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Abstract 

 

Taiwan is populated by a multilingual community consisting of five major ethnic groups: 

Holo, Hakka, Mainlanders, Taiwanese aborigines and Taiwanese new immigrants. 

However, historic Mandarin-centric laws and policies detrimentally affected the identities 

and inheritance of local languages and cultures for almost four decades. This changed 

drastically, when Taiwan began to embrace two key emancipatory concepts after the 

abolition of Mandarin-centric rule: democratisation and the ‘Taiwanisation’ of language 

policy. 

Taiwanese adult learners have a number of perceptual uncertainties regarding their 

bilingual and multilingual repertoire in Taiwan’s complex socio-political, cultural and 

linguistic context.   The purpose of this thesis, therefore, is to explore how participants 

perceive linguistic value and culture, and how this perception has an influence on self-

identity throughout the process of learning languages, while also giving due consideration 

to the symbolic power of language and language hierarchy. 

 

This thesis is embedded within a Bourdieusian inspired framework, in which the analysis 

focuses on how concepts such as cultural capital, cultural reproduction, habitus and field, 

social class, symbolic power, and the linguistic market all influence participants’ linguistic 

identity and selves. Twenty one adult participants with different language learning 

experience were recruited. The participants were Taiwanese adults who were proficient in 

at least three of the following languages: Taiwanese heritage language, Mandarin, English 

or another foreign language. Data was collected through semi-structured, in-depth 

interviews, with findings arrived at through thematic analysis.  

 

This thesis uncovered four findings:  

(1) Participants internalised perceptions of language status regarding their bi/multilingual 

linguistic capitals influence their linguistic identity and the construction of their 

subjective-selves.  

(2) Participants’ selves oscillate dynamically due to continuous changes to their societal 

contexts, and their personal resilience, persistence and self-confidence.  
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(3) Successful language acquisition is impacted by six interdependent factors: motivation; 

learning experience and confidence; curriculum and learning environment; linguistic 

identity; social norms; persistence and resilience.  

(4) Code switching between Mandarin, heritage languages and English is part of 

participants’ linguistic habitus. 

 

These findings may not only help provide guidance to others who wish to become 

multilingual learners, but will also contribute to educational research by shedding light on 

the dynamic and intertwined state of language on one’s identity. In other words, one’s 

personal interpretation of the relationship between language and identity is in constant 

flux. Therefore, labelling people based solely on their original ethnicity or by the language 

they speak, might result in a misleading representation of one’s true self-identity. 
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Chapter 1   

Introduction 

 

             I have a multilingual repertoire, but I am still a bilingual person. (by the author) 

 

1.1. Introduction 

To communicate with each other, human beings use verbal and nonverbal languages to 

convey messages and transmit culture in society (Keblusek et al., 2017). When people 

acquire languages, they not only focus on the languages themselves, but also 

simultaneously learn about the norms and cultures within languages. This circumstance 

leads to languages that are not only necessary for life but are also the carrier of culture. 

Individual language and culture should be regarded as having equal status (Palviainen and 

Bergroth, 2018). However, in the real world, a dominant language and its culture mean 

that less dominant languages are accorded lower status within one’s social structure. In 

accordance with Bourdieu’s cultural reproduction, several researchers comment on 

Taiwan’s complex socio-political, cultural and linguistic hierarchy by revealing that 

Taiwanese citizens have a number of perceptual uncertainties and ambivalent attitudes 

towards their heritage language repertoire because of a primarily Mandarin-centric social 

discourse and English being broadly perceived as a valuable international language 

(Dupré, 2014; Sandel et al., 2006; Scott and Tiun, 2007). In accordance with this 

phenomenon of language hierarchy, I will present four overarching themes of this study: 

purpose of study; the context of Taiwanese ethnolinguistic history; research questions; 

thesis outline; and in the following sections.   

 

1.1.1. Purpose of study 

The aforementioned phenomenon of language hierarchy leads me to further uncover how 

Taiwanese adult participants perceive linguistic value and culture, and how this perception 

has an influence on self-identity throughout the process of learning Taiwanese heritage 

languages, Mandarin, English and other foreign languages during childhood and 

adulthood. In accordance with this essential purpose, two goals were established. Firstly, 
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to explore how adult participants make their own choices for learning languages and what 

motivates them to continue to, or give up on, learning and speaking these languages. 

Secondly, to uncover how adult participants subjectively rank their bi/multilingual 

repertoire and what criteria participants take into consideration. These goals also led me 

to reflect on my own multilingual repertoires. For example, Mandarin is my foundational 

language. This language not only supports me to obtain Taiwan’s institutionalised capital, 

but also leads me to achieve my ‘ideal-self’, which is being a teacher in overseas countries 

(see Chapter 5). Surprisingly, English is the language that flipped my life in a positive 

direction, even though I refused to put any effort into learning it during my adolescence. 

Regarding Taiwanese heritage languages (Tai-gi and Hakka), Tai-gi is the language that 

represents many pleasant memories, as well as intimacy with my friends since childhood, 

while Hakka (as a Hakka descendant) provides me opportunities to rediscover the island 

of Taiwan through research projects. All these experiences made me realise that when I 

use my linguistic capital to achieve my ideal-self, my norms and behaviours are influenced 

by Taiwanese social discourse.  

 

1.2. The context of Taiwanese ethnolinguistic history 

The statements in this section address two overarching themes: (1) the context of ethnicity 

and the ethnolinguistic ecology, (2) foreign colonizers, Han1 settler communities (see 

Table 1.1 below) and the significant language movements and policies that have been 

implemented, both historically and currently, across Taiwan.   

 

Governance The Dutch  

period 

The Jeng 

period 

The Ching   

period 

The Japanese  

period 

The KMT  

Period 

The DPP 

period 

Period 1624-

1661    

(38years) 

1661-1683 

(22years) 

1683-1895 

(212 

years) 

1895-1945 

(50 years) 

1945-2000 

(55 years) 

2008-2016 

(8 years) 

2000-2008 

(8 years) 

2016-

present 

Table 1.1: Governors in Taiwan (by the author) 

                                                
1 Dillon (2016) indicates that the word, ‘Han’, the origins and the use refer to traditional Chinese culture 

and their descendants.   
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1.2.1. The context of ethnicity and the ethnolinguistic ecology of Taiwan  

Taiwan is located in East Asia, in the Asia Pacific. This island has an approximate 

population of 23 million people (23,000,000), who live in a land area of about 36,000 

square kilometres (Department of Household registration, Ministry of the Interior, Taiwan, 

2020 ; MOI). Taiwan is populated by a diverse ethnolinguistic community consisting of 

five major ethnic groups: Holo, Hakka, Mainlanders, Taiwanese aborigines (i.e. 

Austronesian Aboriginals) and Taiwanese new immigrants (MOI, 2020). Moreover, Holo, 

Hakka and Mainlanders are Han Chinese. The first two groups mostly immigrated into 

Taiwan from the Fujian and Guangdong provinces of mainland China as far back as the 

middle of the 17th Century, while the latter settled on the island after 1949 (Dupré, 2016; 

Hirano et al, 2018). Since the 1990s, Taiwanese new immigrants have typically emigrated 

due to transnational marriage (Sandel, 2010) from countries such as mainland China, and 

Southeast Asian nations like Vietnam and Indonesia. 

 

There is a degree of ambiguity in the literature regarding the naming of the Holo (people), 

as numerous scholars refer to them using different terms, such as ‘Hoklo’ (people), 

Hokkien (people), Fukienese (people), and Min-nan-ren  (ren means people in Mandarin). 

All these groups refer to people originally from Southern Min of China (Dupré, 2014; 

Sandel, 2003; Scott and Tiun, 2007). This study uses the term ‘Holo’. Unlike other ethnic 

groups, the Holo people refrain from using the same term to name both their group and 

their language (Tai-gi). For example, ‘Hakka’ is used by the Hakka people to represent 

both their language and ethnicity. By contrast,  as Sandel (2003) and later Dupré (2013; 

2014 ; 2016) point out, the Holo commonly use the term ‘Tai-gi’ (Tai meaning “Taiwan” 

and Gi meaning “language”)2, although some Holo do emphasise that the term Tai-gi can 

be used as a grouping term for all spoken languages on the island such as Hakka, Mandarin 

and the individual 16 aboriginal languages.  

 

                                                
2 According to a key word search from ‘Google Trends’ over the last decade (2010-2020), that the term 

‘Tai-gi’ is common than the term ‘Holo language’. 
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Today, Taiwan’s population is predominantly comprised of the Holo ethnic group (75%), 

the Hakka ethnic groups (19%) and Mainlander ethnic groups (12%), Taiwanese 

aborigines (4%), and Taiwanese new immigrants make up approximately 1%.  The reason 

why these percentage figures are over 100% is due to respondents’ double ethnic identities 

(Hakka Affairs Council of Taiwan, 2014). I will discuss Taiwanese ethnic and 

ethnolinguistic development in the next section.  

 

1.2.2. History of foreign colonizers and Han settler communities, and the significant 

language movements and policies  

 

From the period of the Dutch to the Ching Dynasty  

Taiwan’s socio-historical development, as well as its ethnolinguistic ecology, have been  

significantly influenced by Taiwanese colonial history. Stretching back to the early 17th 

Century, the imperial Dutch (1624-1661) and Jeng dynasty (1661-1683) recruited Han 

Chinese (Holo and Hakka) to cultivate Taiwan’s land. As a consequence, these Han 

Chinese settlers had a gradual impact on the indigenous Taiwanese aboriginals (Dai, 2007; 

Sandel, 2003). At this time, Holo and Hakka remained a minority group of approximately 

30,000 in number, while the vast majority of the population (70,000) were Taiwanese 

plain aboriginal (Hirano et al., 2018). The majority of them settled in the plain area of 

Taiwan before Han Chinese displaced them from their land. However, the Ching dynasty 

of China (1683-1895) would later officially subsume Taiwan into China. Dai (2007) 

discusses how the Ching government was not willing to include Taiwan into the Ching 

territory at the beginning because it was regarded as a troublesome and difficult territory. 

However, Shi Lang (also known as Secoe or Sego), one of the army generals who quelled 

the Jeng rebellions in Taiwan, emphasised the strategic significance of Taiwan, which 

eventually led to the island becoming a recognised part of the Ching’s territory. Therefore, 

the Ching central government had a passive attitude towards Taiwanese rule because it 

was perceived as a place full of barbarians, plague and barren farmlands (Dai, 2007; 

Hirano et al., 2018).  However, in order to prevent military rebellion against the Ching 

dynasty, Shi Lang prohibited any immigration to Taiwan, although this position would 

later be amended in the form of a policy which allowed only males to immigrate to Taiwan. 
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A result of this situation was the steady termination of aboriginal cultures in the south 

plain of Taiwan, as most aboriginal females married Han males. 

 

During the Ching period, large numbers of Holo and Hakka groups left their Fujian 

province due to a lack of arable farmland, overpopulation, plague, and an overabundance 

of land being controlled by landlords. (Dai, 2007). Immigration to Taiwan may have been 

seen simply as an opportunity to survive (Dai, 2007). Hirano et al. (2018) argue that these 

two centuries of rule, along with increased Han Chinese immigration and intermarriage, 

saw Han Chinese culture systematically displace the traditional tribal cultures of the island 

(Heylen, 2005), such as from Romanised script (Sinkang Manuscripts) to the classical 

Chinese writing system (Hirano et al., 2018).  Regarding the Classical Chinese writing 

system, Taiwanese heritage languages were the spoken languages of instruction in Taiwan, 

so the introduction of one universal Classical Chinese writing system did not unify the 

spoken languages but rather helped them flourish independently, until the interference by 

later Japanese rule (Huang 2017). Therefore, during the two centuries of Ching rule, 

classical Chinese-style education flourished through local educated people using private 

dwellings to introduce students to Confucian books such as ‘The Four Books and Five 

Classics’ (Dupré, 2014). The purpose of learning the books was to pass the Chinese 

imperial examinations and become an employed official of the Ching government, 

meanwhile, Confucian culture was embedded into Taiwanese society (Hirano et al., 2018).  

 

The Japanese ruling period  

As a result of  the first Sino-Japanese War in 1894, the Ching government ceded Taiwan 

to Japan in perpetuity in 1895 as it was seen as both a southward base of operations and a 

viable source of goods for Japan, leading to a significantly contrasting system of 

governance (Dai, 2007; Sandel, 2003). When Japan took over Taiwan in the latter part of 

the 19th Century, a two-year buffer period was introduced by the Japanese government 

during which Taiwanese residents could choose whether to stay and adopt the policies of 

the new regime or return to mainland China, under Ching government rule (Dai, 2007). 

Surprisingly, only an estimated 0.23% of Taiwanese inhabitants chose to move back to 

the mainland. Once the two-year period ended, Japan replaced the somewhat passive 
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Ching attitude to language assimilation by implementing several language related policies. 

This was carried out through a three-stage process of assimilation, which is detailed below.  

 

Stage1: 1895-1918: Gradual assimilation 

Dai (2007) and Tsurumi (1977) have indicated that Japanese officials allowed classical 

Chinese-style education to remain legitimised in private dwellings and public schools until 

a Japanisation movement started in 1937 (Heylen, 2005; Huang, 2017; Sandel, 2003; Scott 

and Tiun, 2007). During Stage 1 of this movement, the Japanese government taught the 

Taiwanese inhabitants basic Japanese language, introduced modern education and 

instructed the Taiwanese on how to be a civilised Japanese citizen (Holca, 2016). As a 

consequence, Taiwanese residents were expected to cultivate an appropriate Japanese-

inflected sense of civil behaviour and discourse.  

 

Stage2: 1919-1935: Naichi enchō shugi (The principle of the extension of mainland law) 

Tsurumi (1977) notes that from 1919, Naichi enchō shugi was implemented by the eighth 

Viceroy Den Kenjirō (でん けんじろう). It is important to note that during this stage, 

social inequality remained, as the government treated the Taiwanese as second-class 

citizens (Dai, 2007). This led to a range of segregated initiatives, interpretive laws   and 

double standards that typically favoured the Japanese (Heylen, 2005). Although the   

central government eventually lifted the segregation, Dai (2007) argues that a stereotype   

had begun to develop that the Taiwanese were racially inferior. 

 

Stage3: 1936-1945: Japanisation  

Tsurumi (1977) indicates that Japanisation of Taiwan began from 1936, when the 17th  

Viceroy Seizō Kobayashi (こばやし せいぞう) was a military official. The outbreak of 

the second Sino-Japanese War in 1937 influenced the Japanese government to de-Sinicise 

Taiwan through a comprehensive process of Japanisation (Sandel, 2003). During this 

period, Taiwanese inhabitants were forced into speaking Japanese in public. As a 

consequence, heritage languages, such as Holo and Hakka, and their role as lingua franca 

in Taiwanese society, were detrimentally impacted. In the same period, Dai (2007) 

highlights that the Japanese government also provided rewards to Taiwanese families for 
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acting as model families in proactively speaking Japanese at home, as well changing their 

Chinese surnames to Japanese ones to express their Japanisation (Heylen, 2005). 

Additionally, the peak of Japanisation occurred during Stage 3, as the Japanese 

government needed a certain number of soldiers to deploy to the Southeast Asian battles 

of World War II (Dai, 2007). The Japanese strengthened their decree for conscripting 

Taiwanese soldiers. At the same time as conscription, the Japanese government intensified 

their agenda to institute the Japanese language as the predominant language in Taiwanese 

society, in an effort to cultivate loyalty (Sandel, 2003). As a result, the Japanese literacy 

rate in Taiwan increased by up to 50% by the end of World War II (Dai, 2007).   

 

The ruling period of the KMT political party 

Stage 1: 1945-1949: Anarchic state with KMT  

The Ching dynasty was overthrown by the Republic of China in 1911, leading to the rise 

of the Kuomintang (KMT) political party (Dai, 2007). The KMT’s dominance over China 

would be short lived, as a civil war between the KMT and opposing Chinese Communist 

Party officially occurred after Japan surrendered in 1945, resulting in a highly significant 

shift in power towards the Chinese Communist Party. This would be a watershed moment 

for Taiwan, as the formation of the Communist Party of China led to the defection of KMT 

related government administrators, soldiers, and political refugees to Taiwan by 1949 (Dai, 

2007). During the same period, when Japan was defeated during the World War II, their 

dreams of being the new super power of the Asia Pacific were shattered by 1945 (Heylen, 

2005). The Japanese government was forced by the Allied Forces (such as the United 

States and the United Kingdom) to abandon sovereignty of Taiwan and its other outlying 

islands. It was during this time that the Allied Forces agreed that Taiwan’s sovereignty 

should be discussed once the global political unrest stabilised (Dai 2007). Heylen (2005) 

highlights that the KMT were destined to dominate Taiwan, as they not only became a 

member of the Allied Forces in 1941 but a member of the KMT, General Y.C. (Chen Yi), 

was assigned by the KMT government to accept the surrender agreement of the Japanese 

government in Tokyo, Japan. According to this agreement, Japan has to return Taiwan 

and its islands unconditionally.  
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Dai (2007) stresses that the Taiwanese inhabitants had an expectation that the KMT would 

refrain from treating them as second-class citizens. However, this would be a false hope 

on their part. The KMT were quickly perceived by the Taiwanese as a new controlling 

group, and were referred to as ‘Mainlanders’ (Sandel, 2003). During this period, the KMT 

government banned the majority of Japanese-related culture and language when the 

representative government officially took control of Taiwan (Li, 2006; Lin, 2009). As a 

consequence, Taiwanese social elites who had been educated in Japanese, were left 

economically and socially diminished due to their inability to speak Mandarin (Dai, 2007). 

The KMT used this as an excuse to exclude the Taiwanese from working in government 

organisations. This would lead to a serious social conflict on the 27th of February 1947. 

While KMT officials were cracking down on unlicensed vendors, they shot two innocent 

people on the 27th of February 1947. The next day, Taiwanese protestors appealed to the 

KMT for justice, which led to soldiers indiscriminately shooting at the crowd in what is 

now known at the 28th of February Massacre. Dai (2007) argues that the conflict may have 

been due to four factors that emerged during this stage: (1) the Mainlanders took over the 

majority of government positions; (2) Mainlander’s corruption and nepotism; (3) the 

occurrence of economic inflation due to the Chinese Civil War; and (4) discrepancy of 

culture and language between the Taiwanese and the Mainlanders.  All this led to the 28th 

of February Massacre and the later Mandarin-only policy (1949 to 1987), along with 

Martial Law (1949 to 1987) and the White Terror (1949 to 1991) (see Table 1.2 below). 

These would explain why the Mandarin-only policy was so successful in Taiwan.  

 

KMT 1945             -            1987                                                 

 the 28th of February 

Massacre 

1947  

Mandarin-only policy 1949                 -        1987                          

Martial Law                                 1949                 -        1987                         

White Terror                                             1949                                              -1991 

       Table 1.2 : KMT-related historical events and laws (by the author) 
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Stage 2: 1949-1987: Mandarin-only policy  

It was during this time of governance that the KMT Mainlanders group realised that 

Japanese language and heritage languages (particularly ‘Tai-gi’) were the preferred 

languages on the island (Dupré, 2014; Heylen, 2005).  This realisation led to a call by the 

KMT for a ‘re-Sinicisation’ of the territory because, as Dupré (2014) argues, the party was 

driven by the belief that they would eventually return to China and that Taiwan should 

cherish their ancestral Han Chinese heritage rather than any fleeting Japanese influence. 

Re-Sinicisation was a significant and long-lasting shift (Hsiau, 1997), as the government 

implemented their Mandarin-only policy (1949-1987), which led to a banning of the local 

languages that Taiwanese residents had commonly spoken (Dupré, 2014).  

 

Numerous scholars (such as Dupré, 2014; Hsiau, 1997; Li, 2006; Lin, 2009; Sandel, 2003; 

Scott and Tiun, 2007) suggest that this language policy was profoundly more impactful 

on Taiwanese heritage and indigenous languages than Japanisation. For example, 

Taiwanese residents were not allowed to speak their own languages in public places. Most 

TV programmes and radio stations broadcast only in Mandarin. In schools, students were 

not permitted to speak their heritage language during class recess. If they were caught, 

students were forced to pay a fine or face corporal punishment. In terms of publications, 

Mandarin was the only written language that people were allowed to use. In addition, if 

Taiwanese inhabitants expected to enter a government organisation as a civil servant or a 

public school teacher, Mandarin proficiency was a fundamental requirement.  

 

The oppression of heritage and indigenous Taiwanese culture, status, class and language 

was enforced through a series of strict laws such as Martial Law between 1949 and 1987, 

as well as a series of brutal acts such the White Terror 3from 1949 to 1991 (Sandel, 2003; 

Scott and Tiun, 2007). The repressive language movement also resulted in a forced change 

in discourse whereby all Taiwanese languages were regarded as simply a dialect of 

Mandarin (Dupré, 2014). These repressive measures and discourse still reverberate today 

with regards to how Taiwanese residents identify their linguistic identity. This political 

                                                
3 The term ‘White Terror’ originally represented the oppression created by French government forces 

during the French revolution in 1795. The colour ‘white’ refers to the government forces (Lin et al., 2007).  



10 

 

and social discourse severely marginalised Taiwanese residents, and added to a degree of 

governmental discrimination, which continued against Taiwanese residents until Martial 

Law was lifted in 1987.  

 

Stage 3: The Resurgence of Taiwanese local languages 

Nearly four decades of language policy reform, which focused on one singular language 

format for a political ideology, had a lasting and marginalising impact on the local 

multilingual ecology of Taiwan (Sandel et al., 2006). This language policy not only led to 

Taiwanese residents suffering from psychological trauma but also caused individuals to 

perceive their own ethnic languages as a stigma that was symbolic of lower social status 

(Scott and Tiun, 2007). As a result, this policy comprehensively increased the prevalence 

of spoken and written Mandarin in every facet of daily life on the island. This led to a 

language inheritance crisis, where many Taiwanese ethnic groups failed to pass down their 

languages to the next generation (Liu, 2012).  

 

Since the 1990s, this trend changed drastically, as Taiwanese society steadily began to 

embrace two key emancipatory concepts after the abolition of both Martial Law and the 

Mandarin-only policy: democratisation and localisation (the Taiwanisation of language 

policy) (Dupré, 2014). This led to increased social discourse concerning societal attitudes 

towards other concepts such as multilingualism, localisation, and internationalisation 

(Dupré, 2013). Consequently, this social discourse led to all Taiwanese ethnic groups 

promoting their own heritage languages through a range of revitalisation movements 

(Dupré, 2014). Taiwanese heritage and indigenous language policies, as well as 

elementary heritage language education were also implemented into primary schools from 

the early 2000s (Dupré, 2016). However, the KMT’s (1949-2000; 2008-2016) political 

decline to the Democratic Progressive Party (DPP) (2000-2008; 2016-present) during the 

beginning of the 21st Century, was a significant turning point for the Taiwanisation 

movement, as the DPP were vehement supporters of the revival of both local language 

and culture (Dupré, 2016). Although a resurgence of interest in Taiwanisation did begin 

to manifest after the Mandarin-only policy was lifted, one could argue that local language 
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learning was still in crisis. For example, a former director of the Hakka Affairs Council 

cogently compared the language crisis with degrees of illness by suggesting that 

 

Holo language (Tai-gi) had made an appointment with the G.P, while Hakka language 

had been sent to the emergency department (A&E). Sadly, the Taiwanese aboriginal 

languages stayed in Intensive Care Unit (I.C.U) for a long time. 

 

More importantly, through a political act, the law of ‘National Language Development 

Act’ (國家語言發展法) for Language Equality (9th of January, 2019) was enacted. This 

law meant that all languages on the island of Taiwan were classed as national languages, 

thus acting as a positive force for the deconstruction of the notions that heritage and 

indigenous languages only belonged to the lower social classes of Taiwanese society. 

 

1.3. Analytical Framework 

I chose to adopt Bourdieu’s concepts as a framework in this thesis because Taiwan’s 

socio-historical development has significantly influenced its multi-ethnolinguistic 

ecology, particularly in relation to the influence of a nearly four decade Mandarin-only 

policy during the 20th Century (see 1.2). For example, the impact of Mandarin-centred 

policy, which has deemphasised heritage languages, can be explained through Bourdieu’s 

concept of cultural reproduction, within the Taiwanese social context. Furthermore, the 

trend of English as an international language, and other colonial foreign languages, also 

plays an influential role in Taiwanese linguistic markets. As Mandarin, heritage languages, 

English and other foreign languages seem to live within a language hierarchy (see a 

thematic map in Figure 4.1), I will first analyse participants’ motivations to learn these 

languages from economic, educational, cultural and sentimental perspectives. Secondly, 

from within these perspectives, I will analyse how participants’ selves (ought-to; ideal; 

reflective; lack; conflict; subjective) could oscillate based on differing temporal or 

contextual circumstance, while also discussing how academic achievement-driven culture 

influences participants’ selves within Taiwan’s credential and pragmatic culture. Thirdly, 

I will analyse whether participants perceive these languages equally and how they apply 
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their bi/multilingual repertoires into their linguistic markets. Finally, I will analyse why 

participants have ambivalent attitudes towards their bi/multilingual repertoires.    

 

1.4. Research Design 

I used an interpretive epistemological approach in this qualitative thesis, while adopting 

snowball sampling, semi-structured in-depth interviewing during data collection. The 

interviews explored the learning motivations of adult participants’ bi/multilingual 

repertoires from childhood to adulthood, their perceptions towards these languages, and 

the perceptions/reflections for their own bi/multilingual repertoires. After the completion 

of data collection, I used a thematic analysis to generate prominent themes to answer my 

research questions within Bourdieu’s conceptual framework.  

 

1.5. Research questions 

(1) What are the motivations of bi/multilingual Taiwanese adult learners to learn and 

speak heritage languages? Do they retain their heritage language repertoire? If so, how, 

why and what attitude? If not, why?  

 

(2) What are the motivations of bi/multilingual Taiwanese adult learners to learn and 

speak foreign languages, especially English. Do they maintain these foreign languages? If 

so, how, why and what attitude? If not, why?  

 

(3) How do Taiwanese adult learners perceive, reflect, value, and rank their 

bi/multilingual repertoires? 

 

1.6. Thesis outline 

This thesis is comprised of eight chapters including the Chapter 1: Introduction, where I 

disclosed the main purpose and research questions (see the statements noted in 1.1.1 and 

1.1.2). In accordance with the research purpose and questions, I uncover the context of 

Taiwanese ethnolinguistic history (see the statement of 1.2), in order to explain in the 

Findings chapters how my participants are possibly influenced about their linguistic and 

subjective identities within social discourse. Due to linguistic capital being a fundamental 
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concept throughout this thesis, Chapter 2: Literature Review focuses on how existing 

papers point to superior linguistic capitals (such as English or any instructional language) 

overshadow inferior linguistic capital (such as heritage languages).  Chapter 3: Conceptual 

Framework details Bourdieu’s concept of linguistic capital, as well as other forms of 

capital, habitus, fields, cultural reproduction, symbolic power and symbolic violence. All 

these concepts help support my explanation of how participants’ linguistic and subjective 

identities might be influenced within Taiwanese social context. In Chapter 4: 

Methodology, I represent why I used an interpretive approach, snowball sampling, semi-

structured in-depth interviews, and thematic framework to complete the collection and 

analysis of the thick descriptive data.  

 

In Chapter 5, the first of two Findings chapters, I focus on uncovering how ideal-self, 

ought-to self, reflective-self, self-conflict and lack-of-self have a gradual impacts on 

participants through the process of learning languages, while Chapter 6 concludes the 

findings by explaining how the selves from the previous chapter impacted on participants’ 

linguistic and subjective identities. In Chapter 7: Discussion, I discuss four phenomena 

based on Bourdieu’s concepts, which I introduce using the acronym N.E.W.S. (i) New 

linguistic capital: how participants perceive and construct identities towards their ‘code 

switching’ new style linguistic capital. (ii) Equality or inequality: how concepts of 

language equality and equity can be found from participants’ experience of learning 

languages within Taiwanese ethnolinguistic ecology. (iii) Worldwide or local linguistic 

capital: how participants perceive English capital and Mandarin capital compared to 

heritage languages; (iv) Subjective-self: how participants would integrate these selves and 

how their subjective-self could be influenced within social discourse. In the final chapter, 

Chapter 8: Conclusion, I conclude on participants’ experience of learning languages in 

relation to these selves and indicate what we can learn from these bi/multilingual adult 

participants’ experience and how social discourse in turn influence participants’ 

perception. From these conclusions, I discuss how the thesis findings can be applied to 

language teaching and learning, as well as what limitations may exist within this thesis.           
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Chapter 2   

Literature Review 

 

2.1. Introduction  

In the previous chapter, I concluded that in the socio-historical and ethnolinguistic context 

of Taiwan, the dominant class tend to legitimise their language while simultaneously 

oppressing the languages of all others on the island. As a result, Japanese and Mandarin 

are perceived to be superordinate languages, while two Taiwanese heritage languages 

(Tai-gi and Hakka) and 16 Taiwanese indigenous languages are associated with 

subordinate dialects (Dupré, 2016; Hirano et al., 2018). Compared with Japanese and 

Mandarin, Simon (2010) uncovers that English became an international language because 

of British colonisation and the United States’ imperialistic influence on the broader Asian 

Pacific Rim.  Indeed, the work of Chen and Hsieh (2011) highlight that a sense of ‘English 

fever’, which was encouraged by governmental education initiatives, created an 

overwhelming enthusiasm for English learning in Taiwan. This enthusiasm, according to 

Chen and Hsieh (2011), was driven by the notion that English “repertoire”4  was not only 

a valuable linguistic capital, but also a means of being perceived to be a member of the 

social elite. It could, therefore, be said that the hierarchical value of language and various 

speech situations in Taiwan, coupled with Taiwan’s current bout of ‘English fever’, has 

positioned English as an essential form of symbolic capital.  

 

Three themes emerged from the literature review. The first theme that emerged was 

Taiwanese residents’ motivation to learn English. To deconstruct this theme, I focused on 

reviewing two influential motivational theories relating to second language acquisition 

(SLA). These theories were Gardner’s socio-educational model (e.g. 1985; 2000; 2001; 

2010) and Dörnyei’s second language (L2) (e.g. 2005; 2009), motivational system. It must 

be noted that both researchers’ work took socio-cultural and historical factors into 

                                                
4 Finegan (2014, p335) explains that linguistic repertoire is ‘the set of varieties used in a speech community 

in various speech situations’. Vogel and García (2017) conclude that monolingual or bi-lingual repertoires 

can be learned through dynamic social interactions, and from the choices they make in selecting and 

deploying features to make meaning based on context. 
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consideration when devising their theories. Therefore, I review empirical studies that 

focus on motivational findings related to learning English in Taiwanese contexts. 

 

Even though Gardner and Dörnyei did not adopt Bourdieu’s theories (e.g. 

cultural/linguistic capital and cultural reproduction) as a stem to form their own theories, 

Dörnyei (2005) argued that the formation of ‘an imagined global community of English 

users’ could be traced back to the global cultural reproduction of British colonisation and 

American imperialism. Further, and as Klapwijk and Van der Walt (2016) stressed, social, 

cultural and historical factors not only appear to be connected to cultural reproduction, but 

also influence people’s motivations to and perceptions of learning English. Therefore, the 

second theme this chapter details is a review of how people in the contexts of Taiwan and 

other countries perceive and value superordinate linguistic capital, in particular when 

more than one superordinate linguistic capitals exists within a country (e.g. 

Mandarin/English and French/English). It is equally important to review the factors that 

influence how language learners acquire superordinate linguistic capitals, as well as what 

motivates language learners to acquire them. The third theme is a review of what motivates 

people to acquire subordinate linguistic capital (e.g. heritage languages) in Taiwan and 

other countries. The findings detailed in these three themes should go some way to reflect 

the findings (see Chapter 5 and 6) made in this thesis regarding how bi/multi-linguistic 

capital influences participants’ ethnolinguistic and subjective identities.  

 

2.2. Motivation for second language acquisition 

Regarding the relationship between second language acquisition (i.e. SLA), education 

and socio-cultural factors, two influential researchers, Gardner (e.g. 1985; 2000; 2001; 

2010)  and Dörnyei (e.g. 2005 ; 2009), theorise that second language (L2) learner’s 

motivation seems to be influenced by some form of social dimension. Therefore, 

Gardner’s integrative and instrumental motivation and aspects of Dörnyei’s L2 

motivational self-system, particularly ideal-self and ought-to self, will be reviewed in this 

section in order to explain how SLA motivation influences L2 learner’s subjective and 

linguistic identities.  
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Gardner’s integrative and instrumental motivations were key features of their socio-

educational model for SLA (Gardner and Lambert, 1972). Gardner explained that, a L2 

learner’s instrumental motivation relates to pragmatic purposes, such as passing exams, 

pursuing a career and increasing one’s salary, while integrative motivation relates to one’s 

desire to ‘assimilate into the target language community’(Gardner and Lambert, 1972). 

However, this theory was revised by Gardner and Smythe (1975), who proposed ‘attitude 

to learning situation, integrative and instrumental motivations’ as substantial features 

within the model. Regardless of the revised model, Gardner continued to emphasise his 

notions of integrative and instrumental motivations, by summarising that L2 motivation 

was ‘the combination of effort plus desire to achieve the goal of learning the language 

plus favorable attitudes toward learning the language’ (Gardner, 1985, p.10), while his 

later work (Gardner, 2000) added that ‘other support’ was also a key feature influencing 

L2 learner’s motivation.  

 

Even though Gardner’s L2 motivational model comprised both integrative and 

instrumental motivations, Gardner (2001) seemed to spend time reinterpreting integrative 

motivation because some scholars suggested it lacked conceptual clarity with respect to 

the relationship between integrative motivation and the ownership of English. For 

example, the influential SLA researcher Dörnyei (2005) critiqued Gardner’s integrative 

motivation which was meant to represent ‘a genuine interest in learning the second 

language in order to come closer to the other language community’ (Gardner, 2001, p.5). 

This critique was primarily based on Dörnyei’s argument about English being an 

international language, noting that its ownership highlighted the concepts of 

‘international community’ and ‘globalised world citizen identity’. In other words, as 

English is often spoken as lingua franca in a variety of geographic locations, the 

ownership of English could be said to belong to the international community rather than 

to particular nations.  Therefore, in order to defend his own argument, Gardner (2001, 

p.7) stressed that integrative motivation does not refer specifically ‘to mean one wanted 

to become a member of the other cultural community, but rather an individual’s openness 

to taking on characteristics of another cultural/linguistic group’.  
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Although Gardner’s L2 motivational model appears to draw much attention from many 

SLA researchers, the debate in interpreting integrative motivation continues. For example, 

Lai (2013) investigated the learning motivations of English major students by employing 

three theories: Gardner’s integrative and instrumental motivations; English as an 

international language; and Dörnyei’s L2 motivational self-system. In this study, Lai 

collected 267 surveys in one suburban, northern university in Taiwan. Lai found that the 

majority of respondents expressed instrumental, integrative, and intrinsic motivations for 

learning English, as well as highlighting international communications and international 

travel, in order to gain the communicative competencies of inner-circle native English 

speakers. Because the students’ major was English, Lai inferred that the findings might 

have been influenced more by ideal-self than by ought-to self. In this study, Lai re-

conceptualised Gardner’s integrative motivation, as they support Dörnyei’s argument that 

English belongs to the international community’. This notion of international community 

might be another motivator driving L2 learners, who had less opportunity to connect with 

inner-circle native English speakers, i.e. Americans, Canadians, British, Irish, Australians 

and New Zealanders.   

