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Abstract

This thesis aims to explore how bilingual children could be in a situation of learning two
different sets of pragmatic rules in a bilingual context, how those systems are operating, and
what the implications are for children’s language learning. For a pragmatic study, we need to
understand the culture and the context of language in use. Therefore, this thesis begins by
reporting information about the language-learning environment for this population through a
survey. One of the survey results was that home was the main source of exposure to Arabic and
children’s main exposure to English was from attending kindergarten. The two contexts —home
and kindergarten — are different in terms of the dominant language and culture in each, along
with the relationships and the agendas contained in them, which are all relevant to considering

pragmatic skills.

Data was collected from home for an Arabic speaking context and from kindergarten for an
English-speaking context. Interviews were conducted with mothers and teachers, and video
recordings of natural interactions between children and their Arabic speaking mothers and

then with their English-speaking teachers.

The results show that while mothers were strongly motivated to maintain the use of Arabic at
home and instituted strategies to achieve this, English was used there by the children and
sometimes by the mothers also. Children used English mainly to close the gaps in their Arabic
language and mothers also used English to express solidarity and to bond with their children.
Children in both contexts received a large number of directives. Although there were
similarities in the functions of these directives in the two contexts, the forms differed
considerably, mainly in the degree of directness which was greater in Arabic and at home.

Arabic speaking mothers frequently used imperative forms, whereas the English-speaking



teachers used modal verb questions. Children’s responses to those directives were more direct
in the Arabic speaking context, as they sometimes responded with direct refusal statements.
However, such direct forms of refusal were rarely used in the English-speaking context. The
implications of such pragmatic differences could range from a communication breakdown to

points of conflict and relationship breakdowns.
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Preface

| always loved the dynamics of language development but raising bilingual children was an
eye-opening experience. It stimulated my thinking about many aspects of the uses of their
languages, and the opportunity to try to answer some of the important unanswered questions

that came with this PhD.

My twin daughter and son were born into a family where everyone spoke the same Arabic
dialect as their main language, but were also proficient in English. Their official journey of
bilingualism began when they were nine months old, when they started to attend a full-time,
early childhood centre, where English was the main language of communication and was the
only common language that staff, children and parents shared. This centre was in an Arabic-
speaking country, in a closed university campus, where staff and students came from
different countries across the world. Due to such diversity in the university, the main
language of communication was English. However, in most of the places outside the campus
Arabic was the main language. This pattern continued to their kindergarten years, as at the
ages of three and four years their teachers were native English speakers from Australia and

New Zealand.

When my children were five years old, we moved to an English-speaking country (New
Zealand) where they started school. In the first school visit, | was asked by the teachers if my
son (Ali) and daughter (Ghadeer) knew how to speak English. I answered confidently “yes,
they have been attending English-speaking childhood centres since they were 9 months, their
last teachers were Kiwi and one of their favourite stories is “How Maui slowed the sun”.

Naively, I assumed that their use of the English language in a school context would be a



smooth transition, without any barriers, simply because they knew the linguistic codes and

were familiar with some aspects of New Zealand culture, e.g., Maori stories.

In the first days, Ghadeer’s teacher mentioned when I came to pick them up that Ghadeer was
ignoring the teacher’s directives about eating her morning tea when the teacher told her,
“would you bring your morning tea and join your friends?” The same incident was repeated
for a few days until without obvious reasons, it did not happen anymore. One day, at
dinnertime, Ghadeer said, “How we have a morning tea at school but without tea!?” Her
comment made me think that perhaps she was not eating her morning tea because she was
waiting for “snack time”, which it was called in her previous kindergarten, and the teacher’s
indirect request for action, “would you bring your morning tea and join your friends?”
seemed to Ghadeer like a question that she did not know how to answer. Therefore, she kept
playing instead of aligning with the teacher’s directive. This was not an issue about
understanding English; it was an issue about understanding language-in-use, a cross-cultural

and pragmatic issue.

As time passed my children became more proficient in the socio-pragmatic uses of English in
the context of their school, and started to transfer some pragmatic rules from English to
Arabic. One day, Ali asked me in English “why you always tell us to do things?” First, it
came to my mind that he did not like to be told what to do. I asked him using Arabic “what
do you mean?” He said using Arabic, “you always tell us things like ‘Ali wash your hand’,
‘Ali finish your food’”. I replied, “sometimes you need a reminder or a guidance and because
I’m your mom I need to remind you or tell you what you need to do”. He said, “Even at
school they tell us that but it’s kind of different”. After some thought about his comment, |

realized he was referring to how I say it rather than why. He seemed to be highlighting some

Xi



differences in the way directives were given between the two languages in the two different

contexts.

There are many other examples, and they continue to be demonstrated. So, now if the past
would repeat itself and the teacher asks me if my children can speak English, I may say
something like “I think they speak very good English, but there are some differences between
them and children who speak only English. They are new to this context, maybe they would
need some time to apply all their knowledge”. But these examples are those which appeared
spontaneously. What patterns can be found that might allow us to predict or explain how

these children are learning socio-cultural or pragmatic rules of language?

Xii



Thesis Structure

This thesis is divided into eight chapters. Chapter 1 provides an overview of the research
background which involves studying pragmatics in bilingual Arabic and English-speaking
children. It gives an account of the theoretical background, reviews the literature into
pragmatics and bilingualism, highlights the main research problem, and presents the rationale
for the study including the aims of this thesis. Chapter 2 presents the methods used in the
studies, gives information about the participants, their recruitment, the procedures used, the

data analysis and provides information related to the research ethics.

Chapters 3 to 7 present five different studies, each one divided into four sections:
introduction. methods, results, and discussion. Chapter 3 concerns the language learning
environment of the children of Arabic-speaking parents in New Zealand which was gathered
through an online survey. Chapter 4 is a study of language use at home between Arabic
speaking mothers living in New Zealand and their preschool children. Chapter 5 discusses
code switching to English by both mothers and their children during their interactions.
Chapter 6 looks at how directives were issued to bilingual Arabic-English speaking children
in the contexts where they were exposed to each language the most, namely home and
preschool. Chapter 7 studied how children responded to directives in each context. Chapter 8
concludes the thesis. It highlights the implications of this thesis findings, suggest

recommendations for future studies and outline limitations of this thesis.



Chapter 1 — Issues of Pragmatics and Bilingual Language Development
1 Issues of Pragmatics and Bilingual Language Development

Bilingualism is an advantage and an enrichment for people generally. However, the process
of learning a language for children can look very different in bilingual language learning
contexts compared to monolingual ones. The presence of different languages and different
contexts has an impact on language learning more widely (Genesee, Paradis & Crago, 2004).
Bilingual language development is affected by the amount, type and quality of exposure the
child has to their two languages (Paradis, 2011). It is also the case that language development
in bilingual children is not the sum of that of two monolingual children, as both the rate and

progression are different.

The difference between monolingual and bilingual language development is marked clearly
in pragmatic areas of language (Genesee et al., 2004). Pragmatics is concerned with language
in use, or as one linguist put it “who says what, to whom, when, and in what way” (Lasswell,
1948, p.117), and this is where the cultural-language interface becomes clearest. Context is
known to affect language development, and so is the relationship between language and
cultural dominance. Since pragmatics is a culturally mediated set of skills, it mandates broad
information about the daily practices of people who share a social environment (Mintz &
Price, 1992). Macro-level, cultural, contextual data such as demographic information, which

can influence language use, should be included in the studying of pragmatics (Hyter, 2007).

We might anticipate that the picture of language development for Arabic-English bilingual
children in New Zealand would be unique. However, there is little information about Arabic
speakers in New Zealand, and this means we are missing the necessary information about the
underlying factors that can affect pragmatics. This includes information about the language-

learning context of children who are bilingual Arabic-English language learners.
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To reduce the ambiguities and understand some of the complexities in studying pragmatics
among bilingual Arabic and English-speaking children, this chapter will review the body of
research literature and summarise background information which involves and contributes to
studying pragmatics in bilingual Arabic and English-speaking children. It is divided into
three sections: the first section covers information related to the Arabic language and Arabic
speaking communities; the second outlines issues related to the development of bilingualism
among minority language speakers, and the third covers some theoretical aspects of
pragmatics and literature on cross-language speech acts, especially research that involves

Arabic speakers.

1.1 Arabs and the Arabic Language

Arabs are a group of people who speak Arabic as their first language and originally came
from the Arabic world. Some people assume that all Arabs are Muslims and all people in the
Middle East region are Arabs, but neither of these points are true. The term Middle East
refers to the geographical area located in western Asia and some parts of northern Africa. It
contains a range of ethnic groups such as Arabs, Kurds, Persians and Turks. Some of those
ethnicities are minorities in Arabic speaking countries such as the Kurds in Iraq or majorities
in non-Arabic speaking countries in the Middle East such as the Persians in Iran. Religion is
often an imperfect match; not every Muslim is Arabic and not every Arab is a Muslim. While
the majority of Arabs are Muslims, Arabs and Middle Easterners constitute only 20% of the
total Muslim population (Lipka, 2017); Indonesia, which is neither an Arabic country nor in
the Middle East, has the largest Muslim population of any country. The most common
religion among Arabs after Islam is Christianity, but there are also minorities of other
religions such as Druze and Baha'is. There are substantial Christian populations in Egypt,

Jordan, Syria, Lebanon, Iraq and Morocco.
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Arabic is the language of the Qur’an (Muslim’s holy book), so it carries significance and
value in religion as well as everyday life. Arabic is also valued as the medium of literature,
and some Arabic poetry goes back to 1,400 years ago. As well as these ‘high’ uses of
language, a spoken language carries identity, and the maintenance of a home language is
important to most cultures (Verdon et al., 2014). The Arabic language is spoken by more than
400 million people around the world, as it is the native language in the Arab world. Arabic is

the official/co-official language of 25 countries of the Arab League.

The Arabic language is complicated because of the presence of diglossia, i.e., there are three
forms of Arabic language; classical Arabic, modern standard Arabic and spoken Arabic
(Albirini, 2016). The first form (classic Arabic) is the language form of the Qur’an and
classical literature such as Arabic, old poetry and reference books. Many non-Arab Muslims
learn to read this form of Arabic to be able to read the language of the Qur’an. The second
form (modern standard Arabic) is a simplified form of classical Arabic used in education and
formal settings. The third form (spoken/ dialectal Arabic) is used in conversation and social
interaction. Spoken Arabic has many different dialects, which is expected, given the wide

geographical regions and long history over which it has been spoken.

The main dialect groups are North African Arabic (Morocco, Algeria, Tunisia and Libya),
Hassaniya Arabic (Mauritania), Egyptian Arabic, Levantine Arabic (Lebanon, Syria, Jordan
and Palestine), Iraqi Arabic, Gulf Arabic (Kuwait, Bahrain, Qatar, the U.A.E. and Oman),
Hejazi Arabic (Western Saudi Arabia), Najdi Arabic (Central Saudi Arabia) and Yemeni
Arabic (Yemen & southwestern Saudi Arabia). Each of these dialects has sub-dialects. Those
dialects share some commonalities and huge differences. For example, in most Arabic
dialects the term /s&jp: re/ means ‘car’, but in the Egyptian dialect the word is /Sa.ra.bij.ja/.

The dialects are not all mutually intelligible. Egyptian and Levantine Arabic are the most
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widely understood dialects among Arabs, and this is directly related to the media industry, as
most of the cinema productions and television shows use these dialects. North African
dialects are the least widely understood, and are influenced by other languages such as
French and Berber (Benzehra & McCreary, 2010). For example, vowel deletion in open
syllables is a distinctive feature in the Moroccan dialect and is similar to the Berber language

(Albirini, 2016; Hamdi et al.,2005).

1.1.1 The Arabic speaking community in New Zealand

New Zealand is a post-colonial society, with the dominant culture being of English
extraction, and the indigenous peoples (Maori) being the other major strand of society as
reflected in the Treaty of Waitangi. The Treaty of Waitangi is an agreement signed by
representatives of the British Crown and Maori chiefs in 1840. The Treaty has played a major
role in the political relations between the British and Maori to build a government in New
Zealand (Orange, 1997). Traditionally, a majority of the immigrants came from the United
Kingdom and Europe, and the UK is still the largest single source of migrants to New
Zealand (Statistics New Zealand, 2018). However, since the late 20th century, the ethnicity of
migrants has become more diverse (New Zealand Parliament, 2008). New Zealand is
considered a multi-cultural country with immigrants that speak more than 160 different
languages. The Arabic language is ranked as twentieth among the top 25 languages spoken in

New Zealand.

The New Zealand government adopted a points system for migrants in 1991, wherein the
more points you had that were considered desirable qualities for New Zealand, the more
likely you were to get a residence visa, and this had the effect of increasing the range of parts
of the world that migrants came from (TE ARA, n.d). However, the migration pattern of the

past is reflected in the way that data gathered. The New Zealand census, up to and including
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2018, reported combined country of origin categories of ‘Middle Eastern, Latin American or
African’ and ‘Asian’, which put together the Indian subcontinent and south-east Asian
countries. Although this reduces the precision of the information, it is still notable that in the
2018 census, these combined categories had increased by more than 30 percent since the
2006 census. While some of these ethnicities began to migrate to New Zealand decades ago
and a significant number of them are third generation immigrants, other ethnicities such as
Arabs are more recent immigrants (Statistics New Zealand, 2018). Given these historical
patterns, it is understandable that there is a lack of information about Arab communities in

New Zealand.

In New Zealand’s 2018 census, it was reported that the Arabic language was spoken by
12,399 individuals (Statistics New Zealand, 2018). Given that there was a total population of
over 4 million, this is a small proportion of the population at less than one percent, but in
absolute numbers it is significant. Sixty-eight percent of Arabs lived in Auckland with
smaller numbers in Wellington, Christchurch, Dunedin and Hamilton (Statistics New

Zealand, 2013).

Arabs in New Zealand are a diverse group and vary by country of origin, religion, purpose for
coming to New Zealand and when they arrived in New Zealand. According to Veitch and
Tinawi (2005) the first Arabs in New Zealand were Lebanese immigrants who came in the
18th century. The political instability in Arabic countries was one of the reasons that led
many Arabs to come to New Zealand. According to New Zealand’s Refugee Migrant
Services (RMS) between 1984 and 2007, 2,754 refugees from Arabic speaking countries

came to New Zealand, with 2,586 of them being Iraqi.

In the period between 2007 and 2017, the number of Arab refugees that came to New

Zealand was 1,694. Refugees from Iraq and Syria were the largest groups with 644 and 637,
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respectively. However, in the last 30 years more Middle Easterners came to New Zealand as
skilled workers through the points system, which enabled professionals to migrate to New
Zealand (Shepard, 2006). Based on information obtained from New Zealand immigration
statistics, in the period between 2013 and 2017, residents’ visas were granted to 4,335
individuals of Arabic nationality. New Zealand’s Ministry of Education shows that the
number of students who came from the Arabic world increased from 2,143 students in 2006
to 6,343 students in 2011 (Ministry of Education, 2013). The vast majority of these students
were Saudi with 5,590 students in 2011. However, the total number of students from the
Arabic world decreased significantly in 2016 to 2,810 which was largely accounted for by a

drop in the number of Saudi students to 2,395 (Ministry of Education, 2016).

The wider Arabic community in New Zealand can be connected through several channels
such as Arabic community schools, mosques or special celebrations such as Eid for Muslims,
considering that the majority of Arabs are Muslims. Mosques can be found in major cities in
New Zealand such as Auckland, Wellington, Christchurch and Hamilton. A terrorist attack
against Muslims in two mosques in Christchurch on 15 March 2019 resulted in calls to foster
unity among people in New Zealand and has highlighted the need for dominant New Zealand
culture to know more about this community. It has resulted in a growing interest by dominant
culture New Zealand to increase their knowledge about Islamic cultures. Therefore, many
people in New Zealand visited Muslim mosques to express their solidarity. In addition to that,
in the last two years, members of the Muslim community along with the authorities in
Auckland organised Eid celebrations which were open to the public. Ultimately, such actions
led to increased knowledge about Muslim cultures and helped in mainstreaming the Muslim

Arabic speaking community with the wider culture in New Zealand.
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As mentioned earlier Arabic language speakers are a small proportion of the New Zealand
population. Consequently, the Arabic language is not supported as a minority language in the
formal education system. However, there are some external supports for the Arabic language
by public libraries, Arabic community members and Islamic schools. Public libraries provide
books written in the Arabic language to readers of different age groups. These are available in
certain areas in the Auckland region where there are a considerable number of Arabic

speakers.

Arabic community schools are run by volunteers in the Arabic speaking community and have
existed in New Zealand for some time, with the purposes of maintaining the Arabic language
and Arabic identity. In addition to that, there are two Islamic schools in Auckland. Although
the Islamic schools follow the New Zealand curriculum, they add classes to teach classic
Arabic and Islamic studies. The situation of Arabs in New Zealand implies that the family is
mainly responsible for Arabic language maintenance. However, there are limited
opportunities for some children in the Arabic speaking community to get exposure to the

Arabic language outside home.

1.2 Bilingualism and Bilingual Language Learning

Bilingualism is a widespread phenomenon that can take place between different languages.
According to one estimate, between half and two thirds of the world’s population is bilingual
or multilingual (Baker, 2006), which means it is more the norm than monolingualism. The
scale of bilingualism varies, as it can take place at the level of individual families, or within
communities, countries or multi-country regions. Pure monolingualism is inevitably exposed
to expressions in other languages, which affects their linguistic system (Bialystok, 2001).
Hence, to be affected by multiple languages is very much the majority experience. It is not

uncommon for monolingual speakers to borrow different words or phrases from another
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languages. But such borrowing from other languages would not accurately describe those
individuals as bilinguals. Bilingualism is frequently defined as an individual’s ability to speak
two languages. However, such a definition oversimplifies the complexities in bilingualism. It
focuses on speaking ability and ignores language comprehension, which plays an important

role in individuals’ ability in utilising the two languages.

Definitions of bilingualism are fraught with difficulty. The definition ought to be broad
enough to encompass the variations that exist in language learning, such as the child’s age of
exposure - commonly different between the languages, and the context(s) of exposure, such
as home versus school, or two parents using different languages (Kan & Kohnert, 2005;
MacLeod et al., 2013; Pearson, 2007). It also needs to involve more than speaking, so as to
include comprehension and also how proficiency may vary a great deal by what functions
users have for their different languages. This means that many more people could be defined

as ‘bilingual’ even though they may not have high levels of proficiency in two languages.

Historically, there was a common belief that being bilingual meant equal and high
proficiency in two languages, sometimes referred to as balanced bilingualism (Grosjean,
2013). Studies on bilingualism tended to view bilingual language development as if it would
be the sum of two monolinguals (e.g., Grosjean, 1989; Cook, 1991 & 1992). Proficiency in
each language was compared to those of the monolingual groups, and the result was they
tended to see bilingual children’s language development as deficient. Although those studies
highlighted language development differences between the two groups, they failed to see
bilingual language development as a different language learning experience, and not
comparable to monolingualism. If children learn one language in the context of day to day
socially driven interactions, which come from the oral end of the oral-literate language

continuum (Westby, 1991), and their other language at school or somewhere which uses
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language from the more literate end of the oral language continuum, their competence in each
language will be different. Cummins (1979) referred to this as BICS and CALP - basic
interpersonal communicative skills (BICS) and cognitive academic language proficiency
(CALP). Differences in outcome might include that the child’s vocabulary in their two
languages will cover different ground, and the degree of complex explanation and
abstractness in each language may end up being different, among other things. It is also not
uncommon for children to not be literate in one of their languages, if it is not the language of
school. These children are certainly bilingual, but they do not have equal proficiency in their
two languages. Such living experiences for bilinguals may have an influence on language and

cognitive development (Bialystok, 2001).

Most bilinguals have different levels of proficiency in their two languages, which is logical,
as most use their two languages in different amounts, for different purposes and in different
contexts. Grosjean (2008) stated that comparing the performance of bilinguals to
monolinguals in traditional monolingual tests was not appropriate, as research within
bilinguals should take into consideration the context of language acquisition. Therefore, more
research has shifted the focus in bilingualism research from ‘competency’ to ‘language use’
(Grosjean, 2013; Mackey, 2000). Such a view of bilingualism is interested in the functions of
the languages (what a bilingual person uses each language for), their domains of language use
(where each language is used most e.g., home, school, work), language switching (when and
why bilinguals switch from one language to another), and language transfer (how one
language influences the use and form of the other). Understanding bilingual proficiency
variations is helped by categorising bilinguals by age of acquisition relationships of their two
languages (simultaneous vs. sequential), their measured ability in each language (incipient,
receptive, productive), and the contexts in which the languages are used (e.g., home, school,

work) (Valde's & Figueroa, 1994; Genesee et al., 2004).
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However, there is little agreement on several aspects of these factors. Genesee et al. (2004)
reported different cut-off points for differentiation between sequential and simultaneous
bilingual language development across a range of studies. Some researchers defined
simultaneous bilingualism as children who are exposed to two languages from birth (Extra &
Verhoeven, 1999). Others have suggested that children who are exposed to a second language
before the age of three years (Montrul, 2013) or before the age of 4 years (Guasti, 2002;
O’Grady 1997; Snyder, 2007) may still be considered simultaneous bilinguals. A child aged
four years, who has just been exposed to a second language is likely to look very different as
a language user to a child also aged four who has been exposed to two languages from birth.
There is a tendency to think that simultaneous bilingualism is normal, but, in migrant families
it is common that the children get their main exposure to the majority language through
kindergarten, which might start at three or four years of age, or even age five at primary
school. But earlier exposure to majority language cannot be discounted. They may not be
getting the same amount, quality of input and opportunities in both languages, but
overlapping from a majority language is likely to take place even in minority speaking
contexts, so that bilingual minority speaking children are unlikely to be exposed to a minority

language exclusively.

Overall, this summary highlights factors we need to consider when studying bilingual Arabic
and English-speaking children in New Zealand. The learning process of English as the
majority language is affected by their age of exposure to English, and the context(s) of
exposure, such as home, school, or both. The next section will address bilingualism among

children of immigrants’ families in more detail.
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1.2.1 Bilingualism in children of immigrant families

The quality and quantity of language exposure are key components in bilingual language
development (Pearson, 2007). It is common in situations where bilingual children acquire a
minority language with their main exposure to that language being at home and to the
majority language through schools (Fishman, 1991). Several researchers (e.g., Genesee et al.,
2004; Gathercole, 2007) pointed out that bilingual children’s strongest or preferred language
is usually determined by the amount of exposure to that language. This means when bilingual
children are exposed to the majority language more than the minor language, they will
become more competent in the majority language as it becomes their strongest one. However,
children of immigrants’ families do not receive a consistent and equal input to each language
over time. At a young age, and before children enter school, they receive a lot of exposure to
the minority language through home, but this pattern changes when they enter majority

language speaking schools.

Bilingual minority speaking children frequently begin school with a low level in the majority
language due to limitations in the quantity and quality of majority language exposure (Hoff,
2018). In minority speaking homes, families may choose to restrict the use of the major
language to create more opportunities to use the minority language, or those families may
have limited proficiency in the majority language. The literature on children from minority-
language speaking families suggests that those children begin to receive regular exposure to
the majority language in the age range of three to five, as when children reach three years
they may start to go to preschool or kindergarten, thus, achieve gains in the majority language
(Hammer, Lawrence, and Miccio, 2008). However, progress in majority language
development was found to negatively affect minority language use at home among preschool
Turkish children in Germany, as those children, after enrolment in preschool, became more

receptive and less productive in their minority language they ceased to express their home

12



Chapter 1 — Issues of Pragmatics and Bilingual Language Development

language, but continued to comprehend it (Herkenrath, 2012). This is supported by
Tagoilelagi-LeotaGlynn et al. (2005) who found similar patterns among Samoan and Tongan

children growing up in New Zealand.

Such a change in bilingual performance was noticed in an early study by Merino (1983) in
which she highlighted language loss in Spanish-English bilinguals. She measured
comprehension and production of morphosyntax features in both languages (English and
Spanish) in 41 bilingual children ranging from kindergarten through fourth grade. The results
showed that fourth graders exhibited a sharp drop in Spanish production proficiency, to a
level where they performed significantly lower than the kindergarten children. Such findings
indicate that the first language should not necessarily be considered as the strongest language
and highlights that children’s ability to speak a minority language at a young age does not

imply that the use of that language will be maintained.

However, external support in a minority language and family efforts to maintain the use of
that language can lead to progress in both languages. Winsler et al. (1999) and Barnett et al.
(2007) showed that when both minority and majority languages were supported in preschool,
children from minority speaking families continued to make strong gains in both languages.
In addition to that, family management efforts played a positive role in maintaining preschool

children using the minority language (King et al., 2008).

The above-mentioned dynamics contribute to the complexity of minority language
maintenance. Home interaction using the minority language is a key component of
continuous minority language use (Fillmore, 2000; Fishman, 1991). Hayashi (2006) suggests
that parents need to show a positive attitude and provide children with opportunities to use
the minority language so as to increase the rate of minority language use. Parents’ limited

proficiency in the majority language can help in creating opportunities for their children who
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are growing up as bilinguals to use the minority language in order to communicate effectively
with their parents (Lambert and Taylor, 1996). Parents’ positive attitudes regarding their
minority language, proficiency and practices, management efforts and strategies are
emphasised and included in the analysis of language policy (Spolsky, 2007). King et al.,
(2008) propose a framework of family language policy which covers the planning of both
minority language and majority language use in a home context between family members.
Several studies have shown that with sufficient home input and opportunities for children to
use minority languages at an early age, young children can speak both languages, even if
their home language is not supported outside the home environment (Romaine, 1994;

Saunders, 1988).

The above summary confirms the possibility that children among Arabic speaking families in
New Zealand might develop the Arabic language at an early age because of their parents’
competencies in that language and the opportunities those children have to use Arabic in the
home context. However, it is also possible that when these children begin to receive regular
exposure to the English language through kindergarten, they start to use it at home. This may
lead to a similar pattern as indicated by Herkenrath (2012) and Merino (1983), in which
children are able to understand the minority language but use the majority language for
speaking. In addition to that, this summary highlights that the parent’s active role can
promote children’s minority language use. However, we lack a great deal of information
about what Arabic parents practice to maintain Arabic language use. The next section will
review the current information in the position of the Arabic language as a minority language

in a family context.
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1.2.2 Arabic as a minority language

Arabic is spoken as a minority language by several millions of people across different parts
of the world (Albirini, 2016). In countries where Arabic is a minority language, children in
Arabic speaking families will be exposed to the dialect their families use and it may be that
they have no clear, regular source of exposure to standard Arabic. In Arabic dominant
countries, children will learn standard Arabic in school and obtain early exposure through
T.V programs and children’s rhymes, and in some activities in preschool years, while
speaking their family’s spoken Arabic dialect at home. Albirini (2016) suggested that
children in minority Arabic speaking families in the U.S.A would be exposed to Arabic
spoken dialects consistently during early childhood at home, followed by extensive exposure
to English at school. As they grow older, they may start to use the Arabic language to mark

their Arabic identity.

However, some of those children may have some exposure to standard Arabic through Arabic
community schools, where they will be taught Arabic literacy through standard Arabic
(Ferguson, 2013). This may mean that these children are in a situation where they need to
read and write a literate form of language without the usual input or exposure to the oral
forms. This has the potential to result in a disturbance of the reciprocal relationship between

the oral language form and the written form.

This possibility is supported by Al-Sahafi (2015) who found in a study of ten Arabic-English
speaking children in New Zealand that their Arabic literacy skills were lagging behind their
oral skills. This is not limited to Arabic literacy skills, as Albirini (2014) stated that limited
exposure to the Arabic language among Arabic minority speakers resulted in a lack of some

basic Arabic socio-linguistic competencies. However, he concluded that a lack of socio-
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linguistic competency did not always negatively affect Arabic minority speakers’ attachment

to Arabic culture, as many of them held their sense of belonging to Arabic identity.

The majority of the studies that looked into Arabic as a minority language were focusing on
parents’ perspectives, such as their beliefs, attitudes and language practices and management.
For that reason, the data collection in those studies were through interviews or surveys
(Gomaa, 2011; Al-Sahafi, 2015; Yazan & Ali, 2018). Visona and Plonsky (2020) did a
scoping review in which they reviewed the methods of 34 studies on Arabic as a minority
language, and concluded that interviews followed by questionnaires were the most common
method and observations were the least common. Although such studies and methods deepen
our understanding of Arabic parents’ perspectives and opportunities, these studies have raised
many questions about how parents’ motives and beliefs are reflected in their children’s use of
their languages. We are still missing observational data about how minority Arabic-speaking
young children use their languages in the home environment. Such data would reveal
essential information about children’s language proficiency and use, rather than relying solely

on parents’ perceptions (Surrain, 2018).

While some previous studies confirmed that Arabic-speaking parents rely more on the
minority language at home (Gomaa, 2011, Al- Sahafi 2015 & Yazen and Ali, 2018) the
picture is ambiguous when it comes to children. In two studies of Arabic language
maintenance, Ferguson (2013) and Said & Zhu (2017) conducted observations of Arabic
language use among Arabic school age children in the UK. Ferguson (2013) studied language
practice and use of Yemeni Arabic school attendees in Sheffield, with children ranging from
12 to 18 years old. This study revealed that parents had tried to support their children’s
Arabic language skills in multiple ways, and although their children were able to speak

Arabic, they preferred to use English. While this age group enabled a clear view of the
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proficiency of two languages as both languages were established, it did not provide an

understanding of the different factors that influenced early bilingual development.

Said and Zhu (2017) presented an observational case study of language use at home in a
second-generation immigrant Arabic and English-speaking family in the UK who had 6 and
9-year-old children. They analysed twelve hours of mealtime conversations over a period of
eight months. The results showed that the father (who had the greatest proficiency in Arabic)
used Arabic the most, followed by the mother, who was not very confident about her Arabic
language skills. Said and Zhu (2017) indicated that the younger child occasionally switched
to Arabic, and this might result from the fact that his Arabic repertoire was still not well
established compared to his older brother. Since both children were enrolled in an Arabic
weekend school, the older child may have had more exposure to Arabic through the Arabic
school as he had been going to the school for longer, which expanded his Arabic repertoire
and increased his confidence to use it. However, children were aware that Arabic was the

preferred language for their parents.

The above-mentioned review of the acquisition of Arabic as a minority language confirmed
that parents have a strong motive to maintain Arabic language use. Extra opportunities could
be provided outside a home context mainly through Arabic community schools when families
are sufficiently motivated, and the schools are available. However, these studies have not
shown how each language (Arabic and English) was used by the parents and their children,
how the parents encouraged their children to use Arabic at home and how they dealt with the
use of English in a home context. The next section will begin to answer some of these
questions by providing information related to code-switching to majority languages in a

minority-language-speaking context.
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1.2.3 Code-switching to majority language in a minority speaking context

It has been reported consistently in the literature that even when children are bilingual, they
code-switch to the majority language when they are in a minority language context (Greene,
Pefia & Bedore, 2013; Ribot & Hoff, 2014; Smolak, de Anda, Enriquez, Poulin-Dubois &
Friend, 2020). One common feature in a minority-language-speaking context is that the
children’s strongest language and/or preferred language may not be the same as their
parents’. Evidently, this will be reflected on children’s code-switching, as even young
bilingual children alter their languages according to the preference and capabilities of others

(Dolitsky, 2000).

While some of those contexts mandate children to use only the home language, other contexts
allow the use of both languages. In one study, Gross and Kaushanskaya (2015) examined
children voluntarily switching between English and Spanish and conclude that children in the
age range of five to seven years old switched frequently to highly accessible items, even
when it was in their non-dominant language. This is partially supported by Hurtado and Vega
(2004) wherein they conclude that different amounts of exposure to Spanish and English
between parents and their children influenced their language choice when interacting. Due to
this, it is not surprising to find some differences in code-switching manifestations between

children and their parents.

There is a variety of code-switching functions that have been identified by previous research.
Some code switching appears to fill gaps; bilingual children may switch from one language to
another to fill any lexical or grammatical gap (Cantone, 2007; Nicoladis & Genesee, 1997).
Another reason appears to be speed of access. Bilingual children may switch between two
languages if items in one are more highly accessible than in the other (Gross &

Kaushanskaya, 2015; Zentella,1997). A third function of code-switching that has been
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identified is to perform pragmatic functions, such as emphasising, narrating, or protesting
(Genesee et al., 2004; Gumperz, 1982; McClure, 1981; Képpe & Meisel,1995). Some
children also switch because some activities are mostly experienced in one language, and
they are more likely to use that language when that activity comes up (Cheng, 2003). Another
pragmatics function that has been identified is when children’s motivation to code switch
appears to be to decrease distance between the interactants (Flores-Ferran & Suh, 2015;
Gumperz,1982). At the more linguistic end, Cheng (2003) also found that lexical borrowing
can be motivated by the fact that some words that are more distinguishable in one language

than the other. (Cheng, 2003).

Previous studies of code-switching among bilingual minority speaking families have
indicated that code-switching can be deliberate, and be irrespective of language preference or
dominance. Flores-Ferran and Suh (2015) found that both parents and children in Korean-
English speaking families used code-switching during conflicts for many functions such as
clarification, challenge, mitigation and hedging. However, Said and Zhu (2017) studied
language use among a second-generation immigrant Arabic and English-speaking family in
the UK and indicate that children’s awareness of their parents’ preference to the Arabic
language enabled them to use code-switching to Arabic, which was not the children’s

preferred or strongest language strategically to get their interactive goals.

While previous studies about code-switching in a minority-language-speaking context have
enriched the understanding of code-switching patterns and functions, there are still many
gaps in the wider perspective of code-switching in natural conversations. The above studies
confirm that in the Arabic speaking context, parents value and encourage their children to use
the Arabic language. At the same time, it is expected that code-switching to English would

take place, as it is difficult for bilinguals to exclude the use of the majority language,
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especially when they know the listener holds a certain proficiency in that language. However,
the picture is not clear about exactly how English use would take place in an Arabic speaking

context and how parents would deal with it.

The above review highlights that linguistic phenomena among bilinguals such as code
switching can take place to serve pragmatic functions. This is one phenomenon that can
affects pragmatics in bilinguals. As explained in this section, bilingualism represents two
languages which frequently includes two cultures of each language. Pragmatics is concerned
with the language use, and this use fall within specific cultural norms across different
contexts. The next section will address some aspects of pragmatics that relates to bilingual

language development.

1.3 Pragmatics

Pragmatics as a term was first introduced by Charles Morris at the beginning of the
nineteenth century. Since then, many scholars have proposed different views and definitions
of pragmatics. Although no single definition has been widely accepted, there is a consistent
agreement that pragmatics concerns the use of language, as opposed to its structures or its
content. Levinson (1983) clarified that context is an important aspect of studying pragmatics,
“Pragmatics is the study of the relations between language and context that are basic to an
account of language understanding” (Levinson, 1983, p. 21). While considering ‘context’
deepened the study of pragmatics, it also increased its complexity and the scope of context is

not easy to define (Levinson, 1983).

However, Thomas (1995) took context into consideration and expanded the view of
pragmatics as “meaning evolving in interaction between speaker and hearer, the context of
the utterance (physical, social and linguistic) and the meaning potential of an utterance” (p.

22). Thomas classified three levels of pragmatic meaning: the first an abstract meaning
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covering what words, phrases or sentences could mean in theory; the second is contextual
meaning, which links what is said to context and refers to what the speaker meant by using
that particular utterance in that particular situation; and the third level, force, refers to the
speaker’s intention of what s/he said. Another scholar viewed pragmatics in two ways, as

expressed by the speaker and interpreted by the listener (Yule, 1996).

Yule (1996) specifies four dimensions in studying pragmatics: the study of speaker meaning,
contextual meaning, how more is communicated than what is said and the expression of
relative distance. In another definition, Crystal (1997) considered language users’ subjectivity
in the choices of form, and consequences of the choice and meaning in social interaction. He
defined pragmatics as “the study of language from the point of view of users, especially of
the choices they make, the constraints they encounter in using language in social interaction
and the effects their use of language has on other participants in the act of communication”
(p. 301). His definition to some extent aligns with Kasper (1997, P.2), as she defines

pragmatics as “the study of communicative action in its sociocultural context.”

Overall, pragmatics is a broad umbrella which includes multiple components and allows
different theories related to different contexts, cultures, situations and interlocutors. Although
there are different definitions and different ways of analysing pragmatics, those different
perspectives share common grounds on language, context and culture. Different theorists
have concentrated on different pragmatic phenomena such as implicature, deixis, turn taking,
conversation rules, presuppositions, politeness and speech acts (Austin,1962; Searle, 1969;
Gumperz, 1982; Brown & Levinson, 1987). Speakers need to follow sociocultural rules in the

use of these features within different contexts to be considered pragmatically competent.

As this thesis looks into pragmatic aspects in bilingual the Arabic and English population, we

need to recognise the role of both Arabic and English culture in shaping pragmatics and the
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sociocultural rules within each language-spoken context. The first step to deal with those
complexities is to review the fundamental work that contributed to our understanding of

pragmatics in the bilingual population.

1.3.1 Politeness and Face Theory

Politeness in interaction is one of the major topics within the field of pragmatics. Goffman
(1967) described politeness within social behaviour. He also presented the concept of “face”
to convey various interrelated aspects of social interaction. Scollon and Scollon (2001, p.45)
defined the concept of face as “Face is the negotiated public image, mutually granted each
other by participants in a communicative event.”. Politeness is the way face is managed, via
language. Lakoff (1975) describes politeness based on the desire to reduce friction in social

interaction and highlighted how syntactic and lexical strategies can be used to express

politeness.

Brown and Levinson (1987) expanded the theory of politeness and identify two types of
politeness: negative and positive. These were renamed by Scollon & Scollon (2001) into:
involvement and independence. Involvement “a person’s right to be considered a normal,
contributing, or supporting member of society” (p 46). Independence “emphasises the
person’s right not to be completely dominated by group or social values, and to be free from
the impositions of others” (p47). Involvement strategies can be achieved by emphasising
solidarity and rapport between speaker and hearer e.g., “Let’s do this together” or by
conveying the commonalities between the speaker and the hearer’s desires and wants “You
and I have the same problem”. However, independence strategies conducted by showing that
the speaker does not intend to interfere with the hearer’s independence or invade their

personal space e.g., “I’m sorry to bother you” or “I know you’re busy, but...” (Yule, 2010).
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Brown and Levinson (1987) clarified that some speech acts may interfere with politeness
because those acts might threaten the speaker’s or the hearer’s positive or negative face. They
called those acts as face-threatening speech acts, and an example of that is the speech act of a
request, as it shows that the speaker intends to impose on the hearer ’s independence and that
threatens the hearer’s negative face. Brown and Levinson (1987) acknowledged that face-
threatening speech acts vary in their seriousness, and they proposed three universal factors
which affected the seriousness of face-threatening acts. Those three factors are: power,
distance and weight. The first one refers to the relative power of speaker over hearer e.g., an
interaction between an employer and employee vs. an interaction between two employees.
The second one is the social distance between the hearer and speaker such as an interaction
between strangers vs. an interaction between family members. The third is the weight of

imposition e.g., requesting to borrow someone’s pen vs. requesting to borrow someone’s car.

According to Brown and Levinson (1987), speakers can avoid face-threatening acts by not
conducting the act. However, there are other options. First, they can conduct the speech act
without softening or mitigating the illocutionary force. This strategy Goffman had labelled as
“bald on record” which can take place when the speaker has authority over the hearer, but it
is dispreferred in most contexts. This would involve saying something like “go and get me
my shoes”. The second option was to make the same request for an action but with using
politeness markers like mitigation and hedging (seen in italics), such as saying “please would
you mind going and getting me my shoes?”, and this strategy was labelled as “go on record”.
However, it is important to consider the context. Wootton (2007) gave an example when
children use the word “please”. For example, utterance like “one more biscuit please,
please!” contain a politeness marker which is “please”. In this example, the child may know
that s/he not allowed to have one more but used it to insist on the order and place extra

pressure. The third option, “go off record” involves using hints so the speaker’s intention is
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unclear, such as saying “I wonder if anyone knows where my shoes are?” so as to minimise

any imposition on the hearer.

Although politeness theory has been used extensively to look at language in intercultural
contexts, it has been criticised. Politeness theory implies that different cultures share
consistent agreement on the notion of politeness is universal. There is considerable debate
about how suitable the theory is for non-Western cultures. One of the main critiques for
Brown & Levinson’s politeness theory is that it ignores group identity within a society, which
is an essential part of the politeness system in Japanese and Chinese cultures (Matsumoto,
1989; Mao, 1994). Some studies have found that independence politeness is irrelevant in
some cultures (Wierzbicka, 1985; Matsumoto, 1989; Gu, 1990). In addition to that, the
general categorisation of positive and negative face has been considered by some authors to
oversimplify the complex process of interaction in which the choice of polite forms may vary
depending on the context (Matsumoto, 1989; Watts, 2003). Regardless of these criticisms,
politeness theory provides a useful framework for understanding cross-cultural differences in
language studies, especially for bilinguals where the difference includes a cultural-language

interface, which is the case in this study.

1.3.2 Speech Act Theory

This thesis investigates aspects of pragmatics in bilingual Arabic-English speaking children.
As this involves two different cultures as well as two languages, it is not surprising that there
may be cultural variation in speech act realisation. While the same speech act could be
expressed in different languages, the realisation and the conditions of the appropriateness of
this speech act may differ. As a base for later discussion about speech acts, it is important for
this thesis to cover speech act theory. Speech act theory is regarded as a substantial theory in

the pragmatics literature. Because it has substantial social implications (Ervin-Trip, 1976),
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and is central to understanding politeness and face (Brown and Levinson, 1987). According

to Grice (1975), it appears to be governed by universal principles (Grice, 1975).

Austin (1962) in his major work “How to Do Things with Words” presented the concept of
the speech act. He had seen that utterances were not just words or meanings, but they
achieved something in the world. “The uttering of the sentence is, or is a part of, the doing of
an action” (Austin, 1962, p. 5). This is most obvious in the acts he called “performatives”
such as “I now proclaim you husband and wife” or “I name this ship the Voyager”, in which
the status of something in the real world has changed because of the utterances spoken.

Other more common utterances, such as “pass me the cup” produce actions, which the
speaker intends to achieve, so this speech “act” is that of requesting an action on the part of
the hearer. Speech acts are therefore things that speakers use to achieve an end, such as to
request something, to refuse something, to promise, to complain, to compliment, to invite and

to apologise, among many others.

Austin (1962) identified a set of verbs he called performative verbs, which explicitly indicate
the speaker’s goal of utterance e.g., “I promise I will be there” or “I declare all the
information is true”. However, even forms of speech which do not contain explicit
performative verbs may function to perform acts without explicitly naming them. For
example, “All the information is true” could be used for making a declaration. Nevertheless,
Austin concluded that whether utterances have a performative verb or not, there are two
elements: the ‘saying’ element refers to what is said and the ‘doing’ element covers what is
done or accomplished in the speech act. However, the ‘saying’ and the ‘doing’ can be
separated, as happens in indirect speech acts. To say, “would you like to come and sit down?”
on the surface is about what someone likes. However, it is indirectly a request for an action —

come and sit down.
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Competent communicators give precedence to the intent, or the ‘doing” rather than the literal
meaning, or the ‘saying’. This led Austin to distinguish between three forces of speech acts:
locutionary, illocutionary and perlocutionary. The locutionary part is the act of saying or the
literal meanings of an utterance. The illocutionary part is the speaker’s intention of the
produced utterance (e.g., to compliment). Perlocutionary is the effect of the illocutionary act
on the hearer (e.g., to be flattered, or perhaps offended). Searle (1969) divided Austin’s acts
into five categories: directives, commissives, representatives, declaratives, and expressives.
Directive acts are used by the speaker to request action from the hearer (for example,
command, request, suggest, advise). Commissive acts are used by speakers to commit to
future actions (e.g., promise, refuse, pledge, threaten). Representative or assertive speech acts
in which a speaker expresses feelings or states truth or beliefs (for example, claim, complain,
conclude, report). Declaratives are speech acts that change the reality as a result of the
performed declaration (for example, resign, nominate) and expressive speech acts are used to
express psychological states or feelings (for example, thank, apologise, congratulate, blame,

praise).

An important aspect of Austin’s speech act theory was the concept of felicitous conditions.
These state that a certain set of conditions need to be met for a speech act to be performed
successfully. Searle (1969) developed Austin’s conditions of felicity and distinguished four
types of conditions of success: propositional content, preparatory conditions, sincerity
conditions, and essential conditions. Propositional content identifies conditions on the type of
content, which can be in a particular type of speech act, for example, a requestive act needs to
imply that the requested act is a future act of the hearer. The preparatory condition discusses
what the speaker is indicating in the performance of a speech act, for example, in a requestive
act the speaker believes that the request is within the hearer’s ability and the hearer needs to

hear the act to perform the request. The sincerity condition (sincerely or insincerely) refers to
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what psychological state the speaker expresses when performing a speech act. In that
example the speaker is genuinely asking the hearer. The essential condition refers to the
context and utterance that may clarify the intention of the speaker. So, the speaker is
performing the act as an attempt to influence the hearer. Those conditions include the
example of “close the window” where: (1) the hearer should be able to close the window; (2)
the hearer should be willing to close the window; (3) the window should be open; and (4) the
speaker should sincerely want the hearer to close the window. If the addressee contradicts the
existence of any of the conditions s/he will invalidate the directive, and consequently make a
polite non-compliance response (Campbell, 1990). The concept of felicitous conditions is a
useful to consider when studying adult-child interaction, as this would be reflected in chapter

7.

