.3.6.

2.2.3.1 Input procedures

Data from the Global Survey of Language Revitalization Efforts were analyzed using the
Dedoose qualitative data analysis software package (Dedoose, 2018). This software allows
researchers to upload media files, such as documents and texts as well as audio, video, and visual
realia, that can then be ‘coded’ by means of highlighting sections of the data and assigning
descriptive tags to these sections. The coding of qualitative data in Dedoose is discussed in detail
in section 2.2.4.2. Researchers can also assign descriptive information to each media file as a

whole in order to keep track of the sources of the data, which facilitates comparison across

55



sources; these types of information are called ‘descriptor fields’ in Dedoose, and in what follows
I discuss descriptor fields in more detail.

Responses from the Global Survey which included an answer to questions 6, 10, 25,
and/or 26 were selected for input into Dedoose. Responses which did not include any
information in the text fields of these four questions of interest were not used. This left 142
individual responses. Note that not every respondent answered all four of these questions, but if
they answered at least one of them their data was included for analysis. Note also that though the
survey instrument was distributed in seven different global languages'?, the responses that
included text data for this analysis were given in only four of these languages — English, Spanish,
Portuguese, and Russian'’.

The questions in the survey are of different types. For any survey analysis, it is important
to distinguish between questions that elicit answers that are, essentially, independent variables,
versus those that elicit dependent variables. In a hypothetical study of individual language
learners, the independent variables might be captured by questions about demographics, level of
education, years of language study, etc. In this survey of language efforts, the independent
variables are categories like estimated number of speakers of the language, year of effort
inception, geographic region in which the effort is located, etc. These are examples of ‘descriptor
fields’ in Dedoose. Once these variables are defined, it is possible to make comparisons among

them. In the Global Survey, I determined that the following questions gave descriptor field data:

10 The survey was written in English, re-written in Spanish by Pérez Baez, and translated into Arabic, Mandarin
Chinese, French, Portuguese, and Russian (Pérez Baez et al 2019).

11| have basic reading comprehension in Portuguese and Spanish and intermediate reading comprehension in
Russian; translations in this dissertation are my own, occasionally verified by Google Translate.
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1. List the language you are working to revitalize.
This question included separate text fields for:
Language;
Alternate language name;
ISO code if known;
Where is the language spoken?
2. What is the situation of the language? [multiple choice]
3. How many people speak the language? [multiple choice]

7. In what year did the revitalization efforts begin? [dropdown menu with numerical choices]

Figure 4. Survey question items used as Descriptor Fields in Dedoose
Note that the answers to the sub-question “Where is the language spoken?”” were given in text
fields, but were subsequently categorized by earlier analysts (Pérez Baez, Vogel, and Patolo) into
corresponding ELCat region codes (Catalogue, 2018; see distribution in section 2.2.1.2); I was
able to use these region codes as categorical descriptors instead of the variable text.

The remainder of the survey questions are of a different type, eliciting answers that are
dependent variables in comparative analysis. It was essential to note this distinction early on and
to attend to it, analytically but also practically. The crucial practical consideration is that
SurveyMonkey, the platform that hosted the Global Survey, outputs survey results into a single
Excel spreadsheet. Answers to all survey questions are in individual cells of this spreadsheet,
with rows corresponding to individual respondents and columns corresponding to individual
questions. In other words, this master spreadsheet treats all answer types the same.

The Dedoose software, meanwhile, assumes that spreadsheet files represent information
of the same type. It is possible to input a spreadsheet file as the data itself, in which case
Dedoose assumes that the data has already been analyzed in a standard format, e.g. that rows
represent independent variables and columns represent the outcomes of these variables. This was

not appropriate for this dataset, as more than one question (i.e. column) represented an
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independent variable for comparison. Even more problematic, this means that Dedoose does not
allow the researcher to investigate text within individual cells in the spreadsheet data. The focus
of my analysis was text answers to open-ended questions, which in the SurveyMonkey output
meant that I needed to analyze precisely that — text within individual cells in the spreadsheet. The
only way to proceed then would be to input data into Dedoose in a format other than the Excel
spreadsheet. Because SurveyMonkey does not provide any other outputs, responses of interest
had to be manually copied into individual document files, which could then be ingested into
Dedoose and analyzed as text.

It is also possible in Dedoose to input a spreadsheet file as the ‘descriptor set’, in which
case again Dedoose assumes that all information is of the same type, and that every column
represents a different kind of independent variable to categorize responses. Again, this was not
appropriate for this dataset, as most of the columns in the master spreadsheet are not descriptor
fields. To adjust for this, I created a new reduced version of the Excel spreadsheet that included
only the columns to be used as descriptors (i.e. questions 1, 2, 3, and 7).

Thus the input to Dedoose was 142 individual documents containing survey responses
plus an Excel spreadsheet of descriptor fields. Individual documents were linked to their
corresponding descriptor information once they were entered. These assembled responses
yielded a corpus of roughly 20,000 words. The shortest responses consisted of short sentences in
answer to a single question, while the longest were substantive and were 400-500 words in
length. The mean length of the responses was 140 words.

As mentioned earlier, all survey questions were optional, and responses that included
answers to any of the questions under investigation were included for analysis. This means that

not every individual response included answers to all of the questions of interest. As such,
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though there are 142 responses included in this dataset, no single question was answered by all

142 respondents. Table 2 gives frequency counts for responses to each of the research questions.

6. How did the efforts begin? 139

10a. What are the main objectives? 133
10b. 122
10c. 110
10d. 90
10e. 61
10f. 20

25. Why is the revitalization of your language | 87

important?

26. Anything else? 46

Table 2. Answer counts for survey questions in this study

There was one final processing step necessary to clean up the data for Dedoose. Because the
reduced spreadsheet used for the descriptor set was created using the complete master
spreadsheet, it included descriptor fields for a/l the survey respondents (n=245). During my
analysis I realized that Dedoose was calculating numbers based on this total (245) rather than the
total number of responses under investigation (142). For example, Dedoose would display a total
number of responses by region, but this did not accord with my actual investigation. Therefore I
took the further step of removing from the Dedoose Descriptor list those responses which did not
have media files associated with them — that is, those responses which did not have any text data
pertinent to the research question under study here.
2.2.3.2 Initial coding

With the data now appropriately organized in Dedoose, I began coding excerpts from the
media files. The first step of this process was to go through files one at a time, highlight anything
that seemed potentially interesting, and give it a tag/description (i.e. a ‘code.’) I did not have a
predetermined set of codes. Rather, I gave each excerpt an initial tag consisting of a word or

phrase that seemed to best describe it. Here are two examples of excerpts with their initial codes:
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“I am so glad that I started relearning my language and so very proud to be mentoring
even though it was a bit daunting as I am not completely fluent. It has helped me become
more fluent and more confident.” = Codes applied: pride; confidence

“The Gangtes do not have any children's books in their language” = Codes applied:
children; reading material

This gave me a plethora of codes that captured the points of the excerpts but did not necessarily
relate to each other in an organized schema. This is what is known in Grounded Theory as ‘open
coding’, the first step in an emic approach to the data (Lichtman, 2013). After I had proceeded
through 10% of my media files in this way, I printed out the list of codes I had applied and began
to arrange them into a framework and hierarchy. Some codes were subsumed by other, larger
themes, and these became the ‘child’ codes to the overarching ‘parent’ codes. Once I was
satisfied with my first attempt at a coding schema, I arranged the coding options in Dedoose in
this fashion and then re-coded the previously coded media files according to this scheme. This is
the step in Grounded Theory called axial coding (Lichtman, 2013).

At predetermined points in the coding process, I stopped to look back at all of the work I
had done so far, to refine my coding schema and also to refine my coding of individual excerpts.
This self-check was performed at 10%, 25%, 50%, 75%, and 100% completion of coding of
media files. Occasionally a new pattern would start to emerge from the data, either because I
gradually became more aware of its import or because certain respondents drew attention to it
where others did not. In a Grounded Theory approach, this is a demonstration of the iterative or
Constant Comparative (Charmaz, 2006) nature of category development in a Grounded Theory
approach. For example, the more media files I read, the more noticeable it became that some
respondents used words like “generations” or “intergenerational.” Some of the earlier media files
had used such terminology, but I had not recognized it as an important pattern until I saw more

examples of it. Another example is that many respondents in the last 1/3 of the media files I read
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mentioned orthography, spelling, or something about standard written language, whereas
responses I had read earlier did not mention this at all. In both of these examples, the emerging
pattern needed to be accounted for in the coding, the new codes needed to be fitted into the
overarching schema, and all files previously coded needed to be re-checked for the presence of
the emergent pattern. This only happened a handful of times, and by the end of my coding phase
I was no longer finding patterns that I thought might be significant. In other words I felt I had
approximated what is known in Grounded Theory as data saturation, having continually
sampled the data in this dataset until no new patterns emerged.
2.2.3.3 Analytic decisions about text
All analyses are interpretations, in some fashion. Imposing categories on textual data is
by definition an interpretation of that data; as such, all qualitative methods are expressly
interpretive. Having said that, in my analysis of textual data from the Global Survey, I have tried
to limit my interpretation to the organization of categories, rather than attempting to interpret the
hidden meanings behind the words as written. That is to say, when coding the data for analysis, I
code categories that are explicitly mentioned in text form by the respondents, rather than
plausible interpretations and implicit connections. I give some examples here.
2.2.3.3.1 Examples categories from Language Ideologies
In the Language Ideologies group of codes, there are two categories that I coded, one
called “language = identity” and one called “language = culture.” Social scientists could
legitimately argue that the self is inextricable from the environment, there is no identity without
culture, etc. However, here my practice is to code only categories have been explicitly expressed

by the respondent:
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Language = identity Language = culture

“Empower youth through language/identity” | “To contribute a sense of authenticity to
cultural revitalization efforts in the
community.”

“It [=language] makes us who we are as “Language and culture are linked and

Indian people, as Ponca people.” language tells us about the land we live on.”

Table 3. Examples from Language Ideologies categories
There are some excerpts that receive both of these codes; however, this is only the case when the
excerpt includes each of these categories mentioned distinctly. For example, the following
excerpt, which mentions the link between language and culture (in italics), followed by mention
of the link between language and identity (in bold), is coded for both categories.

“To help Udis be aware and celebrate their cultural and linguistic heritage, to confirm
Udis in their unique identity.”

2.2.3.3.2 Examples from Focus on Language Domain categories
Another example of this analytical strategy is when looking at categories of language
domains. One category has been marked as “regular use;” this code covers mentions of
‘everyday use’, ‘daily life,” greetings, conversations, etc. Intuitively, one could interpret the other
domain categories, such as “in the home” or “in school” as including the idea of regular use — if
someone uses the language with her teacher or her parents, this use would presumably be every
day and ‘regular’. However, for my study, this code is specifically limited to excerpts that

mention language use in daily life or in public outside of the more specific domain categories.
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Regular use in school in the home
“El uso de estas lenguas “the first thing we did were “Household language use by
indigenas en espacios banners for the local school, | members of all ages”
publicos y privados” containing animals and birds
with their names in the
language”
“to promote the language in | “To promote the teaching of | “intergenerational
the community as a whole” Kalanga in schools, colleges | transmission in the homes”
and universities.”
“respond to requests for “The old people worked very | “to provide support for
names of organizations, short | hard to have a language families where Inari Saami is
speeches in Ngunawal” programme running in their used as home language”
school.”

Table 4. Examples from Language Domain categories

Here again there are excerpts that may be double-coded, for both ‘regular use’ and another
domain; this is because both are mentioned explicitly. In the following example, the domain ‘in
school’ is shown in italics, while ‘regular use’ is in bold.

“to make the language be more present at school and more visible in the villages”
The decision to stick faithfully to only what is expressed in the text can be shown in the
following example:

“reclaim domains of use (e.g. home, parent to child)”
Notice that it is plausible that the respondent had in mind many different domains of use — the
plural ‘domains’ would imply as much. However, the only specific domain they mention is in the
parenthesis, “(e.g. home, parent to child)”. Therefore, I applied the code ‘in the home’ to this
excerpt, as this was explicitly mentioned, and did not add any additional codes that went beyond
the text itself.

2.2.3.3.3 Examples of ‘speaking’ versus ‘speakers’

One of the interesting themes I have noticed in the survey responses is the explicit

mention of particular linguistic skills. For example, some respondents specifically mention the

need to develop literacy, or to develop a writing system, while others mention oral skills such as
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comprehension and pronunciation. These skills are coded in the ‘Linguistic Goals’ parent

category. At the same time, the general cover term for a language user throughout the survey

responses is “speaker.” I interpret “speaker” to refer to a language user, and do not assume that

the term also entails a focus on ‘speaking and listening” as a linguistic skill. The table gives

examples to demonstrate the difference:

speaking and listening (=linguistic skill)

creating new speakers (=language user)

“To build a base foundation for
pronunciation”

“Create new speakers for the language”

“Have the children sustain the language by
speaking to other children”

“Home-based Nests to develop new Ist
speakers”

Table 5. Examples of 'speaking' vs. 'speakers' coding

I note that the term “speaking” and “speakers” was used through the survey responses

themselves, and no survey respondent mentioned “signers” or sign language production skills;

nonetheless, because one sign language is represented in the survey, I have renamed the codes

‘production and comprehension’ and ‘creating new users’, respectively, in order to more

appropriately include the range of languages being revitalized. These are the code names that are

used in the rest of this dissertation.

The following excerpt is coded as BOTH ‘creating new users’ (content in italics) and

‘production and comprehension’(content in bold).:

“More people speaking the language at high levels of fluency”

2.2.3.4 Inter-rater checks

One of the key benefits of using Dedoose is its ‘Training’ functionality, by means of

which users other than the original coder can apply the coding scheme to a set of data. This can

be used to train a team of researchers who are collaborating on data analysis for a single project.

It can also be used to provide a reliability check on a single researcher. Once I had a substantial

subset of data coded and my coding schema elaborated, I created tests by which external users
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applied my coding to a selection of excerpts from the data. Dedoose then calculated the overlap
between my application of the codes and the applications of my two inter-raters. These results
are then reported as a score known as Cohen’s kappa, which calculates the rate of inter-rater
agreement as compared to the rate of agreement expected by chance (Cohen, 1960). The values
range from 0 to 1, with scores > 0.80 generally accepted in the literature as “excellent
agreement” between the raters (Dedoose, 2018). The kappa numbers for this first round of results
is given in Appendix A; most individual codes fell within the ‘good’ or ‘excellent’ range of
agreement. Any codes which scored lower than 0.80 were flagged for refinement.

In addition to these Kappa scores, Dedoose also gives the researcher the opportunity to
read over each test answer. A thorough reading of the inter-rater tests led to a refinement of my
coding and of my procedure.

2.2.3.5 Refinement of categories
After this first round of inter-rater testing, I compared the ‘trainee’ applications of my
coding schema with my own and found three reasons for discrepancies:
1. Misunderstanding of the code by the trainees.
2. Under-application of codes by me.
3. Inconsistency in excerpting on my part. Usually what this meant is that [ had one long
excerpt to which I had applied one code, but then had also selected a shorter excerpt

within that text to represent another code. However, the trainees only see one excerpt at a

time, so they selected all the codes that might apply. Having never used this process

before I had not considered how this excerpting practice, which made things clearer for
me, would fail to translate in the inter-rater reliability testing framework, and so I would

need to adjust accordingly.
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To address the first problem, I further elaborated and clarified the descriptions for each
code. I also had a meeting with my two inter-raters where we discussed ‘in person’ (via Zoom)
the confusions they had had with my written descriptions and applications of the various codes
and we collaborated on clearer articulation of the categories.

To address the second and third problems, I realized it was necessary to look over all of
the individual excerpts as a list. In previous checking, I had been looking at all the codes one at a
time along with a list of excerpts that I had selected for them. This helped me to check against
mis-application of codes; e.g. this excerpt is not really an example of ‘literature’ as a product, it
is more suited to ‘literacy’ as a language skill. However, the inter-rater testing demonstrated that
I also needed to be checking for missed applications of codes. For example, an excerpt might
have been appropriately labeled “focus on youth, children”, but it might also need to be coded
for “family”, and just looking at excerpts included under code headings would not alert me to the
fact that I had not applied this additional code.

Thus the next step in my analysis was to export a list of all of the individual excerpts with
their associated codes from the Dedoose project. This gave me a list of 945 excerpts'? to hand-
check. I proceeded through the list checking that each item had been appropriately excerpted and
appropriately (and fully) coded. During this process of looking again over the whole dataset, I
refined some patterns. For example, the category “funding and other infrastructure” seemed too
heterogeneous to capture all the variation within it, and excerpts were given one of a set of more
specific codes (‘academia’, ‘funding’, ‘NGOs & nonprofits’, or ‘other infrastructure’). New
patterns also emerged; for example, a number of responses mention the desire to raise public

awareness or to increase the visibility of the language among non-users, warranting the tagging

12 This total does not include the Assessment excerpts, i.e. the quantitative answers to Question 11, which as
mentioned above are included in this dataset but not subject to interpretive coding.
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of a category called ‘public attitudes.” Most of the changes, though, were of the type anticipated:
missed application of an appropriate code to individual excerpts. After checking this list, I made
corrections to the excerpts and codes in Dedoose. I then exported this new list of excerpts and
their associated codes and checked this new list once more. At this point I had read through the
full set of my data three times — once during my 100% coding check, and twice during my
excerpts checks. After this third round of checking, I created new inter-rater tests. At this point,
the raters and I reached excellent agreement overall; two individual codes had very good
agreement, and the rest of the individual codes had excellent agreement, well exceeding 0.80. A
comparison of the average Kappa scores of the first round of inter-rater tests versus the second
round is given in Appendix A.
2.2.3.6 Summary of workflow and survey data presentation

As discussed in section 2.2.2.2, and as might be apparent from the discussion throughout

this section 2.2.3, this methodological approach is iterative and constantly comparative

(Charmaz, 2006). The iterative workflow for this project is given in figure 5.
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Final IRR
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Second IRR
tests

First inter-
rater tests

Figure 5. Survey analysis workflow

In the figure above, curving arrows above the text blocks represent periods of data coding, which

were punctuated by periodic self-checks and corrections. Self-checks were always cumulative,
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meaning that for example at the 25% check, I re-read all the data coded to that point, not just the
data I had added since the previous 10% check. Lower boxes with arrows in this figure represent
stages of analysis checks with outside raters. After all the data had been coded, one final round
of inter-rater tests was conducted to check the few codes that had not yet reached excellent
agreement in the first and second rounds. This was the last step in the survey analysis.

In the analysis chapters to follow, survey data is given both in the form of quantitative
figures (charts or tables) to show trends, and also in the form of sample extracts to illustrate the
theme. Excerpts are given without quotation marks, with survey ID number and given language
name in square brackets for attribution, and are minimally edited; I corrected a handful of what
seemed obvious typos, but otherwise reproduce spelling, capitalization, and punctuation exactly
as entered by the respondent. One point to note about the quantitative results is that I sometimes
give these to illustrate code application and sometimes to illustrate code occurrence. The
difference is that code application refers to whether or not the code was applied anywhere in a
single survey response, while code occurrence refers to how frequently the code was applied
overall. That is, if only one respondent had mentioned the theme of ‘creating new users’, but had
mentioned that three times in the response, the code application would be 1 and the code
occurrence would be 3. I am explicit about which of these I display in any given analysis, and
also explicit about why I am presenting the data in that way for the particular analytical point.

2.3 Interviews with revitalization practitioners — Interview methods and analysis

The second major source of data in this project is in-depth interviews with revitalization
practitioners. In this section, I describe the three case sites where I invited practitioners to
participate in interviews (section 2.3.1), then discuss procedural matters such as informed

consent and interview guide preparation (section 2.3.2). I then delve into both the logistical and
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theoretical aspects of interviewing as a method (section 2.3.3) and of transcription of interview
recordings (2.3.4). In sections 2.3.5 and 2.3.6 I discuss procedures for participant approval of
prepared transcripts and for sharing early research products with participants. In section 2.3.7 1
discuss the decision to add follow-up interviews to my initial research design. I end this section
with a description of the analysis and presentation of interview data for this project (section
2.3.8).

2.3.1 Introduction to the case sites and participant recruitment

2.3.1.1 Multilingual Institute (MLI)

An intensive immersion-style synchronous virtual workshop series known as the
Multilingual Institute (MLI) took place over the course of two weeks in June 2020. This Institute
offered an introduction to a unique method of language ‘nesting’ and regular language use, as
well as extensive opportunity for language practice, to learners of six languages of the West
Coast (see more details about this pedagogical approach in section 7.2.1). The organizer of this
Institute is a friend and colleague, Dr. Zalmai ?oswoli Zahir, whose time as a PhD student at the
University of Oregon overlapped with mine. Dr. Zahir (known to me as Zeke), is a language
consultant for the Puyallup Tribe of Indians (in the Tacoma area of Washington) and has been
learning, documenting, and teaching the Lushootseed language for over 40 years. Zeke served as
a sounding board during the early stages of the development of this interview project, and
himself volunteered to be interviewed. He also put me in touch with two of the instructors from
the MLI (one of whom I knew previously from NILI; see below) who had already expressed an
interest in being interviewed. He then suggested that he could highlight my research for MLI
students and allow them to reach out to me if they were interested in participating. He also asked

for my assistance in facilitating and observing the MLI, and I served as a volunteer tech assistant,
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helping place people in breakout sessions and addressing any other issues that arose in the virtual
environment. A second MLI took place in June 2021, and I assisted in this same role (but did not
recruit new participants at that time.) In this role I was able to observe Zeke’s unique language
learning method in action, and was occasionally invited by one of the Lushootseed teachers to
participate in round-robin language practice activities.

On the first day of the MLI 2020, Zeke formally introduced me to the students and gave
me a few minutes to greet them and tell them about my project. I shared my e-mail address and
asked them to get in contact with me if they were interested. In addition to this live introduction,
Zeke also placed the following text on the website of the Institute:

Graduate Research

Allison Taylor-Adams is a graduate student in the Linguistics Department at the

University of Oregon. She is looking for people she can interview about motivation for

language revitalization. A summary of her research is listed below. If you would like to

be a part of Allison’s research, you can reach her at: [email address]
From this solicitation, 12 people reached out to me to express interest. Of those, I was able to
arrange interviews with 10. Adding in the 3 organizers/instructors I had interviewed prior to this
Institute, 13 of my total interviews (roughly half) came out of this context. These practitioners
worked on three of the six West Coast languages taught at this immersion institute (Lushootseed,
Nuu-wee-ya’, and mitsqanaqan). I note that, due to the strong relationship between this group of
practitioners, participants in the Multilingual Institute make up a disproportionately large portion
of my interview participants, and Lushootseed learners in particular are over-represented
compared to learners of other languages. This is not a flaw in the research design, it is simply an

outcome of convenience sampling built on a relational approach to participant recruitment (see

section 2.1).
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2.3.1.2 Northwest Indian Language Institute (NILI)

At the same time that the Multilingual Institute was taking place, another remote
workshop series was being offered by the Northwest Indian Language Institute. NILI was
founded at the University of Oregon in 1997 in order to provide language teacher training for
Native communities in the Pacific Northwest. NILI works with tribal communities throughout
the year to support curriculum development, methods and materials development, and language
documentation. In addition to these ongoing activities, NILI’s flagship program is the Summer
Institute, a two-week full day workshop series hosted on site at the University of Oregon. This
Institute hosts workshops on language pedagogy, technology, and linguistics for language
revitalization practitioners, as well as organizing events for high-school age youth who are
committed to learning their heritage languages. These Summer Institutes typically host 40-50
participants from communities in Oregon, California, Idaho, and Washington.

In the summer of 2020, the COVID-19 pandemic forced the cancellation of this annual
event, but the NILI staff and community partners decided to offer a different format in its stead.
This series was called the Language Revitalization Learning Series (LRLS) and consisted of one-
hour live sessions every weekday for two weeks at the end of June. Each session focused on a
different topic and was offered by a different revitalization practitioner recruited by NILI for the
series. These live sessions were recorded and the series was also hosted on the University of
Oregon’s learning management system, allowing for asynchronous discussions, viewing of
videos, and sharing of resources and materials. Given the flexibility and accessibility of the
format, hundreds of participants from around the world were able to join in and participate in this
series.

I have a close personal and professional relationship with NILI, having worked there as

an administrative graduate employee for my first two years of graduate school, as well as serving
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as the graduate assistant for their annual Summer Institute. I was also the lead organizer for an
academic conference to celebrate NILI’s twentieth anniversary in 2017. My first research project
as a PhD student (Taylor-Adams, 2019) centered on interviews with language revitalization
practitioners I knew through NILI — including Zeke Zahir, who is now the director of the MLI
(see section 2.3.1.1). These relationships continue to be foundational to my research and my
understanding of how to go about this work ethically and respectfully.

Participant recruitment from the NILI LRLS followed a similar format as the one used for
the MLI. The NILI organizers talked to me beforehand about my research and offered to give me
a formal introduction at the start of one of the weekday sessions. I prepared a slide to introduce
my research project, and one of the organizers introduced me and gave me a few minutes to
speak to the group. Because both the slide show and the presentation video were made available
afterwards, my introduction and solicitation were available for asynchronous participants as well.

As with the MLI, I invited participants to reach out to me via e-mail if they were
interested in participating. From this solicitation, I was able to arrange interviews with 7
revitalization practitioners. All of the interviewees work on languages of North America, but the
languages (Nez Perce, Yup’ik, Xaat Kil, Nuu-wee-ya’, and Nanticoke) are more broadly
geographically distributed than the ones represented by the MLI participants.

2.3.1.3 Kodrah Kristang

The third context in which I made contact with practitioners was through a nonprofit
organization that is working to revitalize Kristang, a language of Singapore. Kristang is a
Portuguese-based creole with significant influences from Malay as well as vocabulary from
Hokkien, English, Cantonese, and many other contact languages (Wong, 2019). Kevin Martens

Wong, the founder of a community effort known as Kodrah Kristang, reported in the Global
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Survey that Kristang has 250 L2 learners and “an unknown number of heritage speakers” in
Singapore (a larger heritage community lives across the Straits in Malacca). Kodrah Kristang
organizes informal community classes open to anyone, hosts an online dictionary, spearheaded
Singapore’s first Festa di Papia Kristang (Kristang Language Festival) in 2017, and promotes
Kristang revitalization through social media, as well as receiving publicity and coverage in both
Singaporean and international press.

Another notable activity that Kodrah Kristang hosts is a “lexical incubator” called
Jardinggu, a blend of jarding (‘garden’) and /inggu (‘language’)*®. As their website explains:

The Kodrah Kristang team seeks to encourage more young people to learn and speak

Kristang. Many young people, however, don’t see the value in learning a language that is
not ready for the modern age, and lacks words for concepts that are important today, like

i«

“website”, “democracy” and “wifi”.

The lexical incubator, then, is a place for speakers and learners of many different language
backgrounds to meet and discuss new words to add to the Kristang lexicon. Jardinggu sessions
include speakers of all of Kristang’s lexifier languages alongside heritage speakers of Kristang,
and any member of the session may propose a borrowing or adaptation. Jardinggu team members
debate proposals and come to a consensus on new vocabulary items based on appropriateness of
the source of the borrowing, ease of learnability, and other linguistic and social factors.

I had first heard of this effort when I attended the two-week Institute for Collaborative
Language Research (CoLang) in 2016 at the University of Alaska, Fairbanks, where I met Kevin
Martens Wong. I had kept up with his work since that time. Kevin had also given extensive
responses to the Global Survey of Language Revitalization Efforts, and I was eager to learn more

about language revitalization in his context.

13 https://kodrah.kristang.com/jardinggu/
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I reached out to Kevin via e-mail and we arranged to talk on Zoom together about the
project. He decided the best way to proceed would be to start with the three lead organizers, and
so we arranged for an interview session for the four of us (Kevin, his two co-organizers, and me).
Following that group interview, the three organizers agreed that the project was interesting and
decided to discuss among themselves who in their community it might be best to introduce me
to. From there, Kevin formally introduced me via e-mail to potential participants and invited
them to reply to me if they would like to be interviewed. From this recruitment I was able to
speak to 8 practitioners who are working on the Kristang language.

2.3.1.4 Summary

The table below summarizes the participant recruitment contexts and outcomes.

Recruitment My role in Recruitment strategy No. Languages
context the context recruited | represented
Multilingual Volunteer Organizer introduction at | 13 e Lushootseed
Institute (West technical start of Institute; e Nuu-wee-ya’
Coast language assistant; solicitation posted on e Mitsqanagan
communities) observer website; participants self- (Venturefio
(alongside the | identified by contacting Chumash)
organizer) me to express interest

NILI Language Volunteer Organizer introduction at | 7 e Nanticoke
Revitalization breakout start of series; slide in e Nez Perce
Learning Series | group PowerPoint presentation e Yup'ik
(international facilitator; made available for e Xaat Kil
audience, both volunteer asynchronous viewing; (_Haida)
synchronous and | social media | participants self-identified e Nuu-wee-ya’
asynchronous organizer by contacting me to
participation) express interest
Kodrah Kristang | None Organizers reached out 8 e Kristang
(Kristang through their networks to
language learning identify learners who
community) might be interested in

participating; organizers

formally introduced me to

interested learners via e-

mail

Table 6. Summary of initial interview recruitment, Summer 2020
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2.3.2 Pre-interview preparation
2.3.2.1 Informed Consent

Once practitioners contacted me to signal their interest in participating, I sent them a
reply e-mail containing a brief description of the project along with the list of interview topics.
This gave them more concrete information about the study and allowed them time to consider
whether they were interested in proceeding. This also gave participants time to read over the
questions, to think about their responses, and to consider what they might not be comfortable
sharing. Some participants came to the interviews with written notes, and some even suggested
topics that were not included on the interview guide but that they felt were important to share.

When participants agreed to proceed with the interview, we scheduled a mutually
convenient time to meet on Zoom and I sent them a Zoom link along with the Informed Consent
document for the study. This document was available to the participants in two different formats,
a .doc and a signable .pdf. At the beginning of our interview session, I began by going over the
Informed Consent form verbally, and I allowed time for questions or concerns. The Informed
Consent document includes several options for the level of consent to be given; at minimum
participants must agree to speak with me and to have the interview audio-recorded for my
analysis on this project. At maximum participants may agree to have their name used in
publications, and/or to have their interview data made freely available to other researchers for
future research projects. The full Informed Consent form is included as Appendix C.

Participants either manually signed and scanned back a printed .doc version, or they used
an electronic signature for the .pdf version. In either case, informed consent documents were

returned to me by e-mail.
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2.3.2.2 Interview guide
Prior to the interviews, I developed a set of open-ended questions to guide the discussion.
The questions were based around categories that have been described in the literature as being
important components or having possible effects on motivation. I give some examples here; the
whole interview guide is included as Appendix D.
e Affect (Do you think language learning is fun? Do you ever get frustrated?)
e Choice (Why did you decide to participate in this activity? Did anybody inspire you to
start language learning?)
e Persistence (How long have you been working on language? How do you stay motivated
when things get hard?)
e Effort (How much time do you spend on language? Do you work on your language even
when you’re not in class?)
e Future Ideal Self (What do you imagine for yourself as a language learner in 5, 10 years?)
e Other topics (e.g. instrumental motivation; public attitudes)
Interviewees were sent a copy of this interview guide at least one week prior to our interviews. I
told them that the list of questions was merely a guide, that I would not necessarily get to all of
them, but it was just some ideas for topics to discuss.
2.3.3 The interview via Zoom
2.3.3.1 Descriptive details of the interviews
Interviews ranged from 30 minutes to just over 2 hours; most interviews were around an
hour long. I note here that my four interviews with Kristang speakers were the four longest I
recorded: 1:47:13, 1:21:11, 1:45:34, and 2:08:44. I speculate that this is the case at least in part

because there was a lot of background information to cover, and a lot of general information
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about Singapore and the linguistic, social, and political situation there, which the interviewees
shared with me to give context to discussion of Kristang activities specifically. I also suspect that
some of this may be due to the great distance, social and geographic, between us, and that much
of this time was spent doing the preliminary work of establishing a relationship. I have some
evidence for this, which I explore in section 6.3.
As part of the research design, participants were given the option to be interviewed
individually or in small groups of 2-3. Four of the 22 interviews were with groups:
e A pair of Yup’ik speakers, the lead teacher and her elder
e A pair of Lushootseed speakers, husband and wife who are learning together
e A trio of Kristang speakers, the three main organizers of Kodrah Kristang activities
e Another trio of Kristang speakers, three classmates from Kodrah Kristang classes and
‘lexical incubator’ activities
With the exception of the husband and wife pair, each of the interviewees in these group
interviews were separated from each other by distance.
2.3.3.2 Video of the interviews
Though these interviews were all recorded via Zoom, it was part of my research design
that only audio + transcript data would be analyzed for this part of the project — i.e. although I
recorded video, in this study I do not be use it as part of my data analysis, which I made clear to
all participants in advance. The reason video was not included in the initial design is that this
project was conceived before COVID-19 had changed many aspects of research and human
interaction. Anticipating face-to-face interviews, I determined that video recording would add a
level of logistical complication and obtrusiveness that was not at all warranted in this project.

Then, because interviews were conducted in Zoom, it required no extra effort to record video. |
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chose not to amend my protocol because video was not strictly necessary for my analysis, and I
anticipated that some might feel uncomfortable with video being shared, or might not have
sufficient internet capabilities or webcam technology to allow good quality video anyway. As it
turns out both of these instincts were correct: four of the interviewees were interviewed without
camera input (I did not inquire about the reasons), and one of the interviewees who did have his
camera on did so under the express condition that no video would be used for my data analysis or
presentation.