 

The work of Sung (2013) seemed to echo Dörnyei (2005) and Lai’s argument (2013) that 

Gardner interpreted integrative motivation to imply the ownership of English for inner-

circle native English speakers. Sung re-conceptualised Gardner’s integrative motivation 

and critically reviewed the results of current empirical research on L2 motivation. Sung’s 

review uncovered that English learners perceived English as a medium for; international 

communication in Hungary (Nikolov, 1999), for instrumental motivation, particularly 

career prospects in Taiwan (Warden and Lin, 2000), for instrumental motivation, 

particularly certificate motivation in China (Hua, 1998; Shi, 2000), for strong 

instrumental motivation and less strong integrative motivation in Japan (Irie, 2003), and 

for international communication and instrumental motivation in Southern Africa 

(Magogwe, 2007). These empirical papers illustrated that international communication 

and instrumental motivation were two fundamental factors driving learners to continue 

their L2 journey. However, Sung (2013) highlighted that even though learners did not 

express a strong correlation with integrative motivation, integrative motivation still 
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existed in learners’ minds, albeit overshadowed by other prominent motivations, such as 

instrumental or intrinsic motivation.   

 

Apart from the instrumental motivations noted above (Lai, 2013; Sung, 2013), Taiwanese 

society’s expectations towards internationalisation has led to ‘English name’ adoption 

becoming a social trend. Huang and Ke (2016) investigated how Taiwanese parents 

perceive children’s English names by collecting 564 survey responses from eight high 

schools in northern Taiwan (four were located in urban area, three in suburban areas, one 

in a rural area). These respondents were students’ parents, aged between 35 and 45 years 

old. Huang and Ke revealed an interesting phenomenon in Taiwan, which was that 

English learners adopted English names in order to: (1) sound ‘international’; (2) prepare 

for intercultural communication; (3) become ‘part of English culture’; and, 4) have 

English identity as the first step into internationalisation. The findings also uncovered 

that 59% of parents had, or use to have English names, while 89% of children had English 

names and 96% of children had English names before attending junior high school. One 

common reason for adopting an English name was to participate in English classes. 

Additionally, Huang and Ke emphasised that many Taiwanese parents perceived an 

English name to be merely a nickname, or an additional name, with less importance than 

their official Mandarin name.  However, this study seemed to lack any consideration of 

the children’s voice, leaving much to understand about how children perceived their 

English names and whether an English name encouraged the accelerated development of 

international perspectives and English identity.  

 

The key features of Gardner’s socio-educational model are not only integrative and 

instrumental motivations, but also ‘other support’. As noted in section 2.3.1, some 

researchers (Chao et al., 2014; Cheng and Kaplowitz, 2016) found that parental socio-

economic status can impact on the accumulation of L2 repertoire. Therefore ‘other 

support’ refers to the influence of parents and teachers support, expectations and pressure 

on L2 learners. For example, Chung and Huang (2010) investigated Taiwanese primary 

school students’ perception and attitudes towards learning English. There were two 

phases for data collection. Regarding the first phase, Chung and Huang carried out focus 
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group interviews in one urban and one rural school in Pingtung County. Regarding the 

second phase, they designed a questionnaire that was based on the data collected from 

the first stage. In this study, 300 questionnaire responses were collected from fifth and 

sixth grade students in six schools (three in urban areas and three in rural areas). 

Interestingly, ‘talking to foreigners’ was the most significant motivator for these young 

respondents. However, Chung and Huang found that the interpretation for ‘foreign’ 

among these respondents referred to inner-circle native English speakers. The reason was 

that approximately 74% of respondents already started their English classes from 

attending cram schools. The images of these ‘native’ English teachers were 

simultaneously associated with ‘foreigner’ by these respondents.  Chung and Huang 

(2010) stressed that this association revealed that the international perspectives of 

primary school respondents’ were narrow.  In relation to the term ‘foreigner’, Chung and 

Huang’s findings led me to associate them with Lai’s finding (2013), which was that 

‘international communication with foreigners’ was a significant motivator for English 

adult learners. However, Lai’s study lacked an explanation for how adult respondents 

interpreted the concept of ‘international communication with foreigners’. If Lai had 

included this conceptual consideration, we might better understand whether international 

communication with foreigners was meant to imply inner-circle native English speakers 

or not.  

 

Although Chung and Huang (2010) did not focus on who supported these primary school 

students to learn English, the data seemed to indicate that parents were the main 

supporters. This was because most respondents expressed that English cram schools 

played an important role in their L2 journey. Parents play an integral role in the 

facilitation of cram schooling, as Liu’s quantitative findings (2012) show. Apart from 

parents, Lai and Ting (2013) conducted semi-structured interviews with 20 English major 

and non-English major students in Taiwanese universities. According to the students, 

they found that teacher’s awareness played an important role for L2 learners. Lai and 

Ting also highlighted that these interviewees explained that their motivation to learn 

English was a dynamic process rather than fixed, due to past experiences, changes to 

environments, curriculum, ideal-self and ought-to self.  As a result, in the next section, I 
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will discuss Dörnyei’s L2 motivational self-system (three key feature: ideal-self, ought-

to self and learning experiences) and review how other researchers used his theory to 

explore English learners’ linguistic identity and subjective-identity.    

 

Regarding Dörnyei’s L2 motivational self, his theory was based on Higgins’s self-

discrepancy theory (i.e. ideal-self, ought-to self and actual self) and Markus and Nurius’s 

possible selves (1986). Higgins (1987) proposed self-discrepancy theory is comprised of 

three domains of self, which were ‘ideal, ought-to and actual, and two standpoints that 

can represent each of these states of self; ‘own and other’. Therefore, one’s ‘own’ and 

‘other’ standpoints of actual self could be described as comprising one’s self-concept, 

while the other four standpoints can be seen as self-guides (i.e. own ideal/ own ought-to 

self and other ideal/other ought-to self) within social structure. Therefore, the conflict, 

compromise and balance among ‘ideal/ought-to/actual’ and ‘own/other’ would lead a 

person to decide how to identify, perceive or represent themselves. Higgins stressed that 

although self-determined goals appeared to drive a person to achieve their ideal-self, their 

ideal-self could be driven by others’ ideal-self such as what the individual’s parents hope 

for them. In other words, one can be motivated to realign their actual self based on 

whichever self-guide is personally relevant to the individual.  

 

Lanvers (2016) reviewed Higgins’s self-discrepancy theory (1987) and Markus and 

Nurius (1986)’s possible selves, and uncovered that Markus and Nurius insisted that the 

standpoint of ‘own’ is more important than ‘other’. Markus and Nurius revealed possible 

selves, which are what a person could potential become in the future, based on their 

present and past experience. In other words, possible selves are related to (i) who they 

expect to become, (ii) what they might do, and (iii) what they are afraid of becoming’. 

Within three possibilities, Markus and Nurius pointed to four influential components to 

possible selves: (i) hopes; (ii) goals; (iii) fears; and (iv) threats. When a person actualises 

hopes and goals, it allows them to develop confidence, satisfaction, inspiration and pride. 

However, a paucity of hope and goals makes individuals form fears and threats. Markus 

and Nurius emphasised that a person’s possible selves align to one’s realistic and 

optimistic attitude to their goals, and ‘realities’. Possible selves should be geared towards 
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learners’ realistic possibilities rather than a ‘day-dream’. Lanvers interpreted that possible 

selves were not only informed by a person’s lived experience but by sociocultural and 

historical factors.  

 

Within the field of education, Dornyei merged the theories of Higgins with that of Markus 

and Nurius to form the L2 motivational self-system (e.g. 2005; 2009), which consisted of 

‘ideal-self, ought-to self and learning experience’. Dornyei (2009, p.217) proposed that 

ideal L2 self was ‘a powerful motivator to learn L2 because of the desire to reduce the 

discrepancy between our actual and ideal selves’, while ought-to L2 self was ‘concerned 

with the attributes that one believes one ought to possess to meet expectations and to avoid 

possible negative outcomes’. Learning experience ‘concerns situated, “executive” 

motives related to the immediate learning environment and experience’. Overall, Dornyei 

and Ushioda (2009) summarised the L2 motivational self-system as ‘a self-framework 

consisting of possible selves acting as future self-guides’. Therefore, Huang et al. (2015) 

adopted Dornyei’s theory by interpreting that ideal-self was connected to goal setting, 

while ought-to self was often impacted by others’ expectations, such as parents, teachers 

and peers as well as social obligations, such as cultural norms.  

 

Huang et al. (2015) collected 1132 questionnaire responses across Taiwan in their 

investigation of Taiwanese university students’ motivation to learn L2 (English) and L3 

(Japanese, French, German, or Korean). Huang et al. revealed that ideal L2 self and 

cultural interest were the two most important motivations for these respondents, while 

ought-to L2 self and identification with social role obligations were the next two important 

motivators.  These results led Huang et al. to note that strong instrumental motivations, 

such as passing an exam and pursuing an ideal career (Shi, 2000; Warden and Lin, 2000), 

influenced learners’ ideal and ought-to self.  Huang et al. also inferred that Confucian 

values may be an invisible motivator to strengthen learners’ ought-to self and social role 

obligations (such as hierarchy exists within parents/children; teachers/students) within the 

Taiwanese society.   
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In a similar Beijing-based study, Jiang and Dewaele (2015) combined questionnaire and 

individual interview data from 88 university students who studied on an English-

orientated programme. They uncovered that ideal L2 self is the coexistence of ideal-self, 

ought-to self (such as social role obligations, other’s expectations) and past experience 

(such as exams and curriculum). The prominence of each of these components within the 

L2 learners’ minds dynamically changes over time, as contexts and perceptions change. 

The works of Huang et al. (2015) and Jiang and Dewaele (2015) appeared to focus on 

respondents that already had intermediate English proficiency and used English repertoire 

to achieve their ideal-self. However, one should also take into consideration that some 

university students or young adults might have difficulty speaking English and have 

financial burdens, but expect to improve their English skills and intercultural 

communication by heading to English-speaking countries. In this situation, Tsaur and 

Huang (2016) investigated participants attending ‘Youth Mobility’ schemes (i.e. Working 

holiday schemes), which have low application requirements (e.g. age is more a deciding 

factor than English proficiency).  

 

Tsaur and Huang (2016) collected their data through three stages. Regarding the first stage, 

they used in-depth interviews with 21 working holiday tourists (WHT). Based on the texts 

collected from interviews, they designed a questionnaire for the second stage in Taiwan, 

which took place between March and April 2014, and received 273 responses for initial 

analysis. In order to validate the results of the questionnaire, the final stage involved the 

use of the same questionnaire between May and June 2014, which received 522 responses. 

Tsaur and Huang found that most WHT gave positive affirmation for working holiday 

experiences, and in particular, noted that they provided a means of improving personal 

capabilities, experiencing cross-cultural communication, strengthening employability, 

and speaking up for labour rights. However, Tsaur and Huang’s study seemed to lack any 

consideration for exploring the experiences of WHT once they had returned to the job 

markets in Taiwan. Like the aforementioned studies of Huang et al. (2015) and Fwu et al. 

(2018), Confucian values would seem to play an important role in the Taiwanese society, 

and the hierarchy in workplaces could potentially encourage employees to choose ‘silence’ 

rather than protecting  their labour rights. Therefore, Tsaur and Huang’s findings may 
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reveal WHT’s steps to ideal-self but fails to address whether their ideal-self is sustained 

once they return to Taiwan (Tsaur and Huang, 2016).    

 

In this section, these aforementioned papers (Chung and Huang, 2010; Huang et al., 2015; 

Huang and Ke, 2016; Jiang and Dewaele, 2015; Lai, 2013; Lai and Ting, 2013; Tsaur and 

Huang, 2016; Shi, 2000; Sung, 2013; Warden and Lin, 2000), uncovered that instrumental 

motivation, international communication, ideal-self and ought-to self with identification 

with social role obligations were prominent motivations for English learners. In the next 

section, I will propose that Bourdieu’s related theories (e.g. four forms of capital, habitus, 

cultural reproduction, symbolic violence, language hierarchy, and the economics of 

linguistic exchanges), can be read into these prominent motivations, as well as into 

learners’ subjective and linguistic identities towards English capital. I will look at how 

English is perceived to be a valuable superordinate linguistic capital in different 

geographical contexts, and review how other superordinate linguistic capitals, such as 

Mandarin, are perceived in Taiwan. Bourdieu’s concepts are used by the researchers 

reviewed in the next section to describe the factors that influence people to acquire these 

superordinate linguistic capitals, and why language learners are motivated to acquire them. 

 

2.3. Linguistic capital  

2.3.1. The value of linguistic capital  

Bourdieu (1977, p. 652) explains that linguistic capital occurs when ‘a person speaks not 

only to be understood but also to be believed, obeyed, respected, and distinguished’; and 

that linguistic capital is affiliated with a person’s cultural capital and habitus (Bourdieu, 

1986). Habitus is related to a person’s embedded dispositions, as well as their durable and 

transposable system. As I discussed in Chapter 3, this internalised mechanism appears to 

guide a person’s values and behaviours. Simply put, a person’s linguistic capital represents 

a person’s intellect, knowledge, style of speech and manners. It is the process of 

inculcation based on one’s social position (Bourdieu, 1977; 1986). As a result, ‘Just as, at 

the level of relations between groups, a language is worth what those who speak it are 

worth, so too, at the level of interactions between individuals, speech always owes a major 

part of its value to the value of the person who utters it’ (Bourdieu, 1977, p.652). Therefore, 
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several researchers discovered (e.g. Chao et al., 2014; Klapwijk and Van der Walt, 2016; 

Park et al., 2016) that linguistic capital forms part of a substantial linguistic repertoire to 

be used within different linguistic markets, and also leads agents to obtain other forms of 

capital from within social structures. It must be noted that English is highlighted by these 

researchers as the most influential linguistic capital for obtaining other capital. 

 

Klapwijk and Van der Walt (2016) conducted a quantitative research project in which a 

total of 201 university students from two South African universities responded to a 

questionnaire. The purpose of this questionnaire was to investigate how respondents 

would value English, official Afrikaans, and Home Languages (e.g. isiXhosa, which is the 

most spoken language in Western Cape Province). Klapwijk and Van der Walt revealed 

that over 80% of respondents perceived English to be both the most important global 

language and the repertoire that would lead to success in their studies. Interestingly, 

although respondents rated English as having the highest linguistic status, they put almost 

equal effort (70%) into learning Afrikaans and Home Language for their studies, as they 

did for English. However, this research highlighted the danger of authorities continuing 

to allow English to overshadow other Afrikaans or Home Languages because the 

hegemony of English would lead to local language marginalisation.  

 

Even though the work of Park et al. (2016) focused on English teachers, they discovered 

a similar results to Klapwijk and Van der Walt, in the sense that English was perceived to 

be more valuable than other languages, such as French and African languages. In this 

research, they conducted interviews with 45 West-African preservice teachers but decided 

to focus on the life history narratives of two English language teachers who received 

education in the U.S.A. They explained that the English language repertoire transformed 

their lives and made them better people.  This analysis appeared to shed light on the 

advantage and values of having English linguistic capital, as well as pointing to a 

significant issue, which is that higher education is not a field to which all have equal access. 

For example, both received parental support for their higher education and overseas 

studies. Thus, English repertoire is not only perceived as linguistic capital, but is symbolic 

of family affluence.     
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The work of Chao et al. (2014) would seem to echo Park et al’s arguments regarding the 

relationship between the influence of linguistic capital, accumulation of English language 

capital and family affluence. They conducted semi-structured interviews with 20 Chinese 

parents who were well-educated and well-paid, and all had six to seven year old children 

studying in a Beijing-based public primary school.  The purpose of this research was to 

investigate the parent’s attitudes and expectations regarding their children’s English 

repertoire. Chao et al. highlighted that even though these parents had three types of attitude, 

which they termed as ‘instrumental’, ‘integrative’ and ‘affective attitudes’, some parents 

were aware that their children’s leisure time and interests were gradually being eroded by 

their involvement with mainstream public English classes and private tutoring lessons. 

The majority of the parents emphasised that English is an empowering language that can 

transform their children’s prosperity. This echoed the Bourdieu’s claim that, because of 

to the transferrable nature of economic, cultural, social and symbolic capital (1977; 1986), 

parental or family economic resources exert a significantly positive influence on the 

accumulation of their children’s cultural and linguistic capital.   

 

Several researchers (Archer et al., 2015; Cheng and Kaplowitz, 2016; Lin, 2018) 

addressed how parental economic conditions impact on children’s cultural capital and 

academic achievement. It is important to stress that linguistic capital is specifically 

referring to an instructional language or a dominant language rather than the parents’ 

heritage languages. Archer et al. (2015), for example, emphasised that the influence of 

cultural and linguistic capital also appeared in STEM-related fields, and not just in the 

fields of arts and humanities. They analysed approximately 3658 surveys from 

Enterprising Science projects between University College London, King's College 

London and the Science Museum, during the spring and summer of 2014, from teenaged 

students across England, and found that medium to high scoring science students typically 

came from socially advantaged backgrounds, in which economic and cultural capitals 

were high. These findings led Archer et al. to stress a need for UK authorities to mitigate 

social privilege and social inequality in the education system.  
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Cheng and Kaplowitz (2016) findings echo those of Archer et al. (2015).  They used 

secondary data from 12,527 responses to a Taiwan Educational Panel Survey (TEPS) in 

2001 and 2003 to reveal that parental socio-economic status and cultural capital appear to 

have a positive correlation with children’s cultural and linguistic capital, as well as 

academic achievement. Surprisingly, Cheng and Kaplowitz indicated that Taiwanese 

parents’ socio-economic status had less of an impact on their decision to invest in their 

children’s academic achievement compared to parents from western societies, such as the 

U.S.A. (Redford et al., 2009) and Greece (Katsillis and Robinson, 1990). 

 

In contrast to Archer et al. (2015) and Cheng and Kaplowitz (2016), Lin (2018) recruited 

15 Southeast Asian immigrant-mothers in Taiwan who had relatively disadvantaged 

socio-economic status. Lin used semi-structured life story interviews in order to 

investigate their experiences and choices regarding the use of their first language, heritage 

languages and Mandarin. Lin found that these immigrant-mothers often encountered 

language inheritance difficulties because of the biases of some Taiwanese residents such 

as the misconception that they had married to overcome financial difficulty. This 

phenomenon led some immigrant-mothers to eschew speaking their heritage language to 

children, as they worry that their heritage language might hinder children from developing 

an understanding of the hegemonic language of instruction (i.e. Mandarin in Taiwan).  

 

Both Chao et al. (2014) and Cheng and Kaplowitz (2016) revealed that children’s 

academic achievement, socio-economic status, as well as cultural and linguistic capital 

play significant factors within the Confucian societal context. Thus, in order to further 

examine the relationship between academic success (or failure), children’s effort-making, 

and parents’ expectations, Fwu et al. (2018) collected approximately 459 surveys from 

10th grade senior high school students in Taipei, Taiwan. They found that institutionalised 

capital (e.g. qualifications from higher education) were seen as an optimal means to 

indicate a student’s ‘success’ or ‘failure’ in academic achievement. Meanwhile, 

institutionalised capital was also an influential mechanism for: accumulating cultural 

capital; transferring to other forms of capital; and influencing one’s social mobility and 

social status within Confucian values. In fact, Heller pointed out that Bourdieu and 
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Passeron (1990), and the later work of Bourdieu (1991), highlighted that dominant cultural 

and linguistic capital not only represent power, but are also a means of obtaining 

institutionalised capital, which symbolises social status and ‘a process of social selection’ 

(Blackledge, 2000, p.144).  Interestingly, although the studies of Archer et al. (2015), 

Klapwijk and Van der Walt (2016), and Park et al. (2016) all took place in non-Confucian 

inspired environments, they all showed similar results to Fwu et al. regarding the 

importance of parent’s socio-economic status to their children’s institutionalised capital 

and linguistic capital.  

 

Additionally, Fwu et al. (2018) shed light on why this phenomena may be so by suggesting 

that an emphasis on academic success within Confucian values seems to lead the vast 

majority of Taiwanese parents to invest a proportion of their own fortune into the 

betterment of their children’s academic development.  As a result of this Confucius-

inflected discourse, and the goal-driven purpose for institutionalised capital, Liu (2012) 

attempted to investigate the relationship between academic development and cram 

schooling by investigating the secondary data of over 20,000 responses to a Taiwan 

Education Panel Survey in 2001. Interestingly, Liu not only uncovers that cram schooling 

tended to have a positive impact on children’s academic performance, but that parents’ 

income was not a deciding factor on whether children had the opportunity to attend them. 

This finding would appear to mirror the findings of Cheng and Kaplowitz (2016), as both 

sets of researchers used the same secondary data and uncover that Taiwanese parents’ 

socio-economic status had less of an impact on parent’s decision to invest in their 

children’s academic study. Surprisingly, parents with the lowest and highest education 

level (secondary school or master/doctoral degree) appeared to be less likely to let children 

attend cram schools. The researchers made the assumption that the former was due to a 

passive attitude towards educational achievement, while the latter was due to having a 

high level of confidence in their abilities. However, Liu suggests that it should be further 

investigated whether respondents in studies volunteer to attend cram schooling or are 

reluctantly attending due to parental control and expectations. Additionally, it will be 

interesting to know whether children attend cram schools to help parents develop social 

networks with other parents.   
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Therefore, the aforementioned papers highlighted that familial socio-economic advantage 

would appear to have a positive influence on children’s cultural and linguistic capital, as 

well as their academic achievement. However, Chiang et al’s (2020) research suggested 

that some Taiwanese working-class children from underprivileged backgrounds could 

find ways to develop their cultural and linguistic capital, such as acting as an independent 

learner and accepting support from significant others (e.g. school teachers), although these 

findings were based on the views of only one participant. Chiang et al. collected data by 

carrying out nonparticipant observation and interviewing one ‘excellent’ working-class 

student. Chiang et al. observed that this student expressed her own belief in her capacity 

to become her own cultural capital constructor and overcome barriers to educational 

credentials. Apart from this student’s drive and initiative, it must be noted that support 

from schoolteachers played an important role for her. Therefore, Chiang et al. (2020) 

highlighted that it is important for schools, teachers and authorities to find ways to balance 

resources in order to provide for students from disadvantaged family backgrounds. In a 

different paper on socio-economic advantage, Shen and Lin (2019) used fifteen years’ 

worth (i.e. 2000-2015) of Taiwanese household income data to analyse the correlation 

between parents’ income and children’s higher education study.  Shen and Lin discovered 

that the higher the income of the parent, the greater the opportunity is for their children to 

attend prestigious universities.   

 

Overall, what emerges from the aforementioned papers (Archer et al., 2015; Chao et al., 

2014; Cheng and Kaplowitz, 2016; Chiang et al., 2020; Fwu et al., 2018; Klapwijk and 

Van der Walt, 2016; Lin, 2018; Liu, 2012; Park et al., 2016; Shen and Lin, 2019), is their 

common focus on the relationship between the value of cultural and linguistic capital, 

parents’ socio-economic conditions, and children’s academic achievement.  

 

2.3.2. The relationship between linguistic capital and cultural reproduction  

In this next section, I will discuss the research papers by Mu and Dooley (2015), Nishioka 

and Durrani (2019), and Pham and Tran (2015), as they focused on reviewing how 

authorities use dominant language and norms as an instructional language and mainstream 
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norms. In fact, Bourdieu (1991) shows that authorities use their habitus and linguistic 

repertoire as mainstream norms and instructional languages, with the goal of reproducing 

them within the structures and fields of society. The whole process of reproducing an 

authority’s habitus and language is referred to as ‘cultural reproduction’. In other words, 

cultural reproduction is a hierarchical influence from a dominant class to a dominated 

class, with the potential to perpetuate asymmetric power relations (Bourdieu, 1991). For 

example, Mu and Dooley (2015) uncovered that the education system is an ideal field in 

which learning a dominant language as an instructional language is legitimised, as well as 

one in which authoritative norms (e.g. contents of textbooks) is instilled. Pham and Tran 

(2015) stressed that a dominant class not only has the power to control economic, political 

and educational structures, but also uses their linguistic capital as a national instructional 

language to drive the acculturation of the dominated (e.g. minorities).  

 

The research purpose of Pham and Tran (2015) was to investigate intercultural interaction 

within Australian universities. Pham and Tran adopted Bourdieu’s notion of symbolic 

capital (1977) as the main conceptual framework in order to shed light on the relationship 

between cultural capital and cultural reproduction. Through interviews with 105 

international students, Pham and Tran stressed that due to the inevitability of cultural 

reproduction, as well as a dominant language (English) and Anglo-Australian culture, 

students become assigned to distinguishable groupings based on their proficiency with the 

dominant language, such as domestic and international students or native and non-native 

speakers. As a result, Pham and Tran emphasised that it is important to understand how 

institutions mitigate these potential inequalities and ease the potentially negative emotions 

of international students or non-native speakers within the context of intercultural 

communication. Compared with the work of Lin (2018) noted above, within the 

Taiwanese ethnolinguistic context, new immigrants, particularly those from Southeast 

Asian countries, may be a good example of a dominated group that struggle with 

oppressive realities.        

 

Similar to Pham and Tran (2015), Mu and Dooley (2015) also set their research context 

in Australia. However, Mu and Dooley’s research had 230 respondents who were young 
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Chinese Australians between 18 and 35 years old, while Pham and Tran’s research had 

105 international students. Among these young Chinese Australians, Mu and Dooley 

discovered an interesting phenomenon. That that Sinitic-language speaking respondents 

were not only influenced by Confucian values (e.g. grandparents/parents’ garner authority 

due to filial piety (Rozman, 2014; Wang, 2004), which can potentially influence family 

linguistic habitus), but that children also acquired a different level of Sinitic-language 

repertoire at home before their whole families immigrated to English-speaking countries. 

When compared with grandparents/parents’ Sinitic-linguistic habitus, Mu and Dooley 

uncovered that young immigrants become accustomed to English due to long exposure to 

English-speaking during schooling, leading to the construction of bilingual or multilingual 

identities. However, because Mu and Dooley’s research is predominantly quantitative, it 

failed to pinpoint whether these young Chinese Australian respondents ‘misrecognise’ or 

choose to ‘hide’ their heritage linguistic identity.  

 

The work of Sandel (2003) is similar to Mu and Dooley (2015), in the sense that it revealed 

a Sinitic-linguistic issue among multi-generations. However, the difference was that 

Sandel’s research purpose was to uncover whether Taiwanese multi-generational Sinitic-

linguistic speaking families had different preferred linguistic habitus in each generation 

because of the Mandarin-only policy. Sandel interviewed 25 participants (17 parents, 5 

grandparents, and 3 young adults) who revealed that Tai-gi was the preferable spoken 

language of grandparents, while Mandarin was dominant language for parents and young 

adults. A follow up project (Sandel et al., 2006) interviewed 58 Taiwanese parents who 

lived in either urban and rural areas. They found that Taiwanese rural parents had more 

heritage linguistic habitus and Taiwanese identity tendencies than urban parents, who 

appeared to embody greater Mandarin identity tendencies in their life, which they 

encouraged in their children. However, the voice of grandparents and children’s were 

largely absent in the research which may have exposed more fully the relationship 

between linguistic habitus and Taiwanese identity tendencies. Although both studies 

focused on revealing language alternation between Tai-gi and Mandarin in Taiwanese 

families, the leading factor that caused language code switching was the Mandarin-only 
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policy, which successfully enforced a practice of cultural reproduction based on the 

dominant class.  

 

Nishioka and Durrani (2019) used secondary data from 12,271 responses to the Malawi 

Integrated Household Survey 3, which was collected between March 2010 and 2011. The 

researchers sought to explore the relationship between cultural reproduction and symbolic 

violence through the lens of linguistic capital. The survey revealed that the culture and 

language of the dominant class persisted in colonised countries, such that language 

hierarchy and linguistic inequality (English versus other languages of dominated classes) 

still existed in a country. From the work of Park et al. (2016) noted above, English was 

regarded by respondents as the means for upward social mobility and to bolster one’s 

symbolic capital compared with French in Burkina Faso and Mali, even though both 

countries’ official language is French. Both studies (Nishioka and Durrani, 2019; Park et 

al., 2016) highlighted that the process of cultural reproduction seemed to activate the 

mechanisms of symbolic power and symbolic violence. This phenomenon would lead 

other languages to be perceived as unfavourable.  

 

Due to the Mandarin-only policy and globalisation trends in Taiwanese socio-linguistic 

ecology, Mandarin and English are the two predominant languages (see Chapter 1). Both 

languages are compulsory academic subjects for obtaining institutionalised capital when 

compared to other languages such as Taiwanese heritage and indigenous languages 

(Chang, 2014; Dupré, 2014, 2016; Scott and Tiun, 2007; Wu et al., 2017). For example, 

Dupré (2014) not only criticised the Taiwanese local language education and its related 

policies, but also highlighted a worrying phenomenon which was that students seemed to 

exhibit an apathetic attitude towards local language curricula. Even though Taiwanese 

heritage and indigenous languages have been compulsory school subjects in primary 

schools since 2001, these local languages are still perceived to be inferior. Dupré (2016) 

also analysed the Democratic Progressive Party’s (DPP) highly contested 2002 

‘Language Equality Law’. Although Dupré used the term ‘failed attempts’ to describe the 

prolonged process of attempted legislation, the retitled law of ‘National Language 

Development Act’ for Language Equality eventually passed on 9th of January, 2019 
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(Laws and Regulations Database, 2019). This law meant that all languages on the island 

of Taiwan were classed as national languages, thus acting as a positive force for the 

deconstruction of the notion that heritage and indigenous languages only belonged to the 

lower social classes, private domains, and dialects of Taiwanese society. Further, the 

work of Chang (2014) echoes Dupré’s analysis (2014) of the local language curriculum. 

Chang was not only a researcher, but a participant among approximately 150 students 

and four primary school teachers. Chang was engaged in Pangcah aboriginal language 

classes in Hualien, Taiwan, and uncovered that many students were not highly engaged 

with local language classes.   

 

In studying the difference between Taiwanese English education with Taiwanese local 

language education, Wu et al. (2017) revealed that a standardised English benchmark in 

higher education could be a significant motivator for ‘studying’ English, as the benchmark 

must be met in order to graduate. Wu et al. collected 624 responses from one university 

in northern Taiwan, and all respondents attended GEPT Intermediate Level Tests. Even 

though GEPT (General English Proficiency Test) was designed and implemented by a 

private English institution named LTTC (Language Training and Testing Center, Taiwan), 

language certificates that were issued by LTTC are recognised by the Taiwanese 

authorities. This circumstance led many students to attend GEPT. Wu et al. uncovered 

that these English intermediate-level students had a positive attitude towards learning 

English. However, the limitation of the study was that this survey was not able to reveal  

students’ motivation for learning English.  It was not known from this study whether 

English elementary-level (or lower) students would have a positive attitude to English.   

 

From these aforementioned papers, we can understand from a macro-view that Taiwanese 

students seemed to have less passion for local language education than they do for learning 

Mandarin and English. In contrast to these superordinate languages, in the next section, I 

will explore the micro-view of motivations to learn subordinate languages (e.g. heritage 

language acquisition, HLA) in Taiwan and other countries. I will review how aspects of 

Bourdieu’s theory (e.g. four forms of capital, habitus, cultural reproduction, symbolic 
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violence, language hierarchy, and the economics of linguistic exchanges), explain 

motivations to learn heritage languages.  

 

2.4. Motivation for heritage language acquisition 

Regarding the relationship between immigration, ethnicities and sociocultural contexts, 

Mu (2016) argued that heritage language acquisition (HLA) typically referred to the 

heritage languages that minority immigrant groups spoke at home or in their communities. 

Mu used the concepts of habitus and cultural capital (Bourdieu, 1991) to explain the 

relationship between inheritance and HLA. Mu collected 230 responses from young 

Chinese Australians, aged between 18 and 35. There were two significant finding in Mu’s 

study: (1) A family’s, or a community’s, conventional expectation to maintain heritage 

linguistic habitus led HLA to be a mechanism for developing ethnolinguistic and cultural 

identities; (2) Having ‘Chinese looks’ made respondents and others assume that 

respondents’ habitus should include knowing how to speak Chinese, where ‘Chinese 

language’ referred exclusively to Mandarin. Among the Sinitic-language speaking 

immigrant communities, many other researchers discussed the HLA of minority 

immigrant youth from differing geographical contexts, such as the United States (Wu et 

al., 2014), Canada (Moore, 2010), Australia (Chiang and Yang, 2008), the United 

Kingdom (Wei, 2011). These researchers disclosed that a fundamental motivation for 

HLA was respondents attempting to maintain a broader Chinese culture and identity 

through the Sinitic language.  

 

Wu et al. (2014), for example, investigated Chinese American teenagers’ experience of 

learning Mandarin. They first collected approximately 80 responses from 7th and 8th grade 

students who were enrolled on ‘Chinese lessons’ within one charter school between 

September 2010 and June 2011. It must be noted that the term of ‘Chinese lesson’ referred 

to the Mandarin curriculum. In the second stage of the investigation, 22 respondents were 

selected for in-depth participant observations and interviews. Wu et al. interviewed one 

heritage language teacher and observed her class. One significant finding from the 

interviews was that respondents attended Chinese classes to maintain Chinese culture and 

identity, so as to meet family convention and expectations, while another significant 
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finding was that Mandarin overshadowed other languages within the Sinitic-linguistic 

family, such as Cantonese, Fujianese, and Hakka. Wu et al. stressed that many 

respondents expressed that they spoke Cantonese or Fujianese at home rather than 

Mandarin. However, due to an ambivalent desire for Chinese identity, and a lack of choice 

for heritage language classes, respondents chose to attend Mandarin curriculum-based 

classes.  This study revealed the influence of cultural reproduction and symbolic violence 

(Bourdieu and Passeron, 1990), not only on instructional language (i.e. English), but on 

the process of heritage language acquisition, as Mandarin’s taken for granted hierarchical 

dominance over all other Sinitic languages meant that ‘Chinese’ within this American 

context invariably referred only to Mandarin.    