Austin’s speech act theory had expanded the horizon of pragmatic understanding and
established the analytical system used in many pragmatic studies. Dore (1978, 1979) used
Austin and Searle’s theory of speech acts to analyse and classify functional categories of
children’s language. He suggested changing the term ‘speech acts’ to ‘conversational acts’ to
emphasize the significance of interaction in interpreting acts. Dore's conversational acts had

six main divisions.

o Requestive acts; ask for information e.g., “what’s that called?” or action e.g.,

“pass me that pen”.

° Assertive acts; used to state rules, facts, or attitudes e.g. "I'm shy" or “blue cars
stay here”
o Performative acts which accomplished acts by being said, like imaginations, for

example, “I name this ship the Judy” or “I sentence you to one year’s jail”.
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o Responsive acts: supply information to or acknowledge a preceding act such as,

"yes,"(after “are you coming?”’) or "at work™ (after “where are you going?”).

J Regulative acts; which control personal contact or conversational flow, e.g. “Let’s

talk about the movie”

o Expressive acts; conveyed attitudes or emotions such as exclamations, "oh™ and
"wow."
o Miscellaneous acts: those that did not fit into the existing categories, such as

silence or jargon.

Dore subdivided each of these six categories further, resulting in a total of 35 speech acts,
such as statement evaluation, statement explanation...etc. Although this was a thorough
exploration of the wide range of purposes or functions that utterances could have, in practice
distinguishing between each of them was not a simple or highly reliable process, and few
researchers have used speech acts to this degree of fine analysis (Jose, 1987). An example of
an adaptation and simplification of Dore’s system was that of Fey (1986), in which he used a
simplified set of Dore’s speech acts and called it Socio-Conversational Analysis. This was an
applied tool for the purpose of analysing children’s language in clinical contexts, hence was

practical and more reliable.

Speech act theory has been criticised for its attempts to capture the possible functions of
language by classifying individual utterances as speech acts (Brown and Levinson, 1987;
Riley, 1989; Wolfson, 1989). It is common for utterances to have more than one function (or
act), or even for a long discourse to have just one function. Hearers cannot always identify
the illocutionary force of a speech act, as the speaker’s intent and utterance of meaning are

not the same. Flowerdew (1990) pointed out that speech act theory cannot explain discrete
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categories. Instead, it deals with approximations that are likely to vary from one situation or
context to another. He gave a locutionary example like “It’s cold in here”, which could have
three illocutionary forces: a statement of fact, a request for someone to close the window
through giving a hint in a statement form, or advice for someone to put on warmer clothing.
While this allows to prioritise intent over form, it is centred around the speaker rather than
including the meaning of the dialogue between the speaker and the hearer (Masaki, 2004).
These critiques are important to recognize when studying or analysing speech acts. For
example, if the researchers aware that speech acts deal with approximations that is context or
situation dependent. They may prepare for the data collection with equipment that can record

changes in the context or situation.

1.3.3 Politeness and Speech Acts in non-English contexts
Many studies using or applying Brown & Levinson’s (1987) politeness analysis have been of
English-speaking contexts, and in western hemisphere cultures. Hence, directness is often
discussed in terms of the politeness systems of language and/or cultures (Yule, 1996).
However, indirect speech acts have varying roles in those different cultures. As discussed
begore, indirectness is often used to avoid Goffman’s “bald-on-record”, which is when direct,
unqualified statements are seen as potentially face threatening, as they put the addressee in a
subordinate, less authoritative position than the speaker. While some cultures might share

some strategies such as indirectness to convey politeness, others do not.

Several scholars have disagreed with the claim that the more indirect and act is, the more
polite it is (e.g., Blum-Kulka, 1987; Wierzbicka, 1985, 1991; Wolfson, 1989). Researchers
pointed out that some of the strategies described the politeness theory are applicable only to
self-dominant or individualistic cultures. In contrast, those strategies and features do not

apply to group-dominant or communalistic cultures such as Japanese and Chinese
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(Matsumoto, 1989; Ide, 1989; Gu, 1990, Kong, 1998). One of the main points is the Japanese
speakers’ consideration to Brown and Levinson’s (1987) power, social distance, and the
degree of imposition of social factors when using honorifics in their language (Fukada &
Asato, 2004; Pizziconi, 2003). Another one is the use of “euphemisms, hedging, questioning,
and apologising” in Japanese speakers’ speech acts to indicate their respect for the hearer
(Pizziconi, 2003; Chen, 2010). A polite act in one culture might violate politeness in another
language or culture. For example, to call someone by their first name is in the service of
involvement or positive face in American or NZ culture. But this might be seen to violate the
independence or negative politeness expectations of a person from Asian culture, who
expects to use honorifics or titles. This illustrates cultural differences in what is seen as

polite, in what context.

Pragmatic features generally vary across cultures and languages. Many studies have
identified specific cultural and linguistic norms in issuing different speech acts either in one
specific culture (e.g., Brumark, 2010, in Swedish culture; Bhimji 2005, Mexican immigrant
families in US) or across different cultures (e.g., Blum-Kulka, 1997, who looked at Israeli
and American cultures). However, saying that does not imply the cultural norms reflected in
speech acts are similar within the same linguistic groups. Previous researchers highlighted

some differences across varieties of English (Schneider, 2011; Holmes et al.,2012).

As this thesis, looked at directive speech act addressed to bilingual Arabic and English-
speaking children, the next section will review directive speech act in general, followed by in

Arabic speakers.

1.3.3.1 Directives
The term ‘directive’ was defined by Searle (1976) as an attempt by the speaker to get the

addressee to do something. A directive is a broad term which can cover a variety of speech
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acts such as commands e.g.,” I command you to leave”, begging someone e.g.,” I beg you to
leave”, suggestions e.g., would you like to leave?”, and advice e.g.,” I advise you to leave”.
Directives can be issued using a variety of syntactic forms; which range in their directness
such as question form, statement form and imperative form. In English, a question is a clause
which has a Verb before the Subject, with optional other elements (Object, Adverbials). A
statement is a clause which has a Subject and a Verb clause element in that order, with
optional other elements (Object, Adverbials). An imperative is a clause which does not take a
Subject, so is a Verb -headed clause with optional other elements (Object, Adverbials). In
addition, there is “elliptical” as a clause form. For example, we can say “biscuit?” and it is
functioning as a response to a request for information (e.g., answering ‘what would you

like?”) or an offer as in “would you like a biscuit?”.

Lakoff (1977) suggested a hierarchy for the forms of directives, starting with questions as the
least direct form, to imperatives as the most direct. As explained in the politeness section, the
more direct form has been interpreted as having the potential to create a conflict and to be a
face-threatening act (Leech, 1983). To illustrate, a requestive act can be issued using an
imperative form, the most direct, e.g., “close the window”, or using a question form “would
you mind closing the window?” It is possible to have an even less direct requestive act by

using a statement form, usually described as a “hint” e.g. “it’s a bit cold in here”.

Directive acts have been examined from several perspectives across pragmatics, child
development, psycholinguistics, and applied linguistics (e.g., Ervin-Tripp, 1976; Searle,
1975; Goodwin, 1990). Previous scholars (e.g., Schegloff, 1984; Goodwin, 1990; Aronsson
& Thorell, 1999) have critiqued Searle’s (1976) view of directive acts, as they suggest it
limits the directive act to a single utterance produced by the hearer. Rosaldo (1982) pointed

out that Searle’s analysis of directive acts only considered the ‘what’ and ‘why’ of words but
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not the ‘where’, ‘how’, and ‘when’ of the context. While the critics in partial agreement with
Searle’s (1976) view of directive acts as an act of the speaker telling the hearer to do
something, they disagree with taking those acts as single utterances without considering the

context (Goodwin, 2006; Kidwell, 2006; Vine, 2009).

It is important to include information of what preceded or followed the directive acts. Such
information is important to reveal particular information such as why particular forms were
chosen for specific functions (Vine, 2009), as directives are used frequently by adults toward
children and the socio-pragmatic rules are not the same in issuing directives across different

languages.

Directives in Arabic speakers

Cultural, linguistic and contextual differences between two languages may contribute to
variations in issuing directive acts. For bilingual children this may mean that the way of
issuing directive acts might be different in the two languages they speak. Evidence that the
use of directive acts may be different in interactions in Arabic has been found in a number of
studies, both between Arabic speakers in Arabic, and in inter-cultural or inter-language

contexts.

Several research studies have investigated the realisation of directive acts among Arabic
speakers over the last twenty years. To the best of our knowledge, there is no study that has
investigated directive acts among Arabic speaking children. In one of the earlier studies that
looked in directives issued by Arabic speakers, Atawneh (1991) compared requesting
strategies of 30 American native speakers of English, 30 Arabic-English bilinguals living in
the U.S. who responded using both English and Arabic, 30 monolingual Arabs who
responded using Arabic, and 20 Arabic-English bilinguals living in Palestine who responded

using English. The participants ranged in age from twenty to sixty years old. Atawneh
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administered a questionnaire which involved role-playing situations. The results revealed
that when using Arabic, participants showed more directness in their requestive acts.
Atawneh considered that directness in Arabic requestives was a result of the unavailability of
an elaborated modal system like English for making indirect requests. He suggested that his
study results exhibited an indication of Arabic cultural norms that transfer into the
performance of English, and American norms were reflected in bilingual Arabic and English
speakers living in the U.S. but not in the bilingual Arabic and English speakers living in

Palestine.

Farahat (2009) chose the context of plays written in English and Arabic to examine how
directive acts appeared. He had ten plays: five of them using Australian English and five
using Palestinian Arabic, and he specifically focused on face-threatening acts. He also found
a preference to use direct forms of directive acts among Arabic speakers and suggested that in
Avrabic cultures directness shows solidarity and in-group identity, especially when social
distance is close between the speaker and the hearer. Farahat (2009) explained that requestive
acts are not always considered as the most face-threatening acts in Palestinian Arabic culture
and suggested that Palestinian society acknowledges the reciprocity of requests. Therefore,
even when the speaker issues a request in the present, they are expecting the hearer would
need a request back anytime in the future. Therefore, Farahat concluded that indirectness is
not used widely for requestive acts in Arabic culture, in contrast, indirectness along with
other mitigation markers such as prayers like” may God bless you do...” would be used with

the rquestive act.

Al-Marrani and Sazalie (2010) studied making requests among 364 Yemeni Arabic speaking
university students. Their data was collected using a Discourse Completion Test. Al-Marrani

and Sazalie (2010) proposed that directness in requestive speech acts was not only accepted
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in this Arabic speaking group but was perceived as a positive indication of involvement
politeness, as it implied that the speaker assumed only a small social distance between
themselves and the hearer. The use of directness as a strategy to express closeness and group-
connectedness was highlighted by Tawalbeh and Al-Oqaily (2012) as they compared
directness in requestive acts made by 30 Saudi Arabic native speakers of Arabic and 30
American native speakers of English. Both groups were undergraduate students who
completed a discourse completion test. Tawalbeh and Al-Ogaily (2012) concluded that
native English speakers used mostly indirectness to convey politeness. On the other hand,
native Arabic speakers used different request strategies based on the social variables of power
and distance. Irrespective of directness or indirectness to convey a polite request, Arabic
speakers relied more on adding external request modifications such as religious softeners and

prayers to soften their directive acts (Al-Marrani, 2018).

There were some clear differences in these studies in the way in which directives were issued
in Arabic versus English. As this thesis studies bilingual Arabic and English children, it is
anticipated that the pragmatic rules vary across the two languages and what is considered
acceptable in one language might not be in the other languages. Bilingual speakers can be in
a situation where they are pragmatically competent in one language but not necessarily the
other language. Or where the pragmatic rules of one language influence the other language
used. Therefore, we need to review two important concepts: pragmatic competence and cross-
linguistic influence. These two concepts can affect different speech acts which includes
directive acts issued by or to bilingual speakers using each language. So, before conducting a

study on directive acts issued to bilingual children, we need to review them.
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1.3.4 Pragmatic competence
Pragmatic competence, as a concept, originated from the broader concept of communicative
competence, associated with Hymes (1966). It was posited in response to the notion of
‘linguistic competence’ from Chomsky’s (1965) writing, wherein language was seen to be
primarily a cognitive skill arising in the brain and centred there. The more social and
functional linguists felt that there was a significant set of things about language which were
not covered by Chomsky’s perspective. Hymes indicated that speakers needed Chomsky’s
notion of ‘linguistic competence’ plus mastery of the principles of language use, to achieve
communicative competence. Therefore, speakers need to use their languages in linguistically
and socially appropriate ways. Hymes’ concept of communicative competence stimulated

different scholars to develop models for communicative competence.

Fraser (1983) used the term ‘pragmatic competence’ to refer to a performance level that the
speaker uses to express his/her intentions by performing speech acts such as requesting,
promising and apologising. Canale and Swain (1980) proposed a theory of communicative
competence which was later modified by Canale (1983). According to Canale’s (1983)
framework, communicative competence consisted of four components: grammatical
competence, sociocultural competence, strategic competence and discourse competence. As
the name indicates, grammatical competence referred to the correct use of syntactical and
morphological rules. Sociocultural competence referred to utterance production and
comprehension in specific contexts by particular speech communities. Strategic competence
covered verbal and nonverbal communication strategies lastly discourse competence referred
to rules governing coherence. The significance of this model is that it highlighted the
importance of the sociocultural rules that govern pragmatics, which was named by later
scholars as pragmatic competence. Faerch and Kasper (1984) proposed a model for pragmatic

competence, which was divided into two knowledge categories: declarative and procedural.
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Declarative knowledge contained six types of knowledge: linguistic, socio-cultural, speech
act, discourse, context, and knowledge of the world. Procedural knowledge covered how
categories of declarative knowledge are selected and combined. Another model for pragmatic
competence was suggested by Bachman (1990), which divided pragmatic competence into
two categories: illocutionary competence and sociolinguistic competence. Illocutionary
competence covered four functions: ideational, manipulative, heuristic, and imaginative.
Sociolinguistic competence contained four categories: sensitivity to differences in dialect,
sensitivity to register, sensitivity to naturalness, and knowledge of the culture. Bachman
(1990) model viewed pragmatic competence as the larger umbrella that included
sociolinguistic knowledge. Bialystok (1993) divided pragmatics into three components that
involve both speaker and listener. The first component was the ability of the speaker to use
his/her language for diverse functions. Second, the listener’s ability to understand the
intention of the speaker. Third, the knowledge of combining utterances to form discourse.
Bilingual individuals need to master the pragmatic rules that apply within specific cultural

contexts to prevent pragmatic failure.

1.3.4.1 Pragmatic competence in bilingual contexts

There are two conditions that may result in pragmatic failure in bilingual contexts: first, the
speaker’s lack of linguistic means to convey the pragmatic knowledge, and differences as to
what constitutes appropriateness within each culture (Thomas, 1983). It is not easy to
compare pragmatic competence of monolingual and bilingual speakers. Bilingual language
acquisition is influenced by the context and the experiences of each language for the learner.
Thomas (1983) divided pragmatic competence in bilingual speakers into two broad
categories: pragmalinguistic competence and socio-pragmatic competence. Pragmalinguistic

refers to the ability to use different linguistic resources to convey speech acts (Cenzo, 2007).
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Socio pragmatic competence referred to the ability to use variety of pragmatic strategies to

adjust to situational or social factors (Harlow,1990).

In one of the few studies that looked at pragmatic development among bilingual school aged
children, Rose (2000) investigated three groups of primary school students who were in three
age groups of 7-, 9-, and 11-year-olds in Hong Kong. Students completed tasks to elicit
requests, apologies, and compliment responses; in each age group half of the students
completed the task using English and the other half using Cantonese. The results indicate that
pragmalinguistics take place before socio-pragmatics in the early stages of pragmatic
development. In another study, Rose (2009) looked at the responses to requests of Cantonese-
speaking high school students learning English at school. She concluded that there was strong
evidence of pragmalinguistic development, but little evidence of socio-pragmatic
development, except for the increased occurrence of ‘please’ in requests to higher authority.
In another study, Lee (2010) found that the seven and nine-year old Cantonese speakers
learning English encountered problems in understanding indirect speech acts, specifically
indirect refusals, compliments and complaints. Lee (2010) suggested that Cantonese speakers
usually express these three acts directly. The lack of awareness of sociocultural conventions
and norms of second language use, and dependence on sociocultural conventions of the first

language, led to transfers of the pragmatic norms of the first language to the second language.

A pragmatic transfer has the potential to cause pragmatic failure, as it may violate the
sociocultural rules of language use for that language. As such it may violate the politeness
rules of a speech community. Usually, if bilingual speakers lack the socio-pragmatic
knowledge of what is considered to be appropriate linguistic behaviour in the weaker

language, they will use the rules of the stronger language.
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1.3.4.2 Cross-linguistic influence: pragmatic transfer

The phenomenon of pragmatic transfer has been largely studied in research into second
language acquisition. As such, it has mostly looked at those acquiring their second language
after their first, so has focused on speech act realisations among adult second-language
learners. Few studies have looked at speech acts among children as bilingual language

learners.

Kasper (1992) described pragmatic transfer as the influence that previous pragmatic
knowledge has on the use and acquisition of second language pragmatic knowledge.
Pragmatic transfer is considered as a positive transfer if the transfer from the first language is
consistent with the pattern of the second language. However, if contradicts the second
language pattern, then, it is considered as a negative transfer (Kasper, 1992). Eisenstein and
Bodman, (1993) gave example of a negative socio-pragmatic transfer in expressing gratitude.
In their example, the participant came originally from Puerto Rico but she acquired US
English as a second language as she lived for many years in United stated. In the example,
the participant thanked her father for taking care of her son, but the father was offended as
expressing gratitude between family members is not usual. In their culture, taking care of a
family member in this example grandson is viewed as a family duty and saying “thank you”
was interpreted by the authors as causing offence because it places a distance between close
family members. Takahashi and Beebe in their (1993) study found that second language
proficiency was positively correlated with pragmatic transfer. They interpreted this as being
second languages learners with a low proficiency level do not have the linguistic ability to
transfer their first language forms into their second language. Pragmatic transfer is not
restricted to one direction (first language to second language), it can be bidirectional from a
first or dominant language to a second or non-dominant language. Studies have highlighted

different factors which may affect the amount and type of pragmatic transfer such as second
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language proficiency (Olshtain & Cohen, 1989) and length of time in a second-language

speaking community (Félix-Bradsefer, 2004).

The above information indicates the possibility of socio-pragmatic transfers from Arabic to
English or vice versa from English to Arabic. As mentioned before, the sociocultural rules of
issuing directives are different between Arabic and English, which may lead to a negative
pragmatic transfer. This phenomenon will be studied in this thesis as part of studying

directives issued to bilingual Arabic and English-speaking children.

This section has indicated the scope of pragmatics and its importance to communicative
competence. It has also indicated the complexity of pragmatics, and how different models
have attempted to unpack what it consists of. This complexity includes the notions of face
and politeness, and how these interact with speech act theory; the way we do things with
language. It is complex enough to learn in one language: even more so in learning multiple
languages. The context of learning more than one language has two impacts on studying
pragmatics. One is that it puts pragmatic rules into sharp relief by showing how relative or
variable the rules are. The second is that it shows the complexity of the task of bilingual
language learning. Language is not just linguistic; it is social and cultural, and these are the

areas which pragmatics is most embedded within.

1.4  Statement of the Problem

Knowledge about bilingual language development in children growing up among Arabic
speaking families in New Zealand is surrounded by gaps. First, there is very little information
available on the development of bilingualism in children in Arabic-English speaking contexts
anywhere, and no information on this issue for New Zealand has been found. Second, we are
missing some basic information about the Arabic speaking community in New Zealand and

the contexts of exposure to Arabic among children, and as part of that the language
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competence of families. Although New Zealand Statistics (2018) provides information about
individuals’ reports of their ability to speak Arabic, the data is blunt. There is little
information about the actual use of Arabic, or the degree of exposure to the Arabic language
at home. It does not indicate proficiency as an individual’s identification as a speaker of a
language does not always imply consistent language use. Third, pragmatics has not been
widely researched in bilingual children. Studies of speech acts appear on monolingual or
bilingual adults or older children, mainly those learning English as a second language (e.g.,

Hill, 1997; Lee, 2010; Rose, 2009; Takahashi & Beebe, 1993; Kasper, 1992).

Bilingual language development is affected by the quantity and quality of each language that
children are surrounded by. For minority languages, children’s language development is
affected by how long they and their parents have been in the other-language dominant
country, how competent the caregivers feel in their use of the languages, and what their
educational backgrounds are, and how motivated they are to maintain a home language,
among other things. Studies have highlighted Arabic-speaking parents’ strong motives to
maintain the use of Arabic at home (Al-Sahafi, 2015), however, this alone is not sufficient to
provide full support for children to grow up and be able to speak the minority language

(King, 2000).

Research on Arabic speaking families in English-dominant countries in a home context has
shown that although parents preferred the use of Arabic, children in those families tended to
use English (Al-Sahafi, 2015; Yazan & Ali, 2018). Code-switching is a natural bilingual
phenomenon, and studies have indicated that code-switching can be used strategically to
mark certain communication functions (Appel & Muysken, 1987; Myers-Scotton, 1993). In
this case, the use of natural phenomena such as code-switching at home in an Arabic-

speaking context might interfere with parents’ preferences. The picture is not clear on how
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Arabic speaking families in New Zealand viewed their Arabic language and how both

languages (Arabic and English) were used in a home context.

It is common for bilingual minority language speakers to have most of their exposure to the
minority language at home and the majority language outside home in domains like school.
Bilingual Arabic and English-speaking children in New Zealand are probably exposed to the
two languages in two different contexts. The two language contexts are also different in terms
of the dominant cultures in each, which are relevant when considering pragmatic skills. This
may indicate those children would be exposed to different socio-pragmatic uses in each
language-spoken context. Pragmatic features include face and politeness in language, speech
acts, and many others. How these operate are not predictable from the outside of any cultural
or social group, but are very predictable from the inside, and this is where the cultural

language interface becomes clearest.

In both Arabic and English-speaking contexts, adults use directive speech acts when
interacting with children. We believe a directive is an important speech act to study for
different reasons. First, it is used frequently by adults as a tool to guide children in what to do
and how to do it (Halle & Shatz, 1994; Waring & Hruska, 2012, Moore, 2013). Children are
taught certain culturally appropriate ways in which they need to respond to directives.
Second, bilingual Arabic and English-speaking children may be exposed to two sets of
directives that differ in their socio-cultural rules. Cross-linguistic studies among adults’ use
of Arabic and English directives tell us that for politeness and face-saving reasons
indirectness is usually preferred when issuing directives in English, but not in the Arabic
language (Atawneh, 1991; Farahat, 2009; Tawalbeh & Al-Oqaily, 2012). This may lead us to
assume that bilingual Arabic and English-speaking children would receive a direct directive

from their parents in Arabic and indirect directives from their children using English.
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It is not clear how bilingual children perceive the two different sets of directives. There are
many studies that have provided strong evidence of early language differentiation among
bilingual children (e.g., Genesee et al.,1996; Genesee, Nicoladis, & Paradis, 1995; Kbppe,
1996). However, the question is still unanswered as to whether the realisation of a particular
speech act using one language may lead to conflict in another context when the other
language is used. For example, an Arabic-speaking mother in New Zealand may routinely
issue a direct directive like “clean your toys” to her three-year-old child. This child starts to
attend kindergarten and the teacher may issue a directive like “it is clean up time” or “would
you like to clean up the toys?” It is not clear if this child would treat the teacher’s statement
and question as a directive or would consider the statement as a comment or would try to
answer the question according to his/her preference. However, considering the fact that those
bilingual children and their families live in a majority English-speaking country may present
another possible scenario. In this scenario, the mother might show a pragmatic transfer or
cross-linguistic influence from English into Arabic when issuing directives. This means that
the mother issues a directive using Arabic, but not in a direct form, instead she could use a

hint statement or a question form.

This thesis starts with some background for pragmatic studies on bilingual Arabic and
English-speaking children in New Zealand by first gathering information on this relatively
small and little researched community. It then gathers data language use and exploring the
language learning environments for children growing up among Arabic-speaking families.
From that data, it investigates some critical aspects of pragmatics, particularly directives
issued using the two languages to bilingual Arabic and English-speaking children and how

they responded to them.
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1.5 Thesis Aims

The overarching aim of the thesis is to gain a deeper understanding of the nature of
pragmatics, which bilingual Arabic and English-speaking children are exposed to or use
when growing up in a majority English-speaking context. To achieve this aim we needed first
to discover the language-learning environment for children growing up among Arabic-
speaking families in New Zealand. Therefore, the first goal of this thesis is to collect macro
level data about children’s exposure and the opportunities they have to use both languages,
and demographic data which may affect language use e.g., family size and the number of
years they have spent in an English-speaking country. This information was gathered through

a survey for Arabic speaking families living in New Zealand.

The second goal of this thesis is to highlight if Arabic-speaking mothers hold certain beliefs
regarding Arabic language use, and if so, explore the reflection of those believes on home
language practices. To fulfil this goal, observations and interviews with Arabic-speaking
mothers in a home context were conducted. The third goal of the thesis is to identify the
functions and situations in which code-switching to English took place at home during

natural interactions between children and their Arabic-speaking mothers. The fourth goal is to
explore how directives were issued to children by their mothers at home speaking Arabic and
by their teachers in preschool in an English-speaking context. The fifth goal is to identify
how bilingual children respond to different forms of directives issued using two different
languages and if they exhibit any form of pragmatic influence from one language to another

across the two contexts.

To answer the last four questions, | needed to carry out a qualitative study which includes
naturalistic observational data of the context in which children use each language the most.

Such data provides a holistic picture of the dynamics of language use and enables deep
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analysis of the complexities in each language and their cultural and contextual differences.
Children ranging in ages from three to five years participated in this study. This age range
was chosen for the following main reasons: (1) Children in this age range start to produce
more complex and abstract utterances in conversations; and (2) At the age of three, children
in New Zealand are entitled to begin 20 hours of early childhood education, which may

indicate that more children will be enrolled in a majority English speaking context.
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2 Methods

Three types of data have been collected for the present thesis: survey data about Arabic
speaking families in New Zealand, interviews with Arabic-speaking mothers and with English-
speaking teachers, and recordings of Arabic speaking children’s natural interactions in two

different contexts — at home with mothers and at kindergarten with English-speaking teachers.

The first part of the study was gathering information about the language-learning
environment for children growing up in Arabic-speaking families in New Zealand. This goal
was addressed by conducting a survey open to Arabic-speaking families living in New
Zealand. The survey’s findings highlighted the need to further understand the contexts of
Arabic and English language use, mothers’ beliefs and practices about their children’s use of
language and teachers’ input about these children's use of English. To fulfil these purposes,
two sets of qualitative data were collected; interviews with mothers and teachers to
understand their beliefs about each language, and recordings of interactions between children
and their mothers (in Arabic at home) and the same children and their kindergarten teachers

(in English, at kindergarten) to observe the languages in use.

2.1 Survey

2.1.1 Participants

Participation was open to parents of children who were exposed to Arabic as their home
language and who were living in New Zealand. The survey was distributed initially through
my contacts in Arabic weekend language schools in Auckland, who posted an invitation on a
“WhatsApp” social networking group for Arabs in New Zealand. Snowball sampling was
also used to recruit participants, in that potential participants were asked to pass on the

recruitment notice or email to anyone they knew who met the criteria. As the potential
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participants are a minority group in New Zealand, the use of social networks utilised by the
snowballing technique is a recommended method (Parker et al., 2019). A second distribution
was through Facebook pages that were dedicated to Arabic and/or Muslim families in New
Zealand, and a third through some Twitter accounts which were dedicated to specific relevant
groups of people in New Zealand such as Saudi students. Snowballing was also used in these

places of recruitment.

Each of these postings included an invitation to participate, with a link to a detailed
information sheet, and a link to the survey itself. The information sheet was available to
potential participants before they started to answer the survey. Included in a preamble to the
survey was a statement that submitting the survey would be considered as meaning that they
have agreed to take part in the research under the terms in the participant information sheet
(see appendix 9.2). They were also informed there that their response could not be withdrawn
after they had submitted, as the survey was anonymous and there was no way of telling which
response was theirs. Participants were also given contact details of the researchers for any

questions they may have had.

A total of 91 people completed the survey, however, six were found to not meet the criteria,
mainly through not having children or not speaking Arabic as their native language at home,
leaving a participant group of 85. The three contact points accessed different groups (e.g.,
different home countries or different lengths of time lived in New Zealand), as became clear
in the survey results. Most commonly, participants received the invitation from a friend or

came across it through social media, mainly the Facebook pages or Twitter accounts.

There is little detailed data on the nature of the Arabic-speaking population in New Zealand.
Census data contains little detail of such groups, which do not have many historical links to

this country, and which change rapidly. The demographics of the participants in this survey
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may be typical of the Arabic-speaking population in New Zealand, but until more research

becomes available it is not possible to be sure.

2.1.2 Instrument

An online anonymous survey was constructed using Qualtrics software. It was aimed at
Arabic-speaking families currently living in New Zealand who had children. The survey was
designed to be answered by a family member and included questions about both parents. All
the information was available in both Arabic and English, and the language option could be
selected at the beginning. The survey was developed in English and translated into Arabic by
the researcher, a first language speaker of Arabic, and was then reviewed and edited by a
second bilingual Arabic-English individual whose first language was Arabic and who worked

in the field of English-Arabic translation.

The survey was designed to elicit information about the factors which can affect language
development in bilingual children, where the first language of the parents is a minority
language in the society, they are living in. The literature suggests that some these factors are;
the reasons the family are in the country concerned (e.g. refugees, voluntary migrants,
students, etc), their socio-economic status, the language proficiency in each language for the
adults including literacy in each language, the education level of the parents, and the amount
of exposure the children have to each language (Curdt-Christiansen, 2009; Genesee et al.,
2004; Gathercole, 2007 Guardado, 2002; Lambert &Taylor, 1996; Surrain, 2018). The survey
asked questions in each of these areas (see appendix 9.3). The survey was trialled with three
people in the Arabic-speaking community, to ensure that the questions were clear and to
identify any possible misunderstandings. Based on their feedback, minor modifications were

made to the survey.
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The survey included an overview about the project, available in both languages (Arabic and
English), which contained brief information about the researcher and the research.
Respondents were given the option of not responding to any question if they didn’t want to
(for example, their reasons for being in New Zealand). However, some people may have felt
uncomfortable filling in or sharing some personal information about their immigration to
New Zealand with unknown persons or in an online survey. Some 200 people opened the
survey link and read the questions but did not participate, and this may explain why. Such
fears and hesitation in Arabic communities about participating in surveys have been reported
by several researchers in different countries such as New Zealand, Australia and America

(Kadri, 2009; Kenny, Mansouri, & Spratt, 2005).

2.2 Interviews and Interaction Recordings

2.2.1 Recruitment of Participants

Invitations to participate in this study were distributed among families whose children were
exposed to both Arabic and English and were living in New Zealand. The survey (see
Chapter 3) included an option for respondents to indicate if they would be interested in
participating further in the research. Forty people indicated yes and were contacted via email
to see if they were interested in taking part in this research study. Out of those forty, only one
responded that she was interested to take place in this study. As this method did not result in
a sufficient number of participants, snowballing or a social network framework was used. In
this method, reaching participants was through a friend of a friend and/ or trustworthy person
(Mesthrie, 2013). This helped in providing some assurance about the researcher’s credibility
and releasing uncertainties about the research. Contacts in Arabic schools in Auckland were
approached and agreed to post the study advertisement on their noticeboards. These contacts

and friends posted the invitation on “WhatsApp” groups and Facebook pages for Arabic
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families in Auckland or Hamilton. Any potential participants were asked to forward the

invitation to any families they knew who may be interested.

Twenty-seven mothers indicated interest in participating in the study. The majority of those
mothers were keen to support their children’s use of the Arabic language and viewed this
research as an opportunity to shed some light on Arabic language research. However, of those
twenty-seven only twelve were recruited as research participants. The main reason the
mothers stated what prevented them from participating in the study was that they were not
comfortable being video recorded. Although this information was stated in the advertisement,
perhaps some of them had not read it in its entirety and others assumed the video recording
would be for the child only. Considering the cultural and religious factors for the potential
participant mothers, it would help to understand the reasons for their discomfort at being
video recorded. All those mothers are Arabic Muslims wearing hijabs (what Muslim ladies
wear in front of male non-family members), therefore, video recordings in a natural home
environment for research purposes is not expected to be a positive choice for the majority.
Generally, in Islamic culture men and women sit apart during visits. (Dagamseh, 2020). It is
common for men and women who are not within the same family to socialise separately.
Usually, the husband sits with men and the wife sits with women. That is the main reason
why | did not include fathers in the data collection. As this is not usually within the social

norms of Islamic families, and this may impact natural interaction.

In contrast to the cultural issues concerning recruiting mothers to the study, the recruitment of
the teachers was a more straightforward process. Twelve kindergarten head teachers were
approached, nine of them gave permission to this research taking place in their facilities and
coordinated with the teachers. Nine kindergarten teachers agreed to participate and signed the

consent forms. In New Zealand, children between the age of three and five usually attend
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early childhood education. The government fully funds 20 hours per week of early childhood
education for all children over 3 years of age. The foundations of New Zealand’s national
early childhood curriculum “Te Whariki” are; empowerment, holistic development, family
and community and relationships. Te Whariki is designed to foster “children who are
competent and confident learners and communicators, healthy in mind, body and spirit,
secure in their sense of belonging and in the knowledge that they make a valued contribution

to society” (Ministry of Education, 2017, P.5).

2.2.2 Participants’ information

Participants included 13 children, 12 Arabic-speaking mothers and nine English-speaking
kindergarten teachers. The criteria were: (1) Children were in the age range of three to five
years old; (2) Their parents speak Arabic as their primary language; (3) Children were not
regularly exposed to other languages other than Arabic and English; and (4) Children had no

known hearing or speech problems and no other developmental delays or disorders.

The mothers in this study were born in countries other than New Zealand and arrived in New
Zealand at different ages within the last 20 years, with the majority arriving within the
previous 10 years. Table 2.1 provides a summary of all the mothers participating in the study
(all names are pseudonyms). All mothers’ spouses were originally from the same home
country and spoke the same Arabic dialect, except for Dunia, who does not share the same
home country and dialect with her husband. All the mothers reported that Arabic was their
first language. While Luma reported that Arabic was her first language, she indicated that

English was her strongest language.
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Table 2.1

Mothers’ Information

Participant  Education/ Job/ Spouse’s Strongest Years Ages of
mother Spouse’s Job Language inNZ  Children**
(child)* Education
Dalia (Fatem) PhD/MD TA/ Medical doctor Arabic 12 10& 4
Noor (Ali) BSc/BSc MSc student/ IT Equal 9 8&4
specialist
Maryiam (Dana  BSc/MSc FT mother/ Pharmacist Arabic 4 48&3
& Jana)
Rana (Zahra) BSc/BSc MSc student/ IT Arabic 8 6&4
specialist
May (Maya) BSc/BSc FT mother/ Engineer Arabic 3 9,784
Faridah Diploma/BSc  FT mother & Teacher Arabic 2 14,9&3
(Ammar) Arabic weekend school/
Engineer
Daya (Zeyad) BSc/BSc FT mother & owns a Arabic 2 7,6&4

small business which she
runs from home/ IT

specialist
Fouz (Jasem) High school FT mother/ Taxi Driver Arabic 16 14,10& 4
(Nz)/
diploma
(overseas)
Dunia (Amina) Not enrolled  FT mother/ casual jobs Arabic 8 7,6&4
in any formal
education
Shereen (Soma) BSc/BSc IT specialist/ Engineer Arabic 4 7&4
Luma (Farah) Diploma/BSc  FT mother /Engineer English 18 3&2
Waad (Basem) Diploma/MS  FT mother/ Engineer Arabic 2 6&3
c
*All names are pseudonyms **target child in bold

The children attended different kindergartens in different neighbourhoods across Auckland,
except for two participants who attended the same kindergarten. All children in this study

were enrolled in kindergarten for at least twenty hours a week (see Table 2.2 for more
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information about children). All the teachers are native English speakers with different
educational backgrounds and years of experience (see Table 2.3 for more information about

teachers).

Table 2.2

Children’s Information

Child’s Name Age Age of Enrolment (in  KG hours/week Recording
KG or day care) Type/Place
Ali 4.7 6 months 40 Video/Home &KG
Dana 4.5 3 years 20 Video/Home &KG
Zahra 49 1 year 30 Video/Home &KG
Maya 4.2 3 years 20 Video/Home &KG
Ammar 3.7 3 years 20 Video/Home &KG
Zeyad 4.1 3 years 20 Video/Home &KG
Amina 4.3 3 years 20 Video/Home &KG
Basem 3.3 3 years 20 Video/Home &KG
Jasem 4.10 3 years 20 Video/Home &KG
Fatem 4.2 3 months 40 Video/Home
Soma 3.10 6 months 40 Audio/home
Farah 3.8 2.5 years 20 Audio/home
Jana 3.1 3 years 20 Audio/home
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Table 2.3

Teachers Information

Teacher Teaching qualification Years of Experience
Ali’s Teacher BSc 3
Dana’s Teacher Certificate 21
Zahra's Teacher Diploma 6
Maya’s Teacher Diploma 14
Ammar’s Teacher BSc 2
Zeyad’s Teacher Diploma 12
Amina’s Teacher BSc 4
Basem’s Teacher Diploma 5
Jasem’s Teacher Certificate 25

2.2.3 Procedure

The data were collected through visits to each participant child in both the home and
kindergarten. Twelve were home visits and nine were kindergarten visits. Each visit was
divided into two parts. Part one included structured interviews with the mother or teacher for
about one hour. The mothers were asked about their preferred language to conduct the
interview and all mothers chose Arabic, except Luma, who chose English. The interviews
cover issues about the family’s immigration to New Zealand, family composition, mothers’
beliefs and attitudes to Arabic and English languages, Arabic and English language use,
child’s exposure to different languages and their perceived competence in the different
languages, and Arabic language practices and management (see Appendix 9.4 for interview
schedule). During the interviews, children were sitting in the same room where their mothers
interviewed. Children were playing with their toys or doing some of their activities on their
own. Sometimes, minor interruptions to the interviews took place as children needed their

mother’s help. In that case, the interview was paused for few minutes until the mothers were
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ready to continue. During teachers’ interviews, children were doing their routinely
kindergarten activities. Teachers’ interviews included questions about their teaching
experience and educational background, frequency of meeting the participant’s child and any
concerns about the child’s development or behaviour (see Appendix 9.4 for interview
schedule). Interviews with teachers and with mothers were recorded using portable digital
recorder. The recorder was placed in the middle between me (the interviewer) and the

interviewee.

Part two involved recordings of natural interaction between the participants’ children and
their mothers at home and with their teachers at kindergarten. Each recording session of
natural interaction lasted for about one hour. | paused the recordings for less than five
minutes in three occasions. Two of them, the participants children needed to go to toilet and
in the third, one of the mothers needed to answer her phone. So, | paused that to maintain her
privacy. The recordings were in one(child) to one(adult) across different activities such as
sharing books, drawings and doing crafts and playing. The recordings included verbal and
non-verbal interaction taking place between the children and adults. However, the amount of
verbal interaction varies between activities. For example, when the child was doing an
activity that they were confident with is not the same as when the child was doing a new

activity that they needed the adult’s assistance.

Two of the twelve home recordings were audio recordings and the remaining ten are video
recordings. This is because two of the participant mothers (Luma and Shereen) did not feel
comfortable to be video recorded, so we switched to audio recording, as they did not mind
that. Mothers were asked to do as they normally would do at home. The home recordings

included mothers and their children across a variety of situations such as snack time, the
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child’s solo play and the mother commenting on their playing, the child and mother playing

together, and mother and child sharing books, activities or drawings and doing crafts.

Nine of the ten children who were video recorded at home were video recorded again
interacting with their English-speaking teachers, as nine kindergartens consented to
participate in this study. At the kindergarten, the teacher was asked to interact one-to-one
with the child about things they would normally interact with children at preschool. During
the recordings the teachers and children sat in a corner doing a variety of activities such as
crafts, playing with cars, blocks, tea sets and doing a puzzle. Portable digital video recorder
was used, which gave some flexibility in tracking children as they were moving and

capturing contextual cues in the environment.

All recordings from home and kindergarten were transcribed into the same language spoken.
They were transcribed entirely with the only parts omitted being interruptions by a third party
talking to the adult participants and did not involve the participants’ children. Two
professional transcribers were employed to assist with transcription. Confidentiality
Agreements were signed by them to ensure privacy and to observe ethical standards. A
transcriber who speaks English as a first language transcribed the kindergarten recordings.
Another transcriber who is bilingual Arabic- English speaker but speaks Arabic as a first
language transcribed the home recordings. To familiarize the transcribers with the recordings,
| briefed them about the project and clarified the content of the recordings with them before
sending them. During transcription, they asked few questions about the recordings. One of
the questions was what to do if the child produces unintelligible utterance. In which we
decided to write between brackets not clear if the transcriber cannot tell what the child said.
However, if the transcriber not sure what the child said to indicate that by writing between

brackets what she thinks. The same is applicable for adults’ responses. It should be
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acknowledged that transcription is not theory neutral. Although it is an objective process to
represent the data, it relies on the researcher theories and this has the potential to influence

the interpretation cycle (Ochs 1979).

2.3 Analysis

It should be noted that this thesis did not start with a predetermined set of analyses, instead all
the analyses are driven by the flow of data. Different methods of analysis were used in
different chapters that corresponded with the chapters’ aims. The survey results were
analysed using descriptive statistics, mainly frequencies and percentages which allowed
simple descriptive comparisons between the different categories of questions. Interviews
were thematically analysed according to study 2 specific themes and codes (see chapter 4 for
more details). The transcripts of the video recordings from home and kindergarten were used
for coding the data into speech acts. In the transcripts some situational information and non-
verbal behaviours notes were included as needed to support better understanding of the verbal
output. Every speech act was analysed using Fey’s (1986) socio-conversational analysis with
some modifications (see Table 2.4). To ensure accuracy, my supervisor reviewed a sample of
the analysis, gave me some comments, we met to discuss them further and applied a group

analysis exercise.

First, home recordings and mothers’ interviews were used to observe Arabic and English
language use and the reflections of mothers’ beliefs and attitudes on language practices.
During the recordings it was noticed that mainly the children and sometimes mothers code-
switched to English. However, it was not clear why and in which situations code-switching to
the English language took place in an Arabic-speaking context; therefore, this issue is
analysed and studied using home video recordings in Chapter 5. Only home recordings were

included in Chapter 5, since in kindergarten none of the children exhibited code-switching
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from English to Arabic (see Chapter 5 for more details). An in-depth analysis of the
recordings of natural interactions between adults and children in two language contexts was
conducted as well as throughout the data in both contexts — Arabic speaking context (home)
and English-speaking context (kindergarten) as it was found that directive speech acts were
used frequently by adults in both settings when interacting with children. Therefore, the
reasons and forms of directives issued using both languages with children and how they
responded to those directives are addressed in Chapter 6 and Chapter 7 (see Chapters 6 & 7

for more detail).

Table 2.4

Fey’s (1986) Socio-Conversational Analysis

Assertive Acts Examples Responsive Acts Example
Request for What is that? Response to request for It's a map
information information
Request for action Get your bag, Response to request for action 0.K.
please
Request for Which one? Response to request for The black shoes
clarification clarification
Request for Look! Response to request for attention  Wow!
attention
Assertive statement  “It is gonna break” Response to assertive act (RSAS) Yeah
Assertive comment  “You’re making Imitation
giants”
Assertive denial No, it isn’t
Performative Oh

2.4  Personal Position

It was not easy to recruit participants (Arabic mothers) from a considerably conservative
culture who value their privacy. However, home visits expedited establishing rapport with the
participants and helped them to open up to the researcher (who is Arabic). To illustrate this,

good hospitality is a very important aspect of Arabic culture and part of it is talking and
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elaborating with guests (in this case the PhD student). Therefore, the mothers answered the

interviewer’s open-ended questions spontaneously and elaborated about their personal stories.

The commonalities | shared with the participants mothers were in terms of language, culture,
living in New Zealand and the research area being bilingual and raising bilingual Arabic and
English-speaking children. Sharing such similarities contributed to a deeper understanding of
the areas under investigation and helped in building a rapport and trust between me and the
participant mothers in this thesis. Qualitive research foregrounds value the insights of
personal experiences (Moch & Gates, 2000) and here my language background helped my
observation of the contextual cues during the data collection. Clearly, I was not conducting a
participant observation which is a "systematic description of events, behaviours, and artifacts
in the social setting chosen for study"” (Marshall & Rossman,1989, P.79). However, it is
possible that those similarities may impose potential risk of me being too familiar with
participants’ customs and this may have the potential to affect the interpretation of the data.
In this thesis, this risk was dealt with by one or more of the following strategies. First, any
insight from my background that overlaps with this study data was treated as a claim in which
this thesis data presented as evidence to support or challenge it through data examination and
analysis. Second, all the studies in this thesis were reviewed by my supervisors who are
experts in bilingualism and pragmatic development and do not speak Arabic. Therefore, they
do not share all the commonalities | share with the participant mothers. They reviewed and
we discussed different analytical systems, the results, and their interpretation. My
supervisors’ neutral positions were helpful in raising a red flag to possible biases toward

result interruption.
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2.5 Ethical Considerations

As this thesis involves children growing up in an Arabic-speaking community in New
Zealand, some of the key ethical considerations include avoiding causing harm to vulnerable
participants, developing a relationship of trust, respecting community cultural norms,
ensuring voluntary participation, keeping participants’ identity confidential, and providing
full information about the research (Denscombe, 2007; Israel & Hay, 2006; Lincoln & Guba,
2000). These considerations were addressed in the study at all stages. To maintain participant
confidentiality, names and identifying details are not included in any output of this study.
However, as the study concerns a small community of people (Arabic speakers in New
Zealand) who may know each other, there is a risk that others may be able to guess the
identity of a participant or identify them by their demographic information. Every effort was
made to ensure anonymity in written and oral presentations, but this risk was made explicit in

participant information sheets and consent forms.