There certainly is information lost as a result of this — notable gestures being a salient
example. Where necessary I have included gestures in brackets in the interview transcript; for
example, several interviewees talked about the ‘ebb and flow’ of language learning using up-
and-down waving motions with their hands. Sometimes interviewees would also take the
opportunity to show me various important items, such as a language notebook or grammar they
were studying. These examples do not constitute ‘analyzing’ the video to answer the research
question, but rather fill in information explicitly denoted in the audio recording (e.g. one
participant said “and here is my folder with my domains” and then held up her folder to show
me.)

2.3.3.3 Theorizing the interview

Interviewing is a pervasive practice in all branches of qualitative social science research.
Interviewing is also pervasive in public life, a constant component of news and entertainment
media. Atkinson and Silverman call ours the “Interview Society” (1997), and argue that because
interviews are so common, we approach them “using the everyday language and commonsense
reasoning of counsellors or media reporters” (Silverman, 2017, p. 148). Applied linguists such as

Richards (2009) call for a more widespread “methodological interrogation” (p. 159) of
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interviews in qualitative studies. Mann (2011) argues that interviews in qualitative research have
been undertheorized, and that interview studies “tend to be bereft of context and methodological
detail” and that “a critical reflective dimension is also often missing” (p. 6).

Talmy (2010) provides a framework for considering qualitative interviews by describing
two opposing orientations, the “interview as research instrument” orientation versus “research
interviews as social practice” orientation (p. 129). We might paraphrase these two orientations as
being concerned either with the what of interviews (the content to be found in the speech stream)
or with the Zow of interviews (the interview as an interactive communicative event, or as a
dialogic co-construction of meaning.) The research question and the unit of analysis often
underly these orientations. Descriptive and theoretical linguists are most often concerned with
the what of interviews, and many applied linguists are also interested in the insights to be found
in the content of interviews. Others, such as discourse analysts, conversation analysts, scholars of
pragmatics, and anthropological linguists, are more concerned with the zow of interviews.
Sociolinguists have a long tradition of attending to both of these aspects; thus I draw on insights
from this field in section 2.3.4.1 on transcription.

In design and in practice, the interview project described here blends the two orientations.
I am careful to avoid the “commonsensical conceptualization” (Talmy, 2010, p. 129) that
characterizes the interview as research instrument perspective; at the same time, my main
analysis is not of the interviews as “social action” per se (for example, in this study I do not
conduct discourse or conversation analysis). However, I do conceptualize the research interview
as a social action. I acknowledge that my identity and positionality, my personality and my prior
relationships with participants all have an effect on what is shared in the interviews. I also

acknowledge that my actions within the interview have effects on the data; back-channeling,
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encouragement, follow-up questions, and audible and visual reactions to interviewee
contributions impact such things as the length of a response and the amount of detail offered.
The resulting data is a cooperative accomplishment, rather than static “answers” to questions
posed (Wooffitt & Widdicombe, 2006).

There are some practical implications that follow from this theoretical conceptualization
of the interview. The practical implications include important considerations about transcription.
For example, Mann (2011) criticizes interview studies which claim to attend to interviews as co-
constructive communicative acts, but present transcripts and examples in which the interviewer
is completely absent. That is, the practice of transcription must follow from the theory of the
interview. In section 2.3.4, I describe in detail the transcription of interviews in this project,
which follows both from this conceptualization of interviews as well as from a theorized
understanding of the act of transcription itself.

2.3.4 Transcription
2.3.4.1 Theorizing the transcript

The practice of transcription is another research activity that is susceptible to a
commonsensical approach. Ochs (1979) is the first text to demonstrate the power of transcription
practice, and her argument (p. 44) that “transcription is a selective process reflecting theoretical
goals and definitions” has been reiterated and affirmed repeatedly in the decades since. Despite
the power and endurance of this claim, scholars routinely point out that transcription choices
remain underdiscussed and undertheorized (e.g. Duranti, 2007; Lapadat & Lindsay, 1999). As
Kendall (2009) says, “the act of transcription is often undertaken as a purely methodological
activity, as if it were theory-neutral.” (p. 15).

My approach to transcription rests on two key points:
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e The research interview is a social practice (see section 2.3.3.3), and
e The transcription of audio from interviews is an abstraction that involves a set of
analytical choices (Kendall, 2009; Ochs, 1979).
The unit of analysis for this research project is not any one discrete element in the linguistic
signal per se. As such, it may be tempting to approach the transcription of interviews
superficially, as a simple mechanical practice to capture “pure content” (as if such a thing can
exist in communicative events.) However, I argue that transcription is a practice that should be
theorized and understood by researchers in all fields and approaches. As Mishler (1991) notes,
"the problematic relation between reality and representation, and between meaning and language,
is not simply an abstract philosophical position but an inescapable feature of our work as
empirical scientists" (p. 278.) In the rest of this section, I describe how I attended to this
inescapable feature.
2.3.4.2 Analytical choices made by Zoom transcriber
Because these interviews were conducted remotely, via the Zoom platform, I was able to
utilize Zoom’s built-in automatic transcriber function while recording. At first glance, this
seemed to be a reasonable and time-saving option, which would give me access to data for
analysis quickly and easily. However, I soon realized that the Zoom function was making
analytical choices — this is by necessity, of course, since every act of writing down spoken
language is an exercise in abstraction. In this section I describe how some of these analytical
choices were messy (section 2.3.4.2.1) and others were /ossy (section 2.3.4.2.2); I discuss how
these choices present problems for analysis; and I conclude (section 2.3.4.3) with my approach to

the transcription of this data.
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2.3.4.2.1 Messy

Automated transcribers on any platform make mistakes in interpreting human speech.

There were some common patterns in the mistakes that Zoom made which required manual

correction.

The first set of items in need of correction are non-English words that Zoom just does not

recognize. The most salient and frequent of these are the names of languages being revitalized. |

include here a collected list of language names and their mistranscriptions (Table 7).

Table 7. Language names mistranscribed by Zoom

Language name

Zoom auto-transcription

Lushootseed

less you see language

this you see language

slushy exceed

Lucy

unless you see = “In Lushootseed”
English food seed

Wish you’d seen

in the sheets, eat = “in Lushootseed”

in English sheep seed = “in Lushootseed”
lovely should see it = “with Lushootseed”
the troubleshoot TV language = “txalSucid language”

Ventureiio
Chumash

Vent rainbow too much language
That train too much

Then terranea = Venturefio
Venture in your notes = Ventureflo

Mitsqanagan

Meets go knock on

Barbareno
Chumash

Barbara rainbow
Barbering, yo
Barbara ano to much

Nuu-wee-ya’

New way art
New way |
New Age community = “Nuu-wee-ya’ community”

Nez Perce next person
Wampanoag lump nog
Ichishkiin It to scheme
English team
Into scheme
It just seems to happen. = “Ichishkiin/Sahaptin”
Tutnutni The two new
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Table 7 continued. Language names mistranscribed by Zoom

Language name Zoom auto-transcription
Athabaskan A basket language
language
Nanticoke Africa
the Navajo tribe = “the Nanticoke tribe”
Fernando can just = “for Nanticoke just”
the nine o’clock language
then I cook well and I’'m a community = “the Nanticoke-Lenni Lenape
community”’
that’s not a cook, not a community = “the Nanticoke-Lenni Lenape
community”’
Chinuk Wawa Cynical wall wall
channel Allah
Shanna
Grandma and language = “Grand Ronde language”
Alutiiq, and Allah and suffer
Sugpiaq

There were also some linguistic terms that Zoom did not recognize:

Linguistic term

Zoom auto-transcription

Orthography/orthographies Or authority

Or fog or fees
Orthogonal fees
Our warthog roughy = “our orthography”

Ethnographers

Ethnography errors

“Ethnographies and stuff” The soccer fields and stuff

Archival collections

Are typical actions

Retroflex sibilant

retro flex civil answer

Table 8. Linguistic terms mistranscribed by Zoom

Many of these misinterpretations would be easy to notice just in reading the output text itself;

“vent rainbow too much language” is obviously nonsense. Other times misinterpretations

resulted in good English which nonetheless misrepresented what had actually been said. In one

example, Zoom produced “an eloquent speaker” where the interviewee had actually said the

phrase “an L1 speaker.” This misrepresentation would thus be incorrectly analyzed as being

about the skill of the speaker in question, rather than being about a speaker who had acquired the
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heritage language as a child. In another example, Zoom produced “as you went down in the lane”
for an interviewee’s “as you learn the language.”

Another set of features that had to be corrected were contributions from interviewees
with any accent other than *Standard American English. (I note in passing that there is a growing
body of literature on the poor job that computerized automatic transcribers do with “non-
standard” accents and L2 speech.) A rather interesting example was that Zoom frequently cut off
the last consonant of words uttered by the two Yup’ik L1 speakers; impressionistically I noted
that their accents in English were characterized by unreleased stop consonants in word-final
position.

The messiest Zoom-produced transcripts came from the interviewees from Singapore,
which is perhaps not surprising. The most bizarre mistranscriptions came from the interview with
an L1 Brazilian Portuguese speaker. As an example, here is how he introduced himself at the
start of our interview (note that he waived anonymity and wished for his name to be used in
publications):

“So my name is Evaristo Nunes de Andrade, Jr. but Evaristo Nunes is just fine.”

And here is how Zoom transcribed this sentence:

“So my name is nice to know Nice Dragon, Jr. But everybody should know. Nice. It's just
fine.”

Aside from the comic relief that these mistranscriptions sometimes provided, I think it is easy to
see why it is important to correctly refer to a practitioner’s language, to correctly represent
lexical items, and to correctly identify the speaker as Evaristo rather than Nice Dragon, Jr.

The Zoom transcription is not just messy and in need of lexical correction; it is also /ossy

and in need of more detail.
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2.3.4.2.2 Lossy
Transcriptions of spoken interactions require the analyst to make a number of choices,
including for example:
1. What to count as a “unit” and where to mark boundaries
2. What kinds of paralinguistic features to include
3. How to represent overlapping speech
4. How to represent false starts, hesitations, pauses...

2 <6

5. How to write out filler words and confirmatory sounds (e.g. “uh” vs. “um”, “mmhmm,”

“mm”)

6. How to represent intonation

7. What kind of punctuation to use in the final transcript
The Zoom transcriber function makes all these choices when producing a text file from a speech
stream. With the exception of marking segments, a Zoom transcript lacks a/l of these features.
Zoom transcripts do not include paralinguistic features such as gestures (for obvious reasons) or
non-linguistic sounds (laughter; clearing throat); it only transcribes one speaker at a time,
meaning that in overlapping speech all of the other speakers are not transcribed (and in extreme
cases Zoom does not successfully transcribe ANY speech when multiple speakers are talking);
Zoom does not notate false starts, hesitations, or “ums.” The Zoom transcript does include some
punctuation, but it often seems capricious, and I note that Zoom never uses a question mark or
exclamation mark; this might make sense since judging something to be a question or an
exclamation is a somewhat subjective interpretation, but placing commas and full stops is surely
similarly interpretive.

Many of these missing features are the very details that represent interviews and

conversations as interactive events. For example, Silverman (2017) argues that a
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conceptualization of meaning “as an interactional accomplishment implies that any robust
analysis of interview data must begin with a transcript that preserves the basic features of
interviewer-interviewee talk including ‘response tokens’ (‘mmm’), pauses and overlaps.” (p.
149). All these features are missing from automated Zoom transcripts, and that loss is significant;
my theory of the interview requires these features to be represented.

This loss can be tallied quantitatively by considering the number of segments in
individual Zoom transcripts. Zoom breaks down the speech stream into segments; segment
boundaries roughly correspond to utterance boundaries or pauses. Figure 6 gives an excerpt from
a Zoom transcript file that includes four segments, which are numbered and timestamped in the

transcript exported from Zoom.

47

00:04:27.120 --> 00:04:40.320

IE: my partner's fully supportive and thinks it's great that I'm doing this, you
know, that's really important to me. And so I can you know I'm encouraged to
I'm not discouraged.

48

00:04:42.750 --> 00:04:49.950

IE : And he even listens and he'll repeat things and you know try to pick up on
a few things himself, which is great.

49
00:04:51.930 --> 00:04:56.760
IE: Yeah, so I guess it's hard to put like a number to it since it's

50

00:04:57.900 --> 00:05:05.610

IE: Always rolling in my head. And I'm finding that I am sharing words with
people at

Figure 6. Excerpt from auto-generated transcript of Zoom_14, with numbered and timestamped segments

However, Zoom does not record a segment when the audio includes features that are not
included in the transcription. That is, filler words (“um,” “uh”), response tokens, overlapping
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speech, and moments of laughter, are simply not demarked in the Zoom transcript. For example,

compare the auto-generated extract in Figure 7 with the same section, corrected to include

response tokens.

IE: My partner's fully supportive and thinks it's great that I'm doing this, he knows
it's really important to me. And so I can, you know I'm encouraged to, I'm not
discouraged to.

ATA: mmhmm

IE:  And he even listens and he'll repeat things and you know try to pick up on a
few things himself, which is great. Yeah, so I guess it's hard to put like a number to it,

ATA: sure

IE:  since it’s always rolling in my head. And I'm finding that I am sharing words
with people at various points in conversations, just a word that is especially meaningful
in my language.

Figure 7. Excerpt from transcript of Zoom_14, manually corrected

Table 9 gives tallies for the number of segments in each transcript file before and after manual

correction. Corrected for these missing elements, the final transcript file that I analyze contains

many more segments (note that IE stands for “Interviewee”):

Interview file Length of recording | Number of segments | Number of segments
from Zoom in edited EAF file
Zoom_ 04 1:12:18 ATA: 59 ATA: 256
IE: 440 IE: 593
Zoom_10 0:52:22 ATA: 65 ATA: 89
IE: 322 IE: 341
Zoom 16 0:46:17 ATA: 84 ATA: 283
IE: 285 IE: 461
Zoom_19 1:45:34 ATA: 133 ATA: 513
IE 1: 378 IE 1: 564
IE 2: 199 IE 2: 321
IE 3: 137 IE 3: 176

Table 9. Segment counts in transcript files before and after editing

Note that I do not use a theoretical definition of “segment”; a segment is, roughly speaking, a

unit of speech bracketed by pauses. This often corresponds to intonation contours or single
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speaker utterances, but because I am not doing phonetic or prosodic analysis at this time, a
stricter set of criteria for the ‘segment’ was not necessary. In the auto-generated Zoom
transcription, segment boundaries correspond with pauses, and when in my editing I added to the
total number of segments, it was almost always because Zoom had missed an utterance (rather
than for example, because I chose to split long segments into two shorter ones on phonological
grounds.)

I end this discussion of the problems with Zoom auto-transcription with the observation
that the point is not that Zoom is uniquely flawed, or to debate the merits of Zoom as a platform
versus other possible automatic transcribers (there are likely some software packages that do a
better job at interpreting accented speech, for example). Rather, I give this description to
highlight the process I went through in the transcription of these interviews, and to underscore
the point that a// transcription of any type of recording involves analytical choices, and it
important to at least be aware of those choices, and ideally to articulate them explicitly.

2.3.4.3 Transcription workflow

Having explored the possibilities and problems of the Zoom automatic transcription
generated, I developed a transcription workflow that followed from my own theoretical position.

I used ELAN for my transcription work. I first used Audacity to convert the Zoom audio-
only recording file, which is in .m4a format, to a .wav file that could be read by ELAN. I then
used a Python script to convert the Zoom transcript text, which is given in a .vtt file format, into
a tab-delimited text file. I then created a new .eaf file with the audio recording plus its
corresponding auto-generated text transcript. The bulk of my transcription work was in editing
these transcripts in ELAN to reflect my analytic choices, including adding segments, correcting

for mistranscriptions, and adding the interactive features of the interview. As a final step, |
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exported these edited .eaf files to a “Traditional Transcript Text’ file, and then edited these text
files to produce manuscripts that could be sent to interviewees for review. Thus the output of my
workflow is three pieces: an edited timed-aligned transcript in ELAN with its associated audio; a
file which include only the text portion of this edited transcript; and a more ‘reader-friendly’
transcript edited for normal writing conventions. The ‘reader-friendly’ transcript is what the
interviewees received in their interview follow-ups, and what I intend to use for most
presentations and publications. The ELAN file and the linked transcription is what I use for
analysis.

Figures 8, 9, and 10 are examples of what these various stages of output look like in one
particular segment of one interview. Figure 8 is what was transcribed by Zoom; Figure 9 is the
text after I had edited the transcript in ELAN; Figure 10 is what I sent to Michelle for her to read

(note that she also waived anonymity for this study).

Michelle: Wow.

That's exciting.

Allison: How did it go

Michelle: It was good. There was some students that I had been

Michelle: In classes with as my you know companion students in my class. And so I'm like
taking that step up to be like, well, now I'm your teacher there was like a little bit. I think it
made me more nervous.

Michelle: Than I

Michelle: You know, um, but, but they were great and and as well. And my mentor sat in on
a couple classes like forgive me encouragement you know

Yeah.

Allison: Was that

Allison: Did that make you nervous also
Michelle: A little bit.

Michelle: A little bit.

Allison: Um, so, what made you decide to start like yeah, what made you decide to actually
start learning the language sort of formally

Figure 8. Transcription of Zoom 16, 00:02:39-00:03:45, as produced by automatic transcriber
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Allison:

Michelle:

Allison:

Michelle:

Allison:

Michelle:

Allison:

Michelle:

Allison:

Michelle:

like taking that step up to be like, well, now I'm your teacher. Um, there was like a little bit - I

WOW.
Yeah.

{hahaha}

That's exciting.

{hahaha}

It's ... {hahaha} I was so nervous!

{hahaha}

{hahaha}

How did it go?

It was good. There was some students that [ had been
Good. [=in between previous sentences]

um,

In classes with as my, you know companion students in my class, and so um,

think it made me more nervous.

Allison:

Michelle:

mm, mmhmm
That I...
You know, um, but, but they were great. And, and it went well. And my

mentor sat in on a couple classes, just like to give me encouragement, you know?

Allison:

Michelle:

Allison:

Michelle:

Allison:

Michelle:

Allison:

Yeah.

{haha}

{hahaha}

Was that...

Did that make you nervous also?
um,

just a little bit.

{hahaha}

Not a lot, but a little bit.
{hahaha}

That's good {haha}
{haha}

Um, so, what made you decide to start, like yeah, what made you decide to

actually start learning the language um, sort of formally?

Figure 9. Transcription of Zoom_16, 00:02:39-00:03:45, edited manually to correct for mistakes and to

add interactive features
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Allison:
Michelle:
Allison:
Michelle:
Allison:
Michelle:
Allison:
Michelle:
Allison:
Michelle:

Allison:
Michelle:

Allison:
Michelle:
Allison:
Michelle:
Allison:
Michelle:
Allison:

WOW.

Yeah. {hahaha}

That's exciting. {hahaha}

It's ... {hahaha} I was so nervous!
{hahaha}

{hahaha}

How did it go?

It was good.

Good.

There were some students that I had been in classes with as my, you know

mm, mmhmm

companion students in my class, and so, like taking that step up to be like, well, now I'm your
teacher. Um, there was a little bit - I think it made me more nervous.

That I...you know. But, but they were great. And it went well. And my mentor

sat in on a couple classes, just like to give me encouragement, you know?

Yeah. {haha}

{hahaha}

Was that...did that make you nervous also?
um, just a little bit.

{hahaha}

Not a lot, but a little bit. {hahaha}

That's good {haha} So, what made you decide to start? Like yeah, what made

you decide to actually start learning the language um, sort of formally?

Figure 10. Transcription of Zoom_16, 00:02:39-00:03:45, lightly edited for written style, sent to

interviewee

2.3.5 Post-transcription procedure

Once the interviews were transcribed, I sent the draft transcripts to the participants for

their review. My consent document stated that they would have 2 weeks to review the transcript

and make any revisions or redactions; about 1/3 of the interviewees responded to me within that
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timeframe. I sent follow-up e-mails and received a few more responses. After a third e-mail over
the course of two months, I considered the transcripts approved as-is.

While I was still waiting for some participants to review their transcripts, I gave a
conference presentation based on initial analysis of the interview data (see section 2.3.6). My
thinking about the topic was informed by all of the interviews; however, the example quotes I
used for the presentation came only from those interviews that had been expressly approved by
the interviewees (i.e. still unapproved drafts were not used as examples.)

2.3.6 Sharing of research product

In March 2021, I presented at the 7" International Conference on Language
Documentation and Conservation (ICLDC). Due to COVID-19, this conference took place
virtually in 2021. The conference organizers strove to make the event broadly accessible, for
example by charging a very modest registration fee, and by asking presenters to pre-record their
presentations and upload them to a YouTube channel (rather than to a proprietary conference
platform.

This meant that I was able to invite all my interview participants to “come” to the
conference to learn more about international language revitalization efforts (something that many
of them had expressed an enthusiasm for.) Four of these interviewees did sign up for the
conference, and one of them attended my live Q&A session and wrote to me afterwards about
what she had noticed during that session, and about the inspiration she was drawing from
learning more about Hawaiian language revitalization specifically.

I was also given permission by the conference organizers to share my video link with my

interviewees regardless of whether they had registered for the conference. In this way I was able
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to share some early results of the work that they contributed to, and I hope to continue to share
my research with them as I produce more academic results.

2.3.7 Follow-up interviews
In the Spring of 2021, I reached out to some of these participants for possible follow-up

interviews. Though this was not part of my original research design, there were several reasons
for adding this element.

e For MLI participants, follow-up interviews were important to check in about how they
are faring several months past a very intense language learning experience. At the times
of their interviews (which occurred either during or immediately following the Institute),
several participants shared feelings both of exhilaration and exhaustion, of extreme
motivation and fears of burn out. Since that time one of the participants had e-mailed me
to let me know that she has continued on her language learning journey. I wanted to have
the opportunity to check in with others about how their journeys might have progressed
in the same time period.

e For NILI LRLS participants, follow-up interviews could capture the long-term impacts of
learning from the global revitalization community. Participants in initial interviews
described feeling inspired by the examples given at the LRLS in 2020, and also feeling
encouraged to use the concrete tools shared during the series. One participant described
the series as being the impetus to re-start her own independent language learning. I was
interested to see if this series helped to sustain long-term motivation.

e For Kodrah Kristang participants, a follow-up interview would be a way to help me fill
out my background understanding of this learning context, which is so different from

what I am familiar with. There were also some long-term impacts questions to follow up
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with in this context as in the others. For example, in initial interviews, many of the

participants discussed the struggle with social isolation and pandemic exhaustion, and the

effect this had on language learning, maintaining momentum, and maintaining
community. I wanted to know how these learners in this effort were faring after an even
longer period of these pandemic-related impacts.

e For all participants, follow-up interviews helped enrich the understanding of motivation
across different timescales, so as to build up a more robust picture of the persistence

aspect of motivation (see section 5.2.2).

I contacted eight interviewees for a potential follow-up and was able to schedule interviews with
seven of them. These included 3 Lushootseed learners, 2 Nuu-wee-ya’ learners, 1 Xaad Kil
learner, and 1 Kristang learner.

For these interviews I developed a hybrid conversation guide personalized to each
participant. I used some general check-in questions for all of the interviews, and then used
excerpts from the participants’ initial interviews to generate follow-up questions tailored to each
individual. This follows from Mann’s (2002) procedure and contributes to a richer dialogue
between interviewee and interviewer; it also allows for what is referred to in the qualitative
literature as ‘member-checking’ of analysis in progress. An example of one such guide is
included as Appendix E.

2.3.8 Analytic methods

Interview transcripts are analyzed using an adapted version of Grounded Theory, as
described in detail in section 2.2.2.2 on survey analysis methods. I note that although this is the
same method used to analyze text data from the Global Survey, the two analyses were kept

separate in order to maintain an emic approach to these interviews. That is, though I had already
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developed robust categories from the survey texts, I did not use these categories to analyze the
interviews. Instead, I started the category-building process afresh with these interviews. In the
analysis chapters to follow, the themes are largely organized by what emerged from the
interviews, complemented by relevant patterns in the survey data.

For the interview data, I used qualitative data analysis software (Dedoose) and constant
comparative approach to develop a rich thematic analysis, more purely qualitative than the semi-
quantitative results I utilize for the survey analysis. Interview codes were not subjected to inter-
rater reliability tests, following arguments from the theoretical literature about the
inappropriateness of imposing such measures on interview data specifically (Braun & Clarke,
2013; Morse, 1997, 2015). That is, whereas with the survey data I demonstrate rigor by
providing descriptive statistics and quantitative data visualizations, backed up by inter-rater
reliability calculations, with the interview data I demonstrate rigor through providing a clear
audit trail of my data collection and analysis, by conducting member-checking in transcription
and in follow-up interviews, and by providing rich evidence in the form of extended text extracts
from interviews to illustrate themes (Mayan, 2009; Tracy, 2010).

In the analysis chapters, long-form excerpts from interviews are indented, without
quotation marks, with the interviewee name, the date of the interview, and the language they
reported learning in square brackets for attribution. Short excerpts and paraphrases are given in
quotations in the body of the text. Longer quotations may include response tokens from me (e.g.
“mm”), which I give in italics in square brackets in the body of the quotation. Abbreviated
sections of long excerpts have a square bracket and ellipses. I note that some interviewees did
not consent to have their names shared, in which case I attribute their quotes to “learner” or

“heritage speaker” (however they self-identified) followed by the interview date and the
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language name. I also note that I give the name of the language exactly as articulated by the
individual practitioner in all cases; so for example, Angel discussed her involvement with
revitalization of a language she calls nimipuutimt, while her colleague Beth referred to the same
language as Nez Perce.
2.4 Conclusion

The research approach I have employed for this dissertation project centers around both
rigor and relationality. I use a method for analyzing qualitative data that emphasizes inductive
development of findings and an iterative, systematic procedure. This is built on a careful,
principled approach to interview transcription, which follows from a theory of the interview that
emphasizes interaction and co-construction. At the foundation of data gathering and analysis is
relationality. This includes respecting networks of relationships within the language
revitalization community, acknowledging my own place in these relationships, and reciprocating
in the research relationship by sharing in research design and dissemination.

The results of the analysis of these data are presented in three thematic chapters to
follow: Chapter 3 Goals; Chapter 4 Relationships; and Chapter 5 Time. Following these analytic
chapters, I reflect further on the relational and contextual nature of this research process (Chapter

6 Coda).
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CHAPTER III. GOALS
3.1 Introduction

In this chapter I describe the different types of goals for language revitalization
articulated by practitioners in this study. In the SLA literature, motivation to learn an L2 has
been specifically studied as “one of the variables that can help to explain why some language
learners are more successful than others” (Ushioda, 2020, p. 6). That is, a central aspect of
understanding motivation is to understand language learners’ goals and definitions of success.
This understanding has practical consequences as well, as understanding the variety and
typologies of language practice goals in language revitalization contexts may help to develop
better supports to help learners achieve their unique goals, and to discourage deficit models of L2
‘achievement’. Indeed, as is apparent in excerpts from interviews shared throughout, language
learners in these contexts are highly aware of ideologies of ‘success’ and ‘failure’ in language
learning.

Examples of learners’ judgments of success or failure are salient in the literature on
second language acquisition more broadly. In her textbook on SLA, Ortega (2009) compares the
firsthand published accounts of two French L2 learners, Alice Kaplan (1993) and Richard
Watson (1995). Ortega (2009) describes Kaplan as having learned French “more successfully”
(p. 170) and Watson as suffering from “French failure” (p. 148). Kaplan is described as
“committed to a life in which both French and English play prominent roles” (p. 147) having
earned her doctorate in French language, while Watson, a philosophy professor, studies his
hardest to learn French in order to deliver an important scholarly address, and ends up failing the
final exam in his French class (p. 148). Importantly, it is Kaplan and Watson themselves who

seem to have deemed themselves successful vs failure in their own accounts of their language
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journeys, but it is notable that the measure of success (or failure) in both accounts appears to be
the outcomes of advanced assessment instruments, such as a doctoral degree or a class exam.

L2 motivation research is concerned with language learning ‘success’, as the Ushioda
(2020) quote above highlights, and this success is “reflected in measures of intended effort,
persistence, or achievement” (p. 60). Given the well-researched link between expectation of
success and positive educational outcomes (see for example research in Expectancy-Value
Theory, Eccles et al., 1983), a potentially promising intervention in language learning is to break
down ultimate ‘achievement’ into more immediately achievable (as well as personally relevant)
steps. This is the theme of section 3.6.

The discussion of goals is perhaps especially relevant for language learning in language
revitalization contexts — language revitalization, by definition, is a goal-oriented practice. The
term itself assumes a goal within a language community, one where a language is returned to
some measure of vitality it does not currently enjoy. The necessity of carefully articulating what
this actually means for a particular community has been discussed in the literature at least since
Danhauer and Danhauer’s cogent call for “Prior Ideological Clarification” to avoid feelings of
failure and stagnation in a revitalization effort (Dauenhauer & Dauenhauer, 1998). Definitions of
and benchmarks for success in fact have real material consequences for community efforts, as
outside funders demand demonstration of “progress” in order to provide financial support. That
is, goals are central to language revitalization generally as well as individually.

The topic of this dissertation is individual language learning motivation, which includes
attention to individual goals and goal progress. I first discuss the intricate relationship between
organizational and individual goals in language revitalization settings (section 3.2). This is

followed by a discussion of general linguistic goals (section 3.3). Revitalization practitioners also
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identified goals for their language practice that extend beyond the traditional boundaries of
language skills; these extra-linguistic goals are discussed in section 3.4. In section 3.5 I discuss
two constructs that are very common in the literature on SLA outcomes and motivation:
instrumental goals, and second language “fluency” as a benchmark of success. Finally,
practitioners’ observations about their trajectories towards certain goals — including the
importance of acknowledging progress at each step — are highlighted in section 3.6.
3.2 Community effort goals versus individual goals

In this research project, I use two different sources of data: reports from community
efforts in the form of survey data, and reports from individual practitioners in the form of
interview data. The theme of goals is central in both sources of data, but the goals are elicited
and articulated differently. Much of the relevant survey data for this topic comes from a question
phrased as this:

10. What are the main objectives'* of the revitalization efforts?
Respondents could give up to five different answers in free-form text fields to this question. In
interviews, goals were shared at many different points, but some interview questions were
specifically designed to get at this topic, and they are worded like this:
How do you stay motivated when things get hard?
What do you imagine for yourself as a language learner 5, 10 years from now?
What do you imagine for your language 5, 10 years from now? What about 100?

Do you think that revitalizing your language has any practical benefits? (e.g.
getting a job)

O O O O

That is, ostensibly, goals articulated in the survey data are the goals of the community effort

broadly speaking, while goals articulated in the interviews mostly refer to goals for individual

14 Note that Peréz Béez et al (2019) distinguish between the “general goal of language revitalization” and “the

objectives of respondents’ efforts” (p. 464-5). This goal vs. objective distinction is not made in the literature on
motivation or goal-setting in SLA or psychology, and in this chapter | use the term ‘goal’ to cover both general,

underspecified goals as well as smaller, measurable goals.
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language learning. This distinction is important, since the current research question focuses on
the motivations of the individual, and goals as a component of that individual motivation.
However, in practice these two different types of goals are less distinct and more
symbiotic and intertwined. For example, one learner, Evaristo, shared that his personal goal is to
contribute to the body of linguistic material available for future revitalization activities:
And the more audios recorded, the more videos recorded, the more native speakers
recorded, and registered, and...that can be revitalized from the point of time. Yeah, that,
that’s what I want to contribute. To give the guys at least some inputs, have inputs.
[Evaristo, Kristang, 8/4/20]
That is, depending on their role in the language community, an individual’s goals for language
practice may overlap with the community’s collective goals, and individual motivations are
closely linked with personal contributions towards those collective goals. The overarching goal
for all participants in these activities is a revitalized community of individuals using the
language, and each individual identifies for themself how they will contribute towards that goal.
This close relationship between community-focused and individual-focused goals is
discussed in many parts of this chapter; I start here with one key illustrative example, the

relationship between a theme called “Focus on Language Products” in the survey and a theme

called “Tools and Support” in the interviews.

3.2.1 Survey data — Focus on Language Products as a Goal
Many survey respondents identified the production of language material as a key goal of

the effort or as the impetus for beginning the effort. These include the following:
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Code Description Number | Example excerpts
of
responses
Documentation | explicit mention of language | 54 Rescatar y documentar la
documentation, including (38%)"° lengua a través de entrevistas
recording, collecting, and con hablantes y investigaciones
archiving; transcribing histéricas y lingtiisticas [ID
recordings; or relying on 179, zapoteco de
existing documentation, Macuiltianguis]
recordings, and archives
Literature includes reading material, 25 To promote and assist in the
specific texts (such as the (17.6%) development, production and
Bible), stories and story translation of literature for use
books, and other kinds of in the education system'® and
print publications, as well as any other societal spheres of
poetry and the term "oral influence [ID 239, TjiKalanga]
literature"

Materials includes linguistic materials | 53 Developing the corpus of
development (e.g. a dictionary, a grammar, | (37.3%) Cornish language resources [ID
a corpus) and explicit 226, Cornish]

mention of pedagogical
materials (including
curriculum development).
Pedagogy, language education and 64 (45%) | provide educational
teaching formal teaching, as well as opportunities to teach the
methods teacher training (note that the Myaamia knowledge system to
creation of curriculum or youth, which language being
learning materials are coded central to this effort [ID 241,
as "materials development") Miami-Illinois]
Technology specific mention of 20 (14%) | Also provide them with a
technological products (e.g. special keyboard to facilitate
CDs, translation software, writing [ID 916, Cypriot
web-based products like Arabic]
DuoLingo)

Table 10. Survey responses focused on Language Products
These answers varied in interesting ways depending on the makeup of the speech community, as
reported by the community effort. Figure 11 below shows the proportion of “Language Product”

category answers for each of the Language Situation categories:

15 This is the proportion of survey respondents (out of the total 142) who mentioned this code at least once;
excerpts here can be double-coded.