 

In a study similar to Wu et al., Moore (2010) investigated the simultaneous acquisition of 

three writing systems (i.e. English, French and Chinese) in Vancouver, Canada. Moore 

recruited 14 young Chinese immigrants, aged 6 to 7 years old from 12 families. 

Additionally, Moore conducted interviews with parents and children, carried out 

participant observation, and collected photographs of written works and field notes. 

Moore (2010) found that immigrant parents intended to create an environment in which 

their children constructed multilingual identities that encompassed those of their adopted 

country of Canada (i.e. English and French) and those of their own native country. This 

was because many parents perceived heritage languages as a fundamental communicative 

tool to connect to one’s broader family network. In addition, Moore highlighted that 

‘Chinese script’ between simplified script (e.g. mainland China) and traditional and 

complex script (e.g. Hong Kong and Taiwan) potentially leads children to perceive 

‘Chinese’ and ‘Chinese identity’ in different ways, due to different ‘Chinese schools’ and 

different ‘Chinese-speaking parents’.  For example, many Taiwanese parents would teach 

traditional and complex script to their children. Before these parents moved to Canada, 

they would already have an embedded linguistic habitus for the Mandarin writing system 

as a result of their schooling. This habitus was then reproduced through their children, as 

they expected this linguistic capital to be inherited.  
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Regarding identity and its importance, Bucholtz and Hall (2004)’s critical review argued 

that identity is not only a person’s constructed self-position of one’s own subjective-self, 

but is related to how a person feels they are perceived by others. Identity can be seen as 

an emergent product of social or cultural phenomenon, as each individual’s identity is 

continuously reformed through interactions with other people within society, where a 

variety of structural norms and agentic decisions guide and influence. Moreover, Bucholtz 

and Hall stressed that when individuals share identities with others, this similarity can lead 

to the formation of a group identity. During the process of developing a group identity, 

language is an important medium to accelerate interaction between group members. 

Language can help to distinguish social groups from one another; if each group speaks a 

different language, however, a hegemonic language can help bind groups together through 

assimilation. In order to assimilate groups, Bucholtz and Hall highlighted that 

authoritative power instilled their language, habitus and norms into oppressed classes, by 

presenting them as the mainstream language and culture within society. This argument 

seems to give credence to Bourdieu’s analysis of cultural reproduction (Bourdieu, 1990). 

Bucholtz and Hall (2004) emphasised that practice plays a substantial role in the 

completion of cultural reproduction and acquisition of mainstream habitus through 

deliberate repetition, such as languages, norms and behaviours. In other words, practice is 

habitual social activity, the series of actions that make up our daily lives.  However, 

practice can result in multifaceted performance due to individual’s idiosyncratic lived 

experience. This differentiation in turn potentially leads individuals to be classified into 

different social groups.  

 

In a study linked to the classification of different social groups, Chiang and Yang (2008) 

explored the construction of bilingual and multilingual identities in Australia. They found 

that many Mandarin-speaking immigrant children and teenagers seemed to struggle to 

maintain their ‘Taiwanese-Chinese’ identity within the context of Australian culture and 

English-speaking social groups. Chiang and Yang recruited 20 interviewees who were 

aged between 23 and 30, but had immigrated to Australia when they were between 7 and 

18 years old. All interviewees were Taiwan-born and Mandarin-speaking before 

emmigrating to Australia. Most participants expressed that their parents worried that they 
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were becoming disconnected from their Taiwanese-Chinese culture. This anxiety led 

parents to coax or force participants into attending Mandarin classes and Taiwanese-

based events. However, many participant’s heritage language proficiency (i.e. Mandarin) 

appeared to diminish during formal schooling, due to the adoption of the hegemonic 

instructional language (i.e. English). This shed light on a dilemma for heritage language 

speakers, which was whether participants should perceive the language (Mandarin) as 

first language, second language or ‘foreign language’. As this internal dialogue occurred, 

it forced participants to negotiate their identities and language choices against their 

perceived value for both Australian and Taiwanese-Chinese culture. For example, one 

interviewee stressed that ‘I think I am Australian since I grew up here’ and ‘I know 

nothing about Taiwan’.  

 

2.5. Conclusions: Dialect or language 

Within the context of Taiwan, Dupré (2013) highlighted that people’s ethnolinguistic and 

cultural identities often go through a process of internal negotiation, where decisions are 

made regarding the maintenance of heritage language identities in the face of pervading 

mainstream linguistic identities, in particular the notion of whether heritage language is 

a language or a dialect. Any manifestation of ambivalence towards heritage language 

during this process seems to diminish motivation for heritage language acquisition. In 

fact, many researchers (Chen, 2006; Dupré, 2014; Hsiau, 1997, Li, 2006, Liu, 2012; 

Sandel, 2003; Scott and Tiun, 2007) reported an ethnolinguistic ecological crisis in 

Taiwan due to the aforementioned Mandarin-only policy (see Chapter 1 and also see 2.3.2 

in this chapter). The Mandarin-only policy is a significant factor influencing many 

Taiwanese residents to perceive heritage language and indigenous languages as merely 

dialects, while Mandarin is legitimised as a national language within a multi-

ethnolinguistic context. In fact, Haugen (1966) highlighted that the relationship between 

languages and dialects often appears to dynamically change over time, as dialects can 

gradually develop into recognised languages, as social contexts change. Moreover, a 

language is not only seen as a single linguistic form, but also as a superordinate term, 

while a dialect is often associated with a subordinate term, which is under a language. 

Lameli et al. (2015) argued that due to the similarities of linguistic traits and the 
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superordinate subordinate relationship between languages and dialects, dialects often 

appear to be referred to as regional/local linguistic variation when compared to the 

superordinate language. For example, the Sinitic family of language is comprised of 

seven ‘dialects’, which are Mandarin, Wu, Gan, Xiang, Min, Hakka and Yue. Although 

the seven ‘dialects’ have developed into seven individual languages, when the Chinese 

authorities legitimised Mandarin as a national language, it stripped the other Sinitic 

languages of equal linguistic status and relegated them to being perceived as dialects 

(Ceccagno and Basciano, 2009; Mair, 1991). This circumstance led to the dialects being 

typically relegated to private domains, while Mandarin became ubiquitous within the 

public domain.  

 

The literature review revealed that bilingual and multilingual linguistic habitus are 

important dispositions. These dispositions can lead individuals to choose or adjust their 

linguistic utterances within different linguistic markets (Bourdieu, 1991). Within the 

Taiwanese linguistic market, Mandarin and English are not only at the core of meaning-

making, but are both instrument of empowerment. In particular, English is the medium 

through which to symbolise financial and social status within East Asian societies 

(Bourdieu, 1991; Chao et al., 2014). This would seem to make sense, as Bourdieu (1991, 

p.18) highlighted that ‘the distribution of linguistic capital is related in specific ways to 

the distribution of other forms [e.g., economic capital, cultural capital], which define the 

location of an individual within the social space’. However, ‘capital does not exist and 

function except in relation to a field’ (i.e. a social space) (Bourdieu and Wacquant, 1992, 

p. 101). Therefore, a capital’s value is directly associated with how that capital is 

perceived within social spaces.    

 

Due to the significant impact of linguistic capital, governments use a hegemonic language 

as an instructional language within their education systems in order to force oppressed 

classes to reproduce hegemonic norms (Bourdieu, 1991). The process of cultural 

reproduction may manifest in symbolic power over the oppressed and potentially cause 

them to assimilate the hegemonic norms, or even misrecognise their own cultural identity 

(see the findings Chapter 5 and 6). This symbolic power would, therefore, potentially 
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influence the development of dominated classes’ ethnolinguistic and ethnic identities. I 

will discuss Bourdieu’s concepts (e.g. cultural and linguistic capital, habitus, field, social 

calss, linguistic markets, cultural reproduction, symbolic power and symbolic violence) 

in the next chapter. Based on the literature reviewed in this chapter, I chose to use 

Bourdieu’s (1) economic, institutionalised, superordinate, and subordinate linguistic 

capitals; (2) change of linguistic habitus; (3) cultural reproduction (e.g.: Mandarin-only 

policy, internationalisation trend, and revitalisation of Taiwanese heritage languages) as 

the three most referenced concepts. These concepts were also associated with linguistic 

markets and language hierarchy, as well as symbolic power and symbolic violence (see 

Figure 2.1 below).    

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

  Figure 2.1: Research model in this thesis (author’s own figure) 

 

With regard to two important concepts: linguistic capital and linguistic habitus, both of 

them normally cannot exist without the other. This is because a person’s linguistic capital 

not only helps a person acquire manners, intellect, knowledge, and a style of speech, but 
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it in turn enables the realisation of the aforementioned four components as one’s linguistic 

habitus (Blackledge, 2001; Klapwijk and Van der Walt, 2016). However, this thesis puts 

much more emphasis on addressing how different linguistic capitals specifically impact 

on bi/multilingual participants’ linguistic identities and subjective-identity. To be more 

specific, I explore how the superordinate linguistic capitals (e.g. Mandarin and English) 

overshadow the subordinate linguistic capitals (e.g. Tai-gi and Hakka) during cultural 

reproduction. This is because language hierarchy appears to influence participants’ 

motivation to learn languages, and continue to speak them as part of their habitus within 

different linguistic markets.    
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Chapter 3  

Theoretical/ Conceptual Framework 

 

3.1. Introduction  

The literature review found a significant phenomenon in that a certain number of 

Taiwanese residents seem to ignore the importance of their own heritage language 

competence and value, while prioritising the importance of Mandarin and English 

competence (Chen, 2006; Dupré, 2013; Heylen, 2005; Scott and Tiun, 2007; Wang, 2004). 

This also seems to lead many Taiwanese to have an ambivalent attitude towards heritage 

language identity. In fact, Riley (2011) illustrates that a language is not just a 

communicative tool but can also symbolise aspects of identity such as personal identity 

and social class (i.e. status), as well as ethnic identity and cultural identity. In accordance 

with these arguments, this thesis highlights four research gaps: Firstly, a paucity of 

evidence related to the longitudinal bilingual and multilingual learning process of 

Taiwanese adults. Secondly, a lack of exploration of how Taiwanese adults perceive 

themselves as ‘bilingual or multilingual’. Thirdly, a lack of understanding about the 

influence of language hierarchy and the impact of national historical factors on sustaining 

a diverse language ecology. Fourthly, the perception of and confusion between (i) 

languages and dialects; (ii) mother language and first language. Regarding (iii), the term 

of ‘Mu-yu’ in the context of Taiwan (‘mu’ refers to mother and ‘yu’ represents language) 

specifically refers to heritage languages (Sandel, 2003; Sandel et al., 2006). This 

phenomenon might result in Taiwanese having different interpretations of the mother 

language, first language and native language. This is because the term ‘mother language’ 

has often specifically referred to Taiwanese heritage languages or indigenous languages, 

while first language or native language are highly likely to be associated with Mandarin. 

Therefore, the purpose of this thesis is to explore how Taiwanese adult participants, with 

bilingual and multilingual repertoires, perceive their own linguistic identity and 

subjective-identity through the process of learning heritage languages, Mandarin, English 

and other foreign languages from childhood to adulthood.  
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In addition, the literature review revealed that Taiwanese socio-political and linguistic 

development has been systemically impacted for nearly four decades by a Ku-min-tang 

(KMT) government, which used their authority and power to champion a Mandarin-

predominant discourse (Dupré, 2014; Hsiau, 1997, Li, 2006, Liu, 2012). Table 3.1 

presents this thesis’s research objectives, which are framed around how these social 

structures impact on language repertoire, motivations and identities within Taiwanese 

social structure. This led me to conceptualise my thesis using the following concepts from 

Pierre Bourdieu’s work: the forms of capital (especially cultural and linguistic capital); 

cultural reproduction; habitus and fields; class; language hierarchy and symbolic violence; 

as well as linguistic markets, to analyse what motivates participants to learn languages; 

how they choose to perform their language repertoire; and what their linguistic and 

subjective identities might reveal (see Table 3.1 below).  

 

 

 

 

 

Taiwanese context 

Features of research 

objectives 

 Bourdieu’s concepts  

1. language  

     repertoire 

 the forms of capital  

 cultural and linguistic 

capital 

 linguistic market 

 habitus and fields 

 class (such as ethnicity 

and language) 

 cultural reproduction 

 language hierarchy and 

symbolic power  

2. Motivations 

 

 

3. Identities 

 

Table 3.1: Bourdieu’s concepts as used in this thesis (author’s own table) 

 

As a result, the conceptual framework for this thesis is comprised of three overarching 

concepts: (1) the transformation of forms of capital and cultural and linguistic capital; (2) 

the concepts of habitus, fields and social class; (3) the influence of cultural reproduction 

on symbolic power, symbolic violence and language hierarchy within linguistic markets.  

Social structure 
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In order to visualise these overarching concepts, I used the human body to illustrate them 

(see Figure 3.1 below). In Figure 3.1, the four key forms of capital are each represented 

by four limbs, with the torso representing habitus. Additionally, the head is used to 

conceptualise cultural reproduction, with a mouth used to imply language hierarchy 

and linguistic markets. I felt that this might best represent their interrelatedness, as the 

limbs (capital(s)) and torso (habitus) can be impacted by the actions of the parts and how 

the head (cultural reproduction) interprets and drives decision making. This in turn will 

lead the mouth to speak (language hierarchy and linguistic market) in different fields, 

which each consist of unique occurrences of social class, symbolic power and symbolic 

violence. All these concepts will be explained further in this chapter. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Figure 3.1: Visualisation of Bourdieu’s concepts used in this thesis (author’s own figure) 

 

3.2. The transformation of ‘Forms of Capital’ and cultural and linguistic capital 

This section explains the concepts of ‘Forms of Capital’, cultural and linguistic capital, 

and the transformation between cultural and linguistic capital and other forms of capital.  
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3.2.1. The forms of capital 

Bourdieu (1986, p.243) explains that ‘Capital’ is comprised of three forms: economic, 

cultural, and social, whereby: 

 

Capital can present itself in three fundamental guises: as economic capital, which is 

immediately and directly convertible into money and may be institutionalised in the 

form of property rights; as cultural capital, which is convertible, on certain conditions, 

into economic capital and may be institutionalised in the form of educational 

qualifications; and as social capital, made up of social obligations (“conditions”), 

which is convertible, in certain conditions, into economic  capital and may be 

institutionalised in the forms of a title of nobility.  

 

Several researchers (Cheng and Kaplowitz, 2016; Park et al., 2016; Nishioka and Durrani, 

2019) stress that each form of capital is considered not only to be a valuable personal asset, 

either tangibly or intangibly, but that each has the potential to be transformed or increased 

by any other. Economic capital could be defined as the amount of money and property 

that a person (agent) or a unit (family) possesses (Cheng and Kaplowitz, 2016). The level 

of one’s economic capital influences how they are classified within societal structures; for 

example, whether they are classed as wealthy, middle-class or poor (Nishioka and Durrani, 

2019). However, Park et al. (2016) uncover that one’s social classification is not solely 

related to one’s economic capital, but is also associated with one’s cultural capital. 

Bourdieu highlights that cultural capital (1986) can be achieved through acquisition, and 

is embodied in one’s manners, intellect, knowledge, style of speech, as well as one’s 

educational status. Bourdieu (1986, p.253) emphasises that ‘the transformation of 

economic capital into cultural capital presupposes an expenditure of time that is made 

possible by possession of economic capital’.  

 

Economic and cultural capital not only impact on a person’s social status and occupational 

opportunities (Bourdieu, 1984), but also on their social and symbolic capital (Bourdieu, 

1986). Bourdieu and Wacquant (1992, p.119) explain that social capital is:  
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the sum of the resources, actual or virtual, that accrue to an individual or a group by 

virtue of possessing a durable network of more or less institutionalised relationships of 

mutual acquaintance and recognition. 

 

To put it simply, I would argue that social capital represents the social connections, 

advocates and networks that a person or a group can make use of for their own 

advancement (Imrie, 2013).   

 

Several researchers (Archer et al., 2015; Hall, 1992; Lan, 2003) found that symbolic 

capital might best be described as an amalgamation of the other three capitals, with 

Bourdieu (1986) stressing that the development of symbolic capital can be directly linked 

to a person’s credibility, reputation and recognition. Bourdieu conceptualises economic 

and cultural capital’s impact on social and symbolic capital through the notion of ‘social 

space’ (Bourdieu, 1984), by using capital volume as a vertical axis and economic and 

cultural capital as a horizontal axis to distinguish occupational groups into differing social 

classifications (see Figure 3.2 below). This led Hall (1992) and Lan (2003) to emphasise 

that a person’s proactive or passive choices within social spaces significantly impact on 

one’s economic and cultural capital, and vice versa.  
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Economic capital + Economic capital - 

Commercial employers 

Professors 
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Figure 3.2: Distinction within social space (author’s own figure) 
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Based on Bourdieu’s original conception (1984), I used capital volume as a vertical axis 

and economic and cultural capital as a horizontal axis to distinguish occupational groups 

into differing social classifications.  

 

3.2.2. Cultural and linguistic capital 

Cultural capital and linguistic capital are the core forms of capital that this thesis discusses 

in relation to language repertoire and learning motivations. Bourdieu (1986) explains that 

cultural capital is comprised of three types of forms: embodied, objectified, and 

institutionalised states.  

 

Embodied state 

Bourdieu (1986, p.243) reveals that in the embodied state means ‘in the form of long-

lasting dispositions of the mind and body’. Bourdieu (1984) highlights that individual’s 

dispositions incorporate four components: a person’s manner, intellect, knowledge, and 

style of speech. These four components are also dependant on linguistic capital. It must 

be noted that linguistic capital ‘is an embodied capital’ (Bourdieu, 1977, p.660). Linguistic 

capital could be best described as a person’s language repertoire, which in turn enables 

the realisation of the four components (Blackledge, 2001; Klapwijk and Van der Walt, 

2016).  

 

Bourdieu (1986, p.245) uses embodied capital as an interchangeable term for embodied 

state, and continues to explain the relationship between economic capital and embodied 

capital by stating that:  

 

External wealth converted into an integral part of the person, into a habitus, cannot be 

transmitted instantaneously (unlike money, property rights, or even titles of nobility) 

by gift or bequest, purchase or exchange.  

 

As a result, embodied capital can be inherited consciously or subconsciously, proactively 

or passively, from family, school or broader society (Archer et al., 2015). Embodied 

capital cannot be acquired suddenly from an inheritance or gift in the way that economic 



46 

 

capital can be; rather, the acquisition of embodied capital occurs over a period of time and 

through a process of socialisation (Imrie, 2013). This is perhaps the reason that cultural 

capital is formed and bounded within one’s habitus, with the first and most influential 

phase occurring from childhood (Bourdieu and Passeron, 1990).  

 

In this sense, I would argue that linguistic capital is not only a form of cultural capital but 

a form of embodied capital, as it is accumulated over time, and each individual uses their 

own linguistic skills to socially interact with themselves and others. In a word, one’s 

language repertoire is the mechanism by which one can achieve the components of 

cultural capital. Additionally, Lan (2003) reveals that if one’s family has a surplus of 

expendable economic capital, the family may attempt to overcome any perceived cultural 

capital deficit by financially investing in the next generation, through the provision of 

non-familial resources such as schools or other social groups. For example, many 

Taiwanese families will invest in their children’s linguistic development, if they perceive 

that it will give them some form of advantage in life (Chung and Huang, 2010; Huang et 

al., 2015; Huang and Ke, 2016; also see Chapter 2.2).  

 

Objectified state  

Bourdieu (1986, p.243) reveals that when something is in an objectified state it is ‘in the 

form of culture goods (pictures, books, dictionaries, instruments, machines, etc.)’. This is 

because ‘cultural capital objectified in material objects and media is transmissible in its 

materiality’ (Bourdieu, 1987, p.246). Bourdieu (1986, p.247) also stresses that ‘cultural 

goods can be appropriated both materially-which presupposes economic capital-and 

symbolically-which presupposes cultural capital’. Therefore, an objectified state could be 

defined as the cultural products or valued goods that a person owns, as well as the person’s 

tastes or aesthetic sensitivities towards these objects (Archer et al., 2015). In fact, 

objectified capital is closely linked to embodied capital, in the sense that one can only 

realise objectified capital if one can learn to appreciate its value (Imrie, 2013). For 

example, one can perhaps only value a work of art if one understands and appreciate art, 

and the object’s artistic significance (Archer et al., 2015; Imrie, 2013). Therefore, I would 

argue that this process of learning how to appreciate valued products would also need a 
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language repertoire to support it. In addition, objectified capital can be converted to 

economic capital, in the sense that the valued objects can be sold.  

 

Institutionalised state   

Bourdieu (1986, p.243) distinguishes that the ‘institutionalised state’ is ‘a form of 

objectification such as educational qualifications’. The institutionalised state represents 

one’s cultural capital being recognised by formal institutions. It must be noted that the 

academic ranking of institutions plays a part in how other people and the self perceives 

one’s institutionalised capital (Blackledge, 2001; Pham and Tran, 2015; Zheng and Guo, 

2019). This form of capital is potentially connected with the labour market, economic 

capital and social class (Bourdieu, 1984), in the sense that a person’s income, social class 

and occupation may be the result of one’s institutionalised capital (Blackledge, 2001; 

Pham and Tran, 2015). Linguistic capital plays an integral role in obtaining 

institutionalised capital, as one’s language repertoire aids them in the achievement of 

academic credentials, certificates, and professional qualifications (Zheng and Guo, 2019).  

 

In order to simplify the statements in section 3.2.1 and 3.2.2, I drew a figure for 

summarising the notions (see Figure 3.3 below). Within the concept of Bourdieu’s forms 

of capital, economic, cultural and social capitals are the three fundamental capitals, while 

symbolic capital can be seen as an amalgamation of the other three capitals. All these 

capitals can be transformed from one into the other. With regard to cultural capital, 

linguistic capital, which is a sub-category of cultural capital, is a core theme in this thesis. 

This is because I will apply the concepts of embodied state and institutionalised state to 

participants’ bi/multilingual acquisition, as linguistic capital and institutionalised states 

can help explain participants’ linguistic habitus and the academic achievement-driven 

culture for transforming their cultural and linguistic capitals into other capital (see 

Chapters 5 and 6).  
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Figure 3.3: The concepts of ‘Forms of Capital’ (author’s own figure) 

 

3.2.3. The transformation between cultural and linguistic capital and other capitals 

In relation to the concept of ‘Forms of Capital’, Bourdieu (1986, p.241) highlights them 

by stating that:   

 

capital, which, in its objectified or embodied forms, takes time to accumulate and which, 

as a potential capacity to produce profits and to reproduce itself in identical or expanded 

form, contains a tendency to persist in its being, is a force inscribed in the objectivity 

of things so that everything is not equally possible or impossible.  

 

Therefore, when a person attempts to develop their cultural capital, economic capital can 

be used to obtain relevant resources, social capital can be used to provide the connections 

necessary (Mok and Wu, 2016), while symbolic capital can offer a means of influencing 
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other people’s opinions (Park et al., 2016). However, this can work in reverse, as diverse 

cultural capital appears to bolster one’s economic, social and symbolic capital. This is 

because strong cultural capital plays a decisive role in the labour market, and the labour 

market is a relatively important factor in the accumulation of economic, social and 

symbolic capital (Lan, 2003; Zheng and Guo, 2019).  

 

Linguistic capital (i.e. participants’ language repertoire) is the most referenced capital 

throughout this thesis. Bourdieu (1991, p. 18) explains that:  

 

the distribution of linguistic capital is related in specific ways to the distribution of 

other forms [e.g., economic capital, cultural capital], which define the location of an 

individual within the social space.  

 

As noted in the literature review (Cheng and Kaplowitz, 2016; Hsieh and Chuang, 2016; 

Liu, 2012; Sandel, 2003; Sandel et al., 2006), Taiwanese parents’ economic, cultural, 

social and symbolic capital appear to influence the development of children’s linguistic 

and cultural capital. Sandel et al. (2006) highlight that these parents seem to place more 

emphasis on the instructional language of Mandarin and international language of English 

than they do on their own family heritage languages. This parental tendency led me to 

wonder how participants’ cultural and linguistic capital are influenced by their parents’ 

(including grandparents and relatives) economic, cultural, social and symbolic capital 

during childhood, and how they later perceive their own cultural and linguistic capital 

once they become adults (see Table 3.2 below).  

 

In addition, it is important to discuss how participants develop their own linguistic capital 

from childhood to adulthood, by learning Taiwanese heritage languages, Mandarin, 

English and other foreign languages. This thesis not only explores how participants’ 

construct their own habitus but discusses how habitus and linguistic capital can impact on 

different fields and symbolise different social class. The concepts of habitus, fields and 

social class will be discussed further in the next section. 
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Objectified  

capital 

Collections  

(e.g. books, works of 

art) 

Institutionalised 

capital 

Educational level 

Table 3.2: How participants cultural and linguistic capital are influenced by their parents’ 

economic, cultural, social, and symbolic capital (author’s own table). 

 

3.3. The concepts of habitus, fields and social class 

3.3.1. Habitus 

Crossley (2013) makes a distinction between habit, which is to emphasise the unconscious 

behaviours that a person does often and regularly, and habitus, which is comprised of 

ethos and hexis. ‘Ethos’ is the norms of a personal internalised system, while ‘Hexis’ 

refers to non-verbal languages, such as manners, attitudes, postures and tastes. Therefore, 

Bourdieu (1990, p.53) explains that habitus: 

 

a system of durable, transposable dispositions … as principles which generate and 

organize practices and representations that can be objectively adapted to their outcomes 
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without presupposing a conscious aiming at ends or an express mastery of the 

operations necessary in order to attain them.  

 

Crossley (2013) stresses that the significant difference between habitus and habit is that 

habitus involves creative, constructive, and reproductive thinking, while habit is merely 

conditioned action.  Habitus is not only substantially constituted of dispositions and 

tendencies, but that it is also an embedded durable and transposable system (Crossley, 

2013; Mu and Dooley, 2015). This system is not only generative in nature but integrates 

aspects of past experience. Based on these past experiences, this system can be used as a 

matrix to enable individuals to perceive and act in relation to various issues within social 

structures (Sandel, 2003).  

 

Bourdieu (1984, p.170) defines habitus as ‘a structuring structure, which organises 

practices and the perception of practices’. His later work (Bourdieu, 1990) explains that 

habitus is not innate but is a second nature that is socially acquired over time. Parents, for 

example, typically act as role models for their children, demonstrating norms, values, 

thoughts, and knowledge, as well as verbal and non-verbal languages (Blackledge, 2001). 

To put it simply, Table 3.3 below illustrates how habitus is an acquired and internalised 

system of norms of being, seeing, acting and thinking (Lan, 2003). Through this system, 

habitus seems to lead a person to choose, interpret, analyse, organise, judge and react to 

the external world. Jenkins (1992) emphasises that these components of habitus are tightly 

linked to embedded cultural capital, meaning that differing levels of embedded capital 

lead to differing displays of habitus.  In addition, Bourdieu (1990) illustrates that practice 

not only demonstrates a person’s position-taking or behaviours, but also the outcomes of 

habitus. Through practices, habitus can be observed or noticed. In order to simplify the 

statements in relation to habitus, I drew a table for summarising the notions (see Table 3.3 

below).  

 

Bourdieu (1990) emphasises that historical, structural mechanisms, such as national 

policies, laws, wars and societal movements, play a substantial role in influencing people. 

Some groups are influenced to construct their habitus to symbolise and perpetuate certain 
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societal discourse (Sandel, 2003; Shih, 2019), and this thesis will discuss how participants’ 

habitus (in particular linguistic habitus) is influenced by national language polices and 

laws, as well as by aspects of the education system. 

 

Table 3.3: The formation of habitus (author’s own table) 

 

In addition, due to the durable nature of habitus, the phenomenon of ‘hysteresis’ (Bourdieu, 

1977, p. 83) 

 

… which is inherent in the social conditions of the reproduction of the structures in 

habitus, is doubtless one of the foundations of the structural lag between opportunities 

and the dispositions to grasp them which is the cause of missed opportunities and, in 

particular, of the frequently observed incapacity to think historical crises in categories 

of perception and thought other than those of the past.  

 

On the other hand, the transposable nature of habitus can lead to new habitus being 

developed within societal discourse (King, 2000). As a result, long-lasting habitus and 

new habitus might conflict with each other, causing a generational gap.  For example, 

from the literature review discussed (Lin, 2009; Sandel, 2003; Sandel et al., 2006), fluent 

linguistic repertoire between Mandarin and Taiwanese heritage languages seems to 

distinguish linguistic habitus between different generations, and it would be interesting to 

find out how participants perceive, choose and react to this circumstance, while they face 
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their parents and grandparents’ linguistic habitus. In addition, within the societal discourse 

of dualistic debate (Mandarin verse heritage languages), it is important to explore how 

participants will develop their code switching language repertoire, as well as how they 

perceive it.  

 

3.3.2. Social class 

Although the development of habitus is linked to the accumulation of cultural capital,  

economic, social and symbolic capitals also play an integral role, as each capital can not 

only transform cultural capital, but one’s habitus as well (see Bourdieu, 1986; 1990; 1991). 

The differing habitus of groups can lead to divergent representations of social class, which 

is significant, as one’s social class can impact on one’s social mobility, status and power 

(Park et al., 2016).  

 

Figure 3.4 illustrates that Bourdieu (1984) interprets social class as divided into three 

classification: a dominant class, middle class and proletariat class (i.e. working class). The 

dominant class not only owns a large amount of diverse capital, but also has hegemonic 

power to legitimate norms that they embrace, while the middle class attempts to imitate 

or acquire ‘high culture’ (Bourdieu, 1984, p.34), life styles or the habitus of the dominant 

class, therefore, transforming their social status from middle to upper class within the 

possibility of social mobility (Gerhards, 2014; Shih, 2019). Therefore, I would argue that 

the proletariat class is not only located at the bottom of social class, but also has an inferior 

volume of capital compared to the dominant class and a middle class (see Figure 3.4 

below). 

 

In addition, within the structure of capitalist society, the principle of meritocracy 

(Bourdieu and Passeron, 1990) plays a decisive role in the education system (Jæger, 2009; 

Jenkins, 1992). That is, in order to achieve social mobility, opportunities are based on 

students’ personal achievement instead of family backgrounds, economic capital or 

political privilege. Through their achievement and effort, they may have more 

opportunities to transform their social status and class (Jæger, 2009). 
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Figure 3.4:  The simplified concept of social class (author’s own figure) 

 

However, meritocratic development appears to be highly related to individual’s cultural 

capital, and cultural capital is linked to economic capital. This in turn would still lead 

working class students to encounter inequality (Jenkins, 1992). It must be noted that the 

norm of meritocracy within the Taiwanese education system seem to overemphasise 

‘credentialism’ (Brown, 2001; Liu and Sakamoto, 2002). This phenomenon has led to an 

overabundance of higher education graduates, which in turn not only devalues their 

qualifications from sheer market oversupply, but, consequently, also reduces 

opportunities for social mobility (Brown, 2001). Therefore, in my discussion chapter, I 

will discuss how participants perceive their own institutionalised capital within the 

societal discourse of credentialism, as well as explore (1) participants obtaining better 

opportunities due to their educational status and therefore transform their social status, 

and (2) how participants are impacted by market oversupply. In fact, social class, social 

mobility and occupational markets would influence one another and develop values for 

social actors within fields (i.e. social spaces) (Bourdieu, 1984). I will next discuss the 

concepts of field and social spaces in the next section. 

 

3.3.3. Field and social spaces 

From Bourdieu’s perspective, the word ‘society’ is a relatively broad and vague term. 

From Bourdieu’s analysis, society is associated with field and social space. Bourdieu 

(1998, pp. 40-41) explains the concept of field as: 
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a structured social space, a field of forces, a force field. It contains people who 

dominate and people who are dominated. Constant, permanent relationships of 

inequality operate inside this space, which at the same time becomes a space in which 

various actors struggle for the transformation or preservation of the field. All the 

individuals in this universe bring to the competition all the (relative) power at their 

disposal. It is this power that defines their position in the field and, as a result, their 

strategies.  

 

Fields are society that are made up of all types of occupational choices, as well as social 

class and status (Jenkins, 1992). Within these fields, different social classes and status 

appear to influence occupational choices (and vice-versa). Different social class and status 

impacts on a person’s social position, and this position dictates where the person is located 

within complex social networking systems (Chao et al, 2014).  

 

In fact, fields are slightly different from social spaces, however they are interrelated. This 

is because fields refer to how class power (e.g. dominant class) is exerted at the macro 

level of class power and social space conceptualises how this macro level is carried out 

by individual actors, whose dispositions are formed by cultural capital invested in social 

spaces by their parents. Therefore, parents play a role as main agents; administering the 

features of learning contexts for their children, through which different types of class 

habitus are transmitted to the next generation. In other words, social spaces form a 

hierarchical class due to the diversity of individual actor’s cultural capital. 

 

Table 3.4 represents Bourdieu and Wacquant’s (1992, p. 101) notion that ‘capital does not 

exist and function except in relation to a field’, while Bourdieu (1993) implies that fields 

and actors are like football matches and players in order to explain the relationship 

between social actors and their own cultural capital within fields. All social actors (players) 

not only play matches, but also have their own repertoire (i.e. cultural capital). This 

repertoire support players in having good performance and reaching their goals. Within a 

real society (field), cultural capital can be used to enhance one’s social status or gain an 
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ideal occupation, which can in turn help to transform one’s social position (Archer et al, 

2015; Grenfell, 2014). However, within the ‘match’, not all players have the same 

repertoire because of the existence of power asymmetry and hierarchy, which causes 

dominant and dominated, subordinate and corresponding relationships to form (see Table 

3.4 below). This creates the potential for social inequality.  Additionally, each match (field) 

has its own rules and these rules appear to manipulate players to obtain their repertoire 

(capital). In other words, within fields, a person appears to follow certain social norms to 

obtain their capital, and their accumulation of capital would lead them to have their own 

habitus, which distinguishes them from others. 

 

Society 

 

 

Each individual 

field  

 

 occupational 

choices 

social position 

 dominant and dominated 

relationship 

 subordinate relationship 

 corresponding relationship 

 

 social class and 

status 

 

E.g. football 

matches 

 repertoire  

(implies) capital and habitus 

Table 3.4: Hierarchy and social position (author’s own table) 

 

Within real social structure, Bourdieu (1993) stresses that each field is not totally 

independent; they influence each other. For example, within the context of Taiwan, it is 

interesting to know how the political field influences the field of school through cultural 

reproduction. The concept of cultural reproduction and associated concepts will be 

discussed in the next section. 
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3.4. The influence of cultural reproduction on symbolic power, symbolic violence 

and language hierarchy within linguistic markets 

In order to discuss this section in detail, it will first be important to introduce the concepts 

of cultural reproduction, symbolic power, symbolic violence, language hierarchy on 

linguistic markets. 