Two separate ethics approvals were granted from the University of Auckland Human
Participants Ethics Committee (UAHPEC); one of them for the survey study, protocol
number 019687 and the other for home and kindergarten visits, protocol number 019473.
Participant information forms and consent forms were available in both languages — Arabic
and English. Participants were given freedom to select which version of the consent form and
information sheet they wanted to read. Full information about the context of the study, the
main purpose, participants’ roles in the study, their rights, highlighting that their participation
in the study is voluntary, and that they have the right to withdraw (up to two weeks after their
participation and any data collected will be withdrawn from the study and destroyed or
deleted) without any negative consequences. My email address was provided, and full contact
details of my supervisors were included in the information sheet in case any potential

participants had any questions or concerns about the study.
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During the home visit, | reviewed the project information sheet and the consent form with the
participants, answered any questions they may have had about the study and then asked them
to sign the consent form. As this study involves children who are considered as vulnerable
participants, children will be with their mother for the purposes of the research and not alone
with the researcher, and consent will be given on their behalf by their mothers. Data
collection began only after each participant had signed the consent form. By signing the
consent form, permission to conduct and to record was given. Two participants requested to
be audio recorded instead of video recorded. During the interviews, I reconfirmed to
participants that they had the right to refuse to discuss or answer any sensitive questions. All
recordings were kept securely and labelled with participants’ pseudonyms and were
transcribed by a third party. A Confidentiality Agreement was signed by the transcribers to
ensure privacy and to observe ethical standards. | sent records to the transcribers without

revealing the names of the participants and who they were.
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3  Bilingualism in Children with Arabic-speaking Parents in
New Zealand; the Nature of the Language Learning

Environment

3.1 Introduction

Bilingual language development is affected by the amount, type and quality of exposure
children have to their two languages (Paradis, 2011). Therefore, an understanding of the
factors that influence each language exposure would help understand the child’s presenting
communication skills. The delivery of educational and clinical services to bilingual children
can be improved by planning how to support their bilingual language development (Kohnert,
2010). This has the potential to positively affect bilingual children’s sense of belonging in the
society and help them in building their identities. It is common for bilingual children in
minority-language speaking families to have most of their exposure to this language in the
home (Guardado & Becker, 2014). Over the past decade, many studies have been conducted
on aspects of minority language practices, shifts and maintenance in the home context (e.g.,
Curdt-Christiansen, 2009; Guardado, 2002; Hu, Torr & Whiteman, 2014; Surrain, 2018).
(Hirsch, & Lee, 2018). Studies involving Arabic speakers in New Zealand have looked at
Arabic language use and proficiency among adult Arabic speakers (Al-Sahafi & Barkhuizen,
2006; Dagamseh, 2020). Arabic language maintenance practices among a closed group of
Arabic community school attendees have also received attention (Al-Sahafi, 2015). However,
there is very little information about even the basic factors mentioned, of amount, type and
quality of exposure to the two languages, in the language development of Arabic-English

speaking children in New Zealand, hence study needs to begin here.
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Studies in other countries have looked at the family context of Arabic language use in
English speaking countries but not all the findings can be generalised. Arabic-speaking
communities can vary a great deal; for example, it might be a longstanding community in one
area (e.g., Yemeni in Sheffield, see Ferguson, 2013) or a relatively small new community in
another area (e.g., Arabs in Toowoomba, Australia, see Abdelhadi, 2018). These types of
variation will affect the acquisition of Arabic and therefore the features of bilingualism

among children growing up in those families.

Previous studies of Arabic speakers across different English-speaking countries have made a
clear connection between immigrant Arabic families having a positive attitude toward
maintaining Arabic and their desire to uphold Arabic identify and/or their affiliation to Islam
(Al- Sahafi, 2015; Gomaa, 2011 & Yazen and Ali, 2018). In one recent study in an immigrant
family in the U.S., Yazen and Ali (2018) concluded that the main motivator to maintain
Arabic was to practice Islam and to keep the Islamic identity. Gomaa (2011) studied Arabic
language use and maintenance among Muslim and Christian Egyptian families in the UK and
reported that ethnic identity and/or religion played a major role in maintaining the Arabic
language. In one of the few studies in a New Zealand context, Al-Sahafi (2015) studied the
attitudes and practices towards Arabic of ten Arabic immigrants’ fathers whose children
attended an Arabic complementary school in New Zealand. He concluded that participants
viewed the Arabic language as an essential marker for Arabic and Islamic identity. Although
Arabic was used primarily in parent-child interactions, children used English when
interacting with their peers. This led Al-Sahafi (2015) to advocate for more domains for

speakers to use the Arabic language in New Zealand.

Studies that looked into the opportunities that Arabic language speakers have to use Arabic

identified the home, community complementary weekend Arabic schools and the
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concentration of Arabis speakers in specific neighbourhoods (Al-Sahafi, 2015; Bale, 2010;
Dweik, 1998; Ferguson, 2013; Gomaa, 2011; Turjoman, 2017; Yazan & Ali, 2018).
However, the quality of Arabic language exposure differs in those domains and not all of
those three domains would be available to every Arabic immigrant family. Arabic
complementary schools are one of the main strategies used by Arabic speaking families but
researchers have questioned how effective they actually are (Al-Sahafi, 2015; Ferguson,
2013; Turjoman, 2017). Ferguson (2013) observed language practices in Arabic
complementary schools in the UK and described the pattern of language use among teachers
and students as asymmetric. Arabic was the dominant language among the teachers and
English was the dominant language among the students. This led Ferguson to differentiate
between two groups: the younger UK born individuals, describing their bilingualism as
English-dominant bilingualism versus older individuals (teachers and parents), where both
languages were equal, or Arabic was the dominant language. Both Ferguson (2013) and Al-
Sahafi (2015) pointed to the challenges that Arabic school attendees faced in standard Arabic,

therefore in acquiring Arabic literacy skills.

Although the above-mentioned studies have provided information about the motives for
maintaining Arabic language use and the opportunities children have to use it, they did not
provide information about the family factors which influenced Arabic language use. For
example, Hirsch and Lee (2018) in their systematic review found that factors like family
living arrangements or reasons for moving outside the home country and the length of stay in
the host country should be taken into consideration. Details about the reasons the family had
for moving, information about the family’s plans, about the children and composition of the
family, and about immigrant families needing to understand family approaches regarding

minority language shift or maintenance should all be investigated.
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This study aims to explore the language-learning environment and the factors which can
influence Arabic language use among children growing up in Arabic speaking families in
New Zealand. The literature has shown that some basic information on the factors involved in
growing up with Arabic and English will aid our understanding of bilingual language

development in this population.

3.2 Methods

An online survey was used to obtain information from Arabic-speaking families living in
New Zealand, via the adults in the family. See Chapter 2(section 2.1) for details of how the
survey was developed and administered, and how participants were located. See appendix 9.3

for the survey questions.

3.3 Results

3.3.1 Country of origin

The 85 participants originally came from 14 different Arabic countries. One participant came
from Iran, which is not an Arabic-speaking country, as Farsi is the official language and the
population mostly identifies as Persian rather than Arabic, but there is an Arabic speaking
minority in Iran. Table 3.1 shows the participants’ home countries. It should be noted that 10
participants reported that their spouses came from different countries to themselves, with five
of them from non-Arabic countries. This suggests they are not a homogeneous population and
may be speaking a range of dialects. However, as 75 responses (88%) indicated that both
parents came from the same country there seems a high likelihood of the same dialect being
spoken within a home. For example, if both of the parents came from Irag, it is most likely
that Iraqgi dialect is used at home. Children at these homes will mostly be exposed to the

dialects their parents speak (Albirini, 2016).
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Table 3.1

Participants’ Home Country

Home Country Number of Participants Spouse Home Country
Saudi Arabia 30 29
Iraq 12 10
Egypt 11 10
Jordan 8 8
Syria 5 5
Palestine 4 3
Bahrain 3 3
UAE 3 3
Lebanon 3 3
Kuwait 2 2
Yemen 1 1
Iran 1 1
Morocco 1 1
Tunisia 1 1
Total 85 80

3.3.2 Moving to New Zealand

The degree of commitment that a family might feel to a new country may influence the uses
of their languages. Refugees might represent a very different demographic to students and
might retain major uses of a home language as their own, whereas students might be out in
the dominant community more and might use their home language relatively less. On the
other hand, a student may only be here temporarily and might not expect their children to
learn the dominant language, whereas those having permanent residency may prefer for them
and their children to fit in. These points may all affect the language learning environments
they provide for their children. The Arab population in New Zealand who were in this study

seemed to largely be here by choice, and to have been here for a relatively short time. Eighty-
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four percent of the group were either permanent residents or students, with only fourteen

percent refugees (see Figure 3.1).

Figure 3.1
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In this sample, the number of years in New Zealand shows that the majority of families were
first-generation immigrants (Figure 3.2). Fifty percent had been in NZ fewer than 5 years,

and only 2% for more than 20 years.

Figure 3.2
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3.3.3 Education and occupation
Education levels for the participants were high: 52% had a bachelor degree, and 30% had a

postgraduate degree (Figure 3.3).

Figure 3.3
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Correspondingly a high proportion of participants (who reported on both parents) were in
professional occupations and other skilled areas or were students (Figure 3.4). The
educational levels of these parents related to New Zealand immigration policy of prioritising

skilled and professional workers.

Figure 3.4
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3.3.4 Number of children
Eighty-eight percent of the participants had from 1 to 3 children in their households (Figure
3.5). Seventy-nine percent of children had at least one sibling, but only 11% had more than 2.

Arabic families in NZ were not large, in this survey.

Figure 3.5
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3.3.5 Language proficiency

The second section of the survey asked about participants’ perceptions of the language
strengths of themselves and their spouses in both Arabic and English. If children have highly
competent language speakers in their families, they may become more proficient bilinguals
themselves. It may also speak about the opportunities of exposure to Arabic, as exposure to

English is much more easily obtained in New Zealand society.

Among the survey participants, 86% reported Arabic as their and their spouses’ first
language, and 82% rated their oral and written/read Arabic as ‘excellent’, the top of a 5-point

scale. Only 7% of the participants reported English as one of the parents’ first language and
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another 7% indicated that one of the parents’ languages was neither English nor Arabic.
Among those who reported Arabic as their first language, 68% of them believed that it was
their stronger language, 22% believed that their Arabic and English were equally proficient,

and 10% believed English was their stronger language.

All participants were, by definition, bilingual in English and Arabic. However only 67%
evaluated their English and their spouses’ English oral language skills as cither “excellent” or
“very good” (see figures 3.6 & 3.7). Most participants who rated their English oral skills as
“excellent” had University degrees, either undergraduate or postgraduate (Figure 3.8). More
than half of those who said either that English was their strongest language or that English
and Arabic were equal had spent more than 10 years in New Zealand. Saying this does not
imply greater proficiency in English or that more years in New Zealand would result in a lack
of exposure to Arabic at home. In this study, even families who had been living in New
Zealand for more than 20 years, and those who described English as their dominant language,

reported they used Arabic at home.

Figure 3.6
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Figure 3.7
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3.3.6 Children’s exposure to the two languages

In this section participants were asked to provide information about their children’s exposure
to Arabic and English languages. Nearly all participants reported that school (or an early
childhood centre) was the primary source of exposure to English and home was the primary

source of exposure to Arabic for their children. Additional regular exposure to the Arabic
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language was reported by 21% of participants through Arabic language weekend schools or
Islamic schools. As explained in Chapter 1, the main difference between the two is that
Arabic weekend schools run only once a week and focus on teaching Arabic. Islamic schools
are regular full-time schools that follow the New Zealand curriculum but add subjects about
Islam and the Arabic language. Nineteen percent of study participants reported they sent their
children to an Arabic language weekend school and only 2% reported that their children

attended an Islamic school.

Arabic language community schools provide children with a weekly exposure to Arabic
language, where they have the opportunity to learn or practice their Arabic language.
Although this does not seem like a lot of exposure, in this study it was one of the main
sources of exposure to Arabic language. Table 3.2 shows Arabic school attendees are a
diverse group in terms of the numbers of years the family had been in New Zealand. While
some of them are recent immigrants, others have been living in New Zealand for more than
10 years. One family had been living in New Zealand for 25 years and indicated that they
send their youngest child to Arabic weekend school for extra exposure to the Arabic
language. Families of Arabic school attendees came to NZ to work, live permanently or as
refugees. Although the group of the participants who came to New Zealand to study is the
second largest in this study, none of them indicated they would send their children to Arabic
language schools. This may be because students can be assumed to intend to return to their
home countries and are confident their children will receive maximum Arabic language
exposure when they do. However, all the participants reported some irregular sources of
exposure of their children to Arabic, such as community and/or friends’ gatherings, visiting

the home country, watching Arabic T.V., and attending public library Arabic story time.
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Table 3.2

Arabic School Attendees

No. Strongest Spouse Additional Education/ Spouse Reason to No.
language strongest language* occupation* education/ move to New of
language occupation Zealand years
1 Arabic Arabic German uGg/ UG/ FT mother Live 2
Engineer permanently
2 Arabic Arabic NA UG/ IT PG/ IT project  Live 1
analyst manager permanently
3 Arabic Arabic NA UG/ Teacher PG/ Lecturer Work 2
4 Arabic Arabic NA uGg/ UG/ FT mother Live 3
Analyst permanently
5 Arabic Arabic NA uGg/ uGg/ Work 8
Engineer Health
scientist
6 Arabic Equal NA UG/ S/W UG/ Architect  Live 4
Tester permanently
7 Arabic Arabic NA UG/ FT PG/ Physician ~ Work 9
mother
8 Arabic Arabic German & PG/ FT uGg/ Live 5
French mother Accountant permanently
9 Arabic Arabic French UG/ Teacher Secondary/ Refugee 19
Student
10 Arabic English Kurdish PG/ Teacher PG/ Live 25
Businessman permanently
11 Arabic Equal French &  UG/FT Secondary/ Refugee 15
Persian mother Worker
12 Arabic English French PG/ PG/ Lecturer Live 12
Database permanently
Coordinator
13 Arabic Arabic NA UG/ Teacher Secondary /NA Refugee 5
at Arabic
school
14 Arabic Arabic NA Did not PG Work 1
answer
15 Arabic Equal NA PG/ Architect PG/ Physician  Work 10
16 Arabic Arabic NA UG/FT Secondary/ Refugee 6
mother Taxi Driver

* UG=undergraduate degree

PG=post graduate degree
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3.4 Discussion

This study explored some basic issues about the language learning environment for children
growing up in Arabic-speaking families in New Zealand. The participants reported a high
level of self-perceived proficiency in Arabic among the parents, which was the strongest
language for the majority of them. All the parents in this study were bilingual, but there was
variation in their report of their English proficiency. A strong proficiency in Arabic among
parents at home provided a source of good language learning exposure to Arabic for those
children, which all the participants reported as the children’s main source of exposure to
Arabic. This finding is consistent with previous research findings about Arabic language use
at home among Arabic communities in English-speaking countries (e.g., Al-Sahafi, 2015;
Ferguson, 2013; Gomaa, 2011; Yazan & Ali, 2018). It should be noted that the majority of
this study’s participants were recent immigrants which may be a reason for the dominance of
Arabic among parents and the use of Arabic at home. Verdon et al. (2014) studied language
maintenance and loss among Australian children who spoke languages other than English and
found that Arabic-speaking children maintained their language in early childhood and linked

that to the fact that these children arrived in Australia more recently than other groups.

Both more years in New Zealand and parents’ higher educational level were likely to indicate
a higher level of English proficiency as figure 3.8 shows. However even when English
proficiency was high, the respondents maintained their use of Arabic. Even the participants
who had been in New Zealand for more than 15 years indicated they used Arabic among their
families, with some of them sending their children to Arabic weekend school as well. This
might be expected when taking into consideration that the parents were not born in New
Zealand and were first-generation immigrants. However, this study finding of consistent
Arabic language use at home among parents with a higher education contradicts those of

Karidakis and Arunachalam’s (2016), in which they reported a positive association between
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higher levels of education and a shift to English use at home among Arabic speakers in
Australia. This is counter-balanced somewhat with Leuner’s (2008) suggestion that
immigrants with higher education are well aware of the significance of the maintenance of
their minority language. Opinion may be divided about what happens to minority home
languages as proficiency in the dominant language increases. However, this present study
does not suggest that only parents with a high education maintain the use of Arabic language,
as all participants did so, and this is consistent with previous researchers’ conclusions about
the importance of Arabic language maintenance in Arabic-speaking immigrant families

(Abdelhadi, 2018; Al-Sahafi, 2017; Gogonas, 2012).

Outside the home context, the main external sources of exposure to the Arabic language of
children in this study were Arabic community weekend schools and Islamic schools. It is
essential to note that the quantity and quality of exposure are not the same among those
sources. Exposure to Arabic in Arabic weekend schools is not the same as the exposure in
Islamic schools. While in both schools children will be taught Arabic literacy, in Arabic
weekend schools children will be exposed to spoken dialects of Arabic (which may vary
across schools and among the teachers within the same school) and mainstream with other
Arabic children. However, in Islamic schools, children will be exposed to standard Arabic
and mainstream with other Muslim children whose home language might not be Arabic. In
any case, previous studies tell us that Arabic school attendees tend to use English instead of

Arabic when they speak with their peers (Ferguson, 2013).

Since children in Arabic weekend schools will be exposed mainly to spoken Arabic by
teachers and taught literacy in standard Arabic, this situation along with other factors may
affect those children’s proficiency in Arabic literacy, especially for longer texts (Al-Sahafi,

2017). In this study, only 21% of participants reported sending their children to Islamic or
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Arabic complementary schools. This suggests that there is a potentially large number of
children who are able to speak but not read or write Arabic, therefore bilingualism among
those children does not imply biliteracy. This is a result of the fact that home is the primary
source of exposure to Arabic and the lack of official organisational support of the Arabic

language in New Zealand.

The family circumstances in New Zealand seem to play a role in the decision whether to
enrol children in an Arabic weekend school. The highest number of Arabic school attendees
in this study were children of parents who came to New Zealand to work, live here
permanently, or as refugees. Conversely, none of the parent participants who came to NZ to
study reported that their children went to Arabic weekend school. This might be a result of
parents plans to live in New Zealand only temporarily and leave to their home country upon
completing their studies. Therefore, they are not very concerned about the risk of losing their
native language. On the other hand, refugees, for example, might be under greater fear of
losing their home language, as they are uncertain about the possibility of going back to their

home countries and may want to support their home language through all possible means.

Overall, this study revealed a high and consistent use of Arabic among Arabic-speaking
families in New Zealand. A high proficiency in Arabic was reported among parents with
Arabic as their dominant language. In contrast, it is predicted that the children among those
families will be bilingual, but English may be their dominant language due to the social
dominance of English, as seen in previous research (e.g., Ferguson, 2013). While this study
provides a view of some of the basic factors related to bilingual development in Arabic-
speaking families in New Zealand, more studies are needed to gain more detail about the

factors involved for children.
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4 “Arabic at Home and English at School” Language
Management among Arabic-speaking Mothers in New

Zealand

4.1 Introduction

Languages that are not the dominant language of a society often struggle to maintain their
integrity and use in the face of diminished coverage and use in a wider context. Home
languages are often the language of migrant populations and may not be spoken or
understood by the general population, and in post-colonial countries indigenous languages,
not as a consequence of a migration, often suffer the same fate. English-dominant countries
are particularly likely to have this situation. In New Zealand there are three officially
recognised national languages: English, Te Reo Maori and New Zealand Sign Language.
However, relatively few people speak or understand either of the latter two. There are
numerous other languages spoken by migrant groups, including other Polynesian languages

and a variety from elsewhere in the world, including Arabic.

A common-sense argument that has often been used in the past is that if you migrate to
another country, you learn that language, and what happens to the home language is not
particularly important. This is an assimilationist view of migration. Fortunately, in more
enlightened times, it has been found that there are many advantages to, first of all,
bilingualism (or multilingualism), and secondly, to maintaining languages to which people
have links. Positive attitudes toward minority language maintenance are beneficial for
individuals and families for reasons of identity, economic opportunity and family
communication (Portes & Hao, 2002; Hu, Torr & Whiteman, 2014; Surrain, 2018). Language
is conned to self-identity and is a major factor that facilitates individual mainstreaming into

the wider community.
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In immigrant families, parents may not speak the majority language fluently and children’s
proficiency in the minority language is the most efficient way for family communication. It is
common for minority languages to experience a lack of formal organisational support, and
maintaining that language is regarded as a parental duty (Pacini-Ketchabaw & Armstrong de
Almeida, 2006). Many minority language-speaking parents experience difficulty in
promoting balanced bilingualism for their children or family between their minority language
and the country’s dominant language (Juan-Garau & Perez-Vidal, 2001; Al-Sahafi, 2015;
Surrain, 2018). It is the nature of dominant languages that a diminishment of bilingualism
negatively affects minority language use and maintenance, rather than the dominant

language.

During the last two decades, extensive literature has been developed in the study of different
minority languages spoken in western countries, particularly about parents’ motivation
toward home language use, home language practices and maintenance (De Houwer, 1999;
Guardado, 2002; Curdt-Christiansen, 2009; Tannenbaum, 2012). The concept of “family
language policy” has been identified in relation to minority language maintenance and a shift
which covers the planning of language use at home between family members (King et al.,
2008). In line with Montrul’s (2012) findings, in order to understand the linguistic abilities of
minority language families researchers need a comprehensive and deep understanding of the
factors that relate to that minority language. Studies agree that minority speakers share
common motivations to maintain their minority language for future career opportunities and
sense of identity. However, studies that looked specifically into Arabic speakers added a
central motive of religion for those parents to maintain the Arabic language (Albirini, 2016;
Bale, 2010; Yazan & Ali, 2018). Arabic is valuable for all Muslims because it is the language

of the Qur’an, the Muslim holy book, and the language they use for practicing Islam.
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While parents’ positive attitudes towards their home language increase the possibility of their
children growing up bilingually (De Houwer, 1999), it is not guaranteed as parents’ beliefs or
strong motives alone are not sufficient to resist language shift (Canagarajah, 2008; King,
2000; Yu, 2010). Dominant languages are powerful forces against the maintenance of

minority languages, as is seen world-wide.

Al-Sahafi & Barkhuizen (2006) surveyed the Arabic-speaking community in New Zealand
and found that this community was strongly motivated to maintain Arabic language use, and
wanted their children to speak Arabic with high proficiency. The survey in this present study
(see Chapter 3) highlighted that Arabic-speaking parents in New Zealand generally are highly
proficient in Arabic. While those two factors (motivation and parents’ proficiency in the
minority language) play an important role in home language use, they are not enough to resist
a language shift to the dominant language. This is supported by Yu’s (2010) study in which
she analysed recorded conversations of eight recent Chinese migrant families on a monthly
basis for one year. Yu reported a significant gap between parents’ language use and language
beliefs. While parents believed that they supported Mandarin Chinese maintenance, the
children’s use of Mandarin had significantly decreased and parents did not do anything

actively to increase it.

Studies on Arabic-speaking communities across different English-speaking countries confirm
that to different degrees children of Arabic-speaking parents will use English at home. This is
in contrast to the fact that it is this context that the parents usually viewed Arabic speaking or
very much preferred it to be so (Al-Sahafi, 2015; Gomaa, 2011). Al-Sahafi (2015) conducted
interviews with 10 Arabic immigrants’ fathers whose children attended Arabic
complementary schools in New Zealand. He concluded that participants viewed the Arabic
language as an essential marker for Arabic and Islamic identity. Though Arabic was used

primarily in parent-child interaction, children used English when interacting with their peers.
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However, there is not the same amount of data for Arabic as there was in Yu’s 2010) study
for Mandarin. Hence, the picture is not clear about how Arabic-speaking parents deal with

such situations and how they reflect their beliefs into language practices.

This study aims to understand what Arabic-speaking mothers do in natural interactions to
influence their children’s linguistic choices between their languages, starting with what they

believe they should be doing, and will address the following questions:

1) Do Arabic-speaking mothers in this study believe that Arabic should be maintained at

home? Do they have a strong motivation to do so?

2 How do Arabic-speaking mothers reflect their language beliefs in home language use

and practices when interacting with their preschool children?

3) What strategies or management efforts do they use?

4.2 Methods

As the purpose of this study is to recognise the role that Arabic-speaking mothers play during
natural interaction in their children’s linguistic choices, this study will primarily address that
goal by recording natural interactions between Arabic speaking mothers and their children. In
addition, it will conduct interviews with the mothers about their family’s experiences and
information about mothers’ language beliefs and management efforts towards maintaining
Arabic (for more information about the recordings and the interviews, see chapter 2, section
2.2). Conducting the interviews was a crucial part of this study, as interviews are a key
method in exploring ethnicities (Wei & Hua, 2010). However, in the present study, we are
looking at the broader picture which starts with the families’ immigration story and how that
influences their attitudes and beliefs, and the reflection of those beliefs in home language

practices. Therefore, interviews alone would not be enough to clarify the picture and this
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highlights the significance of direct observation as a measure for the analysis of patterns of
language use (Mann, 2010). Collecting qualitative data (both interviews and observation)
develops a deeper understanding of immigrant families’ attitudes and practices toward their
home language (Cherciov, 2013). The reasons for choosing mothers and collecting the data in
a home context were: (1) based on earlier surveys about Arabic families in New Zealand
where parents reported that home was the primary source of exposure to the Arabic language;
(2) generally speaking, in Arabic culture mothers are the primary caregivers for children,
especially when they are young, and this implies young children spending the majority of
their time with their mothers (Campbell-Wilson, 2012). In the present study, eight out of
twelve participant mothers were full-time mothers, so naturally they will spend more time
with their children than their fathers; and (3) as Piller and Pavlenko (2004) suggested that

mothers tend to have the role of guardians of the minority language.

The data on which this study is based were collected through interviews with Arabic-
speaking mothers and home recordings of them interacting with their children, who are in the
age range of three to five years old. See Chapter 2, section 2.2 for more information about

participants, interviews and home recordings.

Analysis was conducted in stages which were:

. Reading the transcripts of both the interviews and the recorded interactions and

notes to gain familiarisation with the data content.

. Identifying important features of the data to identify common concepts or

categories, which were then given codes.

. Examining the codes and organising data to identify patterns for potential themes.

. Examining the initial themes against the dataset.
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. Finalising themes by deciding on a name for each theme which covers each

theme’s scope and focus.

Notes were documented immediately following each home visit to reflect on the participant’s
individual story and how it connected to the questions about attitudes and motivations for
Arabic and English, and the practices of how to put those attitudes and motivations into
practice. Data revealed features like ‘identity’, ‘religion’ and ‘connecting with family’, and
were considered as codes and combined under one theme, which is the ‘mother’s motivation
toward the Arabic language’. Another example is that mothers pointed to the use of Arabic
only at home, or children watching only Arabic TV programs or attending Arabic schools.

They were considered as codes under one theme, which is ‘language management strategies.’

Overall, this analysis revealed three main themes which are described in the next section: (1)
mothers’ motivations and attitude towards Arabic and English languages; (2) mothers’
language management strategies; and (3) linguistic choices in home environment. Those three

themes are broad and are divided into subthemes as seen in the sections below.

4.3 Results

4.3.1 Mothers’ motivations and attitudes towards Arabic and English languages

All 12 mothers were asked about their beliefs concerning Arabic with their children. They all
stated that speaking Arabic was important for their children. All the participants in this study
were Muslims and all of them said in response to the question “How important is the Arabic
language to you and your children?” that speaking Arabic was seen as crucial to enable their
children to gain a deeper understanding and practicing Islam. They also indicated their strong

desire to maintain it.

““I'never thought about how blessed I am to be able to speak the language of Quran...I
took it for granted...until I met with other Muslims who do not speak Arabic in Quran
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classes here in New Zealand...they made me realize how lucky I am. It is definitely a
privilege that | would like to transfer to my kids and for them to pass on to their
children”. (Faridah — translated from Arabic)

However, when asked the question “How important is the English language?” all the mothers
agreed that English was important for their children. None of them was concerned about their
children’s English language development. They stated they were assured that other exposure,

mainly kindergarten or school, was sufficient for their children to learn English.

“My daughter knew some English before even attending kindergarten, although we
speak mainly Arabic at home, she started to speak English because it was
everywhere...when we first came here, her brother was five years old and started school
speaking very little English but in a few months, he became fluent in English and now |
have to remind him to speak Arabic”. (May — translated from Arabic)

The two most common reasons mothers mentioned why they believed English was important

were: their children’s well-being and mainstream in New Zealand society; and second the

importance of English as a global language for their children’s future.

“The English language is so important for your career.... Even if we are not in New
Zealand, [ will enrol my children at schools that teach them good English.... My friends
and relatives back at home are paying a lot of money to private schools so their children
can speak English... Thank God I don’t have to worry about that”. (Fouz — translated
from Arabic)

Although the participant mothers had a positive attitude regarding the English language, ten
out of the twelve mothers expressed that their children preferred to use English and their
main concern was that this may negatively affect their children’s use and proficiency in

Arabic.

“I think they feel like English is more fun than Arabic.... When they play, they use
English...When they want to watch T.V, they prefer English...They use Arabic mainly
with me and with their father...Because they know we like them to use Arabic.... Of
course, if they did not know how to speak English...they will have no choice rather than
speaking Arabic”. (Mariam — translated from Arabic)
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The two participants who did not express concerns about their children’s preference for
English were Dunia and Shereen. Although both of them indicated that the Arabic language
was valuable for their children, they expressed their acceptance about their children’s use of

languages.

“Speaking Arabic is important for reading Quran, praying, for religion purposes...and
for my children it is important so they can connect with our extended family when we
visit our home country....and be able to make friends with other Arabic speaking
children”. (Shereen — translated from Arabic)

Regarding English language use, Shereen said,

“My daughter was born here in New Zealand and she was enrolled in an English-
speaking day-care since she was 3 months old, she goes there every weekday from 8 to
5:30. So it is expected and natural for her to speak more English, but we are at home
use Arabic and even her brother speaks Arabic...she goes to Arabic weekend school....
1 think she will speak more Arabic gradually”. (Shereen — translated from Arabic)

On the other hand, according to Dunia, she and her husband came to New Zealand as
refugees and their proficiency in English is very limited. Dunia highlighted that the Arabic
language was an important language when she was asked “how important is the Arabic

language to you and your children?”

“It is important for all Arabs....as a one nation to speak our mother tongue ...me and
their father speak mainly Arabic...very little English ”. (Dunia— translated from Arabic)

When Dunia talked about her children’s English language, she stated,

“Thanks God my children speaks English...it is good for them...they can have more
friends and mainstream easily in New Zealand society”. (Dunia — translated from
Arabic)

In the first case, Shereen was accepting the fact that her daughter prefers and speaks more
English, as the quantity of exposure to English is more than Arabic. However, Shereen tries

to increase her daughter’s exposure to the Arabic language by speaking Arabic at home and
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enrolling her in Arabic weekend school. On the other hand, Dunia was satisfied and assured
that her children were able to speak English, so that they would not face the same difficulty
Dunia and her husband faced by not being competent in speaking the majority language.
Regarding Arabic, the fact that Dunia and her husband speak only Arabic gave them the

assurance that their children would speak it anyway.

Mothers were able to align with their beliefs about the importance of the Arabic language by
their high level of proficiency in Arabic. Eleven out of the 12 mothers in this study were
confident with their Arabic and considered they provided a good language model for their
children. However, Luma, who moved to New Zealand when she was 5 years old with the
family as a refugee, was not satisfied or confident with her Arabic language skills, but she has
a strong desire for her children to speak Arabic.
“Arabic is a very important language...I want my children to speak it fluently... I don’t
want them to speak like me...my parents did not encourage me to speak
Arabic...Actually my father was encouraging me to speak with him only in English
when [ was little...he knew some English terms, my mom did not speak English, but she
did not mind it... I understand that my father just wanted us to be like everyone else....
but now I wish I could speak Arabic more fluently or be able to read and write in Arabic
just like other people in the community who can speak both Arabic and English”.
(Luma)
While Luma has a positive attitude toward teaching her children to speak Arabic, her father
had a positive attitude toward teaching his children to speak English, and in each case, this
related to their personal story and experiences. Her father came as a refugee and did not
speak any English and his lack of English skills was a barrier to his career path in New
Zealand. From her father’s perspective, the use of English at home was an assurance for him
that his children would grow up and look for opportunities like anyone else without facing

the same barrier he faced. On the other hand, Luma believed that her children’s ability to

speak Arabic would maintain their Arabic identity and help them in practicing their religion;
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however, she was facing a gap between her desire to teach her children Arabic and her

limited proficiency.

“vou know.... our children follow us... and when they hear me speak in English of course
they will do the same.... so I always try to push myself to speak more Arabic...sometimes
it’s embarrassing, especially when other people who speak good Arabic around and |
know I'm not saying it right...but it’s really hard to keep focused on speaking Arabic
especially when I'm busy or in a hurry”. (LUmMa)

4.3.2 Mothers’ language management strategies

All the mothers in this study, except Daya, explained their children’s tendency to speak more
English than Arabic. As this was not what the mothers wanted, they were asked what they did
to try to maintain Arabic at home. A variety of strategies emerged. Mothers expressed a
variety of means and different degrees to support Arabic language use at home, as they
considered Arabic language maintenance as a family responsibility and one of their duties as

parents.

“We made the choice to move to non-Arabic speaking country.... And we are here trying
to utilize all the available tools to maintain the use of Arabic language.... It is our
children’s right to speak their home language and it is part of our obligation as their
parents to try our best in teaching them Arabic”. (Dalia — translated from Arabic)

Three mothers were enforcing a strict policy of speaking Arabic at home. Noor, who had two

New Zealand born children, explained,;

“We are forcing the use of only Arabic at home... me and their father keep reminding
them about that but they still forget.... Now we have started to use a new strategy so
when they use English, ten cents for each English word they say will be detected from
their pocket money.... |f they don’t know the word in Arabic, they can say it in English
but they need to ask about the Arabic translation so they can learn more vocabulary in
Arabic.... This was not doable at the beginning, as my daughter, who is now 8 years
old, was refusing to speak Arabic and telling me she hates it.... When they wanted to
watch T.V, Arabic T.V is the only option they have, so either to watch Arabic
programmes or none....with time she became able to speak it more and started to accept
it....with her younger brother, who is now 4 years old, things were easier...as he’s more
open to speaking Arabic . (Noor — translated from Arabic)
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Dalia described a similar situation,

“It is clear for both of my children that they are supposed to use Arabic at home....
Although, both of my children, who are 10 and 4 years old, born here...their ArabiC i$
good this is may be because we go to our home country every year, they watch only
Arabic T.V, they go to Arabic school and since my son started school, | started to teach
him Arabic reading and writing every day.... I have not started teaching my daughter
yet but I will do next year when she starts school.... When they speak or ask something
in English me and their father do not respond and ask them say it in Arabic”. (Dalia —
translated from Arabic)

The other participant, Faridah, who applied this policy, moved to New Zealand in the last two

years and her children were 12, 8 and 1 year old.
“My older two sons have a strong Arabic proficiency, as they were living in an Arabic
speaking country. For my youngest son, we try to support his Arabic by speaking Arabic
only at home so his Arabic language develops well and his brothers maintain their
Arabic, however, as he started to go to kindergarten, he started to bring some English
to home but we keep reminding him about the use of Arabic ”. (Faridah — translated from
Arabic)

In those three cases, they gave their children instructions to use Arabic only at home, they

watched Arabic T.V, sent their children to Arabic weekend (language) schools and visited

Arabic speaking countries from time to time.

The remaining mothers did not have a strict policy about using Arabic only at home but they
still encouraged their children to use Arabic. They considered speaking English at home to be
a natural consequence from the fact that their children lived in an English-speaking country.
Luma, for whom English was her stronger language, was able to understand her children’s
perspectives:
“For me sometimes it is hard not to speak English...even when I want to speak only
Arabic.... English comes so naturally...with my children I try to speak with them Arabic
and | let them watch only Arabic T.V but my daughter knows we know English so she

resist speaking with us in Arabic, but when she is with her grandparents she speaks
more Arabic”. (Luma)
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Nevertheless, even other mothers for whom Arabic was their strongest language reported

having a more relaxed policy.

“My daughters speak a lot of English at home...me and their father speak with them in

Arabic but they respond in English...sometimes we remind them that they should talk
in Arabic but they do not always listen.... I don’t think it is a big deal...because it is not
stable last year when we travelled to our home country for two months, they spoke more
Arabic and less English”. (Rana — translated from Arabic)

In this case, travelling to an Arabic-speaking country was an assurance for Rana that her
children were not losing their Arabic language. Obviously, this is not an accessible option for
all participants, as some of them cannot visit their home country for a variety of reasons.

Dunia, however, had a different point of view:

“I cannot speak English...so I'm happy to see my children able to do that....and
regarding Arabic it is the main language me and their father speak...so they hear it
from us....and they speak it sometimes”. (Dunia — translated from Arabic)

In this case, Dunia focused on two aspects: the first is the fact that her children are able to
speak English, and the second is that her lack of English provides exposure to her children to
hear more Arabic and an opportunity for them to use Arabic when communicating with their
parents. Alongside Dunia, other mothers such as May, who is able to speak English as a
second language, had a flexible language policy. Although she preferred her children to use

Arabic, she was accepting of her children’s language choice.

“Me and their father use only Arabic with them...so even when our children talk in
English, we reply in Arabic.... I think it is difficult to stop them and ask them to switch
to Arabic...sometimes we do that but when they are excited, we just focus on the
conversation not the language”.

“My daughter’s best friend comes from an Arabic speaking family... she is our
neighbour and they go to the same kindergarten...but because we and that family came
from different Arabic countries, we speak different Arabic dialects...so even when we
try to encourage the children to use Arabic with each other they find it difficult to
understand different dialect...so they use English”. (May — translated from Arabic)
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This case illustrates a missed opportunity for Arabic children to practice Arabic due to

dialectical differences.

Overall, the results in this section showed the variety of ways mothers (and fathers) tried to
manage their children’s language use. They range from a restrictive policy of using Arabic
only at home to a flexible strategy that followed the child’s preference. Generally, mothers in
this study were following one of these categories: (a) having a clear family language policy
of speaking Arabic only at home; (b) parents speaking mainly Arabic and leaving their
children to decide on their language choice with encouragement to use Arabic; or (c) parents
using a mixture of the two languages and encouraging their children to use Arabic. One of the
main differences between those three categories is that parents who applied a strict policy
viewed the use of English at home as policy misalignment, which may lead to negative
consequences for the child. On the other hand, in a flexible policy, parents accept English
code-switching but see that their children are aware that the use of Arabic is preferred and

encouraged by their parents.

4.3.3 Linguistic choices in home environment
Observations in the use of the two languages in a home context showed that English was used
to variety of degrees across all homes. Even by the group of parents who placed a strict
Arabic-only language policy, children were observed to use Arabic mainly but switched to
English several times. However, reminders to use Arabic were given by either the mothers or
sometimes the older sibling. In two of these cases, the older siblings also used English but
appeared to understand the language policy in their homes and wanted to make sure that their

younger siblings aligned with it.
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Switching to English was not exclusive to children. For example, Noor (one of the mothers
with an Arabic only policy) switched to English several times. In one incident, Noor was
doing crafts with her children and explained the steps they needed to follow using Arabic.
However, when it appeared to her that her children did not understand those steps she
switched to English as a strategy to help her children understand better. In one exceptional
case, the participant child did not use any English while interacting with his mother (Daya).
Although there was no strict policy about using English at home in this family, there were
several factors that enhanced Arabic language use. First, Daya stated that they have been
living in New Zealand for two years, before that they were living in an Arabic-speaking
country where the family had limited exposure to English and her children were enrolled in
an Arabic-speaking school. Second, her two older children were attending an Islamic school.
Such schools focus on teaching Arabic. We do not have data of the siblings’ use of Arabic,
but it would be reasonable to assume that their Arabic is strong. The third factor is the
participant child’s primary source of exposure to English is kindergarten, which he has
attended for a year part time (three days a week, 20 hours per week). Therefore, he has
limited exposure to English when compared to other participants who have been enrolled in a
full time English-speaking day-care since they were 6 months old (see Chapter 2 for more
details about the participants). The fourth factor is that his mother teaches him Arabic reading
regularly and the T.V time is only in Arabic. All those factors probably encouraged a strong

use of Arabic at home.

The other group of participants who did not have a strict language policy of using Arabic
only in their homes, found their children used their languages in one of the following two
ways: (1) Children mixed their English with some Arabic. The participant children (pre-
schoolers) used English mainly when they were interacting with their siblings and more

Arabic with their mothers; and (2) children speak using English but understand Arabic, as
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their mothers were talking to them using Arabic. During observation, it was common practice
for mothers to ask their children about the Arabic translation for English terms in a playful
manner (see Chapter 5 for more details). However, all the mothers in this group switched to
English several times; commonly using English vocabulary in an Arabic sentence or English
phrases when they were talking to their children. Nevertheless, some mothers in this group
requested their children to switch to Arabic from time to time. Occasionally children
responded to that by translating one word to Arabic when they knew it, but in most cases,
children did not respond to that request. They may not have known how to say it in Arabic
and they did not ask their mothers to help them, or possibly, they were busy focusing on the
conversation rather than the language. Even for Dunia, who had a limited ability to speak
English, her child used English and Dunia spoke in Arabic and picked the key terms that her

child said in English and repeated them while they were interacting.

4.4  Discussion

The mothers in this study demonstrated a positive attitude towards Arabic. All of them
considered their ability to speak Arabic as an advantage with a strong desire to maintain it in
their families and to raise their children to be competent in speaking it. Consistent with
previous study findings (Bale, 2010; Ferguson, 2013; Gomaa, 2011; Al-Sahafi, 2015; Yazan
& Ali, 2018) the main motive for maintaining the Arabic language among Arabic speaking
parents is to practice Islam and to keep their Arabic identity. Although previous studies (e.g.,
Surrain, 2018) reported that some immigrant families believed that maintaining their home
language might hold an economic opportunity for their children’s future, none of the
participants in this study made such a link. In contrast, they all reported that speaking English

was important for their children’s futures and careers opportunities.
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However, consistent with Yu’s (2010) finding, a positive attitude towards the minority
language alone was not sufficient to maintain consistent use of that language at home or to
resist children’s use of English at home. This was in contrast to Yu’s indication that Chinese
parents did not make an effort to maintain their home language. In this study, the Arabic
speaking mothers placed a different degree of effort and variety of management strategies to
maintain Arabic use. However, not all of the Arabic mothers’ efforts led children to use

Arabic, as some of the children were speaking mainly in English.

In cases where mothers had a strict Arabic-only language policy and enforced it, children
used more Arabic and less English in their interaction with their mothers. Juan-Garau and
Perez-Vidal (2001) support this, as they highlight the importance of consistent parents’
language use in children’s successful bilingual development. It is worth mentioning that none
of those efforts resulted in making home a pure monolingual Arabic speaking context as
some of the mothers wished. In contrast, in some cases where mothers placed a more flexible
implicit language policy such as encouragement for Arabic language use or teaching
exchange to ask children about Arabic translations, the children tended to use English to
speak, even when their mothers were talking with them primarily in Arabic. While it was
observed that whenever mothers used English at home their children responded in English,
this was not the case for Arabic, as some children needed explicit instructions to use Arabic,

despite the fact that their mothers were speaking mainly in Arabic.

Generally, it was noted that in homes where mothers applied a flexible language policy, the
children tended to use English mainly and some Arabic inconsistently. On the other hand,
mothers sometimes used English when interacting with their children regardless of their
proficiency in English or their policy rules. For example, Noor, who adopted a restrictive

policy of using Arabic only, switched to English occasionally when a communication
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breakdown took place with her child. In addition to that, Dunia, who rated her English
language skills as poor did use some English terms. As her child was using English
frequently and the mother lacked proficiency in English it did not influence the child to use
more Arabic and less English. Instead, the mother was adjusting her language by using
English terms she picked up from her child’s utterances to fulfil her child communicative

preferences (Parada, 2013).

Clyne (2003) pointed out that using a minority language is a matter of need for the second
generation when the first generation has a limited proficiency in the majority language.
However, in this case, the mother’s use of some English while interacting with her child,
seems to encourage the child to continue speaking in English. The same pattern was reported
by Luma, where she stated that the fact that her parents had a limited proficiency in English
had negative consequences on her Arabic, as her father encouraged her do what he could not
do, which was speaking English even at home. This is supported by Fillmore (1991), as he
suggested the lack of proficiency in the majority language was not always associated with a
positive influence on the minority language, as it may backfire. In this case, the father’s lack
of English led to a strong attitude and desire toward English, which decreased his children’s

use of Arabic.

All the mothers in this study (except Luma) considered Arabic to be their first language (and
the vast majority consider it as their strongest language) and English as their second.
However, as indicated in previous studies (Morales, 2015; Zhang et al., 2009), the children of
immigrant families will most likely acquire the majority language as their strongest language,
and this study’s results indicate a similar pattern. Mothers reported that their children’s use of
English increased since their enrolment at kindergarten, which negatively affected the

frequency of their use of Arabic at home. The risk of children losing their productive ability
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in their home language was reported to start as early as kindergarten (Kan and Kohnert,
2005). The same finding was reported by Prevoo et al. (2011), in which they reported an
increase in the use of the majority language and a decreased use of the minority language
among Turkish children in the Netherlands between the ages of three and four due to the
children’s enrolment in kindergartens. Although, in this study, those children who are in
families that forced Arabic language policy were using Arabic language actively and
frequently, especially with their mothers, all of them were using some English with their

siblings.