16 This is an example of a double-coded excerpt — this is coded both as “literature” and “materials development” as
it fits the definition of each category.

101



Language situation x Language products

100%
90%
80%
70%
60%

50%
40%

30%

20%

10% I
0

X

Awakening No L1 Few elderly Grandparents Some adults Most adults Most adults All members
speakers speakers speak butfew  butno but generally and some including
younger children not children children children
people speak
M documentation M literature materials development M pedagogy, teaching methods mtechnology

Figure 11. Stacked bar chart, proportions of responses in each language category

As can be seen in this chart, the proportion of “technology” mentions is highest in the
Awakening language category, while it was not mentioned at all in situations with only few
elderly users remaining. Efforts with few elderly users mentioned pedagogy and teaching
methods in a very high proportion, even higher than the mentions of documenting language with
these few remaining speakers or generating general linguistic materials. Meanwhile, efforts
representing larger user populations (including full community use) have relatively high
proportion of mentions of literature and reading material, compared with other language situation
categories.

What this suggests is that, rather than being universally shared, the goals of revitalization
efforts may be tailored to the unique assets and needs of the specific speech community; this
pattern is seen throughout this chapter. In this focus on language product, one thing these efforts

do all share is that the point of producing material is to support the expansion of language to new
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users and to provide input for individual learners; that is, the goal at the organizational level is

the support of the individual. And indeed, in interviews, individual practitioners specifically

referred to these outputs in a category coded as “Tools and Support”, to which we now turn.
3.2.2 Interview data — Tools as a support and Creating Tools as a step towards goals

The output produced by community revitalization efforts provide support for individual
practitioners. Almost all the interviewees (24/29) mention /inguistic input as an important and
necessary support, e.g.:

for us, we have a plethora of our traditional stories. And with that, those are our resources

we have. Fortunately, we have recordings and they're written in our language, and so we

have those old forms of speech that we can listen to, plus just the value of the indigenous
stories, which that's the focus of my doctoral program. So we have, I start to think of

what do we have that we can work with, you know? [Angel, nimipuutimt, 7/1/20]

And the same number (24/29) also specifically mentioned pedagogical tools and strategies, such
as the way a teacher or community organizer conducts language learning activities, e.g.:

I think [the activities are] really out of the box. And I think the way that we do them is, |

just think it's generally really well tailored to the class. I've never seen anyone not

enjoying activities. You know, sometimes we have traditional games [...] Or we have a

bingo one time. One time we played, um, you know those tubes that vibrate when you hit

them? Set to certain notes? [uh huh] So one time we played the entire song as a class
together. It's just um, I think it's just the small steps to make it feel more alive. [learner,

Kristang, 7/31/20]

That is, the output of collective efforts provides helpful supports to individuals.

But many practitioners are more than consumers of these linguistic products — they are
also active producers. As Atkins (2012) and Hall (2021) point out, in language revitalization
contexts it is practitioners themselves who must create the material for their own learning. The
practitioners interviewed in this study are all learners, and many are also teachers, materials

developers, documentarians, and archival researchers. Creating language products for the

community is one of the activities that they pursue; for example, Michelle talked about working
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with her language mentor to create accessible material and Quizlet sets to share with learners
(Michelle, Xaat Kil, 5/25/21), and Karelle talked about working with a linguist and another
community member to collaborate on YouTube lessons based on archival research (Karelle,
Nanticoke, 7/1/20). This work is something that Karelle takes as a personal responsibility,
indicated by the first-person pronouns “I” and “we”:

And so, yeah, I'm just kind of looking for ways that we can sort of, you know, expand

them out. Yeah, you know, get more people in the community to learn them. [Karelle,

Nanticoke, 7/1/20]

That is, for these individuals, the goal of increased community language use motivates their
individual practice. Because this community-level goal is personally meaningful, they put effort
into creating materials for others, rather than only pursuing increased linguistic competence for
themselves.

In fact, this can be a virtuous circle, as many practitioners describe the process of creating
language products as being helpful for their own language learning. Carson explains this about
the outcomes of his work with archival recordings:

personally, I probably transcribed 25 plus hours of audio recording, most of which is like

phrase elicitation or short stories, but that really improved my ear. [mmhmm, mmhmm]|

And, they're not all good recordings, and now I can listen to, like, an L1 speaker on like,

the phone on a grainy recording, and hear, and then you know if somebody's like, "Oh, is

this this? or it sounds like this" I'm like, my ear is way better now. [...] because I, you
just spend hours and hours, hundreds of hours just listening. And uh, so that's been cool
because I feel like it kind of broke me into a next level on listening, and then I can see

that my speech is following that now. [Carson, Nuu-wee-ya', 7/9/20]

A heritage speaker of Kristang also described how contribution to a community effort pushed her
personal proficiency, when she was asked by her teacher to contribute some reading material for
other language learners:

Kevin wanted to ask the older learners you know? [mmhmm] Those who spoke Kristang

before, to sort of just write down something and just read it out to them. So I, I took up
the challenge, and I wrote a little bit, just about my travel [...] and then umm because I
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was doing that, I also had to translate my English into Kristang [mm, mmhmm] And 1
found that that was, I had to refer to the dictionaries. [mmm] And that increased my
knowledge of the words. [heritage learner, Kristang, 7/29/20]

Another heritage speaker of Kristang also said that participating in Kristang learning activities

has benefited her. Having grown up speaking Kristang, she originally joined the group in order

to offer her help, but said she has “ended up learning more than helping.” (heritage speaker,

Kristang group 2, 7/31/20) She later elaborated:

So what's interesting is that learning new words... finding out the older, I mean, the real
Kristang words that were used by the older generation which is slowly coming in now,
you know? [mm] As you attend classes, read more and go to the dictionary, then you say,
"Oh yeah! I've heard this word" you know what I mean? Yeah, so it's coming back to me.
So it's - it's great in that sense, yeah. [heritage speaker, Kristang group 2, 7/31/20]

Other Kristang learners also identified the link between organizational efforts and individual

motivations, as articulated here by Evaristo:

I think the guys are very intelligent in the sense, because they are producing three
different motivations. First, get together. [mm] Yeah. Because language dies if you don't
get together. So if you don't meet, that's it. Language is gone. Yeah? Second is because
uh they have to not stop the project. If they stopped the project, the project can have a
discontinuation. And that can be mortal. [mm, mmhmm] Yeah. And that's a very, very
important um, essential thing I think for projects of revitalization. [...] And then the last
thing is to deliver products that can be used by the next generations. [mmhmm, mmhmm]
Right? And how to produce that [Evaristo, Kristang, 8/4/20]

In fact, the practitioners who participate in Jardinggu activities (the Kristang “lexical incubator”)

each articulated hopes that their contributions would be taken up by new speakers of the

language, as for example this learner who shares his hope that Kristang will “literally come alive

again in Singapore” as the result of his contributions:

I would really, really, really love for them, for there to be native speakers of the language,
[mmm] I mean, yeah, I think just having people who are - you know I come up with
words, I help come up with suggestions for the words in Jardinggu, which people vote on
eventually, right? And then I would just really love that, you know, a lot of these words
enter the mainstream for example, that people actually start using these terms. Um, that -
I don't know, I think just having it literally come alive in Singapore again would be really
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amazing. [learner, Kristang, 7/31/20]

This learner highlights the positive feedback loop at work when community and individual goals
align; individual learners are supported by contributions from other individuals, and in turn are
motivated to contribute.

Other interesting comparisons between effort goals and individual goals can be seen in
the next section, particularly in the discussion of Number of users/creating new users (section
3.3.2) and of Language domains (3.3.3); there is also relevant to the theme of Public Outreach
and Program Growth in section 3.4.2. When the distinction between collective vs individual
goals is relevant, I tease out these differences, and I also continue to discuss the ways these two
types of goals overlap. Having set up a framework for thinking about how practitioner interviews
and survey responses articulate goals that motivate language practice, I turn now to a discussion
of one major category of goal types — the category of linguistic goals.

3.3 Linguistic Goals

Language revitalization practitioners in both the interviews and survey responses
identified linguistic goals, that is, goals related to specific language skills and the expansion of
language domains. The first sub-category for discussion is language skills, which include oral
language skills like pronunciation and listening comprehension, L2 vocabulary knowledge, and
conversational abilities (section 3.3.1). The next sub-category is the expansion of language
‘domains’, meaning language use in particular activities and in physical spaces (section 3.3.3).
The final sub-category includes examples of goals for personal language practice, for example

the goals of consistent language use and developing multilingualism.
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3.3.1 Language skills

The goals described in this section cover those that traditionally fit within the purview of
instructed SLA, such as pronunciation accuracy and vocabulary acquisition. In addition to these
discrete target language skills, practitioners also described goals of communicative competence
and conversational ability, skills which are familiar to teachers and researchers in a
Communicative Language Teaching approach (see e.g. Lee & Van Patten, 2003; Richards &
Rodgers, 2001).

3.3.1.1 Interviews

The discrete language skills articulated in interview responses include 3.3.1.1.1
Reclaiming Pieces of Language (e.g. vocabulary or individual sounds), 3.3.1.1.2 Communicative
Abilities (e.g. conversational proficiency), and 3.3.1.1.3 Being a Speaker (e.g. speaking
proficiency and stamina). These subsections are arranged in an implicational order; that is,
learners need vocabulary and pronunciation in order to have conversations, and learners describe
these conversations as an important step to becoming full language users.

3.3.1.1.1 Reclaim pieces of language

Interviewees identified the reclamation of discrete linguistic elements as goals for
language work. For example, Michele described her efforts to improve her pronunciation of stop
consonants that contrast at the velar and uvular places of articulation in her language:

So practicing like, [go], [q€], [q1], [qi], like [mmm] so doing that, and um, but, there's

been days where I don't, because I, there's too much chaos for me to even concentrate on

trying to make a /k/ sound, or to be alone for five minutes to do that. You know?

{hahaha} [{chuckle} mmhmm {haha}] Um, so. It, that's still a major goal, and I feel like it

has to become a non-negotiable in my life. [Michelle, Xaat Kil, 5/25/21]

Learners also mentioned vocabulary items related to specific social functions, for example

vocabulary useful for certain social functions, like those prioritized by Karelle’s community:
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sometimes we'll like you know teach people like a word or two in the language, or we

can practice with each other, some greetings and um uh food items I think are some of

the, you know, the bigger ones that people are trying to remember. [Karelle, Nanticoke,

7/1/20]

These responses highlight components of language that frequently fall under traditional
SLA research — pronunciation accuracy and L2 vocabulary acquisition. Karelle’s excerpt also
highlights the reclamation aspect of this specific goal — these items are not just the focus of
individual acquisition, but are also the focus of community members “trying to remember”. This
acquiring/remembering goal can be bound up in powerful emotions for some interviewees. Erin,
for example, describes how her frustrated attempts to reclaim certain vocabulary items has very
negative emotional effects for her:

that’s another thing that makes me sad about the language, is I wish I could do astronomy

in the language. You know, I wish I could talk to people about black holes and stuff like

that. [mm] Obviously some of this language is gonna have to be invented. [mm] But some

of it, ’'m sure it’s there, and I just have this like...I, when I experience grief — I have

learned this about myself — when I experience grief, I, it’s normally angry grief. [mm,

mmhmm] And I have this like intense angry grief about just the fact that I don’t know

what the word for the Pleiades is and I can’t find it. [Erin, Nuu-wee-ya', 7/7/20]
As Erin’s quote shows, even small language acquisition goals can have profound impact on
emotion and motivation; in Erin’s case, being frustrated in her goal of talking about a particular
topic causes “intense angry grief.” This can be compared with Michelle’s description of being on
a “high” on days when she’s “nailing it” with her pronunciation of tricky sounds in her language
(see section 3.7).

3.3.1.1.2 Communicative abilities
Many of the interviewees identified proficiency in communication and conversation as a

key goal (and a key motivator) for learning. In fact, whereas “reclaiming pieces of language”

such as vocabulary or pronunciation was coded for 9 interviews, “communicative abilities” was
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coded for 19. Interviewees described goals as wanting to be able to hold conversations with

certain

people, as exemplified by Karelle:

ideally I would um, I would have, I'd like to have just sort of conversational abilities, so
knowing enough sort of vocabulary and grammar to have some conversations. Um, and
to kind of, to be able to - yeah, to have like these conversations with people at our, you

know, at our gatherings. [Karelle, Nanticoke, 7/1/20]

Other learners discussed wanting to be able to “hold a conversation with anybody” in general

(Chris D, Lushootseed, 6/19/20). For one Lushootseed learner, this goal coincides with her goal

to only speak Lushootseed in her home, a goal which she is “super passionate” about. This goal

extends to a desire to hold conversations in language with her family members and language

program colleagues outside of the home (learner, Lushootseed, 6/23/20).

For Charlotte, this goal applies not just to herself but to the future speech community;

after reflecting on her own struggles with listening comprehension and speaking proficiency, she

shares:

it's funny, I keep saying this, but I hope... I hope to see those [young] people not having
to work to understand or be understood in the language because they've just come up in it
and they're, you know, they're able to initiate conversations, or language learning
themselves, because it's just what they know, like in- inherently. [Charlotte, Lushootseed,
6/25/20]

In our follow-up interview a year later, Charlotte described her progress in Lushootseed,

and how it is precisely these growing communicative abilities that make her feel she has made

good progress:

right now I'm having a lot of fun being conversational in my Lushootseed, [mmhmm]
which is a skill that I've never felt comfortable with and I, I'm getting to the point where |
feel like I can just chit-chat, and I have dreams where I am making up Lushootseed
{haha} thinking, you know things like that. [Charlotte, Lushootseed, 6/9/21]

The goal and motivation of communicative abilities can even extend beyond conversation

with the immediate speech community. One interviewee relates how her growing skills as a
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heritage speaker of Kristang (a creole with a large component of Portuguese vocabulary) was
useful on her travels:

Kristang is good because [...] I went to Portugal. [mm/] And I went to Spain. And I could

understand! [mmhmm] And they could understand me. [{ha/}] {haha} So of course there

are differences. [uh huh] But, so they were very happy. I remember the old woman who

sold the tablecloth to me, just so happy that I could speak her language {haha}. And I

think that is the beauty of language. [{haha} mmhmm] When you can speak to someone

in his or her language, they are so happy, you know? You can communicate. [heritage

speaker, Kristang, 7/29/20]

This point echoes the notion of the Cosmopolitan Ideal Self (Lasagabaster, 2017); that is, in this
speaker’s case, learning Kristang “is good” because it greatly increases her multilingual
repertoire and allows her to connect with others on her travels to other continents (this is also
related to section 3.3.3.3, Multilingualism, as a goal).

In addition to the ability to communicate with others at this point in time, one
Lushootseed learner shares a teaching from her mother about communicating beyond this
lifetime:

Yeah, the interesting thing about that, that saying that she used to put together as she got

much older, she started really focusing on language use for herself, it wasn't as much as

what's going on now, she just really felt, and that was teachings from her family, that
when you pass from this world, to get to the side where your people are, you have to be
able to communicate with them. And so she did pick that up. Just as, you know, a what-if
kind of belief from her family. [mm.] And that's kind of motivating too. [learner,

Lushootseed, 6/23/20]

The ability to use language to connect to others is explored in more depth with respect to the
theme of Relationships (see section 4.5); it is clear from these excerpts that so-called “discrete”
linguistic skills are intricately tied up with these relationships.
3.3.1.1.3 Being a speaker
Other examples show that “discrete” linguistic skills are also intricately tied up with

personal identity. For some practitioners, the ultimate goal of language learning is not just

proficiency, but a complete “switch” into a new kind of life fully in language:
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I'd love for that to be the thing. Like if I could just switch off, and speak Lushootseed, tell
stories, have conversation. Just basically live in Lushootseed, that would be, that would be a
great goal. [Chris D, Lushootseed, 6/19/20]
Carson also shares his “aspiration” that his language switches places with English as the primary
language of his home:
for me it's like my aspiration is to use the language actually as much as I can, which I think
would be like, I think, then at that point I would not be filling out a census as English as the
first language spoken in my home, it would probably be like the second language. [Carson,
Nuu-wee-ya’, 7/9/20]
This might be the most clearly articulated alternative to the Fluency as L1-like ability measure
for ultimate attainment and mastery (see discussion in section 3.5.2.1). I note that in neither of
these quotes (or in their immediate contexts in the interviews) did these practitioners refer to the
goal of “fluency” in language; rather, what they describe are lives fully saturated by language
and the resulting change to self and identity.

This language identity is important for second language learners even as they
acknowledge there is still much to learn. In our follow-up interview, Charlotte describes the year
of pandemic isolation and remote learning as a time when she changed how she saw herself:

I will also probably think of this year, this last year as, the time where my language, my
Lushootseed...my comfort with Lushootseed moved to the next phase, if I can say that. [mm]
Where, I went from feeling like, someone who takes Lushootseed classes, to someone who
speaks Lushootseed. [Charlotte, Lushootseed, 6/9/21]
Beth even explicitly leverages this kind of identity work as part of her practice, as she guides
undergraduate students in creative writing exercises:

I think the most important thing that anyone can do in their own language is to pray, or to

have a mantra, or to talk to themselves, to like somehow use language in a spiritual sense,

of like, [mm] of your being in the world [...] I think that's a really important thing. And
sort of a decolonizing thing. Um, because I think we can be more...yeah, we can, we can
be outside of those other paradigms. When we are inside of our language. And [mmhmm]

And um, one of the writing assignments I have students do, or writing prompts is, uh do

this like, 'who am 1?' kind of exercise. Like "who am I in my language?" Like when you
are like physically inside your language, who are you? Um, and people have written
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amazing things. Like you discover amazing things if you do that exercise. [Beth, Nez
Perce, 8/10/20]

All these excerpts encourage us to begin to think about these practitioners’ goals as not just about
discrete language skills. At the same time, I want to underscore that all the goals described in this
section relate to basic components of language acquisition as traditionally described in SLA —
vocabulary and pronunciation, communicative competence and comprehension, speaking and
writing. In the following section, I look at how these componential skills are also given as goals
in responses to the Global Survey.
3.3.1.2 Survey

The language skill goals in survey responses break down into types which echo the
componential skills articulated for many language programs: writing, reading, speaking and
listening, and grammar accuracy. Survey responses were also coded for the lexical item
“fluency,” as discussed in section 3.5.2. Per that discussion, this term may imply a number of
different types of goals, including specific speaking goals; such excerpts that explicitly referred
to both (e.g. “to have fluent speakers”) were double-coded for “speaking and listening” and
hence are included in the discussion here. Table 11 illustrates these different linguistic skill

categories and the number of respondents who mentioned each one at least once:
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Description Total | Examples
Writing includes mention of 15 Teach the script and ambahan in at least
orthography, standard 10 elementary and secondary schools. [ID
writing system; also 918, Hanunuo Mangyan and Buhid
spelling, and learning to Mangyan];
write If they could just even learn the words on
the list of a spelling bee or be able to say
the words, and even learn to spell the
words... [ID 146, Yup’ik]
Reading this code applies to 16 to strengthen the literary language [ID 18,
excerpts that use the Aanaar Saami];
words 'literacy’, 'literary’, Los talleres son para que los nifios
or 'literate', or that escriban y lean la lengua. [ID 170,
mention 'reading' or Diidxaza]
'learning to read' or
'using the written
language'
Grammar includes for example 20 Descripcion de la gramatica hiidfiho [ID
objectives mention of linguistic 195, Hianho];
analysis, the rules of the Analyze the language for grammatical
language, structure - conducted by multiple
syntax/phonology individuals to varying extents.[ID 124,
Meskwaki]
Production and | includes pronunciation 11 develop, maintain, extend oral language
comprehension | and other productive skills [ID 157, Wubuy];
language skills, as well learning to pronounce the word [ID 146,
as comprehension Yup’ik]

Table 11. Categories of Linguistic Goals in Survey Responses

As might be expected, there is some overlap between “writing” and “reading”; eight

excerpts mention both. The “grammar objectives” code usually referred to the goals of

documenting and describing the language as part of the language revitalization effort, rather than

as an individual learning goal, as might also be expected (although I note that it not just linguists

but also community leaders and language students who articulated this goal).

An interesting point of comparison is how these goals were distributed among efforts

supporting languages with different distributions, as is illustrated in the bar chart below. This

chart is code applications, not code occurrence (see explanation section 2.2.3.6), so if a

respondent reiterated or rephrased the same type of goal in a different part of their response it
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would count repeatedly here. These counts are normalized in proportion to the number of

responses per descriptor category.

Linguistic skills x Language situation

25
20
15
10
o M l [ | B momm I I I I [ ] I |
Awakening No L1 Few elderly Grandparents Some adults Most adults Most adults All members
speakers speakers speak but but no but generally and some including
few younger  children not children  children children
people speak
B writing grammar objectives  Mreading M speaking and listening

Figure 12. Linguistic skills in Survey Responses by Language Category

What the chart illustrates is that writing (and, to a lesser extent, reading) are higher
priorities among efforts to maintain languages with larger existing populations of users. This
may follow from the security of already having widespread production and comprehension skills
throughout the community, which makes writing and literacy more of a priority for maintaining
these languages into the future. Meanwhile, the goal of production and comprehension is not the
highest priority in any category, and in fact no respondents in the “most adults and some children
speak the language” category (n=12) mentioned such an objective at all. In the largest category

172

in the sample, “there are few elderly speakers’ " (n=24), ‘production and comprehension’ is only

mentioned once.

17 Note that these categories are worded exactly as they were presented as choices in the English version of the
Global Survey, that is “No L1 Speakers” etc. But the Global Survey also collected responses from efforts to
revitalize sign languages, and as such throughout this dissertation | aim to use more general terms such as
“production and comprehension” rather than “speaking and listening,” and “user” rather than “speaker” when
discussing survey data.
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These results are in interesting contrast with the language skill goals as articulated by
individual practitioners in interview responses; there are several possible factors that may
contribute to this difference. First of all, survey responses represent goals of community efforts,
rather than of individual language learners per se (though as I have stressed above, the lines
between these can be quite blurry.) Perhaps, in thinking about the design and implementation of
a larger community effort, practitioners see the goal as more widespread distribution of linguistic
resources in the form of written material or better understood grammar (as opposed to productive
proficiency, which is a matter of individual practice.) Secondly, many of the practitioners I
interviewed are involved in language learning methodologies that explicitly emphasize speaking,
often even to the exclusion of explicit grammar or literacy instruction. That is, to some extent
there may be a sampling bias in favor of spoken language goals in the interviews; there may also
be a sampling bias in favor of literacy goals in the distribution of the Global Survey instrument.
Finally, I note that the methods and framing of the two strands of data collection themselves may
have contributed to some of this discrepancy — note that the strong bias for written versus spoken
language is evident in the survey, a written instrument for learning about these efforts, while the
strong orientation towards spoken language emerges from interviews, an entirely spoken
interaction. I suspect that these three variables, and perhaps others not yet identified, may explain
some of the variety in the different goals articulated by language revitalization practitioners in

these two formats.
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3.3.2 Number of users/creating new users
3.3.2.1 Survey

One frequent and salient goal for language revitalization efforts as reported in the Survey
is, simply put, an increase in language user'® population. Twenty-seven different respondents
(roughly 19%) stated some version of the goal “to create fluent speakers” (ID 53,
Anishinaabemowin), “crear nuevos hablantes” (ID 169, Zapoteco), or “to increase the number of
second language speakers” (ID 18, Aanaar Saami). Some respondents also mentioned that
calculating the number of current speakers was an initial step in the effort:

The Saginaw Chippawa Tribe did a survey to see how many speakers were in the
community. [ID 52, Chippawa/Ojibway]

I set about finding some of the remaining speakers in Singapore (I found 14) [ID 74,
Kristang]

Even in cases where increasing this number is not explicitly mentioned as a goal,
respondents referred to the (small) size of the current user population as being motivating. In
answering the question, “How did the revitalization efforts begin?”, one respondent wrote:

The urgency to learn is motivating with the 10- fluent speakers available to learn from in
all 3 Seneca territories. [ID 149, Onondowa'ga Gawéno']

And in response to the question “Why is the revitalization of your language important?”’, one
respondent wrote:
Because very few people under 30 speak the language, and because the language is
banned from public schools, Kisii is likely to become extinct in the next two generations

if immediate and drastic steps are not taken to reverse this trend now. [ID 93, Kisii,
emphasis mine]

18 Many survey respondents themselves use the term “speaker”; i.e. the respondents each have their own working
definition of what a “speaker” is, and these definitions are largely implicit rather than explicit in the responses. The
issues of who is a “speaker” and how speakers/signers are counted is touched on briefly in this section.
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In other words, awareness of the shrinking user population gives an urgency to the community
effort. And, as noted above, increasing this number is an explicit goal for many efforts.

This may seem obvious to practitioners of language revitalization, but it is one of the
most crucial differences between these efforts and perhaps any other second language learning
situation. It is hard to imagine a college French course, or an adult ESL course, or any of the
other L2 instruction settings that are well-represented in current literature, whose explicit goal
was to “increase the number of French speakers.”

The awareness of user population, and the assumptions about who “counts”, are in fact on
display in the descriptive information that each survey respondent gave about their language.
Respondents were asked to identify information such as the language name, where the language
is spoken, etc. before answering the quantitative and qualitative questions about their effort. Two
of these questions are relevant for this discussion, so I reprint the exact wording of choices in this

text box.

2. What is the situation of the language?

e There are no first-language speakers.
e There are a few elderly speakers.

e Many of the grandparent generation speak the language, but the younger people generally
do not.

Some adults in the community are speakers, but the language is not spoken by children.
Most adults in the community are speakers, but children generally are not.
Most adults and some children are speakers.

All members of the community, including children, speak the language, but we want to
make sure this doesn’t change.

There is a new population of speakers or people are beginning to learn the language after a
period of time in which no one spoke the language.

3. How many people speak the language?

[none at the moment; 1-9; 10-99; 100-999; 1000-9999; 10,000-99,999; more than 100,000]

Figure 13. Questions 2 and 3 from Global Survey of Language Revitalization Efforts
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In question number two, the first and last options cover cases that might elsewhere in the
literature be called “dormant” or “sleeping” languages. Using the kinds of counts often
undertaken by linguistic researchers, it is likely that these languages would be reported as having
“no speakers.” As an example, the project team working on the Ngunawal language of New
South Wales, Australia, selected the last option to describe their language situation, and the
Endangered Language Project listing for this language classifies is as one with “no known
speakers.”!” But there is not a one-to-one correspondence between these language situations and
zero speakers in the self-reporting of survey respondents; the Ngunawal team in fact selected “1-
9” as their current speaker count. Table 12 shows the correspondence between answers to
Question 2 (columns of the table) and Question 3 (rows of the table), paying special attention to

the dormant and awakening language category:

There are no first-language People are beginning to
speakers. learn after a period in
which no one spoke the
language
None at the moment 4 (36.4%) 0
1-9 2 (18.2%) 8 (53.3%)
10-99 1 (9.1%) 4 (26.7%)
100-999 2 (18.2%) 2 (13.3%)
1,000-9,999 2 (18.2%) 1 (6.7%)

Table 12. Surveys categorized by number of speakers, compared with language situation categories

What this shows is that some survey respondents are aware of the subtle differences between
these two questions. The first response in Question 2 specifically refers to “first-language
speakers”, but Question 3 more broadly asks how many speakers are there currently. Thus some
respondents choose to include learners as “speakers”, and recognize that L2 speakers are

countable members of a growing speaking population®. This echoes Hall’s (2021) use of the

19 https://www.endangeredlanguages.com/lang/6682, accessed 11/17/2021
20 The import of this comparison was first observed by the survey designers themselves, when reporting results
from the pilot survey in Peréz Baez et al., 2018.
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term ‘learner-speaker’ to describe herself as a second-language user and practitioner of her
language. Understanding this issue of who counts as a speaker/signer is key to understanding

what a respondent might mean when they state a general goal of “creating new users.”

3.3.2.2 Interviews

Individual interviewees are also aware of sheer numbers with respect to their speech
communities. At the same time that they express the hope of being one additional member of this
community (through gaining linguistic skills and “becoming a speaker” as described above), they
also express their hopes for the community’s future in terms of population numbers. For
example, Evaristo, in discussing his hope that the Kristang revitalization effort continues, said:

Yeah, for extinct, a language that is almost extinct. But yeah, while you have like 100, 200,
1,000 speakers, it doesn't disappear. It didn't, it won't disappear that way. Yeah? It won't
disappear that way. [Evaristo, Kristang, 8/4/20]

Carson gave his middle-term vision for his community in terms of numbers, and described what

the outward signs of this increase would be:

Yeah um, five years, it would be great to see like 25 to 100 people that are at the level of
speech that I'm at now. [mm] And 10 years I think it would be really good to see a
community of like 10 to 30 people who are at that level of speech that I was just
describing to you as an aspiration for myself, and another hundred to 200 people that are
spending, you know, a healthy chunk of time in the language every day [...] some of the
signs that that would be happening would be just like the amount of language that you're
hearing spoken when you're around the community. [Carson, Nuu-wee-ya', 7/9/20]

Erin also shared a hope that the Nuu-wee-ya’ community would grow in number, and gave her
estimate of what an “achievable” goal would look like in this respect:

I don't necessarily think that in five or 10 years, we're going to have this massive speech
community of like, you know, 10,000 people or anything. But if we could get like 100
people who I could reliably reach out to any of them and just say even five words in the
language? Holy cow. That would be leaps and bounds beyond what we have now, and I
would be...yeah, I think that - but I also think it's an achievable goal. [mmm] To get that
place, you know? [Erin, Nuu-wee-ya’, 7/7/20]
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Highlighting the uniqueness of this language learning situation, it is hard to imagine any
individual learner of English being aware of the total population of that global speech
community, or having a specific estimate of what that number could be 10 years in the future.
The quotes above, in particular Erin’s, also underscore the sense that individual motivation in
these contexts may be spurred by individual contributions to concrete goals for the community as
a whole.

3.3.3 Language domains

In addition to particular language skills and countable numbers of speakers, language

revitalization practitioners discussed the expansion of language domains as a goal of both
individual and community language learning. I use the term ‘language domains’ to refer to
physical and social domains of language use, as opposed to semantic domains for specific
vocabulary items (which are part of Reclaiming Pieces of Language, section 3.3.1.1.1). This use
of the term ‘domain’ is prominent in the Puyallup Method (see section 7.2.1) but practitioners in
many different communities describe domain expansion goals. In interviews, these domain goals
include the broad goal of language use being more widespread through the community (section
3.3.3.1.1); increasing the kinds of activities and physical spaces where language is personally
used (section 3.3.3.1.2); increasing the use of language specifically in professional settings
(section 3.3.3.1.3); as well as the more generally stated goal of language maintenance (section
3.3.3.1.4). In the survey, language maintenance was, perhaps unsurprisingly, a frequently
mentioned goal for the community effort, as discussed in section 3.3.3.2.1; survey respondents
also mentioned specific domains of use that are targeted for language expansion (section

3.3.3.2.2).
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3.3.3.1 Interviews
3.3.3.1.1 Widespread in the community
Just as they shared hopes for increased speaker populations as a goal for the speech
community in general, individual practitioners in interviews expressed the hope that the language
would be used more widely in the community. For example, Chris D said that staff of the
Puyallup language department “always joke about how we’re trying to work ourselves out of a
job,” because as he says,
it would be great to hit the point where we go to a, you know any event and that it's fully
spoken. I mean 10 years from now, [ would love it if everyone who came on to the
Puyallup tribal reservation spoke Lushootseed. [Chris D, Lushootseed, 6/19/20]
He also said that he hopes Lushootseed language use spreads beyond the boundaries of the
Puyallup tribe and sees positive signs in the growing collaboration between his department and
other local Lushootseed-speaking tribes, as this quote illustrates:
we've worked with, you know, Nisqually, we've talked to Nisqually, we've talked, we
work really good with Suquamish, and uh Muckleshoots coming down now, and they're
talking...we're, we have, there's a lot of different tribes who kind of come in and we're
talking with them. And Tulalip - we have a lot of people who are working on the same
goal. So if we put it all together, just imagine this whole, you know Puget Sound area just
flooded with Lushootseed. Whether it be northern, southern or whatever. It's just having
that ability - for me as someone who does try to speak Lushootseed er, I mean I speak it,
you know, with people. [mmhmm mm] I’d love to be able to just, if I go to an event up
in, you know, in Tulalip, I'd like to be able to say something and then you know get
responses. [Chris D, Lushootseed, 6/19/20; emph mine]
I have chosen to highlight two different sections of this excerpt. In the first, Chris specifically
references this extended language community as a goal that several people are working towards

together. In the second, he describes this community goal as a vision for himself — he uses the

first person “I” to situate himself in the future expanded community of speakers.
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Others expressed the hope that official policies would be put in place to proactively bring
this growth about. For example, Charlotte shared her hope that learning the language would be
an official part of professional life:

Um, I also, I also hope that the language is a matter of fact part of our tribe and our

community. I would love to see everyone, all employees, be encouraged to attend

language class. And that it's not having to take language during your lunch break, but it's
like part of your day that you are going to be, you know, paid by the tribe to learn this

language. I think that would be, that'd be huge. [Charlotte, Lushootseed, 6/25/20]

One teacher of Yup’ik even gave a reason why it would be good to have a larger and more diverse
community of speakers.