 

3.4.1. Cultural reproduction 

Bourdieu (1993, p.177) explains cultural reproduction by as a:  

 

characteristic of a dominant class whose reproduction depends to a large extent on the 

transmission of cultural capital, an inherited capital that has the property of being an 

embodied, and therefore apparently natural, innate, capital.  

 

Therefore, I would argue that cultural reproduction is a mechanism by which predominant 

cultural norms, including cultural forms and one’s values (such as groups, ethnicities, 

societies and nations), are transmitted, repeated and maintained across generations (Mu 

and Dooley, 2015; Nishioka and Durrani, 2019). In order to practice cultural reproduction, 

authorities such as governments and influential institutions, play a decisive role in 

operationalising it (Hsiau, 1997).  To put it simply, the act of cultural reproduction could 

be said to be a social process for continuing to practice mainstream cultural norms. 

 

With regard to Table 3.5 (shown below), Bourdieu (1984) proposes an important formula 

in relation to cultural reproduction, which is ‘Habitus + Fields=Practice’ (Bourdieu, 1984, 

p.101). In terms of the education field, Bourdieu and Passeron (1990, p.31) stress that 

schools ‘contribute towards reproducing the power relations’. Schools are a substantial 

social place (field) in which to implement any form of cultural reproduction, and cultural 

reproduction is connected to a cultural arbitrary (Wang, 2004). The process is arbitrary 

because ‘the dominant group in any society conceals the arbitrary aspects of their power’ 

(Claussen and Osborne, 2013, p.59). Therefore, the cultural arbitrary is the arbitrary power 

that is imposed on people from hierarchical structures, such as government. Through 

schooling, the cultural arbitrary is legitimated through the content of textbooks, 
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educational policy, and instructional language, for example (Claussen and Osborne, 2013; 

Wang, 2004).  As a result, students are not only obligated to acquire these forms of 

arbitrary cultural norms and values, but they seem to adopt these principles in their 

everyday lives.  

 

Apart from the family system, the education system is not only the second primary field 

for personal, self-directed development, but is also the mechanism to reproduce the 

habitus of the middle classes (Bourdieu, 1977; Bourdieu and Passeron, 1990). This leads 

me to conclude that students from families that have a surplus of capital(s) tend to adopt 

mainstream cultural norms faster than underprivileged students during the start of 

schooling because their cultural capitals are already highly aligned with the education 

system (Blackledge, 2001; Pham and Tran, 2015). In fact, Bourdieu (1977; 1990) indicates 

that a substantial function of the education system is not only to reproduce the habitus of 

the middle classes, but also to have students practice it repeatedly. In order for students to 

acquire and practice habitus, they must first develop their cultural capital. Within cultural 

capital, linguistic capital plays an influential role (Nishioka and Durrani, 2019; Park et al., 

2016). This is because the literacies, skills and values required during the act of learning 

are all dependant on one’s linguistic repertoire.  It must also be noted that the results of 

academic performance, in particular, national entrance examinations, may not only have 

a direct impact on a student’s institutionalised capital, but may also influence how the 

student perceives themselves, others, and the world around them (Cheng and Kaplowitz, 

2016; Mok and Wu, 2016). This perception may ultimately affect how the student 

perceives and positions themselves within the labour market and broader society. 

Although the purpose of the education system appears to be the establishment of equal 

opportunity for all students (Brown, 2001; Webb, et al., 2017), the norms of cultural 

reproduction heavily favour students who already have acquired the linguistic, cultural 

and scholarly capitals that drive the reproductive system itself. This seems to challenge 

the very notion of equal opportunity (see Table 3.5 below).   
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Cultural reproduction  

cultural norms are repeated across  generations 

                              Cultural arbitrary                                       Power (e.g. government) 

Habitus to be reproduced        Fields where practiced       Practice Achieved 

Cultural capital 

and Linguistic capital 

of middle classes 

 Schools 

(e.g. textbooks, educational policy 

and instructional language) 

Academic performance, 

in particular, national 

entrance examinations 

achieved 

(institutionalised capital) 

 

Equal opportunities? 

 Labour market  

      

 Broader society 

Table 3.5: the concept of cultural reproduction (author’s own table) 

 

As the literature review discussed (Chen, 2006; Dupré, 2013), Mandarin and English 

language education accounts for a certain proportion of formal schooling in Taiwan. It is, 

therefore, important to discuss how participants perceive equal opportunity during 

Mandarin and English classes, and how they were influenced by the norms of equal 

opportunity. Additionally, Nishioka and Durrani (2019) conclude that governments have 

the power to enforce and encourage certain cultural norms, which students are expected 

to reproduce through schooling. In accordance with this conclusion, I noted that the 

Taiwanese KMT (Ku-min-tang) government implemented both Martial Law and 

Mandarin-only policy from 1949 to 1987 in an effort to legitimise Mandarin while also 

oppressing Taiwanese heritage and indigenous languages (Huang, 2017; Li, 2016). As 

noted, family systems and education systems are two places where individuals typically 

develop personal linguistic capital and habitus (Sandel et al., 2006). However, over the 

period of the KMT government (1949-1987), the preferred spoken language of the 

authority and the lay community were different, with the arbitrary power (KMT) 

preferring Mandarin to be spoken in public, while all Taiwanese ethnic groups (regardless 
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of their social classes) tended to speak their own ethnic languages within their private 

spaces (Huang, 2017; Sandel et al., 2006). 

 

The KMT government’s reproduction campaign was not only created to generate 

Mandarin-dominant societal discourse, but also to drive the community towards 

embracing Chinese identity (Wang, 2004). As disclosed in the literature review, 

Mandarin-dominant habitus in public spaces seems to have been successfully reproduced, 

even though Martial Law and Mandarin-only policy were lifted nearly three decades ago. 

Although it is a fact that the habitus in which Mandarin remains ubiquitous among many 

Taiwanese residents, ‘Sinicisation’ has been in steady decline, while Taiwanisation has 

increased noticeably since Martial Law was lifted (Dupré, 2013; Hsiau, 1997).  

 

As a result, this phenomenon led me to wonder (1) how Mandarin-dominant influence 

would affect bilingual and multilingual participants perception of their linguistic capital(s) 

and how they prioritise and value these languages; (2) how these participants perceive 

their heritage linguistic capital while responding to the cultural, language, ethnic issues 

and subjective-self (See Findings Chapter 5 and 6).  

 

3.4.2. The formation of symbolic power and symbolic violence through cultural 

reproduction 

A society is comprised of countless symbols, such as languages, culture, gestures, and 

signs. These symbols seem to form complex social systems, with people understanding, 

communicating or recognising meaning through learning these symbols (Keblusek et al., 

2017; Riley, 2011). Whoever controls the symbols, such as a symbolic system of language 

and culture in this thesis, has the power to influence others (Riley, 2011).   

  

To be more specific, the notion of Bourdieu’s symbolic power and violence is based on 

‘doxa’, which is a ‘relationship of immediate adherence that is established in practice 

between a habitus and the field to which it is attuned’ (Bourdieu, 1990, p.68). Doxa 

requires that those subjected to it do not question its legitimacy; it’s taken for granted, 

hence violent and arbitrary because it is not freely chosen (Bourdieu, 1990). In other words, 
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doxa refers to the common, dominant values, belief, and opinions found within social 

structure. An authority has the power to take control of doxa and instill it into the 

dominated classes. In fact, symbolic power is connected with cultural reproduction, 

habitus and cultural capital (Jenkins, 1992). That is, an authority not only enforces the 

norms of a cultural arbitrary on people over a period of time, throughout an approach of 

cultural reproduction, but this cultural arbitrary is based on the habitus and cultural capital 

of the dominant class (Bourdieu, 1991).   

 

Bourdieu (1990) explains that pre-reflexive intuitive knowledge is shaped by experience. 

Thus, actors in education misrecognise socially arbitrary constructs as ‘the way things are’, 

such that ‘the social world appears as self-evident’ (Bourdieu, 1990, p.164). Therefore, 

symbolic power leads the dominated social class to experience a degree of misrecognition, 

which is that they not only deny, hide or abandon their own unique habitus, but also imitate 

the habitus of the dominant social class (Nishioka and Durrani, 2019). The whole process 

of misrecognition is called ‘symbolic violence’. This symbolic violence not only excludes 

norms of non-dominant classes, but also reinforces phenomenon of social hierarchy and 

distinction (Bourdieu, 1984; 1991).   

 

Dominated classes accept, often unconsciously and without question, the symbolic power 

and symbolic violence of the dominant classes when authorities legitimise doxa, with the 

education system playing an important role in implementing this vision (Bourdieu and 

Passeron, 1990). Bourdieu and Passeron (1990) indicate that there are three essential 

approaches to legitimise symbolic power and violence within the education system. They 

are (1) pedagogic action; (2) pedagogic authority; and (3) pedagogic work. Bourdieu and 

Passeron (1990, p.5) highlight that ‘All pedagogic action is symbolic violence insofar as 

it is the imposition of a cultural arbitrary by an arbitrary power’. During the process of 

pedagogic action, cultural arbitrary is instilled to students in a method that is far from 

value free. This would potentially lead students to construct misrecognition and even 

adopt a self-censorship stance towards their own embodied norms (Watkins, 2018). In 

addition, a successful pedagogic action is based on pedagogic authority. This authority 

could lead to actions and norms being legitimised (Robbins, 1993). It must be noted that 
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pedagogic work is the repeated work done during the process of inculcation (habitus). As 

a result, pedagogic work would eventually lead students to use the norms of the dominant 

class, and therefore, help to broadly perpetuate general social norms.      

 

As discussed in a previous section (see Chapter 3.2), a language repertoire is fundamental 

for obtaining other forms of capital. Bourdieu and Passeron (1990) suggest that the 

government typically controls the national language system and schools are the optimum 

field to instil and practice it. Therefore, this thesis will use Mandarin-only policy, the 

international English trends and movements of local languages revitalisation (e.g. a 

mother tongue curriculum) within the education system as examples to discuss the impacts 

of symbolic power and symbolic violence. This will lead me to uncover (1) how these 

languages cause similar or different symbolic violence on participants; (2) how 

participants not only perceive these languages during schooling, but how they influence 

their selves; (3) how symbolic violence influences language hierarchies within linguistic 

markets (See Chapter 7). The notion of linguistic markets will be discussed in the next 

section.  

 

3.4.3. The economics of linguistic exchange: language hierarchy in linguistic markets 

Bourdieu (1991) explains that the concept of linguistic markets (i.e. linguistic 

marketplaces) is to interpret the relationship between languages (speech) and social 

contexts. The word ‘market’ is a metaphor to imply a variety of social contexts. Each 

social actor applies their own linguistic capital to social contexts in order to obtain 

prosperity (Zheng and Guo, 2019). In other words, linguistic markets are associated with 

linguistic capital, and linguistic capital is connected with habitus and other forms of capital, 

and the construction of habitus and capital is linked to a person’s social class, status and 

power (Nishioka and Durrani, 2019; Zheng and Guo, 2019). This leads to the occurrence 

of a language hierarchy in linguistic markets. For example, each linguistic utterance, such 

as accent, pronunciation or dialect, as well as a person’s body language appears to 

influence linguistic markets (Nishioka and Durrani, 2019). Therefore, Bourdieu (1992, 

p.145) indicates that ‘every linguistic exchange contains the potentiality of an act of power, 
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and all the more so when it involves agents who occupy asymmetric positions in the 

distribution of the relevant capital’.    

 

It must be noted that the choice of linguistic capital within different social contexts 

(linguistic markets) seems to influence the relationship between speakers and listeners 

(audiences) (Sandel, 2003; Sandel, et al., 2006). Apart from linguistic capital itself, 

contents would appear to affect the acceptance of audiences. For example, the 

phenomenon of candidates’ language use during elections (Sandel, 2003).  Although 

Mandarin is a legitimate language in most formal situations and has the highest market 

value in Taiwan, candidates still seem to intentionally switch from Mandarin to their 

heritage language (e.g. Tai-gi) when targeting certain issues during speeches to working 

class audiences. As the literature reviews noted (Chang, 2014; Dupré, 2014), language 

hierarchy seems to exist in linguistic markets. This phenomenon led me to uncover how 

participants perceive their own linguistic capital, and whether they experience 

circumstances of language hierarchy, and whether participants switch languages between 

Mandarin and Taiwanese heritage languages. If participants do this, it will be interesting 

to discover whether they do this deliberately or subconsciously, and whether they perceive 

differing attitudes from other people when they adjust their language use. I will discuss 

this further in the Findings chapters (see Chapters 5 and 6).  

 

3.5. Returning to the research questions 

As discussed in this chapter, I not only used cultural reproduction and linguistic capital as 

my overarching concepts in this thesis, but used them to conceptualise the three main 

research questions: (1) what are the motivations of bi/multilingual Taiwanese adult 

learners to learn and speak heritage languages? (2) what are the motivations of 

bi/multilingual Taiwanese adult learners to learn and speak foreign languages, especially 

English? (3) how do Taiwanese adult learners perceive, reflect, value, and rank their 

bi/multilingual repertoires? This is because cultural reproduction significantly impacts on 

how Taiwanese residents perceive the value of each of their linguistic capitals (e.g. 

Mandarin, English and heritage languages). This phenomenon led me to further explore 

how these perceptions could influence participants’ motivations to learn and value 
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languages differently. Apart from the three main questions, there are seven important 

phenomena that I will target later on in this thesis (see Figure 3.5 below). They are,  

 

 

 

 

 

 

 

 

 

 

 

 

     

  

 

 (1) Accumulation of capital: how participants’ cultural capital, in particular linguistic 

capital (heritage languages), is influenced by their parents’ capital, and how they later 

develop and perceive their own cultural and linguistic capital once they become adults. It 

is also interesting to explore whether participants are willing to pass down heritage 

language to their next generation. 

 

(2) Construction of habitus: how participants’ habitus, in particular linguistic habitus, is 

constructed within social structures.  

 

(3) Debate the linguistic habitus and fields: how participants perceive, choose and react to 

dualistic debates between Mandarin and heritage languages. It is important to find out 

whether participants are aware that other people perceive them in a different way when 

they adjust their linguistic habitus within different contexts.  

 

capital 

habitus 

Cultural 

reproduction 

Symbolic violence 

 Social class/ status/power 

Language hierarchy 
Linguistic markets         

               social contexts 

 

                Fields 

Figure 3.5: Bourdieu’s keywords in this chapter (author’s own figure) 
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(4) Influence of social status and class: how credentialism transforms participants’ social 

status through institutionalised capital. On the other hand, it is important to reflect whether 

institutionalised capital benefits participants’ social status. 

 

(5) Impact of cultural reproduction: how participants’ habitus is influenced through 

national language polices and laws, as well as by aspects of the education system.  It is 

interesting to not only know how participants look back at their personal experiences when 

they are no longer in the education system, but also how they perceive their critical 

thinking. 

 

(6) Influence of symbolic power and symbolic violence: how participants perceive equal 

opportunity during schooling, particularly in English classes. Additionally, when 

participants are out of school system, it is important to find out whether they experience 

any inequality due to their language competence.  

 

(7) Influence of language hierarchy on linguistic markets: how participants perceive their 

own linguistic capital.   

 

In accordance with the seven socio-cultural issues, I will link them to my three main 

research questions noted in the Introductory chapter and in Chapter 7. Through the process 

of learning heritage languages, Mandarin, English or other foreign languages, it is 

interesting to know how participants will narrate their stories of learning languages and 

how they perceive themselves and the social world.  All questions will be explored in the 

Findings chapters (Chapters 5 and 6).  
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Figure 3.6: Conceptual framework 
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Chapter 4  

Methodology 

 

4.1. Introduction 

As discussed in the literature review, individuals with bi/multilingual repertoire appear to 

have greater opportunities to procure cultural and linguistic capital, which can then be 

used to obtain other forms of capital. However, bi/multilingual repertoire typically refers 

to a national language of instruction and an international language rather than to the 

individual’s heritage or indigenous languages. As discussed in the conceptual framework 

chapter, Bourdieu’s concept of cultural reproduction helps to explain how this 

phenomenon of language hierarchy occurs. For example, within Taiwanese multi-

ethnolinguistic society, cultural reproduction of Mandarin-only policy (Dupré, 2014; 

Sandel, 2003) and globalisation trends towards English (Chen and Hsieh, 2011), impact 

on how Taiwanese residents value their languages.  

 

In this thesis, therefore, I target bi/multilingual participants and investigate how they value 

of their own linguistic repertoire, and how this perception has an influence on their 

subjective-identity through experience of language acquisition, in particular focusing on 

motivation to learn languages. This thesis is based on an interpretive approach, as I 

interpret reality to being primarily constructed and shaped by human perception and action. 

As a result, in order to uncover and disclose this socially constructed reality within 

Taiwanese social structure, an interpretive epistemological position has been taken. 

Regarding data collection and analysis in this thesis, I would conduct semi-structured in-

depth interviews for the data collection, followed by thematic analysis.  All details are 

discussed in the following sections.  

 

4.2. Research method:  Interpretive approach  

The interpretive approach could be said to be substantially rooted in the theories of 

phenomenology and hermeneutics. Phenomenology refers to the probing of, what 
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interpretivists from this tradition refer to as social “actor’s”5 experience and consciousness 

within a social structure, leading to a reflection of society (Nordqvist et al., 2009), while 

hermeneutics is associated with the interpretation of the nature of reality (Larkin et al., 

2006). In what might be considered a combination of phenomenological and hermeneutic 

principles, the interpretive approach refers to the exploration of empathic understanding 

of a social actor’s complex behaviour and experience in specific social settings (Nordqvist 

et al., 2009). When researchers adopt an interpretive approach, they not only attempt to 

interpret the details of social actors’ experience within one’s socio-economic and socio-

political setting, but also attempt to disclose ‘shareable understanding’ (Denzin, 2001, 

p.162). In other words, the purpose of the interpretive approach is to uncover the ‘person-

in-context’ (Larkin et al., 2006, p.110), by understanding the person’s experience, and 

through the logical and contextualised interpretation of that experience.       

 

Nordqvist et al. (2009) highlighted that interpretation, meaning and understanding are 

three core concepts of the interpretive approach. Regarding interpretation, researchers 

should clarify, interpret and in turn comprehensively understand the meaning of texts 

transcribed from actors’ accounts, including any observations and notes about actors’ 

reactions, attitudes and interaction with researchers (Denzin, 2001). In the process of 

interpretation, an approximate translation can be seen as an acceptable approach (Denzin, 

2001). It must be noted that interpretation plays a significant part in how actors construct 

their stories, as well as when the researcher attempts to clarify and glean information from 

the story to align with the goal of their study (Nordqvist et al., 2009). In other words, the 

interpretive approach is established on collaboration and mutual understanding between 

researchers and actors. As for the concepts of meaning and understanding that were 

proposed by Nordqvist et al. (2009), meaning refers to ‘what an experience means to a 

person, defined in terms of intentions and consequences’ (Denzin,2001, p.160), while 

understanding is associated with how this meaningful experience in turn influences a 

person to understand something and interpret something within social structure. To put it 

simply, Nordqvist et al. (2009) concluded that the interpretive approach involves actors 

                                                
5 Instead of using the term ‘agent’ to describe a person who has their own freewill to make a range of choices 

(Bourdieu, 1977), Nordqvist et al. (2009) seemed to use ‘actor’ as a preferred term in their paper to highlight 

that a person who makes decisions and actions, which is shaped by internalised experience.    
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perceiving the meaningful experience that have influenced their understanding and ‘first-

order interpretation’ (Larkin et al., 2006, p.111), while researchers’ develop their own 

‘second-order interpretation’ of the experience based on the actor’s understanding and 

first-order interpretation.    

 

Through the interpretive approach, researchers can probe what a social actor’s internal 

world is. This led researchers to conduct in-depth interviews to obtain texts, such as 

transcriptions (Larkin et al., 2006; Nordqvist et al., 2009). Through in-depth interviews, 

researchers collect partial, complex, first-person accounts and attempt to interpret these 

social actors’ shared experience within their social context. Therefore, it is important to 

know how researchers could generate reliable studies through their subjective 

interpretation. This is because interpretive studies are often challenged regarding their 

credibility and trustworthiness (Nordqvist et al., 2009). In order to enhance credibility and 

trustworthiness (and see analysis the below: 4.4.3), theories and literature are used to 

frame interpretation (Nordqvist et al., 2009), as I have done in this thesis using 

Bourdieusian analysis. Through linkages with relevant theories, literature and texts, 

researchers generate studies that not only make logical sense, but are substantiated through 

supporting empirical evidence and theoretical analysis (Larkin et al., 2006).      

 

In order to enhance trustworthiness for an interpretive study, Alvesson and Skoldberg 

(2000, p.61) proposed four principles:  

 

(1) Be internally consistent: interpretation should be based on a logical and interpretive 

system, and partial interpretations should be able to link back to discourse from broader 

society (in this case, I use thematic analysis. See the analysis below: 4.4.2).  

(2) Be externally consistent: interpretation should have relevant theories to support 

researchers’ subjective interpretation (in this dissertation, I use Bourdieuisan analysis).  

(3) Combine closeness and distance: a study is based on mutual understanding between 

researchers and actors, while researchers should provide clear analytical procedures, such 

as codes and themes, as well as what comparisons and conclusions could emerge from 
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these themes (ethical procedures of information, explanation, consent, and inviting 

participants to view transcripts and interpretation of the results. See below: 4.3).  

(4) Offer a holistic understanding of the study: researchers should reflect and consider the 

aforementioned principles during their process of interpretation, while also taking account 

of socio-economic and socio-political factors, as well as consider what can be understood 

from partial shareable experience (see the analysis in Chapters 5 and 6).    

 

In accordance with aforementioned analysis for the interpretive approach, the research 

design, data collection and data analysis in this thesis are based on these principles. All 

details will be discussed in the following section.    

 

4.3. Data collection procedure 

I would explain the agreed process of recruitment method (snowball sampling) and the 

interview method (semi-structured in-depth interview) in this section.   

 

4.3.1. Recruitment method 

In order to gain insight into Taiwanese adult participants’ experience of learning 

languages from childhood to adulthood, storytelling orientated semi-structured in-depth 

interviews (Hollway and Jefferson, 1997; McCormack, 2004) were adopted. I focused on 

two types of participants in this thesis: (1) bilingual Taiwanese adults; and (2) multilingual 

Taiwanese adults in the context of Taiwan’s varying ethnolinguistic ecology. In order to 

screen suitable participants within the framework of a small-scale qualitative study, an 

approach was inspired by Bourdieu’s concept of social capital (1986), which was that all 

participants were recruited from my personal social network or on the recommendation of 

existing participants.  

 

 Through this process of snowball sampling (Noy, 2008), I initially recruited 

approximately 40 participants through my personal social network. This was done by first 

contacting friends, formal colleagues, school mates and teachers, telling them about my 

research topic, research aims and what type of participants I was looking for via their 

social networks and recommendations (e.g. bi/multilingual). After I had 40 contacts, I 
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began individual informal suitability discussions with each potential participant via phone 

calls, text messages (e.g.: Line apps) and in-person meetings. In order to avoid 

presumptions and possible biases, I prioritised the selection of potential participants who 

were strangers or acquaintances rather than being close friends. Participants were further 

screened for suitability through 15 to 20 minute conversations, in person or via telephone 

call. These conversations achieved two purposes. The first was to clearly explain my 

research topic, research purpose and possible length of interview, and grant participants 

an opportunity to ask questions. The second purpose was to allow me the opportunity to 

ask each participant key questions relating to; (1) language skills; (2) where they grow up 

and reside; (3) educational background; (4) past and current occupations; and (5) age 

range (see the details in the following paragraphs). Although 40 individuals met the 

inclusion criteria, only 21 (13 female and eight male) were selected to participate (see 

Appendix 4.1). Even though some potential participants met the requirements for 

language skills, I would exclude participants who were; i) my close friends (five people), 

ii) were not interested in participating in interviews (only three people), iii) only resided, 

studied or worked in the same job in the same single business-orientated city (e.g. Taipei) 

from childhood to adulthood (eleven people). This is because one of the main research 

aims in this thesis is to explore whether participants’ linguistic habitus would change due 

to different linguistic social contexts. Therefore, for example, when participants currently 

reside in the same city and have same occupation (e.g. primary teachers in Taipei City), 

the ones who never leave Taipei City and never do other jobs would be excluded. After 

screening these potential participants from 40 to 21, I would contact the suitable 

participants again and schedule an ideal date and location for interview. Finally, I texted 

an interview outline (e.g. What languages do you speak?; What motivates you to learn 

other languages?; How do you rank your language mastery/ preference?) (See more details 

in Appendix 4.2) to participants one day before interviews, making sure that interviewees 

could still participate.    

In addition, even though bi/multilingual skills were a fundamental requirement for 

participant selection, I did not specifically define bi/multilingual skills. This was because 

one of my research goals was to uncover participants’ linguistic perceptions and linguistic 

identities. As long as these potential participants perceived themselves as having 
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bi/multilingual skills, participants could leave their contact details or contact me directly. 

Interestingly, 2/3 (32/40) of potential participants asked whether Tai-gi counted as a skill 

or whether they would be still be eligible for participation if they added Tai-gi to their 

language skills tally. I used this uncertainty as a way of opening dialogue, by encouraging 

them to share their own views on the matter. This circumstance provided a great ice-

breaker to start a bonding relationship, and provided licence to ask further relevant 

questions (i.e. 2-5 questions noted above) during the 15-20 minute conversations. 

Potential participants were deemed eligible for full participation if they fell within the 

following five inclusion criteria groups:   

 

(1) Participants can speak Tai-gi/Hakka, English and Mandarin; Tai-gi/Hakka, any foreign 

languages and Mandarin; and any foreign languages, English and Mandarin.  

(2) Participants can speak English and Mandarin.  

(3)Participants can speak any foreign languages (e.g. Japanese, Korean, French, 

Cantonese and Vietnamese) and Mandarin.   

(4) Participants can speak Tai-gi/Hakka and Mandarin.   

(5) Participants can speak any indigenous languages and Mandarin.   

 

Of the 21 participants, half had no hesitation in expressing that they were bilingual English 

and Mandarin speakers (i.e. the second group). In fact, 2/3 (14/21) of participants also met 

the requirements of the first inclusion group, while four participants met the requirements 

for the fourth group (Jason, Nike, William and Ruby), with two participants (Tina and 

Helen) appeared to meet the requirements of the third group (see Appendix 4.1: Personal 

detail, language proficiency and occupations). However, it is important to note that none 

of the participants spoke Taiwanese indigenous languages (i.e. the fifth group noted 

above), although three participants had long-term contact experiences with Taiwanese 

aboriginals, they did not acquire their languages.  

 

As noted above, of 21 participants, all of them speak Mandarin fluently. 2/3 (15/21) of 

participants are capable of speaking English (eight speak English fluently and seven have 

a conversational English repertoire), while six claimed they have difficulties in listening 
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and speaking to English, with basic reading skills (Nike, Jason, William, Ruby, Tina and 

Helen). Interestingly, most participants speak heritage languages (Tai-gi or Hakka) with 

fluent or conversational levels; however, only three participants (Ruby, Tina and Helen) 

claimed they have difficulties in speaking Tai-gi with basic listening ability.    

 

With regard to ethnicity during recruitment, 14 participants are from the Holo ethnic group, 

while three participants are Hakka decedents, with three participants from mixed ethnic 

group (Holo and Mainlander) and one participant is classified to be from the New 

Immigrant group (see Table 4.1 below). It must be noted that the reason that Holo 

participants may outnumber the other ethnic groups is due to the fact the Taiwan’s 

population is predominantly Holo. It must also be noted that I did not have a chance to 

recruit any potential participants from the Taiwanese aboriginal group during initial 

recruitment. After that, I did not continue to look for any participants from this group 

because there are 16 different tribes with 16 individual indigenous languages on the island 

of Taiwan. Their unique indigenous languages, cultures and language inheritance 

traditions can be explored separately from this thesis. 

 

Ethnicity Participants 

Holo ethnic group:14 participants 

(Tai-gi speakers) 

David/ Sue/ William/ Jason/Sherry/Yuri/Shane/ 

Lisa/Susan/Sally/Nick/Joyce/Zora/Tina 

Hakka ethnic group: 3 participants Wendy/Justin/Ruby 

Holo and Mainlander:3 participants Victor/ Eric/Clare 

New Immigrants: 1 participant 

(This group refers to immigrants 

who settled down in Taiwan after 

the 1990s.) 

Helen 

Table 4.1: Participants’ ethnicity (author’s own table) 

 

Participants were aged between 23 and 65, and were from differing locations across 

Taiwan. However, none of the participants were from eastern Taiwan (i.e. all of them were 

from western Taiwan). This circumstance could have led to possible biases and limitations. 
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In terms of geographical area, Taiwan is divided into west-coast Taiwan and east-coast 

Taiwan. However, east-coast Taiwan has fewer economic and cultural resources 

compared to west-coast Taiwan (Chi, 2001).  As Bourdieu (1986) reveals, economic and 

cultural capital play a decisive role in influencing social actors to obtain their social status 

and social mobility. Therefore, in order to decrease the possible biases and limitations of 

a west-coast centric sample, efforts were made to select participants that had long-term 

experiences of living, working and studying in the countryside (see Appendix 4.1: 

Personal details, language proficiency and occupations).  

 

Table 4.2 illustrates, of the 21 participants, all had a B.A degree, with ten holding an M.A 

degree and four attaining a Ph.D. degree. Participants came from a variety of professional 

fields and educational backgrounds, which provided a diversity of experiences regarding 

learning languages. Professional fields were comprised of eight categories: (1) Chinese 

and Taiwanese languages, literature, history and culture-orientated (four participants: 

David, Ruby, Nick and Jason); (2) English language and literature-orientated (four 

participant: Justin, Sherry, Eric and Zora) (3) business-orientated (five participants: Sue, 

Susan, Sally, Tina and Helen); (3) engineering-orientated (one participant: Shane); (4) 

biology and chemistry–orientated (one participant: Victor); (5) education-orientated 

(three participants: Clare, Lisa and Yuri ); (6) social science and phycology-orientated 

(two participants: Wendy and Joyce); (7) theology (one participant: William) (see 

Appendix 4.1: Personal details, language proficiency and occupations). It must be noted 

that 2/3 (14/21) of participants had interdisciplinary experiences for obtaining their 

professional qualifications and occupations.   

 

Most participants during interviews were overall satisfied with their current occupation 

and salary, although many expressed that they still expected to eventually have a higher 

salary. Additionally, only four participants (Nick, Tina, Joyce and Sally) strongly 

expressed that their institutionalised capital did not assist them in obtaining their ideal 

occupation, which in turn kept them away from satisfaction in terms of economic capital. 

Moreover, over 2/3 (16/21) of participants’ parents are white-collar workers, in particular 

from the five types of occupation: civil servant, teacher, business trader, pharmacist, and 
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officer worker, while less than 1/3 (5/21) of participants’ parents are blue-collar workers, 

in particular as farmers (David, Justin and Sally), bricklayers (Jason) and small shop 

owners (Eric).  

 

Participants current occupations and highest degree Participant 

parents’ 

occupation 

Higher Education: Ph. D 

Associate Professor (David) (History) 

Associate Professor (Wendy) (Psychology) 

Researcher (Victor) (Chemistry) 

Researcher (Shane) (Mechanical engineering) 

 

School teachers: MA Degree 

English high school teacher (Sherry) (English literature) 

Chinese literature teacher of high school (Ruby) (Taiwanese literature) 

Primary school teacher (Yuri) (Taiwanese literature) 

Primary school English teacher (Eric) (English literature) 

Biological Sciences teacher of junior school(Lisa)(Biological Sciences) 

 

Religion: MA Degree: Clergy (William) (Theology) 

* David’s 
parents are 
farmers. 
 
Civil 
servant/ 
 
Teacher/ 
 
Business-
trader/ 
 
Officer 
worker 
 
Shop 
owner/ 
*Eric’ 
parents 

Business-related managers: MA Degree 

Commercial employers (Sue) (Business management) *B.A 

HR manager (Susan) (Healthcare management) 

HR manager (Clare) (Adult education) 

Sales-manager (Jason) (Chinese and Taiwanese literature) 

Sales- supervisor (Zora) (English literature) *B.A 

Radio host and English teacher (Justin) ( English literature) 

 

Business-related workers: B.A Degree 

Sales assistant (Joyce) (Social work ) 

Quality control personnel (Helen) (Business management) 

Administrative assistant (Tina) (Business management) 

 

Market trader (Sally) (Risk management and insurance)  

Freelancer (Nick) (Taiwanese literature)  

 

Civil 
servant/ 
 
Teacher/ 
 
Pharmacist/ 
 
Business-
trader/ 
 
Officer 
worker/ 
 
*Sally and 
Justin 
parents are 
farmers, 
while  
Jason’s 
parents are 
bricklayers. 

Table 4.2:  Participants’ current occupation, highest qualification and parents’ 

occupation (author’s own table) 
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Regarding the selection of participants by age, 2/3 (15/21) of participants had attended 

their first year of compulsory education when the Mandarin-only policy had already been 

abolished, while the remaining 1/3 (6/21) had attended compulsory education during 

Mandarin-only policy. As the work of Sandel (2003) and Sandel et al. (2006) had already 

targeted participants old enough to have had their attitudes towards heritage languages 

influenced by Mandarin-only policy, I focused on selecting participants who had 

experienced post-Mandarin only education in order to fill the research gap from Sandel’s 

research. The main reason was that I wanted to discover how 2/3 (15/21) of participants 

would be influenced by the post-Mandarin only policy of social discourse in Taiwan, 

compared to the groups who had lived through the policy.   

 

As noted above, all 21 participants met the following requirements; they have 

bi/multilingual repertoires and resided, studied or worked in multiple urban or rural areas 

in Taiwan. Furthermore, all of them have at least a B.A degree. In order to reach the proper 

sample size for saturation, I adopted Grady’s (1998, p. 26) approach to data saturation for 

qualitative research:  

 

In interviews, when the researcher begins to hear the same comments again and again, 

data saturation is being reached… It is then time to stop collecting information and to 

start analysing what has been collected.  

 

Morse’s claim (1995, p.149) echoes Grady’s work by suggesting that one should ‘sample 

all variations appearing within the data until each “negative case” perspective is saturated. 

Therefore, I combining Grady’s and Morse’s principles while interviewing and collecting 

data from all 21 participants.   

 

4.3.2. Ethical considerations 

During the initial recruitment stage noted above, each participant was provided with a 

basic understanding for this research topic (see the analysis in 4.3.1). Before formally 

starting the interview, I undertook three steps to ensure ethical integrity, which I will 

explain below.  I was granted approval by SSESW Ethics Committee, Queen’s University 
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of Belfast in June 2019. This ethical approval acted as a guide during the process of 

conducting interviews. 