The findings suggest that mothers’ beliefs and motives about maintaining the use of the
Arabic language are not always reflected in children’s active use of Arabic. There was a
mismatch between what Arabic speaking mothers wanted in terms of their children’s use of
Arabic and the reality of children’s preferences to use English. While all the mothers stated
that Arabic was the main language spoken at home, the observations revealed that Arabic was
the main language mothers used; however, some children in this study rarely used Arabic and
their mothers switched to English frequently to communicate with them. In those cases,
mothers seemed not to have a clear distinction between their children being able to
understand Arabic and being able to express it. Because the mothers were using Arabic and
the children understood, some mothers considered this situation as indicating that Arabic was
the main language used by children even when the children mainly or only responded in

English.

Some mothers such as May applied indirect strategies to encourage Arabic language use by
mixing her child with another from an Arabic-speaking family. However, since the children
came from families that spoke different Arabic dialects, this strategy, according to May, was

not effective in maintaining Arabic, as both children found some difficulty in understanding
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each other’s dialects and used English because it was easier and the common language
between them. Some mothers in this study forced an Arabic-only language policy at home.
While it was observed that this policy did not eliminate the use of English at home since the
participants’ children used it frequently, especially with their siblings and sometimes with
their mothers, the participants’ children in those families were using Arabic actively and
more frequently than other children where mothers did not enforce a language policy.
However, such a parental strategy seems to be difficult to maintain as mothers needed to give
many reminders to their children to align with it. In addition to that, even mothers
occasionally found themselves in situations where they needed to use English terms when
interacting with their children, and children used Arabic mainly when interacting with their
mothers not their siblings. Finally, we can conclude that the strategy of restrictive use of an
Arabic-only at home environment helped in increasing children’s use of Arabic, but could not

exclude the use of English at home, as both children and some mothers switched to English.

We believe this study adds to the literature of Arabic language use as a minority language in
significant ways. First, it includes newly arrived families as well as second-generation
immigrant families. Second, it includes interactional data as well as interviews with mothers
to connect their beliefs and attitudes with their language practices. Third, instead of focusing
on parents’ language practices and management efforts alone, it acknowledges the active role

of children in interactions.
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5  Code-switching to Majority Language in a Minority
Language Speaking Context: Findings from Arabic-
speaking Mothers’ Interaction with Their Preschool

Children

5.1 Introduction

Code-switching is a natural linguistic phenomenon among bilingual speakers. Although there
are many definitions and classifications of code-switching this chapter defines it as the use of
two distinct languages at word level, utterance, or discourse (Boeschoten & Verhoeven,
1987; Lanza, 1997; McClure, 1981). Code-switching may take the form of lexical borrowing
of single words from one language into another, which may be the common perception of
code-switching. However, it is not just about lexical units. There are interactional and
pragmatic aspects of one language which may be used when speaking a different language,
such as topic change rules from (for example) Spanish being used when speaking English
(Genesee et al., 2004; Gumperz, 1982). Code-switching has the potential to carry substantial
socio-pragmatic meanings into another language, which might indicate the importance of

certain values and identities (Gafaranga, 2005; Hua, 2008).

A model of the motivation for code-switching that still appears widely in the literature is that
created by Myers-Scotton and Ury (1977). They saw three main grounds for code-switching,
which they termed identity, power and transaction. Identity they saw as being about solidarity
and equality, wherein code-switching was a way of identifying with the interactant by
maximising the chance they will understand and be included. The role of code-switching in
power they saw as a way of maintaining unequal relationships. Interactants code-switch to
demonstrate their proficiency. Transaction they saw as appearing when simultaneous code-

switching that includes both personal affinity and relative personal power. Myers-Scotton
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(1993) suggested that a speaker’s decision to code-switch should be aligned to a set of rights
and obligations for the code-switching to be a meaningful strategy. This obligation includes
acting according to the listener’s expectations. It is common for bilinguals in different
contexts to employ code-switching to achieve certain strategic goals such as social bonding,
community belonging, situational marking, and belief highlighting (Appel & Muysken, 1987;
Clyne, 2003; Myers-Scotton, 1993). This is applicable to children, as previous studies
showed that code-switching was used sometimes as an identity marker by bilingual children
when they switched from the majority language to minority language in a majority language

speaking context (Vu et al., 2010).

The other side from the intention of the speaker is how code-switching is perceived the
addressee. When a switch to a majority language takes place in a minority-language speaking
context, it may be perceived negatively. It is common for minority-language speaking parents
to have certain language practices and policies when aiming to maintain consistent use of
their minority language, for example, exclusive use of the minority language at home (Hirsch,
& Lee, 2018). Parents may therefore view code-switching to the majority language as an
interference with the home language policy. Minority-speaking parents can employ a variety

of language policies to maintain minority language use.

There are many reasons why individuals may have a strong desire to maintain their minority
language. One of the main reasons is to preserve their identity. For example, as discussed in
Chapter 4 Arabic speakers uphold their Arabic language as a fundamental foundation that
carries their religious values and Arab identity (Al-Sahafi, 2015; Bale, 2010; Yazen and Ali,
2018). Although it is widely accepted that such strong motives may positively affect home
language use (Portes & Hao, 2002; Hu, Torr & Whiteman, 2014; Surrain, 2018), there is a
gap in our understanding of how those motives affect natural bilingualism markers, such as

code-switching.
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5.1.1 Code-switching studies in children

Previous scholars in early bilingualism believed that young children initially held one unified
system for both languages (e.g., Redlinger & Park, 1980; Taeschner, 1983; Vihman, 1985;
Volterra & Taeschner, 1978). They saw code-switching as evidence for the theory, as they
reasoned that if young children have one system for both languages and are unable to
differentiate between the two, they would tend to mix the codes. Redlinger and Park (1980)
suggested that bilingual children reach language differentiation by passing through different
stages. At an early stage, young bilingual children show high mixing between their languages
and this indicates that they do not hold every language in a separate system. As children grow
and their languages develop, they start to have a distinctive system for each language.

Consequently, their rate of language mixing (another term for code-switching) decreases.

However, many researchers began to conclude that code-mixing was not sufficient evidence
to support a ‘unified system hypothesis’. Children’s code-mixing is not a consistent
phenomenon as some bilingual children code-mix occasionally, but otherwise use each
language appropriately with different interlocutors (Genesee et al., 1996; Goodz, 1989).
There is a large amount of evidence showing that children as young as two years old are able
to choose which language they use and adjust their code-mixing to accommodate
interlocutor’s language (e.g., De Houwer, 1990; Genesee et al, 1996; Koppe, 1996). Many
researchers have highlighted the fact that young children code-switch in a systematic way and
are able to differentiate the two language systems, even if they do mix the codes (MacSwan,

1999; Meisel, 1994; Nicoladis & Genesee, 1997; van Gelderen & MacSwan, 2008).

Those arguments have inspired many scholars to carry out further research in this area, and
led many of them to conclude that young bilingual children have different systems for their

languages. However, there is some transfer, or cross-linguistic influence, from one language
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to another (e.g., Argyri & Sorace, 2007; Hacohen & Schaeffer, 2007). Ervin-Tripp and Reyes
(2005) agree that early bilingual children can distinguish between languages and their
linguistic choices are influenced by situational factors. They discovered that young children
start code-switching by borrowing single words, and as their pragmatic skills grow their

code-switching increases in complexity by adding interactional functions.

Other researchers have concluded that young bilingual children code-switch from one
language to another to fill any lexical or grammatical gap in one language by using the other
language’s codes (Cantone, 2007; Nicoladis & Genesee, 1997). In other words, children’s
code-switching from one language to another is a result of children being incompetent in one
language and using code-switching to support their weaker language system (Bernardini &
Schlyter, 2004). However, recent studies have opposed the claim that code-switching
indicates a language incompetency. While children who are not competent in one language
can use code-switching, it provides a tool that facilitates development in their weaker
language (Yow et al., 2018). Moreover, code-switching provides opportunities for children to
use their weaker language in what may be a complex structure of their strongest language
(Bernardini & Schlyter, 2004). However, besides linguistic incompetence, pragmatic
functions such as emphasising, narrating, or protesting have been identified by several
researchers to be motivations for code-switching among young bilinguals (Genesee et al.,
2004; Gumperz, 1982; McClure, 1981). Such pragmatic functions can be stimulated by
situational changes such as settings or topic shift. Nicoladis and Genesee (1997) suggested
that pragmatic code-switching is a natural process based on young bilingual children’s

pragmatic differentiation and their awareness of the social situations around them.

The parents of Arabic-English speaking children have been shown to have strong motivations

to maintain Arabic language use in their family. However, we lack a great deal of information
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about how such parental motivation may influence a natural phenomenon such as code-
switching. We also lack information on the functions of code-switching in Arabic-English
bilingual families. To address this issue, this study explored the functions and situations in
which code-switching to the English language took place during natural interactions at home
(a primarily Arabic speaking context) when ten children in the age range of three to five years

old were interacting with their Arabic mothers in New Zealand.

This study has the following research questions: (1) Did bilingual Arabic-English speaking
children with exposure to Arabic at home and to English at kindergarten exhibit code-
switching when interacting with their mothers? If yes, in which situations did code-switching
take place?. In other terms, what was happening at the time of code switching. (2) Did Arabic
speaking mothers exhibit code-switching to English when interacting with their preschool
children, if so, how did they use code-switching? And (3) How did mothers respond to their

children code-switching to English?

5.2 Methods

52.1 Data
Video recordings were made in the homes of the 10 bilingual Arabic and English-speaking
children when interacting with their mothers. See Chapter 2, section 2.2, for more details
about the participants and the procedure. Video recordings enabled not only the verbal
language to be recorded but also body language, facial expressions, and contextual cues.
These were essential in many cases to make sense of not only what the interactants were

doing, but what they meant at the time of speaking.
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5.2.2  Analysis
All segments in the video recordings that contained code-switched elements were examined.
Contextual information, including the activities and situations were noted (e.g., child and
mother playing together or sharing the same activity, chatting, mother and child doing
separate activities). Each code-switch was analysed and interpreted in terms of its function.
The different types of code-switches were also noted, such as words only, phrases, utterances,

and larger units.

The literature contained a number of suggested functions that code-switching might have
between parents and children. For example, Genesee et al., 2004; Gumperz, 1982; McClure,
1981 found code-switching functioned to emphasise a point, to protest, or to change a topic.
De Houwer (1990) and Kdppe (1996) found the function was sometimes practical and polite,
in that it was to accommodate the interlocutor’s language. Similarly, practical was the use
found by a variety of studies that code-switching was done to fill any lexical or grammatical
gap in one language by using the other (Cantone, 2007; Bernardini & Schlyter, 2004;
Nicoladis & Genesee, 1997). Gafaranga (2005) and Hua (2008) hypothesised that code-
switching often functioned to indicate the importance of certain values and identities, which
may appear in the text as emphasis or a change in topic but might also be an overall function

from a variety of instances.

This information from the literature was used along with functions that were generated from
examining the data independently. The initial finding was that mothers and children did not
have the same set of functions for their code-switching, which is consistent with other studies
such as Hurtado and Vega (2004). This process led to the generation of a set of functions for

each group, which can be seen in tables 5.1 and 5.2.
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Table 5.1

Code-switching Functions List (Children)

Code-switching Functions

1. Switching to fill gaps (Cantone, 2007; Nicoladis & Genesee, 1997): Inserting an
English word/phrase within an Arabic utterance and the child did not otherwise show
evidence of having the item in Arabic

2. Switching to gain quick access (Zentella,1997): Inserting an English word/phrase
within an Arabic utterance but the child did show previous knowledge of the Arabic
term. Interpreted as being an easier alternative.

3. Switching for emphasis (Koppe & Meisel, 1995): Stressing an English word or
utterance within an Arabic exchange.

4, Switching to represent a familiar situation (Cheng, 2003): Producing consecutive
English utterances in the otherwise Arabic context. May be due to some activities only
having been experienced in English.

Table 5.2

Code-switching Functions List (Mothers)

Code-switching Functions

1. Establish/ Maintain contact (“conversational switching” Gumperz,1982): Switched
to English as a consequence of the child using English; “to decrease distance between
her and the children “(Flores-Ferran & Suh, 2015)

2. Clarification (Wei, & Milroy,1995): Using English to clarify or explain Arabic terms
or utterances

3. Lexical borrowing (Cheng, 2003): Used when some words were more distinguishable
in English due to Arabic dialectical differences.

4, Emphasis (Koppe & Meisel, 1995): Used to highlight or stress information or orders

53 Results

Code-switching from Arabic to English occurred in nearly all of the mothers and all of the
children. This is despite the fact that all the mothers indicated a clear preference for Arabic,
and some of them had a monolingual Arabic language policy at home (see Chapter 4).

Children showed a wide range of types of code-switching, such as whole English utterance/s
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insertion, single English word insertion within an Arabic sentence, to the insertion of part
English word such as English bound morphemes onto Arabic words. However, the functions

and patterns of code-switching were different between mothers and their children.

5.3.1 Children’s code-switching during child-mother interaction

Children showed variety of functions of code-switching when interacting with their Arabic-
speaking mothers. Before looking into the results, it should be noted that children in this
study had different amounts of exposure to English. While all of them received their main
exposure to English through kindergarten, they differed in their age of enrolment and number
of attending hours per week (see chapter 2, Table 2.2 for more information). This was
reflected in children’s functions of code-switching, as some children sometimes code-
switched to English because English was more accessible to them than Arabic. Table 5.3

illustrates the functions of code-switching, and each of those functions will be discussed in

the following section.

Table 5.3

Counts of Children’s Code-switching Functions

> > N n w -
Function > 3 g 3 k) § ) o g o N
= S 3 3 S < o e | 3 2 )
2 o ® o o 3 3 Py 3 9
Fill a gap 18 3 2 4 3 8 6 20 16 11 91
Represent
. . 3 0 2 7 0 4 4 12 10 3 45
situation
Quick 3 | 0 0 0 0 2 | 3| 5 | 9] 7 | 8
access
Emphasis 0 0 4 6 0 4 2 6 5 0 27
Total 56 3 8 17 3 19 35 43 31 21 236
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5.3.1.1 Fill a lexical gap

In this data, filling gaps in Arabic by switching to English was the most common code-
switching function for children. All 10 children who participated in this study used this
strategy. As the below examples show, children filled gaps and supported their Arabic by
inserting English words or phrases they did not know in Arabic into Arabic utterances. Ali in
the following example initiated a topic with his mother using Arabic but he twice inserted

English to support his Arabic.

Example 1
1)  Ali:f o, S foot J) cund glie lals =38 Ll
Mama open this so we bring the football? [literal]
Mama can | open this to bring the football? [English meaning]
2) Mother: alis LB USIY
No, we say we outside we play [literal]
No, we said we play (football) outside [English meaning]
3) Ali: I'll just check—asal Y
no, I see I’ll just check [English meaning]
4) Mother: L 5 LS Ll albaiy 4
yes, we go outside all of us and check you it [Literal]
yes, you can check it when we go outside [English meaning]

Ali was trying ask for his mother’s permission using Arabic. The result is a complex example
of code-switching, wherein the lack of an Arabic word led to the use of an English word with

Arabic grammar, creating a new compound word. He asked her if he could bring his football
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using Arabic, but he did not know the Arabic word for football. So, he divided ‘football’ into
two parts: the first part foot, he used the English term and he added the Arabic bound
morpheme, which in Arabic grammar goes with that noun, and then he used the Arabic word
for “ball”. Thus, he combined the English term ‘foot’ with the Arabic term for ball “s_S”

together and produced them in an Arabic sentence (line 1).

Lines 3 and 4 show an equal but different type and function of code-switching on the part of
Ali. His mother rejected his request (in line 2) and in line 3 he tried to justify the request in
Arabic, produced two Arabic words, but realized that he was not able to produce what he
wanted to say precisely in Arabic and switched directly to English. This indicates a degree of
metalinguistic skill in code-switching, as the child used English (in line 3) as a self-correction

strategy to compensate for the limitation in his Arabic sentence structure.

Dania showed a simpler form of code-switching by inserting a specific lexical item in English

when she did not know the item in Arabic (see example 2).

Example 2
1) Dania: 4ad e lal s LG Yogurt S
This yogurt, daddy bought this from the dairy shop [Literal]
This is yogurt; daddy bought it from the dairy shop [English meaning]
2) Mother:fad) ;e lal ,h Lo
Daddy bought it from the dairy shop [English meaning]
3) Dania:g!

Yes [English meaning]
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5.3.1.2 Switching to gain quick access

This category was notable for being mainly used by the two children who had been enrolled
in English-speaking kindergarten full time since they were six months old (34 and 23
instances respectively). They are therefore likely to have had more exposure to English than
the other children in the study. Four of the 10 children showed no instances of this function in
their code-switching, and the other 4 all had fewer than 10 instances. There were no measures
made of English or Arabic proficiency of the children in this study, but it could be surmised
that these two children may have equal or near-equal proficiency in their two languages, and
this might account for their use of this function compared to the other children. This might be

an interesting topic for a further study.

In this category, children showed evidence of having the ability to express the intended
messages in both languages, Arabic and English. Fatem and Ali both used some expressions
in both English and Arabic in the recordings for example, they used expressions like “wait a
minute”, “I’ll show you” and “broken” occasionally in Arabic but several times using
English. They used English not Arabic in the following examples 3 and 4, as English seemed

to be more accessible to them, especially when they were speaking spontaneously.

Example 3

1) Mother:  fund) 8ol g Gis
What do you the today at the school? [Literal]

What have you done at school today? [English meaning]

2) Fatem: nothing
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Example 4
1) Al Putitin

2) Mother: ahsu Ly
No, not we put it [Literal]
No, we won’t put it in [English meaning]

3) Mother: alall 75,
Go to the toilet
4) Ali: I’ll read it

5) Mother: 1839
No, thanks [Literal]

No need for that, thank you [English meaning]

In both examples, children code-switched to English to make requests or to reply to their mother’s

guestions.

5.3.1.3 Switching for emphasis

Six of the 10 children showed this function in their code-switching. It was not very common
even then, with between 2 and 6 instances per child, but this kind of emphasis may not be
very high frequency in children’s interactions with their mothers under normal circumstances,
so the numbers may not hold much significance. In this category, children produced English
words or utterances within Arabic exchange to emphasise an order or to highlight a
statement, as the examples below show. Fatem conducts a request sequence with her mother

entirely in Arabic until the repetition of “please” in English is used to emphasis her plea.
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Example 5

1) Fatem: e Wl
Mama hungry [Literal]
Mama, I’m hungry [English meaning]

2) Mother:  JSY) (s i ol
Now be(ing) ready the food [Literal]
Dinner, will be ready shortly [English meaning]

3) Fatem: AU ed il
Oh, will take something else [Literal]
Oh, will eat something [English meaning]

4) Mother: (w38t aals
Something light just [Literal]
Just if it is something light [English meaning]

5) Fatem: ¢«
Dates?

6) Mother: 1 &l pa &30
Three dates only [Literal]
Only three [English meaning]

7) Fatem: s e

From here?

8) Mother: s
Eat you them [Literal]
Eat them [English meaning]

9) Fatem; 4D Cudl L 2D ) aal
One, two, three just found me three [Literal]
| just found three [English meaning]

10) Mother: & uw ell B8 U
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11) Fatem:

12) Mother:

13) Fatem:

14) Mother:

15) Fatem:

16) Mother:

17) Fatem:

18) Mother:

19) Fatem:

| told me you just three [Literal]
| told you only three [English meaning]

&) o B
You told me just four

D G B Y
No, said me just three [Literal]
No, I said just three [English meaning]

please s o Ll
Mama just one please [Literal]
Please mama just one more [English meaning]

Y
No

please

cld Bl Y
No, I say me [Literal]
| said no [English meaning]

please Wk
Mama please

clic aglily gl ) 53
Or all of them will take them all from you [Literal]
| will take them all [English meaning]

b}‘

Oh (and started to eat them)

Maya used code-switching at utterance level to emphasise her intentions.

Example 6

1) Mother:

- 5 . . LA
Not work it [Literal]
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2)

3)

4)

5)

6)

It didn’t work [English meaning] (mother referring to the jump)

Maya: I’ll do it again (the child kept trying)

Maya: ) &3 L (the child commented on her performance)
Oh, not could me [Literal]

Oh, I couldn’t [English meaning]

Mother: zUa

Fell down [Literal]

It fell down [English meaning] (mother commenting on the rope)
Maya: I’ll start again

Mother: gaic 7 o

Oh, fall down next me [Literal]

Oh, it fell next to me [English meaning]

In this example, the child used code-switching to put emphasis on two statements which are

“I’ll do it again” and “I’ll start again”. As the child was trying to do special moves with a

jumping rope but could not achieve that, she highlighted that she did not give up as she kept

trying.

5.3.1.4 Switching to represent familiar situation

In this category, children switched to English by producing consecutive English utterances

that involved socio-pragmatic practices while they were doing certain activities. This function

showed the greatest variation, with two children not using this function at all in their code-

switching in this sample, and the remainder averaging around 6 examples each, up to a high

of 12 uses. In this data, this category was mainly noticed in play activities where children
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communicated with their playing partner (mothers), stated the playing roles and played in

English. See example 7.

Example 7

1) Mother: sl il 13 38k
We take this telephone hello

2) Zahra: Hi

3) Mother: Hi

4) Zahra: What is your name?

5) Mother: My name is Rana

6) Zahra: Hi Rana, my name is Zahra
7) Mother: Hi Zahra

8) Zahra: Can you come?

9) Mother: Yes, | can come two minutes and | will be there, ok?
10) Zahra: Ok

11) Mother: Ok bye

12) Zahra: Bye

In this example, the child was doing a pretending play with her mother. The child was the
caller so that gave her a chance to start and lead the conversation. The mother introduced the
activity using Arabic but as the child was hooked into the play, she switched to English. In
this example, it should be noted that the switch to English seems to result from the child’s
consistent exposure to playing using English in kindergarten. Therefore, when she is in the
playing mood in an at home context, she would switch the whole register, which included

code-switching to English.
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5.3.2 Mothers’ code-switching

As Table 5.4 shows, nine of the ten mothers in this study code-switched to English when they
were interacting with their children. The amount of code-switching varied considerably, from
zero to 31, with an average of 10. Two mothers were at the higher end, with 20 and 31
instances, and without them the remaining 8 mothers averaged only 6 instances each. The
total was less than half the children’s total, indicating that mothers were using less code-
switching than their children, but it was still a reasonably common occurrence, given most
mothers had wanted Arabic to be the language of home. As noted in tables 5.1 and 5.2, the

mothers and children had different functions for their code-switching.

Table 5.4

Counts of Mothers’ Code-switching functions

Ali’s  Amina’s Dania’s Ammar’s Zeyad’s Maya’s Fatem’s Basem’s Zahra’s Jasem’s | Total
Mother Mother Mother Mother Mother Mother Mother Mother Mother Mother

Establish/ 6 7 0 0 0 1 1 10 14 1 40
Maintain
contact
Clarification 10 0 1 0 0 3 1 2 10 5 32
Lexical 4 1 0 0 5 1 0 0 5 5 21
borrowing
Emphasis 0 1 7 0 0 0 0 0 2 1 11
Total 20 9 8 0 5 5 2 12 31 12 104

5.3.2.1 Switching to establish or maintain contact

This section covers mothers’ code-switching to English with the purpose of maintaining or
establishing contact with their children. As Table 5.4 shows, this function was the most

common one in mothers’ code-switching, with 40 instances found. Even so, there was
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considerable variation with three mothers showing no instances of this function. See example

8.

Example 8

(the mother and the child were playing a car race)
1)  Mother: @laall Ol sl (o ps J s Sla 3

Yalla bring those fast(s) cars race [Literal]

Come on bring those fast race cars [English meaning]
2) Basem: ol wait mama

Ok, wait mama
3) Mother: a3 () asl 5

Yalla one...two...three [Literal]

Come on one...two...three [English meaning]
4)  Mother: g ) sl o e S o4l

Oh, another time Basem faster [Literal]

Oh, again you are faster [English meaning]
5) Basem: cheating ul(laughing)

I’m cheating
6) Mother: ¢ cheating <\(laughed)

Are you cheating?
7) Basem: ol

Yes
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8) Mother: <l sl
Oh, dear
9) Mother: cheating Jess L o e (S
Another time not you do cheating [Literal]
Next time don’t cheat [English meaning]
10) Basem: Ok
11) Mother: Cheating <
You are cheating
12) Basem: (laugh)
13) Mother: S 453 (il aal 5 Culale 4l Ul
I still not say me one, two, three, go.
I didn’t say one, two, three, go.

In this example, both the mother and the child were playing together. The child was joking
and laughing, thinking he had tricked his mother and the mother followed his scenario. As the
child used code-switching in line 4 to highlight his trick, the mother used the same English
terms her child used and used it several times to highlight her alignment. As the mother and
the child were doing a joint play, the mother showed her solidarity by code-switching to align

with the child’s lead.

5.3.2.2 Switching for clarification

This was the second most common function of code-switching for mothers, but again with
considerable variation. In this function, mothers used English terms or phrases to provide

clarification or to clear any ambiguity that resulted from the mother’s use of Arabic. In other
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words, mothers used English as a strategy to enhance children’s understanding. See example

9.

Example 9

(the mother asked the child to put dirty clothes in the washing bin)
1) Mother: fadnd) ddull i 5
You take it the basket the purple? [Literal]
Would you take it to the purple basket? [English meaning]
2) Dania: ¥
No
3) Dania: i
Will dry [Literal]
It’1l dry [English meaning]
4) Mother: » dut) o 3¥ uas by Caliy 50 Y
No not will dry, this is dirt must I wash it [Literal]
No, it won’t dry, it’s dirty I have to wash it [English meaning]
5) Dania: —iu ¥
No, will dry [Literal]
No, it will dry [English meaning]
6) Mother: zaj Iia

This is dirty
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7)  Mother: 2 wet 4:5zaé o« 8
Get up you take you it off we look you [Literal]
Take it off and look at it, it’s wet [English meaning]

In example 9, the mother tried to explain to her child that her clothing was dirty and needed
to be washed, but the child was not very convinced. They were both talking using Arabic,
except when the mother code-switched by using the English term ‘wet’ in line 7. After
several attempts to explain in Arabic, the mother used the English term to clarify the situation

to her child.

In another example, the mother used code-switching at the beginning of the exchange to

clarify the action for her child. See example 10.

Example 10
(In this example, the mother and her child were doing a clay craft together)
1) Mother: we mix it »J¥ (as the child added water to the clay)
Must we mix it [Literal]
We must mix it [English meaning]
2) Ali:Youdoit
3) Mother: L s <l L sulile (SIY Y
No no, me not will do it you do [Literal]
No no, I won’t do it you do it [English meaning]
4) Ali: (starts to do it)

5) Mother: £S5 ¢lia Jl o thumb ale¥U b dleuas s Y(the child did not hold the clay

appropriately)

116



Chapter 5 — Code Switching to Majority Language at a Minority Language Speaking Context:
Findings from Arabic Speaking Mothers Interaction with Their Preschool Children

No, not by finger your this is by thumb by the thumb yours O.K? [Literal]
No, not with this finger use your thumb O.K? [English meaning]
6) Ali: (held it as his mother advised)

In the above example, the mother and the child were doing an activity together and the activity
required some sort of urgency (because the clay would be hard to mould when it was cold). Therefore,
as soon as the child started, his mother told him what to do using an English phrase. In addition to
that, in line 5 she noticed the child needed to adjust the way he was holding the clay. So, the mother
told him how to make the adjustment in Arabic, then she translated the Arabic term she thought the

child might be unfamiliar with (thumb) to English.

5.3.2.3 Lexical borrowing

This category covers mothers’ consistent borrowing of some English terms as they seem
more distinguishable in English due to Arabic dialectical differences or different synonyms

that can be used interchangeably for the same lexical item for example, “chips” and “movie”.

Only six of the ten mothers showed this function of code-switching, and only to a maximum

of 5 instances.
Example 11

1) Zahra: L
Mom

2) Mother: Lk azi
Yes, mama

3) Zahra: 45kl LWk
Mama not reach it [Literal]

Mom, I can’t reach it [English meaning]

4) Mother: g=3a?
Ok?

5) Zahra: (yes gesture)
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6) Mother: sl tissue 8 o5, b
Yalla go you dry you tissue take you [Literal]

Ok, dry your hand. Take a tissue. [English meaning]

In the above example the mother and the child were interacting in Arabic. The only time the
use of English took place was by the mother when she used the English term “tissue”. This
borrowing of specific English terms indicates that even for mothers, some vocabulary is more
accessible in the English lexicon. They are bilinguals, and code-switching is a normal

bilingual process.

5.3.2.4 Switching for emphasis
This was the least common function of code-switching for mothers, this function highlights

the switching in which mothers used English for emphasis. See example 12.

Example 12

(the mother was removing a plaster from Dania’s hand)

1) Mother:fe= s )
Oh (s) hurt right? [Literal]

Oh, it hurt? [English meaning]

2) Dania: ¢l
Yeah (moaning sound)

3) Mother:lel sorry it’s ok
(it’s O.K in Arabic) sorry it’s O.K

In this example, the mother wanted to comfort her child during an unpleasant action. The
mother did this verbally by expressing some sympathy first in Arabic, then she put extra

emphasis by switching to English.

5.3.3 What do Arabic speaking mothers do about their children’s code-switching?

In this study, mothers did not deal with their children’s code-switching in one consistent way.

Their responses to their children’s code-switching ranged from reminding children to speak
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Arabic instead of English to replying to their children using English. This section describes
the ways mothers managed or reacted to their children code switching to English and

consider the wider perspective of where children’s code switching to English took place.

It was common for mothers in this data when they were socialising and playing with their
children to accept their children’s code-switching and sometimes used the same code
themselves. The mothers in those interactions were following their children’s lead and not
focusing on the details of which language children were using, as example 8 above illustrates.
However, in some conversations, mothers were able to maintain the conversation without
code-switching to English. In some cases, mothers used code-switching as a platform to teach

their children the Arabic term (see example 13).

Example 13
1) Ali: Mommy, mommy
2) Mother: L la

Yes, mama
3) Ali: (holding his batman costume as request)
4) Mother: (put it on him)
5) Ali: Are you ready to see the muscles?
6) Ali: sl o

Has this power [Literal]

This has a power [English meaning]
7) Mother: % 5 dxic

Have you power?
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Do you have a power?
8) Ali: how many muscles there —asd . asd  asd Y
No look, look, look how many muscles there?
9) Mother: Muscles s« o <l <l
You said power not muscles
10) Mother: €2k muscles = Ui
What means muscles by Arabic? [Literal]
What does muscles means in Arabic? [English meaning]
11) Ali: strong muscles
12) Mother: $.: =l strong muscles = i s s
0O.K what means strong muscles in Arabic [Literal]
O.K what does strong muscles means in Arabic? [English meaning]
13) Ali: o5
Power
14) Mother: <3ac =y Muscles Power <lala o & 5o Y
No, not power that is power, muscles, means muscles [Literal]
No, not power, it’s muscles [English meaning]
15) Ali: @3ac(repeat it after his mother)
Muscles (repeat the Arabic term)

In this example, the child was excitedly talking about his batman costume and the muscles on
the costume. The child used both Arabic and English to talk about it and the mother was

responding to him using Arabic. However, the mother realised that the child was confused as
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he was translating the English term “muscle” as the Arabic term “power”. The mother taught
the child the correct Arabic term for “muscle” and used the English term to clarify his
misperception (in line 11). It was not uncommon for mothers to use their children’s code-

switching as an indicator of what they needed to teach them in Arabic (see example 14).

Example 14
1) Child: rain J 2 cpaas J& Gaans
Then said then come the rain
2) Mother: ¢ rain Ji s G
What is the rain?
3) Child:
What?
4) Mother: § 2l s 2l
What is it in Arabic?
5) Child: Umm rain, rain
6) Mother: sk
(says the Arabic name of rain k)
7)  Child: aie cxis s V) G
And then went they here beside next
And then they went next to
8) Mother: mushroom aie |l Gpaey s kil

And then went they next to (the mother said the Arabic term _kill then the
English)
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Then, they went to the mushroom

The child was telling a story using Arabic but she code mixed to English for the term “rain”.
The mother realized that the child may not know the Arabic term. Thus, resulted in a teaching
exchange in which the mother taught the child a new Arabic term. Furthermore, in line 7 the
child showed a sign of not knowing the term in both languages. The mother introduced the

term using both languages to the child at the same time.

Nevertheless, in some cases mothers gave clear instructions and reminders for children to use
Arabic, especially when children used English across consecutive exchanges (as in example
15). In example 15, the child used one English term into an Arabic sentence to fill lexical a
gap. After that, he started code-switching to English in which his mother instructed him

directly to use Arabic.

Example 15
1) Child: ¢ spiderd) <o s las
You want see the spider [Literal]
Would you like to see the spider? [English meaning]
2) Mother: ¥
No
3) Child: ¢y
No?
4) Child: is not is not close to you, is up is in roof s ¥
No, it is it is not is not close to you, is up is in roof

5) Child: come
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6) Mother: L) L ¥ ) &

Thanks, no don’t want [Literal]

No, thanks [English meaning]
7) Child: He’s kind of scary but but he’s]
8) Mother:] e sl

You speak Arabic [Literal]

Speak Arabic [English meaning]

The child started by asking a question in Arabic but used an English term (in line 1), after
that he was trying to convince his mother using English. The mother did not agree with the
child’s request and did not like the child’s use of English. She directly asked him to use
Arabic. However, as the child knew his mother would not approve his request, he was not

motivated to use Arabic and the conversation ended.

To sum up, the above-mentioned examples clarify that Arabic-speaking mothers dealt with
their children’s code-switching in different ways depending on the function of code-
switching. Therefore, some mothers accepted it and used English as well when children were
using it as a part of a playing activity to show solidarity with their children. In other
situations, mothers realised that their children switched to English because of a lexical gap.
Mothers took that as a learning opportunity to teach their children the Arabic translation in
order to fill that specific gap. However, in some examples where children switched to English
because they were spontaneous and English was more accessible to them than Arabic, their

mothers instructed them to use Arabic.
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54  Discussion

This study has explored how code-switching to English manifested at home in the Arabic-
speaking context during child-mother interactions. It showed that, despite different language
competencies, and mothers’ overt policies and preferences for using Arabic, both children
and their mothers code-switched to English. Consistent with previous studies among minority
speaking children and/or families (e.g., Flores-Ferran & Suh, 2015; Wang, 2019), code-

switching was used strategically to achieve certain communicative goals.

However, code-switching was not used for the same functions by mothers and their children.
This research has identified different functions for code-switching in mother-child
interactions. Children’s use of code-switching had a range of functions. First, it provided
support to an Arabic exchange by filling lexical gaps using English. Children used English
terms or phrases while speaking Arabic to compensate for a shortage in their Arabic
repertoire. Second, code-switching to English was spontaneous for some children for whom
English seemed to be more accessible than Arabic at certain times (Ervin-Tripp and Reyes,
2005; Smolak et al., 2020). Some children in this study, such as Ali, had a high and consistent
exposure to English through enrolment in a full time, English-speaking kindergarten since
infancy. Such exposure almost certainly had increased these children’s proficiency in English
and at least in some areas English would be their strongest language, therefore, it appears to
be more accessible to them than Arabic. Third, some children switched to English to
highlight or put some emphasis on statements, requests or other speech acts, as seen in
example 5. In this example, the child used the English word “please” to put more emphasis
on her request. Fourth, children code-switched to English as a part of representing an activity

that is usually conducted in English.

124



Chapter 5 — Code Switching to Majority Language at a Minority Language Speaking Context:
Findings from Arabic Speaking Mothers Interaction with Their Preschool Children

Code-switching in play was not uncommon. Some children switched to English when they
were playing with their mothers, which may be related to their socialisation in the particular
playing activities which took place in the English-speaking context of kindergarten. Bauer et
al. (2002) had also found that play activities could trigger code-switching in their case
example of a two-to-three-year old German-English bilingual child. In their study, the child
used mostly the language of the interlocutors, except in play, when English was chosen

significantly more.

Mothers had different functions for their code-switching to the children. Some mothers
borrowed some English vocabulary, but they generally seemed to use code-switching for the
following functions. First, to maintain contact and show solidarity with their children by
using the same expressions their children used in a shared activity. Second, to clarify some
issues mothers used English terms or phrases in order to enhance their children’s
understanding of the wider idea. Third, mothers used English to highlight and put more

emphasis on important statements.

Through this study data, mothers responded to their children’s code switching in a variety of
ways. First, in some cases mothers asked their children clearly to switch to Arabic. Second,
mothers sometimes used children’s code-switching to English as an opportunity to teach them
the Arabic translation for that specific vocabulary item. This was noticed when children were
using English vocabulary for items like colours, body parts or animals. Third, mothers
accepted their children’s code-switching and elaborated with them in conversation by
introducing new English vocabulary or borrowing the same word the children used. Those
occasions were most common when mothers were playing with their children and they
welcomed their child’s verbal input no matter what language they used, which would act to

strengthen the social bond and enhance interaction.
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Overall, we can conclude that while children commonly used code-switching into English to
enhance their interaction in an Arabic-speaking context, mothers used English to enhance the
quality of the interaction with their children by using code-switching to deepen their

children’s understanding or show alignment and solidarity with them. This relates well to the
findings of previous studies indicating that code-switching in interaction has socio-pragmatic

functions (Reyes, 2004; Vu et al., 2010).
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6 Addressing Directive Acts to Children: Comparisons in

Two Language Environments

6.1 Introduction

Directives are defined as speech acts addressed to a hearer in order to “make her/him do
something” (Searle, 1976). This includes any act with directive illocutionary force and
interpreted either by the speaker or the hearer as attempts to affect the behaviour of the hearer
(Ervin-Tripp et al., 1990). Searle’s initial definition has been further developed by later
scholars making finer distinctions about what constitutes directives, specifying the inclusion
of such terms as prohibitions, invitations, offers, claims, intention statements, suggestions,

permission giving, and threats, (Ervin-Tripp et al., 1990; Sawyer, 1993).

Directives have been identified as one of the most frequent speech acts in family
conversations (Ervin-Tripp, et al., 1990; Ellis, 1992). In schools, teachers rely on directives to
achieve students’ learning goals (Waring & Hruska, 2012), so contexts where adults and
children are found together contain many directives. Generally, adults use them as tools to
regulate children’s behaviour (Goodwin 2006; Wingard, 2006). However, as discussed in
chapter 1 section 1.3.3. Cross-linguistic differences in using directives might be challenging
for bilinguals, who are exposed to two sets of socio-cultural rules when issuing or receiving
the same directive act using two different languages. Lee (2010) in her study of 176
Cantonese speaking children from 7 to 12 years old in Hong Kong who were learning English
at school found that understanding indirect refusals, compliments and complaint speech acts
was a problem for them. Lee highlighted that these acts were usually delivered directly in

Cantonese.
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This present study focuses on children who are living in a majority-English speaking country
and are acquiring Arabic as their home language and English as the majority language. This
population of bilingual children develop two languages that differ in culture and context of
use. To date, there is no published work that has looked at directives in Arabic speaking
children. However, several studies have explored directive use by Arabic-speaking adults
(Atawneh, 1991; Farahat, 2009; Al-Marrani & Sazalie, 2010; Tawalbeh & Al-Oqaily, 2012;
Ghazzoul, 2019). There is a general agreement between these studies that there is a
preference among native speakers of Arabic to use direct forms of directives. This does not
imply that Arabic speakers do not use politeness markers, however, Arabic speakers rely
more on semantic components by adding mitigation markers such as religious softeners and
prayers (Al-Marrani, 2018). For example, in an Arabic-speaking context it is common for
Arabic speakers to make a direct form polite by using an imperative and including a short
prayer, such as “Allah jahfoak., take this with you outside” which means “Allah protects you,
take this with you outside”. English speakers across varieties of English use different
strategies to issue directives (Holmes et al.,2012). One of the common strategies to convey
politeness in English is to use question form (Blum-Kulka, 1997). In English the same
directive could be issued indirectly using a question form by saying something like “could

you please take this with you outside?”

While it is reasonable to assume that native Arabic-speaking individuals living in an English-
speaking country would use direct forms to issue directives to their children, we should also
pay attention to the possibility of pragmatic transfer from English to Arabic. This possibility
is supported by Atawneh (1991), as he compared requesting strategies of native speakers of
Arabic, native speakers of English, Arabic-English bilinguals living in a majority-English
speaking country and Arabic-English bilinguals living in a majority-Arabic speaking country.

Atawneh suggests his study results indicated English pragmatic transfer in the bilingual
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Arabic and English speakers’ living in a context where English is the majority language but
not in the bilingual Arabic and English speakers living in an Arabic-speaking country. Other
studies have found that higher second language proficiency (Olshtain & Cohen, 1989;
Takahashi & Beebe, 1993), and greater length of time in a second-language speaking

community (Félix-Bradsefer, 2004) may increase pragmatic transfer.

In contrast, it is common for English language speakers to use indirect forms of speech to
issue directives (Olson, 1980). The use of direct forms is expected to be more common with
familiar interactors (Brown & Levinson, 1987), and has indeed been found in studies that
looked at family members or teacher directives addressed to children in western cultures. For
example, Halle and Shatz (1994) analysed the forms of directives used by British mothers
with their children. They found that directives constituted about 25% of mothers direct
speech to their children and direct forms like imperatives and prescriptive statements were
used frequently by mothers. Brumark (2006) studied the use of directives in 20 Swedish
families and reported that more than half of the directives produced by adults and children in

those families were in direct forms, so it is common in languages other than English as well.

In another study in a kindergarten setting, Bertsch et al. (2009 analysed teachers’ commands
across three different age groups: toddlers, 3-4-year-olds and 4-6-year-olds, and found that
teachers used a greater amount of direct and prohibitive commands to the older two age
groups. They interpreted this finding as being a result of the older children being more
responsible for their choices and needing more direct guidance to behave appropriately.
However, Hu, Torr, Degotardi, & Han (2017) in a study of 56 early childhood teachers in
Australia found that direct and explicit commands were a common directive style addressed
to infants aged from birth to 2 years, so younger children were also likely in their study to

receive direct requestives. Such findings illustrate that even among western culture
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indirectness is not always the preferred way to issue directives. Directness in delivering

directives is common in adult-child interaction.

Nevertheless, Blum-Kulka (1990) summarised that adult-child interaction is usually polite.
Although they may often be direct, they are rich with mitigation markers e.g., using
nicknames. While this seem to be applicable to different cultures, it does not imply that
mitigations and directness are the same across different languages. In this study, the style of
directives used by adults in two different languages (Arabic and English) and in two different
contexts (home and kindergarten) are expected to be different. While in both settings it is
likely that adults would use directives frequently, the form, frequency and the function of

those directives is expected to vary. At this point however, we do not know in what way.

This study aims to partially fill the gap in the literature on directives used by and given to
bilingual children by looking into mothers and teachers’ directives to bilingual Arabic-
English speaking children. The purpose of this study is to explore how mothers and teachers
each using a different language in two different contexts (home and kindergarten) issue
directives to nine bilingual Arabic and English-speaking children who range in age from
three to five years old. This study focuses on describing directives addressed to those
children, the adults chosen form, the use of mitigating strategies or any politeness markers in
naturalistic interaction in both contexts, and the adults’ reasons for the directives. Possible
differences or similarities between teachers speaking English at kindergarten and mothers
speaking Arabic at home in their use of various directives will be highlighted. Lastly, this
study will shed some light on whether Arabic-speaking mothers may exhibit some degree of
pragmatic transfer from English by using indirect forms when issuing directives to their

children.
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6.2 Method

This study’s participants include nine children, nine Arabic speaking mothers and nine
English-speaking teachers. Children were video recorded in two contexts: once interacting
with their mother at home and then interacting with a teacher at kindergarten. For more

details about participants and procedure, see Chapter 2, sections 2.2.

The 18 video recordings from home and kindergarten were transcribed and the data was
analysed into speech acts. Transcripts included verbal speech acts and non-verbal behaviours

with a clear communicative function and any important contextual factors.

6.2.1 Analysis

All speech acts which contained direct or indirect requestives, were included and considered
as directives based on the adult illocutionary act. Fey’s (1986) Socio-Conversational Analysis
was used, see chapter 2 section 2.3 for more information. All action request acts (directives)
by adults were further analysed into their clause form (imperatives, statements, or questions).
In such analysis it is mandatory to consider the wider context in order to distinguish which
particular speech act is operating. For example, if a teacher says to a child “you’ve got all the
cars” it may be two different acts depending on the context and the intent of the teacher. The
teacher may just be making a general comment and is not expecting any response from the
child; hence it is a “comment” speech act, or ASCO. Alternatively, the teacher might be
giving an indirect order to the child to not play with all the cars so as to give other children
the opportunity to play with them, making this a requestive act (a request for action, or
RQAC). Since the act is not in the words themselves, context and the preceding and
following verbal and non-verbal signs are needed to distinguish between the two acts e.g., the
researcher in the recording noticed that this is a popular toy in the kindergarten or one of the

children requested one of the cars from the teacher.
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6.3 Results

6.3.1 Directives from mothers in Arabic

Comparisons

Table 6.1 shows the total number of directives and their forms from each participant mother

toward their children in Arabic. In this study data, 360 directive acts by mothers toward their

children were identified, a mean of 40 per mother, with the range from 80 down to 10. The

numbers partly depend on what was happening in the context; for example, a mother

organising a child to do something like get ready for a meal may use a number of directives,

whereas if a child is playing with their mother just commenting from time to time, there may

be few directives. These recordings were naturalistic and therefore not standardised, and no

conclusions can be drawn from the numbers in themselves. However, they provide a picture

of the use of directives at that moment in time. Mothers used different forms of these

directives, and this section will present each of those forms separately.