So, yeah, I, I try to encourage that, them that way, because [ work with elders and they're

like, "now you're carrying that torch" And even if they're like, not necessarily of Yup'ik

background I say, "you're part of it, you encourage, you're encouraging our Native
students to be proud of their culture and language because you're able to, you know,
speak a little bit," even if it's just teeny weeny greeting words, [tfamai] [xVaqa]. It like
opens doors. I've had students who were [...] counselors [who work with Native
students] take the class and they say, "oh, they, speaking to them with the Yup'ik that I've
learned, it opens doors for them to share more." [mmmm] Like there, there's a connection.

[mmhmm] So it, it makes me feel good and excited that they are using it, because our

language is still alive in that way. [Sassa, Yup'ik, 7/7/20]

In addition to underscoring the sense that “our language is still alive”, as Sassa puts it, the above
quotes all point to the sense that seeing the language widespread in the community will involve
examining and expanding the definition of “the community” in these contexts. The roles and
shifting boundaries between the “community” and those “outside” it is discussed in depth in
section 4.2.2.
3.3.3.1.2 Increasing domains of use
Another common goal shared in interviews is the goal of increasing the set of domains in

the learner’s life in which language can be used. These tend to be very specific intermediate

language learning goals. That is, whereas certain goals discussed previously, such as wanting to
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“be a speaker”, are the work of a lifetime, bringing language into these domains provides
discrete goals that learners have identified as steps towards that larger goal.

In part, the frequency of this goal reflects the specific contexts from which I became
acquainted with these practitioners. Zalmai Zahir’s approach to language expansion, which I
refer to as the Puyallup Method (see description section 7.2.1) includes a technique called
‘reclaiming domains’ (Zahir, 2018), and hence everyone associated with the Puyallup Language
Department or with Zeke’s Multilingual Institute has been trained in this way of talking about
language learning. In fact, one of the ways progress is measured in this method is by counting
the number of discrete domains that the learner has command of, as the quote below illustrates:

Allison: how are you studying? Like are you using it, or how are you doing that?

Randi: I am using it an hour a day in just my own personal domains that I'm reclaiming,
and there's about 25 of them that I'm working on currently. [Randi, Lushootseed, 6/16/20]

In this method, ‘domains’ typically refer either to a physical location in the home or to some
activity that takes place within the home; for example, the kitchen is one setting for domain
reclamation, within which individual domains may include frying potatoes, washing hands, or
taking ingredients out of the refrigerator. Thus, rather than focusing on learning individual
vocabulary items out of context, in this method learners grow in their language by self-narrating
activities and practicing full phrases and sentences that relate to daily life and activities. Many
learners report finding this idea revolutionary and game-changing, as Erin did when she learned
of it at the Multilingual Institute:
But so like, I can see a through line now though, where I can see like, "okay, I'm going to
take over the bathroom [...] I'm going to take over the whole house. I'm going to take
over the car. I'm going to take over the office. And then I'm going to take over the
world." And like...at a certain point, obviously, the words you need to be able to say are
so much more complicated than like "I grabbed my hairbrush. I tie my hair with a hair
tie." [mmhmm, mmhmm] "I finished taking my shower," whatever. Um, you know, having
this conversation is waaaay outside of what I can see myself being able to do. But |
would say in the next five to 10 years, if I can reliably talk to my nieces and nephews

only in the language about things that relate to the interior of the house, that is a huge,
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huge step forward. That I think I can actually achieve. [Erin, Nuu-wee-ya', 7/7/20]
For Jackie the domains are also a way of making sure she maintains her language ability, even
after the goal has been “checked off:

Yeah. So, for me, that means like making sure that, you know I reclaimed those two
domains. And I mean, I think I technically have like four domains reclaimed, so that just
means for me like I need to make sure I'm - I want to make sure I'm practicing them. So if
I'm gonna wash my hands...we don't tend to think, even in English, [mmhmm right {ha}]
{haha} um "I'm getting the soap. I'm washing my hands. Now I dry my hands." [Yeah
{ha}] So being intentional just about practicing those things. [Jackie, Lushootseed,
5/26/21]

Some of these learners also take this domain reclamation concept and extend it into other

important activities in their life, such as this learner and her carving practice:

Allison: Does he [=your carving mentor] speak Lushootseed too? Like can you
talk to him in...

Randi: Yeah, he speaks some Lushootseed that that we worked on over the years.
Allison: Mmhmm. That's cool.

Randi: And right now I'm working on a carving domain with him. So we just
started that recently.

Allison: Ahh, that's really interesting. Yeah. I bet, are they're like a - there's
probably a lot of vocabulary for that, right?

Randi: There is, yes. And that's, I think, Zeke researched and recovered a lot of

that. That's where I've got my information from. [Randi, Lushootseed, 6/16/20]
In fact, some of the teachers in this method see this learner-generated domain extension as one of
the strengths of the method. Masa, a learner-teacher of mitsqanaqan, gave as an example the fact
that all the language for ‘grooming’ domains have so far been written by men, but female
learners may one day wish to reclaim the domains of shaving legs, or putting on makeup (Masa,
mitsqanaqan, 6/18/20). Zeke himself observed:
the other thing is I haven't had to decide for people what's the next function you're gonna
add in Lushootseed. I've done a little bit of educating and pushing a little bit, but for the
most part people will let you know. "How do I say ‘I'm gonna take the dog for a walk’?
How do I uh tell the kids 'get ready for bed'? How do I use it in the classroom?" You
know, they tell you, depending upon who they are. [mmhmm] Married people want terms

- and people with kids - want terms of affection. "How do I express that?" [Zeke,
Lushootseed, 5/14/20]
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In this way, increasing domains of use accomplishes many things simultaneously: it gives
learners a chance for immediately relevant practice, it gives learners the chance to become aware
of their own needs and habits and to take control of their own short-term language goals, and it
also gives current learners the chance to generate new language material that can be used as input
for future learners.

This focus on increasing domains of use in fact is not exclusive to learners under the
“reclaiming domains” methodology. Michelle, for example, gave this example of wanting to
expand her language skills into a particular physical domain:

Like right now I'm working on water. And you would think that maybe I would already

know how to talk about water. It's right there. Or like, we live on an island. Everything in

our life is about water. Like, everything! [{haha} uh huh uh huh] But I don't know how to
talk about it. [mmhmm] Like {haha} okay. I know how to say 'water' {haha} [Yeah

{haha} that's a start!] But like you know our water is so ever-changing, and sometimes it

is [mmhmm] turbulent, and sometimes it's calm, and sometimes the current looks like you

know there's something underneath it moving [...] So that's what I've been working on
right now, is just figuring out different ways to talk about the water. [Michelle, Xaat Kil,

5/25/21]

Michelle is not a student of Zeke’s and is not, as far as [ know, aware of the ‘reclaiming
domains’ technique; indeed she does not use the same kind of vocabulary to talk about what she
is doing. But this goal echoes the explicit goals of the Puyallup Method, including the fact that it
shows Michelle’s autonomy in choosing her goal, and the connection to Michelle’s daily life and
physical environment.

There is one other common way that practitioners discuss domain increase, and that is in
the realm of the public sphere. As discussed in section 3.3.3.2.2, schools are a salient site for
language revitalization and language revitalization efforts. In the case of Kodrah Kristang, this is

also a goal that the team realized might be inappropriate. Luis’s brief discussion of this shows

the practitioners going through the process of readjusting their goals:
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Luis: And the plans changed slightly. For example, I remember the fact that we,
I think in that original plan, there was the idea of trying to push Kristang towards public
education, right?

Frances: mmm, in public schools. Yep.

Luis: Which is something that after a little bit of analysis, like we realize it's
definitely not the thing to be fighting for, because you're just going to bump your head
into more walls and, you know, just uh

Allison: mmm

Luis: opting for more, you know, umm less political - 1-less

Frances: unappealing learning facilities.

Luis: Or less politicized infrastructure, right [Kristang group 1, 7/18/20]

In this excerpt, the two organizers, Fran and Luis, recall altering the goal they had set for their
community effort so as to avoid “bumping your head into more walls.” This is a team-level
example of readjusting goals as language practice unfolds, which is discussed more for
individuals in section 3.6.3.

3.3.3.1.3 Increasing language in professional life

One specific domain that many people mention is the domain of professional life and
employment. This is closely tied to the discussion of “instrumental” goals discussed in section
3.5.1, but that discussion focuses on language learning as a tool for economic advancement and
career achievement. In contrast, the goals in this section pertain to increasing language use in the
social domain of the workplace, for example by acquiring the necessary language to accomplish
professional tasks.

One such example comes from Chris D, who is on staff at the Puyallup Tribal Language
Program. He observes that even though his job, officially, is to help increase the use of language
in his community, he does not yet have the language he needs to accomplish key tasks in his
workplace:

And like, again, I'm a media developer, so I'm sitting there editing a video, or if I'm doing

this it's like, I do have some language to be able to do that, but it's not like I'm - I have to

process how I'm programming a website, or process how I'm cutting a video and the

timing of stuff. So I can't process the, I guess the art side of it every time. And also try
and process translating it. [...] like if you just made an easy project and sat there and did
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the "I cut, I paste", you know, I do whatever whatever, [mmhmm] maybe that would,
that'd be easier. [Chris D, Lushootseed, 6/19/20]

For many language teachers and language department staff, incorporating language into
professional activities is a reasonably clear through-line. But many practitioners have different
professional trajectories and strengths; that is, not all practitioners take on language teaching
roles. Those learners aim to incorporate language into their professional lives as well. For
example, Beth, a full-time university professor and creative writer, has deliberately incorporated
language instruction and other revitalization activities into her pedagogical and research practice:

And then I've taught classes in indigenous language revitalization. And I've taught sort of

one-off workshops on using creative writing for language revitalization. [Oh, cool! That's

really cool. {hahaha}] That's my current project, is creative writing for revitalization.

[Beth, Nez Perce, 8/10/20]

Later she added that her professional work isn’t just about language revitalization in the abstract,
but is actually a key piece of her language learning practice:

I'm working on this project of, you know, doing creative writing for myself, and think,

I'm trying to start a Nez Perce writing group and that seems like it's going to come

together. [Beth, Nez Perce, 8/10/20]

Charlotte, a Lushootseed learner, is even studying to be certified as a language teacher, but she
observes that her goal is not to switch career paths but rather to expand her language outreach
into her own field. In our first interview, she explained:

I currently work for our tribe's historic preservation department so [Oh cool.] Just

because I may end up being a certificated teacher doesn't mean I'll like, leave my

department and go work for the language department as a teacher, but I'll, like within my
work in my field and the people I interact with would be able to teach it. That's my

understanding. [Charlotte, Lushootseed, 6/25/20]

This was a major topic of our first interview, and continued to be a major point of discussion in

our follow-up interview a year later, such as this example:

this is more of kind of a work-related thing but there's um, I've wanted to incorporate
Lushootseed into my work with historic preservation, and [mm] work on maps with place
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names [...] we have various documents that use you know like the phonetics of one
linguist but also the phonetics of another, so I've wanted to take my somewhat newly-
acquired linguistic skills and try to work through that. [Charlotte, Lushootseed, 6/9/21]
Jackie is also a Lushootseed learner, and has a career in a field that is not explicitly
language teaching; she also lives at a distance from the main Lushootseed-speaking community.
She discussed the fact that reconnecting with her heritage language has motivated her to
incorporate language into her professional life in the next 5-10 years, no matter where that work
takes place:
Yeah, um, ... I've spent a lot of time kind of daydreaming and imagining how...How I
even want this to play out in my uh prof-, uh like professional life. I, I would love to be
able to continue working with more indigenous folks around mental health, and I have a
lot to learn there too. [...] I guess my hope for myself, even when I'm not local with the
tribe is, anywhere that I'm at, to be involved however I can be with whatever local
indigenous communities have going on where I'm at. [mmhmm] And um, if I can you
know just help contribute and support language revitalization you know, in the local
community I'm in [Jackie, Lushootseed, 7/8/20]
Finally, Kayla, who is a language teacher with the Puyallup tribe and also works full-time for a
local public school, puts it simply:
Best case scenario is that there are multiple chances for me to be speaking in all different
areas of my life, not just at home, not just at work, not just out in the community, but that
they have all come to coalesce. [Kayla, Lushootseed, 6/30/20]
All of these are cogent reminders that although “professional life” may constitute a discrete
social domain, learners view this as just one aspect of the growth of language in their lives.
3.3.3.1.4 Language maintenance
Whereas the previous two categories are specific and discrete kinds of goals, practitioners
in interviews also described very broad and general goals which I grouped under the subheading

of “language maintenance.” This goal applies both to personal actions and future visions for the

community, simultaneously. For example, some of the Kristang learners who are involved in
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Jardinggu (the “lexical incubator”) activities, describe their individual efforts as driven by their
desire to keep the language ‘viable’ as Evaristo says. He elaborates:
my opinion is that, without Jardinggu, the word, the language will die. Because the world
is complex, people need concepts to speak. [...] if you don't have the word there, you will
hijack the word from the other language. You will pick up the word from the other
language. And that process - it's not bad to bring words from other languages, but the
process of doing that in a massive way destroys the language. Destroys the whole thing.
[Evaristo, Kristang, 8/4/20]
Tej also participates in Jardinggu, and describes it in similar fashion, drawing parallels to her
own heritage language:
for me it's just interesting to see like how you actually uh devel- make, make sure that the
language is current enough to actually survive. [mm mmhmm] It's something I see
happening with my mother tongue Hindi as well that they, that they are constantly, like
new words are sort of being created, terms are being created to actually fit in with it. You
know within the updated contexts and such. [Tej, Kristang, 7/31/20]
This is another example of how individuals are personally motivated by their goals for the
community. For both Evaristo and Tej, participating in Jardinggu is motivated by wanting to
keep the language alive in the community, and this motivates them to expend personal effort on a
language learning and revitalization activity.
For Angel, this language maintenance goal is one of the things that she values even more
than instrumental goals of salary and employment (see section 3.5.1):
You know, you have to value that more than what your pay is as far as, you know, would
you do this even if you weren't getting paid, which I have [{chuckle}] And I yes, I would
like to get be getting paid a lot more like all of us. But those are the things that really kind
of carry us, is because when, you know, the pay's is not there or whatnot, you don't have
a job, but you still have your language, that's, that's...um you know reclaiming and
retaking back the gift that the Creator gave us. [Angel, nimipuutimt, 7/1/20]
Many practitioners (including Angel, in fact) have changed careers and/or deliberately turned

their professional skills towards the goal of language maintenance, like Luis:

But my personal goal is that, should there be interest, you know, should there be interest,
there would be resources to do so. [...] That is usually what I've been trying to do, you
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know by providing infrastructure to have uh like online dictionaries, or, you know,

pushing towards a collection of language data that we can organize in some little bit of

corpora that eventually we can show to people instead of just having them written in

pieces of paper and things like that. [...] from my perspective, that is one of the

bottlenecks for languages surviving even this century, right? [Luis, Kristang, 7/18/20]
Thus, these domain expansion goals show how individual practitioners are motivated not to
simply acquire language as an object of individual proficiency, but to participate in growing
language both in their own lives and in the community. In the next section, we look at how
respondents to the Global Survey articulated community-level objectives of language growth
into new domains.

3.3.3.2 Survey

Respondents to the Global Survey articulated objectives related to the expansion of
language use in their communities as well. As with interviews, many survey respondents
mentioned the overarching goal of language maintenance. The details of how this broad goal
was articulated is discussed in section 3.3.3.2.1. Respondents also specified different social
domains as targeted areas for language expansion, as discussed in section 3.3.3.2.2. Though
survey respondents did not articulate the same specificity of domains that individual practitioners
in interviews identified, they did elaborate ways that focusing on specific key social spheres
might push language use forward.

3.3.3.2.1 Language maintenance

The broad goal of ‘language maintenance’ also frequently mentioned in responses to the

Global Survey of Language Revitalization Efforts. Such responses included goals articulated

simply as “Preserve the language” [ID 143, Kanien'kéha], “Revive the language” [ID 145,

Anishnaabemowin], “Language preservation” [ID 36, Gawri], and “to keep our language alive”
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[ID 59, Hesquiaht]. This maintenance was given as a goal for languages regardless of their
current vitality status, as one respondent observes:

The vitality of the language is evident but constant vigilance is necessary. [ID 260,
Marshallese]

This ‘vigilance’ is a common theme, especially from respondents that note the imminent threats
to their language’s vitality, similar to the discussion of “number of speakers” in section 3.3.2.
This quote puts it bluntly:

Without revitalization the language will die. [ID 66, Tlingit]
Excerpts coded as language ‘maintenance’ also included articulations of reversing language shift,
as the following quote (as well as others above) indicates:

That change is to restore the NUMY TEKWAPY as a living language once more [ID 1,
Comanche]

Finally, just as was the case with practitioner interviews, some survey respondents clearly
articulated the overlap between the larger community goal of language maintenance and the
motivation to pursue personal efforts:
I, Ladan Babakodong, a native speaker of the language got the motivation and decided to
use the NGO, BEST to promote the revival and sustenance of the language. [ID 27,
Dajim]
3.3.3.2.2 Focus on language domains
Survey respondents also identified specific domains where they hoped to see language
used as a goal of the revitalization efforts. There were four types of these domains: Internet and

the media, in school, in the home, and regular use. Examples of these different types and their

distribution across the surveys are in Table 13.
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outside the other three
domains (i.e. it is
mutually exclusive with
other domain codes);
includes 'everyday use',
'daily life,' conversations,
greetings, and other
general language domain
comments; also includes
mention of domain
restriction/attrition

Description Total | Examples

Internet and | includes websites and 17 Tener videos y otros materiales de

media mention of specific social multimedia en sitios de internet [ID 176,
media platforms as well Mixteco del Oeste de Juxtlahuacal;
as general mention of Website for promotion of language [ID 36,
'social media' and 'media’ Gawri]

(as a domain)

In school specific mention of 38 To promote the teaching of Kalanga in
school, schools, schools, colleges and universities. [ID 239,
classrooms, and courses TjiKalangal];
as an area for language; Began with evening adult classes, then
e.g. perhaps mention of introduced lessons in the community
an immersion school, or elementary school [ID 223, Kari'nja]
other schooling and
school environments

In the home | specific mention of ‘the | 7 Household language use by members of all
home’ as an area of focus ages [ID 113, Koasati];
for language use intergenerational transmission in the homes

[ID 43, southwest ojibwe]
Regular use | this includes areas 40 To bring Alutiiq back into daily life [ID 73,

Alutiiq];

El uso de estas lenguas indigenas en
espacios publicos y privados [ID 182, Las
lenguas indigenas de México]

Table 13. Survey responses mentioning Language Domains

As can be seen, the home was the least frequently mentioned domain, despite the fact that

intergenerational transmission is often promoted as the key to language maintenance and revival

(e.g. Fishman, 1991). One reason for this may be the fact that these respondents represent

community-wide efforts, and domains like public school and other spheres of public life may

seem more appropriate as points of focus for such efforts. On the other hand, I note that the

Puyallup Method, which has been so effective for certain Puyallup and other Pacific NW

language learners and which focuses specifically on the home rather than in school (see sections
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2.3.1.1 and 7.2.1), is not globally well-known or widely discussed yet in the language
revitalization literature. That is, for many survey respondents, it is possible that bringing the
language back into the home is simply not yet seen as a possibility or a priority.

It is also the case that the domains are not evenly distributed across language vitality

status, as Figure 14 shows:

Language domain x Language situation

18
16
14
12
10
8
6
4
o |
Awakening No L1 Few elderly Grandparents Some adults Most adults Most adults All members
speakers speakers speak but but no but generally and some including
few younger  children  not children  children children
people speak
M Internet and media W in school in the home regular use

Figure 14. Distribution of focus on language domains across language vitality categories
For all categories, bringing the language into the school was mentioned more frequently than
bringing the language into the home. In the case of languages in which “most adults” speak,
bringing the language into the home is not mentioned it all, though in both categories it is clear
that not all or not any children are speaking with their parents. This represents a disconnect in the
language revitalization literature that has been discussed elsewhere (e.g. Peréz Béez et al., 2019).
Meanwhile, expanding the language into the Internet and other media platforms, while

mentioned in almost every category, only takes priority in language situations where all members
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of the community are using the language (including the children presumably, in the domains of
school and home already). That is, for efforts that aim to maintain existing community-wide use
(“all members including children speak™), there is more emphasis on expanding into digital
spaces, while efforts that are working to reverse more extreme cases of language shift (“no L1
speakers” and “few elderly speakers™) focus more frequently on the school as the space for
expansion. There is no one-size-fits-all focus on language domains; community efforts must
tailor their goals to their particular needs and priorities.
3.3.4 Language practice

In addition to language skills and language domains, practitioners expressed goals related
to specific kinds of language practice, including the habitual, consistent practice of language use
(section 3.3.4.1), the goal of storytelling and narration as a practice (section 3.3.4.2), and the goal
of a multilingual repertoire (section 3.3.4.3). The examples in this section all come from
interviews.

3.3.4.1 Making Language a Habit

Practitioners discussed the importance of making a consistent habit of practicing
language. For Karelle, this habit is one way she maintains language use in her life even when
time and energy are short:

And then, you know, there are those, those weeks. um {hahaha} [{haha}] when {haha} I

am...um I do try to incorporate like at least a couple of words every day. But usually it's

like the ones that I, like "wanishi", which is a, like uh "thanks." Um, and so, like giving

thanks like in the morning or something like that. So, but I'll do it in the language. [mm,

mmhmm] And some, and like I said some, some days that's all get. {hahaha} [Karelle,

Nanticoke, 7/1/20]

This simple goal of regular practice was also important for Jackie as she was just starting out on

her language learning and didn’t yet have much language for many activities, but as she says:
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At this point in time, I feel like I am, um, trying to constantly speak it in my mind, to like,
to myself in my mind. [mm, mmhmm] Um, anytime I know a word for something I'm
saying it in Lushootseed. [Jackie, Lushootseed, 7/8/20]

This language habit is also important for an older learner of Kristang who is a heritage speaker,
having grown up speaking Kristang in her childhood home. For her situation, perhaps
proficiency goals or the idea of “being a speaker” (section 3.3.1.1.3) are not directly relevant, but
increasing her language practice is something she articulates as goal:

For me, I just continue speaking Kristang. {haha} [mmhmm {haha}] And uh, well, I'm
retiring you know this year, so I have lots of time that next year, then maybe I could
attend more classes with Kevin, help out a little bit more. Teach my granddaughter how
to speak Kristang. {haha} [mmm! {haha}] Well basically just...um yeah. There's nothing
much that I can say, unlike [others], because they're still so young and there's so much for
them to do, yeah? For me, I'll just try and speak more Kristang, teach family members,
get them more involved. Yeah. [heritage speaker, Kristang, 7/31/20]

Kayla gave an example of how the goal of consistent language use has caused her to
modify her language practice behavior after a career transition:

it's harder now, I don't work within the tribe, I don't work for the tribal school anymore.
[mmhmm] 1 work for um, like a state school district, a public school district. Um, and so,
I would say there's been some quite some ebb, but also I have still stayed within the
realm of Native literacy and Native cultural work and so, you know, every once in a
while people are like, "Oh, can you, you know, do a land acknowledgement?" or
whatever. So I get to do it for my job, but it's so much less so at my job that I have to then
step it up at home. [Kayla, Lushootseed, 6/30/20]

Kayla also articulated the mechanism by which this goal pushes proficiency. This quote
illustrates her understanding of the relationship between goals, motivation, and language
learning:
you just have to decide to speak. This is something that [our teacher] tells us all the time.
Like, you don't have to sit there and like pore over your notes for three hours a day, like
you have to decide, "I'm going to speak Lushootseed for five minutes." And then when

you sit in that five minutes and you realize like, "oh, I don't know how to do this,"
that's then your motivation. [Kayla, Lushootseed, 6/30/20; emph mine]
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That is, one of the benefits of setting a small measurable goal such as “speak Lushootseed for
five minutes” is that it can highlight discrepancies between current abilities and desired abilities.
The desire to reconcile this discrepancy is a key motivational mechanism (see discussion of Self-
Discrepancy Theory in Introduction section 1.3.1).

In addition to the goal of consistent practice (whatever the topic), interviewees also

described the specific practice of storytelling as a salient goal.

3.3.4.2 Storytelling
Several practitioners also mentioned storytelling as being both a goal and a motivational
mechanism. Examples from five practitioners are illustrative. Angel describes a shift in the
activities of her tribe’s language program as being motivating:

And the kids are losing out on that indigenous knowledge that can, you know, it's like a
spiritual connection that can really help a person. So when we, our program had started
switching it to do - well we still do some of the basic things, but we also really started
developing our stories into curriculum and story lessons. That's when it started becoming
exciting to me again. [Angel, nimipuutimt, 7/1/20]

Chris B also gave an example of how learning stories may help him to make concrete
improvements in his language proficiency:

I think what I need personally, is to spend more time studying the old stories, rather than
[our office’s] materials. [...] I've been trying to deal with how to think about this with my
students, in that they've only been using a very limited number of sentence constructions.
The ones that we taught them, and then all of my coworkers only use those limited
numbers. But when you actually listen to the old stories, there's like huge varieties of
ways of saying the same thing. [mm] And so I want to be able to command, have a um...I
want to know what those differences are. But more importantly, I want to be able to use
them in conversations. [Chris B, Lushootseed, 7/6/20]

This is similar to Carson’s observation that understanding stories is the main way a learner can
advance beyond an intermediate proficiency level:
then second aspiration is to actually understand stories well enough to be able to learn

them and tell them with a lot of meaning [...] that's like, the logical next step for speakers
in the community to go from like conversational to very strong speakers, it's actually in
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my opinion, the only logical next step. Is to like... Yeah, once you're, once I'm using
language for hours a day, it's the next thing that needs to happen. Because I'm
reconstructing my ability to speak at a high level. And that's the only source of input. [ah,
uh huh] For me to get to the next level. [Carson, Nuu-wee-ya’, 7/9/20]

Being able to tell stories is also part of Jackie’s long-term vision for her language learning:
I think it would be really cool to incorporate language very intentionally around
traditions, and um our storytelling, so, to where I could, you know it's, it's different than a
domain, but where I could even learn how to in Lushootseed storytell one of our you
know important [mm] stories. [...] I'm envisioning yeah an old version of me like sharing
and teaching in a way of [mmhmm mmhmm] through storytelling. [mmm] I'd like to be
able to in Lushootseed tell these little kids around me you know our creation story, and
things like that. [Jackie, Lushootseed, 5/26/21]

For Michelle, proficiency in stories is not only a goal; it is also a way that she hopes to measure

her own language progress and to contribute a resource to future learners:
Um, and a lot of these stories are, they're very old. [mm] You know? [...] so there's words
in there that [ wouldn't, like, just on my day-to-day find? [mmhmm] Um, and so, I think
that that is gonna be something I'm gonna do. And, that is gonna be really helpful. [mm]
And then, you know like, maybe once I actually can read it and it sounds right, [mmhmm]
then, then that could be shared. [mmhmm] Like, here's the book and an audio. [ Yeah.]
Now you can know what it sounds like and read along. [Michelle, Xaat Kil, 5/25/21]

Stories are, of course, not just connected to language proficiency or linguistic practice, and these

storytelling goals again blur the lines between /anguage goals and other kinds of goals. As Angel

puts it:

we're doing like a spiritual healing journey, you know. When we're taking, retaking back
our language and our stories. [Angel, nimipuutimt, 7/1/20]

This connection between language reclamation and healing is discussed further in section
3.4.3.3. Angel’s quote also highlights the connection between a discrete language practice and a
more holistic outcome for the self, which many practitioners described in terms of a future

multilingual life.
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3.3.4.3 Multilingualism

While some practitioners expressed their linguistic goals along the lines of one learner,
who said she wanted to “shut English out” of her home (learner, Lushootseed, 6/23/20), or Chris
D who wants to “switch [English] off” (Chris D, Lushootseed, 6/19/20), other practitioners made
it clear that their hopes for language were couched in visions of future multilingualism. That is,
they saw learning their language as additive, rather than a replacement for English. In this
section I share examples from eight practitioners illustrating this theme.

Some interviewees expressed this future multilingualism in simple pragmatic terms, as
Karelle did:

100 years from now, I want us to have, you know, full bilingual speakers coming up -

because I also recognize that, you know, like English is still going to be very, like no

one's dropping English in the near future. [mmm] It's just not a practical thing. But to

have, you know, like children growing up in the home as learning Nanticoke and English

like side by side. You know, and us being able to have our community gatherings where

we're all speaking in Nanticoke to each other, and having, you know, if we're at like the

powwow having sort of these bilingual communications. [Karelle, Nanticoke, 7/1/20]
Others framed multilingualism as a return to a pre-contact way of being with Indigenous
languages, as Zeke does when he articulates the origin of his Multilingual Institute:

I'm doing the Multilingual Institute. And we've got seven languages right now that are

involved and not everyone, but a lot of them are saying, "I'm okay with this but if I'm the

lead for this team can I still go over and learn that language over there?" {hahaha} [That's

really cool. Wow. {hahaha}] "l wanna learn that language!" And so that's where we're

headed is this multilingualism which was the foundation of education before contact.

Speaking different languages. [Zeke, Lushootseed, 5/14/20]
For Zeke, multilingualism is an explicit goal of his language work, and he even shared plans to
organize intertribal “foreign exchange student” programs so that culture and language can be
shared. In addition to this larger sharing of language with outside groups, others like Charlotte

shared a goal of bringing the practice of multilingualism into her home:

one other thing that Zeke has I think helped me think about, is that my household is
multilingual. My boyfriend speaks Mandarin, and his family's Taiwanese and so I think
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having multiple languages in the house has also helped us you know [...] that family
support and household support, I think, is really huge. [Charlotte, Lushootseed, 6/25/20]

Some practitioners discussed the fact that ideologies around monolingualism and
multilingualism can be a barrier that needs to be overcome in pursuit of this goal. This includes
Frances discussing official state narratives around language ability:

I remember a certain political leader saying that, I mean, this was his exhortation to
parents and grandparents, that your child can only store two languages in the brain.
[mmm] Right, if one of them is English, you're going to choose what the other one is
going to be. Is it going to be the state-assigned mother tongue that connects them to their
culture and their community? Or are you gonna make them learn the home language,
which is the real connector to the culture and the community? [...] they didn't really
know much about language learning back then, or how the brain processes these
languages. So people obviously would err on the side of...I guess the higher power.
{haha} [Frances, Kristang, 7/18/20]

Masa sees ideas about monolingualism as unofficial but pervasive, and an obstacle to overcome:

So 100 years from now, I would hope that our language would be totally being used
again, and that we're multilingual, that we speak English and Spanish or you know
whatever, and Chumash and, maybe other Indian languages, because that's what this
Multilingual Institute's about, is to network with other Indian people, develop
relationships with them. [mmhmm] And really just get past this whole idea that we can't
be multilingual. [Masa, mitsqanaqan, 6/18/20]

Recognizing this monolingual ideology is part of Carson’s advice to learners just starting out:

I would really encourage them to be nice to themselves about it. And just know that it's
pretty typical to feel uncomfortable, learning a new language in the US anyways, because
uh, monolingualism's kinda the norm. And so it's gonna be a lot of personal growth too,
that can be exciting. [Carson, Nuu-wee-ya’, 7/9/20]

The idea that rejecting the monolingualism norm can be a source of “personal growth” is echoed
in Zeke’s stories of his experiences hosting dinners with other Native language workers who all
decided to practice their own languages with each other:

the first time, I hardly understood anything said outside of Lushootseed, but my brain, I
could feel it in my head, and it felt really good. You know my brain was just...you know
sparking here and there. The second time it got easier, the third time I was almost
understanding everything that was said. And what would happen is we would fall
between these four languages, you know back and forth, and then I got to where when I
went, I'd try to get people to speak their language more. Because I already knew
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Lushootseed, I want to work on theirs! {hahaha} [{hahaha}] And so I didn't do
Lushootseed during those times, because I wanted to speak a different language. Now
that, that I really enjoyed and that's what I want more people to experience. [Zeke,
Lushootseed, 5/14/20]
The feeling that his brain was “sparking here and there” was so meaningful to Zeke that he went
on to say that he hopes that neuroscientists do more cognitive studies analyzing the brain
functions of multilingualism in practice.

In addition to all of the social, emotional, and cognitive reasons the quotes above suggest,
Chris B also gave a specific example where studying a third (closely-related) language actually
improved his understanding of his second language:

we don't have a lot of conversational Lushootseed. [Amm] All of our, most of our data

comes from elicitation, or from recorded narratives. Whereas Klallam, they have that

data, but they also studied elders, speaking elders who talked to each other, so there's a

lot more conversational Klallam. [0/ cool!] And it got me, and there are certain features

of Klallam conversational style that I'm wondering if they work in Lushootseed
conversational style. And so, by studying Klallam [...] I've been trying to analyze a little

bit more complicated versions of Lushootseed. [Chris B, Lushootseed, 7/6/20]

For all of these learners then, multilingualism is pursued as a goal that adds to and enriches their
(linguistic) lives.

The practice of language revitalization is, by definition, concerned with the practice of
language, and in this section we have seen the kinds of goals that practitioners articulate related
to language acquisition and language use. There are a range of goals articulated by these
practitioners, from the very specific and concrete (e.g. to be able to pronounce two consonants
accurately) to the broad (e.g. to be multilingual) and the abstract (e.g. to revive the language.) It
is important to specify this range of goal types in detail, as different goal types may have
different effects on motivation to continue and motivation to expend effort.