 

In order to obtain ethical approval, I completed a SSESW Ethical Scrutiny Form. Within 

this form, I provided a brief description of the proposed research, including research 

purpose, research questions, Bourdieusian theoretical framework, and the research 

methods (semi-structured, in-depth interview) I intended to use. 

 

I declared this research did not involve any children (under 18), did not have any aspect 

of the research give rise to any form of harm to participants or researchers, did not have 

any aspect of the research produce information that could lead to criminal prosecution of 

the participants or others, did not have any deception of the participants planned in any 

aspect of the research and did not have any aspect of the research involve patients.   

 

I provided a description of this proposed participants and any relationship I have with 

them. These proposed participants would be potentially recruited from my personal social 

network, such as my alma mater for B.A and M.A degrees, previous workplaces and 

teacher-related associations.  

 

I gave details of the method of recruitment for participants (i.e. snowball sampling), the 

number I planned to recruit (e.g. 20), the voluntary nature of the endeavour, the right for 

participants to withdraw, and the inclusion/exclusion sampling criteria (see details in the 

previous section: 4.3.1. Recruitment method).  

 

I gave details of draft of interview schedule and the locations where the data collection 

would be undertaken in public places such as participant’s workplaces or quiet coffee 

shops. Finally, I indicated how I would lead participants to feel comfortable and secure 

about what they shared when they were involved in this research. The details are as below:  

 

Firstly, each participant read the interview outline (see Appendix 4.2) and then indicated 

that they understood that the interview would focus on their:  



78 

 

(1) language skills;  

(2) motivations to learn different languages;  

(3) self-language mastery and language preference ranking;  

(4) linguistic identities and subjective-identities through their language skills. 

 

Secondly, each participant read through the consent form and signed two copies, which 

was to provide one copy for themselves and one copy for the researcher. It must be noted 

that I had to assist six participants, who were less confident English readers, to read and 

explain the consent form. The reason I did not prepare a Mandarin-version consent form 

for these six participants was that during initial recruitment, all had expressed that they 

had ‘so-so’ English skills, but that their other language skills met my language 

requirement. The other reason was even though they subjectively claimed their ‘so-so’ 

English skills, all of them had B.A and M.A degrees. As the literature review revealed, 

English is a fundamental exam subject for gaining entry to higher education. Although 

these participants may not have had good listening, speaking or written English, they 

would have required a certain level of English reading skill to enter higher education. 

Therefore, one important reason why I provided an English rather than a Mandarin consent 

form was to observe each participant’s reaction and attitude while reading an English text. 

Their reaction and attitude would help and inform further questioning, particularly when 

their confidence in sharing stories about learning English either matched or mismatched 

their confidence reading the consent form. Additionally, I talked to participants about the 

consent form and information sheet, making sure to cover the purpose of the research, 

what was expected of them, its voluntary nature and their rights to withdraw from 

participation. Participants were also given the opportunity to ask further questions in order 

to ensure that they fully understood what they were consenting to take part in. It must be 

noted that I also informed participants that they had the right during interview to ask for 

the audio-recorder to be paused. For example, one participant asked to pause the recording 

for a few minutes as they described a sensitive aspect of educational policy they did not 

want to have any recording of.  
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Thirdly, although participants had their first contact with me during the initial recruitment 

stage, some participants still expressed nervousness about formally sharing their stories. 

In order to ease their nervousness, we engaged in small talk about each others’ language 

skills and lived experiences before starting the audio-recorded interview. As the 

participants relaxed, I asked permission to start the audio-recording. Within this research, 

every participant had a semi-structured in-depth, face-to-face interview. Of the 21 

participants, only three participants narrated their stories for approximately one hour, 

while the rest of the participants took up to two hours. All interviews were conducted in 

Taiwan, between June and August, 2019. In keeping with ethical guidelines on anonymity, 

all participants are denoted by a pseudonym. 

 

4.3.3. The interview method:  Semi-structured in-depth interviews 

Compared to structured and unstructured in-depth interviews, the reason I chose semi-

structured in-depth interviews was to focus on key questions, while providing the 

interviewee and me the flexibility to change direction, revisit significant lines of 

questioning and circumvent irrelevant data (McCormack, 2004). In other words, a semi-

structured in-depth interview not only provided the ability to stick to overarching 

questions, but also provided me with the scope to elicit a fluid and comprehensive account 

of the interviewee’s unique experience (Barriball and While, 1994). As a result, my 

interview design followed the concepts of Legard et al. (2003), which stressed the 

following three features; (1) flexibility, (2) interactive in nature, (3) using follow-up 

questions to explore depth of answer.  

 

The following six questions were used as an outline for interviews:  

1. What languages do you speak?  

2. What motivates you to learn other languages?  

3. How do you rank your language mastery?  

4. How do you rank your language preference?  

5. Do some languages have more value than others? which? why?’; ‘what impact 

does this have on your identity?  

6. Does your language skills have an impact on your identity? In what way?  
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Therefore, I often started with asking interviewees about their language skills and their 

motivations. While interviewees started narrating their stories, I would only take a quick 

note for any follow-up questions. In order to interact with interviewees in a natural and 

respectful way, I did not interrupt them abruptly. This was because narrators often use 

their own way to construct stories when they recalled previous experiences (Legard et al., 

2003). If a researcher abruptly interrupts the interviewee’s narration, this would 

potentially impact on how that interviewee constructed their answers. Therefore, I would 

not ask follow-up questions until they showed signs that they had finished answering the 

initial question I asked. For example, ‘did you encounter any combination of the three 

following types of learning problem: significant linguistic problems, learning attitude, and 

language barriers?’, ‘by what criteria do you identify yourself as bilingual or multilingual?’ 

or ‘which language do you identify as your first language, Mandarin or heritage 

languages?’. As this was a semi-structured interview process, I did not have any 

requirement to stick to any particular order of questioning. This afforded me the ability to 

create a natural conversation rather than a rigid interview. This was key, as creating smooth 

conversational relationships between interviewees and a researcher often leads 

interviewees to share more open and in-depth accounts (Legard et al., 2003).  As a result, 

most participants were impressed with themselves for being able to continuously speak 

about their own experiences for up to two hours. This even led to some participants to 

contact me days after their interview to provide more stories. With regard to these 

supplementary details, I would take notes rather than take recordings, due to technology 

limitations. Additionally, all participants expressed that if I had had more questions to ask 

or confirm, they would be willing to participate after the interviews finished.  

 

Regarding the language use during interviews, each participant had freedom to choose 

their language for interview. Interestingly, all participants chose to use Mandarin as the 

main language during the interviews, along with code switching to Mandarin and English, 

Mandarin and Tai-gi, and a small amount in Mandarin and Hakka, Mandarin and Japanese 

and Mandarin and Cantonese.  
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4.4. Data analysis  

This following section will detail the transcription and data analysis processes that were 

employed in this study.  

 

4.4.1. Transcription  

To accelerate the completion of transcriptions, I used an app during interviews, called ‘雅

婷逐字稿 (Ya-ting transcription that was created by Taiwan AI Labs and was downloaded 

from the website https://asr.yating.tw/). This app was used for audio recording and speech 

to text, as it was shown to understand Taiwanese accented Mandarin. However, two 

downsides of this app seemed to impact on text accuracy.  Firstly, when an interviewee 

used code switching, such as between Mandarin and English or Mandarin and Tai-gi, the 

frequency of inaccuracy would often increase. Secondly, when an interviewee spoke 

quickly, translation accuracy to text diminished. Although this app had room for 

improvement, its ability to offer instant draft texts provided me with enough material to 

read through and write my own initial reflections before endeavouring to complete my 

own manual transcriptions from the audio tracks. These reflections allowed me to better 

prepare for each new interview, as it helped me understand what specific depth of answers 

I should probe for.  

 

I also used a software called oTranscribe (https://otranscribe.com/). This software is open 

source under an MIT licence and not only allowed me to adjust interviewees’ speech rate, 

but also allowed me to repeat the words. This software also removed the need to switch 

within the audio player and the text transcript I wrote, as both functions were integrated 

into the software, thus helping me to accelerate the completion of the 21 transcriptions. 

Although it was labour-intensive to transcribe all 21 audio recordings, it was considered 

vital as it would help uncover a more comprehensive coding schema and therefore more 

accurate themes.  In addition, when I completed each transcript, I would play the audio 

recording again to make sure of its accuracy. I also asked participants to view and amend 

their transcriptions after I completed them. As a result, 2/3 (14/21) of participants 

concluded that they did not need to review their transcriptions because they had already 

fully authorised me to interpret their stories when they signed the consent form, while 1/3 

https://asr.yating.tw/
https://otranscribe.com/
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(7/21) of participants did not require any amendments when they reviewed their 

transcriptions. In addition, I began the first initial coding for each transcript during this 

process.  

 

4.4.2. Data analysis process: Thematic analysis   

Storytelling orientated semi-structured in-depth interviews were conducted during the 

process of data collection. With regard to the approach of data analysis, I would use 

thematic analysis rather than narrative analysis. Although both approaches are based on 

interviewees’ storytelling and experiences, narrative analysis appears to focus on how an 

interviewee retells a story, and why he/her chooses to narrate the story in the way he/her 

do. Narrative analysis not only focuses on analysing a story itself, but also explores the 

process of a story that is constructed by a narrator (Lieblich et al., 1998). In other words, 

even though two interviewees may have experienced similar or the same event, the way 

that they reconstruct the experience would potentially lead to different interpretations.   

 

Compared to narrative analysis, several researcher (Braun and Clarke, 2006; Cassell and 

Symon, 2004; Nowell et al., 2017) disclosed that there are some advantages to thematic 

analysis. Thematic analysis provides researchers with a mechanism to summarise, clarify 

and compare key themes from a large data set through coding (Cassell and Symon, 2004). 

To be more specific, the significant advantage of thematic analysis is not only an ability 

to highlight similarities and differences, but also to generate unanticipated insights from 

the perspectives of different participants (Nowell et al., 2017). These advantages appear 

to lead thematic analysis to reveal its flexibility during data analysis (Braun and Clarke, 

2006). Therefore, these advantages provided a great approach to answer my research 

purpose, which was to compare similarities and differences of linguistic identities and 

subjective identities through learning different languages. However, this advantage 

(flexibility) of thematic analysis potentially becomes a disadvantage (Nowell et al., 2017). 

This is because flexibility can lead to a lack of coherence with the research goal. To avoid 

the potential pitfall of incoherence, Braun and Clarke’s (2006, p. 87) six-phase thematic 

analysis (see the analysis below) guide was used to generate a clear and well-structured 
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data analysis design. The following sub-sections will explain how the six phases were 

implemented and how I used Microsoft Excel and Microsoft Word to organise the data.   

   

 1st phase: Familiarising yourself with your data 

When I completed each transcript, I would play the audio recording, while reading through 

it again. During this phase, I not only highlighted any relevant texts, but also wrote the 

keywords and notes beside these texts. When I finished reading the whole text, I would 

summarise this participant’s story, listed important experiences, potential keywords, and 

what I learned from the account. After that, I would systematically type the keywords into 

an Excel document and add the notes and relevant content from the transcript that match 

with the keywords to a Word document (see Appendices 4.3, 4.4 and 4.5). 

 

 2nd phase: Generating initial codes 

During this phase, I would carefully read through each participant’s keywords and collated 

all relevant contents to make sure they all made sense and were relevant. If they were, I 

would generate the initial codes (see appendix 4.6: codes). If any initial keywords and 

initial relevant contents seemed to occur inconsistently, I would return to the first phase 

to read that section again and to revise the keywords.   

 

 3rd phase: Searching for themes 

After reading through the associated contents relating to each initial code (as noted in 

Appendix 4.6), all participants’ experiences of learning languages (Mandarin, Taiwanese 

heritage languages, English and other foreign languages) seemed to relate to six differing 

themes of self. In order to uncover the specific link between initial codes and contents, I 

generated three draft code maps (see Appendices 4.7.1, 4.7.2 and 4.7.3) and eventually 

these maps would lead me to generate an entire thematic map for this study (See Figure 

4.1 below: A Thematic Map).   

.  

 4th phase: Reviewing themes 

In accordance with this entire thematic map (Figure 4.1), I rechecked the three draft code 

maps to collate with these codes and their relevant contents. If they appeared consistent, I 
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would leave the theme in the final thematic map. If they did not, I would return to the 

stage of coding to check and revise.   

 

 5th phase: Defining and naming themes  

Within the final thematic mapping process (Figure 4.1), I would read relevant studies to 

support my themes, which would not only help me to complete a well-organised, 

substantiated thesis but also increase its reliability.   

 

 6th phase: Producing the report 

Within the final phase, I carefully read selected contents to make sure all themes that had 

relevant and vivid contents supported my study findings. It must be noted that all 

transcriptions were written in Mandarin, however, English, Tai-gi, and Hakka were 

occasionally included due to participants use of code switching. I would later translate 

these selected transcripts into English, however, I provide samples of the original texts in 

Appendix 4.8.  

 

4.4.3. Trustworthiness   

Through an interpretive approach to research, I was able to explain participants’ shared 

experiences with context-bound interpretation. However, these dual subjective 

interpretations from both the participants and me, as the interpretive researcher, inevitably 

meant that I would encounter the challenge of interpreting the findings in a way that was 

trustworthy.  In order to achieve trustworthiness, Lincoln and Guba (1986, pp.75-78) 

proposed five principles by which to achieve this: credibility; dependability; 

confirmability; transferability; and authenticity as a guide for a qualitative study.  

 

(1) Credibility refers to enhancing the believability and confidence in findings. I 

demonstrated credibility through prolonged engagement and relationship building with 

participants, member checking, triangulation, and following thematic analysis, with all 

findings substantiated by reference to existing empirical papers. All details can be found 

in sections (4.2, 4.3 and 4.4).    
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(2) Dependability is similar to positivistic reliability. However, given the multifaceted 

nature of social interaction, the exact repeatability of the findings are unlikely to occur if 

an independent researcher carried out the same study. However, if that independent 

research had an in-depth account of how my study was carried out, it would enable 

repeatability in term of the process of research. Therefore, to enhance dependability, I 

provided an in-depth account of the design and reflective considerations taken throughout 

the entire research lifecycle.     

 

(3) Confirmability refers to researchers’ objectively demonstrating that participants’ 

accounts are at the heart of findings rather than researchers’ own subjective biases or 

imagination. This principle led me to develop a coding audit trail, aspects of which are 

highlighted in Appendices 4.5, 4.6 and 4.7.     

 

(4) Transferability refers to the notion of research findings, to some extent, fitting with the 

contexts of other people’s research. Although this does not mean strict generalisability (it 

cannot, since this is a small-scale qualitative research project), the transferability of a 

study can often be bolstered by providing independent researchers with thick descriptive 

accounts of the contexts and settings of the initial research which they can then adopt for 

their own studies. The thick descriptive accounts regarding bi/multilingual language 

learning may aid independent researchers to gauge the fittingness of my findings to their 

own research context.   

 

(5) Authenticity refers to when researchers demonstrate that the texts from participants’ 

accounts are provided in a faithful manner. However, participants in this thesis used 

Mandarin as their main spoken language during interviews which necessitated me having 

to translate the selected texts from into English. In order to meet the principle of 

authenticity, I provided English selected texts in my findings, while providing English-

Mandarin selected texts in Appendix 4.8.   

 

4.4.4. Other Trustworthiness Considerations  

I also adopted the six criteria proposed by Kitto et al. (2008) in this thesis to bolster 
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trustworthiness. The six criteria are comprised of (1) clarification and justification; (2) 

procedural rigour; (3) representativeness; (4) interpretative rigour; (5) reflexivity and 

evaluative rigour; and (6) transferability.  

 

(1) Clarification relates to clarifying the research goal, which was to uncover participants’ 

linguistic and subjective identities through the experience of learning Mandarin, 

Taiwanese heritage languages, English and other foreign languages. In accordance with 

this research goal, the main research question was to explore participants’ motivations for 

learning these aforementioned languages, what perceptions about learning language they 

embodied, and how these languages impacted participants’ perceptions of themselves (see 

the analysis Chapter 1.1).  In order to explore depth of participants’ experiences of 

learning languages, this study took an interpretive approach. This approach led me to 

probe how participants constructed their stories within the current Taiwanese social 

discourse and how a researcher could interpret these meaningful insights through 

participants’ lived experience in relation to learning languages. In accordance with an 

interpretive approach, I used semi-structured in-depth interviews to collect data during 

this study (See detail in the sections of 4.2 and 4.3). 

 

(2) To obtain procedural rigour, all interviews were audio-recorded, and later I carefully 

transcribed each audio recording. When I completed all 21 transcriptions, I adopted Braun 

and Clarke’s (2006, p. 87) 6-phase thematic analysis guide to (re)code, (re)check and 

(re)analyse my data to eventually generate the final version thematic map noted below 

(see detail in the section 4.4.1 and 4.4.2). During the process of procedural rigour, Kitto 

et al. (2008) highlighted that a researcher should comprehensively detail aspects of the 

study, such as the selection of participants, interview process, length of interview, 

frequency of interview, and interview questions. In order to achieve procedural rigour, I 

clearly and honestly reported all these details in the section 4.3.2.   

 

(3) To ensure representativeness, this study used snowball sampling. I intentionally 

selected participants with diverse characteristics, ages, educational backgrounds, and 

lived experience (see detail in the section 4.3.1). Through the constant comparison of 
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similarities and difference from these participants’ experience, I could generate a profound, 

reliable and representative qualitative study.  

 

(4) To obtain interpretative rigour, I linked my data with existing theories (Bourdieu’s 

theory) and studies to support my interpretation (see the analysis of Chapter 7).         

 

(5) Reflexivity is about researchers being aware of their personal experiences, 

sociocultural position and value system; how they can all influence why they are interested 

in their research topic; how they in turn decide their positionality; and how they design 

their study and questions (see 4.4.3 section: Trustworthiness). Therefore, I wish to state 

that although I am from the Hakka minority group, I grew up within a majority Tai-gi 

speaking group. Throughout my journey to adulthood, I constantly changed my 

professional roles, which saw me shift between being a Mandarin, English, Tai-gi and 

Hakka teacher and researcher in Taiwan, U.S.A, and UK. These experiences often led me 

to wonder who I was and what role these languages had in my life. Through my social 

networks, I realised that many people seemed to have similar confusions. These factors 

led me to target this topic (bi/multilingual learners’ perceptions towards languages and 

themselves). In addition, in order to reach evaluative and ethical rigour, this research was 

granted approval by SSESW Ethics Committee, Queen’s University of Belfast.      

 

(6) With respect to transferability, this thesis was designed based on a thorough literature 

review (see Chapter 2) and cites many relevant papers to substantiate the study’s 

arguments and findings. Therefore, the new findings (six self-related themes, see Chapter 

5) in this thesis not only applied to Taiwan’s multi-ethnolinguistic context, but was also 

transferrable to other ethnolinguistic contexts, that have experienced a tug-of-war between 

heritage languages, an instructional language and global language within societies.  
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Chapter 5  

Finding I: Selves and Language learning motivations 

  

5.1. Introduction 

Mandarin and English are the predominant languages within Taiwanese social discourse, 

as Taiwanese heritage languages were displaced due to (1) the intensive implementation 

of Mandarin-only policy for nearly four decades (1949-1987) and (2) a desire for 

internationalisation towards English through post colonisation and imperialistic influence 

on the broader East Asian Rim (Simon, 2010) ( and see Chapter 2).  As a result, Mandarin 

and English repertoires are now perceived to be essential skills and significant 

mechanisms towards good employment and prosperity. In this chapter, I will explore five 

prominent themes that are related to selves, as well as experiences of learning local and 

foreign languages.  

 

The first theme used in this findings chapter was ‘ought-to self’, which is a concept from 

Dörnyei’s L2 motivational self-system (2005; 2009; and see the analysis in 2.2), as it was 

relevant to many claims that emerged from participant accounts. Therefore, my first sub-

theme focuses on exploring participants’ experiences of Mandarin-only policy and 

perceptions of Mandarin and Taiwanese heritage languages. In the second sub-theme, 

perceptions regarding policy and heritage language led me to target participants’ 

motivations for learning and speaking Taiwanese heritage languages at home. In the third 

sub-theme, when comparing motivations to learn English, to heritage languages, I discuss 

how participants’ initial motivations to learn English were due to both an expectation from 

others, as well as academic competition. With the ‘English Fever’ trend, I also discuss 

participants’ perceptions and experiences of English cram schools, which can be seen 

everywhere in Taiwan.  

 

In the second theme, ‘ideal-self’, which also originates from Dörnyei’s L2 motivational 

self-system (2005, 2009. And see the analysis in Chapter 2.2), many relevant claims from 

participants emerged. Therefore, this theme discusses how participants achieved their 

expectations and hopes, which derived through using English rather than Mandarin and 
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heritage languages. Themes three, four and five, ‘reflective-self’, ‘lack-of-self’ and ‘self-

conflict’, are conceptual themes I created based on Markus and Nurius’s possible selves 

(1986). With regard to reflective-self, participants reflect on their own experiences of 

learning these aforementioned languages, as well as attempt to balance necessities, 

feasibilities and affiliations between ought-to self and ideal-self throughout their journey 

to adulthood. Additionally, reflective-self also led me to find out lack-of-self and self-

conflict. In theme four, ‘lack-of-self’, participants reveal their worries and perceived 

obstacles with respect to two categories: a lack of certain characteristics, such as 

confidence and braveness, and a lack of environment or resources to continue to learn and 

speak certain languages. Finally, in theme five, ‘self-conflict’, participants explain the 

conflicts they feel when they are faced with balancing ought-to, ideal, reflective and lack-

of-self with the circumstances that emanate from the Taiwanese social context. All these 

aforementioned themes will now be discussed in the following sections.  

 

5.2. Theme one: Ought-to self  

Within the framework of ought-to self, I focused on three sub-themes noted above (see 

the section 5.1).      

 

5.2.1. Sub-theme one: Experience of Mandarin-only policy and perceptions of 

Taiwanese heritage languages 

The historical and political background of Mandarin-only policy (see Hsiau, 1997; Sandel, 

2003; Scott and Tiun, 2007 for a similar analysis) was analysed in Chapter1, section 2.3. 

As discussed, this policy led the majority of Taiwanese citizens across the entire island to 

experience an unprecedented shift in language ecology. Although a massive resurgence in 

local ethnic languages has been ongoing in Taiwan since the 1990s, stereotypes of and 

biases against heritage languages seem deeply embedded within Taiwanese citizens 

(Dupré, 2014; Sandel et al., 2006). 

 

With respect to participants’ personal experiences of Mandarin-only policy, David, Justin, 

Victor, Sue and Wendy all experienced compulsory education during a period when the 

Mandarin-only policy was still being enforced. Victor recalled that: ‘My teacher hung a 
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sign with “Don’t speak dialect at school” around my neck all day long’. Victor’s 

experience is mirrored by the experience of Sue, who explained the following:   

 

In my generation, we were not allowed to speak Tai-gi at school. If we did, we had to 

pay a fine. I was so scared, so I never spoke any Tai-gi at school. Regarding my friend’s 

experience, she said her teacher drew a big cross on her face because she spoke Tai-gi 

at school.  

 

Other participants, such as Clare and Nick, experienced the Mandarin-only policy from 

second hand accounts from parents and family members. These second hand accounts 

seem to corroborate that speaking Mandarin or being a Mainlander implied a superior 

social class to other Taiwanese heritage languages and ethnic groups. As Nick claimed: 

‘My grandma would tease my youngest Aunt, by saying “She is a mainlander’s child”, 

which meant she spoke fluent Mandarin’. Clare shared a story from her parents: ‘My mum 

was a good student and never spoke Tai-gi at school. However, my dad was rebellious. 

He spoke Tai-gi at school’. These stories seemed to paint a picture of cultural and 

linguistic imbalance (Sandel et al., 2006), where Mandarin stands for a hegemonic norm, 

while Taiwanese heritage languages appear to symbolise a disruption and inferiority from 

the norm.   

 

Even though the Mandarin-only policy was lifted in 1987, its influence continued to 

impact on participants like Jason, who began their compulsory education post-1987:   

 

This is a true story, not an anecdote in the history textbook. I knew a classmate who 

reported me to a home room teacher because I spoke Tai-gi at school. I got a fine and 

had to pay five dollars. You know what?  Five dollars at the time could buy you a drink 

(NTD: New Taiwan dollar). This ban lasted until Grade 3 or Grade 4. This left a deep 

impression on me.  

 

After the Mandarin-only policy was abolished in 1987, Mandarin remained the language 

of instruction, but heritage languages could be spoken at school. This relaxation of 
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language usage reverberated beyond the classroom and private spaces to become widely 

acceptable in general public discourse (Dupré, 2014). This meant that it became 

increasingly common for members of one family to communicate with each other through 

more than one language (Sandel et al., 2006). As David explained: ‘It might be a unique 

Taiwanese societal phenomenon that grandparents, parents and children communicate 

with each other in different languages’. This phenomenon will be explored in detail in the 

following discussion.  

 

5.2.2. Sub-theme two: Motivations for learning and speaking Taiwanese heritage 

languages  

When comparing participants’ motivation to learn and speak heritage languages to 

Mandarin, one must remember that Mandarin-centric social discourse plays a substantial 

role in Taiwan. As a result, I found two important factors that are related to why 

participants are still able to learn or speak their heritage language: (1) grandparents’ lack 

of familiarity with Mandarin; and (2) parents’ language preference.   

 

Factor one: Grandparents’ lack of familiarity with Mandarin 

Taiwanese elders (including participants’ grandparents) who were born prior to KMT 

(Kuomintang) rule typically experienced degrees of marginalisation if they only spoke 

Taiwanese heritage languages, as Mandarin-only policy changed the linguistic ecology of 

Taiwan (Lin, 2009) and so having elders in one’s home environment could create space 

for heritage languages to flourish. For example, four participants (Yuri, Shane, Clare, Lisa) 

explained that their motivation to speak Taiwanese heritage languages (Tai-gi in their 

context) at home came from their grandparents’ lack of familiarity with Mandarin, as Yuri, 

for example, explained: ‘Under parental authority, I had to speak Tai-gi if my 

grandparents and I were in the same space, even though I was talking to someone else’.  

 

Three participants (Nick, Joyce, Sherry) emphasised that their grandparent’s houses 

became a reservation area of Taiwanese heritage languages as they only conversed in Tai-

gi. For example, Nick noted that:  
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Speaking Tai-gi was pretty natural to me, particularly during times when I visited my 

grandparents when they communicated with me in Tai-gi. When I was immersed in 

that language environment during my childhood, I picked it up easily. But, I didn’t 

think my parents had any intentions of keeping their Tai-gi. I noticed that we switched 

from Tai-gi back to a mixed language once we were out of my grandparents’ house.  

 

When participants visited their grandparents, they agreed to a social contract by which 

they switched from Mandarin to Tai-gi.  However, some participants switched from Tai-

gi to Mandarin when they communicated with their parents. This phenomenon led me to 

continue to reflect how parents’ language preference have a gradual impact on participants’ 

linguistic habitus at home.  

 

Factor two: Parents’ language preferences 

Most parents of the participants are bilingual in Mandarin and Taiwanese heritage 

languages; however, mastery of these languages varies significantly.  Although the 

majority of parents are bilingual, almost half chose to speak Taiwanese heritage languages 

to participants (Wendy, Victor, William, Yuri, Jason, Lisa, Sally, and Eric), while four 

parent groups used a mixed-language approach of Mandarin and Tai-gi (Shane, Nick, 

Clare, and Zora), compared with six participant parent groups (Sue, Sherry, Susan, Ruby, 

Joyce, Tina ) who predominantly spoke in Mandarin. Unlike other participants, David and 

Justin both speak fluent Taiwanese heritage languages because their parents are 

monolingual because of their lack of education. This is because Taiwan’s formal 

schooling system is a crucial place where Mandarin becomes a de-facto official language, 

while all Taiwanese heritage languages are devalued through discourse that not only 

demotes them from being a language to a dialect, but also implies that Mandarin is the 

hegemonic language of the higher social and educational classes of the island (Sandel, 

2003; Sandel et al., 2006).  

 

Although there seems to be evidence to suggest a correlation between parents who have 

high educational attainment levels and their children developing high Mandarin capability 

(Cheng and Kaplowitz 2016), this research appears to demonstrate that participants 



94 

 

typically become proficient in Taiwanese heritage languages as a result of two major 

factors: (1) their parents not graduating past junior high school; and (2) parents’ blue-

collar occupation.  For example, Sally noted that:  

 

My parents only speak Tai-gi because they are not educated people. They are farmers.  

Unlike my boyfriend’s parents, they not only speak Tai-gi at home, but are also able to 

communicate with children in Mandarin and English.  

 

This perception typically led parents to instruct their children (including participants) to 

either predominantly use Mandarin or a mix of both Mandarin and Taiwanese heritage 

languages.  Sue’s experiences captured this phenomena:   

 

My mum was a primary-school teacher during the Mandarin-only policy. She is quite 

proud of herself being able to speak Mainlander-like Mandarin during her generation. 

Her attitude is sort of arrogant while speaking it. She seldom speaks Tai-gi to me (her 

children), even though she can speak fluent Tai-gi. In my generation, Mandarin 

symbolises that you are from the upper social class and are an educated person.  

  

Typical Taiwanese families are influenced by Confucian cultural backgrounds, 

particularly the notion of filial piety (Kamo, 1998; Park and Chesla, 2007), meaning that 

many participants spontaneously switched to Taiwanese heritage languages at home if 

heritage languages are their parents’ preference, as Victor,  for instance, Victor described:  

 

Personally, I prefer speaking Mandarin while I am out of parental authority. But I speak 

Tai-gi to my mum and I have sort of an obligation to speak my mum’s language in my 

mindset while communicating with her. There is an interesting phenomenon in terms 

of use of language at home that I switch from Mandarin to Tai-gi when I talk to my 

mum, while my mum spontaneously switches from Tai-gi to Mandarin when she 

speaks to my kids. I guess my mum just wants to be part of our group. It is kinda my 

personal issue. I predominantly speak Mandarin to my kids. I am not against the value 
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of Taiwanese heritage language, but Mandarin is more important to my kids in the 

current context of Taiwan.  

     

I have already stated that the majority of participants speak proficient Taiwanese heritage 

languages because of their grandparents’ lack of familiarity with Mandarin and their 

parents’ preference to speak heritage languages. However, changes to the familial role 

would also seem to influence which language is preferred, and can be seen when Victor’s 

familial role changes from son to father, and his mother’s role changes from mother to 

grandmother. It could be said that both Victor’s and his mother’s ‘ought-to self’ are 

dynamically influenced by the familial role they embody, as they speak Tai-gi, when they 

are in each other’s presence, yet both communicate with Victor’s children in Mandarin.  

 

5.2.3. Sub-theme three: Motivations to learn English for better academic performance 

and other people’s expectations from cram schooling and formal schooling 

As noted above, most participants expressed that affiliation and attachment for family 

members, particularly grandparents and parents, was an essential motivation for learning 

and speaking Taiwanese heritage languages in relation to ought-to self. However, 

comparing the motivation of learning heritage languages to English between childhood 

and adolescence, I found two important factors: (1) how other people’s expectations, such 

as parents and teachers, influenced participants’ motivation to learn English at cram 

schools. This accumulation of English repertoire from external institutes at childhood led 

me to further target (2) how participants with different levels of English repertoire dealt 

with corporal punishment and academic competition during the period of formal schooling.  

 

Factor one: Other people’s expectations influenced participants’ motivation to learn 

English in cram schools 

Cram schools in Taiwan are called ‘Bu-xi-ban’. ‘Bu’ means supplement, ‘Xi’ means study 

and ‘Ban’ refers to class. The main purpose many students attend English cram schools is 

to improve academic performance rather than simply learning English as a communication 

skill (Huang et al., 2015; Liu, 2012). The work of Liu (2012) found that Taiwan’s 

academic-oriented culture had not only accelerated the prevalence of cram schooling but 
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normalised their presence within the culture since the 9 Year National Compulsory 

Education Act of Taiwan was implemented in 19686. Liu (2012) even argues that the 

phenomena of attending cram schools is a shared, collective experience for the vast 

majority of Taiwanese citizens. This shared, collective experience is clearly visible in the 

vast majority of participant accounts, such as the account of Victor:  

 

I just accepted all the arrangements from my father….When I formally attended junior 

high schools, I went to cram school to learn English ‘subject’ and mathematics. The 

reason I emphasised ‘subject’ was because the English teacher tended to focus on how 

to get us to achieve high marks in all our written exams.  

 

Half of the participants (Shane, Lisa, William, Susan, Sherry, Zora, Yuri, Joyce, Tina, and 

Nick) had similar experiences to Victor. These expectations from parents may be related 

to participants’ academic performance (see Cheng and Kaplowitz, 2016 for a similar 

finding). For example, Susan recalled that: 

 

When the test scores of English subject dropped, my mum was more anxious than me. 

She kept reminding me about how much money she had paid to the English language 

centres. If I answered her back, she would stress the arguments about the essential duty 

as a child is to study well for their prosperity in the future.   

 

This perception of Susan’s parent makes sense if one considered Chao et al. (2014) and 

Huang et al. (2015) to be accurate when they suggest that English is not only a school 

main subject, but is also a strong and transferrable capital, potentially leading to other 

professional qualifications, which in turn could lead a child to having a better economic 

advantage in the future.  For example, Nick noted that:  

 

There is a deep impression left in my mind. Every time I went home happily from the 

English cram school and spoke some simple words such as ‘apple’, ‘banana’, and ‘cat’ 

                                                
6 12 Year National Compulsory Education Act of Taiwan was implemented in 2019 (Ministry of 

Education, 2019).  
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to my mum, my mum’s eyes seemed to sparkle. She told me ‘Good boy, keep going, 

English skills will benefit you one day’.  

 

Apart from intensively preparing for the English subject at cram schools, due to parents’ 

expectations, approximately half of the participants began to happily learn English at cram 

schools during their early childhood (like Nick). However, when comparing Nick’s 

pleasant memories of learning English at cram schools with two other participants, Tina 

and Clare, I learned that individuals can express less positive experiences regarding 

learning English during early childhood, as Clare noted that:  

 

I had a trauma of learning English… The first time I learned English was when I was 

about four years old. An English teacher assigned homework, which involved us 

memorising 1-100 words in a week. I couldn’t memorise all of them. He told me off 

that ‘I am not a well-behaved student’. After that, I hid myself, crying in the toilet.  

 

Clare’s experience was mirrored by the experience of Tina. When learning at English cram 

schools, Tina not only went through humiliation by her English teacher, but was also 

bullied by classmates for about four years. Tina recalled that:  

 

The commercial slogan ‘English is fun’ never occurred for me. First of all, I had no 

interest in English at all. Every time on the way to the English cram school, dad forced 

me to go and I cried all the way there. The English teacher obviously disliked me 

because I could nether answer her questions in class nor achieve high scores in her 

quizzes. Every time I failed the quizzes, I had to resit the quiz again and again. Her 

poker face seemed to tell me ‘How dumb I am’ with impatient attitude. During the class 

recess, some classmates laughed at me due to my poor English quiz scores. …This 

nightmare only stopped when I was physically hurt with a blackboard eraser by my 

classmate.    