Table 6.1

Mothers’ Directives Forms

in Two Language

Participants Ali Dana Zahra Ammar Zeyad Maya Basem Jasem Amina Total
Total number 80 53 71 24 52 22 31 10 17 360
of directives

1-Directive Form

a. Imperative 46 33 49 14 20 18 16 6 14 216
b. Statement 23 12 20 8 27 12 4 3 110
¢. Question 11 8 2 2 5 3 0 0 34
2.a. Mitigation 24 11 10 4 4 6 2 0 64
with imperative

2.b. Mitigation 4 2 3 1 0 0 1 0 0 11

with statement
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6.3.1.1 Imperatives in mothers’ directives
In this study data, 216 of the total number of 360 directive acts by Arabic-speaking mothers
(60%) used imperative forms, i.e. direct forms. Eight out of the nine participant mothers in

this study used imperatives more than questions and statements to issue directives.

In those 216 imperatives forms, mothers used 64 mitigation markers with those directives,
which means around 30% of the directives in Arabic contained mitigation markers.
Mitigation markers came in a range of types, such as a pre-request, a justification or a
diminutive. Diminutive frequently used by adults when interacting with children and it is
usually formed by changing the morphology of the child’s name (Eshreteh,2017). In some
examples, mothers used more than one mitigation marker within the same directive (See

example 1).

Example 1
(They are leaving the living room to go outside)
1) Mother: &b (isle (S8l ) isle
(Diminutive name) wear the Crocs (Diminutive name) Yalla
(Diminutive name) wear your slipper (Diminutive name) come on
2) Ali: O.K. wait a minute (he was busy collecting his toys to go outside)
3) Mother: s wait a minute sua L s
How wait a minute my love it cannot be
My love it cannot wait
4) Mother: o8 e
Yalla Ali get up
Get up Ali

5) Ali: wait a minute

In example 1, the mother issued an order to the child, and the purpose of that order is related

to the child’s health (he was going outside barefoot and the weather was cold, so the mother
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asked him to wear his slippers). The mother used imperatives a couple of times and used
diminutives several times. At the beginning of the directive act (line 1) the mother used a
diminutive twice; initially as a pre-request to soften the imperative request, then as a
reminder when the child had not responded to the request. In line 4 the mother still used an
imperative for the third time for the same directive, but instead of using a diminutive she used
the child’s real name in monotone speech. The repetition of the same request and elimination
of a diminutive seems to be the mother’s strategy to increase the degree of requirement for
his compliance. This example illustrates that even with using an imperative as a form of

directive, it can range in intensity by the use of mitigation markers.

However, in the example below, the mother used an imperative form without mitigation

markers when giving her child (Zahra) a suggestion about Zahra’s paintings (see example 2).

Example 2
(The child doing a painting and the mother sitting with her)
1) Mother: 436 dga 3 all 53 55 (as the child intended to paint over a painted flower)
Jl o 55 flower
Do this move in other side go then the flower
Paint on the other side or the flower will disappear
2) Zahra: No
3) Mother: 4 A3 Y 1S lgde abea 855
Look you, beautiful no ruin you it...change you it like that
Look how beautiful it is, don’t ruin it... change it like that
4) Zahra: No
5) Mother: ¢ lu as (s 435Y abiea A5
Look you beautiful (2) why want you ruin you it?
Look it’s beautiful, why would you ruin it?

6) Zahra: oY
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Because
7)  Mother: Wi s oY mix
Because you want do you it mix

Because you would like it to be mixed

In example 2, the mother tried to direct the child using different forms of directives
(imperative with justification in line 1, imperative and prohibitive in line 3, and question in
line 5) in an activity where the child was taking the lead in and had the ownership. At the
beginning of the extract (in lines 1 and 3) through the mother’s use of imperatives, mother
showed high entitlement and low contingency (Craven and Potter, 2010). She was telling the
child what to do without acknowledging any barrier that may prevent the child’s compliance.
The child rejected her mother’s suggestion. At the end of the example (line 6), after issuing
the same directive using three different forms, the mother acknowledged a reason that

prevented the child’s compliance.

Some instances of more social play, where mothers engaged with their children in a variety of
activities and played with them, also showed the use of directives. This was often when
mothers were trying to teach their children how to play or to regulate the playing, and

sometimes telling the child what to play (see example 3).

Example 3
1) Mother:$ iiicsn Jac) aeul
Listen you do you trick do you know
Do a trick, do you remember how?
2) Maya: o
Yeah
3) Mother: sl o) )y Sl leabiaaty ) Sleadll (e desd el

You do a trick from tricks that you do and Rami (her brother) together
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Do one of the tricks that you do with Rami (her brother)
4) Maya: ol
O.K
5) Mother: deasll Jacl daiy)sa e o a3 S
Get you ball small from inside and come you do you the trick
Go and get a small ball from inside and do the trick
6) Maya: S
O.K

In example 3, the mother used imperatives to deliver directives to her daughter. At the
beginning (in line 1), the mother introduced her idea to her child and the child showed
acceptance (line 2). After that, the mother clarified, gave more details (line 3) and told her
daughter how to execute the idea (in line 3). Those three different directive acts were issued
using imperative forms for different functions (telling the child what to do, clarification and
how to do it). The mother’s wider aim was to give the child the lead in an activity that the
child enjoyed in a fun and interactive atmosphere, as before the mother’s suggestion the child
was playing alone. Then, the mother tried to engage her in a joint interactive activity in which

the child was performing and the mother commenting.

6.3.1.2 Statements in mothers’ directives

Statements were the second most common form of directive after imperatives. The only
exception was Zeyad’s mother who used more statements than imperatives in issuing

directives (see Table 6.1).

Example 4 shows how Zeyad’s mother used statements to form directives while playing with

her child.
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Example 4

1)

2)

3)

4)

5)

Zeyad: sranle Y Y

No, no, not will happen

Oh no, it doesn’t work (could not put the car in the track)
Mother: & Lkl Lgitaa die 75 5 i

Let you it goes to friend her the airplane

Let it go next to her friend the airplane (as the mom points to the direction in

which the car should follow)

Zeyad: s kY

No, ok seconds

No, ok wait a second (with hesitation to follow his mother’s suggestion)
Mother: Jaxilayn ¥ ¥ b

No, no, it will enter look

No, it will work look (as the mother puts it in the right track)

Zeyad: 4¢er

Laugh (as the mother puts it correctly and the toy worked)

In example 4 the child was playing with his toy and he struggled to get his toy in, so his

mother helped him by giving him directives as a sort of guidance. The child was showing

frustration, as he could not figure out how to play with his toy. His mother tried to help him

by issuing a statement directive (in line 2). However, the child showed some hesitation and

his mother insisted using another statement directive (in line 4). The mother’s directive

worked as the child figured out how to play with it and showed signs of happiness as he was

laughing.

In contrast to example 4, in which the mother used statements to help the child achieve

desired results, in example 5 the mother used this form to remind her child (Basem) about a

familiar rule about not making a mess and cleaning up.
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Example 5

1)

2)

3)

4)

5)

Mother: clall cusi & ansa

Enough mess enough you bring toys

Comparisons

in Two Language

That enough, no need to bring more toys (the child was bringing toys from the

playroom into the living room)

Basem: a clall canl) s )

| want bring toys more

| want to bring some more toys.
Mother: aelS aguai day (51?

Why want you bring them all?
Why do you want to bring them all?
Basem: —ll olie

So, | play

So, | can play

Mother: s ags s

Will you arrange them?

You will have to clean them up.

In this example, the mother used a statement directive without mitigation markers (in line 1),

directing Basem to stop bringing his toys to the living room. Basem challenged his mother by

issuing a direct statement that he wanted to bring more toys. His mother asked for

clarification for his action (line 3), and he replied because he wants to play with them. Then,

the mother concluded with another statement directive (you will clean them up), which was a

middle way between the child’s desire and the mother’s earlier directive.
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6.3.1.3 Questions in mothers’ directives
It is consistent across the nine Arabic speaking mothers in this data that questions were the
least used form to issue directives. Example 6 shows how one of the mothers used questions

to form a directive in Arabic.

Example 6
1) Mother: Gles souan € agislicll) ol
What opinion yours you colour those all they will look all nice all
What is your opinion about colouring them? They will look nice.
2) Zeyad: S5
O.K
3) Mother: elia (e sl &l 33 2y 456l (abia )l ala) 5e
Not with the pencil colour it ugly take for you colour from there
Not with pencil it is ugly, take a colouring pen from there

4)  Zeyad: (takes colouring pen and starts colouring)

In example 6, the mother issued a directive to the child using an open-ended question
equivalent in English to “what is your opinion about...?”” (in line 1). The mother was directing
the child to colour his drawing and commented on how nice the drawing would look if he
complied. Zeyad agreed, and he was ready to start colouring. The mother immediately issued
another direct form of directive using an imperative and told Zeyad not to use pencil but to
use crayons (line 3). In this example, the mother issued two different directives. In the first
directive, the mother used a question form to introduce the idea, and in the second directive

she used an imperative to direct the child in how to execute it.

Mothers also used questions as a directive to challenge the child to stop an activity or

behaviour (see example 7).
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Example 7
1) Mother: $Jx 7 55 (San Sisle
(diminutive name) can we go we change?
Can we go and change?
2) Ali: gl
Yes
3) Mother: 44
Yallah

In this example the mother used a yes/no question with the Arabic word (cS«<) which is
pronounced using English as /mumkin/. This word in Arabic indicates possibility and
translates to a “can” question in English. However, in Arabic it is usually used in a formal
interaction to make requests (Atawneh,1991), and its use here seems to that the mother was
trying to make indirect request. The mother also used pluralisation as a mitigation marker to
indicate in-group identity. So, she said in line 1 of example 7 Can we go...? instead of can

you...?

In some cases, mothers used questions, mainly intonation and yes/no questions to propose an

action and confirmed with children their acceptance (see example 8).

Example 8
1) Mother: $Jst & Ul e ell s
| put you on the table you eat
Will you eat it at the table?
2) Jasem: (nods his head)

This is an indirect directive, by using a question form, instead of the imperative ‘eat it at the

table’.
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6.3.2 Directives from teachers in English

Table 6.2 shows the total number of directives and their forms in English the teachers. In this
study data, 368 directive acts by teachers toward the participant children were identified, a
mean of 41 per teacher, with the range from 77 down to 17. Table 6.2 demonstrates that those
directives acts were distributed across three forms and every teacher used a variety of forms

to issue directives.

Table 6.2

Teachers’ Directives Forms

Participant Ali Dana Zahra Ammar Zeyad Maya Basem Jasem Amina Total

Total numbers 19 41 47 52 23 17 77 49 41 368
of directives

1-Directive form

a. Imperative 7 23 14 11 5 1 11 21 15 107
b. Statement 4 9 11 16 7 5 29 17 11 109
¢. Question 8 22 25 11 11 37 13 15 148
2. Mitigation 0 3 0 6 0 4 10 1 29
markers

English-speaking teachers used different forms of directives in a relatively systematic way to
deliver particular functions. As the below examples show, imperatives were used mainly to
provide immediate instructions to children for actions that required their immediate response
e.g., “put some glue here”. Statements were used to give a hint or as a reminder about the
rules e.g., “it is clean up time”. However, questions were the main platform for teachers’
directives, particularly modal verb questions. The teachers’ use of questions to issue
directives ranged from hints such as “do you have two cars?” to a clear hedged request “could

you please give one to your friend?”
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6.3.2.1 Imperatives in teachers’ directives

Although the total number of teachers’ directive forms were relatively close, imperatives
were the least used forms to issue directives. One of the most common uses of imperatives in
this data was to call the children’s attention, usually using the phrase “look...” (See example

9).

Example 9

1) Teacher: Oh, look what we found here (points to sticker on the floor)

2) Ali: Yay (took sticker from the floor)

In example 9, the teacher found a sticker that had dropped on the floor and that sticker could
be used in the child’s craft. Therefore, the teacher directed the child’s attention to that sticker
by using an imperative. However, this is still an indirect act, as the direct act would have been
“pick up that sticker”. The imperative “look™ is a request for attention rather than a request

for an action, hence the imperative form does not indicate directness in this case.

Teachers also used imperatives to provide immediate instructions to children during play
activities, especially when children were struggling to figure out how to complete the activity

(see example 10).

Example 10

1) Teacher: Put your hand over here, use your hand and pull it back. (The teacher
points to a button in the toy)

2) Basem: (doing what the teacher asked)

3) Teacher: It’s hard (helping the child by putting her hand over the child’s hand and
pulling the button)

4) Basem: Yeah.

5) Teacher: Tight.
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6) Teacher: Pull it right back.

7) Basem: (move the cars)

8) Teacher: One, two, three. Drive your cars. Maybe use two hands.
9) Basem: (put both hands together) (laughter) (as the toy worked)
10) Teacher: Woo. (the car jJumped)

In example 10, the teacher and the child were engaged together in doing a challenging task
where the teacher gave multiple imperative directives to help them achieve their goal. In line
8, the teacher offered a suggestion with the use of the modal “maybe”, another indirect form
of directive. This seems to be offering the initiative back to the child, and the teacher

becomes more of an audience and reacts to the child’s action, as in turn 10.

6.3.2.2 Statements in teachers’ directives
Teachers used statements for a variety of directive functions. In some cases, teachers used
statements before an activity to instruct children on how to start the activity or how to
perform the main action, often with considerable use of the grammar of modality as in “have

to” and “gonna” (both early modals) (see example 11).

Example 11

1) Teacher: You have to be very gentle and peel it off like that. You’re gonna have

to use your fingers, fingernails and peel it off like that.
2) Amira: (follows the teacher’s instruction)

3) Teacher: That’s it, good job. There we go.

In example 11, the teacher was instructing a child on how to remove a sticker. A direct way
to do it would have been “be gentle” “peel it off like that”, “use your fingernails”, all

imperative forms.
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Statements were often also used indirectly, commonly called hints or embedded directives
(Blum-Kulka, 1997; Brumark, 2006). An example of a that is a teacher putting a piece of
puzzle in front of the child and saying “one more doggie” (instead of “put this piece in the
puzzle). Huls and van Wijk (2012) suggest embedded directives “formally, they give hearer
the option to ignore the directive function, although this would be rather bizarre” (p.87). An
example of embedded directive is a teacher putting a plastic fruit in front of the child and
saying “This one needs cutting too, it’s a kiwifruit”, rather than saying “cut this one too” —to
say it “needs” an action is another indirect directive. Moreover, teachers frequently used “I
want...” or “I need...” phrases to issue indirect directives such as “I need two more pieces of
Sellotape on this part” and “I need some help doing the puzzle”. Even in more complex and
urgent matters such as solving conflict between children, teachers used declarative directives

to solve conflict (see example 12).

Example 12
1) Child: Vroom. It’s roaring (as he is playing happily with a car and showing it to

his teacher)

2) Teacher: It’s roaring, what sound does a car make?
3) Child: It makes vroom, vroom.
4) Yells loudly as a child came quietly and took the car

5) Teacher: It’s all right, it’s all right, nothing is gonna happen, he just wants to have
a look at the cars. We have to learn to share remember?

6) Child: Yeah.
7) Teacher: So, we can see you’ve got three cars, so you can share with your friends.
8) PC: Yeah.

9) Teacher: Okay, so next time we are gonna share with our friends.

In example 12, the child was upset, as his car was taken and the teacher tried to calm him and

gave him some assurance when she directed the child about the desired behaviour (sharing) by
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using a statement with mitigation (a justification, “you’ve got three cars”) and confirmed a

future directive with a statement (line 9).

6.3.2.3 Questions in teachers’ directives
This study’s results show that questions were the most commonly used directive form by
teachers. Teachers used different syntactical forms of questions to deliver directives to
children, including wh- questions, yes/no questions, tag questions, elliptical and intonation
questions. Not all those forms were used equally, as yes/no questions with modals (can,
could, would, may, etc.) were predominant. While questions used for directives are
considered indirect (Brown & Levinson, 1987), this data showed a wide variety of teachers’
questions forming directives, which ranged in explicitness from hints to hedged requests (see

example 13).

Example 13

1) Teacher: How are you gonna fix it?
2) Maya: Like that

3) Teacher: Yeah

4) Teacher: Does it go in that way?

5) Maya: No, it goes in this way. (puts it the right way)

In example 13, the child was making a tower with blocks and she was trying to put the blocks
upside down, so instead of the teacher telling her directly that she was holding it the wrong

way, she used a hint in the form of a yes/no question.

Not all directive questions were the teacher’s preferred responses (see examples 14 & 15). In
example 14, the child was holding blocks and exploring them, however, a few seconds before
that she was doing a puzzle with her teacher. The teacher wanted to terminate the puzzle

activity and wanted the child to clean up the puzzle pieces, so she used a question to deliver a
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directive (in line 1 — “do you want to ...?”"). However, it appeared that the child interpreted
the question literally and said no. This is the risk of indirect forms, as children can frequently
take questions literally rather than interpret them for their speech act, especially when
younger. In this case, the teacher then asked her a clarification question (in line 2), and the
child looked confused as she showed dysfluencies. Then the teacher interrupted the child and
made a statement that she was going to another place. The teacher’s illocutionary force was
for the child to clean up, as they were terminating the activity; however, this was not clear to
the child. It is an example of miscommunication due to the pragmatic force of an utterance, or

its speech act, not being interpreted correctly, due to its indirect form.

Example 14

1) Teacher: Okay. Dana, do you want to put the puzzle away?
2) Dana: No.

3) Teacher: Do you want to keep doing the puzzle?

4) Dana: Umm [

5) Techer: [I’'m going to go up to the sandpit.

6) Dana: | want to (not clear). (The teacher goes and the child follows her)

In contrast, in example 15 the teacher used a question as an indirect directive, but then added

an explanatory comment, which made their expectation very clear to the child.

Example 15

1) Teacher: Shall we play with one last thing? and then I think you can go and play
with your friends.

2) Jasem: (the child picked last toy to play with)

3) Teacher: (At the end of the activity) Do you think you could help me put the
things away? Because the bell is ringing. The bell is ringing.

4) Jasem: (put the toys in the box)
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In examples 14 and 15, the teachers gave indirect directives through yes/no questions (line 1
in example 14 and line 3 in example 15). However, the teacher in example 15 used a directive
through a yes/no question with an added explanatory element (in line 1) to prepare the child.
She also used modals “shall we”, “I think”, and “can” as part of the linguistic resources to

deliver a directive.

6.4  Discussion

This study has presented data from two different contexts involving two different languages.
The results of this study show that directives issued by mothers using Arabic were not the
same as directives issued by teachers using English. The variations are about how and why
these directives were expressed, and both relate to the language and context in which they
occurred. Mothers and teachers issued directives to children for a variety of reasons,
including regulating an activity, regulating the child’s behaviour, maintaining the child’s
health and wellbeing, and socialising with the child. Some of those directives are immediate
regulators (Brumark, 2006) which require immediate compliance from the child, e.g., “wear

your shoes now”, or have a sense of urgency “put your juice in the table before you spill it”.

As hypothesised, one of the main differences between the English-speaking teachers’
directives and the Arabic-speaking mothers’ directives lay in directness. While teachers
frequently used questions to form directives, mothers used questions infrequently. Such a
difference is related to the linguistic system of each language. English has a rich modal
system that can be used easily as a hedging tool to form an indirect request (Holmes et
al.,2012). The teachers in this study used this modal system in questions frequently to deliver
directives. In contrast, the modals that could be used for modifying requests are limited in
Arabic and would be too formal to use in home interaction (Atawneh,1991). However, they

were not entirely missing in this data. When questions were used as directives in Arabic,
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mothers used the term /mumkin/ which translates to “possible”, which is a modal element, in
English. This form is indirect and equivalent to the modal verb in English but writers about
Arabic state that it indicates a degree of formality and distance between the hearer and
listener (Atawneh, 1991). This obviously not the case in mother-child interaction. It is
possible therefore that its use by some mothers in this data might indicate a pragmatic

transfer from English to Arabic. More data would be needed to explore this possibility.

Since the mothers in this study are bilingual to different degrees and have been living in an
English-speaking context, pragmatic transfer is certainly a possibility. But in this example, it
is negative, because the equivalent translation to the form in Arabic has the cultural message
of placing distance between the child and the mother, which is not aligned with socio-cultural
rules in Arabic (Tawalbeh and Al-Ogaily, 2012). As Table 6.1 indicates, questions were
mostly used by Noor, Ali’s mother. Both Noor and her child Ali have the most consistent
exposure to English when compared to other participants (see participants information in
Chapter 2 for more details). The amount of their exposure to English might have resulted in

Noor’s greater use of questions than the other participant mothers to form directives.

Consistent with previous studies findings in the use of Arabic directives in adults’
interactions, this study found that imperatives with mitigation markers were the most
common form of mothers’ directives when addressing their children. Arabic speakers use
mitigation markers as a hedging system that makes directives more polite by softening the
tone of the imperative form (Atawneh, 1991; Farahat, 2009; Morkus, 2014). The Arabic-
speaking mothers might not have modified directive forms when interacting with their
children, but they did adjust the mitigation markers. This is noted in the frequent use of
diminutive names by mothers when addressing their children. Eshreteh (2017) suggests that a

diminutive is used heavily in Arabic adult-child interaction and the absence of them when
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issuing orders to children might indicate a sense of intensity or harshness. It has been
reported in the literature that the use of direct forms of directives is common among parents
when addressing children (Blum-Kulka, 1997; Bhimji, 2005; & Brumark, 2006). In this
study, mothers’ use of imperatives ranged from restrictive directives that required a child’s
immediate response (as in example 1) to more flexible directives in which mothers used
imperatives as forms of suggestion when playing with their children (examples 2 and 3).
Although imperatives indicate directness, in this context it did not always indicate children’s
obligation to comply, as sometimes imperatives as used by mothers had the pragmatic force

of suggestions.

While in some cases mothers chose imperatives strategically to deliver distinct messages to
their children, such as stressing the urgency of the directive acts, in other cases they were
used as a common form to deliver straightforward messages to children. The key differences
to distinguishing between the two types are embedded in the context and associated with the
directive act. In agreement with previous studies, mothers’ directness was not considered face
threatening to their children (Brumark, 2006). The data presented demonstrates imperatives
as a frequent linguistic choice by Arabic speaking mothers to deliver directives to children for
a variety of functions in different contexts. While imperatives are considered as the most
direct form of directives (Lakoff, 1977), in Arabic culture it also implies closeness and
interdependence, which is applicable to the mother-child interaction (Al-Marrani & Sazalie,
2010; Al-Marrani, 2018). In contrast, in the kindergarten data imperatives were the least

chosen form used by teachers to issue directives.

Although this finding is aligned with Brown & Levinson’s politeness theory, it is not
consistent with the Australian study by Hu, Torr, Degotardi, & Han (2017) in which they

found the imperative form a “direct and nonsuggestive type” as the most frequent form used
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by early childhood educators when issuing directives to infants. Such inconsistency could be
explained by considering two differences between their study and this study. First, data
collection took place when the educators were interacting with a group of infants, not during
one-to-one interaction. Second, there was a difference in age group, as this present study
focused on kindergarten children. Very young children may be more likely to respond to the
literal meaning of an indirect directive, so it may be that the early childhood educators in the
Australian study had found that direct forms were more effective for children as young as

their sample.

The context and the nature of the activity are important in determining the social meaning of
the directive in linguistic choices (Girolametto et al., 2000). Although in both settings
mothers and teachers were interacting with children one to one, the context was different. At
kindergarten, the environment was more structured, as children were sitting with their
teachers interacting and doing shared activities together during the entire recording. At home
the children were moving around without a frame of what they could do. It could be argued
that this required mothers to frequently use directives to regulate their children’s behaviour
and to apply some structure. However, we may argue here that the influence of context is
partial, as it may affect some of the directive forms, but not all of them. To clarify that,
teachers and mothers used statements to deliver directives in a relatively similar pattern and
frequency. In both contexts, statements were used in a middle range between imperatives and
questions and were mainly used to regulate an activity or state the rules for their children, or

to give them some hints.
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7 Bilingual Arabic and English-speaking Children’s

Responses to Directives in Two Contexts

7.1 Introduction

The literature suggests that indirect acts can make responding to directives problematic, i.e.,
the speakers’ utterances do not exactly correspond to their intentions. An indirect act means
that the hearer needs to figure out the intention of the speaker to respond appropriately. For
example, if a speaker says something like, “It feels cold”, their expectation may be that the
hearer will close the window, especially if they were in the hearer’s house and the speaker

did not want to impose by closing the window themselves.

Indirect speech acts are often part of the politeness systems, although they have varying roles
across cultures. Many studies using or applying Brown & Levinson’s politeness analysis have
been of English-speaking contexts, and in western hemisphere cultures. Those studies
consistently reported a preference for speakers to use indirect acts when issuing directives to
avoid a face threat (Brown & Levinson, 1987; Leech, 1983; Searle, 1975). However, what is
considered a face threatening act in one culture might not be in another (Blum-Kulka, 1987;
Wierzbicka, 1985, 1991; Wolfson, 1989), so the use of indirectness may vary in non-western
cultures (Matsumoto, 1989; Ide, 1989). Different cultures apply different strategies to
minimize any imposition caused by the directive speech act, according their politeness

systems (Yule, 1996).

This could present a challenge for bilingual individuals because the linguistic and socio-
pragmatic rules in issuing and responding to directives may differ across their two languages.
The form of directives may vary from one language to another and from one context to

another within the same language. Bilinguals need to know how to respond to directives
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within each language’s socio-pragmatic rules. As directives figure frequently in child-adult
interaction (Ervin-Tripp, et al., 1990; Ellis, 1992; Brumark, 2006), many young bilingual
children might be exposed to different sets of directives in each language, and they need to

respond to them efficiently.

Chapter 6 reported on the directives addressed to bilingual children and confirmed that
Arabic and English bilingual children received different sets of directives in each language.
Monolingual English-speaking children by the age of five are expected to start following
Brown and Levinson’s (1987) politeness system by increasing politeness markers in
correlation with the costs of demand (Ervin-Tripp et al., 1990). However, there is very little
information on how bilingual children understand and respond to different speech acts in
their two languages. One study was that of Lee (2010), who looked at pragmatic
comprehension in seven-year-old Cantonese children who were learning English as a second
language. She found they understood direct speech acts but found some challenges in
comprehending indirect speech acts, in particular, refusals, complaints and compliments. In
her study, Lee observed speech acts in two languages that differed in their politeness system.
Cantonese speakers focus on group-dominant values (Gu, 1990; Kong, 1998). In this example
however, the children’s home language was the dominant language of the society. In the
Arabic-English bilinguals in this present study, the school language is the socially dominant
one, and this may change the situation. Generally, a lack of awareness of sociocultural
conventions and norms of one language may lead to depending on sociocultural conventions
of the other language, which has the potential to cause pragmatic failure, and violate

sociocultural rules and be considered impolite.
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This chapter will address this issue by studying bilingual Arabic and English-speaking
children’s responses to directives in their home language (Arabic) and the majority language
(English) . The literature indicates that in an English-language speakers tend to rely on
indirectness in issuing directives, while among Arabic speakers there is a preference to use
direct forms (Atawneh, 1991; Farahat, 2009; Al-Marrani & Sazalie, 2010; Tawalbeh & Al-
Oqaily, 2012; Ghazzoul, 2019), and this was supported by the data in Chapter 6, wherein the
Arabic-speaking mothers frequently used direct directives through imperatives contrasted to
the English-speaking teachers who relied on modal verb questions to deliver indirect
directives. However, the directives themselves are only one side of the interaction, and the
other side is how the children responded to each set of directives and whether certain forms

of directives would elicit particular responses.

Indirectness is not widely used by Arabic speakers to issue requestive speech acts
(directives), but it is a common form for expressing refusals to directives (Nelson et al., 2002;
Morkus, 2014). In terms of mother-child interaction, this implies that the mother would issue
a direct form of directive when addressing her child, however, if the child wants to respond
with a refusal act the socio-pragmatic rules mandate an indirect form. In contrast to the
English-speaking context where the teacher issues directives indirectly and if the child
chooses to respond with refusal the expectation is to express it indirectly. This indirectness in
refusal responses indicates a pragmatic overlap between the two languages (Arabic and
English), as in both languages, indirectness is the preferred form for a refusal act. For
example, if a mother using Arabic language issued a directive using imperative form to her
child like “wash your hands” or a teacher issued the same directive to a child using question
form in English “could you wash your hands?”. If the child does not want to do the directive,
usually it won’t be accepted by mother or teacher that the child responds with direct refusal

by saying something like “no, I do not want to do that”. Probably, the child may respond with
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something like” well, it is not dirty” or “I already washed my hands this morning”. Such
indirect refusal might be the response for both forms, the question form and the imperative
form. Using both languages, responding with direct refusal may lead the adult to escalate or
insist in the directive. It is not clear if this pragmatic overlap would affect how these bilingual
children would express their refusal when responding to adults’ directives in each context of
language use. In other words, does the indirectness in refusal responses take place more
frequently in the context where directives are issued indirectly, or is there no difference
between the two contexts, as bilingual children are aware of the socio-pragmatic preferences

of the speakers?

Earlier researchers identified directives as the most frequent speech act in family
conversations (Ervin-Tripp et al., 1990; Ellis, 1992). Brumark (2006) supported previous
study findings where parents tended to use more directives with younger children during
dinnertime, as he proposed that younger children needed more guidance, therefore, the
directives were used to deliver guidance in routine activities and reminded the children about
mealtime rules. However, this is not limited to family settings, as children receive many
directives in both settings at home and at school (Halle & Shatz, 1994; Waring & Hruska,
2012; Moore, 2013). In a school setting, teachers need to ensure groups of children’s safety
and wellbeing and that necessitates directive use as a major way to convey clear messages.
Therefore, utterances like “Push your chair forward” or “Take that out of your mouth please”
are common among teachers’ directives (Girolametto et al., 2000). In both settings, teachers
and parents’ expectations from children are to show compliance with their directives
(Matheson & Shriver, 2005; Dix et al., 2007). Such expectations might explain why
children’s non-compliance is one of the main reasons parents to seek professional help for

managing their children’s behaviour (Chamberlain & Smith, 2003).
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Compliance is greatly valued in a school setting as well and is viewed as a fundamental part
of children’s social and academic development (Austin & Agar, 2005). In both settings
(home and school) it has been reported that compliance is the preferred response to adults’
directives (Austin & Agar, 2005; Craven and Potter, 2010). Moreover, Kent (2012) studied
children’s responses to parents’ directives during mealtime and specified that embodied non-
verbal immediate compliance is the preferred response to parents’ directives. Failure to
comply with adults’ directives sometimes leads to escalation. Craven and Potter (2010)
analysed mealtime directives, which were issued by parents to young children who were in
the age range of three to eight, based on entitlement and contingency. They found that non-
compliance with parents’ directives led to parents repeating their directives with an upgraded
form that involved low contingency by not acknowledging the child’s right to resist and high
entitlement by strictly setting expectations on the child to comply. Kent (2012) added that
children’s resistance to their parents’ directives has the capacity to create conflict and open

dispute between parents and children.

Children show a variety of ways to express their resistance to their parents’ directives, which
Burke & Kuczynski (2018) listed as including assertive refusal, arguing, ignoring, displaying
a negative attitude, and negotiation. The literature has also outlined a variety of strategies for
teachers and parents to use in order to deal with a child’s non-compliance. Those strategies
include praise, a positive nonverbal response, a reprimand, and negative nonverbal response

(Austin & Agar, 2005; Matheson & Shriver, 2005; Owen et al., 2012).

This chapter addresses the following questions: (1) How did the children respond to
directives issued using Arabic by their mothers and using English by their teachers? (2) Are

the differences in languages and contexts influencing children’s responses? (3) How do
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children use each language express refusal of a directive? (4) What do the children’s

responses to their mothers and teachers’ directives indicate?

7.2  Methods

This study analysed naturalistic data of the responses of nine bilingual three-to-five-year-old
Arabic and English-speaking children growing up in New Zealand to directives issued by
mothers at home (as an Arabic speaking context) and by teachers in kindergarten (as an
English-speaking context). Based on previous findings (see Chapter 3), we know that home is
the main source of exposure to Arabic and kindergarten is the main source of exposure to

English for these children.

The video recordings and transcripts that were used in Chapter 6 were used in this study. This
time the analysis focused on children’s responses to adults’ directives in both contexts. All
directive speech acts identified children’s responses to those directive acts and were analysed
and coded according to the types of responses identified. These types of responses emerged
through understanding and reviewing children’s responses, generating initial codes,
developing initial categories, applying and modifying them and presenting the final
categories. This resulted in three main categories of response: verbal responses, non-verbal

responses, and lack of response.

7.3  Results

In both settings (home and kindergarten), children responded to their mothers and teachers’
directives in a variety of ways. Those ways were categorised into the following three broad
themes: verbal, non-verbal, and lack of response. Each one of those themes were further
analysed, and Table 7.1 shows the amount of every responses type used by every participant
child in both settings. In Tables 7.1 & 7.2 M stands for responding to the mother and T for

responding to the teacher.
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Table 7.1

The Amount and Types of Directives and Responses

Participant Ali Dana Zahra Ammar Zeyad Maya Basem Jasem Amina Total
M| T | M T M T M| T M T M T M T M T | M| T M T
Directives 80 | 19|53 | 41 71 47 | 24 | 52 52 23 22 17 31 77 10 | 49 | 17 | 41 | 360 368
Verbal 17 | 7 | 21| 19 | 13 8 14 | 7 32 1 16 6 14 | 43 3 0 3 3 | 135 94
responses
% 21| 37|40 | 46 | 18 | 17 | 58 | 13| 62 4 73 35 45 | 56 | 30 | 0 |18 | 7 37 25
Non-verbal | 30 | 8 | 20 | 15 | 45 | 35 9 33| 10 | 17 5 6 11 | 24 6 25 | 5 | 32| 141 | 195
response
% 38|42 |38 | 37 | 64 | 74 |38 | 63| 19 | 74| 23 35 35 | 31 | 60 | 51|29|78| 39 54
Lack of 33| 4 | 12 7 13 4 1 |12| 10 5 1 5 6 10 1 24 | 9 6 86 77
response
% 41 | 21|22 | 17 | 18 9 4 | 24| 19 | 22 4 30 20 | 13 | 10 | 49 | 53 | 15| 24 21

Table 7.1 shows that the proportions of verbal and non-verbal responses were relatively close
when children were responding to their mothers. However, the proportion of non-verbal
responses were more with teachers (as the totals show). Also, children gave no response to

approximately quarter of mothers’ and teachers’ directives, with 24% and 21% respectively.

7.3.1 Children’s verbal responses to directives

Children in both settings used different syntactical forms of verbal responses to mothers and
teachers’ directives, covering the major clause types of statements, questions and imperatives,
and minor clauses. This study chose to use Herring’s (2016) system and only give a
syntactical major category to grammatically complete utterances. Those which were not
complete were categorised as minors, and further sub-categorised into single words, sentence
fragments and interjections. Table 7.2 shows the total number of every verbal response used

by each child in response to mothers and teachers’ directives.
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Table 7.2

Total of Children’s Verbal Responses to Mothers and Teachers’ Directives

Name Ali Dana Zahra Ammar | Zeyad | Maya | Basem | Jasem | Amina Total

M T/ M T/\M T/ M T M T M T M T M T M T| M T
Verbal 17 7|21 19|13 8 (14 7 |32 1|16 6|14 433 0| 3 3| 135 94
responses

Statement 5 27 4|3 1|2 0 9 0|4 0(4 6|1 0,0 0] 35 13
26% 14%

Question 1 03 0|0 O0}O 0 0o o|j0 00 21 0(0 O 5 2

4% 2%
Imperative 2 01 O|O0O OO 0 o o|jo0o O0j1 20 0(0 O 4 2
3% 2%
Minors 9 5)10 15j10 7 (12 7 |24 1|12 6|9 33|1 0|3 3| 90 77

67% 82%

1-Single word 7 4(8 11|19 2 |10 3 6 1|5 4|5 220 0|3 3| 52 49
58% 64%

2-Sentence 1 0|2 4|0 3|1 4 5 0|2 2|1 10,0 0|0 0] 13 23

fragment 14% 30%

3-Interjection 1 1|0 0|1 2|1 0 |13 0|5 0|3 2|1 0|0 0] 25 5
28% 6%

Table 7.2 shows that children in this study mostly responded to their mothers’ and teachers’
directives with minors, specifically single words. Table 7.3 focuses on the single word
category responses, most commonly a form of “yes” or “no”, hence classified as agreements
or refusals to the directive. In English this could be such utterances as “yes”, “ok”, “no”,

“nup”, and in Arabic “gV’/ee/, “Y”/la/, “02)"/zain/.

Table 7.3

Total of Children’s Single Word Agreement and Refusal to Mothers and Teachers’ Directives

Ali Dana Zahra | Ammar | Zeyad | Maya | Basem | Jasem | Amina Total
M T/ M T/ M T/\M T/ M T MT M T MT MT| M T
Single 7 4 |8 11| 9 2|10 3|6 1|5 4|5 22,0 0|3 3| 52 49

words
Agreement | 6 4 |3 112 2|1 3|3 1|5 3|0 19|/0 0| 0 3| 20 46
38% 94%
Refusal 1P o|5 1,7 0|9 0|2 0/0 1|5 2|0 0|3 o0 32 3
62% 6%
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7.3.1.1 Children’s verbal responses to mothers’ directives
In this study data, a single word response was the most commonly used verbal form, as the
total values in Table 7.2 show. Single word responses were used repeatedly by the children in
this study to indicate agreement or refusal when responding to mothers’ directives. Mothers
mostly used imperative form to issue directives (see table 6.1, chapter 6). Table 7.3 indicates
that children expressed their refusals frequently in direct forms using single words when
responding to their mothers’directives. An example is seen below example 1, as Ammar

responded to his mother’s directive by using a single word utterance to indicate his refusal.

Example 1

1) Mother: L s llony S JSU Galas
You finish you eat the custard will do me milk with tea
First finish your custard then I’ll make for you milk tea
2) Ammar: Yy
No, no

However, extracting one response to one directive fails to show the way that directives and
responses to directives followed a pattern of negotiation, in which multiple directives and
multiple types of responses to them made up a whole mother-child interaction. In the full
extract below, mother starts by requesting information from Ammar, and he requests
something he wants which mother puts a condition onto. Her insistence on the condition then

results in an agreement (line 8). These sequences are very common in this data.

Extract 1
1) Mother: felé

What in you?

What’s wrong with you?
2) Ammar: s Ul g U

I want | want
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3)

4)

5)

6)

7)

8)

9

Mother: € i) &y

Want you what?

What do you want?

Ammar: sl cula

Milk with tea

Mother: sl cula clleny il J<b alas

You finish you eat the custard will do me milk with tea
First finish your custard then I’ll make for you milk tea
Ammar: ¥ ¥

No, no

Mother: @l s (8 L pada

So no in milk with tea

Ok, so no milk tea

Ammar: O.K O.K Jsi ul

Ok, Ok I’'m eating

Mother: wuh

OK

In a similar example, Ali used a single word utterance to express his refusal to his mother’s

directive.

Example 2

1)Mother: st byl J 58
Ya Allah get up say YaAllah
Come on get up say Ya Allah
2)Ali: v

No (continued doing his craft)

As commonly happens in mother-child interactions, a noncompliance response was followed

by further forms of the directive from mother. In this example, mother’s strategy was to deal

with her child’s resistance indirectly by embedding the same directive order into a joint
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playful activity. Ali’s response after his single word refusal and mother’s continuing

directives were mostly nonverbal. See the full extract

Extract 2
1) Mother: o5 &L &L J 58
Ya Allah get up say YaAllah
Come on get up say Ya Allah
2) Al N
No (continued doing his craft)
3) Mother: 4S5 W gala Jae (5 guiila
This not enough not will work properly
The dough is not big enough, it won’t work
4) Ali: (continued playing)
5) Mother: Juai Ja a8 o234
Enough get up let’s we wash
That’s enough, get up and let’s wash
6) Ali: (ignores his mother’s request and continues)
7) Mother: $3kw (s gt
We do race?
Shall we do a race?
8) Mother: »# 4y
Yallah get up
Come on, get up

9) Ali: (gets up and starts running)

In extract 2, the mother wanted to end the ongoing activity and expressed that by using a
direct statement form. However, the child replied directly and immediately by using a one-
word utterance to refuse his mother’s directive. Then the mother issued three different forms

of directives to break the child’s resistance and to promote his compliance after refusal (in
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line 2). First, she produced a statement that the craft would not work; however, the child
ignored that and continued the activity. The second form of directive was more direct, as the
mother used an imperative; however, still the child ignored it. In the last attempt, the mother
presented a new embedded directive using a question form and that new directive eventually
led the child to comply with his mother’s directive. This example highlights that the same
directive can be presented in different ways and children’s responses to each form may vary.
Furthermore, children’s compliance can be a multistep process and the strategic change of the

directive form is one important element in that process.

In contrast to the above two examples, the example below shows that the child (Maya) used

verbal responses to highlight her compliance with her mother’s directive.

Extract 3

1) Mother:fal Jan J il S I Consi Al (48
Where the story for the one sleeping will stay sleeping?
Where is (story title)?

2) Mayalesl ) )
Aha go get me it
Aha, | will get it

3) Mother: sl leSas &y G aeal
Umm just want you you tell it story by the Arabic
Umm, but you need to tell it using Arabic

4) Maya: O.K

In the above example the child was excited and happy to continue sharing and telling stories
with her mother. Before the exchanges in extract 3, Maya was reading a story using English.
As soon as she finished, her mother preferred that Maya tell another story using Arabic;

therefore, she directed her to do so indirectly by asking her about a specific Arabic story that
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she wanted Maya to tell. The mother delivered an indirect form of a directive by using a
question and the child responded directly and verbally that she would bring the Arabic story
(in line 2). After that her mother used a more direct and explicit form to direct the child to tell
the story in Arabic. The child responded with a one-word utterance to express her agreement

to comply with the given directive.

7.3.1.2 Children’s verbal responses to teachers’ directives
Children used different forms of verbal responses to obtain different functions when
responding to their teachers’ directives using English language. Those different forms are
illustrated in Table 7.2 and the functions of children’s responses included: highlighting
agreement, request clarification and showing hesitation. Highlighting agreement seen when
children comply with the given directive and mark their compliance with a verbal response
like “O.K.”. Request clarification noticed when the given directive was not clear to the child,
so the child asks questions like “what?” to clarify. Showing hesitation was seen when the
given directive seems not align with the child’s desire. So, the child delays the response and

reply verbally by saying something like “Umm”, “but...”.

Similarly, to children’s verbal responses to their mothers’ directives, the use of a single word
was the most common verbal response to teachers’ directives as well. However, a distinctive
difference between the use of single words when responding to mothers and teachers’
directives is that children in this data used them frequently to express refusal when
responding to their mothers’ directives (e.g., extracts 1 and 2). However, across this data, the
use of single words to express direct refusal to teachers’ directives took place only once (see

extract 4).

Extract 4

1) Teacher: Rubble, where’s Rubble? (teacher was looking for a puzzle piece)
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2)
3)
4)
5)
6)
7)
8)

Basem: Where is he gone?

Teacher: I think he’s gonna fit

Teacher: Have a look? (teacher gives Basem a piece of puzzle to put in)
Basem: No

Teacher: Are you sure?

Basem: No

Teacher: Does that one go there? Maybe like that? (the teacher tries to put it in)

In the above example, the teacher and Basem were doing a puzzle together. The teacher

issued an indirect order to Basem to put a piece into the puzzle (in line 4). However, Basem

responded with a single utterance to refuse the teacher’s order. The teacher asked him again

to give him another opportunity to reconsider, but he responded with “no” (in line 7). It was

not clear if Basem in line 7 meant no, “I changed my mind and would like to put the piece” or

he meant, “No, I still do not want to put it”. Clearly, this is what the teacher perceived, so she

did the required action instead of him.

In another situation, the same child used verbal responses to show hesitation (see extract 5).

Extract 5

1)
2)
3)

4)
5)
6)

7)
8)

Teacher: Can we give someone else a turn with that while we do the puzzle?
Basem: (looks at the car and the teacher)

Teacher: Can you give Jayden a turn with the cars now? And then we do our

puzzle? Yeah? He’ll bring it back, he’s just gonna have a turn.

Basem: Wait a minute
Teacher: Wait a minute?

Teacher: Okay, can he have a turn with one of the cars while we do the puzzle?
Yeah?

Basem: Do the puzzle.

Teacher: you want to give Jayden a turn?
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9) Basem: (gives the car)

10) Teacher: Okay, good boy

When looking at the entire recording of extract 5 and considering the whole context, it
becomes clear that Basem has a special interest in playing with cars. During the recording,
(before extract 5) one of the children took one of the cars that Basem was playing with and
this resulted in a conflict, which needed the teacher’s intervention. This is crucial to
understanding why the teacher used multiple forms for the same directive (to pass the car to
another child). She first used an indirect question (in line 1), but Basem did not respond. In
line 3, she used two questions and one statement. Basem responded with an imperative, as he
asked the teacher to wait a minute (in line 4). After that, he complied with the teacher’s
directive as he gave the car to the other boy. Although the child did not like the teacher
directive (as he wanted to keep the car), he did not respond to the teacher directive with a
direct refusal like “no”. This could be related to teacher indirectness and the assurance she

gave when issuing the directive.

The next extract shows Maya using verbal responses to an indirect directive from the teacher

(line 1). She requested clarification (line 2) and then non-verbally followed the directive.

Extract 6

1) Teacher: you could put the same clothes you’ve got on, on her
2) Maya: Like that? (while pointing to her pants)

3) Teacher: Yeah, she needs black bottoms.