It is also important to recognize that the practice of language revitalization is not

exclusively concerned with the practice of language divorced from its social, cultural, and
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ideological context. Section 3.4 describes practitioner goals that transcend the boundary between
‘language’ and these other important aspects of individual and community life.
3.4 Beyond language - Extra-linguistic goals
This section outlines the goals expressed by practitioners that relate to, but do not

21 is not intended to imply that

exclusively focus on, language itself. The term “extra-linguistic
these goals are extraneous or superfluous to the practice of language; on the contrary, though
these goals fall outside the scope of linguistic goals per se, they are intricately bound up with
language in these communities. In this section, data from the Global Survey is interwoven with
data from interviews to illustrate these themes.

Extra-linguistic goals include the broad goal of Cultural Preservation and Revival
(section 3.4.1), an extra-linguistic parallel to the broad linguistic goal of Language Preservation
an maintenance (discussed in 3.3.3.1.4 and 3.3.3.2.1). It also includes programmatic goals such
as program outreach, capacity building, and awareness raising, which are all discussed in section
3.4.2. It also includes personal growth goals such as self-confidence and personal well-being,
discussed in section 3.4.3. That is, these goals, like Linguistic Goals, range from the abstract to
the concrete, and from the outward-facing (community-wide goals) to the individual and internal
(personal growth goals.)

3.4.1 Cultural preservation and revival

The link between cultural preservation and language preservation as goals of language

revitalization efforts are clearly illustrated in the responses to the Global Survey. Excerpts coded

as “cultural preservation and maintenance” were given by 28 respondents, about 19.7% of the

total number of respondents in this sample. Example excerpts include:

21 Note that | chose not to use the alternate plausible term “meta-linguistic” here, as that has a specific denotation
in the SLA literature that | do not intend.
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To promote the revival and practising of Kalanga culture through cultural festivals,
collection of artefacts and historical documentation [ID 239, TjiKalanga]

To prevent the demise of the modern Syriac civilization [ID 800, Ashriat Neo-Aramaic]

Being part of the most disadvantaged Community within the United States it is important
that we not let our cultural heritage die. [ID 9, Fernandeno / Tataviam]

to recognise and restore south coast culture [ID 50, Dhurga, Dharrawal, Thaua]
Some respondents even describe specific ways that language efforts contribute to this cultural
preservation goal:

To contribute a sense of authenticity to cultural revitalization efforts in the community.
[ID 76, Coahuilteco]

The Marshallese people have survived vast changes in the past century, and their
language can be an important tool in cultural resilience if provided for its continued use.
[ID 260, Marshallese]

Others mentioned this goal specifically with respect to children and their schoolteachers:

The young schoolteachers have been very active in cultural preservation. [ID 119, Wauja]

Encouraging students to have pride in, understanding of and knowledge to practice
Rotinonhsén:ni customs and promote cultural values [ID 10, Kanienkeha]

For comparison, excerpts which were coded as “language preservation and maintenance”
represent 47 respondents, or 33% of the total. These categories include some excerpts which
were double-coded, such as:
to keep our language and thus, our culture, alive [ID 111, Kaaze {e]
For those of us who have been involved from the early stages it has always been about
full language and community revitalization, not just using the language but living in a
Washiw way (with respect and honor, a deep connection to our community and our
homeland, etc.). [ID 125, Washiw]
These two codes co-occurred in 8 of the survey responses. Figure 15 shows the distribution of

these two codes across the reported language situations of the respondents. As can be seen,

cultural preservation was a goal for respondents across the vitality status categories, and in the
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“no L1 speakers” situation, it is mentioned even more frequently than language preservation
itself. This may point to the fact that this advanced stage of language shift coincides with
significant cultural shift, and these communities therefore feel a greater urgency to preserve the
culture as a whole; it may also point to the fact that in situations with no L1 input, the most
feasible priority is the maintenance of cultural practices, which are still preserved by community

members even when the language is no longer being passed down.

Language and Cultural Maintenance x Language situation

20
18
16
14
12
10
8
6
4
2 I
., |
Awakening No L1 Few elderly Grandparents Some adults Most adults Most adults All members
speakers speakers speak but few  but no but generally and some including
younger children not children  children children
people speak
M cultural preservation and maintenance language preservation and maintenance

Figure 15. Language vs Cultural Maintenance codes by Language category in survey responses

“Culture” was also mentioned very frequently in interviews, and eight interviewees
specifically mentioned cultural preservation as an explicit goal of language learning. To an
extent, these interview responses are similar to the survey responses, in the sense that they
represent goals for language programs, rather than individual language learning, as in Frances’s
discussion of language and culture in the Kodrah Kristang effort:

I think Kodrah Kristang isn't just a language revitalization initiative. It's very much a
community and cultural revitalization initiative. Because when we started out, we thought
we would just be teaching the language and learning more about the language for

ourselves, but people bring all sorts of tokens and aspects of the culture to the class,
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right? It's the only place where they can practice their culture. [mm, mmm] So if you think
about it, they have, they bring food, they bring stories, they might bring heirlooms, or all
kinds of things to class to share with other people, there would just be no other platform
to do that. [Frances, Kristang, 7/18/20]
But cultural preservation is also mentioned by some interviewees as a goal for themselves and
their families. Two Lushootseed learners described how their language mentor has “just
motivated this family to really get it together”, not only in terms of language but in terms of
traditions and traditional games (learners, Lushootseed, 6/23/20). That is, culture and language
are tied together in language revitalization practice not just at the community-wide initiative
level, but at the individual practitioner level.

This overlap between personal practice and community efforts is also evidenced in goals

related to programmatic growth and outreach, discussed next.
3.4.2 Public outreach and program growth

As discussed in section 3.2, goals for the speech community and goals for individual
language practice often relate and intertwine. This is evident in different kinds of goals that may
be categorized as “public outreach” or “program growth” goals. In this section, through survey
and interview data taken together, I discuss four such goals: Accessibility of material (3.4.2.1),
capacity building (3.4.2.2), increasing awareness (3.4.2.3), and recognizing diversity (3.4.2.4).

3.4.2.1 Accessibility of material

One main component of public outreach is the goal of making language material
accessible to a wide audience. This was mentioned by some survey respondents as a goal for
language documentation and materials development:

Document and publish the conversation data for teachers and learners to use [ID 98,
Halkomelem]

144



To archive materials so that if/when the language is lost, future generations of Guébie
people will have access to language materials, as will researchers [ID 95, Guébie]

Increase the amount of literature and media available in the language [ID 906, Cornish]
Survey respondents also highlighted the potential for technology specifically to promote
accessibility and sharing of resources:

Increase opportunities for OSU and Oberlin College to share and explore best practices
through distance learning technology [ID 919, Quechua]

Ability to provide remote learning for people not residing in the community [ID 105,
Wopanaak]

In the interview data, Jackie echoed the perspective of this last survey response by highlighting
the use of technology in the COVID-19 era of social isolation and remote learning:
Allison: what would you like to happen in, in the, in the new normal?
Jackie: hmm. mmhmm. umm...hmm. Good question. {haha} [{chuckle}] mm - my
- specifically around my language learning, I would like, as many things to still be
available through technology as possible. {ha} [mmhmm] And I know I'm not the only

one there. I mean, there are a lot of us, you know, living away [Jackie, Lushootseed,
5/26/21]

The effect of the pandemic on technology and accessibility is discussed in more depth in section
5.3.2.1. I highlight the excerpt from Jackie here to show how a programmatic decision (to make
material more accessible through technology) has affected her own personal language learning,
and how she incorporates this program goal into her hope for the near future in her language
learning.

Carson gives an example of action he has taken as an individual because he wants to
increase accessibility as a community goal:

And I'm like, oh! I'm wanting to help the speech community, people do not have access

to enough materials and classes and peer mentorship, [mmhmm] I can just run an online

class. [Cool! Okay {haha} yeah.] {hahaha} yeah! {haha} And it's [that makes sense]
really is that simple! {hahaha} [Carson, Nuu-wee-ya’, 6/8/21]
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In Carson’s example, the increased accessibility of the online class format gave him a “simple”
way to achieve his personal goal of helping the community. This is related to his goal of growing
capacity within his community so that more individuals will be able to support the work; this is
discussed next.
3.4.2.2 Capacity building

Another goal articulated by practitioners was building capacity within the community.
This can be interpreted as an intermediate goal, necessary to advance towards longer-term goals
for the language effort, as articulated by one survey respondent:

I know I cannot speak for the attitudes of everyone in our community but from what I see

as a teacher is that we are still building capacity within our program and communities so

that we can take the next step and have a full fledged immersion school once again. [ID
125, Washiw]

In the survey data, capacity building was frequently framed in terms of teacher training:
Train language teachers. [ID 56, Tetsot'iné]

The activities extended to document other aspects of the language and culture, and to
train members of the communities, and teachers, to teach the language. [ID 60, Desano]

Preparing students to be teachers of future generations [ID 10, Kanienkeha]

It might also refer to professional development opportunities more broadly construed:
Provide opportunities for Faculty development through sharing best practices and
engaging in external opportunities for Faculty to attend external workshops [ID 919,
Quechua]

Many survey respondents specifically mentioned attending institutes such as Breath of Life and

the American Indian Language Development Institute (AILDI) for training opportunities, e.g.:
One individual, Miguel Acosta, attended the AILDI summer program two years ago to
gain training in this effort, and enlisted the involvement of the only (living) linguist who

has studied the language (Rudolph Troike), at the University of Arizona [ID 76,
Coahuilteco]
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2 individuals from the community took the initiative to attend the Breath of Life
workshop in Berkeley in 1996, and that started the revitalization movement. [ID 78,
Mutsun]

I note that in this last example, the goal of building community capacity appears to have been the
impetus for attending the workshop, and the training was what in fact “started the revitalization
movement” — another example of capacity-building as an intermediate goal that leads to larger
efforts.

Interview participants also discussed community capacity building as a goal of language
work. For example, Angel shares her hope that speech community members beyond the official
language department will seek training and professional development:

I've always stated, what if we had a language expert within every department and

program of our tribe? [mmm] And that they were trained, then they can be the language

expert and not have to rely on this square building of, it's only seven disperse language
program staff, that if we can grow in capacity, um, by it happening everywhere and just
not here, then that way our capacity and sustainability can continue to grow. [Angel,

nimipuutimt, 7/1/20]

In Angel’s example, capacity building is seen as a goal for the language program. Other learners
also articulated this as a programmatic goal, but one that was complimented by a vision of how
individuals can contribute:

I mean we do currently have resources in the form of, you know, one comic book that

Andre's released, one movie, a couple of games, a card pack, and they're very diverse and

they're very high quality, but they're just very few in number. [mmhmm] And just, I think

just having quantity would be great. Um, you know, Kodrah is all of one organization,
but I think in the future if you had, I don't want to say organization, per se, but perhaps
just more dedicated individuals working towards creating media in the language [learner,

Kristang group 2, 7/31/20]

After articulating this goal, this learner turned to a another interviewee in the group interview
group and proposed that the two of them make a Kristang TV show together.

Carson also talked about how capacity building is related to his own language work

specifically:
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when I moved to southeast Alaska I was thinking a little bit of like, "okay, language work
might go on the back-burner a little bit," or, "I'll just work on speech in my own home,
and then come back and plug back in," and I think I've actually gotten more done
than...as far as like, getting, being able to support people at Siletz, and just in the speech
community in general who are like, interested but don't know what next steps to take,
[mmhmm] um, I think I've done more in the last year and a half than...probably the rest of
my life {haha} [{haha}] {hahaha} so, that's exciting. [uh huh {hahaha} ]| That feels good,
it feels really good. [Carson, Nuu-wee-ya’, 6/8/21]

Like the survey respondents, some practitioners mentioned the need to build capacity in
terms of language teachers in the community. Michelle gives personal reasons for wanting to see
capacity building, as well as a plan for how to contribute to that goal:

I, this might be far-fetched, but I have my heart and soul {haha} set on a preschool and
beyond Xaad Kil immersion. [mmm!] Um, I, I want by the time my daughter is old
enough to go into preschool for us to have a school here that is completely in the
language. And I want that for all the languages here in our area. Um, a Native charter
school, if you will. And, and open to everybody, I think anybody who wants to learn
should be able to learn. [mmm] But yeah, a culturally based school in the language is
where I see my future [Michelle, Xaat Kil, 7/16/20]

Finally, Kevin identified how his vision for the Kristang community’s impacts are tied to

“manpower” concerns:
So people really see that this is a model that works in Singapore. Um, which goes against
those narratives, which counters ideas that it always has to be state-led, it always has to
have state funding [...] I'm hoping that Kristang can, can serve as a model for how that
can work without all those things, and to show people that really, a lot of why we are we
able to do be doing, it comes down to people really experiencing that very strong
emotional connection to what's happening in a very positive way lah. [...]  don't have
high hopes. Um for, for...for really broadening the reach of the initiative at this point
because we are rather manpower short. Um. But it's it's...I'm kind of a pessimistic
optimist, does that make sense? [Kevin, Kristang, 7/18/20]

Like Carson, Kevin realizes that he as an individual cannot possibly accomplish all of the tasks

needed for community-wide language revitalization, and recognizes that building a stronger

network of contributors is essential for continuing the work. In that sense, this capacity building

is an intermediate goal these interviewees have set for themselves in order to facilitate their own

ability to persist in the long-term. Kevin’s sense of “pessimistic optimism” and report of not
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having “high hopes” highlight how de-motivating it can be when this goal seems out of reach;
this can be compared with Carson’s report that it “feels really good” to be able to build a
coalition and increase community capacity.
3.4.2.3 Public attitudes

Practitioners also discussed improving the perceptions of the general public, for example
through awareness-raising, as a goal for language revitalization efforts. This was true for many
survey respondents, who expressed goals related to public attitudes about the language, such as:

greater visibility for the language [ID 223, Kari'nja]

Draw attention to outside the community to Gangte's existence and the need for its
protection [ID 127, Gangte]

Increase visibility of the language [ID 233, Frysk]

MOMYJIIPU3UPOBATH S3bIK U KyJbTypy [ID 252, Karelian] (my translation: “to popularize
the language and culture”)

One survey respondent also reflected on why they felt this awareness raising was “crucial,” both
for their language community and for others:
Quechua in the most indigenous language spoken in the Americas. Creating awareness of
its importance is crucial to attract most native and non native speakers to be part of
indigenous languages communities [ID 919, Quechua]
For some respondents, the focus on public attitudes centers around not only raising awareness of
the language but also on reversing negative attitudes:

Raising the visibility and status of the Cornish language [ID 226, Cornish]

Revertir prejuicios negativos hacia los idiomas originarios [ID 198, Nahuatl] (my
translation: “reverse negative prejudices directed towards native languages”)

Reduce, or reverse, negative attitudes toward the language among the heritage
community, as well as more broadly. [ID 84, Iquito]
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Individual practitioners in interviews also mentioned awareness-raising as a goal for their
personal language practice. This includes work to raise awareness within the language
community (i.e. a community-internal “public”), as is Chris B’s professional role:

I am a language teacher, I primarily do online classes though I do we do all kinds of stuff.

My most visual um persona is as a language teacher for online classes, but I do a lot of

um, uh, language curriculum development, I do online videos, and then as one of the

members of our office, we do a lot of like public events. We do a lot of singing, a lot of
speaking, just to get the language out there to be heard as much as we possibly can. yeah.

[Chris B, Lushootseed, 7/6/20]

This also includes making “language visible to the populace” at large (i.e. community-external
awareness-raising), as Masa described his work in Southern California:

So I work to get our language visible to the populace as much as possible. And so it's a

growing thing. There are many people aware of it. Up in the Pacific Northwest, people

are a lot more aware of it. [mmhmm, mm hmm.] Here in Southern California, we're pretty,
uh...you know the Mexican populace is huge, and we're kind of invisible. [Masa,

mitsqanaqan, 6/18/20]

Chris B included increased (external) public awareness in his vision for long-term outcomes of
the language revitalization work:

when I first moved to the area, somebody asked me, "so what do you do here?" I said "oh

I teach Puyallup," and they were like, "what is that?!" [{ha/!] "It's the language of the

Puyallup Tribe." and they're like "Oh, I didn't know you guys had a language!" [hmm] It

and it, so, and so that was a resident of Puyallup. The town of Puyallup. [{chuckle} mmm]

And so there right now is not a general understanding that there is a language. And that's

really all I want is that people everybody who lives here knows, that there is this

language. So that's my long-term goal. [Chris B, Lushootseed, 7/6/20]

In both of our interviews, Charlotte talked about how raising awareness of the language
both inside and outside the Native community was part of her professional career. In our follow-
up interview, she gave a specific example from her job, where she had been asked to sit on a
committee that was working to rename an elementary school, at the request of the local public

school district. After the committee suggested a Lushootseed word, members of the public

responded that the word seemed “hard to say” or “looks funny”. She shares:
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I've been able to use my background in Lushootseed I think for those moments, and then

to educate further about how, the reason it looks funny and sounds funny and is hard to

say is because of the entire history that we've had of people trying to strip that language
from us and this place, and um, it's, it's been really fun and frustrating. {haha} [mmhmm

{haha}] And exhausting. Um, to take like my language, my Lushootseed skills and

knowledge, and my history skills and knowledge and, and try to use that to educate

people [Charlotte, Lushootseed, 6/25/20]

For Frances, the desire to raise public awareness was something she reports as having
attracted her to learning Kristang in the first place:

I think, another thing that came to my mind was also that very few people in Singapore

knew about this language, and actually this, the people who spoke this language, and that

part of Singapore's history. So it was something [mm] that was really novel, that I was,
that I got quite into because there's just so much about Singapore that people don't know
about, and therefore, and therefore they just neglect that. [mm] Umm, yeah and this

language is one of them. [Frances, Kristang, 7/18/20]

Another Kristang learner said that raising public awareness of the language is something he
“loves™:

Um, I don't know, I just love telling people I'm learning Kristang. You know? I think

there's always a nice moment when - like I mean, it used to be, I used to find it annoying

at first, but I grew to like explaining it to them. And I think it just, you're letting people

realize that this actually exists. [learner, Kristang, 7/31/20]

Frances’s quote above points to public awareness as being part of her motivation to start, while
this learner describes ongoing satisfaction; for a discussion of the relationship between initial and
ongoing motivations, see section 5.2.

These quotes and others make it clear that awareness raising can be both a programmatic
goal as well as a personal goal; it is a goal for the community at large that individual learners see
concrete ways to contribute to, and this contribution brings personal satisfaction, as well. For
example, Erin described a hope to become proficient enough in her language learning to be able

to contribute text material for the public:

I would love it if we got to the place where you know, we were able to offer elder
services in Nuu-wee-ya', that would be just the raddest thing on the planet. And

151



something I think about way too much is anytime I see like a governmental service, and
you know how they have it translated into like Mandarin, and [mm, mmhmm] Spanish and
all the other things, I want to have the Nuu-wee-ya' version. I just wanna submit it. Like
you don't even have to pay me just, like, "here you go!" [mm, mm {haha} ] It's one of the
indigenous languages of Oregon, you should post this as well. I would love to do that, has
nothing to do with money just, point of pride. [Erin, Nuu-wee-ya’, 7/7/20]

Similarly, a heritage speaker of Kristang shared a story of how she was able to combine her
language skills and her creative writing skills to get “wider coverage” for Kristang:
Kevin came to know someone, a friend of his, who was having an anthology, to bring
together an anthology of poems written in different languages. Asian languages. With the
translation. [mmhmm] And so Kevin gave my name, and I said, all right, you know? [...]
it's an online one. [mmhmm] Y ou know the online one. And it's actually the uh one, I
think the company, whoever it is, is actually from Australia. [Auh.] So that means it will
get a wider coverage. So the good news for, not just for me, but for Kristang. [heritage
learner, Kristang, 7/29/20]
Her description of this as “good news” both for herself and for the community effort indicates
that found this wider coverage to be a personally valuable goal for her language practice.
Beth is also working to use her creative writing skills both to create more material for
Nez Perce language learners, and also to promote awareness of language and language practice
in the world at large:
Well this is the thing, you know, like, this is why I decided to do this project. I'm like,
"oh, Nez Perce people need more books to read." Because basically right now we have
the Bible and other litur-, you know, liturgical things. [...] so L, I published a collection of
short stories, um, this last year. And in one of the stories, the main character is, works on
language revitalization. [mm! oh that's cool! {haha} {hahaha} Wow that's pretty meta.
Yeah.] Like I wanted to be actually represented in literature. [Beth, Nez Perce, 8/10/20]
To clarify, Beth is describing two different kinds of writing activities: in the first instance, she
has been practicing writing creatively in Nez Perce language in order to contribute language
learning materials to her community; in the second, she has been writing short stories in English

to raise the profile of language revitalization practice to the broader general public. This

demonstrates the varying and dynamic nature of the ‘community’ she engages with in her work:
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both the community of Nez Perce learners-speakers and the larger language revitalization
community (see discussion in 4.5.3), as well as the wider public.

Finally, Frances gives a specific reason why she believes increasing awareness is an
important goal for the Kodrah Kristang team:

at the same time, I, I would like for us to have some form of a strategy to reach out to

people who have just not heard of us. Because those groups, I feel, would help us to

prevent ourselves from being in a silo, right? [mmhmm] Where we, where we think,

"Kristang is like that. Or not like that." [Frances, Kristang, 7/18/20]
Frances’ quote highlights the connection between raising the public profile of the language and
the important goal of growing capacity within a language community, as discussed in 4.2.2.

Addressing public attitudes, then, includes both reversing negative attitudes and
promoting positive attitudes, and both raising the profile among the general public and also
reaching out to specific groups of individuals who could grow and enrich the language effort. It
also includes, as Frances puts it, breaking down “silos” within the community itself. This goal of
recognizing diversity within the speech community was mentioned frequently by Kristang
learners in particular, a theme explored next in section 3.4.2.4.

3.4.2.4 Recognizing diversity

Learners of Kristang discussed the ways in which language learning has helped them
towards a goal of recognizing diversity, both within the speech community itself and within
Singapore society at large. This is especially true for the learners who were not born and raised
in Singapore, and whose Kristang learning coincided with learning more about the diverse
culture:

You know, before when I first came to Singapore the term 'Eurasian’, I just thought it was

used as a catch-all for anyone who didn't fit into the category. [mm] Then I go to this talk

and I realized that, you know, a big part of this community actually descends from the
1700s, you know, this intermingling then. So, I think, yeah. I mean, I think that's, for me
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that's been the biggest utility learning this language. [learner, Kristang group 2, 7/31/20]
The same learner shares his hope that this is one of the outcomes of the Kodrah Kristang effort
for others in Singapore:

so while those goals might be more ambitious, I think it'd be really lovely to have a more
societal recognition of the diversity of languages like this here. Kristang being one of
them. [learner, Kristang group 2, 7/31/20]

Tej also recognizes that the Eurasian population is diverse, and in this excerpt her goals for
public awareness are articulated in terms of this ethnic diversity as well as in diversity of
learning materials for Kristang:

hopefully in the next five years, we see more Kristang speakers, and also maybe like a
more diverse, sort of more diverse amount of Kristang material. [...] just so that we can, I
think, just so that we can have a diversity. And also hopefully that recognition that
Kristang is still an evolving language as well. That it's not something dead or stuck in the
past. And I think, accompanied by that also hopefully an acknowledgement that like, as
mentioned earlier, not all Eurasians speak Kristang. So also acknowledging the diversity
of the Eurasian community as well. [Tej, Kristang, 7/31/20]

Tej also frames this awareness of cultural diversity as part of the goal of “personal
development”:

Kristang won't really help me get a job or anything like that. But I think it just helps in
my personal development. And sort of helping me understand another culture as well.
And also, even on the broader level I think there's the sort of recognition that like in
Singapore move- in its rush to like move forward has dropped a lot of its indigenous and
other local cultures that don't quite fit that framework of Chinese Malay Indian or other,
or Chinese Malay English Tamil, that sort of thing. [mmhmm] So I think in that sense it
really, I think it really does help me for my personal development. [Tej, Kristang,
7/31/20]

Evaristo echoes this framing, discussing the learning of different languages and cultures through
the metaphor of sampling new cuisines:
language is something very weird, because it's like you can spend your whole life only
speaking one or two languages, and that's it, that's fine. You will live. It's not a point to
speak 4, 5, 6 languages. Learn distinct languages, whatever. But then it's like eating, like

it's like your cuisine, or your habits of eating. If you spend your whole life eating hot
dogs, you can live your life. Yeah, like eat hot dogs, hamburgers, but the moment you
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find out that you have Thai cuisine? Vietnamese cuisine? [{chuckle}] You simply blow

your mind. It's like, it's a simple totally different experience. For some people it's a

distress to have these experiences. They want, they want safe and secure places and so

on. [mmhmm] But on the other hand, they lose the great opportunities, that great avenue

that opens up when you taste different, yeah different things. [Evaristo, Kristang, 8/4/20]
This concludes section 3.4.2, on public outreach and program growth. These final quotes
underscore the fact that increasing awareness can be both a programmatic goal with benefits to
language efforts and also a personal goal with benefits to personal growth. This provides a
natural segue to section 3.4.3, which examines other personal growth goals.

3.4.3 Personal growth

This section explores the ways that practitioners described language learning as a tool for
achieving goals of personal growth. This includes the relationship between language and
thought, and how learning the language is a means by which practitioners shift their perspectives
(section 3.4.3.1); the relationship between language and identity, and how learning a language
gives practitioners a greater sense of self (section 3.4.3.2); and the relationship between language
and personal well-being, and how learning a language is part of personal healing processes
(section 3.4.3.3). Because this section focuses on personal growth for individuals, I focus
primarily on data from interviews where individuals clearly articulated these goals for
themselves, and intersperse relevant data from the Global Survey to supplement the theme.

3.4.3.1 Gaining perspective — Language = Thought

For many practitioners, an important future outcome of language revitalization is the
development of new perspectives and patterns of thought. For example, Chris D said (6/19/20)
that after an intense Lushootseed immersion institute, “your mind literally does shift.” In this

section, I give excerpts from eight interviews as well as examples of survey responses to

illustrate this theme.
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Chris B gave a concrete example of how Lushootseed learning affects his perception of

the world around him:

The language makes you think differently. [...] Like, an example of this is that our
language is an analytical language, so instead of having just random words for things like
soap, our word for soap literally means "the thing to wash your face." [mmm] And,
almost everything around you is actually, could be could be literally a sentence, but if it's
not a sentence, at the very least, it describes that thing in some way. What it does, what
it's used for. And so instead of seeing the world as like a really static place, when I'm in
those like really manic moments when I when, after, you know, if I went for a jog or
something, I can start to see instead of a bunch of static items, a bunch of movements and
uses. [mmm] And so language can literally change how you see things. [Chris B,
Lushootseed, 7/6/20]

Beth also described her joy at being able to show her creative writing students “the kind of
thoughts you can have” when you learn an Indigenous language:

I love teaching Native American literature and I always teach a Nez Perce story as the
first thing, where we go through the grammar and we look at it and students are just
blown away at the kinds of thoughts they can have [mm, mmm] Once they have these
tools that you have in Nez Perce. Because for instance we have other time, other temporal
markers. So you can have long ago time, you can have frequentive, remote time...you
know like? {haha} [mmhmm] move across all the time zones. Um, and that's really like,
"what?" [{haha}] It's cool! It's cool that you can do that. Or like the way the language is
polysynthetic, and you can put these things together and there's all this action and motion
just within the word. And so you can have these other thoughts. [Beth, Nez Perce,
8/10/20]

Charlotte talked about how learning Lushootseed has helped her in her professional field of
cultural and museum education, as it helps her to interpret the connection between written

documents and past worldviews:

I'm definitely able to understand what I read, like some old anthropologists’ notes about
something, I feel like I can have a deeper understanding of what they may have been
talking about, or what their informant may have been talking about, because now I have
an understanding of the language and therefore the worldview that they were coming
from. Like I know for example, when someone talks about ‘the land’, they're not just
talking about like the yard out front there, you know. There's a deeper meaning and
philosophy and spirituality about one's connection to that land and all of this. But I
wouldn't have known that without learning the language. And so I think that there's
benefit in that. [Charlotte, Lushootseed, 6/25/20]
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Survey respondents also referred to this connection between language and thought in
articulating why it was important to revitalize the language. This was mentioned by 22 (15%) of
respondents, for example:

It shapes how we see the world. [ID 14, Smuwi¢]

Porque mediante la lengua se expresa una vision del mundo. [ID 183, Zapoteco del valle]
(my translation: “because through the language a vision of the world is expressed”)

One survey respondent also gave this connection as a specific goal for the revitalization effort:
Obtain a ukwehuhwe perspective [ID 12, On"yoteaka]

For this survey respondent and others, the focus is not just on the general sense that language

“shapes how we see the world,” but on the idea that each language contains a unique worldview

that is itself worth maintaining:

Our language allows us to express ourselves with a Quinault perspective. [ID 70,
Quinault]

Some languages as we know do not translate directly to another language. In this regard
many Native languages are bundled into the culture and the religion of the people. These
aspects change the way a person thinks. [ID 9, Fernandeno / Tataviam]

Porque como sabemos la lengua es parte de la identidad de los pueblos y porque cada
palabra encierra un cimulo de saberes y reflejan la cosmovision del pueblo en cuestion
[ID 195, Hhdhno] (my translation: “because as we know that language is part of peoples’
identity and because each word encloses an accumulation of knowledges and reflects the
worldview of the people in question”)

Interviewees also shared the idea that their language contains a unique world view. For example,
when asked why it’s important for him to learn his language, Masa replied:

It's because our language has within it our philosophy, our way of looking at the world
that comes from a long time ago. And in the- er the ability to understand our cultural
expressions and our stuff, you need to learn it in the language. The filter of our language
enables you to understand it. And trust me, I don't understand how that works all together
right now yet, but I've had some insights into it. [mmhmm] I don't have any concise poetic
cute sayings to express, to- yet. I will work on it. But I do know that the English
translation falls short. [Masa, mitsqanaqan, 6/18/20]
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Just as Masa shared that language contains “our way of looking at the world that comes
from a long time ago,” many practitioners specifically talk about the way the heritage language
connects to the worldviews of their ancestors. For example, one survey respondent said:

nos ayuda a entender a nuestros viejos abuelos y la cosmovision que ellos tienen [ID 207,

Zapoteco] (my translation: “it helps us understand our old grandparents and the

worldview that they have”)

Both Kayla and Chris B shared stories from language classes where they were able to learn the
origins of Lushootseed words for ‘shoe’ or for ‘red huckleberry bush’, which they found
particularly meaningful; as Chris B put it, learning such etymological facts “can give you insight
into the way our ancestors thought.” (Chris B, Lushootseed, 7/6/20). This is echoed in Karelle’s
discussion of heritage learners’ motivations for learning language:

I think most, like for our language, most people are interested in it for the like, for our

ability to connect it to our, um you know, to our heritage and our ancestors and, and also

like sort of their worldview. [mmm] So um because, like I said, when you express
yourself in different languages, you are sort of reorienting yourself to the world. And so,
you know, having that ability to sort of like reconnect with the ways in which our
ancestors are viewing and moving through the world and speaking is, is important.

[Karelle, Nanticoke, 7/1/20]

Karelle went on note that as a linguistic anthropologist, she finds this connection between
language and “how we organize and see the world around us” inherently interesting, so even in
moments of discouragement her interest in this connection helps her “get that motivation back
in” (Karelle, Nanticoke, 7/1/20). This is related to the discussion of becoming re-motivated after
a pause or a setback, found in Time section 5.2.2.

This interest in the perspectives of previous speakers of the language was even shared by
Evaristo, who saw a link between learning Kristang, a Portuguese-based creole, and his attitudes

as a native Portuguese speaker:

I studied a lot of Portuguese, really really profound and, you know, acute Portuguese.
Even though we don't, I feel myself unconfident sometimes when questions in Kristang
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appear. Yeah, even though. Because these things are embedded in a very historical point
of time. [mmhmm, mmhmm] And then you have to, as a native speaker, I have to stop my
way of thinking, coming back to the roots of that language of that experience. [Evaristo,
Kristang, 8/4/20]
In this quote, Evaristo describes his relationship to “the roots of that language and that
experience” which are “embedded in a very historical point of time,” and how his Kristang
learning motivates him to reflect more critically on that history. He goes on to say that reflecting
on the history of the Kristang language helps him to “deconstruct the idea that you are superior”
as a speaker of Portuguese:
You, you free your mind from that perspective. That's a very great motivation of mine to
learn the language. [mmhmm] How can you deconstruct some ideas? Yeah, how you melt
down these ideas of superiority? [Evaristo, Kristang, 8/4/20]
For Evaristo, being able to shift his own perspectives (on the history of the language, and about
his own identity as a native Portuguese speaker) is a “very great motivation” to learn Kristang.
For him, gaining perspective via language learning is a source of personal growth. For Zeke,
watching this personal growth in his own students is something he “loves”:
watching them grow into the language as well as grow direction and, where they wanna
go with this when they talk about...and they'll talk about it in Lushootseed, how
Lushootseed has changed their life. [mmhmm] How they'll never think the same again
{hahaha}and they'll give examples, "For example, that one word", and they'll talk about
that one word, what it means to them. That there's no English translation. That's where I
just — oh, I just love it. [Zeke, Lushootseed, 5/14/20]
One salient goal for language learning then is the goal of improving your life by thinking
differently. This beneficial shift in perspective can take many forms, including by increasing
self-confidence and self-esteem, which I turn to next.
3.4.3.2 Strong sense of self

Practitioners also described the ways that learning their language gives them a stronger

sense of self and identity, as I illustrate here with excerpts from four interviews along with
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relevant survey responses. This theme includes increasing confidence and self-esteem as an
outcome of language practice; in fact Angel sees a link between gaining perspective (discussed
in section 3.4.3.1) and gaining confidence:
when we speak it, we're, you know, we're speaking with power, because the Creator gave
us those words. And so, just really...What also just really inspires me, and I've told you is
the indigenous knowledge within the language and the stories. When you dissect different
words and, you know, it's like, "oh wow I understand it so much better now." And that's
so much more interesting, that word compared to English word. You know, you just find
those gems that really strengthen you. And boost your self-esteem and give you power.
[Angel, nimipuutimt, 7/1/20]
For one survey respondent, one salient outcome of language learning efforts is confidence in her
own abilities and pride in her contributions:
I am so glad that I started relearning my language and so very proud to be mentoring
even though it was a bit daunting as I am not completely fluent. It has helped me become
more fluent and more confident. [ID 17, Kwakwala]
Jackie also articulates a link between personal confidence and a strong sense of identity:
it's much more of an emotional, social...social-emotional type benefit for me. [mmhmm]
um, all of those pieces of feeling connected, gaining, gaining more confidence, even in
who I am, ancestrally. [Jackie, Lushootseed, 7/8/20]

Survey respondents also expressed a link between identity and language effort goals:

buscar elevagao identitaria [ID 187, Ofay¢] (my translation: “to search for elevation of
identity”)

To help Udis be aware and celebrate their cultural and linguistic heritage, to confirm Udis
in their unique identity [ID 228, Udi]

The relationship between language and identity is a rich and complex topic, and identity theory is
robust area of research in second language acquisition (Norton & McKinney, 2011). In fact,

Norton and her colleagues propose that identity and investment could be more fitting alternatives
to the construct of motivation in many L2 learning contexts (Norton, 2016; Norton Pierce, 1995).