 

This is because, from the parent’s point of view, gaining English linguistic capital could 

positively impact on children’s academic performance (Hsieh and Chuang, 2016). 
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Therefore, it is common for children who attend these English cram schools to take part 

in periodic placement tests to enhance their level of English. This practice is particularly 

enforced on young learners, in order to prepare them in advance of their English classes. 

This might make some learners feel under extreme pressure, as Zora explained: 

 

I have to confess that I have disliked English for a long time, even though my English 

is good now. I began with learning English at an English cram schools at Grade 2. I 

became so stressed about the English teacher ringing me regularly to assess my 

listening and speaking. I was also stressed by countless written quizzes that were held 

at the cram school, which dictated whether I could upgrade. I remembered that I almost 

failed once and might have to take a resit. When I went home, the tears were in my 

eyes. Although I eventually passed the upgraded exam, I was wishing for these exams 

to be out of my life.   

  

From the participants’ claims above, the initial motivations for learning English appeared 

to be driven by parents during childhood in order to increase the likelihood of an 

outstanding academic performance during middle schooling. Although not all participants 

went through the experience of ‘English is fun’ during childhood, the next section will 

focus on how they dealt with pressures from corporal punishment, academic competition 

and the English subject within Confucian social context.      

 

Factor two: Participants with different levels of English repertoire face corporal 

punishment and academic competition 

Prior to the abolition of corporal punishment in 2006 (Wong, 2011), this convention was 

used not only to discipline students regarding acceptable behaviour, but also to urge 

students to best prepare for entrance exams to the most prestigious high schools possible. 

This circumstance led to the catchphrase ‘The more scores you miss, the more physical 

hits you will have’ (Shao-yi-fen, da-yi-xia in Mandarin 少一分打一下) being common 

across Taiwan. Most participants went through this experience during junior high 

schooling, and in particular during three core school subjects, Mandarin, English and 

Mathematics. Jason recalled his experience of achieving poor English test scores: 
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I knew the teacher would have a daily English quiz, and I also knew I should memorise 

these English words and studied this subject. However, I didn’t have any strong 

motivations to learn English. After I received corporal punishment, the distance 

between English and me grew further.  

 

Other participants, such as Nick, had an opposite reaction towards corporal punishment in 

terms of learning English:  

 

My motivation to study English was to avoid getting hit by my teacher rather than any 

personal interest in the language. I had countless corporal punishment from the strict 

English teacher. When I look back at this period of junior high schooling, I feel my 

English level finally met my teacher’s expectations. This indeed led me to attend a top 

five ranking high schools in my region.   

 

One participant called Eric stressed his experience of meeting an unqualified English 

teacher at junior high school.  

 

He was known for using corporal punishment as much as he could. Most students in 

the academic-oriented class were able to have good English test scores under this 

pressure. The good test result made parents and school authority satisfied.  

 

Although corporal punishment may have a degree of impact on students’ performance 

(Kennedy et al., 2017; Monyooe, 1996), other pressures such as intensive academic 

competition and achievement may also be influential factors. For example, one participant 

Clare illustrated the pressure they felt from performing poorly in their English classes: 

 

All of my main subjects, except English, were nearly always full marks. Even though 

I spent lots of time on this subject, my English scores would always pull my overall 

average scores down. I didn’t want to give up this subject. Umm, maybe to be more 
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clear, I couldn’t give it up. I had to study it. If I gave it up, the English test scores would 

have a huge impact on my national high school entrance examination.  

  

In addition, the age to which participants started to learn English may shed light on the 

inequalities that are created through assumptions made about the available resources of 

some families, as Ruby recalled:  

 

I attended my first English class of my entire life on the first day of junior high 

schooling. ..Then the English teacher wrote A to Z on the blackboard. She said ‘I 

assume all of you learned the English alphabet before. I won’t be wasting time teaching 

it again.’ I was shocked and wondered in my mind, as no one told me that I should 

know the English alphabet before beginning junior high school. Um.., I felt so helpless. 

My parents didn’t have any budget (xian-qian 閒錢) for me.  

 

Ruby emphasised ‘xian-qian’ (the money for leisurely activities) to imply that her parents 

did not have the budget to send her to an English language cram school during childhood. 

This disadvantaged background led her to face more challenges learning English. 

Compared with Ruby, Zora had different experiences by noting that:  

 

When I studied in junior high school, I realised my English level was higher than most 

of my classmates. ..The exam at school was so easy for me compared to the ones I had 

before at private English schools. Therefore, the more sense of accomplishment I 

obtained, the more liking I had for English.  

 

Through Ruby and Zora’s experiences, it can be shown that individuals can have differing 

English proficiency. This led me to reflect on that one’s English proficiency level could 

possibly influence both one’s motivation to learn English, and the development of their 

ideal-self.  
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5.3. Theme two: Ideal-self 

Within the concept of ideal-self, English repertoire for Taiwanese students is a far more 

significant element for achieving ideal-self than Taiwanese heritage languages.  In fact, 

from my own data, I found that the majority of participants had no preference to learn 

English during adolescence. The main reason why they spent so much time learning it was 

due to the importance of the national university entrance examination. Participant’s 

attitudes to learning English seemed to emphasise a need to keep periodic English test 

scores above average rather than any desire to improve one’s language proficiency, as 

Wendy noted: ‘The deep impression of learning English I had during high schooling was 

to memorise so many English words’. Interestingly, many of the participants had an 

increasing level of ideal-self for career planning as their periodic English test scores 

gradually increased, as Sherry explained:  

 

I was a little bit lost towards learning English in the beginning of high school due to 

the heavy load of vocabulary. I eventually found a way to overcome it and the test 

scores soared up. I started having more confidence in my English and thought that I 

might specialise in an English-related subject in university, since English skills seemed 

to bring more potential opportunities towards my career.   

 

Other participants, such as Susan and Eric, appeared to become intrinsically motivated to 

learn English when they received compliments from teachers, friends and families during 

high schooling. For example, Eric noted that:  

 

One day the English teacher asked all classmates to read each paragraph in turn. When 

I finished reading my paragraph, my teacher was wondering and asked me: ‘Have you 

ever lived in America?’ I simply replied ‘No, I just loved imitating American accents 

from movies’. My teacher gave me a high compliment by encouraging all of my other 

classmates to learn this strategy from me.  

 

Although Susan had no confidence in her English during childhood, she re-evaluated her 

English skills after encouragement from her relatives from America:  
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I have many cousins who emigrated to America during their childhood. Compared to 

my cousins, I didn’t have confidence in speaking English, even though I had been 

learning English since I was four years old, and I had many opportunities to speak 

English in Taiwan to English native speakers due to my mum’s arrangement. It was 

only when I visited my cousins during high school that my cousin’s husband, who is 

American and can’t speak Mandarin, thought I grew up in the States as well. When I 

said ‘I was only here for visiting’, he was shocked and suggested that I could easily 

study or work in an English-related field in the future.     

 

These accounts of encouragement led Eric and Susan to ponder the possibilities of using 

their English skills to further their future. Meanwhile, all participants appeared to reflect 

on necessities and feasibilities of continuing to learn English or other foreign languages 

as well as continuing to speak Taiwanese heritage languages when turning to adulthood. 

Sadly, there were no strong claims from all participants to express the linkage between 

their ideal-self and heritage languages during the period of adolescence. The details can 

be found in the next section.  

 

 5.4. Theme three:  Reflective-self 

 Regarding the relationship between Taiwanese heritage languages and Mandarin, a 

societal logic influences the individual in society (Hilgers, 2009). As speaking Mandarin 

still dominates societal discourse, this leads those in that society to follow common trends. 

Therefore, the majority of participants indicated that they use Mandarin as their main 

medium of spoken communication in public, while heritage languages are spoken 

optionally. As Nick claimed: ‘In Taiwan, Mandarin is a main course, while Taiwanese 

heritage languages are a side dish’, while Joyce noted that: ‘If people around you mostly 

speak Mandarin and don’t speak heritage languages, it is difficult to have this language 

skill’.  

 

In this societal atmosphere, it is inevitable for one to learn Mandarin because it is a 

medium of instruction. As individuals become accustomed to using Mandarin to develop 
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their thoughts and ideas, as well as to pursue their goals, its connection to self-identity 

gradually shifts from being a characteristic of an ought-to self to becoming a fundamental 

aspects of their ideal-self.  Individuals learn Mandarin because they have to in order to 

academically survive as a student; however, this skill leads them to obtain goals and 

satisfactions in life that would only be achieved through having the skill. In fact, an 

individual’s ideal-self and ought-to self are dynamic in nature, as they often develop and 

overlap based on shifts in personal interactions, perspectives and contexts. Here is David’s 

account, for example: his goal is to ‘speak as much Tai-gi in any context. The purpose of 

doing this is to challenge the hegemony and language hierarchy hidden in Mandarin’.    

  

As a result, participants’ reflective-self on Taiwanese heritage languages and Mandarin 

seemed to focus on the influence from Mandarin-centric social discourse. As for English, 

participants appeared to reflect on the perceived necessity and feasibility of improving 

English proficiency during their time in higher education. During this period, participants 

had more autonomy and flexibility to shape their study, since the majority suffered 

through the constant pursuit to maintain above average test scores for at least six years of 

schooling. However, this culture, in which the majority of participants made choices based 

on their test scores, not only influenced participants’ engagement in their majors, but also 

on their decisions to learn English. For example, Sally stressed that:   

 

It was destiny. If I didn’t study this major in this university, where else could I go for 

my next journey? One thing made my day during university life was I could keep 

distant from English.  

 

Sally’s experience was similar to the experience of Nick:  

 

Although I still had an English class in university, it was only twice a week compared 

to daily classes in high school. …My major [Taiwanese literature, test scores brought 

me to here] didn’t need English as my close friend.  
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Compared to the accounts of Sally and Nick, who seemed to consider English skills to be 

unnecessary, Sherry, who specialised in English language, had a completely opposite 

attitude to English proficiency, as she discussed here:  

 

Every time I studied English, it was not only my duty to be self-motivated to learn but 

to also consider a skill of professionalism and future career prospects, reaching goals 

and travelling the world. Hmmm, one thing I had to confess, I was capable to study in 

the department of Chinese literature. However, I still chose English due to prosperity 

concerns, and in particular, the job market.  

 

Therefore, from aforementioned participants’ reflective-self claims, English seemed to 

increase possibilities for good employment compared to heritage and foreign languages 

in Taiwan [Mandarin as an essential sills] (Scott and Tiun, 2007). Apart from balancing 

ought-to self and ideal-self, these self-reflective claims led me to find out the perceived 

lack of a certain characteristic that participants lacked when they planned to continue to 

learn English or speak heritage languages in their adult life. These detailed arguments are 

analysed in the next section.   

 

5.5. Theme four: Lack-of-self 

Most participants expressed that one significant sense of lacking that impacted on their 

English proficiency was that English was not part of their life. In order to solve the lack 

of a language environmental, four participants became determined to study in the U.K or 

the U.S.A.  This overseas learning experience not only improved their English proficiency, 

but also allowed them to experience intercultural communication. This experience was 

significant, as intercultural communication can impact on the knowledge of one’s own 

cultural identity (Krajewski, 2011). As Shane explained speaking of his experience in the 

U.K: 

 

It might enhance my English academic skills to study in the U.K. However, I genuinely 

think that my spoken English increased in pubs when I had a couple of beers, watched 

football games, and chatted with local people or other international friends. Through 
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these practises, the biggest influence was not only language, but the chance to 

understand another country’s culture.  

 

Unlike these participants who could afford to study in overseas countries, other 

participants such as Sally, Joyce, Clare, Victor, and Sherry, had financial concerns and 

could not prioritise studying abroad. Instead, they chose to work in overseas countries. In 

particular three participants, Sally, Joyce and Clare, applied for an under 30’s government-

run working programme for the U.K. and Australia, which required neither minimum 

English proficiency nor financial support. These types of programmes gave numerous 

Taiwanese citizens who were interested in living in English speaking countries an 

opportunity to visit and learn. For example, Joyce concluded that her working holiday was 

‘a chance to not only explore the world, but to also explore the inner self ’.   

 

It could be argued that the lack of a language environment seemed to impact on learning 

English, however, Victor’s claim might illustrate the importance of motivation and why a 

lack of motivation resulted in individuals failing to acquire English skill.  

 

When I heard people complain that the main reason they can’t speak English is that 

Taiwan has no English environment, I think this is only partially true. Although we are 

not an English speaking country, we can create our own language environment. I still 

believe the key reason for failure is ‘No motivation’. When you have no motivation, 

you can find thousands of reasons to avoid doing something.  

 

Apart from the lack of language environment and motivation, half of the participants 

lacked the confidence to not only speak English, but also Taiwanese heritage languages. 

This circumstance led participants to avoid speaking heritage language, as well as 

becoming discouraged from self-identifying with their heritage languages. This often 

resulted from elders directly or indirectly criticising their proficiency. For example, Susan 

recalled that:  
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My mum cannot put up with my Tai-gi. Every time I speak Tai-gi, she always judges 

my pronunciation, tones and so on. This make me very frustrate and makes it more 

difficult if I cannot get any confidence when I speak it.  

 

Consequently, through learning several languages, when participants are faced with 

balancing ought-to, ideal, reflective and lack-of-self noted above, conflicts in their minds 

seemed to emerge. More importantly, participants’ social roles within social structures 

would lead to the generation of self-conflict.   

 

5.6. Theme five: Self-conflict  

The self-conflicts generated by certain externally imposed social structures can lead some 

participants to supress their thoughts regarding ideal-self. For example, Jason is aware 

that his ideal career will definitely require English being part of his language repertoire; 

however, his English competence is very limited. He explained that heavy family support 

obligations, including being the family’s primary financial supporter, creates a huge 

obstacles to learning English. He is, therefore, unwilling to risk exchanging his current 

income for an unpredictable ideal career.  

 

In addition, when the social role or family role changes, like Victor’s role changing from 

son to father (42 years old), his views about Taiwanese heritage language changed:  

 

I am not against Tai-gi or Hakka and I know each language has its own value. However, 

in Taiwan, we force kids to learn heritage languages at school, but their parents’ don’t 

speak Tai-gi or Hakka to their kids at home. For me, it seems we let kids learn one 

more useless language.   

 

This attitude towards Taiwanese heritage languages would appear to follow common 

trends in society, which is why Justin worries about the future of heritage languages:  

‘Taiwanese people can speak Taiwanese heritage languages, but they do not adopt these 

languages in their deep hearts’. 
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After experiencing all these aforementioned selves, I found that ‘ought-to self’ appears to 

overshadow ‘ideal-self’ between childhood and adolescence. This circumstance led me to 

discover three more selves (reflective, lack and conflict), which gradually develop during 

early adulthood, in particular over the period when they were in university. Therefore, in 

the next findings chapter, I will focus on how participants, as mature adults when they 

graduated from university, face these aforementioned possible selves throughout all their 

language experiences, and how this links to their perceived linguistic identities and 

subjective-self.   
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Chapter 6 

Finding II: Linguistic identity, Subjective-self and Bi/multilingual ambivalent 

attitude  

 

6.1. Introduction  

Based on the previous findings chapter, participants’ immersion into learning languages, 

from childhood to early adulthood, appears to have a certain degree of inevitable impact 

on selves, such as ideal-self, ought-to self, reflective-self, self-conflict and lack-of-self . 

The integration of these selves appears to influence the development and transformation 

of a healthy and unique subjective-self in mature adulthood. To be more specific, the 

construction of subjective-self is a series of interactions between acquired knowledge and 

skills, experiences, thoughts, emotions, environments and other people within societal 

discourse (Fonagy et al., 2007).  As a result, these factors continuously affect how 

participants reflect on their linguistic identities and subjective-self. Therefore, this chapter 

details two main themes. The first main theme focuses on participants’ ‘linguistic identity’. 

This theme has four sub-themes:  

 

(1) Linguistic identity for Taiwanese heritage languages. In the first sub-theme, 

participants highlighted three components: component one: power of intimacy, affiliation 

and attachment; component two: power of nostalgia and localisation; and component three: 

power of ethnolinguistic identity. (2) Linguistic identity for Mandarin. (3) Linguistic 

identity for English. In the third sub-theme, participants highlighted four components: 

component one: internationalisation, component two: negative emotions (such as phobias), 

component three: professionalism (career-oriented) and component four: life change and 

self-fulfilment. (4) Linguistic identity for other foreign languages.  

 

The second main theme is how participants perceive ‘subjective-self’ through their own 

bi/multilingual linguistic capitals, within social discourse along language hierarchy 

(Bourdieu, 1991).  This theme has two sub-themes: (1) ‘What language is my 

(participant’s) first language and (2) ‘Am I bilingual or multilingual?’.  
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6.2. Theme one: Linguistic identity  

Dupré (2013, p. 436) explains what the notion of linguistic identity should be, stating that: 

 

A linguistic identity should denote membership in or identification with a linguistic 

group. Thus, conceptualised identity should be predominantly centred on shared 

language, regardless of the nationality, ethnicity or other self-categorisations of co-

speakers. It could, for instance, refer to a second or foreign language identity.  

 

Therefore, as subjective-self dynamically changes in form and prominence over time, it is 

important to detail how participants perceive their linguistic identities. This will be further 

explored in the following sub-themes.   

 

6.2.1. Sub-theme one: Linguistic identity for Taiwanese heritage languages  

Language is not simply a communicative tool but also a medium to achieve a positive 

mindset, and to interact with one’s society and culture (Everett, 2012; Tylén et al., 2010).  

For example, Joyce explained that: ‘Tai-gi reserves ethnic linguistic value’, while Lisa’s 

own analysis was similar: ‘Tai-gi and all local languages are a cultural heritage and an 

opportunity towards cultural understanding’. Lisa and Joyce’s claims are mirrored in the 

experience of Yuri, who explained that: ‘The value of Tai-gi for me not only contains our 

history and culture, but the philosophy is also applied to my life’.    

 

In terms of overall participant experience, participants’ linguistic identities for Taiwanese 

heritage languages seem to manifest deep, personal perspectives, which can be broken up 

into three components; (1) component one: power of intimacy, affiliation and attachment, 

(2) component two: power of nostalgia and localisation, and (3) component three: power 

of ethnolinguistic identity. These components concerning Taiwanese heritage languages 

seem not only to influence participants’ individual linguistic identity, but also seem to co-

exist within a multifaceted, co-dependant relationship, which is in constant flux.  
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Component One: Power of intimacy, affiliation and attachment  

Almost half of participants explain that the significance (value/identity) of Taiwanese 

heritage languages in their minds is about a language that connects them with family 

members, and in particular, parents, grandparents and close friends. For example, Zora 

explained that she only speaks to people who are close to her in Tai-gi such as family and 

friends with whom she is familiar. Further:  

 

When I want to show intimacy to someone, I either completely switch my language 

from Mandarin to Tai-gi or mix the two languages, doing this is so natural to me. At 

this moment, I feel we are in the same group…Frankly, I sometimes don’t know how 

to explain the words for non-Taiwanese. Even though I try to explain in English or in 

Mandarin, the meaning is never as funny as the original ones (Tai-gi). I guess these 

Tai-gi words seem to be embedded in our culture.  

 

Even though Mandarin is spoken by almost all Taiwanese due to it being not only the 

lingua franca of public life but also the recognised language of instruction, it is a common 

phenomenon for many Taiwanese to speak Tai-gi as an alternative language at home, 

school or work. As a result, code switching is a common linguistic phenomenon in Taiwan 

(Lin, 2017). However, Tai-gi is typically dominated by Mandarin during the code switch. 

The findings of this thesis not only seem to suggest that code switching is an approach 

that exhibits intimacy, attachment and affiliation towards one’s group, but also 

corroborates the notion that code switching has become part of the common social habitus 

(Lin, 2017). This is significant, as Sandel et al. (2006) express concern that the overall 

proficiency of Taiwanese heritage languages is in decline, particularly for Generation Y 

(between the early 1980s and the mid-1990s), as Ta-gi is gradually being displaced by 

Mandarin.  For example, Sherry explained her dilemma when she has to use Tai-gi:  

 

Even though Tai-gi is a tool to shorten distance with many Taiwanese, unfortunately, 

my Tai-gi is not good enough. Every time I talk to my parents-in law, I have to speak 

Tai-gi. I feel like they might think they were talking to an ‘alien’. I could tell by their 

facial expression. They looked very confused by what I said to them (sigh). I have no 
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confidence in Tai-gi at all, even though I did speak some Tai-gi during my early 

childhood.    

  

In fact, participants’ linguistic identity with Taiwanese heritage languages not only 

focuses on power of intimacy, affiliation and attachment, but is also related to power of 

nostalgia and localisation.  

 

Component two: Power of nostalgia and localisation 

Two participants, Shane and Jason, emphasised that their affiliation towards Taiwanese 

heritage languages is explained by a deep regional attachment:  ‘Tai-gi for me is about 

localisation and intimacy with the place where I grew up’ (Shane); while, for Jason, ‘Tai-

gi is part of my memory prior to adulthood and have nostalgia whenever I looked back at 

my life’.    

 

Numerous scholars (Dupré, 2014; Sandel et al., 2006) have found that even though 

Mandarin is predominant across the whole island, Tai-gi is still prevalent in the 

agricultural and industrial regions, such as Southern and Central Taiwan (see Appendix 

4.3). People who grew up in these areas would have relatively high chances to be raised 

like Shane and Jason, in a bilingual environment that encompasses both Mandarin and 

Tai-gi. As a result, they might have particular emotional responses and a sense of identity 

with Taiwanese heritage languages compared to a participant like Susan, who grew up in 

Taipei City, capital of Taiwan. As Susan recalled: 

 

Tai-gi is a local language, in particular for Southern [Taiwanese] people, although, I 

tried to learn Tai-gi while studying at a southern university. I did speak some 

eventually. Sadly, I am still not familiar with it.  

 

Susan’s feelings of unfamiliarity with Taiwanese heritage language (e.g. Tai-gi) adds to 

the general societal debate regarding whether Tai-gi should only be a language for certain 

regions, or a language to be associated with a certain ethnic group. Participants’ 

perspectives on this debate are discussed in the next section.  



112 

 

Component three:  Power of ethnolinguistic identity 

Two Hakka descendants, Ruby and Justin, expressed a strong attachment with their ethnic 

identity, as Ruby stressed: ‘Hakka is a mother tongue for me [not refers to first language 

in the Taiwanese context, see 6.3] although I can’t speak Hakka well’, while Justin 

emphasised that Hakka should not only be perceived to be a regional language:  

 

Hakka has three significant meanings for me. Firstly, Hakka is a language at home, as 

well as in my hometown. I speak it to my family and the people who live in the same 

region. Secondly, as a host of a Hakka radio station, I have tried to make Hakka a 

spoken language in the workplace. When this phenomenon occurred, and it did occur, 

it represented that Hakka language is not seen simply as a local language, but also 

cross-regional. The last meaning is the aesthetic sense. Every time on radio, I have to 

pay attention to my utterance, articulation and pronunciation. My duty as a Hakka radio 

station host is to make Hakka sound harmonious. Whenever I speak Hakka on radio, 

or in any public place, I have to impress listeners, which is that when they hear Hakka, 

they love this melody and intonation of Hakka, even though they don’t understand the 

language.  

 

Until today, even though pride in speaking Hakka and Hakka identity have noticeably 

risen after the ‘Movement to Give Back My Mother Tongue’ (還我母語運動) (28th of 

December, 1988), there is a unique phenomenon in Taiwan, which is that there is a huge 

gap between Hakka ethnic identity and Hakka proficiency (Dupré, 2016). Ruby is a good 

example, as she appears to have a strong identity with her Hakka ethnic group. However, 

her Hakka proficiency is limited due to the crisis of Hakka linguistic inheritance.  

Interestingly, the ‘Movement to Give Back My Mother Tongue’ also led to a range of 

Taiwanese heritage language revitalisation movements, therefore, simultaneously acting 

as a wake-up call for all Taiwanese ethnic groups (Dupré, 2016). A ‘woke’ attitude 

towards heritage language revitalisation can be seen in the comments of participants like 

Tina, who explained that:  
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It is definitely not a good sign when the population that speaks heritage languages has 

declined. Therefore, their potential for extinction grants them more value and as a 

Taiwanese people, we should keep them.   

 

One participant, David, even stated that:   

 

Heritage languages and ethnic identity are part of a nation’s subculture. If we don’t 

adopt our own subculture, we have denied our own nation subconsciously.  

 

 Apart from Mandarin, Tai-gi, Hakka and 16 other indigenous languages, Sandel et al. 

(2010) point out that ‘Taiwanese new immigrants’ have become the fifth ethnic group in 

Taiwan. Nick’s explanation reflects this situation:   

 

Our heritage languages should also include the ones that come from people [Taiwanese 

new immigrants] who are from Southeast Asia. After these women married Taiwanese 

guys, their languages become new heritage languages in Taiwan.  

 

In fact, many participants, such as David, Wendy, Justin and Jason emphasised that 

‘Sinicisation’ was rooted in the curriculum design through cultural reproduction for 

primary schools, middle schools and secondary schools from 1949 to the DPP government 

in the early 2000’s. This circumstance led to the influence of ethnolinguistic and ethnic 

identities. For example, Jason recalled his experience of Chinese education:    

 

During the entire period of compulsory education, the textbooks we studied were 

Chinese history, geography of mainland China and Chinese literature and so on. 

However, we didn’t study our own land, Taiwan. This is a joke among my generation. 

That is, you might know a number of provinces, railway systems and the names of 

rivers in China, but you don’t know what county is next to your county when you live 

on this island.  
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In relation to linguistic identity towards Taiwanese heritage languages, participants 

expressed more emotional and cultural attachment than any acknowledgement for its 

instrumental function. These perceptions led me to discuss how participants perceived 

Mandarin in the next section.  

 

6.2.2. Sub-theme two:  Linguistic identity for Mandarin 

Mandarin was positioned as the national language through two strategies, one being the 

use of the Mandarin word ‘Guo-yu’ (‘Guo’ means ‘nation’ and ‘yu’ means language) as 

the official nomenclature, while the other was the creation of an oppressive campaign, 

which saw the KMT (Kuomintang) government systematically insist that all Taiwanese 

heritage and indigenous languages be classed as merely dialects (Dupré, 2013).  

 

In order to change the linguistic landscape from Mandarin only to all Taiwanese ethnic 

languages, the current government, the DPP, has implemented various language policies 

(see the analysis of Chapter 1.2).  In spite of the endeavour, however, Mandarin remains 

the predominant spoken, instructional, and instrumental language in Taiwan. According 

to Sue, for example, ‘Mandarin is the common language and a handy language in Taiwan. 

The majority can speak it’. It must be noted that participants who were born in different 

historical contexts have a divergent identity towards Mandarin compared to their heritage 

languages. For example, David, who represents the generation that experienced the period 

of Mandarin-only policy, explains that ‘Even though I can easily switch my language from 

Tai-gi to Mandarin, I have less attachment to Mandarin’.  

 

Participants who represent the generation after the abolition of the Mandarin-only policy 

are accustomed to Mandarin in their daily lives. Several participants even perceive 

Mandarin to be a necessity. For example, Joyce stresses that ‘Mandarin is like air for me. 

It is a necessity’. For William ‘Mandarin is like rice for me. I need to eat rice every day ’. 

As a result, Mandarin has a significant role in not only how participants communicate, but 

also how they conceptualise ideas. For example, for Tina ‘Mandarin is like a system of 

the plant root. If my system has something wrong, I will have a big problem’.   
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Most participants’ linguistic identity is influenced by their Mandarin proficiency. Shane, 

for example, explained that:    

 

Mandarin is not only rooted in my brain, it is also part of my childhood, through to my 

life now. I can use it to communicate with others, to obtain my qualification, to pursue 

my careers, to shop and do all sorts of things by using it.  

 

Participants’ claims seem to emphasise the significance of Mandarin in terms of the 

linguistic market (Zheng and Guo, 2019), in particular, for domestic career-oriented 

purposes. Jason perceives Mandarin to be ‘a tool for [his] CV’. 

 

Also from a global context, Mandarin is the most emergent international language (Lee, 

2014). Helen, who was originally from Vietnam, explains her motivation to learn 

Mandarin: 

 

The key reason I decided to study in Taiwan was due to my work market concerns. 

Now, Mandarin not only helps me to have a different life journey, I also help others 

now who are struggling to learn Mandarin.  

 

It could be argued that the new influx of immigrants from South Eastern Asian countries, 

led Mandarin learning to be a necessity for newcomers due to the language’s dominance 

on the island. However, the notion of language hierarchy (Bourdieu, 1991) still exists even 

though this group is the fifth largest group in Taiwan. This has led to a mentality where 

South Eastern Asian languages, identities and cultures are not broadly integrated due to 

unfamiliarity and alienation (Sandel et al., 2010). This led some participants, like Sherry, 

to encourage students to learn South Eastern Asian languages because ‘[t]hese people are 

close to us. Your classmates’ mums could be from South Eastern Asian countries’. 

However, the actions of teachers like Sherry does not change the reality that Mandarin 

vastly overshadows other languages on the island, including, Taiwanese heritage 

languages, indigenous languages and South Eastern Asian languages. It could, therefore, 
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be argued that the Taiwanese government will continue to struggle to promote and 

integrate these less influential languages.  

 

Compared to South Eastern Asian languages, English appears to have superior language 

status within these foreign languages. The details will be illustrated in the next section.   

 

6.2.3. Sub-theme three: Linguistic identity for English 

Four components emerged from this sub-theme: (1) internationalisation; (2) negative 

emotions (such as phobias); (3) professionalism (career-oriented); as well as (4) life 

change and self-fulfilment as participants perceived their linguistic identity towards 

English. These four components will be discussed in the following section.  

 

Component one: Internationalisation   

When one considers the ethnolinguistic development of Taiwanese residents, it must be 

understood that one’s position within the linguistic market plays a decisive role in 

decisions regarding language learning (see Chapter 2.1). Therefore, learning English as 

an international language (see Chapter 2.1) appears to be a necessity in the minds of 

Taiwanese residents due to internationalisation, the linguistic market and prosperity all 

being perceived to be as interrelated concepts. The participants in this study would seem 

to concur. For example, Sue, who is an entrepreneur and international trader, perceives 

that ‘English is simply a “basic” skill in the global context; learning English is the first 

step to explore the world [she stressed the word ‘basic’ during her interview]’. Clare’s 

analysis is similar:  

 

English is a great path to explore the world. I can use English to communicate with 

people from different countries and exchange different views. In a sense, English is 

more an international language when compared with other foreign languages.  

 

The perceived value of English proficiency, in particular its internationalisation, is 

emphasised in Taiwanese commercials, mass media and schools, symbolising its status 

and importance among all spoken languages on the island (Dooley et al., 2016; Hsieh and 
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Chuang, 2016). However, this English trend led numerous participants to experience 

negative emotions such as phobias towards learning English, as I will explain next.    

 

Component two: Negative Emotions 

Due to the predominance of both internationalisation and the linguistic market within 

Taiwanese societal discourse, English has become an important and compulsory subject 

in formal schooling. The status of English, therefore, seems to be over-emphasised 

throughout participants’ journeys from childhood to adolescence, leading many to 

experience degrees of anxiety and phobia towards learning English (See Chapter 5, section 

2.3). For example, participants like Jason stress that ‘English is like a ghost. It has 

endlessly haunted me’. This phobia towards English has led participants to subconsciously 

alienate English from their mindset ‘Although English is an important subject, “English 

and me” are never on the same page’ (Ruby). Tina illustrated her relationship with English 

as follows: 

 

English is like a shop clerk for me. Every shop definitely needs a clerk to be ready to 

assist customers. However, this clerk doesn’t need to initiate conversation if I don’t 

want any help. It is my ideal world if I can keep proper distance from English.   

 

Other participants found it hard to completely ‘escape’ from English, particularly in the 

context of ‘English fever’ in Asia.  Clare confessed that she had anxiety and phobia 

relating to English from the age of 5 to 23: 

 

I was not aware of how serious it (English phobia) was until there was a foreigner 

asking for directions. He only said ‘Excuse~~’, and I ran away immediately. That was 

the watershed moment when I decided to overcome my English anxiety and phobia. 

This is why I went to Canada to learn English. I didn’t want English to become an 

obstacle to my career.       

 

Clare proactively overcame her concerns regarding English linguistic competence. Jason, 

by contrast, adopted an attitude of avoidance:  
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English definitely brings a degree of influence to my career decision making. Now, 

English is an obstacle for me. All my ideal jobs require English skills. However, the 

bad memories of learning English during school are still rooted in my brain. This led 

me to avoid learning English.     

 

Clare and Jason’s experiences led me to discuss how other participants perceive English 

identities in relation to their professionalism.  

 

Component three: Professionalism (career-oriented) 

Learning English is an essential component for the construction of some participants’ 

ideal-self, as competency seems to directly relate to their goals concerning 

professionalism. For example, participants such as Sherry and Eric, who are both 

employed as English educators, explained that English linguistic capital benefited their 

professional existence. For example, Sherry highlighted:  

 

English is an important tool to make me have income and make my dreams come true 

[as an English teacher]. This is why I have to sharpen my tool all the time. This skill 

represents my professionalism and confidence as well.  

 

Other participants, such as Shane, who works in a higher education institutions, explained 

that English repertoire is an essential skill and maybe creates more opportunities for 

promotion in the Taiwanese academia:  

 

English is not only an opportunity to gain promotion, but also makes me perceive 

myself as more competitive compared to others. For example, when I returned to 

Taiwan, my line manager assigned me to lead some international-related events and 

projects.   
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It appears that some participants embody a sense of self-fulfilment when their English 

professionalism is acknowledged by their peers as being of a high standard, as Zora 

explained: 

 

Although English is my second language, I like it most. It is a happy moment when I 

speak or use English in workplaces, in particular when others give me high 

compliments.   

 

These participants’ positive experiences led me to discuss how other participants perceive 

their English identities in relation to their self-fulfilment.  

 

Component four: Life change and self-fulfilment  

In terms of participants’ aforementioned claims towards English competence, English 

skills have certainly had a gradual impact on their life. For example, Lisa explained that 

‘English made my life journey vivid and rich’. Though Sally had a far less inviting attitude 

to English, she managed to transform that attitude over time: 

 

English is either a fate or a chance for me in my life [if you used to play ‘Monopoly 

game’]. I never thought English would become part of my life. However, I bumped 

into this fate or chance, which was the Working Holiday Visa. This visa flipped my 

life thoroughly. In order to survive in the U.K, I had to learn English from daily life, 

and this strategy did work.  