4) Maya: (put it on the doll)
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7.3.2 Children’s non-verbal responses to directives

As Table 7.1 shows, non-verbal responses were used frequently by children to respond to
their mothers and teachers’ directives. The category of non-verbal responses includes
children’s use of gesture and responding to directives by actions. Gestures as responses
included head nod, head shake and pointing. In this study, such response was coded as a non-
verbal response. One common non-verbal response is embodied compliance, in which the
child responds immediately to the given directive by performing the required action without a
verbal component (Kent, 2012). Actions involved the child complying with a directive by
doing what was asked e.g., putting in a puzzle piece or handing over a toy. Table 7.1
indicates that non-verbal responses were very common, especially in English in the context of
the kindergarten, with 54% of children’s responses being in this form. Directives are mostly
requests for actions, hence compliance is appropriately expressed by the nonverbal act of
action. Nevertheless, the ratios of verbal to nonverbal responses children made to directive es

was different in the Arabic vs the English-speaking contexts.

7.3.2.1 Non-verbal responses to mothers’ directives
It is common for mothers to issue directives by requesting to stop an ongoing behaviour such
as ‘don’t jump’ or reminding children about some rules e.g., “finish your plate”. Overall,
those kinds of directives do not require children to respond verbally, and the action is

sufficient (see extract 7, line 2, 5 and 9).

Extract 7
1) Mother:gs |sha 55 1%
This, which wins put you it here
Put the winning cars here
2) Child: (put the cars where his mother told him)
3) Child: . lost W
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Mother lost you
Mother, you lost (laugh)

4) Mother: SU asly jual
Yalla chose another one
Come on chose another one

5) Child: (takes another car)

6) Mother: ¢ s& Ul
And me what want |
Which one | want?

7) Mother: ¢l
This
This one

8) Mother:4i3% ¢l asl
One. Two. Three

9) Child: (laughs, his car won)

10) Mother: <ma o555
Oh, lost me

Oh, | lost

In extract 7, the mother and her child were playing the child’s favourite game. Although the
mother joined the activity as a playing partner, she issued directives in direct forms to
organise the activity (in lines 1 and 4). The child provided an immediate and non-verbal

response to his mother’s directives by performing the actions his mother requested.

Gestures were another type of non-verbal response. An example can be seen in extract 8.

Extract 8
1) Mother: a3 a5, 3k
Yalla go you dry you

Come on dry
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2) Zahra: (looks around unsure what to do)
3) Mother: ¢yl il
Dry you hands yours
Dry your hands
4) Zahra: (puts her hands together as gesture of drying her hands)
5) Mother: ibill o) Lla oa)
This (diminutive name), this the towel
There it is (diminutive name), there the towel (points to the towel)

6) Zahra: (takes the towel and dried her hands)

As was common in the Arabic context, the mother used a direct form (an imperative) for her
directive act. Although this request in Arabic was direct, the child appeared to not understand
what her mother wanted her to do, but she did not verbally request clarification. Mother
inferred the problem and provided the further direction, which resulted in a compliant non-
verbal action. It is possible that direct directives make the cause of a child’s noncompliance
more obvious, hence lead to less verbal negotiation. This data is not sufficient to confirm this

point or otherwise, but it may provide a direction for further study.

7.3.2.2 Non-verbal responses to teachers’ directives
Children used non-verbal responses frequently to directives in English at kindergarten, as
Table 7.1 indicates, with 54% of their responses in this category. Extract 9 illustrates how
Zahra used immediate actions to fulfil her teacher’s directives while performing a joint

activity (line 2, 5,7, 9, 11, 13).

Extract 9

1) Teacher: Can I get you to put that where my finger is? Right there?
2) Zahra: (Put the tape)

3) Teacher: Excellent

4) Teacher: Now | need two more, one over here and one over here.
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5) Zahra: (Put more tapes in the places teacher highlighted)
6) Teacher: Can you grab some more?

7) Zahra: (brought more)

8) Teacher: Okay...Okay

9) Zahra: (Stops)

10) Teacher: Now pull it down.

11) Zahra: (Pulled it)

12) Teacher: That’s it.

13) Zahra: (Stops)

14) Teacher: That’s it, awesome.

Zahra and her teacher were wrapping a gift for the child to take home for her mother. The
teacher was issuing directives using a variety of grammatical forms, most of them indirect (in
lines 1, 4 and 6) and one direct using an imperative (line 10). The child was excited to
accomplish the task; she was following the teacher’s consecutive directives with high
enthusiasm by responding immediately and doing the actions as her teacher asked. On the
other hand, the teacher was commenting (lines 8 and 12) and appraising the child’s responses

(lines 3 and 14).

There was a pattern in the interaction as follows: teacher’s directive, child’s immediate non-
verbal compliance, then teacher’s comment or appraisal. This is close to the discourse
identified as being typical of the classroom, otherwise known as the I-R-E (Initiation-
Response-Evaluation) exchange (Sinclair & Coulthard, 1975). This was originally outlined in
terms of requests for information on the part of the teacher (such as “what is 2 plus 2?” —
(child) “four” — (teacher) “very good”), whereas in this kindergarten example, the teacher
was making requests for action, and the “Response” part of the pattern could therefore be an
action. In this study’s data embodied compliance was a result of directives, which needed the

children’s immediate response in an ongoing activity. Those responses were commonly used
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by children, and when they were engaged in an activity with their teachers and the directives
were centred within the activity, children responded quickly without hesitation, even when

the directives were in indirect forms.

However, similar to children’s embodied responses to their mothers’ directives, on some
occasions the children did not respond with the action of a given directive. An example of a
response categorised as a hesitation is shown by Dana in the extract below. In this case, the
teacher has given a very indirect request for an action, as her question appears to be a request
for information in the form of a yes/no question (lines 1 and 3). When the teacher makes an
indirect request for action that is more like a suggestion hence closer to a direct request for

action (line 5) Dana then complies with the action required.

Extract 10

1) Teacher: Are they the right way?

2) Dana: (looked at them)

3) Teacher: Are they the right way?

4) Dana: (looks at the car and the teacher)

5) Teacher: Do you need to turn them round? So, the front is going out here? (points

to where it is supposed to be)

6) Dana: (fixed them)

7.3.3 Lack of response

The children sometimes did not respond to the directives in either Arabic or English, given by
their mothers or their teachers. The data indicated two possible functions of a lack of
response, one problematic to the pragmatic intent and one not. In the first case, children
sometimes seemed to ignore a directive if they were busy doing something else or possibly as
a way to resist a directive they did not want to comply with. In the second case, the context of

the directive was such that no response was needed. Therefore, children neither complied
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nor resisted adults’ directives, instead their responses were neutral. Further details about these

two types will be presented below.

7.3.3.1 Ignoring a directive
Children may indicate initial refusal or unacceptance of the given directive by ignoring it or
giving no response but also no indications of nonverbal requests for clarification, as in extract
8 above. As the extract 11 illustrates below, Maya did not respond to the teacher’s directives

and was busy doing another activity, and this was analysed as “ignoring”.

The teacher initially presented the directive in the form of a “want” question (in line 1) and
Maya looked but did not respond to the teacher. Then, the teacher then issued a compound
directive where she used a statement and a question and Maya responded verbally, although it

was not clear.

Throughout this extract, the teacher used a combination of indirect forms, mainly questions
and statements to elicit Maya’s compliance. Although Maya’s initial response was ignoring
the directive, which indicates initial unacceptance to the proposed directive, at the end she
responded with a single word of agreement to indicate her compliance with the teacher’s

request.

Extract 11
1) Teacher: Do you wanna come and try something else?
2) Maya:  (Not responding verbally but looking at the teacher)

3) Teacher: We’ve got a box of cool toys over there. Do you wanna go and have a
look?

4) Maya: (Says something not clear)
5) Teacher: You wanna play with that? (the teacher pointing to the blocks)

6) Maya:  (No response)
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8) Maya:
9) Teacher:
10) Teacher:
11) Maya:
12) Maya:
13) Teacher:
14) Maya:
15) Teacher:
16) Teacher:
17) Maya:
18) Maya:

19) Teacher:
20) Teacher:
21) Maya:

22) Teacher:
23) Teacher:
24) Maya:
25) Teacher:
26) Maya:
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Because | saw you over by the dolls this morning, and there are some

really cool plates and things to feed dolls with in the box.

(Not looking and continues playing with blocks)

I’ll get the box. I’ll be right back.

(Put the box beside her)

(Continues playing with the blocks then looking at the new box)
| play with this (referring to the blocks).

What would you like to do?

| wanna to play with that again (still playing with the blocks).
You wanna to play with that again?

We can play with them again.

I don’t know how to play with it.

I go like this. A little bit. Taller. (she plays with the blocks and talks to
herself)

(Puts the toys beside Maya while she is still playing with the blocks)
Do you like puzzles (as she takes the puzzle from the box)?

No (the teacher returns the puzzles to the box and continues looking

for other toys)

Oh look, we’ve got people we can dress.

Do you want to dress somebody?

(Looking quickly and continues to do the blocks)

Would you like to help me dress her? When you’re finished?
Yeah.

In extract 11, we can see that ignoring was part of Maya’s response the teacher’s directive.
This kind of response indicated resistance, however, the teacher continued presenting the
same directive in a variety of forms. The child’s response shifted from ignoring to verbal

agreement.
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In the extract below (extract 12) Ali’s mother issued a direct directive in Arabic via an

imperative, but Ali ignored it.

Extract 12
1) Ali: box ' sl
Will I bring the box?
I’1l bring the box
2) Mother: €055 S0 cuaty
Will you bring the box?
3) Ali: (Nods his head)
4) Mother: Jaxils 8 (S5 S) a G
Just you (ing) take off the slipper before will you (ing) enter
Just take off your slipper before you go there
5) Ali: (ignores his mother’s request and goes with his slipper)

6) Mother: (did not notice as she was busy with something else)

These examples show that children may ignore an adult directive in either language, and in
this data it is unlikely to be a language or cultural issue given there was little difference in the
two languages contexts of the occurrence of children ignoring a directive.

7.3.3.2 Neutral responses
On some occasions mothers and teachers were issuing directives to children while the
speaker (the adult) or the recipient child was doing the requested action (see extract 13).
Additionally, mothers sometimes issued multiple, consecutive directives, which did not elicit
any form of response from the child (see extract 14). It could be argued that these are
therefore not functioning as directives, because they are not a speech act that can result in an
appropriate response from the child. They are included here because they occurred

sufficiently often in the data to perhaps influence how compliant the child might appear to be.
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Extract 13

1)
2)
3)
4)
5)
6)

Jasem: (trying to figure out how to play with a new toy)

Teacher: Have a try Jasem

Jasem: (explores the toy, put one piece in with hesitation)

Teacher: Put it on and turn it around

Jasem: (puts the car and presses the button and the car jumps and both laughed)

Teacher: That’s it. Well done, I like the way you moved out of the way a bit, that

was a good idea.

In extract 13, the child was trying to figure out how that specific game worked. He looked

like he had an idea but was not sure about it as he showed some hesitation. Although the

teacher in this example issued two directives (in lines 2 & 4), those directives did not target

the child’s compliance since the child was already doing the actions. Instead, they were

encouraging the child to continue to do what he was doing to give him some confidence and

not giving up because the toy did not seem familiar. Therefore, it looks like the teacher’s

desired response was for the child to continue the action he started, and instead of telling him

directly to continue exploring she told him what he was supposed to do, even though he was

doing it. The same was applicable to mothers when they issued directives but did not seem to

anticipate responses (see extract 14).

Extract 14

1)
2)

3)

Ali: (Turn on the game and tries to put his playdough)
Mother: gz

Why open (you it)?

Why did you open it?

Mother: ik

Turn off (you it)

Turn it off (the mother turned it off directly)
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The mother in this extract issued two directives to the child (in lines 2& 3). First, the mother
delivered the directive indirectly through question form, but did not wait for the child to
respond, as she followed by re-issuing the directive in a direct form through an imperative
while doing the directive by herself. In this example, the mother seemed in a rush and was
disrupted by the game’s noise, so she did the requested action by herself and gave the
directive at the same time. It seems that she was not aiming for the child to comply with her
directive. However, she may issue the directive to highlight to the child that this is not the
suitable time to turn the game on. The mother in this example issued a directive but did not

target immediate compliance.

7.4 Discussion

The first aim of this study was to explain how bilingual Arabic and English-speaking children
responded to directives addressed to them in an Arabic-speaking context by mothers at home
and in an English-speaking context by teachers at kindergarten. As expected, the data
presented here revealed that children responded to their mothers and teachers’ directives by

verbal responses, non-verbal responses or by not responding.

Children’s verbal responses to adults’ directives included single word responses, fragmented
sentences and interjections. Verbal responses served several functions such as confirming
compliance (e.g., yeah, while doing the requested directive); indicating the need for
clarification; or expressing hesitation or refusal. In this study data, the children rarely used
direct refusals (e.g., no) in English to express their resistance to teachers’ directives, but this
was not the case in Arabic, as children used a direct refusal “no” to respond to some of their
mothers’ directives. It cannot be argued definitively that this is a difference in the languages,
as it may be a function of social distance, mothers versus teachers. However, it was

interesting to note in this data that a direct refusal of a child to their teacher’s directives took
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place three times. Two of them were made by two of the youngest children who were
enrolled in the kindergarten for less than six months. Those two examples might indicate that
the children had still not grasped the socio-pragmatic rules of refusals in an English-speaking
context. However, children’s resistance was revealed through hesitation to following their
teachers’ directives, which was indirect and more embedded within the context. Ignoring the
given directive, not responding immediately, or responding with verbal phrases that would
delay the required action (e.g., pretending not to know, “which toy?” to buy some time)
appeared to be more indirect forms of resistance to directives. However, such responses were
not the final response of the given directive order, as in this data teachers readdressed
children by using different forms or introduced a statement that justified or encouraged

children’s compliance.

One of the main differences between children’s responses across the two languages and
contexts was delaying their verbal responses to indicate resistance. Previous studies on
Arabic-speaking adults indicates the use of an indirect form to express refusal (Nelson et al.,
2002; Morkus, 2014). However, this study shows that children were selective about when to
apply indirectness, as it was more common when children interacted with teachers using
English and limited when the interaction was using Arabic with mothers. Such differences
could be explained by considering different factors. First, indirect forms to issue directives
through questions were heavily used to deliver directives in English, however, in Arabic the
directives were delivered mainly through direct forms (see Chapter 6). Therefore, children’s

responses might be a reflection of the given directive.

To illustrate, if a teacher said to a child “would you mind giving your friend a turn?” and the
child did not want to he said something like “wait a minute” to play with it more, as was the

case in extract 5. However, if the mother issued a direct directive like “give the toy to your
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friend” it seemed likely that the child would say no if he did not want to, as in extract 3.
Second, the use of indirect forms in English through questions provided teachers with tools to
ask preparatory questions or high probability questions, prior to issuing directives, whenever
the teacher expected some sort of incompliance or to promote children’s compliance. This
strategy was reported to be effective in promoting compliance (Austin & Agar, 2005). Third,
social distance may impact on children’s expressions of refusal acts, as they were more
sensitive when interacting with teachers by using more indirect responses with less-familiar
speakers and direct acts with more familiar speakers (Baroni & Axia, 1989; Chang & Ren,

2020).

In both contexts, children commonly responded to adults’ directives non-verbally by directly
performing the required action as per adults’ directives. Such responses in both settings were
frequently associated with shared activities between mothers and children, or teachers and
children. In those activities, adults were joining children in a one-to-one basis while doing a
child-chosen activity such as playing a game or doing a craft. The adults functioned in those
activities as playing partners, or as facilitators to help children achieve their desired
outcomes, therefore, children’s full compliance when responding to adults’ directives is
anticipated in those activities. In kindergarten, it was noticed that whenever teachers issued
directives that required actions and children did not hold pre-existing issues about it, they
would fulfil it non-verbally by performing the action. As those responses indicate children’s
compliance, they are welcomed and encouraged by teachers. Not all non-verbal responses
were immediate, as sometimes children showed signs through their facial expressions of
needing teachers’ clarification, which resulted in a slight delay, but still led to their non-

verbal compliance.
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Children in both contexts sometimes did not respond to adults’ directives. As mentioned
before, a lack of response sometimes indicated a child’s hesitation or resistance. In other
cases, children did not respond to an adult’s directive because the adults’ directives failed to
meet felicitous conditions, as explained by Searle (1969). For example, in extract 13 the
teacher’s requestive act did not meet the propositional content, as the teacher’s requested act
was not a future act because the child was already doing it. Even the directive in extract 14
did not align with the felicitous conditions, specifically the preparatory condition, as the
mother was conducting the requested act herself, instead of giving the child the chance to

perform the requested act.
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8 Conclusion

To address the central aim of the thesis by investigating the pragmatic rules in a bilingual
context of Arabic-English speaking children living in New Zealand, | needed to take a wider
view by exploring areas that could affect pragmatics in bilingual contexts. As mentioned in
the introduction, this included collecting some preliminary information about the Arabic-
speaking community in New Zealand, understanding issues related to Arabic as a minority
language, and the language-learning environment of bilingual Arabic and English-speaking
children in New Zealand. This led to this thesis contributing to the field of bilingual language

development in the following ways.

First, it shed light on some contextual, cultural and linguistic factors that affect the
pragmatics of bilingual Arabic and English-speaking children. Second, the interrelationship
and interconnection of different factors that can affect the language learning environment of
these children growing up in New Zealand provided a better understanding of the Arabic
language among this community. Thus, some of these factors can also be reflected in other
minority speaking communities. Third, the implications of the findings can assist
professionals and Arabic-speaking parents in understanding language use and the aspects of

pragmatics among minority Arabic-speaking children.

The next section will discuss these implications from the two collections of this thesis. The
first collection involves studies that looked into bilingualism among children in Arabic-
speaking families, specifically the language-learning environment and aspects of home
language use. The second collection involves studies that looked at the aspects of pragmatics,

specifically directives in a bilingual context.
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8.1 Bilingualism among Children in Arabic-speaking Families

8.1.1 Implications for parents

Some of the findings can help Arabic speaking parents to set some realistic goals about their
children’s proficiency in the Arabic language and their use of English. The results showed
that some of the participants’ parents in this thesis (see Chapter 4) were demanding their
children use Arabic only at home. However, the demands to use only Arabic upon bilingual
children could be challenging for them, especially when considering that some children used
code-switching to English to compensate for their lack of knowledge in Arabic. Such
demands may lead to children’s frustrations and/or tensions in the child/parent relationship,
simply because parents demand something that is beyond the child’s current ability and adds
pressure on the child, while parents place themselves in a stressful situation about their

children’s linguistic choices.

Sharifzadh (1998) described Middle Eastern families, which involves Arabic parents, as high
in demand, control and warmth. Although it has been a long time since this statement was
made, it might not be applicable to today’s Arabic parents. Such a statement may indicate the
possibility of parents holding a high expectation for their children to be proficient in the
Arabic language. The findings of this thesis reveal a mismatch between what Arabic-
speaking mothers want in terms of their children’s use of Arabic and the reality of their
children’s use or preference to use English. Therefore, this mismatch may create frustration,
because mothers can be disappointed that their children are not meeting their expectations in

terms of Arabic language proficiency.

This thesis sets some grounds by highlighting that a pure Arabic monolingual speaking
context for bilinguals is not a natural linguistic context that parents can create by enforcing a

home policy of using the Arabic language only. In addition to that, exposure to a minority
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language in a home context alone is not sufficient for children to develop strong skills in
spoken and written forms of Arabic. Therefore, | advocate for Arabic-speaking parents to
encourage Arabic language use at home, but with the expectations and acceptance that their
children might use English, and that they do not view the use of English as an invasion of an
Arabic language policy. Instead, parents need to recognise that some of their children’s code-
switching to English is due to linguistic gaps in their Arabic, so rather than dealing with that

as a threat it should be viewed as a bridge to teach children the Arabic translation.

In addition to that, Arabic parents can provide more opportunities for children to obtain
exposure to the use of the Arabic language such as enrolling children at Arabic weekend
school, organising playdates with other Arabic children who speak similar Arabic dialects,
use of technology to maintain the use of Arabic e.g., watching Arabic T.V programs or video
calls to keep children connected and communicating with their larger families who may live
overseas. Overall, the approach should shift from focusing on moments of code-switching to
English in an Arabic-speaking context to providing more opportunities for children to use the
Arabic language. This approach might maintain a positive experience toward children’s

bilingualism and in minimising possible tensions.

8.1.2 Implications for professionals

Some of the findings in this thesis are important for professionals such as speech language
therapists (SLTs) and early educators to take into consideration when working with bilingual
Arabic-English speaking children. The first point to consider is that not all Arabic-speaking
parents in New Zealand can speak English fluently (see Chapter 3 for more details). This
indicates that some Arabic children may first encounter English as the language of interaction
at kindergarten or when they begin primary school. This may create a language barrier and

affect the child’s performance and interaction in a majority English-speaking context,
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especially in the first year of the child’s enrolment. For SLTs, this might affect the validity of
a home programme and generalisation of therapy goals that are in English by providing a
clear demonstration and explanation to the mother and, if possible, training her about every
therapy goal may help to close such a gap. Using interpreters alone does not seem to be
enough, as the mother might be able to understand most of the SLT input but not demonstrate

it.

Arabic parents tend to be instructive (Dwairy, 2010), so SLTs need to explain some
techniques for parents to stimulate their children’s language. Techniques like asking open-
ended questions, sentence expansion or extension are not widely appreciated among Arabs.
Second, as Arabic children may start kindergarten with stronger Arabic and then start to show
some patterns of shifting to the majority language, it is important for teachers and SLTs to
consider including some linguistic practices to promote the use of the Arabic language. This

may include the child telling a story using the Arabic language (Goodrich & Lonigan, 2018).

8.2 Implications of Studying the Aspects of Pragmatics

This thesis concluded that kindergarten-age bilingual Arabic-English speaking children in
New Zealand received two different sets of pragmatic rules, particularly in directives in each
context where they get most of their exposure to both languages — Arabic at home and
English at kindergarten. As mentioned earlier, the children received direct forms of directives
using the Arabic language and indirect forms using the English language, which placed some
implications in both contexts. This section presents the possible implications about the effect
of directive forms in each context of language use — Arabic at home and English at

kindergarten.
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8.2.1 Implications based on the English language-speaking context

This thesis has shown that teachers frequently used questions to issue directives; however,
children may not perceive those questions as directives instead they may treat them as real
questions where the teacher asks about the child’s wants or preference. This was seen in
example 14 in Chapter 6, where the teacher issued a directive-using question and the child
said “no”, not as a refusal but rather the child misunderstood and thought the teacher was
asking about her wants. Such incidents lead to communication breakdowns between the child
and the teacher. It could be an overwhelming situation for a child who started to attend
kindergarten and found that the home language was not the same at kindergarten and could
not distinguish clearly between what they need to do versus what they need to answer. Such
dilemmas might put bilingual children under distress and affect their mainstreaming in the

new environment.

On the teachers’ side, the lack of knowledge about the commonly used form to issue
directives in Arabic could result in negative consequences. Teachers may be aware of the
language barriers for children who start kindergarten and their first language not being
English. However, if the child shows some basic knowledge and ability to communicate basic
needs, the teacher may assume that they are able to understand simple directive orders.
Without prior knowledge of socio-pragmatic differences between the two languages, teachers
might treat communication failure as a refusal response or resistance to comply with the
given directive. Therefore, teachers’ awareness of such differences between Arabic and
English can help them to modify the forms when they issue directives with these children so

as to communicate more effectively with them, especially newly enrolled children.

Overall, it can be concluded that understanding bilingual minority speaking children’s
pragmatics can decrease communication breakdown and facilitate children’s mainstreaming

in the majority-speaking context, which eventually affects bilingual children’s wellbeing.
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8.2.2 Implications based on the Arabic-speaking context
In this section, 1 would like to reflect on how this finding of pragmatic differences between
Arabic and English affected me as an Arabic-speaking mother of two bilingual Arabic-

English speaking children.

On a personal level, I made a connection between this finding and what my son told me,
which | mentioned in the preface “why you always tell us to do things?” It made me wonder,
oh, did he mean that | am being very instructive and my communication style is a one-way
channel where | give the orders and expect them to follow. To do myself justice I used
mitigation markers whenever | have time or the order is not urgent, but perhaps that was not
enough. To reflect on this and test that assumption | began to issue indirect directives. To be
honest, it was not easy at the beginning, simply because | speak Arabic at home and | do not
have the grammatical structure in Arabic, as it is in English. Due to that, | began practicing
intentional pragmatic transfer from English to Arabic, not because English was my strongest
language but because it was my children’s current strongest language and it seemed like they

found Arabic pragmatic rules a bit face threatening.

I started to say things like “If I was you, I would put my PJ because I think it’s more
comfortable”. Although it is longer than saying, “wear your PJ”, it showed better results.
Because they either complied or replied by explaining their reasons and if they ignored my
directive it gave me space to repeat it by using another form without being upset that my
children did not follow my direct simple directive. After that trial, I concluded that changing
the forms of my directives was an effective strategy to smooth the given directive, avoid
potential conflict and for me as a parent to deal with their undesired responses. Although
using direct orders with mitigation markers (which was common in this study data) smoothed

the directives, it did not deliver the other two benefits that were mentioned.
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| am not suggesting that all Arabic-speaking mothers should switch their directive forms to
indirect forms, but simply sharing my experience with my two children who currently live in
an English-speaking country with English as their strongest language. My awareness of the
pragmatic differences led me to try some modifications of directive forms, which resulted in

a positive change.

8.3 Recommendations for Future Studies

This thesis, with its five studies, have presented insights into some aspects of pragmatics and
the language-learning environment among bilingual Arabic and English-speaking children
growing up in New Zealand. Based on the understandings from the findings of this study,

there are several recommendations for future research.

First, this thesis has explored some pragmatic aspects of bilingual Arabic-English speaking
children living in a New Zealand context where the Arabic language is a minority language
spoken by a relatively small community. Conducting future research of children’s pragmatics
in other contexts, where the Arabic-speaking community is a large and longstanding
community and Arabic is supported in school curriculums, would provide a deeper
understanding into the context and its role in bilingual pragmatic development. Second,
conducting pragmatic studies among bilingual Arabic-English speaking children in a context
where Arabic is the majority and/or the official language, will expand the horizon of
pragmatics in bilingual children and reveal information about the contextual roles in

children’s pragmatics of both languages.

In addition to that, this thesis explored some features of code-switching, adults’ directives to
children using both languages, and children’s responses to the adults’ directives. Some of the
implications as suggested in the previous section should be studied. Moreover, future studies

should investigate more speech acts that are sensitive to the cultural, linguistics and contexts
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of each language use. While more studies in different contexts and features of pragmatics in
bilingual Arabic and English-speaking children is needed, there is a great need to investigate
pragmatic development in monolingual Arabic children of various ages. Such studies would
highlight some basic missing information about Arabic language development, in general,
and bilingual acquisition, in particular. Those studies would establish referential norms that

are lacking in the developmental Arabic language research.

8.4 Limitations

One of the limitations of this thesis is related to the survey. The survey aimed to gather
information about the Arabic community in New Zealand. Although the participants of this
survey originally came from 14 different countries, those from Saudi Arabia, Egypt, Jordan
and Irag were the majority of the participants. However, the Saudi participants were higher

than other groups. This might be due to several factors.

To start with, surveys are not as common in Arabic countries as they are in New Zealand.
Kadri (2009) highlighted that Arabs are not accustomed to filling in surveys. However, 27%
of the survey participants were students and about 70% of the student participants came from
Saudi, so being a student might positively influence perception and willingness to participate
in surveys. This is parallel with the New Zealand Ministry of Education (2016) where they
state that Saudi students are the largest group of Arabic students in New Zealand. Another
aspect is that Arabs rely on personal relations and word of mouth (Khamis-Dakwar &
Khattab, 2014). This was observed during the survey distribution, which was distributed
through three main stages: stage one using “WhatsApp” groups; stage two using Facebook
pages designed for Arab groups; and stage three using Twitter accounts. Stage one gathered
the largest number of participants compared to stages two and three. In stage one, personal

relationships were a major factor, as the invitation was received from a friend. However, in
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stages two and three the invitation was received through open pages in Facebook and Twitter
accounts, and there was no personal connection. This may result in the survey responses not
including a wide variety of Arabic-speaking families in New Zealand. Therefore, the survey
sample cannot be considered as a representative of the Arab speaking population in New
Zealand. Due to the limited information about the Arab population in New Zealand, the

survey sample was not compared to previous data to note any differences.

Regarding home and kindergarten recordings, the issue is the content and role differences
between the two contexts, and how they may have the potential to alter pragmatic functions
like the use of directives. This limitation can be addressed in future studies by adding a
control group, where monolingual children and directives across the two contexts are
included, along with the bilingual. This might help sort out what is language vs what is
context and role. Home recordings among Arab families or video recording data of Arabic-
speaking mothers are not an easy task in data collection, because Arabic families are reluctant
to agree to this for religious and/or cultural consideration. However, even though in this
thesis no direct approach was used to recruit participants, some participants’ mothers were
recruited through word of mouth by some community members who are respected and
trustworthy in the view of the participants. While this is a common method to recruit
participants in minority-speaking communities, it fails to include community members who
speak the language but are not socially active. Other participants’ mothers chose to
participate because they were concerned about their children’s Arabic language acquisition.
They viewed this thesis as a way to help in collecting information about Arabic language
development, therefore, they agreed to participate in this thesis. Such attitudes may imply that
there is a bias in the findings, simply because it reflects the attitudes and motives of those
who are advocating for Arabic language maintenance, not the average Arabic-speaking

community members. The participants in this thesis mostly are first generation immigrants,
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Arabic language use and home language practices might be presented differently among
second or third generation immigrants. It is important to note an additional restriction is that |
was only able to include Arabic speaking families who live in Auckland. Since this thesis was
focused on children’s language learning environments, the language learning environments
might be different for children in Arabic speaking families who live in other cities in New

Zealand.
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9 Appendices

9.1 1. Ethics Approvals

Research Office
Post-Award Support Services

Tha Unkaraly of Ruckiend
Privata Bag 93019
Bucidand, New Zasland
Laved 10, 4% Syrmonds Sreat
Talaphane: & 9 373 TSR
Extmemion: AXTI1
Facimila: B4 5 373 7432

UNIVERSITY OF AUCKLAND HUMAMN PARTICIPANTS ETHICS COMMITTEE (UAHPEC)
25-Aug-2017

MEMORANDUM TO:

Dr Linda Hand
Psychaology

Re: Application for Ethics Approval (Our Ref. 019687): Approved with comment

The Committee considered your application for ethics approval for your study entitled Bilingualism in children
with Arabic-speaking parents in New Zealand.

Ethics approval was given for a period of three years with the following comment{s):
1. The committee would like to thank the applicants for a well written application.

2. Please clarify how the PIS will be provided to potential participants as there is a link to the survey in the
advertisement, and the information at the beginning of the survey does not cormrespond to the PIS and lacks
some essential information such as the researcher contact information.

3. Advertisement:
Please include the approval wording at the bottom of the advertisement. This should read: "Approved by the
University of Auckland Human Participants Ethics Committee on ... for three years. Reference Number_.."

4, Survey:

a. Please ensure that you use the facility of the online survey app for collecting and sending to the researcher
any contact information (such as an email address for sending a report) separately from the survey data. State
dearly within the PIS that contact information will be collected and stored separately form the survey data.

b. Please note that the option to request a final report, which the PIS says will be on pl of the survey
document, is not actually provided.

. Please ensure that the UAHPEC approval statement also appears at the end of the intreductory material or
the end of the survey itself.

5. Please ensure the new UoA logo is used on the guestionnaire. This can be supplied by your
faculty/departmental administrator.

The expiry date for this approval is 25-Aug-2020.
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If the project changes significantly you are required to resubmit a new application to UAHPEC for further
consideration.

If you have obtained funding other than from UniServices, send a copy of this approval letter to the Activations
team in the Ressarch Office, at re-awards@auckland.ac.nz. For UniServices contracts, send a copy of the
approval letter to the Contract Manager, UniServices.

The Chair and the members of UAHPEC would be happy to discuss general matters relating to ethics approvals if
you wish to do so. Contact should be made through the UAHPEC Ethics Administraters at
ro-ethics@auckland.ac.nz in the first instance.

Please quote Protocol number 019687 on all communication with the UAHPEC regarding this application.

(This is a computer generated letter. No signature required.)

UAHPEC Administrators
University of Auckland Human Participants Ethics Committes

c.c. Head of Department / School, Psychology
Mrs Zainab Aldawood
Dr Elaine Ballard

Additional information:

1. Do not forget to fill in the "approval wording' on the Participant Information Sheets, Consent Forms
andfor advertisements, giving the dates of approval and the reference number. This needs to be
completed, before you use them or send them out to your participants.

2. Az the end of three years, or if the study is completed before the expiry, you are requested to advise
the Committee of its completion.

3. Should you require an extension or need to make any changes to the project, please complete the
online Amendment Request form associated with this approval number giving full details along with
revised documentation. If requested before the current approval expires, an extension may be granted
for a further three years, after which time you must submit a new application.
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Research Office
Post-Award Support Services

UNIVERSITY OF AUCKLAND HUMAMN PARTICIPANTS ETHICS COMMITTEE (UAHPEC)
27-Jul-2018

MEMORANDUM TO:

Dr Linda Hand
Psychology

Re: Application for Ethics Approval (Our Ref. 019473): Approved with comment

The Committee considered your application for ethics approval for your study entitled Pragmatic aspects of
language in bilingual Arabic-English speaking children.

Ethics approval was given for a period of three years with the following comment{s}:
1. The committee would like to thank the applicants for a well written application.
The expiry date for this approval is 27-Jul-2021.

If the project changes significantly you are required to resubmit a new application to UAHPEC for further
consideration.

If you have obtained funding other than frem UniServices, send a copy of this approval letter to the Activations
team in the Research Office, at ro-awards@auckland.ac.nz. For UniServices contracts, send a copy of the
approval letter to the Contract Manager, UniServices.

The Chair and the members of UAHPEC would be happy to discuss general matters relating to ethics approvals if
you wish to do so. Contact should be made through the UAHPEC Ethics Administrators at

ro-ethics@auckland.ac.nz in the first instance.
Please quote Protocol number 019473 on all communication with the UAHPEC regarding this application.

(This is a computer generated letter. No signature reguired.)

UAHPEC Administrators
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University of Auckland Human Participants Ethics Committes

c.c. Head of Department / School, Psychology

Mrs Zainab Aldawood
Dr Elzine Ballard

Additional information:

Do not forget to fill in the "approval wording' on the Participant Information Sheets, Consent Forms
andfor advertisements, giving the dates of approval and the reference number. This needs to be
completed, before you use them or send them out to your participants.

At the end of three years, or if the study is completed before the expiry, you are requested to advise
the Committee of its completion.

Should you require an extension or need to make any changes to the project, please complete the
online Amendment Request form associated with this approval number giving full details along with
revised documentation. If requested before the current approval expires, an extension may be granted
for a further three years, after which time you must submit a new application.
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O Bow 631 Tel 09 371 5633

Walledioy Street Fmail irfairara o n?
Auand 1141 wwww.aka.org.nz

KINDERGARTEN
05/11/2018 ASSOCIATION

Zainoh Aldawood

Zaldd4S @aucklanduniac.nz
Dear Zainab,

Thank you for submitting your app ication to undertake research within AKA kindergartens.

It gives me great pleasure, on hehalf of ~he Auckland K ndergarten Associazion Research Access
and Fthics Committee, te approve your research epplicatior: Pragmatic aspects of longuage in
bilinguc! Arabic- English speaking children.

We wish you all the best with your project,

As your research is of interest to the Auckland Kindergarten Association, we would appreciate
being provided with a copy of your findings at the end of your research, as stated in vour
application. "We would also be extremely intcrested in hearing a ‘work in progress’ talk as
discussed by email.

Please do not hesitate to contact me if you require any further information.
Yours sincerely

fas S

Suzie Harris
Early Language Specialist
(On behalf of the AKA Research Access and Ethics Committes)
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9.2 Participants Information Sheets

22 THE UNIVERSITY The university of Auckland
OF AUCKLAND rprivate Bag 92019

NEW ZEALAND Auckland 1142
Te Whare Wananga o Tamaki Makaurau New Zealand

SCHOOL OF PSYCHOLOGY
Speech Science

Building 721, Tamaki Campus
261 Morrin Road, Glen Innes
Auckland, New Zealand

Phone 09 373 7599 extn. 88735

Participant Information Sheet

Name of researcher: Zainab Aldawood

Name of Supervisors: Linda Hand and Elaine Ballard
Name of Study: A Survey of Arabic speaking families in NZ
Introduction

My name is Zainab Aldawood and | am a PhD student at the University of Auckland. My supervisors are
Dr. Linda Hand and Dr. Elaine Ballard. As part of my degree | will be undertaking a survey of Arabic
speaking families in New Zealand.

Project

This survey is part of a project on the languages children in Arabic children are exposed to while growing
up in New Zealand. There is a very little information about this and your participation in this survey will
help us to collect basic information about language exposure for these children.

Invitation and Process

The survey is open to parents of children who have exposure to Arabic and English languages in New
Zealand. You may receive the invitation to participate in the survey from a friend or come across it
through social media. The survey is available in both languages Arabic and English, you can choose your
preferred language to conduct the survey. It will take approximately 5-10 minutes to complete it.

Participation is voluntary

Participation is voluntary; you do not have to take part. If you do take part, you do not have to answer all
the questions. Please note, however, that your responses cannot be withdrawn from the study after you
have completed the survey

Data Storage, Retention, Destruction and Future Use

All recordings and hard copies of data collected will be stored in a locked cabinet at the Tamaki Campus
of the University of Auckland. Electronic versions will be stored on the researchers’ password protected
computers and will be backed up and stored on the University of Auckland server. All data will be kept
securely on the completion of the current project for the purpose of any future follow up projects in this
area of research.

194



Appendices

Anonymity and Confidentiality

The survey is anonymous, we are very careful to make sure your privacy is protected. No responses
will be identifiable to any individual person, no IP addresses or other identifying information will be
gathered. If we write up this data, nobody will know who has answered the survey. If you do answer
the survey questions, we take this as meaning you have agreed to take part in the research under the
terms that have been outlined here.

If you would like a report on the survey after it has been analysed, you can request that in the online
survey. You will need to provide contact information, but if you do it will be collected and stored
separately from the survey data, so | will not know which responses to the survey have come from
you.

What you can do now

If you are willing to participate in this survey, please open the survey’s link and answer the questions
you are comfortable with. If you have any queries or concerns regarding your rights as a participant
in this survey, you may wish to contact me or my supervisors Dr Linda Hand or Dr Elaine Ballard.

Thank you for reading this information sheet and considering this invitation. Please do not hesitate
to contact me if you require further information.

Regards

Zainab Aldawood
PhD Student researcher
zald445@aucklanduni.ac.nz

Project supervisors: Head of the School of Psychology (Acting)
Dr. Linda Hand Professor lan James Kirk

School of Psychology School of Psychology

The University of Auckland The University of Auckland

Tel: +64 +9 373 7599 x88735 Tel: +64 9 923 8524

Email: l.hand@auckland.ac.nz Email: i.kirk@auckland.ac.nz

Dr. Elaine Ballard

School of Psychology

The University of Auckland

Tel: (09) 373 7599 ext. 87502
Email: e.ballard@auckland.ac.nz

For any concerns regarding ethical issues you may contact: The Chair, The University of Auckland
Human Participants Ethics Committee, at the University of Auckland, Research Office, Private Bag
92019, Auckland 1142. Tel. 09 373 7599 ext. 83711. Email: ro-ethics@auckland.ac.nz
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The University of Auckland School of Psychology
Private Bag 92019 Speech Science
Auckland 1142 Building 721, Tamaki
New Zealand Campus

261 Morrin Road, Glen Innes
Auckland, New Zealand
Phone 09 373 7599extn.
86886

Participant Information Sheet — Caregiver

Project: Pragmatic aspects of language in bilingual Arabic-English speaking children
Name of researcher: Zainab Aldawood
Name of Supervisors: Linda Hand and Elaine Ballard

Introduction

My name is Zainab Aldawood and | am a PhD student at the University of Auckland. | am
writing to invite you to be involved in a research project about how Arabic and English speaking
children use language.

Many children are exposed to two languages, and might be bilingual or multilingual. But their
language development is less well understood than children who speak one language. If we are
to provide the best services for children who are bilingual, and particularly with Arabic and
English in NZ, we need to understand better how their languages develop.

What does this study involve?

The study will involve young children, between 3 and 5 years of age, their caregiver (e.g.
mother, or father, or other adult family member), and a preschool staff member. We want
children who have mainly Arabic spoken at home, and mainly English spoken at the preschool
the child attends.

We want a recording of the child and adult interacting or talking, as they normally would, doing
normal everyday things. We want to see what the child’s natural language is like in their two
languages.

The video recordings will be analysed for the child’s uses of communication skills, and to see
if they are different in their different languages.

We also want to talk to the adults concerned, caregiver and preschool staff member, about
language and their experience of it, at a different time to the recording. This talk will also be
recorded.

Participation is voluntary

Participation in this study is entirely voluntary. You and your child do not have to take part, and
there will be no consequences if you choose not to. We give our assurance that your participation
or non-participation in this study will have no effect on your relationship with the University,
and the preschool will be asked to assure that it will not affect your relationship with them. Even
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two weeks after your participation and any data you may have provided will be withdrawn
from the study and destroyed or deleted, and there will be no consequences of any kind for you.

Data Storage, Retention, Destruction and Future Use

We keep all data that involves you or your child secure. All hard copies of data collected will
be stored in a locked cabinet at the University of Auckland. Electronic material will be stored
on the researchers’ password protected computers and will be backed up and stored on the
University of Auckland server. No one will have access to the data except the researchers
named in this document, and possibly a transcriber who will be asked to sign a confidentiality
document which will ensure they do not disclose any information to anyone outside the
researchers and do not keep any copies of any recordings or documents.

All data will be kept securely on the completion of the current project for a period of 10 years
and then destroyed. If you provided your contact information, it will be collected and stored
separately from the survey data, and destroyed (along with the consent form) after 6 years.

Data gathered in this study will be used to write a PhD thesis, and to produce papers and
presentations for academic conferences and journals. No participants will be named nor
identifying details provided in these documents except by express permission.

Anonymity and Confidentiality

We will take care to make sure your privacy is protected. Names or other identifying details
will not be recorded on any documents except the consent forms, which will be stored
separately to the data. Where necessary, pseudonyms or codes will be used to keep information
clearly related to a participant. Only the researchers may hear the recordings and see the written
data.

However, as the number of Arabic speaking families is relatively small in New Zealand, others
who know your community may be able to guess at the identity of participants. This means
that although the research team will do their best to preserve confidentiality of participants, it
cannot be guaranteed.

What you can do now

If you are willing to participate in this research, please fill in and sign the consent form.

If you have any queries or concerns regarding this study, you may wish to contact me or my
supervisors, Dr Linda Hand or Dr Elaine Ballard.

As a token of appreciation of your participation in the research, you will receive a $20 grocery
voucher.

Thank you for reading this information sheet and considering this invitation. Please do not
hesitate to contact me if you require further information.

Regards

Zainab Aldawood
PhD Student researcher
zald445@aucklanduni.ac.nz
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Supervisors:

Dr. Linda Hand, Speech Science
The School of Psychology

The University of Auckland

Tel: +64 +9 373 7599 x88735
Email: l.hand@auckland.ac.nz
Dr. Elaine Ballard, Speech Science
The School of Psychology

The University of Auckland

Tel: (09) 373 7599 ext. 87502
Email: e.ballard@auckland.ac.nz

The Head of the School of Psychology is:
Professor Suzanne Purdy

The School of Psychology

The University of Auckland

Tel: +64 9 3737902

Email: sc.purdy@auckland.ac.nz

For any concerns regarding ethical issues you may contact:
The Chair, The University of Auckland Human Participants Ethics Committee, at the
University of Auckland, Research Office, Private Bag 92019, Auckland 1142. Tel. 09 373

7599 ext. 83711. Email: ro-ethics@auckland.ac.nz

Approved by the University of Auckland Human Participants Ethics Committee on July 27, 2018 for three

years. Reference Number 019473
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The University of Auckland School of Psychology
Private Bag 92019 Speech Science
Auckland 1142 Building 721, Tamaki
New Zealand Campus

261 Morrin Road, Glen Innes
Auckland, New Zealand
Phone 09 373 7599extn.
86886

Participant Information Sheet — Preschool staff member

Project: Pragmatic aspects of language in bilingual Arabic-English speaking children
Name of researcher: Zainab Aldawood
Name of Supervisors: Linda Hand and Elaine Ballard

Introduction

My name is Zainab Aldawood and | am a PhD student at the University of Auckland. I am
writing to invite you to be involved in a research project about how bilingual Arabic and English
speaking children use language. Many children are bilingual, but their language development is
less well understood than that of monolingual children. If we are to provide the best services for
bilingual children in NZ, we need to understand better how their languages develop.

What does this study involve?

The study will involve children who have exposure to Arabic and English, range in age from
three to five years and live in New Zealand. There will be a recording of the child interacting at
home with the caregiver (probably in Arabic) for around an hour. Then another recording of the
same child interacting in an English-speaking environment for the same period of time, and we
have chosen a pre-school and an English-speaking preschool staff member as a person for the
child to interact with. This is where your involvement might be. We have asked the preschool
for permission to co duct this study on their premises and with one of their employees, and they
have agreed to this.

The video recordings will be transcribed and analysed to chart the child’s uses of communication
skills, and to see if they are different in their different languages. They will also be compared
with the data on monolingual children in the literature.

Participation is voluntary

Participation is voluntary; you do not have to take part, and there will be no consequences from
the University or your employers if you do not wish to take part. Even if you do agree to take
part, you can choose to withdraw from the study for any reason, and you do not have to give a
reason, up to two weeks after your participation and any data you may have provided will be
withdrawn from the study and destroyed or deleted, and there will be no consequences of any
kind for you.
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area of research. If you provided your contact information, it will be collected and stored
separately from the survey data, and destroyed after 6 years.