In this study, both interviewees and survey respondents frequently referred to personal, ancestral,
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and ethnic identity in their discussions; a thorough treatment of this complex issue is beyond the
scope of this current discussion and would be a rich one to explore in further research projects
(see for example Ushioda’s 2020 discussion of Norton’s “critical counterpoint” to mainstream
motivation theory, p. 10).

For the purposes of the discussion here, what is pertinent is that developing or
strengthening this identity is given explicitly as a goal for language learning and revitalization
efforts. Some survey respondents use the lexical item “identity” (or translational equivalent) to
describe this goal, as do the two quotes above; I note that what they specifically describe is an
‘elevation of identity’ in the Ofayé quote, and a celebration and confirmation of identity in the
Udi case. These lexically specified examples were included in the larger category of codes
related to a strong sense of self, which includes mention of constructs such as self-esteem, pride,
and confidence:

Increase the pride, self esteem and empowerment of community members [ID 82,
Klallam]

Raise self esteem, health and well-being [ID 224, Kaurna]

Encouraging students to have pride in, understanding of and knowledge to practice
Rotinonhsén:ni customs and promote cultural values [ID 10, Kanienkeha]

Revitalization of my language is important because it brings such an amazing world view
and it gives our children and adults an added confidence. [ID 17, Kwakwala]

As the last two survey quotes suggest, this boost in self-esteem is often seen as particularly
important for younger members of the speech community, such as children and students. Karelle
specifically discusses this:
I would say, the fact that like, having that connection, um having that strong connection
to your heritage also helps you have like sort of a strong sense of self. [mmm] And I think
that, like that's important for our kids as they're...I mean, most of them are in like sort of

the public school systems, and they are, a lot of them, you know, can experience bullying
for being different, or, you know, um like that all still sort of exists. And so I think that
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like helping them to create this even sort of stronger foundation for self will just help
them navigate the world better. [Karelle, Nanticoke, 7/1/20]

For Michelle, this strong connection to heritage is one of the most important reasons to learn
language, one that she could “go on and on about:
the benefit is...So, I could go on and on about this, however, {haha} let me try to
summarize. When you know your language that's a piece of who you are. And when you
know who you are, you stand taller and stronger, and outside things, they can't affect you
the way they do when you don't know who you are. So there's things like mental health
problems, substance abuse problems, [mm] and you can lessen your need to turn to
substances, lessen things like depression, um when you have a hold of who you are. They
did this study, and there was a village where everyone in the village spoke their language.
And their suicide rate went to zero. Their substance abuse rate went to zero. Because
their people knew who they were. [Michelle, Xaat Kil, 7/16/20]
This quote illustrates how knowing “who you are” not only leads to the personal growth that
allows you to stand “taller and stronger”, but it extends also to increasing mental and physical
well-being. This theme is well-represented in other interview and survey responses, to which we
turn in section 3.4.3.3.
3.4.3.3 Well-being
Many practitioners described the ways that learning language contributes to the goal of
improved wellness, and I give excerpts from six interviews along with survey data here. Beth
states it plainly: “language is so central to well-being” (Beth, Nez Perce, 8/10/20). Survey

respondents identified this as well:

Reclaiming your own indigenous endangered language seems to be extremely healing in
both personal and collective level. [ID 18, Aanaar Saami]

it increases their sense of well-being and connection to the wider Singaporean community
because now they have a language to call their own [ID 74, Kristang]

In her interview, Cassy discussed how emotions are framed in Lushootseed, and gave the
example of how the translation for the English phrase “I am sad” literally means “my mind is

sick” in Lushootseed. She sees this insight as valuable for improving mental health:
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it really makes, you are conscious about your mindset. [mm] So if you snap at someone,
or if you get really sad, or really angry, that isn't something that's happening to you, that's
you letting your mind kind of like get stretched out and not be in control. [...] And so I
think, practically with people that speak Lushootseed, it would, it will make them take
ownership for their own... Feelings? So there's a lot of mental health there. [Cassy,
Lushootseed, 7/1/20]
Beth also mentions this link between language and worldview as a “benefit”, and goes on to
specify that language learning can be part of healing on a spiritual level, a community level, and
also a linguistic level:
There are lots of benefits. Some of them are just like, getting to have other ideas and
seeing the world organized in a different way, and in a better way. [mm {haha}] {haha}
Like, but, being able to like really care for your spirit. Um, being able to heal yourself,
being able to heal your community, being able to heal the, the suffering that the language
has gone through, umm Re- this reconnection, this connection to your ancestors, like all
those things are really, I think, valuable. [Beth, Nez Perce, 8/10/20]
Angel also described language reclamation as “a spiritual healing journey” (Angel, nimipuutimt,
7/1/20; quoted in section 3.3.3.2 about her Storytelling goal). That is, this “healing” refers not to
the repair of physical wounds, but to the care needed to address the grievous spiritual and social
traumas suffered by these language communities — the same traumas that led to the loss of these
languages. Some survey respondents echo Beth’s idea (from the above quote) that revitalization
can heal “the suffering that the language has gone through”, when they articulate goals such as:
healing from generational trauma [ID 43, southwest ojibwe]
It helps us heal from the trauma of the past. [ID 14, Smuwi¢]
Another interviewee reflected on the traumas that previous generations of Lushootseed speakers

had suffered (see related discussion section 5.3.1.2):

I don't think that our generation has had any tragedies to live through. There, we've been
through tough times, but [mmm] you know, when we were younger and our children were
young, but, we don't have direct witness to the tragedies that they and their parents went
through, and how they were treated. [learner, Lushootseed, 6/23/20]
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She said that her grandfather urged his family to give up their Native ways, including language,
and then compared her own attitudes towards language to those of this man and what he had
“witnessed”:

I think that we don't understand where he was, or what he had witnessed with his family
that...you know, to me, I want to embrace it, [ want to just, you know, share it with my
family. I just think everyone's like, you know this is who we are. It's time we just, we, we
appreciate that. We will never be right until we do. [learner, Lushootseed, 6/23/20,
emphasis mine]

The point that “we will never be right until we do” emphasizes the link between healing and
well-being; healing from historical traumas is an important step towards being “right” and whole.

Beth shares that framing language work in terms of healing helps her “not be
overwhelmed” by the realization that she will never be an L1 speaker like her grandmother or
auntie — that is, the way that language heals her, and the way that she heals language, helps her
redefine success. She also shares:

there's this term that some people use about, of revitalization workers, they call them
language healers. And I really like that term. [mmhmm] And it's not because ...It's not
only because I feel like we have this work of healing our language, but that our language
heals us. So like, I really like the term language healers because it can point both
directions. [...] I think about that work. Language healing. And having the relationship to
the language. I always feel - like if I'm having a hard time, if I feel sad, can't concentrate
on anything else, whenever I go to the language, I feel better. [mm] I'm, it's healing to me.
The work itself is healing. The work itself is good, it makes you feel good. And yeah, I
think that's what makes me want to get through it, is that feeling of like, it's it's this
healing space, and it's this is healing work. And I can't, I just, I can't see the bigger
picture, sometimes [mm] Of how my contribution is going to help anyone. [mmhmm] But
I believe it will. I believe, I believe it will. [Beth, Nez Perce, 8/10/20]

Carson also said that this framing helps to remove the “pressure” of language work:

but I definitely don't put the pressure on myself that I have to like save the language.
[mmm] Yeah. [mmhmm] um I, I don't believe that. And I think that if anything, it's a
benefit to us. Being here and being alive. It's like, an enrichment for us, and a benefit for
us, rather than something that we're doing to take care of something else. [Carson, Nuu-
wee-ya’, 7/9/20]
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Practitioners mentioned “well-being” not only with respect to emotional healing, but also
with respect to physical health, e.g.:

Language supports everything: health, identity, connection to the past, ones ancestors,
generations before and after, and fundamentally, ways of being human. [ID 98,
Halkomelem]

Three different practitioners, one survey respondent and two interviewees, specifically invoked
research findings around the protective health factors of language learning:

It provides hope for future generations. It grounds our children and studies (EDF) show
there are less suicides, alcoholism and drug addictions in indigenous communities where
language is revitalized. [ID 14, Smuwic]

And anytime I see anybody struggling with you know, anxiety and depression or
substance abuse issues, alcoholism, drug abuse, I ask, "What do you do to hold on to who
you are?" [mmm] Whether it be language, whether it be dance, song, um, traditional
subsistence... [mmhmm] You know all those things, they add up. And if you don't have a
hold of any of those things, then your soul can't be full. [mmm] You have to know who
you are. And in order to know who you are, you need to know who your ancestors are.
[Michelle, Xaat Kil, 7/16/20]

language is really important for wellness, and, you know, there's many studies that show
that language, knowledge of indigenous languages has an effect on the youth suicide rate.
[mm, mmhmm] And so I would say right there, like language helps keep people alive.
[mm] To me there cannot be a higher calling for language than like, people want to live.
[Yeah.] Where they're committed to the language. [ Yeah.] The language helps them live. I
know that things like suicide and mental health are extremely complex issues, and it's not
just like "oh, well..." you know. It's, it's a piece of it. It's a piece of that well-being. And I
think that's super important. [Beth, Nez Perce, 8/10/20]

These practitioners are referring to a growing body of literature on the link between language
learning and mental and physical health, especially among young people (see e.g. Taff et al.,

2018, Whalen et al., 2016). And even while acknowledging, as Beth does, that these issues of
mental health and well-being are “extremely complex issues”, the link between language and

health is salient and deeply motivating for these practitioners.?* This is, for many, the ultimate

22 The association between language learning and mental health is so strongly felt in language revitalization
practice, in fact, that one member of the audience at a conference presentation | gave asked me to send her my L2
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“higher calling” for language work, to use Beth’s words, and emphasizes the close relationship
between personal healing (I do this work to improve my own wellness) and community healing
(I do this work because “language helps keep people alive.”)

Throughout this section, we have seen other examples of the links between individual
goals and community outcomes, either in terms of cultural revival, public outreach, or health and
wellness. All these examples also demonstrate the close links between linguistic goals and other
kinds of goals, all of which are key for understanding L2 motivation in these contexts. In the
next section, I discuss how these practitioners’ experiences relate to more common constructs
from mainstream L2 motivation theory.

3.5 Discussion of goals typical from the literature

In this section, I discuss practitioner reflections as they relate to two key constructs
particularly common in SLA literature — instrumentality (as a goal orientation; section 3.5.1) and
fluency (as a measure of achievement; section 3.5.2).

3.5.1 Instrumentality

One of the enduring constructs in language learning motivation research is that of
“instrumentality”, a construct whose salience in the field goes back as far as Gardner’s original
work, where he set up a dichotomy between instrumentality and integrativeness as antecedents to
motivation (Gardner & Lambert, 1959). Learners said to exhibit “instrumental orientations” are
motivated by the promise of external rewards, such as better career prospects or advancement in
school. Instrumental orientations then are extrinsic, and in Gardner’s formulation are related to
the category of external regulation in Self-Determination Theory (Deci & Ryan, 1985; see

section 1.3.1). I note here that in the literature on education psychology, the term

motivation interview guide, so that she could use it to craft questions in her work with Indigenous youth suicide
prevention.
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‘instrumentality’ is also used to refer to the utility of a task for accomplishing goals (see e.g.
Phalet et al., 2004). That is, a learner might be motivated by personally meaningful goals
(identified regulation) to expend effort on tasks that are perceived as useful in moving towards
those goals; these tasks then are perceived as ‘instrumental.” Task instrumentality is different
than Gardner’s notion of instrumentality, which characterizes an individual’s externally
regulated orientation towards goals.

A central question in the research programs of Gardner and his colleagues has been the
extent to which this orientation versus other kinds of orientations is correlated with ‘success’ in
language learning. More recent research incorporates instrumentality throughout models for
motivation — that is, the question is not whether instrumentality is a factor, but sow the learner is
instrumentally oriented. In Drnyei’s three-way Self System, for example, internalized
instrumental motives are a component of the Ideal L2 Self, while extrinsic instrumental motives
are associated with the Ought-to L2 Self (2009, p. 29). Though there may be many different
types of instrumental outcomes for language learning, this orientation is commonly discussed
with respect to professional goals and economic advancement. For example, in discussing
Instrumentality in his model, Dornyei (2009) opens with “in our idealized image of ourselves we
naturally want to be professionally successful and therefore instrumental motives that are related
to career enhancement are logically linked to the ideal L2 self” (p. 28)

Because instrumentality is such a common topic in motivation literature, and because it is
often specifically construed as professional advancement, I designed an interview question that
was meant to elicit reflection around this topic with revitalization practitioners. The question in

the interview guide sent to participants beforehand is worded as:
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e Do you think that revitalizing your language has any practical benefits? (e.g. getting a
job)

Given the semi-structured and open-ended nature of the interviews, I usually rephrased this
question in various ways during the course of the interviews themselves, and interviewees also
shared reflections that were related to this topic at other points.

Some practitioners shared ways that language could, in fact, be a career benefit:

well, if I were to move back up to the reservation, it would actually probably help me get
a job. [mmhmm, mmm] You know, if I want to work with, work with my people, and be
more connected and mindful in that way. [Jackie, Lushootseed, 7/8/20]

Others shared that jobs and job prospects were what initiated their involvement in language work
in the first place; this was especially true for Lushootseed learners such as Chris D who have
benefited from the Puyallup tribe’s robust language department and job openings there:

my brother was actually offered the job of the media developer for the language program.
[...] he was in a good place in his job and he didn't want to like jump ship and move
somewhere else. So he said, "Hey, you know, go down there and talk to them." [...] So I
was just like, "Yeah, I'll go check it out," had a conversation with them and you know
just, I expressed my abilities, what I had, what I picked up and what I hoped to learn, and
the things where I want to progress in my, you know, my abilities through digital media
and [mmm] um, that's pretty much the exact direction they wanted to go, so they really
were there to facilitate my learning as well as to bring it back to language [Chris D,
Lushootseed, 6/19/20]

For her part, Erin noted that while Nuu-wee-ya’ language skills would not necessarily be helpful
for securing a job, she has been able to use language practice as a way of simultaneously
developing other skills that do improve her career prospects:
Uh, yeah there, there's a reason that I put my language repo on GitHub. And it's because I
work in tech, but I don't know how to use GitHub, and I am terrified {hahaha} about
those two facts. [hahaha] together {hahaha} [haha] Um, yeah so being able to show a
project like "oh yes. Look at me and my very impressive GitHub repo. Nobody cares

what's inside of it. But look, I built a repo, things happened inside the repo. Look at all
those commits!" [haha] 1 feel like that's going to be useful. [Erin, Nuu-wee-ya’, 7/7/20]
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Charlotte sees learning Lushootseed as “very beneficial” for her career in museum and cultural
education, but acknowledges, “I don't feel like I could put Lushootseed down as a language on
an application [...] somewhere and that they would be like ‘oh great! We have a Lushootseed
speaker here!” I don't totally think they'd see that as a benefit.” (Charlotte, Lushootseed, 6/25/20)
In other words, there are professional benefits that she recognizes, but she does not expect that
her language abilities will be recognized or rewarded by potential employers. In terms of
extrinsic motivators, Charlotte is articulating an identified regulation (e.g. she sees the utility of
the task for achieving personally meaningful career goals) while at the same time acknowledging
that there is no external reward system in place (see discussion of these categories in Self-
Determination Theory, Deci & Ryan 1985, in section 1.3.1).
Others echoed the observation that proficiency in the heritage language would not be
valuable in professional settings:
And, that's one of the problems with...I mean one, is you to be able to learn the language,
it's, there's a benefit, but as far as employment, there's not a lot to offer. [mmhmm] And so
if you just, I think that once a person has training, you can get creative, and create your
own type of language situation where you could get paid. [Angel, nimipuutimt, 7/1/20]
In fact, this was identified by some as one of the primary challenges of sustaining effort in
language learning:
No one...oh I take that back. People are getting paid to revitalize the language. That's the
smallest fraction in the world. Like the amount of people who can do this for their day
jobs, [mmhmm)] first of all, like, super awesome, that's great, but also like almost
everyone else has jobs that they have to be at eight hours a day, they have children, [mm]
Even people who work at the language department, you know, they, er do this for a
living, they have children. They have lives outside. And so it's, you always have ebbs and
flows. I mean, there's always things going on. [Kayla, Lushootseed, 6/30/20]
This concern with whether or not language revitalization was “viable or economically

beneficial” (Frances, Kristang, 7/18/20) was a major theme in discussions with Kristang learners

in particular. Several of these learners connected the current language situation in Singapore to a
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history of capitalism and strivings for national economic stability. For example, in discussing

past generations’ insistence on learning English and rejecting minority languages, Luis said:
This is, this is a very young nation, 50 years old, [mmm] and the things that it has
achieved are amazing for such a young nation - who has no natural resources, by the way.
So, of course, like there was a lot of things...I wouldn't say had to be sacrificed, but they
were kind of like forced onto people slash convinced onto people, [mm] to say like "Oh
do you want to maybe starve? or give up your language?" right? Like, and put in front of
this question, people will probably easily say, "Okay, then let's forget about those
languages." [...] Like the question that lingers is, was that the only option? And you

know, it's easy to say, "No, probably not." But we are dealing with that, with that past.
[Luis, Kristang, 7/18/20]

Thus he and other Kristang learners explicitly tie the current condition of Kristang to lack of
economic incentives in the first place, and see this as a continuing threat to the expansion of the
language effort. In fact, they see evidence that this state of affairs is not just threatening to
Kristang, but to all minority languages without “perceived motivation or perceived incentives”,
as Tej puts it (Tej, Kristang, 7/31/20). One learner said that in Singapore, “the attitude towards
language is utilitarian.” (learner, Kristang, 7/31/20) In three different interviews with different
Kristang learners, the word “useless” came up with respect to minority languages (note that I did
not ever use this word myself.) Given such a strong emphasis on “perceived market value” (as
Luis puts it, 7/18/20), on “use” and utilitarianism, the topic of (lack of) instrumental language
learning motivations seems to be top of mind for these learners.

In the face of this, these Kristang learners have chosen to reject the instrumental
imperative. For example, Evaristo, a native Brazilian who learned English at a young age
specifically and explicitly to increase his career prospects, shared that his capoeira instructor in
Singapore had asked him why he was spending time learning a “useless” language, to which he
responded:

"why do you learn this? It's useless!" Yeah, of course, it's useless! {haha} [mm] But on

the other hand, if we put this idea of useless or, or important, or profitable, or whatever.

We not, we lose one aspect of learning something like that, that is to make friends. In the
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sense of you broaden your ideas, your broaden perspective. [mmm] And somehow you
understand better your own language. [Evaristo, Kristang, 8/4/20]

Tej actually said that this shift in attitude is one her personal goals for the future:

Yeah, I mean, I would say that hopefully in the next five years, I get better at Kristang,
and also better at the other languages that I'm trying to learn. Yeah, and I think also what
learning Kristang has shown me is like, I think it's re-evaluating what I think of as
'useful'. [mmm] Because I mean, like, why can't something that makes me happy be
useful? Because, I mean, it makes me happy, {ha} so it can't be use-less. [...] that's sort
of like a thought process that I'm hoping to develop over the next five years. [Tej,
Kristang, 7/31/20]

The rejection of “usefulness” as the sole value of language learning led some Kristang
learners to propose changing the way I had originally phrased the interview question itself:

Allison: So you've been talking a lot about like economic motivations to learn
language, this is something that comes up a lot in a lot of language learning contexts, and
I always like hesitate to ask this question of folks who are working on revitalizing
languages, but I'm just, I'm curious about the answer. Can you think of some practical -
like what do you see is the benefit of learning Kristang? That doesn't exist for Mandarin
or one of those kind of things?

Frances: Social capital.

Kevin: Yeah.

Luis: The practical, the 'practical' word has to be removed, I guess. Not
everything needs to be practical.

Allison: Yeabh, I feel like that's a problematic word yeah.

Luis: Right? Not everything has to be practical, in the sense of, you know,
yielding economic gains or whatnot, but.

Frances: Well, practical, in the sense that it helps develop a good sense of well-

being. {haha} [Kristang group 1, 7/18/20]

In fact, it was my first conversation with Jackie, a Lushootseed learner, that made me reflect
more carefully about posing this question, as she shared that she had had an “emotional reaction”
to the idea of practicality as a consideration for her language learning (Jackie, Lushootseed,
7/8/20; see Coda chapter, 6.2 for detailed discussion).

These reflections point to the fact that the concrete “benefits” may be construed very
differently in contexts of, as Charlotte puts it, “learning a language that isn't necessarily like,

mainstream beneficial, or I don't know how to- like Western world beneficial to an individual,”

171



(Charlotte, Lushootseed, 6/25/20). Other kinds of goals and rewards are much more relevant to
these learners, as Angel expressed:
And I yes, I would like to get be getting paid a lot more like all of us. But those are the
things that really kind of carry us, is because when, you know, the pay's is not there or
whatnot, you don't have a job, but you still have your language, that's, that's...um you

know reclaiming and retaking back the gift that the Creator gave us. [Angel, nimipuutimt,
7/1/20]

I note again that I, as the interviewer, explicitly initiated conversation around this theme. The
goals that practitioners brought up themselves in response to more open-ended questions may
better represent their orientations to linguistic goals (discussed in section 3.3) and extra-linguistic
goals (section 3.4) rather than this externally imposed notion of instrumentality.
3.5.2 Fluency
“During the late 90s there was a growing frustration among Lakota speaking elders about the fact
that Lakota language instruction in reservation schools was ineffective in producing fluent, or
even conversational, graduates.”

-ID 55, Lakota

“one of the things that we talk about — or that I talk about — is that fluency is an F word.”
-Angel, nimipuutimt, 7/1/20

Interviewees and survey respondents alike used the word “fluent” or “fluency” when
discussing goals for themselves and for the community. As the two quotes above illustrate, the
notion of “fluency” can generate strong feelings in language revitalization practice, and
practitioners may feel ambivalent about using fluency as a measure of success. It is important to
note, however, that there are actually multiple construals of the word “fluency” that appear in
these discussions, and these nuances are very important for considering the notion as it relates to
goals (and goal achievement.) The three main ways this key lexical item is used is discussed

below.

172



3.5.2.1 Fluency as L1-like language ability
One construal of the word conflates ‘fluency’ with ‘native-user proficiency.” This is an
absolute end state, such that anything short of achieving this proficiency means that the learner is
not fluent. This is the sense in which practitioners such as Cassy, who has been working on their
language for decades, describe themselves as “not fluent”:

But, yeah, those ones...but I never got fluent in those. And I don't say I'm fluent in
Lushootseed, I'd say conversational Lushootseed. [Cassy, Lushootseed, 7/1/20]

It is also the sense in which Karelle frames her uncle’s goals (which in turn helps her to frame
her own goals):

I was talking with one of my uncles who, he said he was watching the videos and he, for
himself like his goals, his expectations are not to become like a fluent speaker. Because
he recognizes he's like, I'm an elder, I'm not, I'm probably not going to become fluent in
my language, but um he's like, but I still have the opportunity to learn these phrases, like
I can say these things. And, you know, for me that's important. And that's, and that
counts. [Karelle, Nanticoke, 7/1/20]

This sense of fluency is a crucial issue in language revitalization. It is inextricably bound
up in the loss of L1 speakers of the language, and the sense that L2 speakers constantly fall short,

as Michelle’s quote highlights:

I guess I would say, not having people to speak with, [mmm, mmhmm] is extremely hard.
Um, so I have my mentor, and she is not a fluent speaker either even though she's been
practicing the language for, I don't know 30 something years probably? [...] and my
family's doing all right at saying like a few basic phrases which is good. But to actually
have a conversation, [mm] there's really nobody to have a conversation with. [mmm] We
have two fluent speakers here in town, and they are, Dolores Churchill is 90, she's almost
91. And then Phyllis Olmquist is 94 now. [Michelle, Xaat Kil, 7/16/20]

It is also crucial for material support for language revitalization projects, as Angel discusses:

It's not the best word to describe our situation, because you know, when they have us on
grants and things like that, "describe your, you know, your state of condition, you know,
what's the fluency?" you know, that whole chart thing, that's really kind of difficult
because [mmhmm] Just, it's really hard to be determined. So that's why the f word.
[mmhmm] Is, the "fluency" F word is like almost like a bad word, you know? [Angel,
nimipuutimt, 7/1/20]
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Angel goes on to imply that the standard of fluency as an absolute end-state can also be a barrier
to new learners’ motivations, as they look at her as someone who is “not fluent yet”:

And people are going to think, well...I don't want to you know spend 21 years doing that,

you know. And so it's up to us to get them to see a vision. [mmhmm] You know,

otherwise they'll get so burnt out even before they're trying. [Angel, nimipuutimt, 7/1/20]
This construal of fluency is both theoretically and practically problematic. A great deal of
empirical research challenges the standard of the monolingual L1 speaker as the standard against
which L2 proficiency should be judged (see e.g. Grosjean, 2013 and Wei, 2000 for discussions
of the complex and dynamic linguistic repertoires of bilinguals). This is also bound up in the
ongoing problem of ‘native-speakerism’ (Holliday, 2006) in second language teaching and
learning. The theoretical problems of this standard are well-documented but beyond this current
discussion to review thoroughly. More practically, this construal of fluency as the end goal of
language learning imposes and impossible standard. This unattainability can be incredibly
discouraging for some learners, especially in contexts of language endangerment (see Beth’s
quote in the following section about this discouragement). That is, framed in this way, the goal
of fluency can be very demotivating.

3.5.2.2 Fluency as relative ability

In other cases, the word “fluent” is used as a scalar adjective, where a learner may
become ‘more fluent’ as she continues to work on language. It is this sense in which Luis
describes the team of organizers for Kodrah Kristang:

we're not so much learning the language actively anymore, right? [mm] We have come to

a level of fluency that we can use to teach, but we're always learning, you know, things

that are more fringe, like idiomatic expressions and how you know things like, "oh, my

mom says, this means that, why, why would be, why would that be?" and things like that.

[Luis, Kristang, 7/18/20]

Randi also uses this sense when talking about her vision for herself in 5-10 years time:
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Just because we have Cassie George coming on board in our program in the near future, I
see myself as...as fluent as [ will ever get probably. Um I see, I see myself speaking about
anything I want to talk about for as long as I want to talk about in the language. [Randi,
Lushootseed, 6/16/20]

The term “fluency” as a relative scale also encompasses speaking competence and flow.
Etymologically, the term “fluent” evokes flowing water, and language learners often express the
desire that their speech and conversations could flow naturally and with ease and smoothness.
For example, Michelle shared that she has topics she wants to speak about fluently and she wants
to be able to speak in longer more fluid sentences and to “flow better” (Michelle, Xaat Kil,
follow-up 5/25/21). It is also possibly in this sense that one heritage speaker and elder in the

Kristang community describes her 5-10 year goal of refining her latent language skills:

In the language? Yeah, I want to be able to speak very fluently, to be able and, and to be
able to have people to talk to also, more people. [heritage learner, Kristang, 7/29/20]

This sense of ‘fluency’ as the ability to speak with competence and ease is closely related to
other goals, such as communicative/conversational abilities (see section 3.3.1.1.2). In fluency as
a relative scale, fluency may be a particular kind of skill or a particular proficiency goal, but it is
one that the learner continues to improve towards.
3.5.2.3 Fluency as domain-specific ability

A third construal of ‘fluency’ encompasses abilities within semantic domains. This is the
sense in which Beth describes “fluencies” as a count noun, rather than ‘fluency’ as an impossible
end goal:

...as I was saying like the high pressure learning situation of endangered languages is so

hard. And one of those aspects is around assessment. [u/h huh] You know, and that

assessment is usually this...like from zero to fluency. And people, like... {ha} [mmhmm]

like well I'm way down here and that doesn't count. [{chuckle} hmm] But I think when we

have different measures [...] we need to think of ourselves as having fluencies. So, like I

could say "I have 100% fluency in greetings." [...] I have fluency in the longhouse. |

have fluency in roots and berries. Whatever it is, we just have to keep claiming our
fluency in whatever domains we have. And, and just keep building on that, and not be
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overwhelmed, not be drawn under by um sort of some measure, of like, I'm not an L1
speaker. [Beth, Nez Perce, 8/10/20]

Michelle also sets for herself topic-specific fluency goals, as she notes when discussing the
challenges she had faced during a particularly difficult period during COVID-19:
So definitely like the last six weeks uh complete chaos, and craziness, and so not, [ have,
I don't feel like I've made any progress, or like, my goals that I had set for, you know,
what new like topics that I was gonna be able to talk about fluently, or [mm] um all that
just went [{chuckle}] out the window. {ha} [Michelle, Xaat Kil, follow-up 5/25/21]
This domain-specific ability resonates with the literature on bilingualism and the observation that
bilinguals have different proficiencies in different domains depending on how they use their
languages (Grosjean, 2013).
3.5.2.4 Summary
These senses of ‘fluency’ can be used interchangeably by practitioners; note for example
that Michelle uses all three in the examples above. One practitioner in fact spent part of both our
initial and follow-up interviews describing her wrestling with the notion of “fluency” itself. In
our first conversation, I asked Erin what she would ask an (imaginary) person who knows
everything there is to know about language and how people learn language, and she responded:
Oh gosh, um...The first thought that came to mind, was asking whether fluency is
actually possible. Which I actually have really strong feelings about. [mm!/] Which is that,
no it’s not. But also, like, obviously yes, it is. So I think that’s the first thing that I would
ask, is fluency actually possible for a second language learner. [{chuckle} hmm] My, my
intuition goes in both directions on that one. [Erin, Nuu-wee-ya’, 7/7/20]
She went on to say that she has spent time looking at the American Foreign Service guidance for

the number of hours it takes to learn key world languages, and she had wondered what the “end

goalpost” for those hours was, and whether or not it was ‘fluency’ or some other standard.
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I was intrigued by this, and I asked her to expand on her thoughts in our follow up
interview. By way of response she recounted the story of a friend who is a second-language
speaker of English, having grown up in Quebec:

And, my mind changed about fluency when I was talking to her one day, because we

were just having a conversation, she has basically no accent other than like, a Canadian

accent, um, and we’re talking, just having a normal conversation, and she made some
kind of little grammatical mistake. And she didn’t catch it, she didn’t change it, she just
moved on, just kept walking right over top of it. And I had this like moment, where, my
brain pinged on the grammar mistake, and then it also started to just move on, as though
she were just a fl- as though English were her first language. [...] then I had this like
moment where I was like “wait a minute, I realize that she made this mistake because
everybody makes mistakes, and not because she doesn’t know English well enough.

[Erin, Nuu-wee-ya’, 6/2/21]

She went on to summarize her personal definition of fluency as having a level of language
production and reception where “even if there’s a mistake, a native speaker will not think that the
mistake is from a lack of understanding, they’ll just think it’s a mistake because everybody
makes mistakes.” (Erin, Nuu-wee-ya’, 6/2/21)

What Erin seems to be describing then is a moment when her definition of second
language “fluency” shifted from one of L1-like language ability (an absolute, mistake-free,
native-like proficiency) to relative ability (a scalar measure of skill). This shift in definition has
implications for her own language learning goals, as the following quote illustrates:

Yeah. It’s, it’s weird. Fluency is weird. But again if I could reach, if I could reach any

level of fluency, any level of like just have a normal conversation with someone,

[mmhmm] again even to the extent that I can do with Japanese, limited though my

Japanese may be, man that’d be so cool. [Erin, Nuu-wee-ya’, 6/2/21; emphasis mine]

Survey respondents also used the word “fluent” or “fluency”. The use of these terms can

be divided up as follows?:

23 Note that some of the survey responses could not be clearly categorized here; ID 17 and ID 9 for example wrote
“fluency”, the word on its own with no elaboration, as a goal of the effort.

177



Total Example

Fluency as L1-like ability 9 Become fluent and eliminate
English [ID 14, Smuwi¢]
Fluency as relative ability 8 More people speaking the
language at high levels of
fluency.