 

However, it is worth reflecting on Wendy ’s claim: ‘Even though English is a medium to 

expand views, actually, it is not only English, the more languages we learn, the wider 

views we would have’. This claim led me to further discuss how participants perceive 

other foreign languages in the next section.  

 

6.2.4. Sub-theme four: Linguistic identity for other foreign languages 

Apart from learning English, Sue and Tina, who speak other foreign languages fluently 

(Cantonese and Japanese), both expressed a strong identity with their target languages. 
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For example, Sue, simply indicates that ‘knowing how to speak Cantonese, is part of the 

joy in my life’. She lived in Hong Kong for about ten years:   

 

When I was out of my house [in Hong Kong], I grasped as many opportunities as I 

could to talk to local people in their language. I was not afraid of being teased because 

this is my second language. I told myself that speaking their language in other countries 

was part of an attitude towards respect for them, their land, culture and country.  

 

The other participant, Tina recalled that: 

 

I self-studied Japanese when I was about 11 years old, as I saw my mum studying 

Japanese. Due to my passion towards Japanese animation, I asked my mum to teach 

me the Japanese alphabet first. After that, I started picking up some words from songs 

in these animations and tried to memorise some. One day, I sang a few sentences for 

my close friends and they were so surprised at my ‘talent’. From that day, I never let 

Japanese out of my life.  

 

It would appear that from Sue and Tina’s experiences, their strong cultural identities 

towards Cantonese and Japanese triggers their linguistic identities, and therefore drives 

them to continue to learn these languages. Interestingly, the development of linguistic 

identity seems to lead Tina to constrict her subjective-self, as Tina stressed:   

 

The significance of Japanese proficiency for me is how I re-perceived myself positively 

[compared to the trauma from learning English]. This also influences how others 

perceive me. For example, when someone introduced me, the introduction usually 

began with ‘she is a girl who can speak good Japanese.’ I could even see others’ 

sparkled eyes when they heard ‘I learned Japanese by myself and I am capable of 

speaking Japanese’. The motivation in the past was passion towards Japanese 

animation. Now, the motivation for Japanese is ‘love’. I don’t need anything else to 

push me to learn it anymore because Japanese language is part of my life. 
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From developing linguistic identity to acquiring linguistic capital (e.g. Japanese 

repertoire), this linguistic capital led Tina to re-perceive her subjective-self (from phobia 

in English to confidence in Japanese). Unlike Tina’s successful experience of acquiring 

Japanese, 2/3 (13/21) of participants learned Japanese because of their curiosity towards 

Japanese culture; however, most of them seemed to acquire only the basics of the language, 

and stop learning it. For example:  

 

Although I am curious about Japanese language and culture, I learned Japanese on and 

off for about two to three years but never picked it up. …I know some people would 

blame it on having no environment to practice the language. To be honest, I believe 

learners could create their own environment if they are determined enough to learn. 

Maybe I was not diligent enough. People often said that learning a language requires 

at least one strong motivation or clear goal, but I am not sure if my motivation is strong 

enough. (William) 

 

In fact, a critical finding of this thesis is that there are six elements that have a substantial 

influence on language acquisition: (1) motivation (ideal-self and ought-to self); (2) 

learning experience and confidence; (3) curriculum and learning environment; (4) 

linguistic-identity; (5) social norms (such as obligations and expectations); (6) persistence 

and resilience (prolonged exposure and deliberate practice). Although motivation seems 

to play the most important role in language acquisition (Dornyei, 2005; 2009), the findings 

of this research show that if any element is absent or cannot trigger the other elements 

while learning the language, its acquisition might be negatively affected. From William’s 

chronicled experience, although he was motivated (curiosity) to learn a language, his 

curiosity seemed to neither support his ideal-self nor ought-to self. His motivation seems 

precarious, as the rest of the existing elements neither trigger nor link to the other. 

 

6.3. Theme two:  Subjective-self 

From all participants’ accounts chronicled in both Findings chapters, it would seem clear 

that solid motivation and confidence are essential components not only for learning a 

language but to drive individuals to continuously practice them. It is predominantly 
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motivation and confidence that leads participants to acquire new linguistic repertoires, and 

these new linguistic repertoires are perceived by society as a valued linguistic capital and 

market value, which can be transformed into other forms of capital, such as economic 

capital. These processes and outcomes seem to influence participants’ subjective-self, 

after integration of ideal, ought-to, reflective, conflict and lack-of-selves.   

 

6.3.1. Sub-theme one: ‘What language is my first language?’ 

In a monolingual situation, the terms ‘first language’, ‘mother language’ and ‘native 

language’ are interchangeable (Kouritzin, 2000). In multilingual situations, 2/3 (14/21) of 

participants perceive their proficiency in Taiwanese heritage languages as waning in 

favour of Mandarin. This led many to perceive the notion of first language (mother 

language and native language) from different perspectives, that is, some participants 

perceived their first language to be a heritage language, and others perceived that their 

first language, Mandarin, was their native language.  

 

The term ‘mother language’ has often specifically referred to Taiwanese heritage 

languages (Mu-yu; mu means mother; yu means language) in participants’ minds. In this 

thesis, eight participants perceived heritage language to be their first language. For 

example, Justin explains that ‘Regarding Hakka, it is the first language my parents spoke 

to me’.  However, the term ‘mother language’, from the participants’ responses does not 

seem to be interchangeable with ‘native language’. In fact, 2/3 (15/21) of participants 

perceived Mandarin to be their native language.  For example, Susan stressed that ‘even 

though my parents speak Tai-gi fluently, I don’t think Tai-gi is my mother language due 

to unfamiliarity’.  Ruby, on the other hand, explains that she would take Hakka as her first 

language. However, she asked:  

 

How do you define first language? In terms of either ethnicity or parents’ fluent 

language, if the first language means my native language, there is no doubt that it is 

Mandarin. 
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This alteration of language use, from Taiwanese heritage languages to Mandarin, 

illustrates Mandarin’s predominance among all local languages. Language policy affected 

the status of language as well as residents’ habitus of language use (Sandel et al., 2006). 

As David explained: ‘Language policy affected how you perceived your own heritage 

languages and even level down them as dialects’.  In terms of socioeconomic status, 

‘Mandarin usually symbolised upper class’, explained Wendy. 

 

The phenomenon of language hierarchy has influenced how participants perceive whether 

Taiwanese heritage languages are languages or dialects.  In this thesis, 12 participants 

view them as languages. Jason, for example, explained that in his opinion the term, 

‘dialect’, implies language hierarchy: ‘Well, the status of each language should be equal, 

and language equality is my goal to seek for’.   

 

Nevertheless, nine participants still regard Taiwanese heritage languages to be a dialect. 

Zora is typical:  

 

If someone asked me to explain the difference between Mandarin and Tai-gi, I am not 

sure if I could explain it well. I might say Tai-gi is my local language, but I don’t really 

think it is a ‘language’. It is more a dialect for me … To be honest, in my mind, I am 

sorry for the status of Tai-gi in our society. Look at Hong Kong. Hong Kongers think 

Cantonese is a language instead of a dialect….I guess speaking Cantonese probably is 

an essential skill for many people who work in Hong Kong, while speaking Tai-gi or 

not won’t really matter in Taiwanese job markets.   

 

Going by Zora’s assertion, it would appear that there is still a long way to go for language 

equality on the island. This language inequality for Taiwanese heritage languages, 

particular in Taiwanese job markets, appears to influence on how participants perceive 

themselves to be bilingual or multilingual.    
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6.3.2. Sub-theme two:  ‘Am I bilingual or multilingual?’ 

Among the 21 participants, seven participants definitively perceived themselves to be 

multilingual, while three participants definitively considered themselves bilingual. 

Surprisingly, the rest of the participants (almost half) eventually declared themselves to 

be bilingual, even though they could speak more than two languages fluently. There are 

two significant factors for this phenomenon. Firstly, they all have an ambivalent attitude 

towards identifying Taiwanese heritage languages as either a language or dialect. Susan, 

for example, explained why this is so: ‘If I treat Tai-gi as a dialect, I am only a bilingual 

person although I really want to be multilingual’. Secondly, in the Taiwanese context, 

Jason was confident in speaking Mandarin and Tai-gi; however, he indicated a lack of 

linguistic value to heritage languages, suggesting they had no market value: 

 

In our society, does it matter whether you can speak Tai-gi or Hakka? Well, I only saw 

a few job descriptions that might mention ‘Tai-gi skills preferred’. In this case, I don’t 

think I can count Tai-gi because my Tai-gi skill is useless and no one cares about it.  

 

This thesis also found that this perceived lack of market value may be creating a 

significantly negative impact on Taiwanese heritage language inheritance.   

 

Interestingly, when the interview question changed from ‘are you bilingual or 

multilingual?’ to ‘how many languages do you speak?, Many participants appeared to re-

evaluate their position within the language or dialect debate, depending on whether they 

were residing in Taiwan or not. For example, 16 participants, who had travelled overseas, 

changed their opinion on the status of their heritage language. When Susan was in Europe, 

she would add Tai-gi to her language skills. ‘However, I didn’t think I had strong identities 

to Tai-gi, I just didn’t want to be in an inferior situation compared to my European friends’. 

Unlike Susan, Nick chose to remove Tai-gi and Hakka out of his language skill set when 

he was abroad: ‘I didn’t count Tai-gi and Hakka as my language skills. It was not because 

I looked down on them, I was just not confident that foreigners would know what Tai-gi 

and Hakka were’.   
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Therefore, Taiwanese heritage languages’ inferior position in domains of linguistics, 

linguistic markets and market value impact on participants’ confidence to perceive them 

as part of their subjective-self. The phenomenon of language hierarchy causing an 

apparent inequality in linguistic capitals, will now be framed against Bourdieusian 

concepts in the next chapter.  

 

In conclusion, using Bourdieu’s concepts, most participants’ ideal-self highly relies upon   

Mandarin and English capital for their career prospects within Taiwan’s social context. 

This is because participants not only apply their professional and Mandarin skills in their 

careers, but also use English repertoire to obtain more promotions and international social 

connections in their workplaces. Although many participants expressed that they still use 

Tai-gi in their daily life, the continually code switch. This phenomenon led me to reflect 

on participant David’s claim that ‘a language could disappear in three generations 

[grandparents; parents; and us] due to government power’. Based on the participants’ 

claims, I realised that their perceptions of Mandarin, English and heritage languages not 

only relate to them being linguistic repertoires, but also on whether they can use these 

repertoires to transform other capitals (economic, institutionalised). In this circumstance, 

when heritage languages are associated more with cultural and sentimental value than with 

economic and institutionalised capitals, participants put heritage languages on the other 

side of the balance scale to Mandarin and English, although this internalised positioning 

may oscillate over time and circumstance.   
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Chapter 7 

Discussion 

 

7.1. Introduction  

The influence of cultural reproduction (e.g. Mandarin-only policy; British colonisation 

and the United States’ imperialistic influence resulting in English as an international 

language; and revitalisation of Taiwanese heritage languages through political acts) within 

the Taiwanese social context led to the phenomenon of language hierarchy in Taiwanese 

linguistic markets. This language hierarchy led participants to change their linguistic 

habitus and perceive their linguistic repertoires and linguistic identities unequally (see 

Findings I and II). One significant factor was that participants’ Taiwanese heritage 

linguistic repertoires are not seen as a valued linguistic capital, neither are they perceived 

to have market value within Taiwanese society. To make things worse, when participants 

have a disadvantageous linguistic capital, these perceptions also influence participants’ 

subjective-selves.  

 

In order to reflect on these findings, I will discuss four themes based on Bourdieu’s 

concepts in this chapter, which I introduce using the acronym N.E.W.S. There are (1) New 

linguistic habitus (Code switching), (2) Equality or inequality in Taiwan’s education field, 

(3) Worldwide or local linguistic capital in Taiwan’s linguistic markets, (4) Subjective-

self within linguistic markets. These themes will be explored in detail in the following 

discussion.  

 

7.2. Theme one: New linguistic habitus (Code switching)  

Cultural reproduction is a mechanism that is implemented in a society by a dominant class 

(i.e. governmental authority), transmitted through social actors absorbing cultural capital 

and linguistic capital over long-term practice, which eventually becomes embedded within 

their habitus (Bourdieu, 1993; Bourdieu and Passeron, 1990). In other words, cultural 

reproduction leads social actors to align their norms and behaviours to meet the 

mainstream norms and behaviours from hierarchical structures (Claussen and Osborne, 

2013). Mandarin is the language of instruction in Taiwan, and presently remains the 
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hegemonic language preferred by the general public as the lingua franca, while Taiwanese 

heritage languages are seen as spoken languages only for private spaces, such as in the 

home or in certain regions (Dupré, 2013; 2014; Sandel, 2003). In this social discourse, the 

majority of participants express that they inevitably immerse themselves in Mandarin 

environments (particularly schooling), and that Mandarin overtakes Taiwanese heritage 

languages, which in turn leads to a degradation of their Tai-gi or Hakka proficiency.  

 

In fact, an educational field is a substantial means by which implement any form of 

cultural reproduction (Bourdieu and Passeron, 1990). As a result, most participants 

experience a common challenge, which is that they often lack the Tai-gi or Hakka 

vocabulary, and, therefore, spontaneously switch to Mandarin in order to complete the 

communication they wish to convey. This phenomenon appears to occur more commonly 

as participants enter adulthood, and in particular, when they move out from their original 

family home. Consequently, participants’ linguistic freedom and authority within their 

newfound living environments often have an impact on the original family linguistic 

habitus (Bourdieu, 1990), as Mandarin tends to gradually become part of the established 

lexicon of languages due to participants preferring Mandarin in their everyday life (Sandel 

et al., 2006).  

 

Before the school system noted above, a family system is seen as an initial place to develop 

linguistic habitus for each individual (Bourdieu, 1977; Bourdieu and Passeron, 1990). As 

discussed in Finding I, the main motivation for most participants to speak Tai-gi or Hakka 

at home is due to their grandparents’ being unfamiliar with Mandarin or parents’ personal 

language preference towards heritage languages (See Finding I). This formation of 

linguistic habitus appears to lead participants to revert to using Taiwanese heritage 

languages at home, in essence, switching their language from Mandarin to Tai-gi or Hakka 

when communicating with the family elders. Within Confucian cultural backgrounds 

(Kamo, 1998), grandparents’ authority is mainly at the top of the hierarchy in typical 

Taiwanese families, which impacts on the family’s use of language. Unfortunately, as 

participants’ grandparents pass away or participants move out from their original family 

home, the participants are aware that the frequency with which they speak Taiwanese 



128 

 

heritage languages sharply decreases. Therefore, the ‘ought-to’ motivation from family 

hierarchical structure for speaking Taiwanese heritage languages to grandparents could 

disappear.  In other words, as grandparents’ authority disappears when they pass, the 

importance of Taiwanese heritage languages at home will decline.   

  

As noted above, the significant reason that government authorities endeavour to reproduce 

the linguistic habitus of the dominant classes is the importance of linguistic habitus 

(Bourdieu, 1990). That is, linguistic habitus not only expresses a person’s dispositions and 

tendencies, but also their position-taking and behaviours (Jenkins, 1992). Interestingly, 

when participants are involved in two substantial systems (i.e. family and school), 

Mandarin’s leading role over other languages in the multi-ethnolinguistic Taiwanese 

context seems to lead to the majority of participants forming a unique linguistic habitus 

during conversation, which involves code switching between Mandarin and Tai-gi (Su, 

2001); Mandarin and English (Chen, 2007); or Mandarin, Ta-gi and English. Interestingly, 

2/3 (15/21) of participants express that code switching is a natural, highly acceptable and 

subconscious habitus of everyday lives, but Mandarin is still predominant in conversations. 

In this circumstance, I would argue that code switching could be seen as another type of 

linguistic habitus.  

 

Bourdieu (1990) notes that the formation of any linguistic habitus is socially acquired over 

time. Although the Taiwanese government has implemented policies since 1990 to resolve 

the heritage languages inheritance crisis (Dupré, 2016), 2/3 (14/21) of participants express 

that they lack confidence, which results in stressful feelings and language avoidance, as 

they are aware that their superiors and clients might prefer hearing more Tai-gi, in 

workplaces. By contrast, these participants state that they are willing to use code switching 

between Mandarin and Tai-gi when they attempt to share intimacy with each other, as 

long as this motivation is not derived from a hierarchical structure. Therefore, I argue that 

if the current Taiwanese government wish to reshape residents’ linguistic habitus in order 

to encourage them to speak heritage languages more publically and frequently, then they 

should figure out how code switching can be used as a medium during the transition stage.   
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From all participants’ transcripts, Mandarin is the predominant language during 

interviews, while Tai-gi, Hakka and English are the supplementary languages to make 

their stories more vivid. Of 21 participants, only five were highly confident in their 

heritage languages proficiency if they needed to narrate their stories in Tai-gi or Hakka 

for over an hour. This phenomenon can be understood if one looks back at participants’ 

experiences during their formal schooling (see Finding I), when the government used 

pedagogic action, pedagogic authority, and pedagogic work to legitimise the symbolic 

power and violence of Mandarin (Bourdieu and Passeron, 1990), causing participants’ 

Mandarin linguistic habitus to overshadow their value system for Taiwanese heritage 

languages, thus disadvantaging Taiwanese heritage languages.   

 

Furthermore, several researchers revealed the one significant difficulty in revitalising 

Taiwanese heritage languages are the negative stereotypes embedded in Taiwanese 

society (Dupré, 2016; Sandel et al., 2006; Scott and Tiun, 2007). These stereotypes are 

clearly visible from participants’ claims, with David stating that:   

 

In Taiwan, the phenomenon about Taiwanese heritage languages is that elderly people 

speak heritage languages, men speak heritage languages, workers speak heritage 

languages, heritage languages are used in countryside, and heritage languages are used 

by people in private, while Mandarin is used in public.  

 

Therefore, I argue that Taiwanese heritage languages have a long way to go before being 

fully revitalised.   

 

It is important to note that even though code switching linguistic habitus is natural for 

participants, some participants (such as Zora) highlight that they consciously avoid 

overusing the combination of English and Mandarin, which can be perceived within this 

society as showing off. This phenomena of avoidance does make sense when one 

considers Bourdieu’s (1991) notions of language hierarchy. This is because English is 

often perceived in Taiwanese society as a superior, hegemonic language (Price, 2014). 

Surprisingly, this language hierarchy not only occurs between Mandarin, English and 
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heritage languages, but also occurs among heritage languages. This is because Tai-gi’s 

position as the dominant heritage language in Taiwan may shield it from some of the 

inequalities that Hakka faces during code switching. For example, one Hakka participant 

(Wendy) recalled her experience working as a social work intern within a hospital. As 

many of her elder clients preferred interacting with social workers who spoke Tai-gi as 

their primary language and Mandarin as their supportive language, Wendy’s supervisors 

perceived her lack of Tai-gi proficiency as a professional deficit. This externally enforced 

expectation within Wendy’s workplace led her to reflect on her ideal-self, ought-to self 

and her professionalism, which ultimately led her to choose another job that was more 

aligned with her possible self.   

 

Consequently, the formation of code switching linguistic habitus seems to express the 

integrations of languages, socio-linguistic development, and symbolic violence from 

cultural reproduction (Price, 2014). This symbolic violence leads language hierarchy and 

inequality to occur (Bourdieu, 1977; 1990), even during code switching; and when, for 

example, participants decide on what languages to use and which of these languages will 

dominate their conversations. As noted above, it is interesting to reflect on why some 

participants avoid overusing English (e.g. they might be seen as showing-off) during code 

switching. This led me to discuss whether participants receive different levels of resources 

and opportunities when they learn English from childhood, resulting in having a different 

level of English. This inequality is discussed in detail in the following section.  

 

7.3. Theme two: Equality or inequality in Taiwan’s education field 

 Even though linguistic capital is perceived to be convertible into institutionalised capital, 

and institutionalised capital can be used to transform into economic capital (Bourdieu, 

1986), not all linguistic capital is seen to have an equal market value (see Finding II). For 

example, English is often perceived to be a valuable superordinate linguistic capital in the 

broader Asian Pacific Rim for employment and prosperity when compared with heritage 

languages (Chen and Hsieh, 2011; Scott and Tiun, 2007). English capital’s association 

with the notion of internationalisation also influences Taiwanese governmental attitudes 

in favour of the reproduction of English education in schools. As a consequence, the 
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government have intervened in order to mandate English as one of the core compulsory 

subjects within all levels of schooling (Chen, 2006). This policy influenced most of the 

participants during adolescence, steering them to perceive English to be academic and 

instrumental tools, particularly for credentialism, which is deeply embedded within 

Taiwanese culture (Liu and Sakamoto, 2002). Furthermore, social discourse regarding 

credentialism also leads many participants’ parents, with a surplus of expendable 

economic capital, to invest in their children’s English learning during childhood and 

adolescence.  

 

In fact, several researchers found that parental socio-economic status appears to positively 

influence on children’s English capital (Chao et al., 2014; Cheng and Kaplowitz, 2016). 

This phenomenon can be found in participants’ experiences, with some starting to learn 

English at cram schools since early childhood, while some were only able to rely on 

English classes at school (see Finding I). As a result, the former group appears to have 

better English test scores than the latter. To make this inequality worse, English test scores 

influence participants’ overall academic test score. This is significant when one considers 

that this influence on overall academic test scores can also impact on participants’ 

confidence (e.g. resulting in their ideal-self being fostered or obstructed) and their ability 

to obtain valuable institutionalised capital (see Finding I). It must be noted that 

institutionalised capital is important to obtain, as it seems to be potentially linked to a 

person’s market value, economic capital and symbolic capital (Bourdieu, 1984), which all 

lead to the manifestation of a social actors’ social status and social mobility (Gerhards, 

2014; Shih, 2019). Therefore, although participants receive an equal opportunity to attend 

compulsory education, their opportunities and experiences are still determined by their 

academic achievement in a variety of ways (Liu, 2012).  

 

For example, as the data collected in this thesis shows, the total test scores of national high 

school or university entrance examinations played a vital role in determining which 

schools participants were able to attend (Liu, 2012; Liu and Yang, 2016). To be more 

explicit, participants go through at least three occurrences of class ability grouping on 

students’ academic achievement during their six year transition through junior high 
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schooling to higher education. The first occurrence of class ability grouping is an internal 

academic placement test at the beginning of junior high school; this is followed by the 

national high school entrance examination, which is then followed by an internal academic 

placement test at the beginning of high school. This third stage of class ability grouping 

within high school is specifically designed to group students into different disciplinary 

classes such as medical-oriented (醫科班), maths and scientific-oriented (數理資優班), 

politics and law-oriented (法政班), business management-oriented (商科班) and English-

oriented (語文資優班), in order to prepare them in advance for being accepted to study 

by a top ranking Taiwanese universities, through the national university entrance 

examination or through the recommendation-selection admission programme in each 

university. If participants cannot meet these academic-orientated requirements, they are 

categorised into ordinary classes. In this circumstance, they potentially receive fewer 

resources from schools. For example, as English is a core subject, school authorities often 

provide participants who are capable of studying within top classes extra resources and 

even hire native English speaking teachers to assist them. It is important to highlight that 

all extra resources from school administrators are not free of charge. Instead, participants’ 

parents pay an extra fee for supporting their children. Cheng and Kaplowitz (2016) 

adopted Bourdieu’s concepts of economic capital and cultural capital (Bourdieu, 1984; 

Bourdieu and Passeron, 1990) and found that familial socio-economic advantage appears 

to positively correlate with children’s academic achievement. This academic achievement 

appears to have an influence on the accumulation of children’s cultural and linguistic 

capital.  

 

It must be noted that since 1979, the Taiwanese government has banned the use of 

placement tests to select student for academic orientated classes based on scores (Liu and 

Yang, 2016). From participants’ experiences, due to social discourse asserting that 

achieving academic qualifications is an ideal way to reach top social status, school 

authorities, and in particular private schools, tend to break the selection ban in order to 

unfairly maintain or increase their school’s reputation. For the majority of participants, 

their duty during adolescence seems to have been to reach the academic-oriented class and 

meet all of the expectations of parents, teachers, school authorities, and society. In a sense, 
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many participants attempt to position themselves as the bestselling product within a 

factory of academic performance. The purpose of these products is to eventually be sold 

into the market of prestigious high schools or universities (Liu and Yang, 2016). As a 

result, when participants recall their lives over the period of compulsory education, 

English test scores play a decisive factor for their institutionalised capital (see a similar 

analysis from the work of Chao et al., 2014). In turn, most participants perceive English 

as a school subject rather than a language. In particular, participants’ motivation to learn 

English during this period of schooling is typically based on a desire for academic 

achievement rather than on simply learning another communication skill (Fwu et al., 2018; 

Liu, 2012). For example, many participants explain that English written exams tend to 

overly focus on grammatical use and multiple-choice questions, which contrary to how 

the language is used in the real world.  The views of English teacher and participant, 

Sherry, seem to back up this notion, as she pointed out that it is hard to balance between 

oral skills (procedural knowledge) and written exams (declarative knowledge) when 

teaching English in school because national English exams lacking any focus on oral skills.  

 

Although the Taiwanese government have attempted to mitigate this issue of class ability 

grouping on students’ academic achievement, these experiences may shed light on the 

inequalities that are created through assumptions made about the available resources of 

some families (Fwu et al., 2018). For example, one participant, Sally, attended a top five 

high school in Taipei city (Capital city) through the recommendation-selection admission 

programme. The ideal purpose of this type of programme is to support students (like Sally) 

who are from disadvantaged family backgrounds or who study in rural regions, where they 

might receive fewer educational resources (Chen, et al., 2015). However, when Sally 

started her learning journey at a prestigious high school, she went through serious 

marginalisation because of her poor English test scores compared to most of her 

classmates.  As Sally noted: ‘English and I seemed to be from different spaces. I don’t 

think we could communicate with each other’. This is because most of her classmates 

attended this school through national high school entrance examinations, which means 

they were able to attend this prestigious school by having English test scores that met an 

expected level. To make matters worse, family habitus and family cultural capital seem to 
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lead to divergent representations of social class (Bourdieu 1986; 1990). Sally stressed that 

the real nightmare for her is that she has limited daily topics to share with her classmates 

who are from families with better socio-economic circumstances than her own. Sally’s 

marginalised experience led me to reflect on governmental attempts to provide an equal 

education platform for all students. This reflection made me draw to the conclusion that 

equity-based considerations should be taken into account.     

 

It can be understood from Sally’s experience noted above (also see other participants 

experiences from Finding I), that bilingual capital (e.g. Mandarin and English) not only 

reflects family backgrounds, but can also be used for socially interacting with others and 

expressing similar or different habitus, norms and experiences during conversations 

(Bourdieu, 1990; Imrie, 2013). In addition, English capital is also seen as an instrument 

of empowerment (Chao et al., 2014; Cheng and Kaplowitz, 2016). During the process of 

learning this powerful linguistic capital, there is a positive correlation between learners’ 

belief and self-confidence (Mohebi and Khodadady, 2011), while motivation, academic 

achievement, learning experience and self-confidence each influence one another 

(Dornyei and Ushioda, 2009; Huang et al., 2015). For example, several participants 

recalled their experiences of how aspects of lack-of-self (e.g. resource, see Finding I) 

impacted on their sense of belief and self-confidence regarding English learning. One 

common sentiment expressed was that poor school examination marks for English led 

many to initially doubt themselves and become demotivated from rekindling their English 

learning journey, as Clare noted: ‘I always teased myself. If the classroom used for 

resitting English exams was a restaurant, I was a regular customer. Actually, I lost 

confidence in learning English’. To make matters worse, many participants can lack the 

courage to speak English in public because Taiwanese people are typically overly 

judgemental about things such as pronunciation. There is an expectation within the culture 

for so-called ‘good’ Taiwanese English speakers to speak with either an American or 

British accent (Lai, 2008; Scales et al., 2006), while other regional accents could be 

recognised as ‘non-standard’ English. This in turn leads many participants to lose the little 

confidence they had, which decreases their belief and helps to encourage more negative 

attitudes towards other aspects of their perceived lack-of-self. For example, three 



135 

 

participants, who happened to be English language educators, also found this phenomenon 

from their students. They made similar claims that students tended to mumble English 

words because of anxieties regarding pronunciation, accent, mistakes, and how others 

perceived them. Therefore, I would argue that symbolic violence not only occurs between 

superior languages and inferior languages (Bourdieu, 1991), but can also be found within 

one language itself with different regional accents and variations (e.g. English).  These 

linguistic perceptions and identities also led me to discuss in the following section how 

English value can be perceived in Taiwan’s linguistic markets, in particular when 

compared with heritage languages.  

 

7.4. Theme three: Worldwide or local linguistic capital within Taiwan’s linguistic 

markets 

The concept of linguistic markets is to express the relationship between linguistic capital 

and social contexts (Bourdieu, 1991). Each individual applies their linguistic repertoire(s) 

to different social contexts in order to meet different social purposes within societies 

(Zheng and Guo, 2019). Furthermore, linguistic capital is not only a form of cultural 

capital, it can also be seen as a means to transform other forms of capital, particularly 

economic capital (Bourdieu, 1991; 1986). As equally important is the notion that the 

volume of one’s cultural capital (including linguistic capital) and economic capital can 

influence one’s social status and social mobility (Bourdieu, 1984).  However, due to the 

power of cultural reproduction from hierarchical structures, not all linguistic capital is 

perceived to have equal status within linguistic markets (Nishioka and Durrani, 2019). For 

example, although the Taiwanese government drove Mandarin, English and Taiwanese 

heritage language initiatives to lead residents to at least develop or maintain a bilingual 

repertoire (Sandel, 2003; Scott and Tiun, 2007), English capital is typically perceived as 

bolstering one’s competitiveness within the job market (Warden and Lin, 2000). Sadly, 

when participants compared the necessity of English to heritage languages in terms of 

their economic value within the job market, heritage languages’ perceived value paled in 

comparison to English (see Findings I and II). Within Taiwan’s job market, most 

participants’ of Taiwanese heritage languages are pessimistic, as Jason noted: ‘I often hear 

someone got a job promotion or had well-paid salary and so on, because of English skills, 
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but never from Tai-gi’, while Justin highlighted that ‘the effective way to revitalise Hakka 

is to increase Hakka’s economic value in markets’.   

 

As noted above, linguistic markets are connected with speech in social contexts (Bourdieu, 

1991) and each individual chooses an appropriate speech to fit in (Zheng and Guo, 2019). 

However, from participants’ claims, I would argue that the core language that participants 

use in their job markets is highly connected with their linguistic markets. This is because 

this core linguistic capital within participants’ workplaces impacts on the accumulation of 

economic capital, and economic capital is an important medium by which to reach 

Maslow's hierarchy of needs for humans (Fallatah et al., 2018). More importantly, this 

choice seems to impact on perceptions such as language hierarchy and language 

importance within participants’ linguistic markets. In addition, as noted in Finding I, the 

main linguistic social contexts for speaking Taiwanese heritage languages are at home, 

certain regions (e.g. South Taiwan) or within certain groups rather than workplaces (e.g. 

code switching is common). Even though the majority of participants still have a deep 

attachment towards Taiwanese heritage languages, heritage languages are not the main 

spoken languages within their linguistic markets. To be more specific, many participants 

highlight that Taiwanese heritage languages are easily replaced by Mandarin during 

conversations. In addition, many participants expressed that in their minds English and 

Taiwanese heritage languages are like a ‘tug-of-war’. The English side represents their 

ideal-self, which is that they not only use English to secure their jobs but also explore the 

world; while the heritage languages side represents their ought-to self, which is concerned 

with ethnic and cultural attachment. This phenomenon leads me to reflect that English and 

Taiwanese heritage languages are also part of another internalised tug-of-war. The English 

side represents economic capital, while the heritage languages side represents cultural 

capital. Although Bourdieu notes that cultural capital can transform economic capital 

(Bourdieu, 1984), within the multi-ethnolinguistic ecology of Taiwan, most participants’ 

cultural capital is comprised not only of Mandarin norms, but also of norms from heritage 

languages, which, due to the social status of heritage languages, have fewer chances of 

being transformed to economic capital. This would seem to explain why participants feel 

they are stuck in a dilemma, as it involves a choice for life values.     
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From participants’ linguistic habitus, Mandarin is often used as lingua franca by the 

general public. In this circumstance, participants highlight the following general 

sentiments when comparing Mandarin to heritage languages: (1) is Tai-gi or Hakka a 

necessity for having an ideal job and to achieve life fulfilment?; (2) is it a necessity to 

mass speak Tai-gi or Hakka in public since Mandarin is the predominant language?; (3) 

do other people perceive them from a disadvantaged background if they speak Tai-gi or 

Hakka as their primary language in public? From these sentiments, I would argue that the 

impact of symbolic power from Mandarin to heritage languages is still deeply embedded 

in Taiwan’s linguistic markets, even though the Mandarin-only policy was abolished 

nearly three decades ago. This symbolic violence not only excludes norms of non-

dominant classes, but also reinforces the phenomenon of social hierarchy and distinction 

(Bourdieu, 1984; 1991). Therefore, in this circumstance, a degree of misrecognition 

(Bourdieu, 1990) could lead participants to worry that they might obtain a negative label 

from others if they predominantly speak Tai-gi in public. Meanwhile, this worry may also 

indicate a fear of not only breaking the system of Mandarin-predominant linguistic habitus 

in Taiwan’s linguistic markets but also being seen as being located outside of the system.   

   

By contrast, English capital seems to overshadow Taiwanese heritage languages in terms 

of its exchangeability within professional linguistic markets (Zheng and Guo, 2019). 2/3 

(14/21) of participants use English either as their primary professional specialism or as a 

supportive mechanism to bolster their actual primary professional specialisms. When 

these bi/multilingual participants perceive their linguistic repertoires within their 

professional and academic fields, they highlight English and Mandarin, by implying that 

Mandarin is a foundation language for exploring knowledge and conceptualising thoughts 

and emotions in Taiwan, while English is a professional language, which enables one to 

connect with other scholars from different countries. From the participants’ claims, 

knowledge, cultural and academic interaction via English is perceived to lead them not 

only to broaden their research and teaching prospects, but also to enhance their self-

motivation towards their professionalism and take steps closer to their ideal-self. This is 
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perhaps not surprising, because this type of perception, that English is an important 

professional language, is common in academia (Seilhamer, 2015). 

 

Consequently, the benefit of gaining linguistic capital is not merely about adding to one’s 

language repertoire but is about having the ability to exchange it for other forms of capital, 

such as economic or symbolic capital (Bourdieu, 1986; 1991). Therefore, having English 

capital in Taiwan could potentially enhance participants’ competitiveness in the 

workplace, and therefore allow them to exchange this capital for a highly competitive 

income.  This opportunity to enhance one’s personal economic status would seem to be a 

key motivator in driving participants towards realising their ideal-self.  However, Joyce, 

who experienced working holidays in both Australia and the U.K, stresses that not all 

those who participate in the mobility scheme (Tsaur and Huang, 2016) get closers to their 

ideal-self when returning to Taiwan because of differing work ethics in Australia and the 

U.K, compared to Taiwan. She said that many of her friends perceived that ‘It was like a 

dream when they were there, even though they were employed in low-level positions. 