Anonymity and Confidentiality

We are very careful to make sure your privacy is protected. No responses will be identifiable
to any individual person, and no identifying information will be gathered reported in any
findings or to any person other than those named in this letter. If we write up this data, nobody
will know who has participated. Only the researchers may hear the recordings and see the
written data. It is not anticipated that you or the child will experience any discomfort or distress
from participating in this research.

What you can do now

If you are willing to participate in this research, please fill in and sign the consent form. If you
have any queries or concerns regarding your rights as a participant in this study, you may wish
to contact me or my supervisors, Dr Linda Hand or Dr Elaine Ballard.

As a token of appreciation of your participation in the research, you will receive a $20 grocery
voucher.

Thank you for reading this information sheet and considering this invitation. Please do not
hesitate to contact me if you require further information.

Regards

Zainab Aldawood
PhD Student researcher
zald445@aucklanduni.ac.nz

My supervisors: The Head of the School of Psychology is:
Dr. Linda Hand, Speech Science Professor Suzanne Purdy

The School of Psychology The School of Psychology

The University of Auckland The University of Auckland

Tel: +64 +9 373 7599 x88735 Tel: +64 9 3737902

Email: .hand@auckland.ac.nz Email: sc.purdy@auckland.ac.nz

Dr. Elaine Ballard, Speech Science
The School of Psychology

The University of Auckland

Tel: (09) 373 7599 ext. 87502
Email: e.ballard@auckland.ac.nz

For any concerns regarding ethical issues you may contact:

The Chair, The University of Auckland Human Participants Ethics Committee, at the
University of Auckland, Research Office, Private Bag 92019, Auckland 1142. Tel. 09 373
7599 ext. 83711. Email: ro-ethics@auckland.ac.nz
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The University of Auckland Speech Science

Private Bag 92019 The School of Psychology
Auckland 1142 Building 721, Tamaki
New Zealand Campus

261 Morrin Road, Glen Innes
Auckland, New Zealand
Phone 09 373 7599extn.
86886

Information Letter for Preschools

Research Project: Pragmatic aspects of language in bilingual
Arabic-English speaking children

Name of researcher: Zainab Aldawood
Name of Supervisors: Linda Hand and Elaine Ballard

Kia ora

My name is Zainab Aldawood and | am a PhD student at the University of Auckland under the
supervision of Dr. Linda Hand and Dr. Elaine Ballard. As part of my degree | will be
undertaking a study about how preschool bilingual Arabic and English speaking children use
language.

What the study will involve at preschool

| am writing to request permission to conduct part of my research study at your preschool
facility. The study will involve about a one hour video recording of a child from a bilingual
Arabic-English background in interaction with his or her preschool staff member in English.
(The same child will also be videorecorded at home in Arabic). The aim is to get a naturalistic
recording; no special activities, resources or skills will be needed. It may be necessary to try to
ensure a quieter space for recording to be successful, but otherwise it should record as normal
a day as possible. We will also want to talk to the preschool staff member about the child and
the bilingual situation, and this may be on a different occasion if desired.

We have a number of families who are already participating in the project. However we would
also like to provide you with some pamphlets to give or make available to other families who
may be appropriate for this research. You are free to refuse this if you would prefer not to.

What the study would need from you

In order to conduct this research in your facility, we need your permission. We also need your
permission to approach your preschool staff to see if one would be willing to participate, and
for you to allow them the time and space in the preschool to carry out the recording. We will
need to pass on to them your assurance that there will be no consequences for them if they
agree, or do not agree, to take part. Participation by staff is entirely voluntary and there are no
known or anticipated risks involved.
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Confidentiality of participants and data

Consent forms for the child’s participation are completed by the caregiver. These forms and
those of the preschool participants will be the only documents where participants are named
or identifying details included; all other documents or data will be de-identified and codes
used to keep track of them. This will include names or identifying details of the preschool or
yourself. The data will be transcribed and analysed by the researcher, and only those named
in this letter will have access to the original data. The results will be used to produce a PhD
thesis, and may be used for presentations and publications in academic contexts, e.g.
conferences and professional journals. Data will be kept for 10 years in secure locations
(locked filing cabinets and secure servers) at the University of Auckland, and then destroyed
by deleting or shredding. Named documents (consent forms) will be destroyed after 6 years.

What the study will give you

There is no direct benefit for you or your preschool by participating in this research, other
than the knowledge that you are part of advancing understanding of an important area of
children’s development. However you are most welcome to have a summary of the findings
of the project when it is completed (see box on the consent form attached). If you would like
a certificate of thanks to the preschool for helping this research to put up on your wall or
noticeboard, we would be very happy to provide one.

What you can do now

If you agree, kindly sign the consent form attached. If you have any further questions, before
or after signing the form, please do not hesitate to contact me.

Your approval to conduct this study would be greatly appreciated. Thank you for considering
this request.

Regards

Zainab Aldawood
PhD Student researcher
zald445@aucklanduni.ac.nz

My supervisors: The Head of the School of Psychology is:
Dr. Linda Hand, Speech Science Professor Suzanne Purdy

The School of Psychology The School of Psychology

The University of Auckland The University of Auckland

Tel: +64 +9 373 7599 x88735 Tel: +64 9 3737902

Email: l.hand@auckland.ac.nz Email: sc.purdy@auckland.ac.nz

Dr. Elaine Ballard, Speech Science
The School of Psychology

The University of Auckland

Tel: (09) 373 7599 ext. 87502
Email: e.ballard@auckland.ac.nz

For any concerns regarding ethical issues you may contact:
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The Chair, The University of Auckland Human Participants Ethics Committee, at the
University of Auckland, Research Office, Private Bag 92019, Auckland 1142. Tel. 09 373
7599 ext. 83711. Email: ro-ethics@auckland.ac.nz

Approved by the University of Auckland Human Participants Ethics Committee on July 27, 2018 for three
years. Reference Number 019473
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The University of Auckland School of Psychology
Private Bag 92019 Speech Science
Auckland 1142 Building 721, Tamaki
New Zealand Campus
261 Morrin Road, Glen
Innes
Auckland, New Zealand
Phone 09 373 7599extn.
86886
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9.3 Survey

Thank you very much for your interest in our survey!

This survey is part of a project about how children who are exposed to two languages;
Arabic and English, use their languages. There is a very little information about this
and your participation in this survey will help us in collecting basic information about
language exposure for children in NZ. Your responses are important and your time
would be greatly appreciated.

The survey will take you approximately five to ten minutes to complete.

Do you have a child who is exposed to both Arabic and English? If yes, this survey is
for you.

Information obtained from this survey will be used in research towards a PhD at the
University of Auckland.

We are very careful to make sure your privacy is protected. No responses will be
identifiable to any individual person. If we write up this data, nobody will know who has
answered the survey. If you do take part, you do not have to answer all the questions.
Please note, however, that your responses cannot be withdrawn from the study after
you have completed the survey.

If you do answer the survey questions, we take this as meaning you have agreed to
take part in the research under the terms that have been outlined here.

Once again, thank you very much for your time and interest in reading about our
survey.

If you have any questions or queries about this survey you are welcome to contact
Zainab Aldawood (zald445@aucklanduni.ac.nz) or her supervisors in Speech Science
(Linda Hand l.hand@auckland.ac.nz or Elaine Ballard e.ballard@auckland.ac.nz).

If you would like further details about the project, please click here

Q1. Would you like to receive a summary of the survey findings?
QO Yes (please provide your email address or your preferred contact information)

O No
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Q2. Which country do you come from? (this may be where you were born or where your
family originally comes from).

Q3. Which country does your spouse come from? (this may be where they were born or
where their family originally comes from).

Q4. What was your primary reason for moving to New Zealand?
Study (1)

Work (2)

Live permanently (3)
Refugee (4)

Other (please specify) (5)

oo0ooo

Q5. How many years have you been in New Zealand?

Q6. How much longer do you think you be in New Zealand?
Less than 5 years (1)

Between 5 and 10 years (2)

I will live here permanently (3)

Other, please specify (4)

I I

Q7. What languages can you speak or understand?
Q8. What languages can your spouse can speak or understand?

Q9. What is your first language? (the language you spoke most when you were a child).
O Arabic (1)

O English (2)

O Other, please specify (3)

Q10. What is your spouse's first language? (the language they spoke most when they were
a child)

O Arabic (1)

O English (2)

O Other, please specify (3)

Q11. What is your strongest language now?
O Arabic (1)

O English (2)

4 Equal (3)

O Other, please specify (4)
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Q12. What is your spouse's strongest language now?
O Arabic (1)

O English (2)

U Equal (3)

O Other, please specify (4)

Q13. How good do you think your spoken Arabic language is now?

U Excellent (Understand almost everything. Very comfortable expressing myself in Arabic
in all situations) (5)

O Very good (Can understand and use Arabic adequately for work and most other

situations) (4)

Good (Good understanding and can express myself on many topics) (3)

Fair (Some understanding and can say simple sentences) (2)

Poor (No understanding or speaking ability) (1)

000

Q14. How good do you think your spouse’s spoken Arabic language is now?

U Excellent (Understand almost everything. Very comfortable expressing him/herself in
Arabic in all situations) (5)

U Very good (Can understand and use Arabic adequately for work and most other

situations) (4)

Good (Good understanding and can express him/herself on many topics) (3)

Fair (Some understanding and can say simple sentences) (2)

Poor (No understanding or speaking ability) (1)

oo0o

Q15. How good do you think your spoken English language is now?

U Excellent (Understand almost everything. Very comfortable expressing myself in English
in all situations) (5)

U Very good (Can understand and use English adequately for work and most other

situations) (4)

Good (Good understanding and can express myself on many topics) (3)

Fair (Some understanding and can say simple sentences) (2)

Poor (No understanding or speaking ability) (1)

o0o0o

Q16. How good do you think your spouse's spoken English language is now?

U Excellent (Understand almost everything. Very comfortable expressing him/herself in
English in all situations) (5)

U Very good (Can understand and use English adequately for work and most other

situations) (4)

Good (Good understanding and can express him/herself on many topics) (3)

Fair (Some understanding and can say simple sentences) (2)

Poor (No understanding or speaking ability) (1)

000
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Q17. How well do you read and write in the Arabic language?

Q
Q

Q

a
a

Excellent (I can read long, complex books and write long passages ) (5)

Very good (I Can read simple books or newspapers and write short passages with good
grammar) (4)

Good (I can read passages or letters and write passages with some grammar mistakes)
3)

Fair (I can read and write words or simple sentences) (2)

Poor (I cannot read or write Arabic) (1)

Q18. How well does your spouse read and write in the Arabic language?

Q
Q

Q

a
a

Excellent (he/she can read long, complex books and write long passages ) (5)

Very good (he/she Can read simple books or newspapers and write short passages with
good grammar) (4)

Good (he/she can read passages or letters and write passages with some grammar
mistakes) (3)

Fair (he/she can read and write words or simple sentences) (2)

Poor (he/she cannot read or write Arabic) (1)

Q19. How well do you read and write in the English language?

Q
Q

Q

a
a

Excellent (I can read long, complex books and write long passages ) (5)

Very good (I Can read simple books or newspapers and write short passages with good
grammar) (4)

Good (I can read passages or letters and write passages with some grammar mistakes)
3)

Fair (I can read and write words or simple sentences) (2)

Poor (I cannot read or write Arabic) (1)

Q20. How well does your spouse read and write in the English language?

Q
Q

Q

Q
Q

Excellent (he/she can read long, complex books and write long passages ) (5)

Very good (he/she Can read simple books or newspapers and write short passages with
good grammar) (4)

Good (he/she can read passages or letters and write passages with some grammar
mistakes) (3)

Fair (he/she can read and write words or simple sentences) (2)

Poor (he/she cannot read or write Arabic) (1)

Q21. Are there other adults living in your home (other than you and your spouse)?

a
a

No (1)
Yes, how many? (2)
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9.4

Interview Schedule
Caregiver/Parent Interview Schedule

Research Project: Pragmatic aspects of language in bilingual
Arabic-English speaking children

Thank you for participating in this research project. I would like to start by asking you a few
questions about you and your family, and about some language issues. You don’t have to
answer any questions that you don’t want to, and that will be fine. Feel free to ask me any
questions you might have about the project at any time as well.

10.

11.

Which country do you come from? (This may be where you were born or where your
family originally comes from). How strongly do you identify as being from that country?

Which country does your spouse come from? (This may be where they were born or where
their family originally comes from).

How many years have you been in New Zealand?

If you feel comfortable talking about it — and it is fine if you don’t — can you tell me a little
about why you came to NZ? And how long you expect to be here? How comfortable do
you feel in NZ these days?

Tell me about your children. How old are they, and where were they born?

Tell me about your Arabic. What dialect or dialects do you speak? How good do you think
your Arabic is? Where did you learn it? How about reading and writing in Arabic?

Where did you go to school? What language(s) did they use at school when you were
there?

Where did you learn English? How good do you think your English language is now?
What was it like when you first came?

How well do you think you understand English? How well do you think you speak
English?

Do you speak or understand any other languages? What ones? How do you come to know
this/these? What about the rest of your family — do they have any other languages?

What about your spouse/partner’s Arabic. What dialect or dialects do they speak? How

good do you think their Arabic is? Where did they learn it? How about their reading and
writing in Arabic?
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now? How well do you think he/she understands English? How good do you think their
spoken Arabic language is now? How much Arabic do you think they understand? (target
child focus)

14. What language(s) do you speak at home? (With your partner? With your children? What
languages do they speak with one another at home?) Do you ever mix the Arabic and the
English? Do other people do that? What do you think about it? Does anything bother you
about your children’s use of the languages?

15. Does your child go to a preschool of some sort? If yes, how many hours per week?
How long have they been going to preschool? How well do they get on there? What about
any other schools or classes — e.g. Arabic Sunday school?

16. How important is the Arabic language to you? What would you like to see your
children achieving in Arabic in the future? Why is it important?

17. How important is the English language to you? What would you like to see your
children achieving in English in the future? Why is it important?

18. Do you have any concerns about your children’s language — in Arabic? In English??

19. Do you have any other concerns about your child?

That is the end of my questions I think. Is there anything else you would like to add or ask
about, on the topic of Arabic-English bilingualism? Or of how it has been for you living in
NZ?

Approved by the University of Auckland Human Participants Ethics Committee on July 27
, 2018 for three years. Reference Number 019473
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The University of Auckland Speech Science

Private Bag 92019 The School of Psychology
Auckland 1142 Building 721, Tamaki
New Zealand Campus

261 Morrin Road, Glen Innes
Auckland, New Zealand
Phone 09 373 7599extn.
86886

Preschool Staff Interview Schedule

Research Project: Pragmatic aspects of language in bilingual
Arabic-English speaking children

Thank you for participating in this research project. | would like to start by asking you a few
questions about the child and yourself, and about some language issues. At the end, or any
time, you might like to ask me any questions you have about the project.

1.

10.

11.

What is your role in the preschool? Do you have a qualification for this role? Tell me
about it.

What’s the best part about being a (role)? What’s the least good part?
How long have you worked in this preschool? How long have you worked in the field?
How many preschool staff are working here?

How frequently do you meet (the participant child)? e.g. daily (every weekday), one to two
times a week or at least three times a week?

How often do you have a 1:1 conversation or interaction with (the participant child)? (e.g.,
if needed, Very often, in a daily activity, weekly, occasionally or rarely?). What’s that
like?

Tell me about (the participant child’s) English language skills. How well do you think s/he
understands English? How well do you think s/he speaks English?

Does s/he speak any Arabic at preschool? Does s/he ever mix Arabic and English? how do
people respond when s/he does this?

Tell me about (the participant child’s) playing. Do you think s/he plays like most of her/his
age peers in the preschool? What things does s/he seem to enjoy doing most?

Do you think s/he gets on well with peers in the preschool? Do you see her/him talking
with other children much?

Do you have any concerns about (the participant child’s) language — in English? Any
concerns about this child or whanau generally?

That is the end of my questions. Is there anything else you would like to add or ask me about?

220



References

References

Abdelhadi, M. (2018). Arabic language maintenance in multicultural countries and in the
regional city of Toowoomba, Australia. Asia Pacific Journal of Contemporary
Education and Communication Technology, 7(2). DOI : 10.25275/apjcectv4i2edu5

Albirini, A. (2014). Toward understanding the variability in the language proficiencies of
Arabic heritage speakers. International Journal of Bilingualism, 18(6), 730-765.

https://doi.org/10.1177/1367006912472404

Albirini, A. (2016). Modern Arabic sociolinguistics: Diglossia, variation, codeswitching,
attitudes and identity. New York, NY: Routledge.

Al-Marrani, Y. & Sazalie, A. (2010). Polite request strategies by male speakers of Yemeni
Arabic in male-male interaction and male-female interaction. Language Society and
Culture, 30, 63-80. URL.: ISSN 1327-
774X

Al-Marrani, Y. M. (2018). External Request Modifications in Yemeni Arabic as Used by
Male-Male and Male-Female Interactions. Indonesian Journal of EFL and
Linguistics, 3(1), 67. eISSN: 2503-4197, pISSN: 2527-5070

Al-Sahafi, M. A., & Barkhuizen, G. (2006). Language use in an immigrant context: The case
of Arabic in Auckland. New Zealand Studies in Applied Linguistics, 12, 51-609.

Al-Sahafi, M. (2015). The Role of Arab fathers in heritage language maintenance in New
Zealand. International Journal of English Linguistics, 5(1), 73.
doi:10.5539/ijel.v5n1p73.

Al-Sahafi, M. (2017). Pluricentricity and heritage language maintenance of Arab immigrants
in the English-speaking New World countries. International Journal of Research

Studies in Language Learning, 7(2), 93-102. DOI: 10.5861/ijrsl1.2017.1795.

221


https://doi.org/10.1177/1367006912472404
http://www.educ.utas.edu.au/users/tle/JOURNAL/

References

Appel, R., & Muysken, P. (1987). Language contact and bilingualism. New York, NY:
Edward Arnold.

Argyri, E., & Sorace, A. (2007). Crosslinguistic influence and language dominance in older
bilingual children. Bilingualism, 10(1), 79. doi:10.1017/S1366728906002835

Aronsson, K., & Thorell, M. (1999). Family politics in children’s play directives. Journal of

Pragmatics, 31(1), 25-47. https://doi.org/10.1016/S0378-2166(98)00050-2

Atawneh, A. M. A. H. (1991). Politeness Theory and the directive speech act in Arabic-
English Bilinguals: An empirical study (Doctoral dissertation, State University of New
York at Stony Brook).

https://d1watxts1xzle7.cloudfront.net/50149614/ArabicEnglish bilinguals and the dir

ecti20161106-22105-1cmyz54.pdf?1478467970=&response-content-

disposition=inline%3B+filename%3DArabic English bilinguals and the direct.pdf&

Expires=1612175143&Signature=NysgsCM~GX17ma0~C5UE-

6u9dIHCNBI~C524BpBTdFeTrX8dhnlIKFQj4AfIAKK~frUB|riefk1DVBpS~IetXHj

40ntH59Bckl1d1Lv3HS-6wbolppBc-

534NP8MNxKTDHmaXelufrzlIXMOLuQ~WvggegbnemU20sGgP3CwsLOSIN2HfPL6

Fc900dQbyDgflzmVVCmOdbpLel65sXju6Z3hc301hFtzgMvhXQ0vHOxKKO0maM9z

YIVOYsWA4EdyAWqge9GrsABB5LZol6gTH~xwFgbPW2NvgKYJKGGmmJUxKkmQS

SOugFbPK1YfLT8xXw-0MSMM8uaZzfpcGmBTuOxZw &Key-Pair-

[d=APKAJLOHF5GGSLRBV4ZA

Austin, J. L. (1962). How to do things with words. Oxford, England: Calderon Press.
Austin, J. L., & Agar, G. (2005). Helping young children follow their teachers’ directions:
The utility of high probability command sequences in pre-K and kindergarten

classrooms. Education and Treatment of Children, 28(3), 222-236. Retrieved on

September 15, 2020, from

222


https://doi.org/10.1016/S0378-2166(98)00050-2
https://d1wqtxts1xzle7.cloudfront.net/50149614/ArabicEnglish_bilinguals_and_the_directi20161106-22105-1cmyz54.pdf?1478467970=&response-content-disposition=inline%3B+filename%3DArabic_English_bilinguals_and_the_direct.pdf&Expires=1612175143&Signature=NysgsCM~GX17ma0~C5UE-6u9dIHCNBI~C524BpBTdFeTrX8dhnIlKFQj4A9flAKK~frUBjrjefk1DVBpS~IetXHj4QntH59Bckl1d1Lv3HS-6wbo1ppBc-534NP8mNxkTDHmaXelufrzlIXM0LuQ~Wvgqeq6nemU2osGgP3CwsLOSJN2HfPL6Fc9Q0dQbyDgflzmVCmOdbpLeI65sXjU6Z3hc3O1hFtzqMvhXQ0vHQxKK0maM9zYlV0YsW4EdyAWge9GrsABB5LZoI6qTH~xwFgbPW2NvgKYJkGGmmJUxKkmQSs0uqFbPK1YfLT8xXw-0MSMM8uaZzfpcGmBTuQxZw__&Key-Pair-Id=APKAJLOHF5GGSLRBV4ZA
https://d1wqtxts1xzle7.cloudfront.net/50149614/ArabicEnglish_bilinguals_and_the_directi20161106-22105-1cmyz54.pdf?1478467970=&response-content-disposition=inline%3B+filename%3DArabic_English_bilinguals_and_the_direct.pdf&Expires=1612175143&Signature=NysgsCM~GX17ma0~C5UE-6u9dIHCNBI~C524BpBTdFeTrX8dhnIlKFQj4A9flAKK~frUBjrjefk1DVBpS~IetXHj4QntH59Bckl1d1Lv3HS-6wbo1ppBc-534NP8mNxkTDHmaXelufrzlIXM0LuQ~Wvgqeq6nemU2osGgP3CwsLOSJN2HfPL6Fc9Q0dQbyDgflzmVCmOdbpLeI65sXjU6Z3hc3O1hFtzqMvhXQ0vHQxKK0maM9zYlV0YsW4EdyAWge9GrsABB5LZoI6qTH~xwFgbPW2NvgKYJkGGmmJUxKkmQSs0uqFbPK1YfLT8xXw-0MSMM8uaZzfpcGmBTuQxZw__&Key-Pair-Id=APKAJLOHF5GGSLRBV4ZA
https://d1wqtxts1xzle7.cloudfront.net/50149614/ArabicEnglish_bilinguals_and_the_directi20161106-22105-1cmyz54.pdf?1478467970=&response-content-disposition=inline%3B+filename%3DArabic_English_bilinguals_and_the_direct.pdf&Expires=1612175143&Signature=NysgsCM~GX17ma0~C5UE-6u9dIHCNBI~C524BpBTdFeTrX8dhnIlKFQj4A9flAKK~frUBjrjefk1DVBpS~IetXHj4QntH59Bckl1d1Lv3HS-6wbo1ppBc-534NP8mNxkTDHmaXelufrzlIXM0LuQ~Wvgqeq6nemU2osGgP3CwsLOSJN2HfPL6Fc9Q0dQbyDgflzmVCmOdbpLeI65sXjU6Z3hc3O1hFtzqMvhXQ0vHQxKK0maM9zYlV0YsW4EdyAWge9GrsABB5LZoI6qTH~xwFgbPW2NvgKYJkGGmmJUxKkmQSs0uqFbPK1YfLT8xXw-0MSMM8uaZzfpcGmBTuQxZw__&Key-Pair-Id=APKAJLOHF5GGSLRBV4ZA
https://d1wqtxts1xzle7.cloudfront.net/50149614/ArabicEnglish_bilinguals_and_the_directi20161106-22105-1cmyz54.pdf?1478467970=&response-content-disposition=inline%3B+filename%3DArabic_English_bilinguals_and_the_direct.pdf&Expires=1612175143&Signature=NysgsCM~GX17ma0~C5UE-6u9dIHCNBI~C524BpBTdFeTrX8dhnIlKFQj4A9flAKK~frUBjrjefk1DVBpS~IetXHj4QntH59Bckl1d1Lv3HS-6wbo1ppBc-534NP8mNxkTDHmaXelufrzlIXM0LuQ~Wvgqeq6nemU2osGgP3CwsLOSJN2HfPL6Fc9Q0dQbyDgflzmVCmOdbpLeI65sXjU6Z3hc3O1hFtzqMvhXQ0vHQxKK0maM9zYlV0YsW4EdyAWge9GrsABB5LZoI6qTH~xwFgbPW2NvgKYJkGGmmJUxKkmQSs0uqFbPK1YfLT8xXw-0MSMM8uaZzfpcGmBTuQxZw__&Key-Pair-Id=APKAJLOHF5GGSLRBV4ZA
https://d1wqtxts1xzle7.cloudfront.net/50149614/ArabicEnglish_bilinguals_and_the_directi20161106-22105-1cmyz54.pdf?1478467970=&response-content-disposition=inline%3B+filename%3DArabic_English_bilinguals_and_the_direct.pdf&Expires=1612175143&Signature=NysgsCM~GX17ma0~C5UE-6u9dIHCNBI~C524BpBTdFeTrX8dhnIlKFQj4A9flAKK~frUBjrjefk1DVBpS~IetXHj4QntH59Bckl1d1Lv3HS-6wbo1ppBc-534NP8mNxkTDHmaXelufrzlIXM0LuQ~Wvgqeq6nemU2osGgP3CwsLOSJN2HfPL6Fc9Q0dQbyDgflzmVCmOdbpLeI65sXjU6Z3hc3O1hFtzqMvhXQ0vHQxKK0maM9zYlV0YsW4EdyAWge9GrsABB5LZoI6qTH~xwFgbPW2NvgKYJkGGmmJUxKkmQSs0uqFbPK1YfLT8xXw-0MSMM8uaZzfpcGmBTuQxZw__&Key-Pair-Id=APKAJLOHF5GGSLRBV4ZA
https://d1wqtxts1xzle7.cloudfront.net/50149614/ArabicEnglish_bilinguals_and_the_directi20161106-22105-1cmyz54.pdf?1478467970=&response-content-disposition=inline%3B+filename%3DArabic_English_bilinguals_and_the_direct.pdf&Expires=1612175143&Signature=NysgsCM~GX17ma0~C5UE-6u9dIHCNBI~C524BpBTdFeTrX8dhnIlKFQj4A9flAKK~frUBjrjefk1DVBpS~IetXHj4QntH59Bckl1d1Lv3HS-6wbo1ppBc-534NP8mNxkTDHmaXelufrzlIXM0LuQ~Wvgqeq6nemU2osGgP3CwsLOSJN2HfPL6Fc9Q0dQbyDgflzmVCmOdbpLeI65sXjU6Z3hc3O1hFtzqMvhXQ0vHQxKK0maM9zYlV0YsW4EdyAWge9GrsABB5LZoI6qTH~xwFgbPW2NvgKYJkGGmmJUxKkmQSs0uqFbPK1YfLT8xXw-0MSMM8uaZzfpcGmBTuQxZw__&Key-Pair-Id=APKAJLOHF5GGSLRBV4ZA
https://d1wqtxts1xzle7.cloudfront.net/50149614/ArabicEnglish_bilinguals_and_the_directi20161106-22105-1cmyz54.pdf?1478467970=&response-content-disposition=inline%3B+filename%3DArabic_English_bilinguals_and_the_direct.pdf&Expires=1612175143&Signature=NysgsCM~GX17ma0~C5UE-6u9dIHCNBI~C524BpBTdFeTrX8dhnIlKFQj4A9flAKK~frUBjrjefk1DVBpS~IetXHj4QntH59Bckl1d1Lv3HS-6wbo1ppBc-534NP8mNxkTDHmaXelufrzlIXM0LuQ~Wvgqeq6nemU2osGgP3CwsLOSJN2HfPL6Fc9Q0dQbyDgflzmVCmOdbpLeI65sXjU6Z3hc3O1hFtzqMvhXQ0vHQxKK0maM9zYlV0YsW4EdyAWge9GrsABB5LZoI6qTH~xwFgbPW2NvgKYJkGGmmJUxKkmQSs0uqFbPK1YfLT8xXw-0MSMM8uaZzfpcGmBTuQxZw__&Key-Pair-Id=APKAJLOHF5GGSLRBV4ZA
https://d1wqtxts1xzle7.cloudfront.net/50149614/ArabicEnglish_bilinguals_and_the_directi20161106-22105-1cmyz54.pdf?1478467970=&response-content-disposition=inline%3B+filename%3DArabic_English_bilinguals_and_the_direct.pdf&Expires=1612175143&Signature=NysgsCM~GX17ma0~C5UE-6u9dIHCNBI~C524BpBTdFeTrX8dhnIlKFQj4A9flAKK~frUBjrjefk1DVBpS~IetXHj4QntH59Bckl1d1Lv3HS-6wbo1ppBc-534NP8mNxkTDHmaXelufrzlIXM0LuQ~Wvgqeq6nemU2osGgP3CwsLOSJN2HfPL6Fc9Q0dQbyDgflzmVCmOdbpLeI65sXjU6Z3hc3O1hFtzqMvhXQ0vHQxKK0maM9zYlV0YsW4EdyAWge9GrsABB5LZoI6qTH~xwFgbPW2NvgKYJkGGmmJUxKkmQSs0uqFbPK1YfLT8xXw-0MSMM8uaZzfpcGmBTuQxZw__&Key-Pair-Id=APKAJLOHF5GGSLRBV4ZA
https://d1wqtxts1xzle7.cloudfront.net/50149614/ArabicEnglish_bilinguals_and_the_directi20161106-22105-1cmyz54.pdf?1478467970=&response-content-disposition=inline%3B+filename%3DArabic_English_bilinguals_and_the_direct.pdf&Expires=1612175143&Signature=NysgsCM~GX17ma0~C5UE-6u9dIHCNBI~C524BpBTdFeTrX8dhnIlKFQj4A9flAKK~frUBjrjefk1DVBpS~IetXHj4QntH59Bckl1d1Lv3HS-6wbo1ppBc-534NP8mNxkTDHmaXelufrzlIXM0LuQ~Wvgqeq6nemU2osGgP3CwsLOSJN2HfPL6Fc9Q0dQbyDgflzmVCmOdbpLeI65sXjU6Z3hc3O1hFtzqMvhXQ0vHQxKK0maM9zYlV0YsW4EdyAWge9GrsABB5LZoI6qTH~xwFgbPW2NvgKYJkGGmmJUxKkmQSs0uqFbPK1YfLT8xXw-0MSMM8uaZzfpcGmBTuQxZw__&Key-Pair-Id=APKAJLOHF5GGSLRBV4ZA
https://d1wqtxts1xzle7.cloudfront.net/50149614/ArabicEnglish_bilinguals_and_the_directi20161106-22105-1cmyz54.pdf?1478467970=&response-content-disposition=inline%3B+filename%3DArabic_English_bilinguals_and_the_direct.pdf&Expires=1612175143&Signature=NysgsCM~GX17ma0~C5UE-6u9dIHCNBI~C524BpBTdFeTrX8dhnIlKFQj4A9flAKK~frUBjrjefk1DVBpS~IetXHj4QntH59Bckl1d1Lv3HS-6wbo1ppBc-534NP8mNxkTDHmaXelufrzlIXM0LuQ~Wvgqeq6nemU2osGgP3CwsLOSJN2HfPL6Fc9Q0dQbyDgflzmVCmOdbpLeI65sXjU6Z3hc3O1hFtzqMvhXQ0vHQxKK0maM9zYlV0YsW4EdyAWge9GrsABB5LZoI6qTH~xwFgbPW2NvgKYJkGGmmJUxKkmQSs0uqFbPK1YfLT8xXw-0MSMM8uaZzfpcGmBTuQxZw__&Key-Pair-Id=APKAJLOHF5GGSLRBV4ZA
https://d1wqtxts1xzle7.cloudfront.net/50149614/ArabicEnglish_bilinguals_and_the_directi20161106-22105-1cmyz54.pdf?1478467970=&response-content-disposition=inline%3B+filename%3DArabic_English_bilinguals_and_the_direct.pdf&Expires=1612175143&Signature=NysgsCM~GX17ma0~C5UE-6u9dIHCNBI~C524BpBTdFeTrX8dhnIlKFQj4A9flAKK~frUBjrjefk1DVBpS~IetXHj4QntH59Bckl1d1Lv3HS-6wbo1ppBc-534NP8mNxkTDHmaXelufrzlIXM0LuQ~Wvgqeq6nemU2osGgP3CwsLOSJN2HfPL6Fc9Q0dQbyDgflzmVCmOdbpLeI65sXjU6Z3hc3O1hFtzqMvhXQ0vHQxKK0maM9zYlV0YsW4EdyAWge9GrsABB5LZoI6qTH~xwFgbPW2NvgKYJkGGmmJUxKkmQSs0uqFbPK1YfLT8xXw-0MSMM8uaZzfpcGmBTuQxZw__&Key-Pair-Id=APKAJLOHF5GGSLRBV4ZA
http://www.jstor.org/stable/42899846

References

Bachman, L. F. (1990). Fundamental considerations in language testing. Oxford: Oxford
University Press.

Bachman, L. F., & Palmer, A. S. (1996). Language testing in practice: Designing and
developing useful language tests (Vol. 1). Oxford University Press.

Baker, C. (2006). Foundations of bilingual education and bilingualism. Clevedon:
Multilingual Matters.

Bale, J. (2010). Arabic as a heritage language in the united states. International Multilingual
Research Journal, 4(2), 125-151. do0i:10.1080/19313152.2010.499041

Barnett, W. S., Yarosz, D. J., Thomas, J., Jung, K., & Blanco, D. (2007). Two-way and
monolingual English immersion in preschool education: An experimental comparison.
Early Childhood Research Quarterly, 22(3), 277-293.

https://doi.org/10.1016/j.ecresg.2007.03.003

Baroni, M. R., & Axia, G. (1989). Children’s meta-pragmatic abilities and the identification
of polite and impolite requests. First Language, 9(27), 285-297.

https://doi.org/10.1177/014272378900902703

Bauer, E., Hall, J. K., & Kruth, K. (2002). The pragmatic role of codeswitching in play
contexts. International Journal of Bilingualism, 6(1), 53-74.
doi:10.1177/13670069020060010401

Benzehra, R., & McCreary, D. R. (2010). Arabic in the city: Issues in dialect contact and
language variation. Journal of Sociolinguistics, 14(5), 705-709. doi:10.1111/j.1467-
9841.2010.00460_3.x

Bernardini, P., & Schlyter, S. (2004). Growing syntactic structure and code-mixing in the
weaker language: The ivy hypothesis. Bilingualism: Language and Cognition, 7, 49—

69. doi:10.1017/51366728904001270

223


https://doi.org/10.1016/j.ecresq.2007.03.003
https://doi.org/10.1177/014272378900902703

References

Bertsch, K. M., Houlihan, D., Lenz, M. A., & Patte, C. A. (2009). Teacher’s Command and
Their Role in Preschool Classrooms. Interactions. Electronic Journal of Research in

Educational Psychology, 7 (1), 133-162. https://psycnet.apa.org/record/2009-07299-

004

Bhimji, F. (2005). Language socialization with directives in two Mexican immigrant families
in south central Los Angeles. In A. C. Zentella (ed.), Building on Strength: Language
and Literacy in Latino Families and Communities (pp. 60— 76). New York: Teachers
College.

Bialystok, E. (1993). Symbolic representation and attentional control in pragmatic
competence. In G. Kasper & S. Blum-Kulka (Eds.), Interlanguage pragmatics (pp. 43—
59). New York, NY: Oxford University Press.

Bialystok, E. (2001). Bilingualism in development: Language, literacy, and cognition.
Cambridge: Cambridge University Press.

Blum-Kulka, S. (1987). Indirectness and politeness in requests: Same or different? Journal of

Pragmatics, 11(2), 131-146. https://doi.org/10.1016/0378-2166(87)90192-5

Blum-Kulka, S. (1990). You don’t touch lettuce with your fingers: Parental politeness in

family discourse. Journal of Pragmatics, 14(2), 259-88. https://doi.org/10.1016/0378-

2166(90)90083-P

Blum-Kulka, S. (1997) Dinner talk: Cultural patterns of sociability and socialization in
family discourse. London: Lawrence Erlbaums Associates, Inc.

Boeschoten, H. & L. Verhoeven, (1987). Language mixing in children’s speech: Dutch
language use in Turkish discourse. Language Learning, 37, 191-215.
https://doi.org/10.1111/j.1467-1770.1987.tb00565.x

Brown, P., & Levinson, S. (1987) Politeness: Some universals in language usage.

Cambridge: Cambridge University Press.

224


https://psycnet.apa.org/record/2009-07299-004
https://psycnet.apa.org/record/2009-07299-004
https://doi.org/10.1016/0378-2166(87)90192-5
https://doi.org/10.1016/0378-2166(90)90083-P
https://doi.org/10.1016/0378-2166(90)90083-P

References

Brumark, A. (2006) Regulatory talk and politeness at the family dinner table. Pragmatics,
16(2/3). 171-212. DOI: 10.1075/prag.16.2-3.06bru

Brumark, A. (2010). Behaviour regulation at the family dinner table. The use of and response
to direct and indirect behaviour regulation in ten Swedish families. Journal of Child
Language, 37, 1065-1088. doi:10.1017/S0305000909990201

Burke, T., & Kuczynski, L. (2018). Jamaican Mothers’ Perceptions of Children’s Strategies
for Resisting Parental Rules and Requests. Frontiers in psychology, 9, 1786.
https://doi.org/10.3389/fpsyg.2018.01786

Campbell, K. S. (1990). A lesson in polite non-compliance: Gawain’s conversational
strategies in fit 3 of Sir Gawain and the Green Knight. Language quarterly, 28(1-2), 53-

62. http://pascal-francis.inist.fr/vibad/index.php?action=getRecordDetail &idt=4289176

Campbell-Wilson, F. (2012). Middle East and Arab American cultures. In Battle, D (Ed.),
Communication disorders in multicultural and international populations (4th ed), pp.
61-75. Butterworth-Heinemann St. Louis, MO.

Canagarajah, S. (2008). Language shift and the family: Questions from the Sri Lankan Tamil
diaspora. Journal of Sociolinguistics, 12 (2), 143- 176. https://doi.org/10.1111/j.1467-
9841.2008.00361.x

Canale, M., & Swain, M. (1980). Theoretical bases of communicative approaches to second
language teaching and testing. Applied Linguistics,1, 1-47.

https://www.researchgate.net/publication/31260438

Canale, M. (1983). From communicative competence to communicative language pedagogy.
InJ. C. Richards & R. W. Schmidt (Eds.), Language and Communication, 2 (27).
London: Longman.

Cantone, K. F. (2007). Code-switching in bilingual children. Dordrecht: Springer

Netherlands. DOI 10.1007/978-1-4020-5784-7

225


http://pascal-francis.inist.fr/vibad/index.php?action=getRecordDetail&idt=4289176
https://www.researchgate.net/publication/31260438

References

Cenzo, J., 2007. The acquisition of pragmatic competence and multilingualism in foreign
language contexts. In: Soler, E., Jorde, M. (Eds.), Intercultural Language Use and
Language Learning. Springer, Netherlands, pp. 123-140.

Chamberlain, P., & Smith, D. K. (2003). Antisocial behavior in children and adolescents: The
Oregon multidimensional treatment foster care model. In A. E. Kazdin & J. R. Weisz
(Eds.), Evidence-based psychotherapies for children and adolescents (pp. 282—300).
New York: Guilford Press.

Chang, Y. F., & Ren, W. (2020). Sociopragmatic competence in American and Chinese

children’s realization of apology and refusal. Journal of Pragmatics, 164, 27-39.

Chen, R. (2010). Pragmatics between east and west: similar or different? In: Trosborg, Anna
(Ed.), Pragmatics across Languages and Cultures (Handbooks of Pragmatics 7).
Mouton de Gruyter, Berlin/New York, pp. 167--188.

Cheng, K. K. Y. (2003). Code-switching for a purpose: Focus on pre-school Malaysian

children. De Gruyter Mouton, 22(1), 59-77. https://doi.org/10.1515/mult.2003.004

Cherciov, M. (2013). Investigating the impact of attitude on first language attrition and
second language acquisition from a Dynamic Systems Theory perspective.
International Journal of Bilingualism, 17(6), 716-733. DOI
10.1177/1367006912454622.

Chomsky, N. (1965). Aspects of the theory of syntax. Cambridge, MA: MIT Press.

Clyne, M. (2003). Dynamics of language contact: English and immigrant languages.
Cambridge, UK:Cambridge University Press.

Cook, V. J. (1991). The poverty-of-the-stimulus argument and multi-competence. Second

Language Research, 7(2), 103-117. https://www.jstor.org/stable/43104425

226


https://doi.org/10.1016/j.pragma.2020.04.013
https://doi.org/10.1515/mult.2003.004
https://www.jstor.org/stable/43104425

References

Cook, V. J. (1992). Evidence for multi-competence. Language Learning, 42(4), 557-591.

https://doi.org/10.1111/j.1467-1770.1992.th01044.x

Craven, A., & Potter, J. (2010). Directives: Entitlement and contingency in action. Discourse

1204-1221. https://doi.org/10.1111/].1467-8624.2007.01061

Crystal, D. (1997). English as a Global Language. Cambridge: Cambridge University Press.
encyclopaedia of unified science, 1. Chicago: University of Chicago Press.

Cummins, J. (1979). Cognitive/Academic Language Proficiency, Linguistic Interdependence,
the Optimum Age Question and Some Other Matters. Working Papers on Bilingualism,
19, 121-129. Retrieved February 1, 2020, from https://eric.ed.gov/?id=ED184334

Curdt-Christiansen, X. L. (2009). Invisible and visible language planning: Ideological factors
in the family language policy of Chinese immigrant families in Quebec. Language
Policy, 8 (4), 351-357.DOI: 10.1007/s10993-009-9146-7

Dagamseh, M. (2020). Language maintenance, shift and variation evidence from Jordanian
and Palestinian immigrants in Christchurch New Zealand (Unpublished Doctoral
Dissertation). New Zealand, Christchurch: University of Canterbury.
https://ir.canterbury.ac.nz/handle/10092/100139

De Houwer, A. (1990). The acquisition of two languages from birth: A case study.
Cambridge University Press.

De Houwer, A. 1999. “Environmental Factors in Early Bilingual Development: The Role of
Parental Beliefs and Attitudes.” In Bilingualism and Migration, edited by Guus Extra,
and Ludo Verhoeven, 75-96. Studies on Language Acquisition; 14. Berlin: Mouton de
Gruyter.

Denscombe, M. (2007). The good research guide: For small-scale social research projects

(3ed.). Maidenhead, England: Open University Press.

227


https://doi.org/10.1111/j.1467-1770.1992.tb01044.x
https://doi.org/10.1111/j.1467-8624.2007.01061

References

Dix, T., Stewart, A. D., Gershoff, E. T., & Day, W. H. (2007). Autonomy and children’s
reactions to being controlled: Evidence that both compliance and defiance may be
positive markers in early development. Child Development, 78(4), 1204-1221.

https://doi.org/10.1111/j.1467-8624.2007.01061.x

Dolitsky, M. (2000). Codeswitching in a child’s monologues. Journal of Pragmatics, 32,

1387-1403. https://doi.org/10.1016/S0378-2166(99)00105-8

Dore, J. (1978). Conditions for the acquisition of speech acts. In I. Markova (Ed.), The social

context of language. New York: Wiley.

Dore, J. (1979). Conversational acts and the acquisition of language. In E. Ochs & B. B.
Schieffelin (Eds.), Developmental pragmatics (pp. 339-361). New York: Academic Press.

Dwairy, M. (2010). Introduction to special section on cross-cultural research on parenting
and psychological adjustment of children. Journal of Child and Family Studies, 19(1),
1-7. DOI 10.1007/510826-009-9336-0

Dweik, B. (1998). Language loyalty among the Yemenites of Lackawanna/ New York. Al-
Balga’ Journal for Research and Studies.5 (2), 12-31.

https://www.researchgate.net/publication/279180266 Language Loyalty Among the

Yemenites of Lackawana-New York

Eisenstein, M. and Bodman, J. (1993) Expressing Gratitude in American English. In: Kasper,
G. and Blum-Kulka, S., Eds., Interlanguage Pragmatics, Oxford University Press,
Cary, 64-81.

Ellis, R. (1992). Learning to communicate in the classroom: A study of two language
learners’ requests. Studies in second language acquisition, 14(1), 1-23.
https://doi.org/10.1017/S0272263100010445

Ervin-Tripp, S. (1976). Is Sybil There? The Structure of Some American English Directives.
Language in Society, 5(1), 25-66. Retrieved February 1, 2020, from

http://www.jstor.org/stable/4166849

228


https://doi.org/10.1111/j.1467-8624.2007.01061.x
https://doi.org/10.1016/S0378-2166(99)00105-8
https://www.researchgate.net/publication/279180266_Language_Loyalty_Among_the_Yemenites_of_Lackawana-New_York
https://www.researchgate.net/publication/279180266_Language_Loyalty_Among_the_Yemenites_of_Lackawana-New_York
http://www.jstor.org/stable/4166849

References

Ervin-Tripp, S., Guo, J., & Lampert, M. (1990). Politeness and persuasion in children’s

control acts. Journal of pragmatics, 14(2), 307-331. https://doi.org/10.1016/0378-

2166(90)90085-R

Ervin-Tripp, S., & Reyes, 1. (2005). Child codeswitching and adult content contrasts.
International Journal of Bilingualism, 9(1), 85-102.
doi:10.1177/13670069050090010601

Eshreteh, M. K. (2017). A pragmatic analysis of diminutives in Palestinian society.
International Journal of Language Studies, 11(1), 45-62.
http://dspace.hebron.edu:80/xmlui/handle/123456789/59

Extra, G., & Verhoeven, L. (Eds.). (1999). Bilingualism and Migration. Berlin, Boston: De
Gruyter Mouton. doi: https://doi.org/10.1515/9783110807820

Faerch, C., & Kasper, G. (1984). Pragmatic knowledge: Rules and procedures. Applied

Linguistics, 5(3), 214-225. https://doi.org/10.1093/applin/5.3.214

Farahat, S. (2009). Politeness phenomena in Palestinian Arabic and Australian English: A
cross-cultural study of selected contemporary plays (Unpublished Doctoral
Dissertation). Australia, Melbourne: Australian Catholic University.
https://doi.org/10.4226/66/5a95ed9ac6801

Félix-Bradsefer, C. (2004). Interlanguage refusals: Linguistic politeness and length of
residence in the target community. Language Learning, 54(4), 587-653.
https://doi.org/10.1111/j.1467-9922.2004.00281.x

Ferguson, G.R. (2013) Language practices and language management in a UK Yemeni
community, Journal of Multilingual and Multicultural Development, 34:2, 121-135,
DOI: 10.1080/01434632.2012.724071

Fey, M. E. (1986). Language intervention with young children. San Diego, CA: College-Hill

Press.