[ID 240, Manx Gaelic]
Fluency as domain-specific 1 To develop a group of people
ability with sufficient fluency in the
language to be able to carry
out ceremonial activities. [ID
76, Coahuilteco]

Table 14. Survey responses mentioning “‘fluency”

It is interesting to compare tokens of the word ‘fluency’ in the responses from communities with

different language vitality statuses:

Fluency x Language situation

6
5
4
3
2
1 B
0
awakening no L1 few elderly many some adults most adults most adults all members
speakers speakers grandparents, speak, but no speak, and some of the
young people  children children children community,
generally do generally do speak including
not speak not children,
speak

Figure 16. Mentions of ‘‘fluency” by language category

As the chart shows, fluency was not mentioned by any respondents reporting the most
flourishing language situations, but is mentioned relatively frequently in the categories where

language transmission is most restricted.
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Clarity around the use of the term ‘fluency’ is very important in these contexts. Fluency
as L1-like language ability can easily contribute to deficit-model ideas of bilingualism and L2
achievement (see for example Valdes, 2005 for a similar discussion with respect to heritage
Spanish learners). What I mean by deficit models here is that L2 learners might never meet this
L1-speaker standard, meaning they will perpetually be in deficit, failing to reach an unattainable
goal. Like many other examples above, Jackie is one revitalization practitioners who observes
the unattainability of the fluency as framed this way:

Um, hopefully, I do hope that you know my future comes with more... um, again I don’t

— “fluent’ is such a specific word. I don’t, I don’t know if I’ll ever be ‘fluent.” {hahaha}

um, [mmhmm] But, being able to speak well enough, and have enough language to have

like norm, kind of normal everyday conversation. [Jackie, Lushootseed, 7/8/20]

Note that Jackie doubts the attainability of this kind of ‘fluency’, but she doesn’t doubt the
attainability of conversational abilities in her language. Research in motivation emphasizes that a
goal is motivational only insofar as the learner perceives it is within their ability to attain (Eccles
et al., 1983). The standard of the monolingual L1 user — along with being an empirically suspect
notion — is demotivational when it is perceived by learners as impossible to reach. And as
discussed above, this can be discouraging for individual learners and can have practical
consequences on the kinds of support that a community receives for its activities.

On the other hand, the notion of ‘fluency’ as being relative or domain-specific abilities
allows for learners to determine and articulate their own personal intermediate goals along a
trajectory of increasing proficiency, and to set priorities and recognize important progress points.

In the next section, we investigate in more depth the dynamics and motivational force of progress

towards language goals.
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3.6 Progress towards goals

Throughout this chapter, we have seen examples of a variety of different types of goals
articulated by language revitalization practitioners. In this final section, we look more closely at
the link between goals (of any type) and motivation, primarily through the lens of progress in LR
practice. This includes how survey respondents report progress towards community effort
objectives (section 3.6.1), how interviewees evaluate their own individual progress (section
3.6.2), how interviewees describe moments when progress towards goals is either diverted or
halted altogether (section 3.6.3), and how interviewees emphasized the need to celebrate any
amount of progress by recognizing the accomplishment of goals of any size (3.6.4). Following
this section, the chapter concludes with a discussion of how these goals, and these approaches to
goal achievement, support and motivate practitioners.

3.6.1 Survey responses — Measuring progress

In addition to identifying specific goals for the language revitalization effort, respondents
to the Global Survey were asked to judge progress towards these goals, and to provide their
evidence or reason for making these judgements. This was the topic of questions 11 and 12,
reprinted here in their exact wording:

11. How well is each objective met?

12. Please comment on how you are gauging each objective.
Question 11 gave respondents a choice on a scale from 1 to 4. From the 142 respondents in this
data set, numerical assessments were given for 474 different community objectives (to reiterate,

respondents could list up to five objectives each). Table 15 gives the distribution of these ratings:
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Assessment of objective Objectives assessed Percentage of objectives
assessed

Not at all well (1) 26 5%

Not very well (2) 138 29%

Well (3) 180 40%

Very well (4) 130 27%

Table 15. Distribution of Ratings from survey question of how well goals are being met

That is, assessment of progress towards objectives is overwhelmingly positive; 67%, or two
thirds, reported that the objectives were going “well” or “very well.” There were also certainly
some frustrations and disappointments reflected in the one third of negative responses. What is
of interest here is not only the rating, but also #ow the rating was determined (i.e. the answer to
Question 12).

In some cases, objectives rated as being met “not at all well” were explained simply, as
the objective had not yet begun, or it was too early in the initiative to see results:

Not yet implemented [ID 7, N4huatl]

It is premature to make any assessments. [ID 76, Coahuilteco]
Others who gave a rating of “not very well” (2) or “not at all well” (1) identified specific
obstacles to the objective:

Because we have postponed our revitalization efforts that is one reason why it is not well.
[ID 9, Fernandeno / Tataviam]

different groups are not working together. [ID 218, Kumeyaay]

The Kenyan government forbids instruction of local languages in public schools after the
first year. [ID 93, Kisii]

More commonly, rather than explaining why an objective was not being met, survey respondents
gave evidence and examples to back up their rating. Some examples given for the range of
different assessments include:

(I- Not at all well) Many stories have been recorded and transcribed, but not yet
disseminated to the community. [ID 93, Kisii]
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(1- Not at all well) No new speakers have emerged [ID 1, Comanche]
(2- Not very well) through attendance at language classes [ID 53, Anishinaabemowin]>*

(2- Not very well) current versions of the dictionary exist and are in use by teachers, but
not yet by students (until the dictionary is finalized) [ID 94, Chitimacha]

(3- Well) We have TV and radio stations as well as press in Catalonia but none of them in
the Valencian Country [ID 72, Catala (Catalan)]

(3- Well) nuimero de personas que participan en la creacion de contenidos en zapoteco [ID
169, Zapoteco] (my translation: “number of people who participate in the creation of
content in Zapotec”)

(4- Very well) Number of signs, amount of positive media coverage [ID 226, Cornish]

(4- Very well) Students were able to demonstrate their language skills at their final
evaluations [ID 919, Quechua]

In addition to specific examples and evidence, respondents also described types of formal
evaluation mechanisms, such as community surveys, participant observation, and student
evaluations. Thus, respondents demonstrate an awareness of progress towards goals and working
hypotheses about how best to measure that progress; they also are able to identify evidence of
community frustration and the sources of challenges to efforts.
3.6.2 Interviews — Recognizing progress

In interviews, individual practitioners also discussed progress towards goals. They
described observations of increased language use in the community as evidence of progress
towards the community’s goals; they also described noticing their own increasing language

proficiency as evidence of progress towards personal language-learning goals.

24 This assessment pertains to the stated objective, “to revitalize community language;” presumably, the poor
assessment means that attendance by the community in general is low. Interestingly, the other stated objective
from this effort, “to create fluent speakers”, was assessed as 3 (Well), “through preschool age group at Immersion
School.” It might be inferred then that this community effort sees positive progress in the development of some
individual fluent speakers based on outcomes at the preschool, but less positive results for the community-wide
spread of language.
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This includes Lushootseed learners, many of whom referred to, as Chris D put it, “our
numbers, it's the most amazingly ridiculous thing to see where we started in 2014 to where we
are now.” (Chris D, Lushootseed, 6/19/20) Kayla described the growth in number of speakers as
“explosive” and “insane” (Kayla, Lushootseed, 6/30/20). For Randi, this progress in the
community is personally exciting:

And...and just from 5-10 years from what it was 5-10 years ago, and how far we've come.
And and it's almost like we've come so far, but I see us going 10 times as far in the next
five years, as we've done in the last five years. I mean, it seems like we've come
thousands of miles already. [mm] But I think we're going to go 10s of thousands of miles.
[mmm. Does that... is that exciting?] It is. It is. [Randi, Lushootseed, 6/16/20]

Chris D also gave an example of a specific incident that vividly demonstrated speech community
growth:

there's a restaurant in Fife, which is just outside of Tacoma, uhh there's a place called
Johnny's. And we, you know, we always went there, it's like a close place to - it was a
close place to our office. [...] [Zeke] always wanted it to be a place where at some point,
we say, this is the place where tribal members can meet up and know that there will be
other tribal members there who are speaking Lushootseed. [...] And the last time he came
up uhh was, we were sitting there, we were having lunch, and there's a couple of students
from a couple of classes who came in, and they didn't know we're there, we didn't know
they were coming, but that we just in passing had a whole conversation in Lushootseed,
you know, "[LS conversation]" and it went back and forth and Zeke was just...tickled.
{haha} You know? That this was happening. [ Yeah {hahaha!] And he was like, "this is
exactly what I'm talking about!" You know, and it's, it's that, and I think we're on that
path. [Chris D, Lushootseed, 6/19/20]

Interviewees also shared evidence of their progress in their personal language proficiency. In
some cases, this involved external assessment mechanisms, such as a teacher checking off a
reclaimed domain, or passing an exam to be certified as a teacher. In other cases, the examples
were internally rather than externally measured and recognized, such as the case with “click” or
“a-ha” moments, as in Chris B’s example:

So, for example, our language has K's and Q's. [...] And I remember for a long time, |

couldn't hear the difference between [ko] and [qo]. [mmm] And I just, I couldn't do it.
And then suddenly, I realized that I could, and that I could hear the difference for weeks
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before that moment, but I didn't, it didn't click. And so at some point there was an aha
moment that I didn't recognize until like weeks later on, I was able to transcribe what
they were saying, I was like, "oh wait! I'm writing down the Qs" and then I went through
my journal and I realized, yeah, I had been doing it for several weeks. So that was kind of
a cool aha moment. [Chris B, Lushootseed, 7/6/20]

Others, including a heritage speaker of Kristang, identified the moment when you no longer need
to translate from your dominant language as being a significant point of accomplishment:

You see, I think when you...When you can write in that language, that means you are
getting a better hold of it. [ Yeah!] Rather than thinking in this, and translating. [ Yeah.]
You know? [So did the poem feel like that to you?] So, yes, the first poem was a
translation. Well it was more translation. [mmhmm] uhh...By the second poem I did, on
St. Peter's Feast Day, I did it, you know I did it first in Kristang. [mmhmm] Then looked
at it and said, "this word I must change," or you know that. [heritage learner, Kristang,
7/29/20]

This quote also highlights the sense of autonomy and competence that comes along with
advancing language abilities. Another example of learner autonomy comes from Michelle, who
was eager to share a new method she had devised for tracking her own progress:

I was reading some short stories and, man, and I'm reading aloud, and my tongue is
getting twisted, and I am just [mm {chuckle}] I'm like laughing at myself because I know
I probably sound ridiculous, but like, as, you know, two paragraphs in, okay, I'm starting
to sound a little bit better, [...] And so I was thinking, I should [...] record myself reading
the story. [mmhmm] But don't, like don't read it over and over and over again. Just, have
that recording, make sure I label it and organize well. And then continue on my day-to-
day whatever. [mmhmm] And then, maybe a week later, read the story again, recording it,
put it in the same folder, date it, go on. Keep learning. Keep working on my
pronunciation of just general things, or whatever topic I'm working on, and then just go
back to it again. And then like maybe after three or four weeks, listen {ha} to that first
one. Have a good laugh. [Yeah.] Um {ha} and you know just [{ha/}] just to uh, another
way for me to track my progress. [Michelle, Xaat Kil, 5/25/21]

Michelle here shows reflexivity and creativity in her language learning practice; she recognizes
improvements in her language use, and uses this recognition to design a new type of assessment
to continue measuring her own progress. This is one example how motivated revitalization
practitioners innovate in order to meet the challenges of learning and progressing in these

contexts.
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3.6.3 Interviews — Non-linear progress

Of course, progress towards goals is not always a straight trajectory at a steady pace.
Interviewees described times when their progress was frustrated or stalled. They also described
times when they readjusted their goals, recalibrating their priorities and shifting the focus of their
efforts.

Like with some community objectives (see section 3.6.1), individual language learners
also experience periods of stagnation and frustration. For example, Erin described her early
efforts to learn her language independently and without much outside support:

so it just became this slog. And it was just really hard because every time - again every

time I would hit a little wall like I can't figure out what that word is, I can't figure out why

the linguists who were originally recording the language decided to use this letter instead
of that letter, when to me and the recording it sounds like this. I'm like, was it a typo?

Nobody knows! [mm {chuckle}] It just got so overwhelming and tiring, that I couldn't

make a lot of progress. [Erin, Nuu-wee-ya', 7/7/20]

Here Erin identifies many of the obstacles and challenges that other learners also shared: lack of
resources, lack of instructional support, difficult emotions and exhaustion (see also discussion of
the challenge of loneliness in section 4.4.2). Practitioners also articulated the difficulty in
balancing multiple language roles. For example, Cassy relates her past experience as an
elementary school teacher in a tribal school; she had been hoping to take the opportunity to
expose her students to Lushootseed language, but found herself dealing with a distressing lack of
institutional resources for basic educational support. As she shares:

So then I attacked that problem, and it didn't work. [{haha}] And so then I, I was like I'm

not going to support this, and I tried to convince families to not send their kids there, I'm

like they're not going to get educated in academics here. And I wish they would. {ha}

And it was really awkward place to be because they're like, "academics? oh they're

learning how to carve, they're learning how to go clam dig, they're learning this," I'm like,

"Yeah, that's great. But it's a big problem when we're graduating kids that don't know

how to read and write." Like, you know? [mmhmm] So that sidetracked me away from
my language goal. [Cassy, Lushootseed, 7/1/20]
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In the face of challenges, practitioners sometimes readjusted goals rather than declaring
something a failure. For example, Luis said of the Kodrah Kristang language team that “we keep
reevaluating, like we do what makes sense for the time being, and I feel we have been fairly
good at winging it” (Luis, Kristang, 7/18/20). For her part, Charlotte has adjusted one of her
proficiency benchmark goals so that she can ride positive momentum in another area of her
language practice:

and so um I actually have chosen not to test for Level 2 at this point, because I feel like I

don't want to hyper-focus on the domains and get through the 25 or however many, um,

because right now I'm having a lot of fun being conversational in my Lushootseed,

[mmhmm] which is a skill that I've never felt comfortable with and I, I'm getting to the

point where I feel like I can just chit-chat, and I have dreams where I am making up

Lushootseed {haha} thinking, you know things like that. Um, and I wanna like sit in that

space for a little bit, [mm] and sort of not hyper-focusing on getting through domains.

[Charlotte, Lushootseed, 6/9/21]

Practitioners also identified 2020 as a year full of frustrated plans and readjustments, like Erin:
I'm such a plan person, and every plan I've tried to come up with, I don't wanna say that
it's turned to ash, but I have had to generate more plans in the past [{ha}! mmhmm] year,
year and a half? [mmhmm] Than I have ever had to generate at one time. Probably ever in
my entire life. [...] it's all just been such a mess. Um, and I guess like if [ were to give
myself a little bit of a pat on the back, I think I'm doing a decent job of like, noticing a
problem, making a plan, realizing that the plan doesn't work any more, throwing the plan
away, [mmhmm] making a new plan...um, but man, even just making the new, like,
dropping the old plan, making the new plan? Is very mentally taxing. [Erin, Nuu-wee-ya',
6/2/21]

The effect of the pandemic year on language practice and a comparison of interviewees’

reflections in their initial interviews (Summer 2020) versus follow-ups (Summer 2021) is

discussed in sections 5.3.2 and 6.4.

3.6.4 Interviews — Any amount of progress is progress
Practitioners articulated the importance of recognizing language learning progress, no

matter how big or small. In fact, when asked what advice they would give to new language
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learners, eight different interviewees gave some version of “any baby steps are steps forward”

(Charlotte, Lushootseed, 6/25/20). As Michelle puts it:

oh {sigh} I would say...It's never easy but it's so worth it. [mmm] Um, yeah. Because it's
not. It's very challenging. [mmhmm] And even, even if you only know one phrase and use
that phrase every day, that's still an accomplishment. That's huge. [mmhmm] And so uh
finding, finding small victories. [mmhmm] Um, being proud of yourself for each word,
each phrase. It...it's worth it. [Michelle, Xaat Kil, 7/16/20]

Karelle explicitly tied this point to the importance of breaking large goals down into discrete

steps:

I would, yeah, I would say, like, don't be discouraged. Baby steps are steps forward.
Right? Like, and so I think that, like, it can seem very daunting to learn a new language
[...] if you haven't had sort of that experience, even learning a second language at any
point in your life, um, you know, the idea can seem very overwhelming and daunting.
[mmhmm] But, I'd say like, start a little bit at a time. And, um, and set little goals for
yourself. You know, like, like nobody goes from being, from zero to complete fluency in
a week. Like that's, it takes us years to learn languages. And um, yeah and every little bit
of progress is progress. [Karelle, Nanticoke, 7/1/20]

This was echoed by a Kristang learner who also has experience formally studying many other

languages:

I think the problem with thinking long-term in Kristang, or like any language in general,
is just that there's just so much you can know. And I think like what really helped me
keep up motivation in Kristang was to just take it step by step by small step. [learner,
Kristang, 7/31/20]

Erin also tied this realization to her previous experience trying to teach herself Japanese outside

of a formal class:

And it was not very effective. And I learned almost nothing. Um - wow, wow that's
really...discouraging. But, like, the good thing is that learning in that way, I feel like I
have developed a level of scrappiness in terms of just the willingness to understand like,
this is going to be slow. This is going to take forever. This literally might be the project
of your lifetime. [mmhmm] And I think for that reason, even when I get discouraged and
sad and like, feel like the weight of the world is on my shoulders, I can still look at it and
be like any progress, like one micron of progress, is still progress. [mmhmm] Maybe 1
didn't learn anything over the past like three months, but today I learned this one new
word. And that's progress. {ha} [Erin, Nuu-wee-ya', 7/7/20]
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Beth shared that her own language mentor has given her this advice over the years:
But I think having the teacher I have, you know, he was like, "Don't think about the
whole dictionary." [...] he's like, if you have five - if you want to make a dictionary, and
you have five words, you have a dictionary of five words. It's not that you don't have a
dictionary, because you only have five [mmhmm] Words, right? It's like you always have
a dictionary. It's just your dictionary has five words in it. [...] you always have the whole
thing. And so I think that has been one of the things, that and the, you know, 'mama' story
about being like supportive of like, being anywhere close to the word. That should be
greeted with like love and celebration. [mmm, mmm] Both by yourself and by the people
around you. [Beth, Nez Perce, 8/10/20]
Recognizing progress this way shifts the focus away from what individual learners have not yet
achieved — and might never be able to achieve in their lifetimes — and onto progress towards
measurable and attainable goals. As the excerpts in this section illustrate, this reframing can
significantly reduce feeling of discouragement that can come with this challenging language
task.
3.7 Goal achievement and motivation
Recognizing these incremental moments of progress is motivating. Part of how it
motivates is by lowering the affective filter, a term used in SLA to describe barriers created by
feelings such as defensiveness and anxiety (Brown, 2007). Researchers hypothesize that
lowering this filter helps facilitate learning (e.g. Krashen, 1982). In fact, Carson referred to this
concept in his list of “tools” both for learning the language and for “bringing back positive

aspects” of the heritage culture:

It's like the same tools that you need to learn the language like letting down your, your
affective filter, practicing daily, like those are all things that are going to help you build
back those positive aspects of what you see as important in the culture into your life.
[Carson, Nuu-wee-ya', 7/9/20]

This idea of the affective filter ties in with the need to remove discouragement in order to make

progress.
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In fact, recognizing progress not only lowers affective filters (such as feelings of being
overwhelmed and discouraged); practitioners report positive spikes in motivation when small
goals are achieved. Charlotte gave one example:

And then today actually in language, Zeke asked us, and this is his first week of doing
this, "just on the spot as best as you can from memory, tell me how you floss your teeth,"
or whatever. And today I did flossing my teeth and I did it. And he was like, “well, if you
can do that, then my job here is done." [{hahaha}] I was like, cool. I actually did it. It
doesn't happen super often but those, those moments are like, I'm hoping just to float on
that for the next couple of weeks. {hahaha} [Charlotte, Lushootseed, 6/25/20]

Michelle described how this positive spike pushes her to invest more time and effort into

language learning:
If I am like on a high, if I've had an amazing day, or you know we've talked about the
unique sounds, and if I'm like just nailing it with my pronunciations [mmhmm] and,
feeling really good, I, that carries. That carries into the rest of my day for sure. [mm] Um,
to, to the point where sometimes like I, I'm not doing what I'm supposed to be doing,
because I'm like, "oh I'm so on right now! I just wanna totally focus on language."
[Michelle, Xaat Kil, 5/25/21]

Michelle added that one reason she was eager to do periodic language assessments (see her quote

in Recognizing Progress, section 3.6.2) was to increase her confidence by documenting progress:
So, or every four months maybe, just to keep track and make sure that [mmhmm mmhmm]|
I am progressing, and especially in times I know we talked about before like, some days I
feel like I know a lot. Ask me anything! [mmhmm] And other days I'm like, I don't know
anything. [mmhmm] You know? And so this'll be good for my confidence [mmhmm] um,

to be like, "oh yeah. Listen to how you said that! And listen to how you say it now."
[Michelle, Xaat Kil, 5/25/21]

Thus, defining success, identifying intermediate goals, and recognizing measurable progress are
ways that language revitalization practitioners sustain motivation and effort in their language
practice.

In this chapter, we have looked at the wide variety of goal types that language
revitalization practitioners articulated when discussing their work. Some of these goals relate to

language skills, while others illustrate the connection between language practice and goals that
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go well beyond the acquisition of linguistic skills. This typology demonstrates the wide range of
goals available to language learners in these contexts. Even more importantly, this discussion of
varieties of goals underscores the point individuals are motivated in their L2 learning tasks by
goals which transcend the barrier between language and culture, between the language classroom
and the outside world, and between individual attainment and community outcomes.

In the next chapter, we delve deeper into these connections between individual and
community by investigating how practitioners described the centrality of Relationships to L2
motivation. Following that, we take back up again the discussion of progress and trajectories by

looking at L2 motivation through the lens of Time.
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CHAPTER IV. RELATIONSHIPS

1It's still really boils down to the relational connection piece for me. But that, I guess is a really
big part of that. My dad specifically and our relationship. [Jackie, Lushootseed, 7/8/20]

4.1 Introduction

In this chapter, we investigate the “relational connection piece” invoked by language
revitalization practitioners like Jackie in this opening quote. Practitioners’ relations may inspire
and support; they may hinder or challenge; they may sustain practitioners through difficulties.
Practitioners work to serve as inspiration, support, and guides to their relations in turn.
Relationships are central to language revitalization practice and to motivation.

4.1.1 SLA Theory — Room for Relationships

In the field of second language acquisition, some theorists and researchers have
increasingly focused on the social and situational nature of language learning, in particular
following Block’s observation of the need for a ‘social turn’ (2003) in the field. As Atkinson
(2011a) notes, the “Cartesian-inspired cognitivism” (p. 7) which pervades the social sciences
also manifests in the field of SLA, such that mainstream SLA is “dominated by a view of
learners as computational systems and of learning as information processing” (p. 18). Several
prominent ‘alternative’ approaches (Atkinson 2011b) to this individualistic, information-
processing model include Sociocultural Theory (Lantolf & Pavlenko, 1995; Lantolf & Thorne,
2006), Identity Theory (Norton, 2000; Norton Pierce, 1995), and Language Socialization (Duff,
2007). Taken together, these approaches point towards second language learning as emergent
from social interactions and mediated by relationships with others.

Besides accounting for the socially constructed nature of language, SLA researchers also
theorize the role of social interaction as a mechanism for language attainment. For example,

Swain’s Output Hypothesis (2000; 2005) posits that language production helps learners to notice
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gaps in their current skills, test hypotheses, and reflect on their current metalinguistic
understanding. This focus on production is a pointed rejection of the earlier notion that
comprehensible input alone is the primary source of language acquisition (i.e. the Input
Hypothesis, Krashen, 1982). In the formulation of the Output Hypothesis, interacting with others
affords a language learner the chance to discover gaps in their linguistic repertoires and to
confirm and integrate new knowledge.

Recently, the Douglas Fir Group (2016) argued for a transdisciplinary framework to
researching second language acquisition, in particular by considering the nested ‘levels’, from
individual cognition to family relationships to sociocultural factors, that constitute the ‘context’
of language learning. Despite the call from multiple SLA perspectives to recognize language
learning as a fundamentally situated and social activity, the notion that L2 learning is primarily a
mechanistic, individualistic, mentalistic endeavor is so pervasive that it is one of the eight
‘myths’ that Brown & Larson-Hall (2012) dissect. In their book aimed primarily at a language
teacher/novice SLA researcher audience, they address what they call “Myth 8. Language
acquisition is the individual acquisition of grammar” (2012, p. 145). They argue that “while
admitting that it is the individual who ultimately learns, [we] would argue that language
acquisition exists in context, and that social context, looking beyond the individual, is important”
(2012, p. 147). This myth of the a-social individual language learner is, of course, not restricted
to theorizing in instructed SLA specifically, but is also a common pitfall of research on
individual differences, including motivation.

4.1.2 Relationships in L2 Motivation Research
As noted in the introduction, earlier models of L2 motivation often portrayed L2 learners

as individuals with stable, dichotomous ‘orientations’ towards the target language community
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(e.g. Gardner, 2001). Recently, some motivation researchers have turned towards more a more
contextualized and dynamic understanding of L2 learners and their motivations; of particular
note are Ushioda’s (2009) ‘person-in-context relational view’ of motivation as well as the
growing influence of Complex Dynamic Systems Theory in the field (Ddrnyei et al., 2015;
Larsen-Freeman, 2015).

The dominant model in L2 motivation theory continues to be Dornyei’s (2005) L2
Motivational Self System, or LZMSS. To recapitulate the discussion of this model from the
Introduction chapter (section 1.3.3), the LZMSS includes three components:

1. The Ideal L2 Self (e.g. the person one would like to become is a speaker of an L.2)

2. The Ought-to L2 Self (e.g. meeting expectations, avoiding negative outcomes)

3. The L2 Learning Experience
In his 2009 iteration of this model, Dérnyei explains that the L2 Learning Experience component
“concerns situated, ‘executive’ motives related to the immediate learning environment and
experience (e.g. the impact of the teacher, the curriculum, the peer group, the experience of
success). This component is conceptualized at a different level from the two self-guides®”
(2009, p. 29, emphasis mine). The two points I have produced in bold here raise theoretical
issues with this key component of motivation.

The first issue is that it is the immediate learning environment only which is formulated
as impacting language learners’ experience and motivational dynamics; in much of the literature
this is narrowly confined to the walls of the language classroom. But the L2 learning experience
is affected by many different historical, cultural, social, and interpersonal factors (Ushioda, 2020;

Douglas Fir Group, 2016), and the strict distinction between the classroom and the world seems

25 Ddrnyei uses the term ‘self-guides’ or ‘future self-guides’ to refer to the twin constructs of the Ideal L2 Self and
the Ought-to L2 Self.
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to be more a matter of convenience for researchers than it is a reflection on learners’ experiences
in reality. Furthermore, from a practical standpoint, language learning involves a range of
different activities in a range of different environments. This is particularly the case in language
revitalization; some language learners never set foot in a classroom at all. This is not to say that
revitalization practitioners are only impacted by macro-contextual factors, but rather to point out
that motivation in these contexts is impacted by both larger macro-contexts as well as the
immediate learning environment (including the language learning classroom for some). The
impact of these different contextual levels is discussed in this chapter, in particular in section 4.2
about the types of relationships, as well as in the chapter on Time, section 5.3.

The second issue with this quote is the idea that the experience of the learner “is
conceptualized at a different level” from the ideas of the Self. Ushioda (2009) argues that this
sets up a dualism between an individual and her context, which is approached as “something pre-
existing, an independent background variable, outside the individual” (p. 218). This dualism also
implies a one-way relationship between a learning context and the learner; the experience
impacts the learner’s motivation, but never vice versa. Indeed, as Ushioda (2020) has pointed
out, there is a growing recognition that many models of motivation are problematic in that they
only account for contextual influences on the individual, and not the mutual influence of
individual on context as part of a “dynamic interactive process” (p. 54).

Given these critiques, Ushioda argues for a “person-in-context relational view of
language motivation,” by which she means “a view of motivation as emergent from relations
between real persons, with particular social identities, and the unfolding cultural context of
activity” (2020, p. 215). This view of language motivation underscores that individuals have the

potential to “act upon, shape, and transform their contexts in significant ways, instead of

194



positioning them (and their motivation) as objects that are necessarily determined or controlled
by these contexts” (p. 55) In this framework, motivation in language revitalization takes into
account the relationships that make up the ‘context’ of language practice as well as the dynamic
and reciprocal nature of relationship.

The ‘dynamic turn’ (Dérnyei et al., 2015a) in motivation research, which sees theorists
engaging with ideas from Complexity Theory and Complex Dynamic Systems Theory, further
engages with the nature of context in L2 motivation. As Mercer (2016) points out, “[f]Jrom a
complexity perspective, context is not perceived as an external, objective, independent variable
affecting the self, but rather is seen as an integral part of our self system.” (p. 12). That is, it is
perhaps theoretically impossible to pose a role for context that is “at a different level” (Ddrnyei,
2009, p. 29) than the images of the Self. Mercer (2016) argues that “it is not a binary question of
whether the self is socially constructed or not, but rather [...] the question of how our continually
evolving, dynamic but phenomenologically real mental sense of self is defined by contexts past,
mediated and defined by our interaction in contexts present, and determines our goals and future
selves.” (p. 15).

Dornyei himself notes that constructs in the L2 Motivational Self-System may be
inadvertently construed as “individualistic” and “community-independent” notions of the self,
especially given the gross over-representation in the literature of L2 learners of Global English
(Dornyei & Al-Hoorie, 2017, p. 459). In this chapter, I argue that in language revitalization
practice is inextricable from community, and hence motivational images of the “Self” are

inextricable from context and relationship.
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4.1.3 Relationships and Relationality in Language Revitalization

Compared with dominant models of L2 motivation focused on learners of English,
Ushioda’s (2009) ‘person-in-context relational view’ of motivation resonates more strongly with
what Indigenous practitioners of language revitalization say about their motivations and
experiences. For example, Hall (2021) described three different relationships which have been
key to her language revitalization work. The first was her father, who started her off on her
journey (p. 54-60); the second is with other Nuu-wee-ya’ learner-speakers, who inspire and
support her (p. 84); and the third is her extended language revitalization community, which
includes practitioners from other language communities as well as academic linguists (p. 85).
Though she does not frame her discussion in terms of individual motivation, her argument about
the nature of these relationships is reflects her motivational orientation: “Fundamentally my
passion to continue this work exists because I exist in relationship with others.” (p. 84)

Another Nuu-wee-ya’ practitioner, Carson Viles, conducted research on motivation in a
multilingual community of language revitalization practitioners. He found that forming
relationships with other language learners gave individuals in this community the opportunity to
participate in activities that “combat feelings of loneliness, stress and being overwhelmed" (Viles
2013, p. 32; see also discussion this chapter, section 4.5.3). He also argued that by strengthening
the link between individual language learning and family well-being may help to support
motivation, due to the fact that working to revitalize a language for one's community can be
dauntingly abstract; bringing it back to family helps make the work more concrete” (p. 33). That
is, associating language learning goals with close personal relationships makes language learning
more personally meaningful, which may have a strong impact on motivation.

Relationships are also central to MacIntyre et al’s (2017) Rooted L2 Self construct, which

arises out of research with heritage learners of Gaelic on Cape Breton Island in Nova Scotia.
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They describe the concept of the Rooted L2 Self as being ““a heritage-oriented concept defined
by strong feelings of connection to speakers of the language, which can be tied to specific
individuals (such as one's grandmother) but more generally a defined community” (p. 512). This
construct speaks to the ‘context’ part of the ‘person-in-context relational view’ by incorporating
both the immediate learning environment as well as “historical knowledge, connection to one's
ancestors, identity, attachment, demographic trends, hopes for the future of the language and its
meaning to future speakers, among other interrelated ideas." (p. 512). Thus the Rooted L2 Self
expands the third level of the L2MSS beyond the immediate context, and more fully elaborates
the relational aspects of this context. Maclntyre et al. (2017) also argue that in heritage contexts,
the Ought-to L2 Self construct takes on a different form, given the nature of relationships and
responsibility in these communities (see section 4.3.2.1).

These examinations of relationality in language revitalization fit within ontologies that
center relationships. Indigenous theorists in particular emphasize the centrality of relationships;
as Wilson (2008) says, in Indigenous framed research, “relationships do not merely shape reality,
they are reality” (p. 7). This is also echoed in the ‘agential realist framework’ of quantum
physicist and philosopher of science Karen Barad, who argues that what we have discovered
about the physical makeup of the universe evinces that “distinct agencies do not precede, but
rather emerge through, their intra-action,” that is, “’distinct' agencies are only distinct in a
relational, not an absolute, sense, that is, agencies are only distinct in relation to their mutual
entanglement,; they don't exist as individual elements” (Barad, 2007, p. 33 emphasis original). It
is with this understanding, that individuals are defined by their relationships and mutual

entanglement, that individual motivation can be construed as fundamentally relational.
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4.1.4 Overview of chapter on Relationships
This chapter illustrates the relational nature of L2 motivation in language revitalization
practice. Section 4.2 elaborates a typology of relationships, as discussed in the Survey (section
4.2.1) and in interviews (section 4.2.2). Section 4.3 discusses varieties of motivational
mechanisms that arise from relationship, such as feelings of reciprocity and responsibility or
pleasure in sharing social activities through language. Section 4.4 discusses the challenges that
can arise from difficult relationships or from lack of relationships. Section 4.5 then discusses the
ways that relationship-building supports language learning, and, mutually, the ways that
language learning strengthens and defines relationships.
4.2 Varieties of relationships
Before describing the many ways that relationships impact language practice and
motivation, I first highlight the many different types of relationships noted by practitioners in
both the survey data and interviews. Section 4.2.1 outlines the types of relationships mentioned
in the Global Survey, including some discussion of how these different types are distributed
across different survey responses. Section 4.2.2 discusses the nature of relationship types
mentioned in interviews. The point of this section is not to lay out a typology of relationships
that are categorical and strictly delineated; rather, the point is to show just how diverse and
extensive the networks of relationships are in language revitalization practice.
4.2.1 Interpersonal connections in the survey
In the Global Survey, respondents frequently mention important people and important
relationships when describing their language efforts and their objectives. Of the 142 survey
responses in this set, 103 (72.5%) mentioned at least one type of relationship. The frequency of

these Interpersonal Connections codes underscores how central these relationships are to

198



language practice in these contexts. There are several major sub-types of relationships mentioned

in surveys, and Table 16 gives their distribution.