229


https://doi.org/10.1016/0378-2166(90)90085-R
https://doi.org/10.1016/0378-2166(90)90085-R
https://doi.org/10.1093/applin/5.3.214

References

Fillmore, L. (1991). When learning a second language means losing the first. Early

Childhood Research Quarterly 6 (3), 323-346. https://doi.org/10.1016/S0885-

2006(05)80059-6

Fillmore, L. W. (2000). Loss of family languages: Should educators be concerned? Theory
into practice, 39(4), 203-210. DOI; 10.1207/515430421tip3904_3

Fishman, J. (1991). Reversing language shift: Theoretical and empirical foundations of
assistance to threatened languages. Clevedon: Multilingual Matters.

Fishman, J. A. (2004). Language maintenance, language shift, and reversing language shift.
In T. K.Bhatia & W. C. Ritchie (Eds.), The handbook of bilingualism (pp. 406-436).
Malden, MA: Blackwell.

Flores-Ferran, N., & Suh, S. (2015). A case study of a Korean-American family’s code-
switching during conflict-related interaction. Journal of Language Aggression and

Conflict, 3(2), 289-316. https://doi.org/10.1075/jlac.3.2.03flo

Flowerdew, J. (1990). Problems of speech act theory from an applied perspective. Language
Learning, 40 (1), 79-105. https://doi.org/10.1111/j.1467-1770.1990.tb00955.x

Fraser, B. (1983). The domain of pragmatics. In J. C. Richards & R. W. Schmidt (Eds.),
Language and communication (pp. 123-154). London: Longman.

Fukada, A., & Asato, N. (2004). Universal politeness theory: application to the use of
Japanese honorifics. Journal of Pragmatics, 36(11), 1991--2002.
https://doi.org/10.1016/j.pragma.2003.11.006

Gafaranga, J. (2005). Demythologising language alternation studies: Conversational structure
vs. social structure in bilingual interaction. Journal of pragmatics, 37(3), 281-300.DOI:

10.1016/j.pragma.2004.10.002

230


https://doi.org/10.1016/S0885-2006(05)80059-6
https://doi.org/10.1016/S0885-2006(05)80059-6
https://doi.org/10.1075/jlac.3.2.03flo

References

Gathercole, V (2007). Miami and North Wales, so far and yet so near A constructivist
account of morphosyntactic development in bilingual children. International Journal of
Bilingual Education and Bilingualism, 10(3), 224-247. DOI: 10.2167/beb442.0

Genesee, F., Boivin, I., & Nicoladis, E. (1996). Talking with strangers: A study of bilingual
children’s communicative competence. Applied psycholinguistics, 17(4), 427-442.
https://doi.org/10.1017/S0142716400008183

Genesee, F., Nicoladis, E., & Paradis, J. (1995). Language differentiation in early bilingual
development. Journal of child language, 22(3), 611-631.
d0i:10.1017/S0305000900009971

Genesee, F, Paradis, J, & Crago, M B. (2004). Dual language development & disorders: A
handbook on bilingualism & second language learning, vol 11: Paul H Brookes
Publishing.

Ghazzoul, N. (2019). Linguistic and Pragmatic Failure of Arab Learners in Direct Polite
Requests and Invitations: A Cross-cultural Study. Theory and Practice in Language
Studies, 9(2), 223-230. DOI: http://dx.doi.org/10.17507/tpls.0902.13

Girolametto, L., Weitzman, E., Lieshout, R. V., & Duff, D. (2000). Directiveness in
Teachers’ Language Input to Toddlers and Pre-schoolers in Day Care. Journal of
Speech, Language, and Hearing Research, 43 (5): 1101-1114.
doi:10.1044/jslhr.4305.1101.

Goffman, E. (1967). Interaction ritual: Essays on face-to-face behavior. Garden City, NY:
New York: Doubleday Anchor Books; Chicago, IL: Aldine.

Gogonas, N. (2012). Religion as a core value in language maintenance: Arabic speakers in
Greece. International Migration, 50(2), 113-129. doi:10.1111/j.1468-

2435.2010.00661.x

231



References

Gomaa, Y. A. (2011). Language maintenance and transmission: The case of Egyptian Arabic
in Durham, UK. International Journal of English Linguistics, 1(1), 46.
DOI:10.5539/ijel.vlnlp46

Goodrich, J. M., & Lonigan, C. J. (2018). Language-minority children’s sensitivity to the
semantic relations between words. Journal of Experimental Child Psychology, 167,
259-277. https://doi.org/10.1016/j.jecp.2017.11.001

Goodwin, M. (2006). Participation, affect, and trajectory in family directive/response
sequences, Text & Talk, 26(4-5), 515-543. doi:

Goodwin, M. H. (1990). He-said-she-said: Talk as social organization among black children.
Bloomington: Indiana University Press.

Goodz, N. (1989). Parental language mixing in bilingual families. Infant Mental Health

Journal, 10, 25-44. https://doi.org/10.1002/1097-0355(198921)10:1

Greene, K. J., Pefia, E. D., & Bedore, L. M. (2013). Lexical choice and language selection in
bilingual preschoolers. Child Language Teaching and Therapy, 29(1), 27-39.

https://doi.org/10.1177/0265659012459743

Grice, P. H. (1975). Logic and conversation. In P. Cole & J. Morgan (Eds.), Syntax and
semantics 3: Speech acts (pp. 41-58). New York: Academic Press.
Grosjean, F. (1989). Neurolinguists, beware! The bilingual is not two monolinguals in one

person. Brain and Language, 36, 3-15. https://doi.org/10.1016/0093-934X(89)90048-5

Grosjean, F. (2008). Studying bilinguals. Oxford: Oxford University Press.

Grosjean, F. (2013). Bilingualism: A short introduction. In Grosjean,F & Li, P (Eds.), The
psycholinguistics of bilingualism (pp. 5-21). Malden, MA & Oxford: Wiley-Blackwell.

Gross, M., & Kaushanskaya, M. (2015). Voluntary language switching in English-Spanish
bilingual children. Journal of Cognitive Psychology, 27(8), 992-1013.

https://doi.org/10.1080/20445911.2015.1074242

232


https://doi.org/10.1515/TEXT.2006.021
https://doi.org/10.1002/1097-0355(198921)10:1
https://doi.org/10.1177%2F0265659012459743
https://doi.org/10.1016/0093-934X(89)90048-5
https://doi.org/10.1080/20445911.2015.1074242

References

Gu, Y. (1990). Politeness phenomena in modern Chinese. Journal of Pragmatics, 14, 237-

257. https://doi.org/10.1016/0378-2166(90)90082-O

Guardado, M. (2002). Loss and maintenance of first language skills: Case studies of Hispanic
families in Vancouver. Canadian Modern Language Review, 58, 341 363. DOI:
10.3138/cmlr.58.3.341

Guardado, M & Becker, A (2014) ‘Glued to the family’: the role of familism in heritage
language development strategies. Language, Culture and Curriculum, 27:2, 163-181,
DOI: 10.1080/07908318.2014.912658

Guasti, M.T. (2002). Language acquisition: The growth of grammar. Cambridge, MA: MIT
Press.

Gumperz, J. (1982). Discourse strategies. Cambridge, England: Cambridge University Press.

Hacohen, A., & Schaeffer, J. (2007). Subject realization in early Hebrew/English bilingual
acquisition: The role of crosslinguistic influence. Bilingualism, 10(3), 333.
d0i:10.1017/S1366728907003100

Halle, T., & Shatz, M. (1994). Mothers’ social regulatory language to young children in
family settings. First Language, 14, 83-104.
https://doi.org/10.1177/014272379401404006

Hamdi, R., Ghazali, S., & Barkat-Defradas, M. (2005). Syllable structure in spoken Arabic: A
comparative investigation. Eurospeech - 9th European Conference on Speech
Communication and Technology, Lisbon, Portugal. hal-01740924f. Retrieved from
https://hal.archives-ouvertes.fr/hal-01740924/document

Hammer, S. C., Lawrence, F. R., & Miccio, A. W. (2008). Exposure to English before and
after entry into Head Start: Bilingual children's receptive language growth in Spanish
and English. International Journal of Bilingual Education and Bilingualism, 11(1), 30-

56. d0i:10.2167/beb376.0.

233


https://doi.org/10.1016/0378-2166(90)90082-O

References

Harlow, L. L. (1990). Do they mean what they say? Sociopragmatic competence and second
language learners. The Modern Language Journal, 74(3), 328-351.

https://doi.org/10.1111/j.1540-4781.1990.th01070.x

Hayashi, A. (2006). Japanese English bilingual children in three different educational
environments. In K. Kondo-Brown (Ed.), Heritage language development: Focus on
East Asian immigrants (pp. 145-171). Amsterdam: John Benjamins.

He, A. W. (2000). Grammatical and sequential organization of teachers’ directives.
Linguistics and Education, 11(2):119-140. ISSN: 0898-5898

Herring, P. (2016). Complete English grammar rules: Examples, exceptions, exercises &
everything you need to master proper grammar. Ireland: Farlex International.

Herkenrath, A. (2012). Receptive Multilingualism in an Immigrant Constellation: Examples
from Turkish—-German Children’s Language. International Journal of Bilingualism 16
(3): 287-314. d0i:10.1177/1367006911426463.

Hill, T. (1997). The development of pragmatic competence in an EFL context (Unpublished
doctoral dissertation). Tokyo: Temple University. Available from ProQuest
Dissertations & Theses Global. (304392872). Retrieved from

http://ezproxy.auckland.ac.nz/login?url=https://www-proquest

Hirsch, T., & Lee, J. S (2018). Understanding the complexities of transnational family
language policy, Journal of Multilingual and Multicultural Development, 39(10), 882-
894, DOI: 10.1080/01434632.2018.1454454

Hoff, E. (2018). Bilingual development in children of immigrant families. Child Development
Perspectives, 12(2), 80-86. DOI: 10.1111/cdep.12262

Holmes, J., Marra, M., & Vine, B. (2012). Politeness and impoliteness in ethnic varieties of
New Zealand English. Journal of Pragmatics, 44(9), 1063-1076.

https://doi.org/10.1016/j.pragma.2011.11.006

234


https://doi.org/10.1111/j.1540-4781.1990.tb01070.x
http://ezproxy.auckland.ac.nz/login?url=https://www-proquest

References

Hu, J., Torr, J., Degotardi, S., & Han, F. (2017). Educators’ use of commanding language to
direct infants’ behaviour: relationship to educators’ qualifications and implications for
language learning opportunities. Early Years, 39(2), 190-204.

Hu, J., Torr, J., & Whiteman, P. (2014). Australian Chinese parents’ language attitudes and
practices relating to their children’s bilingual development prior to school. Journal of
Early Childhood Research 12, 139-153. https://doi.org/10.1177/1476718X13515429

Hua, Z. (2008). Dueling Languages, Dueling Values: Codeswitching in Bilingual
Intergenerational Conflict Talk in Diasporic Families. Journal of Pragmatics 40: 1799—
1816. DOI: 10.1016/j.pragma.2008.02.007

Hulk, A., & Miiller, N. (2000). Bilingual first language acquisition at the interface between
syntax and pragmatics. Bilingualism: language and cognition, 3(3), 227-244. DOI:

https://doi.org/10.1017/S1366728900000353

Hurtado, A., & Vega, L. A. (2004). Shift happens: Spanish and English transmission between
parents and their children. Journal of social issues, 60(1), 137-155. doi:
10.1111/j.0022-4537.2004.00103.x

Huls, E., & van Wijk, C. (2012). The development of a directive repertoire in context: A case
study of a Dutch speaking young child. Journal of pragmatics, 44(1), 83-103.

https://doi.org/10.1016/j.pragma.2011.10.010

Hymes, D (1966). “Two types of linguistic relativity”. In Bright, W. (ed.). Sociolinguistics.
The Hague: Mouton.

Hyter, Y. D. (2007). Pragmatic language assessment: A pragmatics-as-social practice model.
Topics in Language Disorders, 27(2), 128-145. doi:

10.1097/01.TLD.0000269929.41751.6b

235


https://doi.org/10.1017/S1366728900000353
https://doi.org/10.1016/j.pragma.2011.10.010

References

Ide, S. (1989). Formal forms and discernment: Two neglected aspects of universals of
linguistic politeness. Multilingua-journal of cross-cultural and interlanguage
communication, 8(2-3), 223-248. https://doi.org/10.1515/mult.1989.8.2-3.223

Israel, M., & Hay, 1. (2006). Research ethics for social scientists. London, UK: Sage.

Jose, P.E. Sequentiality of speech acts in conversational structure. J Psycholinguist Res 17, 65—
88 (1988). https://doi.org/10.1007/BF01067181

Juan-Garau, M., & Perez-Vidal, C. (2001). Mixing and pragmatic parental strategies in early
bilingual acquisition. Journal of child language, 28(1), 59-86.
d0i:10.1017/S0305000900004591

Kadri, J (2009). Resettling the unsettled: the refugee journey of Arab Muslims to New
Zealand (Unpublished Doctoral dissertation). New Zealand, Auckland: Auckland

University of Technology. http://hdl.handle.net/10292/988

Kan, P. F., & Kohnert, K. (2005). Preschoolers Learning Hmong and English. Journal of
Speech, Language, and Hearing Research. 48 (2): 372—-383.d0i:10.1044/1092-
4388(2005/026).

Karidakis, M., & Arunachalam, D. (2016) Shift in the use of migrant community languages
in Australia, Journal of Multilingual and Multicultural Development, 37(1), 1-22, DOI:
10.1080/01434632.2015.1023808

Kasper, G., & Dahl, M. (1991). Research methods in interlanguage pragmatics. Studies in
Studies in Second Language Acquisition, 13, 21547

Kasper, G. (1992). Pragmatic transfer. Second Language Research, 8(3), 203-231.

https://doi.org/10.1177/026765839200800303

Kasper, G. (1997). Can pragmatic competence be taught? Honolulu: University of Hawai’i,
Second Language Teaching & Curriculum Center. Retrieved September 14, 2020. from

the World Wide Web: http://www.nflrc.hawaii.edu/NetWorks/NWO06/

236


http://hdl.handle.net/10292/988
https://doi.org/10.1177/026765839200800303
http://www.nflrc.hawaii.edu/NetWorks/NW06/

References

Kasper, G., & Rose, K. R. (2002). Pragmatic development in a second language. Michigan:
Blackwell.

Kecskes, 1., & Papp, T. (2000). Foreign language and mother tongue. Mahwah, NJ:
Lawrence

Kenny, S., Mansouri, F., & Spratt, P. (2005). Arabic communities and well-being: supports
and barriers to social connectedness. Geelong, The Centre for Citizenship and Human
Rights, Deakin University. Retrieved June, 15, 2019 from
https://www.deakin.edu.au/__data/assets/pdf file/0014/232016/VICHEALTH-report-
FINAL-print2.pdf

Kent, A. (2012). Compliance, resistance and incipient compliance when responding to
directives. Discourse Studies, 14(6), 711-730. DOI: 10.1177/1461445612457485.

Khamis-Dakwar, R., & Khattab, G. (2014). Cultural and linguistic considerations in language
assessment and intervention for Levantine Arabic speaking children. Perspectives on
Communication Disorders and Sciences in Culturally and Linguistically Diverse
Populations, 21(3), 78. doi:10.1044/cds21.3.78

Kidwell, M. (2006). ‘Calm down!” The role of gaze in the interactional management of
hysteria by the police. Discourse Studies, 8, 745-770. doi:10.1177/1461445606069328.

King, K.A. (2000). Language ideologies and heritage language education. International
Journal of Bilingual Education and Bilingualism, 3 (3), 167-184.

https://doi.org/10.1080/13670050008667705

King, K. A., Fogle, L. W., & Logan-Terry, A. (2008). Family Language Policy. Language

and Linguistics Compass, 2 (5), 907-915. https://doi.org/10.1111/j.1749-

818X.2008.00076.x

237


https://doi.org/10.1080/13670050008667705
https://doi.org/10.1111/j.1749-818X.2008.00076.x
https://doi.org/10.1111/j.1749-818X.2008.00076.x

References

Kohnert K. (2010). Bilingual children with primary language impairment: issues, evidence
and implications for clinical actions. Journal of communication disorders, 43(6), 456
473. https://doi.org/10.1016/j.jcomdis.2010.02.002

Kohnert, K. (2013). Language Disorders in Bilingual Children and Adults (Second.). San
Diego, CA: Plural Publishing.

Kong, K. C. (1998). Politeness of service encounters in Hong Kong. Pragmatics, 8(4), 555-

575. https://doi.org/10.1075/prag.8.4.04kon

Koppe, R., & Meisel, J.M. (1995). Code-switching in bilingual first language acquisition. In
L. Milroy, & P. Muysken (Eds.), One speaker, two languages: Cross—disciplinary
perspectives on code-switching (pp. 276-301). Cambridge, UK: Cambridge University
Press.

Kdppe, R. (1996). Language differentiation in bilingual children: The development of
grammatical and pragmatic competence. Linguistics, 34(5), 927-954.
DOI:10.1515/ling.1996.34.5.927

Lakoff, R. (1975). Language and Woman's Place. New York: Harper and Row.

Lakoff, R. (1977). What you can do with words: Politeness, pragmatics and performatives.
In Proceedings of the Texas conference on performatives, presuppositions and

implicatures (pp. 79-106). Retrieved September 14, 2020, from

Lambert, W.E. & Taylor, D.M. (1996). Language in the Lives of Ethnic Minorities: Cuban
American Families in Miami. Applied Linguistics, 17(4), 477-500.

https://doi.org/10.1093/applin/17.4.477

Lanza, E. (1997). Language mixing in infant bilingualism: A sociolinguistic perspective.

Oxford University Press.

238


https://doi.org/10.1075/prag.8.4.04kon
https://files.eric.ed.gov/fulltext/ED140617.pdf#page=94
https://doi.org/10.1093/applin/17.4.477

References

Lasswell, H. D. (1948). The structure and function of communication in society. The

communication of ideas, 37(1), 136-139. https://marketing-course.ru/wp-

content/uploads/2018/11/Lasswell.pdf

Lee, C. (2010). An exploratory study of the interlanguage pragmatic comprehension of young
learners of English. Pragmatics, 20(3), 343-373. DOI: 10.1075/prag.20.3.03lee

Leech, G. (1983). Principles of pragmatics. London and New York: Longman.

Leuner, B. (2008). Migration, Multiculturalism and Language Maintenance in Australia.
Polish Migration to Melbourne in the 1980s. Bern: Peter Lang

Levinson, S. C. (1983). Pragmatics. Cambridge, UK: Cambridge University Press.

Lincoln, Y., & Guba, E. (2000). Paradigmatic controversies, contradictions, and emerging
confluences. In N. K. Denzin & Y. S. Lincoln (Eds.), Handbook of qualitative research
(2 ed., pp. 163-188). Thousand Oaks, CA: Sage.

Lipka, M. (2017) Muslims and Islam: Key findings in the U.S. and around the world.

Retrieved March 17, 2019, from http://www.pewresearch.org/fact-

tank/2017/08/09/muslims-and-islam-key-findings-in-the-u-s-and-around-the-world/

Mackey, W. (2000). The description of bilingualism. In W. Li (Ed.), The bilingualism reader
(pp. 26-54). London: Routledge.

Macleod, A. A., Fabiano-Smith, L., Boegner-Page, S., & Fontolliet, S. (2013). Simultaneous
bilingual language acquisition: The role of parental input on receptive vocabulary
development. Child Language Teaching and Therapy, 29(1), 131-142.
doi:10.1177/0265659012466862

Marshall, C., & Rossman, G. B. (1989). Designing qualitative research. Sage publications.
Newbury Park, California.

MacSwan, J. (1999). A minimalist approach to intrasentential code switching. New York:

Garland.

239


https://marketing-course.ru/wp-content/uploads/2018/11/Lasswell.pdf
https://marketing-course.ru/wp-content/uploads/2018/11/Lasswell.pdf
http://www.pewresearch.org/fact-tank/2017/08/09/muslims-and-islam-key-findings-in-the-u-s-and-around-the-world/
http://www.pewresearch.org/fact-tank/2017/08/09/muslims-and-islam-key-findings-in-the-u-s-and-around-the-world/

References

Mann, S. (2010). A critical review of qualitative interviews in applied linguistics. Applied

linguistics, 32(1), 6-24. https://doi-org.ezproxy.auckland.ac.nz/10.1093/applin/amg043
Mao, R. (1994). Beyond politeness theory: “face” revisited and renewed. Journal of

Pragmatics, 21(5), 451--486. https://doi.org/10.1016/0378-2166(94)90025-6

Matheson, A. S., & Shriver, M. D. (2005). Training teachers to give effective commands:
Effects on student compliance and academic behaviors. School Psychology Review,
34(2), 202-219. doi:10.1080/02796015.2005.12086283

Matsumoto, Y. (1989) Politeness and conversational universals—observations from Japanese.
Multilingual-Journal of Cross-Cultural and Interlanguage Communication, 8 (2-3), pp.

207-222. http://dx.doi.org/10.1515/mult.1989.8.2-3.207

Masaki, Y. (2004). Critique of JL Austin’s speech act theory: Decentralization of the speaker-
centered meaning in communication. Kyushu Communication Studies, 2, 27-43.

http://www.caj1971.com/~kyushu/KCS 02 Yoshitake.pdf

McClure, E. (1981). “Formal and functional aspects of the codeswitched discourse of
bilingual children”. In R.P. Duran (ed.), Latino language and communicative
behaviour. New Jersey: ABLEX, 69-94.

Meisel, J. M. (1994). Code-switching in young bilingual children. Studies in second language
acquisition, 16, 413—439. doi:10.1017/S0272263100013449

Merino, B. J. (1983). Language loss in bilingual Chicano children. Journal of Applied

Development Psychology, 10, 477-494. https://doi.org/10.1016/0193-3973(83)90023-0

Mesthrie, R. (2013). Fieldwork in migrant and diasporic communities. In C. Mallinson, B.
Childs & . G Van Herk (Ed.), Data collection in sociolinguistics: Methods and
applications . London and New York: Routledge.

Ministry of Education. (2013). International students’ enrolments in New Zealand 2006-

2012. Retrieved October 5, 2013, from

240


https://doi-org.ezproxy.auckland.ac.nz/10.1093/applin/amq043
https://doi.org/10.1016/0378-2166(94)90025-6
http://dx.doi.org/10.1515/mult.1989.8.2-3.207
http://www.caj1971.com/~kyushu/KCS_02_Yoshitake.pdf
https://doi.org/10.1016/0193-3973(83)90023-0

References

http://www.educationcounts.govt.nz/__data/assets/pdf_file/0012/115050/E nrolments-
of-international-students-2006-2012.pdf.

Ministry of Education. (2016). International students’ enrolments in New Zealand. Retrieved
from http://www.educationcounts.govt.nz/__data/assets/pdf file/0012/115050/E
nrolments-of-international-students-2016.pdf.

Ministry of Education. (2017). Te whariki: He whariki matauranga mé nga mokopuna o Aotearoa:
Early childhood curriculum. Retrieved from https://education.govt.nz/assets/Documents/Early-
Childhood/ELS-Te-Whariki-Early-Childhood-CurriculumENG-Web.pdf

Mintz, S. W., & Price, R. (1992). The birth of African American culture: An anthropological
perspective. Boston: Beacon Press.

Moch, S. D., & Gates, M. F. (2000). The researcher experience in qualitative research.
Thousand Oaks, CA: SAGE

Montrul, S. A. (2012). Is the heritage language like a second language? Eurosla Yearbook,

12(1), 1-29. DOI: https://doi.org/10.1075/eurosla.12.03mon

Montrul, S. (2013). Bilingualism and the heritage language speaker. In W. Ritchie, & T.
Bhatia (Eds.), The handbook of bilingualism (pp. 174-189). Malden, MA: Wiley-
Blackwell.

Moore, E. (2013). “Children Are All Looking at You”: Child socialization, directive
trajectories and affective stances in a Russian preschool. Pragmatics and Society, 4(3),
317-344. DOI:

Morales, P.Z. (2015). Transnational practices and language maintenance: Spanish and
Zapoteco in California. Children’s Geographies. DOI:
10.1080/14733285.2015.1057552.

Morkus, N. (2014). Refusals in Egyptian Arabic and American English. Journal of

Pragmatics, 70, 86-107.

241


https://doi.org/10.1075/eurosla.12.03mon
https://doi.org/10.1075/ps.4.3.03moo
https://doi.org/10.1016/j.pragma.2014.06.001

References

Myers-Scotton, C. and Ury, W. (1977). Bilingual strategies: The social functions of code
switching. Linguistic Code-switching, 193: 5-20.
https://doi.org/10.1515/ling.1977.15.193.5

Myers-Scotton, C. (1993). Common and uncommon ground: Social and structural factors in
code-switching. Language in Society, 22: 475-503. doi:10.1017/S0047404500017449

Nelson, G. L., Carson, J., Al Batal, M.& EIl Bakary, W. (2002). “Cross-cultural pragmatics:
strategy use in Egyptian Arabic and American English refusals”. Applied
Linguistics, 23(2), 163-189. DOI: 10.1093/applin/23.2.163

New Zealand Immigration. (2017). Refugee Quota Branch Arrival Statistics from (2007-08).
Retrieved from https://www.immigration.govt.nz/documents/statistics/statistics-
refugee-quota-arrivals.

New Zealand Immigration. (2017). Statistics. Retrieved October 29, 2018, from
https://www.immigration.govt.nz/about-us/research-and-statistics/statistics

New Zealand Parliament. (2008). Immigration chronology: selected events 1840-2008
Retrieved October 3, 2018, from https://www.parliament.nz/en/pb/research-
papers/document/00PLSocRP08011/immigration-chronology-selected-events-1840-
2008#_Toc196101768

Nicoladis, E., & Genesee, F. (1997). Language development in preschool bilingual children.
Journal of Speech-Language Pathology and Audiology, 21, 258-270. ISSN 0848-1970

Ochs, E. (1979). Transcription as theory. In E. Ochs & B. Schiefflin (Eds.), Developmental
pragmatics (pp. 43-72). New York: Academic P.

O’Grady, W. (1997). Syntactic development. Chicago: University of Chicago Press.

Olshtain, E., & Cohen, A. (1989). Speech act behavior across languages. In H. W. Dechert &

M. Raupach (Eds.). Transfer in language production (pp. 53-67). Norwood, NJ: Ablex.

242



References

Olson, D. R. (1980). Some social aspects of meaning in oral and written language. In D.
Olson (ed.), The Social Foundations of Language (pp 90-101), New York: Norton.

Orange, C. (1997). The treaty of Waitangi. Wellington: Bridget Williams Books.

Owen, D. J., Slep, A. M., & Heyman, R. E. (2012). The effect of praise, positive nonverbal
response, reprimand, and negative nonverbal response on child compliance: A
systematic review. Clinical child and family psychology review, 15(4), 364-385.

https://doi.org/10.1007/s10567-012-0120-0

Pacini-Ketchabaw, V., & Armstrong de Almeida, A. E. (2006). Language Discourses and
Ideologies at the Heart of Early Childhood Education. International Journal of
Bilingual Education and Bilingualism 9 (3): 310-341.
doi:10.1080/13670050608668652.

Parker, C., Scott, S., & Geddes, A. (2019). Snowball Sampling. In P. Atkinson, S. Delamont,
A. Cernat, J.W. Sakshaug, & R.A. Williams (Eds.), SAGE Research Methods
Foundations. https://www.doi.org/10.4135/9781526421036831710

Pan, B. A. (1995). Code negotiation in bilingual families: ‘“My body starts speaking
English’. Journal of Multilingual & Multicultural Development, 16(4), 315-327.

https://doi.org/10.1080/01434632.1995.9994610

Parada, N (2013). Sibling Variation and Family Language Policy: The Role of Birth Order in
the Spanish Proficiency and First Names of Second-Generation Latinos, Journal of
Language, ldentity & Education, 12:5, 299-320, DOI: 10.1080/15348458.2013.835572

Paradis, J. (2011). Individual differences in child English second language acquisition:
Comparing child-internal and child-external factors. Linguistic Approaches to
Bilingualism. 1:3, 213-237. DOI: https://doi-

org.ezproxy.auckland.ac.nz/10.1075/lab.1.3.01par

243


https://doi.org/10.1007/s10567-012-0120-0
https://doi.org/10.1080/01434632.1995.9994610

References

Paradis, J., & Navarro, S. (2003). Subject realization and crosslinguistic interference in the
bilingual acquisition of Spanish and English: What is the role of the input? Journal of
Child Language.30, 371-393. DOI: 10.1017/S0305000903005609

Pearson, B. Z. (2007). Social factors in childhood bilingualism in the United States. Applied
Psycholinguistics, 28(03), 399—410. doi:10.1017/S014271640707021X

Piller, I. & Pavlenko, A. (2004). Bilingualism and gender. In: T. Bhatia & W. Ritchie (Eds.)
Handbook of Bilingualism (pp. 489-511). Oxford: Blackwell.

Pizziconi, B. (2003). Re-examining politeness, face and the Japanese language. Journal of

Pragmatics, 35(10/11), 1471--1506. https://doi.org/10.1016/S0378-2166(02)00200-X

Portes, A., & Hao, L. (2002). The price of uniformity: language, family and personality
adjustment in the immigrant second generation. Ethnic and Racial Studies, 25 (6), 889-

912. https://doi.org/10.1080/0141987022000009368

Prevoo, M. J., Mesman, J., Van ljzendoorn, M. H., & Pieper, S. (2011). Bilingual toddlers
reap the language they sow: ethnic minority toddlers’ childcare attendance increases
maternal host language use. Journal of Multilingual and Multicultural Development,
32(6), 561-576.

Redlinger, W. E., & Park, T. Z. (1980). Language mixing in young bilinguals. Journal of
Child Language, 7, 337-352. doi:10.1017/S030500090000266X

Reyes, 1. (2004). Functions of code switching in schoolchildren’s conversations. Bilingual

Research Journal, 28(1), 77-98. https://doi.org/10.1080/15235882.2004.10162613

Ribot, K. M., & Hoff, E. (2014). “; Cémo estas?” “I’'m good.” Conversational code-
switching is related to profiles of expressive and receptive proficiency in Spanish-
English bilingual toddlers. International journal of behavioral development, 38(4), 333-
341. d0i.10.1177/0165025414533225

Richards, K. (2003). Qualitative inquiry in TESOL. NY: Macmillan.

244


https://doi.org/10.1016/S0378-2166(02)00200-X
https://doi.org/10.1080/0141987022000009368
https://doi.org/10.1080/15235882.2004.10162613

References

Riley, P. (1989). Well don’t blame me!: On the interpretation of pragmatic errors. In W.
Olesky (Ed.), Contrastive pragmatics (pp. 231-249). Philadelphia: John Benjamins.

Romaine, S. 1994. Language in Society: An Introduction to Sociolinguistics. Oxford
University Press.

Rosaldo, M. (1982). The Things We Do with Words: llongot Speech Acts and Speech Act
Theory in Philosophy. Language in Society, 11(2), 203-237. Retrieved February 1,

2020, from http://www.jstor.org/stable/4167311

Rose, K. R. (2000). An exploratory cross-sectional study of interlanguage pragmatic
development. Studies in second language acquisition, 22(1), 27-67.

https://doi.org/10.1017/S0272263100001029

Rose, K. R. (2009) Interlanguage pragmatic development in Hong Kong, phase 2. Journal of
Pragmatics 4: 2345-2364. https://doi.org/10.1016/j.pragma.2009.04.002

Said, F., & Zhu, H. (2017). “No, no Maama! Say ‘Shaatir ya Ouledee Shaatir’!” Children’s
agency in language use and socialisation. International Journal of Bilingualism, 23(3),

771-785. https://doi.org/10.1177/1367006916684919

Saunders, G. (1988). Bilingual children: From birth to teens. Clevedon, UK: Multilingual
Matters.
Sawyer, K. R. (1993). The pragmatics of play: interactional strategies during children’s

pretend play. Pragmatics, 3(3), 259-282. DOI: https://doi.org/10.1075/prag.3.3.01saw

Schegloff, E.A. (1984). On some questions and ambiguities in conversation. In J.M. Atkinson
& J. Heritage (Eds.), Structures of Social Action, (pp.28-52). Cambridge: Cambridge
University Press.

Schneider, K. P. (2012). Appropriate behaviour across varieties of English. Journal of

Pragmatics, 44(9), 1022-1037. https://doi.org/10.1016/j.pragma.2011.09.015

Scollon, R., & Scollon, S. W. (2001). Intercultural communication: A discourse approach

245


http://www.jstor.org/stable/4167311
https://doi.org/10.1017/S0272263100001029
https://doi.org/10.1177/1367006916684919
https://doi.org/10.1075/prag.3.3.01saw
https://doi.org/10.1016/j.pragma.2011.09.015

References

(2nd ed.). Oxford: Blackwell.

Searle, J. R. (1969). Speech Acts. Cambridge: Cambridge University Press.

Searle, J.R. (1975) Indirect Speech Acts. In P. Cole and J. Morgan (eds.), Syntax and
Semantics 3: Speech acts. New York: Academic Press, pp. 59-82. DOI:

https://doi.org/10.1163/9789004368811_004

Searle, J. (1976). A Classification of Illocutionary Acts. Language in Society, 5(1), 1-23.
Retrieved February 1, 2021, from http://www.jstor.org/stable/4166848

Serratrice, L., Sorace, A., & Paoli, S. (2004). Crosslinguistic influence at the syntax-
pragmatics interface: Subjects and objects in English-Italian bilingual and monolingual
acquisition. Bilingualism, 7(3), 183.

Sharifzadeh, V.-S. (1998). Families with Middle Eastern roots. In E. W. Lynch & M. J.
Hanson (Eds.), Developing cross-cultural competence: a guide for working with
children and their families. Baltimore: Brookes. pp. 441-478.

Shepard, W (2006). New Zealand Muslims and their Organisations, New Zealand Journal of
Asian Studies, 8(2), pp. 8-44.

Sinclair, J. M., & Coulthard, M. (1975). Towards an analysis of discourse: The English used
by teachers and pupils. Oxford University Press, USA.

Slavkov, N. (2017). Family language policy and school language choice: pathways to

bilingualism and multilingualism in a Canadian context. International Journal of

Multilingualism, 14(4), 378-400. http://dx.doi.org/10.1080/14790718.2016.1229319
Smolak, E., de Anda S, Enriquez B, Poulin-Dubois D, Friend M (2020). Code-switching in
young bilingual toddlers: A longitudinal, cross-language investigation. Bilingualism:

Language and Cognition 23, 500-518. https://doi.org/10.1017/ S1366728919000257

Snyder, W. (2007). Child language: The parametric approach. Oxford, UK: Oxford

University Press.

246


https://doi.org/10.1163/9789004368811_004
http://dx.doi.org/10.1080/14790718.2016.1229319
https://doi.org/10.1017/

References

Sorace, A., & Serratrice, L. (2009). Internal and external interfaces in bilingual language
development: Beyond structural overlap. International Journal of Bilingualism, 13(2),
195-210.

Spolsky, B. (2007). Towards a theory of language policy. Working Papers in Educational
22(1), 1-14.

Statistics New Zealand (2013). 2013 Census ethnic group profiles: Arab. Retrieved October

29, 2018, from http://archive.stats.govt.nz/Census/2013-census/profile-and-summary-

reports/ethnic-profiles.aspx?request value=24763&parent id=24761&tabname=

Statistics New Zealand (2018). Ethnicity. Retrieved November 10, 2019, from

https://www.stats.govt.nz/topics/ethnicity

Surrain, S (2018): ‘Spanish at home, English at school’: how perceptions of bilingualism
shape family language policies among Spanish-speaking parents of preschoolers,
International Journal of Bilingual Education and Bilingualism, DOI:
10.1080/13670050.2018.1546666

Taeschner, T. (1983). The sun is feminine: A study on language acquisition in bilingual
children (Vol. 13). Springer Science & Business Media.

Tagoilelagi-LeotaGlynn, F. A., McNaughton, S., MacDonald, S., & Farry, S. (2005).
Bilingual and biliteracy development over the transition to school. International
Journal of Bilingual Education and Bilingualism, 8(5), 455-
479.d0i:10.1080/13670050508668624.

Takahashi, T., & Beebe, L. M. (1993). Cross-linguistics influence in the speech act of
correction. In G. Kasper & S. Blum-Kulka (Eds.), Interlanguage pragmatics (pp. 138-

157). New York: Oxford University Press

247


http://archive.stats.govt.nz/Census/2013-census/profile-and-summary-reports/ethnic-profiles.aspx?request_value=24763&parent_id=24761&tabname=
http://archive.stats.govt.nz/Census/2013-census/profile-and-summary-reports/ethnic-profiles.aspx?request_value=24763&parent_id=24761&tabname=
https://www.stats.govt.nz/topics/ethnicity

References

Tannenbaum, M (2003) The Multifaceted Aspects of Language Maintenance: A New
Measure for its Assessment in Immigrant Families, International Journal of Bilingual
Education and Bilingualism, 6:5, 374-393, DOI: 10.1080/13670050308667792

Tannenbaum, M (2012) Family language policy as a form of coping or defence mechanism,
Journal of Multilingual and Multicultural Development, 33:1, 57-66,
DOI:10.1080/01434632.2011.638074

Tawalbeh, A. & Al-Oqaily, E. (2012). In-directness and politeness in American English and
Saudi Arabic requests: A cross-cultural comparison. Asian Social Science, 8 (10), 85-
98. DOI: 10.5539/ass.v8n10p85

TE ARA. (n.d.). Story: History of immigration. Retrieved October 3, 2019, from
https://teara.govt.nz/en/history-of-immigration/page-17

Thomas, J. (1983). Cross-cultural pragmatic failure. Applied Linguistics, 4, 91-112.

https://doi.org/10.1093/applin/4.2.91

Thomas, J. (1995). Meaning in Interaction: An Introduction to Pragmatics. London:
Longman.

Turjoman, M. (2017). Language maintenance and core values among second generation
Arabs in the USA. International Journal of Applied Linguistics and English Literature,
6(3), 94-100. DOI: http://dx.doi.org/10.7575/aiac.ijalel.v.6n.3p.94

Valde’s, G., & Figueroa, R.A. (1994). Bilingualism and Testing: A Special Case of Bias.
Norwood, NJ: Ablex.

van Gelderen, E., & MacSwan, J. (2008). Interface conditions and code-switching: Pronouns,
lexical DPs, and checking theory. Lingua, 118, 765-776.

doi:10.1016/j.lingua.2007.05.003

248


https://doi.org/10.1093/applin/4.2.91

References

Veitch, J &Tinawi, D. (2005), Middle Eastern peoples - Assimilation and recent arrivals,
Retrieved October 3, 2018, from http://www.TeAra.govt.nz/en/middle-eastern-
peoples/page-2

Verdon, S., McLeod, S., & Winsler, A. (2014). Language diversity, use, maintenance, and
loss in a population study of young Australian children. Early Childhood Research
Quarterly, doi:10.1016/j.ecresq.2013.12.003

Vihman, M. M. (1985). Language differentiation by the bilingual infant. Journal of child

language, 12(2), 297-324. DOI: https://doi.org/10.1017/S0305000900006450

Vine, B. (2009). Directives at work: Exploring the contextual complexity of workplace
directives. Journal of Pragmatics, 41(7), 1395-1405. doi:10.1016/j.pragma.2009.03.001

Visona, M. W., & Plonsky, L. (2020). Arabic as a heritage language: A scoping review.
International Journal of Bilingualism, 24(4), 599-615.

https://doi.org/10.1177/1367006919849110

Volterra, V., & Taeschner, T. (1978). The acquisition and development of language by
bilingual children. Journal of Child Language, 5(2), 311-326.

https://doi.org/10.1017/S0305000900007492

Vu, J. A, Bailey, A. L., & Howes, C. (2010). Early cases of code-switching in Mexican-
heritage children: Linguistic and sociopragmatic considerations. Bilingual Research
Journal, 33(2), 200-219., DOI: 10.1080/15235882.2010.502798

Waring, H. Z., & Hruska, B. L. (2012). Problematic directives in pedagogical interaction.
Linguistics and Education, 23(3), 289-300.

Wang, W. (2019). Code-switching and its role in language socialization. International
Journal of Bilingual Education and Bilingualism, 22(7), 787-800. DOI:
10.1080/13670050.2017.1313809

Watts, R. J. (2003). Politeness. UK: Cambridge University Press.

249


https://doi.org/10.1017/S0305000900006450
https://doi.org/10.1177/1367006919849110
https://doi.org/10.1017/S0305000900007492
https://doi.org/10.1016/j.linged.2012.06.002

References

Wei, L., & Milroy, L. (1995). Conversational code-switching in a Chinese community in
Britain: A sequential analysis. Journal of Pragmatics, 23(3), 281-299.
https://doi.org/10.1016/0378-2166(94)00026-B

Wei, L., & Hua, Z. (2010). Voices from the diaspora: Changing hierarchies and dynamics of
Chinese multilingualism. International Journal of the Sociology of Language,

2010(205), 155-171. DOI: https://doi-org.ezproxy.auckland.ac.nz/10.1515/ijsl.2010.043

Westhy, C. (1991). Learning to talk, talking to learn: Oral- literate language differences. In
C. S. Simon (Ed.), Communication skills and classroom success: Assessment and
therapy methodologies for language learning disabled students (pp. 334-357). Eau
Claire, WI: Thinking Publications.

Wierzbicka, A. (1985) Different cultures, different languages, different speech acts: Polish

vs. English. Journal of Pragmatics, 9 (2), pp. 145-178. https://doi.org/10.1016/0378-

2166(85)90023-2

Wierzbicka, A. (1991). Cross-cultural Pragmatics. The Semantics of Human Interaction.
Mouton de Gruyter, Berlin and New York.
Wingard, L. (2006). Parents’ inquiries about homework: The first mention, Text &

Talk, 26(4-5), 573-596. doi: https://doi.org/10.1515/TEXT.2006.023

Winsler, A., Diaz, R. M., Espinosa, L., & RodrAguez, J. L. (1999). When learning a second
language does not mean losing the first: Bilingual language development in low-
income, Spanish-speaking children attending bilingual preschool. Child development,
70(2), 349-362 d0i:10.1111/1467-8624.t01-1-00026.

Wolfson N. (1989). The Social Dynamics of Native and Nonnative Variation in
Complimenting Behavior. In: Eisenstein M.R. (eds) The Dynamic Interlanguage.
Topics in Language and Linguistics. Springer, Boston, MA.

https://doi.org/10.1007/978-1-4899-0900-8_14

250


https://doi-org.ezproxy.auckland.ac.nz/10.1515/ijsl.2010.043
https://doi.org/10.1016/0378-2166(85)90023-2
https://doi.org/10.1016/0378-2166(85)90023-2
https://doi.org/10.1515/TEXT.2006.023
https://doi.org/10.1007/978-1-4899-0900-8_14

References

Wootton, A. J. (2007). A Puzzle About Please: Repair, Increments, and Related Matters in
the Speech of a Young Child. Research on Language and Social Interaction, 40(2&3),
171-198. DOI: 10.1080/08351810701354623

Yazan, B., & Ali, I. (2018) Family Language Policies in a Libyan Immigrant Family in the
U.S.: Language and Religious Identity. Heritage Language Journal, 15(3), 369-387.

https://doi.org/10.46538/hlj.15.3.5

Yow, W. Q., Tan, J. S., & Flynn, S. (2018). Code-switching as a marker of linguistic
competence in bilingual children. Bilingualism: Language and Cognition, 21(5), 1075-
1090. doi:10.1017/S1366728917000335

Yu, S. (2010). How much does parental language behaviour reflect their language beliefs in
language maintenance? Journal of Asian Pacific Communication, 20(1), 1-22. DOI:
https://doi.org/10.1075/japc.20.1.01yu

Yule, G. (1996). Pragmatics. Oxford: Oxford University Press.

Yule, G. (2010). The study of language (4th ed.). Cambridge, UK: Cambridge University
Press.

Zentella, A. C. (1997). Latino Youth at Home, in their Communities, and in School: The
Language Link. Education and Urban Society, 30(1), 122-130.
https://doi.org/10.1177/0013124597030001008

Zhang, D., & Slaughter-Defoe, D.T. (2009). Language attitudes and heritage language
maintenance among Chinese immigrant families in the USA. Language, Culture and

Curriculum, 22(2), 77-93. https://doi.org/10.1080/07908310902935940

251


https://doi.org/10.46538/hlj.15.3.5
https://doi.org/10.1080/07908310902935940