Category Number of surveys that mention
Family 33 (23.24%)
Focus on elders, ancestors 25(17.61%)
Focus on youth, children 64 (45.07%)
Generations 27 (19.01%)
Key individuals 55 (38.73%)
Outside connections 36 (25.17%)

Table 16. Interpersonal Connections in the Global Survey
To give a better sense of the role of these relationships in survey responses, I give examples from
each category in the following sub-sections. I then end on a note about how three of these
categories (Elders/Ancestors, Youth/Children, and Key Individuals) are differentially distributed

among efforts representing different language vitalities.

4.2.1.1 Family
In describing objectives for their language efforts, some survey responses mentioned
family in language revitalization:

To have families and community members rethink education [ID 86, Keres-Cochiti
Dialect]

To support families in their revitalization efforts [ID 86, Keres-Cochiti Dialect]
to provide support for families where Inari Saami is used as home language [ID 18,
Aanaar Saami]

Respondents also specifically mentioned the parents:

Trabajar con padres de familias = “Work with parents of families.” [my trans] [ID 205,
Lenguas chatinas]

teach the parents to speak the language also [ID 51, Chippawa / Ojibway]
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Parents speak the language to their children®® [ID 156, Hokkien]

dos pais de que os filhos estdo falando mais o portugués que a lingua nativa = “of the
parents whose children are speaking more Portuguese than the native language.” [my

trans] [ID 248, Tkpeng]

Some respondents also reflected on the role family has already played in the effort, either

families in the community who initiated the effort on their own or family who supported them in

language:

families from various villages worked collaboratively to revitalize our tithini language
[ID 5, tithini]

a tribal family began work in the home (1991) and these efforts eventually became a
catalyst for a community effort beginning in 1996. [ID 241, Miami-Illinois]

I began studying with help of my family who gave me recordings on cassette tapes, a
Whistler dictionary from the 1980's, a chapter from a different dissertation (Wash) on
adverbial clauses, another dictionary and topics discussion dissertation (Beeler) and
homemade language kit they made for my generation of kids within the family. [ID 14,
Smuwic]

In addition to the broad category of family, survey respondents also mentioned individuals with

specific roles in the family and in the community, including elders/ancestors (discussed next in

4.2.1.2) and children (discussed in 4.2.1.3)

4.2.1.2 Focus on Elders, Ancestors

Survey responses that focus on elders or ancestors may mention their central role in

language maintenance:

Elders called for help, and heritage organizations were formed as a result. [ID 128,

Tlingit]
Getting elders to teach children the language [ID 121, Western Apache]

The old people worked very hard to have a language programme running in their school.

It is a legacy and a commitment which needs to be supported and fostered. [ID 157,

Wubuy]

26 This is an example of an excerpt that would be double-coded; this is coded and counted both as “Family” and

also “Focus on youth, children.” Perhaps not surprisingly, there is a large overlap between the “Family” and

“Children” codes.
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ask old people questions to broaden my horizon in the socialization process of my people
[ID 915, Yoruba4]

There is no start, this has been going on since Elders resisted English and held onto our
language and ceremonies [ID 43, southwest ojibwe]

There is also the acknowledgement that the loss of elders brings a sense of urgency to language

efforts:

Survey

As Elders began to die, the language communities began to see the need for language
maintenance and revitalization efforts [ID 145, Anishnaabemowin]

Some of the elder speakers realized the language speakers were becoming scarce so
started on their own some language classes. [ID 153, Ponca language]

respondents also shared that language practice is a way to reconnect with ancestors and

honor their legacy:

It is important to continue what our ancestors have passed on to us [ID 86, Keres-Cochiti
Dialect]

nos ayuda a entender a nuestros viejos abuelos y la cosmovision que ellos tienen = “It
helps us to understand our old grandparents and the worldview that they have.” [my
trans] [ID 207]

the efforts started with a series of dream visions that Jessie Little Doe had in which her
ancestors were asking her to bring language back home. [ID 105]

4.2.1.3 Focus on youth, children

The most common theme in survey responses was a focus on children and youth in the

community. In some cases, survey respondents articulated their goals specifically with respect to

education and outreach to young people:

Teaching the language at K-12 level. [ID 121, Zapoteco]
Children raised and educated in the language [ID 128, Tlingit]
Bring young people up in the traditional longhouse community [ID 143, Kanien'kéha]

El suefo del equipo es de tener una biblioteca donde attender a los nifios. = “The team’s
dream is to have a library where (they) attend to the children” [my trans] [ID 170,
Diidxaza]

One respondent shared three interrelated objectives that all center on the role of children in

language revival:
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Have the speakers teach the children [ID 218, Kumeyaay]
have the children speak the language [ID 218, Kumeyaay]
Have the children sustain the language by speaking to other children [ID 218, Kumeyaay]

Respondents also detailed specific language proficiency targets for young people:

sendo aprendido cada vez mais cedo pelas criangas. = “being learned more and more by
the children.” [my trans.] [ID 248, Ikpeng]

Getting all children to be bilingual again [ID 121, Western Apache]

K 6-7 romam netu 1100 MOHUMAIOT SI3BIK XOPOIIIO, JTHMOO0 BIAJICIOT MM aKTUBHO, HA YPOBHE
CBOEro Bo3pacta. = “By the age of 6-7, children either understand the language well, or
speak it actively, at their age level.” [my trans.] [ID 252, kapenbckuii = Karelian]

In addition to goals specifically related to language acquisition, respondents also shared their
hopes that the language effort could have a positive impact on youth identity and cultural ties:

Support, develop, and implement strategies to turn the hearts and minds of children
toward, not away from, their indigenous language and culture. [ID 84, Iquito]

I know what I am and who I am. And I know where I belong because of the language my
community speaks. My children don't have that link to their identity. [ID 146, Yup'ik]

To ignite and sustain interest in the language in young people [ID 27, Dajim]

Motivar a los nifios a que empiecen a querer el zapoteco como lo hacen los organizadores
= “To motivate the children to begin to want/love Zapotec like the organizers do.” [my
trans] [ID 170, Diidxaza]

positively shape youth identity to strengthen connection to tribe [ID 63, Myaamia]
There are many other ways that respondents expressed their hopes and dreams for children
(including the children of their own family) and the role they see children playing in language
maintenance:

Ne kati tyotyelahtu i-kelhe akyaluhkhane nén kheya?0-kuha yolihowana ne tho nu
aoliwake So then the first thing I want for the two girls to speak it is my children (two
daughters) it is a great matter there where on that subject [ID 12, On"yoteaka]

We want Gangte kids both now and in the future to have similar opportunities to other
children - to be able to thrive in their language and culture. [ID 127, Gangte]

We must past that on to our children and they will carry us forward. [ID 86, Keres-
Cochiti Dialect]
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Incentivar a los hablantes de zapoteco para que trasmitan la lengua a los jovenes = “To
incentivate the speakers of Zapotec so that they transmit the language to the youth.” [my
trans] [ID 191, Zapoteco]

This focus on passing down language is also clearly captured in the Generations lexical code,

which I turn to next.

4.2.1.4 Generations
Because intergenerational transmission is so central in the literature on heritage language
maintenance (e.g. Fishman, 1991), I tagged survey responses that explicitly use the words
‘generation’ or ‘intergenerational’ (or their translational equivalents in other languages). Some
respondents in fact refer specifically to “intergenerational transmission”, e.g.:

intergenerational transmission in the homes [ID 43, southwest ojibwe]

Incentivar a la transmision intergeneracional = “To incentivate the intergenerational
transmission.” [my trans] [ID 167, Toba]

to prevent the language death (to secure intergenerational transmission) [ID 28, Irish]

The use of this specific phrase suggests some familiarity with the literature relevant to language
revitalization. Other respondents described their own observations of the relevance of
intergenerational transmission in their communities:

Parents who still speak the language are at their child-bearing age. It's important that they
are aware that their language will vanish if they don't pass it on to the next generation.
[ID 156, Hokkien]

Nuosu Yi is still transited to the next generation, but the losses of vocabularies,
structures, cultures occur. [ID 114, Nuosu Yi]

Other respondents framed this in terms of passing down to future generations:

To document and preserve the language for future genarations [ID 34, Tjwao]

Garantir a vitalidade da lingua pelas geragdes futuras = “To guarantee the vitality of the
language for the future generations.” [my trans] [ID 248, Tkpeng]

Preparing students to be teachers of future generations [ID 10, Kanienkeha]

Still others used the term to express hopes for current generations. This might focus specifically

on the community’s young generation:
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to raise a young generation of speakers [ID 111, Kaanze {e]
But one respondent used the term to express a goal for language across all ages:

to create active language speakers' community penetrating all generations [ID 18, Aanaar
Saami]|

It is perhaps notable that this is the second-least frequently mentioned relationship type coded for
these survey responses; only 27 out of 142 respondents used the word ‘generations’ anywhere in
their responses. This frequency might be artificially low due to the fact that it was /exical rather
than semantic; that is, clearly some of the answers quoted above in the “family” and “youth,
children” categories also pertain to intergenerational language transmission. The infrequency of
intergenerational transmission as a stated objective for revitalization efforts was in fact already
observed by Peréz Baez et al. (2019). However, I note that in my analysis, I am considering
relationship categories holistically across different qualitative questions. For example, the
Hokkien excerpt above is an answer to question 25 (“Why is the revitalization of your language
important?”) and the Nuosu Yi excerpt is an answer to question 26 (“Is there anything else you
would like to share with us?”), rather than to Question 10 about objectives. This suggests that
intergenerational transmission might be a central concern of language revitalization efforts, even
if it is not explicitly articulated as an objective.
4.2.1.5 Key individuals

Another very common theme in survey responses is the mention of key individuals and
their roles in the language effort. In some cases, these individuals are mentioned by name:

Johnny Poahway is a member of the Comanche Business Committee saw the need to

teach young people and started teaching in Oklahoma to highschool youth. Geneva

Navarro began teaching in New Mexico in the mid-90's and moved to Oklahoma in 2003

to teach at the Comanche Nation College. She moved back to New Mexico and began

teaching the Comanche language again in the Summer of 2016. She taught briefly in

Santa Fe but the interest died out so now she is teaching in Albuquerque only. [ID 1,
Comanche]
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many people in the community had been drawn to the language in the years before digital
archives. one woman in particular, liz?” dominguez was driven to learn the language and
seek out the harrington notes and recordings. sadly she passed away in 2008, but many
around her kept moving forward. [ID 236, shmuwich, chumash]

Many other unnamed individuals are mentioned as being central to an effort:

A husband-wife team of a Native speaker and anthropologist started the initiative, with
the help and support of the Tribal Council [ID 113, Koasati]

Muurrbay Language Centre formed by a very small group of elderly speakers working
with a linguist to keep language from dying out. [ID 152, Gumbaynggirr]

These efforts are being continued by one of the original students, now working as a
teacher. [ID 111, Kaarze le]

Three sisters represent the last of their tribe and had not spoken the language themselves
nor passed on what little they knew to their children. They approached me to help them
form a group to begin revitalisation. [ID 47, Mpakwithi]

In about 2007, a group of interested community members began meeting informally
approximately monthly or bimonthly to practice language together. This was a group of
about 10 total consisting of learners and speakers [ID 124, Meskwaki]

Survey respondents also reflected on their individual role in the effort; that is, sometimes the
“key individual” was the respondent themselves:

I, Ladan Babakodong, a native speaker of the language got the motivation and decided to
use the NGO, BEST to promote the revival and sustenance of the language. [ID 27,
Dajim]

Though many people have helped -- translating a paragraph or reviewing a few sentences

and sharing their stories -- I feel like this effort has been primarily been driven by me. [ID
260, Marshallese]

Me, a PhD candidate, started doing linguistic fieldwork in the Panard community [ID 89,
Panar4]

As the previous quotes illustrate, individuals who play central roles in these efforts may be
community members, or they may be external stakeholders, such as linguists:

In ~1999, Lev Michael and I heard from contacts at NGOs in Peru that the principal
Iquito community, San Antonio de Pintuyacu, was looking for help with documentation
and revitalization efforts, so in 2001 we went to visit and see if they were interested in
our help -- linguistic, technical, political, and financial and nature. [ID 84, Iquito]

27 Note that | reproduce survey responses exactly here, meaning spelling and capitalization etc. is preserved from
the original.
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4.2.1.6 Outside connections
Survey respondents gave examples of relationships with those outside the community
that have been important in some way. As noted above, this might include outside linguists or
academics:

2 individuals from the community took the initiative to attend the Breath of Life
workshop in Berkeley in 1996, and that started the revitalization movement. An outside
linguist (me) joined them in 1997. [ID 78, Mutsun]

They invited the outside linguist to assist them with their efforts to document and
preserve traditional oral narratives. [ID 60, Desano]

Dr. Ewald Hekking inicid el proyecto en 1981 en la Universidad Auténoma de Querétaro
y pronto encontr6 gente hablante nativa con la que ha realizado importantes trabajos. =
“Dr. Ewald Hekking initiated the project in 1981 in the Autonomous University of
Quereetaro and shortly encountered native speaking people ewith whom he has realized
important works.” [my trans] [ID 195]

In these examples, it is the outside community member who is supporting the language effort
(see Peréz Baez et al., 2019 for further discussion of the role of individuals external to the
language community).

Survey respondents also described wanting to connect with — and even support — efforts
in other languages as one of the objectives for their work:

To network with other organisations of similar objectives in Zimbabwe and the world
over. [ID 239, TjiKalanga]

Linking the Asturian community with other communities of minority languages in
Europe [ID 67, Asturian]

share the materials with another band which also has no living speakers or curriculum [ID
98, Halkomelem]

Respondents also expressed an interest in finding out more about what communities around the
world are working on, in the hopes of learning from the global community of revitalization
practitioners (see 6.2 for more discussion of these survey entries).

I would like the possibility of guidance through workshops or consultations with others

working on such projects. [ID 122, Kotiria]
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I wonder how other SL revitalization activities are faring and if you could share any of
the references and/or their activities and success with me? [ID 905, Tibetan Sign

Language]

Thank you for doing this survey. Is there a way to see the results - will they be published
somewhere? Would be so great to see what other communities are doing to get

inspiration. [ID 127, Gangte]
4.2.1.7 Comparison

The vast majority of survey respondents mentioned relationships in their responses (103

out of 142, or 72.7%). But respondents did not always mention the same #ypes of relationships as

a point of focus. Interesting comparisons can be made between the application of the Elders,

Ancestors code, the Youth, Children code, and the Key Individuals code, particularly comparing

across different language situations, as Figure 17 does.

Interpersonal connection focus x Language situation

35

30

25

20

15

(2]

Awakening No L1 Few elderly Grandparents Some adults Most adults Most adults All members
speakers speakers  speak but few but no but generally  and some including
younger children not children children  children speak
people

focus on elders, ancestors

focus on youth, children M key individuals

Figure 17. Interpersonal Connections sub-codes by Language Situation

As can be seen, a focus on children is attested across all language statuses, though it is

proportionally more frequent in the higher vitality categories. Conversely, a focus on elders is

significantly /ess frequent in communities with more first language speakers; in fact, in vital

207



languages in which every member speaks, there is no mention of elders or ancestors at all. This
suggests that as language shift advances, older language users take on increasingly more
important roles as an increasingly small core of knowledge bearers.

Evidence that it is the vitality status of the language that correlates best with this role shift
can be found when looking at responses from South America, specifically; these responses
covered efforts at both the highest and lowest vitality statuses. Out of the total of 23 responses
from South America, the only one to mention elders or ancestors (antepasados in this case)
comes from an effort to support an awakening language:

Como responsable de la iniciativa 'Curso de aproximacion a la lengua chibcha o muisca',

mi principal motivacion fue y sigue siendo que mis hijos hablen la lengua de sus

antepasados y que este trabajo sea abierto tanto para descendientes de muiscas como para

el publico general = “As the one responsible for the initiative ‘Course of approaching the

Chibcha or Muisca language’, my main motivation was and continues to be that my

children speak the language of their ancestors and that this work be open both for the
descendents of Muiscas and for the general public.” [my trans] [ID 166, chibcha]

Though the data are too sparse to make strong quantitative claims about this pattern, the fact that
no other effort in the region mentioned elders does suggest that there is something about the
vitality of the language, rather than the geographic region, that might correlate with the emphasis
on this relationship.

Another important and related point to note in Figure 17 is the mention of Key
Individuals. The distribution of this code indicates that specific individuals are significantly more
salient in efforts to awaken or revitalize dormant languages. This is an important point to
consider when discussing language awakening efforts specifically, as it underscores both the
potential power and potential burden that an individual practitioner may hold in her community.

4.2.2 Relationship types in interviews
In interviews, practitioners described a wide variety of types of relationships that have

shaped them and their language work. These relationship connections are both within and outside

208



the language learning environment, within and outside the family, within and outside the
community.
Several different types of relationships are invoked in interviews, such as:
* Family, including children; parents, grandparents; partners, uncles, nieces, nephews, and
siblings
* Extended family, including ancestors and elders; descendants (i.e. the family extended in
time)
« Community including classmates; colleagues and coworkers; friends; students; teachers;
mentors; speech community in general
* Extended community including communities of practice; outside community
I have organized this list in roughly ascending order of distance from the learner; that is, one’s
relationship with one’s child is closer than with future descendants, one’s relationship with
family members might be presumably closer than with coworkers, and so forth. However, this
conceptual organization does not always fit the relationships that practitioners describe, and
often relationships blur the lines between these “categories”. An example of this might be when a
sibling is also the language teacher:
my brother is actually one of the language teachers at Puyallup. And so I think once he
started teaching classes about three years ago, he said that his boss, and I think Zeke,
were really encouraging the teachers to like reach out to their family and you know,
grassroots recruitment, I guess, to start. So he got all of us to take his language class, and

then from there, we all started our own language learning journeys. [Charlotte,
Lushootseed, 6/25/20]

Or when students are also family members:

What I like doing with language, here's a really neat thing that I like, is that all the
women and the man you saw [...] All of those people I call my nieces and my nephew.
And, uh, they treat me like their uncle and, and some of them I literally am, in the
language you call your cousins' kids 'nephews' and 'nieces'. And some of them I'm related
to. [One of them] for example is my stepfather's grand-niece. [ Okay. Mmhmm] And then
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[another] I'm related to, and some of those other people I'm related to. [Zeke,
Lushootseed, 5/14/20]

Many practitioners are partnered with people from outside the language community, and this
family/outside member relationship is important for language as well:

Um, my partner, yes. He's not like in the classes with me or anything, but he hears me
speak it, I use it sometimes, I mean just this morning he facetimed me while I was
brushing my teeth. And so I answered and I'm like, "c’a?k"disobax™ ¢ad" {haha}
[{hahaha}] you know, and he's like "brush your teeth, brush your teeth" {ha} [...] I put
him on the spot one time in class when the teacher was asking like, who are we speaking
it to? are they you know speaking back at all? And I was like "well he's learning a little
bit" and like ran out with my computer, you know, and was like "hey! say what you just
said a minute ago!" you know he's like [{A4a}] "uhhhh" {hahaha} you know [{hahaha}]
um, and he said it. [Jackie, Lushootseed, 5/26/21]

Others described non-family members who are considered “family”, either through a mentee
relationship like Michelle:

There is a young woman, and I think of her as a niece, and she is Haida but she's also um
Tsimshian and Tlingit and so, and those are the three tribes that are in this area, we're
actually on the land of the Tlingit people, so traditionally, this was not our home. [mmm]
But she's been learning all three languages, and um, and she won an award this year, and
she thanked me. And so, I didn't really think I really deserved thanks but {hahaha} But
that was nice. [Michelle, Xaat Kil, 7/16/20]

Or through the close bond shared among coworkers and friends:

I think, part of it is that we all see each other as family, that it's okay to go farther joking
with them, because we know them, and I mean 'know them,' we know who their parents
were, and their parents were friends, their parents probably fought each other, their
parents probably dated each other, you know so. [mmhmm] Um, there's this idea of
instead of just being coworkers, you are a tribe [Chris B, Lushootseed, 5/27/21]
Language revitalization practice might also call into question the distinction between the

“speech community” and the “outside community”’; for the Puyallup Tribe this is an explicit
consideration, as Chris D explains:

We kind of break it down in different ways. We say, you know, Puyallup tribal members,
they're people who are enrolled Puyallup. But we also have Puyallup tribal community,
so my wife is not Native, but she is Puyallup community. She's around us, she comes out
to all these events with me. So she is a community member [...] And then there's just,
there's the other, you know Tacoma community, there's everybody outside of those two.
[mmhmm] um, and I might be missing more but, basically like anybody who works in our
administration, our school, our daycare, those people are a part of our community. And
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it's just as important for them to learn and start speaking as it is for a Puyallup tribal
member. So if, if a kid goes to school and they have, you know, five non-Native teachers
throughout their day, we can't say "Nope, this is just for Puyallup tribal members,"
because they're going to miss a huge chunk of their day. Because, you know, so we want
to make sure that everyone who has any interaction within our community speaks this
language. [Chris D, Lushootseed, 6/19/20]

Thus, the point of enumerating the different types of relationships that practitioners
discussed is not to imply that such types are categorical, or that the different types necessarily
have differential effects on motivation. Rather, the point is to show the sheer variety, breadth,
and interconnectedness of meaningful relationships that form the ‘context’ for the ‘person-in-
context relational’ view of motivation. Far beyond a narrow focus on the language classroom,
these interviews highlight the importance of a broad and holistic picture of the ‘environment’ of
language practice.

In the remaining sections of this chapter, I discuss how relationships — of all types —
matter to motivation in language revitalization practice. Section 4.3 outlines the many overt and
covert ways that important relations can motivate practitioners; section 4.4 looks at the ways that
practitioners might be de-motivated as the result of the importance of relationships; and section
4.5 concludes with a discussion of the ways that language practice and relationship-building are
in fact intertwined, and how practitioners’ L2 motivation is also bound up in motivation to build
relationship.

4.3 Relational motivations

In interviews with practitioners, relationships are described as a central component to
language learning motivation and language revitalization practice. Relations positively impact
practitioners in many different ways, including through explicit encouragement and support,
through setting positive examples and through instilling a sense of responsibility to the

community, and through sharing meaningfully through language. The act of relationship building
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and strengthening connections is also a strong motivator for many to pursue language. In this

section, I will discuss each of these key relational motivations.

4.3.1 Expressions of support
One obvious way that relations can motivate language revitalization practice is through
overt expressions of positivity, pride, and encouragement. In this section I show examples of
different ways that this can manifest. Needs a better introduction, and a synthesis of this

external/internal thing.

4.3.1.1 Praise
Perhaps the most direct way that someone can express support to another is by expressing
positive words of praise for their efforts. Explicit words of praise were mentioned in interviews
as being motivational. Here I give examples from three interviewees who mentioned receiving
overt praise from an important relation.
Charlotte describes “floating” on explicit positive feedback from her language teacher:

And then today actually in language, Zeke asked us, and this is his first week of doing
this, "just on the spot as best as you can from memory, tell me how you floss your teeth,"
or whatever. And today I did flossing my teeth and I did it. And he was like, “well, if you
can do that, then my job here is done." [{hahaha}] I was like, cool. I actually did it. It
doesn't happen super often but those, those moments are like, I'm hoping just to float on
that for the next couple of weeks. {hahaha} [Charlotte, Lushootseed, 6/25/20]

Beth also shared that her language teacher encouraged her to greet any language success “with
love and celebration” — including greeting oneself with such praise:

he's like, if you have five - if you want to make a dictionary, and you have five words,
you have a dictionary of five words. It's not that you don't have a dictionary, because you
only have five [mmhmm] Words, right? It's like you always have a dictionary. It's just
your dictionary has five words in it. [...] you always have the whole thing. And so I think
that has been one of the things, that and the, you know, 'mama’ story*® about being like
supportive of like, being anywhere close to the word. That should be greeted with like

28 Earlier Beth had reflected on how excited we get when a small child learns to say ‘mama’ for the first time.
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love and celebration. [mmm, mmm] Both by yourself and by the people around you.
[Beth, Nez Perce, 8/10/20]

Jackie described how she and her classmates overtly celebrate one another’s successes:
I think there's maybe only three other people in my class. There's four total. And then the
teacher. - So anyway, seeing them practice their domains and reclaim them um, is just
really encouraging, and we all support each other, and you know, somebody reclaims

their domain and we're like "yaaaay" {hahaha} [{chuckle!] Um, so that's a great kind of
community support that makes it like fun, too. [Jackie, Lushootseed, 5/26/21]

She also mentioned words of encouragement that came from her aunt on her non-Native family

side. Her aunt is not learning Lushootseed herself but who praised Jackie for her efforts to do so:
my family with everything going on with quarantine [...] we've been doing Zoom calls
every week since the end of March, it's been really cool to connect with all of them that
way. And so this past weekend my aunt...I use Instagram as a way to speak, I'll just
practice Lushootseed on there and share with just like some close friends. And so my

aunt sees those. And so on the Zoom call she had mentioned like "Jackie, that's so
awesome that you're doing this" [Jackie, Lushootseed, 7/8/20]

That is, for these learners, overt positive feedback can come from a number of sources, including
members of their learning community (teachers and classmates) as well as supportive family
members. In each of these cases, the learners themselves initiate these interactions by using
language in a way that can be witnessed by others; this externalizing of language practice gives
others the opportunity to express positive messages of support.
4.3.1.2 Encouragement

In addition to the overt praise, practitioners received other explicit messages of
encouragement and support from relations. Quotes from ten different interviewees are shared
here to illustrate the nature and effect of this theme.

Interviewees discussed encouragement from language teachers. For example, Michelle
discussed the many ways that her language mentor has supported her in her work, including

sitting in on her first few classes as a language teacher “just like to give me encouragement, you
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know?” (Michelle, Xaat Kil, 7/16/20). She also described her struggles with being a new mother,
and how her mentor encouraged her in those difficult moments:

I have a baby, she is 16 months old. And so like during my pregnancy, I felt like I lost my
mind. Um, like I wasn't at, like I... [{chuckle}] I became less intelligent. {hahaha}
[{hahaha}] [...] And so, like simple phrases that [ know, I do know! I didn't know. Um,
and then I thought, "Okay. As soon as I give birth, it'll come back and I'll be fine." And it
didn't immediately. And I was, and I just sat there and I'm like, I lost all these years, I
don't know anything anymore. [mmm] But she was really amazing at just encouraging me
and, "it'll come back" and "I've gone through it, too," and um, and I, it seems to be very
common. That you know, it's, sometimes you just don't have as good of a grip as you
would like. And, and it will come back, and you just have to persevere and push through
those moments and times where you do feel defeated. [Michelle, Xaat Kil, 7/16/20]

In this quote, Michelle remembers the message of solidarity and identification that her mentor
shared in a time of struggle (“I’ve gone through it, too.”) This is different than the words of
praise that learners may receive from others when they experience highs (see Praise, 3.1.1).
Michelle and her mentor acknowledge that language work is also sometimes the site of
frustration and “defeat”, and Michelle remembered the message about needing to “persevere and
push through those moments.”

Encouragement from teachers and mentors also can also push practitioners to try new
things that might advance their language skills. One example comes from a heritage speaker of
Kristang, an accomplished poet. She had responded to the COVID-19 situation in Singapore by
composing a poem in English, and she recalled the help and encouragement she received from
her instructors when she decided to try translating it into Kristang:

And then I said, "Why not try it in Kristang?" But it's got to be a bit simpler, not so

complex. {haha} [mm {hahaha}] {hahaha} So, I did it, and again, you know, there were

words that I didn't learn, so I had to ask for them, ask uh Luis, or Kevin, or one of them,

"What's this, you know, can I say it this way?" or whatever. And then got them to edit

and all that. So then that was one of the things that I did. So I finished that. And they said,
"why not read that poem on the forum, you know, on the discussion group?" [mmhmm]|
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So I said, all right. I...so I read it out loud. And uh then they provided [=encouraged
me]*” uh I also did a translation. [heritage learner, Kristang, 7/29/20]

She added that she had submitted the poem to the local newspaper, the Straits Times, and though
the newspaper had unfortunately not selected her poem for publication, the experience of
composing poetry in Kristang was good language practice. This learner also described Kristang
language lessons as light-hearted and fun, and mentioned that part of that comes from the fact
that teachers give out prizes such as stickers or chocolates for group activities “by way of
encouragement” the teachers give out prizes such as sticks or chocolates for group activities
(heritage learner, Kristang, 7/29/20).

Practitioners who are associated with the Puyallup Language Department or the
Multilingual Institute specifically mentioned the ways that Zeke, their teacher/mentor/organizer,
encourages them. Chris B explained that a key to this encouragement is that it inspires feelings
of goal attainability :

[Zeke] has been the one that really has offered encouragement. But he does it in such a

cool way. He doesn't, he's not like, "oh, good job." You know, instead he offers you - let

me rephrase this. He offers you ways of looking at the language and language acquisition
that make it seem logical and attainable [...] he does it in a really stealthy way, where he
makes you feel like you can do it without saying "you can do it." [mmhmm] He's kind of

just like, he gives you the plan. And, you know, yeah, I really like his approach to all of
that. Yeah. [Chris B, Lushootseed, 7/6/20]

Masa also discussed his relationship with Zeke, who has been his friend and collaborator for
many years, and has mentored and supported him in efforts with his own community in southern
California. As he notes:

And so that's why I've been really working with Zeke, because I think he gets it. We talk

the same language and, um...I mean you know, figuratively. [ Yeah. {chuckle}] But, um,
and he's so inspiring and gentle and encouraging. [Masa, mitsqanaqan, 6/18/20]

2 |n the interview, this learner said the word “provided”, but when reviewing the transcript later, she clarified that
she had misspoken and wanted to amend the transcript to say “encouraged.” (p.c. 2/2/21)
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These two quotes point to the sense that Zeke not only offers explicit words of encouragement,
but also creates an environment where others feel a sense of ability and ease. This is echoed in
Randi’s assertion that with respect to language learning, “If it weren't fun, I don't think I would
stick with it.” She described Zeke’s “fun teaching style” and his ability “to laugh and joke™ as
one of the reasons she takes pleasure in learning her language. She then listed other language
teachers she has observed, and noted that “they really engage the person and encourage any
effort, and that makes a lot of difference.” [Randi, Lushootseed, 6/16/20] Randi also discussed
looking to other teachers as models for how to encourage her own students:

Lately, my strategies for that have been to go online and watch other teachers teach.

Audit some of the online classes just to watch them teach and listen to how they

encourage and what they encourage and when they encourage, and that's made a
difference in what I do, too. [Randi, Lushootseed, 6/16/20]

That is, Randi is reflective and deliberate about how and when to encourage her own students,
based on her experiences as a learner herself as well as the examples set by others in her support
network (see related discussions in sections 4.3.2.2 and 4.3.2.3).

Other language teachers also reflected on ways that they have encouraged their own
students, and how and why they have done so. For example, Sassa shared that she actively
encourages students to continue to deepen connections to elder Yup’ik speakers and to cultural
activities:

a couple students went back to their village after taking our first semester of Yup'ik and,
I'm, I stay in contact with them, a lot of them are I have as Facebook friends, and they, I'll
check on them, [one of them is] living with her grandma, and I say "she's the teacher, you
learn as much as you can from her, speak to her in Yup'ik when you can, don't respond in
English, if you can, you know, [ Yup'ik phrase], talk to her in Yup'ik." And the same with
my son [...] and I encourage them, because they're smart, we have smart people, "you
can make books. They're looking for children's books." And so I encourage them that
way. ['ve had them join us. [mm] I keep my eyes and ears open for any events, like uh
Native musical. I encourage them to, let's sing up there and we learn songs in Yup'ik, or
even Dena'ina [mm] And they have sung there, so um, it's good for their morale [Sassa,
Yup'ik, 7/7/20]
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Cassy gave an example of what she says to non-Native students in her Lushootseed classes and

the specific reasons she gives for this encouragement:
And then when I have non-Native students I, my advice to them all the time is just like
"please keep coming! please keep coming!" [{hahaha}] It may, you know, I just tell
them, like it might feel weird, but you're here for a reason and any speaker is another
opportunity for someone to speak to. And I just tell them like I could know how to say
something, I can talk to my dog, and my dog won't talk back to me no matter how many
times I tell her to [{hahaha}] "when are you gonna start talking?" Or a wall or, you know,

[veah] so another speaker is another you know, another opportunity. [Cassy,
Lushootseed, 7/1/20]

Both of these examples show teachers not only encouraging effort in language learning, but also
highlighting the importance of building relationships as part of this practice: in Sassa’s example,
encouragement to build a