When they returned to Taiwan, they had to wake up from the dreams.’  Joyce’s experience 

helped me to reflect on how we perceive the relationship between social mobility, 

economic capital and cultural capital among working holiday groups (Bourdieu and 

Passeron, 1990; and see Bourdieu, 1986; 1991).  For example, although she could earn a 

higher minimum wage (economic capital), practice English (linguistic capital) and 

participate in intercultural communication (different norms in relation to cultural capital) 

in both countries, she experienced up-to three years low-level job positions. Sadly, these 

low-level positions offered little benefit to her social mobility nor to her gaining better 

paid jobs when she returned to Taiwan. This would seem to be due to the value of mobility 

schemes still being controversial within Taiwan’s society.  This may be related to two 

significant factors, which are that mobility scheme participants do not obtain a 

professional qualification (institutionalised capital), and these overseas low-level 

positions have little merit with Taiwanese employers. This, in a sense, led her to wake up 

from her ideal-self when she returned to Taiwan. Therefore, all aforementioned 

experiences from participants leads me to further discuss the last theme in this chapter, 
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which is how they (as a mature adult) perceive the relationship between their subjective-

self, bi/multilingual repertoires and linguistic identities.  

 

7.5. Theme four: Subjective-self within Taiwan’s linguistic markets  

The previous three themes argued revealed that cultural reproduction plays a decisive role 

in causing symbolic violence and language hierarchy, while also reshaping each 

individual’s linguistic habitus based on hierarchical structures (Bourdieu, 1977; 1993). In 

other words, the act of cultural reproduction can be perceived to be a social process for 

continuing to practice mainstream cultural norms and behaviours (Nishioka and Durrani, 

2019). Within this circumstance, it is important to note that participants go through at least 

three occurrences of cultural reproduction since childhood.  

 

(1) The formation of code switching habitus, which is the integration of government 

authority’s language, local ethnic languages and powerful foreign languages (particularly 

English). Meanwhile, code switching is also a reflection of historical development and 

culture. However, some participants highlighted that even though they use code switching 

from Mandarin to Tai-gi at home, they are aware that the frequency of Mandarin-

predominant conversations in adulthood soar when compared to childhood (i.e. Tai-gi 

predominant conversations). This phenomenon led them to pessimistically predict they 

might not be capable of passing heritage languages to the next generation. In order to 

revive heritage languages, I would argue the socially accepted process of code switching 

should be intentionally used by authorities as a vehicle to encourage and nurture the use 

of Taiwanese heritage languages during daily conversations. 

 

(2) Unequal opportunities exist within Taiwan’s educational field, which is that the 

reproduction of credential-driven culture is deeply embedded in Taiwan’s society (Liu and 

Armer, 1993). For example, a common Mandarin saying ‘Wan-ban jie xia-pin, wei-you 

du-shu gao’ (萬般皆下品，唯有讀書高), which is that nothing is of value except 

studying and learning, can explain this credential-driven culture. This is because studying 

and learning implies obtaining institutionalised capital through studying. This culture 

leads participants who are from families with better socio-economic circumstances to 
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obtain more resources for enhancing their cultural and linguistic capital (e.g. English) and 

to achieve better academic performance. In addition, in the context of the class ability 

grouping noted in section 7.3, the influence of academic competition to learn English 

seemed to erode the confidence of many participants who often obtained poor marks. Even 

though participants like Lisa, who usually had remarkable English marks during junior 

high schooling, experienced her first setback towards learning English when she attended 

a medical-oriented class in high schooling. This is because she realised that many ‘real 

geniuses’ were in her class and they obtained full marks more often than her. Therefore, 

many participants experienced discrimination, prejudice and inequality based on 

academic scoring.  In a sense, perceptions regarding scoring and academic competition 

seem to obstruct the development of ideal-self during the adolescence stage. After that, 

they repeatedly go through the process of ought-to, reflective and lack-of-self, as well as 

self-conflict. Then in early adulthood, some participants re-perceive themselves and re-

construct their subjective-self (see Findings I and II).   

 

(3) The reproduction of the internationalisation trend (English) seems to overshadow 

localisation movements (Taiwanese heritage languages). I would argue that heritage 

languages revitalisation since the 1990s (Dupré, 2013; 2014) continues to positively 

influence most participants’ perceptions of heritage languages. However, within linguistic 

markets, sentiment for heritage languages is not strong enough to revitalise them. 

Participants’ perceive heritage languages to be less commercially viable than Mandarin, 

which takes prime position in Taiwanese society, and English, which is highly valued in 

Asia. This perception appears to encourage participants to sharply decrease the frequency 

with which they speak Taiwanese heritage languages in their daily life. This linguistic 

tendency, I would argue, may lead heritage languages to decline or even become extinct 

one day.  

 

Therefore, after experiencing this process of cultural reproduction during childhood to 

adolescence, participants’ subjective-self begins to become clearer as they enter adulthood. 

This is because participants continue to reflect on the necessity of learning English or 

speaking heritage languages when they are no longer involved in a school system or away 
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from home and have their own freedom to make their own life decisions. However, it 

could be argued the impact of cultural reproduction is still embedded in participants’ 

norms and behaviours during adulthood (Mu and Dooley, 2015). As a result, when they 

reflect their bi/multilingual repertoires, each participant finds a position for the 

language(s). For example, regarding English, ‘I not only love English skills, but also enjoy 

being an English teacher, as my life-long career (Sherry)’, while ‘I love the moment when 

I speak English and English is my favourite language in my life (Zora)’. Clare stressed 

that ‘Every time I perceive my English skills improving; any tiny improvement enhances 

my confidence and proves I can overcome my English-phobia’, while Susan emphasised 

that ‘English skills completely flip my life in a good way’. This shows that bi/multilingual 

participants seem to position English, within their subjective-self, as the most influential 

language in their lives.   

 

With regard to Mandarin, it is an interesting phenomenon that only one participant, Helen, 

expressed affiliation with Mandarin when she noted that ‘Mandarin skills open another 

life window’. In fact, Mandarin is a second language for Helen in contrast to the other 20 

participants, whose accounts regarding Mandarin typically echoed the sentiments of 

Shane, who stated that: ‘Mandarin skills just make you not become illiterate in Taiwan’. 

Interestingly, this shows that bi/multilingual participants take Mandarin for granted within 

the formation of their subjective-self.   

 

From these participant accounts of their linguistic identities in relation to English and 

Mandarin, I would argue that the subjective value of each linguistic capital is unequal in 

their mind-sets. Participants perceive Mandarin to be an essential language to 

conceptualise their norms and construct their position-taking or behaviours (Bourdieu, 

1990), while English is seen to positively flip their life and enhance their confidence (Park 

et al., 2016). By contrast, with regard to Taiwanese heritage language, 1/3 (7/21) of 

participants prioritised Tai-gi or Hakka as the most important language in their lives when 

they enter adulthood. This is because they are often aware of the phenomenon of 

Taiwanese heritage language extinction and that linguistic market value for Taiwanese 

heritage language is shrinking compared with English. From the concepts of Bourdieu’s 
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capital’s transformation and linguistic market, Taiwanese heritage languages are 

sometimes placed in an inferior position within the Taiwanese zeitgeist (Sandel et al., 

2006). This led me to the conclusion that if Tai-gi and Hakka are marginalised, under 

threat languages and participants embody a sense of duty to preserve and perpetuate their 

own particular heritage language, then there may be circumstances when these participants’ 

ideal-self and ought-to self are one in the same. For example, participants may 

simultaneously be intrinsically motivated to learn their heritage language, while also 

feeling a sense of obligation to pass that heritage language down to the next generation.  

 

As a result, this would seem to lead participants, such as Yuri and Jason, to state that ‘I 

expect myself to be a Tai-gi practitioner because we might be the last generation that is 

capable of speaking fluent Tai-gi (Yuri)’ while ‘I intend to speak more Tai-gi in my life 

now. I am worried if I don’t speak as much as I can, I might not have chances to speak it 

any more when no one can speak Tai-gi (Jason)’. Therefore, Justin’s comments seemed 

reasonable when he pointed out that ‘Many Taiwanese people just know how to speak 

Tai-gi or Hakka, they do not really adopt these language in their mind-sets’. This claim 

would back up that many participants embodied an ambivalent attitude towards being 

bilingual or multilingual’ (see Finding II). This would seem to be based of three reasons: 

first, participants are not confident enough to include their heritage languages within their 

language repertoire; second, heritage languages do not have strong economic value in the 

Taiwanese job market; three, heritage languages are perceived to be dialects of Mandarin 

(Sandel, 2003). They also seem to perceive Taiwanese heritage language to be inferior 

languages and, therefore, do not have a strong pride in them. The relationship between 

language, social contexts and impact of cultural reproduction can be seen in Nick’s 

comments when he stresses that ‘if you cannot change environment, the environment will 

change you’.      

 

With regard to linguistic value in the Taiwan’s job market, pragmatism is the predominant 

societal mentality in Taiwan (Chen and Chih, 2011; Tzeng, 2010), and almost 2/3 (13/21) 

of the participants’ claims seem to corroborate this. For example, these participants 

directly or indirectly implied that having English skills could potentially benefit their 
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career prospect, particularly for income. This phenomenon appears to indicate a strong 

association between competitive income and linguistic capital (Blackledge, 2001; Park et 

al., 2016). This pragmatic culture of language acquisition for economic gain might 

potentially lead to the exclusion of less economically valued languages such as Taiwanese 

heritage languages. However, this attitude is not shared comprehensively by all 

participants. This is because, even though the saying of ‘Your interest can’t feed you’ (興

趣不能當飯吃 Xin-qu bu-neng dang fan-chi.) is still prevalent in the Taiwanese context, 

many participants emphasised the importance of cultural value and personal interest, 

rather than economic value, in response to the interaction between learning a language 

and ideal-self. For example, Tina, who speaks fluent Japanese, stressed that her motivation 

to learn Japanese was based on her obsession with Japanese animation. As learning 

Japanese is part of Tina’s ideal-self, having success in Japanese language learning helps 

increase her own self-value and improves her confidence to learn other foreign languages.       

 

In addition, I found that participants typically reflect on six perspectives relating to their 

continued language development: motivation; experience and confidence; curriculum and 

learning environment; linguistic-identity; social norms; and persistence and resilience (see 

Finding II). These perspectives can corroborate why I used Bourdieu’s concepts in my 

thesis. For example, most participants prioritise economic and cultural capital (including 

linguistic and institutionalised capital) as their core motivators. During the learning stage, 

particularly childhood to adolescence, their family socio-economic background plays an 

influential factor. This factor appears to positively influence the learning experiences of 

participants who receive more resources. Then during adulthood, they can go to English 

speaking countries to obtain professional qualifications. When they return to Taiwan, their 

English linguistic capital provides them more opportunities within linguistic markets, as 

well as increased opportunities for social mobility. During long-term learning (although 

the process is not always smooth), these participants perceive English to be part of their 

internal mechanism.  

 

By contrast, some participants have lower English proficiency levels during their student 

life, but are debating whether to try and improve it now that they are out of the formal 
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school system. For example, they express many of the follow generalised sentiments: (1) 

motivation: is English a necessity for having an ideal job and to achieve life fulfilment?; 

(2) learning experience and confidence: their past negative feelings when learning English; 

(3) curriculum and learning environment: is it possible (as an adult) to learn English 

successfully in a non-English speaking environment (e.g. cram schools)?; (4) linguistic-

identity: is it hard to find a strong affiliation to English?; (5) social norms: is it acceptable 

or possible (as an adult) to receive others’ financial support, such as from family, if they 

plan to study in an English speaking country?; (6) persistence and resilience: how much 

effort do they need to invest for learning English?’  

 

These reflective-self sentiments regarding learning English (or other foreign languages) 

led many participants to focus on and express aspects of their lack-of-self. Regardless of 

these aspects of lack-of-self, participants’ belief and self-confidence are substantial factors 

in determining whether they overcome this lack-of-self and successfully learn the 

language(s). This would certainly be the position of several scholars (Dornyei and 

Ushioda, 2009; Huang et al., 2015), who highlight that persistence and strength of belief 

(for ideal-self) can help individuals overcome their obstacles during the process of 

language acquisition. In addition, motivation is also a determining factor for learning any 

language (Dornyei and Ushioda, 2009). Based on this concept, I would argue that it is not 

enough for a learner only to have motivation; a learner needs to have an irreplaceable 

motivation, which is solid enough to drive a learner to achieve a goal.  

 

7.6. Conclusion 

In conclusion, within Taiwan’s linguistic markets, Mandarin capital is unshakable, while 

English capital is superior to any other foreign languages. Sadly, Taiwanese heritage 

languages seem to be perceived as ‘disposable’ capital. It must be noted that languages 

are part of a group’s cultural repertoire (Everett, 2012). This leads me to argue that any 

individual value or behaviour, including thoughts and verbal/nonverbal speaking, forms 

part of a group’s culture. This is likely the reason that participants like Jason, Yuri, David, 

Justin and Sue highlighted their worries about their ideal-self, which would all seem to be 

predominantly dependant on the survival and eventual proliferation of Taiwanese heritage 
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languages. Indeed, the comments from these participants illustrate that if either Tai-gi or 

Hakka became extinct, the memories, vocabulary, thoughts and ethnic culture embedded 

in their minds would disappear too. Taiwanese society seems to highlight the notion of 

‘multi’ such as language, culture, ethnicity, and education system (Nesterova, 2019). 

However, from the participants’ claims and attitudes, I would argue that the participants 

seem to embrace dominant languages of Mandarin and English more than they do 

disadvantageous languages, such as Taiwanese heritage languages, which may lead 

participants to regress from having a bi/multilingual repertoire to being monolingual.  
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Chapter 8 

Conclusion  

 

8.1. A brief review 

The purpose of this thesis was to explore how adult participants perceive their 

bi/multilingual capitals, linguistic identities and how these perceptions have an influence 

on subjective-self throughout the process of learning languages, while also giving due 

consideration to the symbolic power of language and language hierarchy within 

Taiwanese social contexts. In order to achieve this purpose, I adopted Bourdieu’s concepts 

as the conceptual framework in this thesis (see Chapter 3). I conducted 21 semi-structured, 

in-depth interviews between June and August 2019, which focused on participants’ 

motivations to learn heritage languages, English or other foreign languages since 

childhood, as well as their self-reflection on learning languages and ranking of language 

value towards their own linguistic capitals from adults’ perspectives (see Chapter 4).       

 

Through thematic analysis, I found that Taiwan’s complex socio-political and historical 

development has an influential impact on Taiwanese ethnolinguistic development, in 

particular, the Mandarin-only policy that existed in Taiwan throughout the majority of the 

20th Century. Even though this policy was abolished in 1987, Mandarin-centric linguistic 

habitus is embedded in Taiwanese residents (see Chapter 1). Although Taiwanese heritage 

language revitalisation initiatives have boomed since the 1990s, a trend towards seeing 

English as an international language seems to have overshadowed the importance of the 

heritage movement. This is because English repertoire is perceived to be a valuable capital 

that transforms other types of capital (see Chapter 2). As a result, due to the power of 

cultural reproduction, resulting in the phenomenon of language hierarchy within linguistic 

markets, I employed Bourdieu’s concepts, namely, cultural and linguistic capital, habitus 

and symbolic violence (see Chapter 3), in order to explore the meaning of the findings, 

and to advance the analysis in the discussion chapter (see Chapter 7).  With regard to 

cultural reproduction, the findings in Chapters 5 and 6 point to the notion that participants’ 

motivations to learn languages, as well as the formation of linguistic identities, appear to 

be connected to six self-concepts: ought-to; ideal; reflective; lack; conflict; and subjective 
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self. Taiwanese society unequally values each language, particularly from economic, 

educational, cultural and sentimental perspectives, which impact on participants’ 

perceptions and confidence when interpreting their own bi/multilingual capitals.  

 

To be more specific, this thesis is comprised of four core findings. Firstly, I found that 

participants have embodied an ambivalent attitude towards their bi/multilingual linguistic 

capitals due to language hierarchy within linguistic markets (Bourdieu, 1991). This 

internalised perception of language status is significant, as it plays an influencing role on 

participants’ linguistic identity and the construction of subjective-self. In other words, 

participants’ linguistic and subjective identities during their adulthood appear to impact 

on their motivations to continue to learn English /other foreign languages (e.g. economic 

and educational value) or preserve heritage languages (e.g. cultural and sentimental 

value). In particular for heritage languages, even though the majority of participants are 

capable of speaking Taiwanese heritage languages, they do not appear to have a strong 

motivation to teach their next generation to speak Tai-gi or Hakka. It would appear that 

this is due to four common reasons: (1) Mandarin dominates the Taiwanese linguistic 

market; (2) their Mandarin repertoire overtakes repertoire in Taiwanese heritage 

languages; (3) ignorance regarding cultural value of Taiwanese heritage languages; and 

(4) perceived erosion of environment at home to speak Taiwanese heritage language. 

These phenomena led me to argue that these four phenomena are likely to worsen 

linguistic ecologies regarding Taiwanese heritage languages because many participants 

are not engaging in the process of language inheritance.  

 

Secondly, as noted above, six selves play an important roles through childhood to 

adulthood among all participants. To be more specific, with regard to achieving mature 

subjective-self as a responsible adult, I found participants’ ought-to self and ideal-self 

oscillate dynamically due to continuous changes to their societal contexts. All participants 

seem to experience a tug-of-war between ideal-self and ought-to self within Taiwan’s 

social context. They are aware of the necessity of balancing the realities imposed by ought-

to self, as they attempt to reach their ideal-self. During this stage, participants’ reflective-

self, lack-of-self and self-conflict can be shaped by three significant factors: (1) 
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motivations to learn languages; (2) the forces of external social structure, such as social 

responsibilities, obligations and expectations of others and social discourse in the 

Taiwanese context; (3) personal internalised issues, particularly in relation with lack of 

confidence, all of which can impact participants on achieving or supressing their thoughts 

regarding ideal-self. It is important to note that the reproduction of academic achievement-

driven culture in Taiwanese society (Fwu et al., 2018) seems to be an embedded and 

significant aspect of participants’ ought-to self during childhood and adolescence, in the 

sense that there appears to be a common stereotype that all ‘good’ students/children should 

have an obligation to meet a high standard of academic achievement in order to meet 

expectations from parents or society and maximise their prospects for employment in 

adulthood. In a sense, participants seem to perceive this (ought-to) to be a necessary 

process for reaching their ideal-self. Within this social discourse, as academic 

achievement-driven culture is deeply linked with the subject of English, English written 

test scores seem to in turn influence participants’ confidence and motivation not only in 

learning English, but also in their capability of using academic achievement (i.e. academic 

credentials) to prepare for their ideal-self.   

 

Participants highlighted that even though they managed to attend university and 

eventually obtained their own unique level of English repertoire, they encountered a range 

of negative experiences during formal schooling while trying to meet societal stereotypes. 

To make matters worse, during adulthood, some participants emphasised that their 

negative English learning experiences have not completely disappeared and can 

occasionally influence their self-confidence. Unfortunately, this lack of confidence seems 

to cause these participants to continue to have a phobia about English, and remain one 

step away from their ideal-self. This is because, of the 21 participants, only two 

participants’ ideal-self in relation to their career plans did not include English capital, 

while the rest expressed no doubt that English capital had a direct or indirect impact on 

their career prospects. Greater career prospects afforded by English proficiency impacts 

on economic capital and economic capital influences participants’ achievement of ideal-

self. Additionally, within different levels of reproductions (Mandarin-only policy; English 

as an international language; credential-driven culture; and Taiwanese heritage languages 
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revitalisation) in Taiwan’s educational field (see Chapter 7), participants’ motivations to 

learn languages are led by pragmatic concern. The majority of participants appear to 

strongly perceive their ideal-self with learning English instead of Taiwanese heritage 

languages. This is because, as the participants highlighted, learning English not only 

creates more opportunities to achieve life goals, but also acts as a medium to connect them 

with an international market.  

 

Thirdly, this phenomenon of pragmatic concern led me to discover that successful 

language acquisition is impacted by six interdependent factors: (1) motivation (ideal-self 

and ought-to self); (2) learning experience and confidence; (3) curriculum and learning 

environment; (4) linguistic-identity; (5) social norms (such as obligations and 

expectations); (6) persistence and resilience (prolonged exposure and deliberate practice).  

In particular for motivation, as discussed in Chapter 6 and Chapter 7, motivation can be 

seen as the most important factor during language acquisition. However, I would also 

argue that only having a motivation is not sufficient. Instead, having an irreplaceable 

motivation is a fundamental factor (e.g. feasible ideal-self rather than a day dream) to 

drive participants to overcome any obstacles during learning languages. An irreplaceable 

motivation for learning languages, which is deeply connected to their ideal-self, leads 

many participants to acquire English or other foreign languages (e.g. Japanese) as part of 

their linguistic habitus.  

 

By contrast, although participants acquire Taiwanese heritage languages during 

childhood, their motivation (ought-to self) appear to gradually disappear (e.g. 

grandparents pass or participants are away from home, see Chapter 5). This is because the 

motivation for speaking heritage language can be readily replaced by Mandarin. All the 

participants can use Mandarin to conceptualise their thoughts and convey messages as 

well as obtain jobs. In other words, the economic and educational value of heritage 

languages are comprehensively replaced by Mandarin. However, this phenomena of 

language hierarchy and language shifting led to the fourth and final finding, which was 

the development of code switching habitus among all participants. This is because 

Mandarin is the dominant language in their life, while their heritage languages become 
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supplementary. For example, most participants explained that code switching was a 

natural and subconscious habitus of everyday life and is part of their linguistic habitus. 

 

From the participants’ experiences of learning languages during childhood to adulthood, 

I would argue that participants not only perceive their language repertoire as having a 

communicative purpose, but also dictates how they conceptualise their thoughts, which in 

turn influences their behaviours and value choices in life.  To be more specific, when 

participants choose to prioritise Mandarin and English (economic and 

educational/academic value) in their internalised mechanism, their heritage language 

repertoires (cultural and sentimental value) are intentionally, and unintentionally, placed 

in a less important position. Although the participants appreciated the cultural and 

sentimental value of heritage languages and did not obviously express a negative attitude 

towards heritage language revitalisation policies, most still speak Mandarin or code switch 

(Mandarin-dominant, English and heritage languages supplementary) in their daily life. 

Many of the participants did not challenge themselves to change their linguistic habitus in 

public from Mandarin to heritage languages. This is because Mandarin is embedded in 

many linguistic markets in Taiwan. If participants abruptly speak any other languages 

other than Mandarin, this behaviour could lead to them not fitting into the social context. 

This phenomenon led me to reflect on the following statement by Nick: ‘if you cannot 

change environment, the environment will change you’. However, I would argue that this 

is because participants’ norms and linguistic habitus are deeply influenced by Mandarin- 

and English-centric social discourse. Although language equality policy is important, one 

participant, Justin, stressed ‘the norms of equity in education, such as minority (for new 

immigration groups), ethnicity, should be rooted from childhood and this is what we lack 

in the education system’.     

 

From my perspective, consequently, bi/multilingual repertoire is a medium by which to 

expand views through different languages. English can be seen as a language to connect 

with international markets, while other foreign languages can be perceived in association 

with deep understanding of the target language’s culture. Taiwanese heritage languages 

(including indigenous languages) are linked with attachment/affiliations with shared 
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memories, culture and land, while Mandarin represents the historical development and 

contemporary mainstream social discourse in Taiwan.  All languages are equally 

important and should be perceived equally. It must be noted that many participants 

highlighted the importance of English in the linguistic markets. This initially led me to 

consider Gardner’s integrative and instrumental motivation (1985; 2000; 2001; 2010) and 

aspects of Dörnyei’s L2 motivational self-system (2005; 2009) as the framework in this 

thesis (see Chapter 2.2). However, I eventually decided to adopt Bourdieusian concepts 

as the conceptual framework because I can use Bourdieu’s concepts not only to explain 

how Taiwan’s ethnolinguistic development took place through cultural reproduction, but 

also how capital and habitus can be used to explain how participants perceive their 

bi/multilingual linguistic capitals, and in turn influence how they perceive themselves 

within Taiwan’s social context.   

 

8.2. Implications for language acquisition  

Through participants experiences of learning English during formal schooling, most 

participants highlighted that English exams over focused on multiple choices questions 

that pursued answers that were limited to closed, surface based memorisation. These types 

of rigid exams led participants to be afraid of making mistakes, thus impacting on their 

test scores. The side effect of receiving poor test scores over a long-term period is that 

some participants lose their confidence to learn English. When participants are out of the 

school system, they realised that they live in a linguistic world of contradiction and 

conflict, as a result of being typically being conditioned to pursue academic achievement 

and avoid error, even while a substantial aspect of learning a language is to not be afraid 

to make mistakes. I will now discuss three implications of language learning, teaching and 

policy from participants’ experiences.   

 

English language policy in Taiwan’s education field: 

This thesis indicates that Taiwan’s government should decrease the English-related 

resource gap between urban and rural areas, as participants’ experiences indicate that 

urban area English proficiency (particularly speaking) tends to be better here than in rural 

locations. An example of an initiative that could help achieve this goal is a project like the 
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‘English Village’ that one participant, Lisa, implemented in her school. The purpose of 

this project was to provide students who study in rural areas opportunities to communicate 

with native English speakers and use English to explore their surroundings. This type of 

English project should be implemented as part of a long-term, widespread strategy, as this 

thesis shows that language acquisition takes time.  

 

Language teaching:  

Firstly, participant accounts suggest that English teachers in formal schooling are willing 

to operate out of their comfort zone, therefore, school authorities should encourage them 

to teach English by primarily using the English language in class, rather than Mandarin. 

The participants’ accounts suggest that English classes in formal schooling are typically 

taught in Mandarin. For example, one participant, Sherry, who is an English teacher in 

public high school, pointed out that this is because English exams over rely on 

memorisation based multiple choice questions that have specific answers rather than 

conversational proficiency. This in turn leads teachers to over emphasise grammatical 

teaching because grammar is often what is tested in these rigid examinations. Therefore, 

as long as teachers can teach students grammar, without the need to primarily conduct the 

class in English, Mandarin will remain the de-facto choice of instructor language. 

Therefore, in order to flip this culture in an English class, some English teachers (like 

Sherry) attempt to use English as the dominant language in an English class. Although 

this is challenging and not necessary to meet curriculum goals, this is a good way to 

provide an immersive environment for students to adopt and become comfortable with 

conversational English. Secondly, encouragement from English teachers appears to 

positively influence students’ confidence. From participants’ experiences, English 

teacher’s encouragement and judgements make a deep impression on them. This could 

influence their confidence, which in turn could impact their self-identity. Therefore, I 

would suggest that English teachers attempt to foster encouraging dialogue with their 

students rather than relying on judgemental comments.  
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Language learning:  

From the participants’ experiences, it is important to develop an ability to self-regulate 

learning. Even though participants experienced a variety of setbacks during language 

learning, many of them eventually overcame the obstacles through self-regulated learning. 

This ability not only leads learners to acquire language, but also develop their self-

confidence, self-understanding, and self-discovery through their long-term immersion 

with English.    

 

8.3. Limitations of this thesis  

I attempted to use a small-scale bi/multilingual participants’ life stories to explore how 

their motivations to learn languages, as well as their linguistic and subjective identities 

could be influenced within Taiwan’s social contexts. Because I targeted thick description 

and focused on Holo and Hakka heritage languages in this thesis, there is a lack of voice 

from others such as minority immigrants (1-2 %) and Taiwanese aboriginal groups (4%) 

(see the analysis in Chapter 1.2). The main reason why I did not recruit Taiwanese 

aboriginal groups as participants is because there are 16 different tribes with 16 individual 

indigenous languages on the island of Taiwan. Their unique indigenous languages, 

cultures and language inheritance traditions can be discussed separately from this thesis. 

With regard to minority immigrants, I only interviewed one participant (Helen) from this 

group. This participant, who is originally from Vietnam, has pride in Vietnamese language 

and her husband respects her Vietnamese culture. However, she explained that not all 

female Vietnamese immigrants are as lucky as her. From some of her Vietnamese friends’ 

experiences, the status of Vietnamese language is perceived to be lower than Taiwanese 

heritage languages. Therefore, it would have been interesting to know how these two 

marginalised groups perceive other heritage languages (Tai-gi and Hakka) in contrast with 

their own ethnic languages and whether the phenomena of symbolic violence and 

language hierarchy still occurs within all subordinate languages.    

 

Additionally, half of the participants highlighted that their qualification (e.g. Bachelor’s 

degree) cannot be used for their career. Within an achievement-driven culture, their 

internalised mechanism drove them to attend university first, even though they were not 
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interested in their major. When they graduated from university and started their first career, 

their career was not related to their major. However, participants still feel conflicted. This 

is because their institutionalised capital still supported them to obtain their first full-time 

job. This would have been another interesting topic to discuss, and in particular, the 

relationship between institutionalised capital (Bachelor’s degree), language learning, job 

hunting and satisfaction in different generations.  

 

8.4. Impact of the thesis on researcher  

From participants’ experiences of learning languages throughout childhood to adulthood, 

I learned that resilience and persistence are significant characteristics to guide participants 

(including myself) to go through each challenge in life. Both characteristics lead us to 

pursue our ideal subjective self, as well as develop self-confidence. Although I can use 

different topics to explore self-identity, I have learned from this thesis that language 

repertoire is the fundamental means to obtain knowledge, conceptualise thoughts and form 

habitus, which all influence our decision-making, which in turn directly and indirectly 

impacts on our self-identities.  

 

After applying Bourdieu’s concepts into this thesis, I cannot deny that my norms are not 

only influenced by Mandarin and English-centric social discourse, as well as Taiwanese 

heritage language revitalisation, but by a credential-driven culture. For example, unlike 

many participants who learned English at cram schools since early childhood, my situation 

was similar to Ruby’s, in the sense that English teachers overestimated my English level, 

as most of my classmates’ English proficiency levels were higher than mine. To make 

matters worse, one English teacher’s was notorious for humiliating students with low test 

scores, and I was one of the students to be humiliated. As a result, all my negative 

experiences led me to refuse to put any effort into English which caused me to drift away 

from the subject and study in Taiwanese literature. This situation would not change until 

I decided to take an M.A degree in the U.K to prove ‘I can do it’ for Taiwan’s society, 

which undervalues Taiwanese literature students like me. Within Taiwan’s society, my 

situation was similar with some participants who hold history and literature-related 

institutionalised capital. These participants and I have to find a way to at least convert our 
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institutionalised capital to economic capital. This is because part of the pressure on us is 

from Taiwanese social expectations (particularly pragmatic-driven), and this social 

expectation also influences our parents’ expectations.  Therefore, the participants’ 

experiences not only provided me an opportunity for deep reflection about English 

learning, but also supported my philosophy as a teacher (teaching Mandarin as a second 

language), which is that students really need: more encouragement, a teacher emotionally 

intelligent enough to probe and listen to their previous stories of learning foreign 

languages, and strategies to foster their confidence. For example, some participants 

expressed that their problem with learning English was not related to a lack of strategy, 

but a lack of confidence due to their broken heart from negative memories caused by 

overly judgemental teachers.  

 

Additionally, Taiwanese heritage language inheritance is facing an I.C.U-like moment 

(see Chapter 1, section 2.2). It would seem clear that the government should create more 

well-paid job opportunities which reply heavily on heritage language capitals. Also, it 

would seem important for the educational field to transform stereotypes about heritage 

language, so that it is not solely associated with the old and the rural, but with the young 

and the urban. Some participants, including me, observed that many young Taiwanese are 

willing to adopt heritage languages due to influential young celebrities, as when they 

speak or sing in heritage languages, young Taiwanese seem not to associate them with 

negative stereotypes. This phenomenon also leads me to reflect on the claims of one 

participant, Nick, who stressed that ‘language itself is not the problem; the problem is that 

the stereotype of each ethnic group is not equal in our society’.  As a result, I would 

suggest that although heritage language curriculum has been a component of Taiwan’s 

formal schooling since the 2000s, ethnic equality education, including race equality, 

should be integrated more comprehensively. This is because many participants perceive 

Taiwanese society to be highly influenced by American and Western European ideals 

regarding internationalisation. In a sense, this phenomenon of Western-centric thinking in 

Taiwan seems to be curtailing opportunities for ethnic and race equality, so leaving room 

for improvement within the education system. 
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Appendix 

 

Appendix 4.1: Personal details, language proficiency and occupations 

                     Personal details & Language proficiency & Occupation 

 

Places  

of birth  

and 

residence 

Participant 

& 

Age 

& 

Gender 

Language 

proficiency 

  

(Fluent & 

Conversational) 

Limited 

language 

skill 

The 

languages  

that 

participants 

used to  

learn (basic) 

Occupation 

& 

Speciality 

Language 

spoken 

 

(Work-

places) 

Language 

spoken 

 

(Home) 

During Martial law when they attended compulsory education.  

New 

Taipei city 
    ↓ 

Taipei city 

David 

1954 
(65 years 

old) 

 

& 

M 

Mandarin＞ 

Tai-gi＞ 

English＞ 

Japanese 

(conversational) 

  Taiwanese 

history 
 

& 

Associate 

Professor 

(Higher 

education) 

It depends 

on context: 
Mandarin 

or Tai-gi 

 

Tai-gi 

 

Taipei city 

    ↓ 

Germany 

    ↓ 

Hong 

Kong 
    ↓ 

Taipei city 

 

Sue 

1960 

(59 years 

old) 

 

& 
F 

Mandarin＞ 

Tai-gi＞ 

Cantonese＞ 

English 
 

 

German/ 

Japanese 

 

 Business 

management 

 

& 

Self-

employed 

It depends 

on who 

initiates 

the 

conversati

on and the 
language 

that person 

uses  

Tai-gi 

Miaoli 

county 

    ↓ 

Xinzhu 

city 

    ↓ 

Taipei city 

 

Wendy 

1967  

(52 years 

old) 

 

& 

F 

Mandarin＞ 

Hakka＞ 

English 

(conversational) 

 Japanese (1) 

Sociology  

       ↓ 

(2)  

Psychology 

 

& 

Associate 

Professor 
(Higher 

education) 

Mandarin 

(major)+ 

Hakka 

(minor) 

(1) 

Mandarin  

(with 

husband 

and 

children) 

 

(2) 

Mandarin 
& 

Hakka  

(with 

mother and 

siblings) 

 

Xinzhu 

county 

    ↓ 

Taipei city 

Justin 

1968  

(51 years 

old) 

 

& 

M 

Mandarin＞ 

Hakka＞ 

English 

 

 

Japanese/ 

Korean 

 

 English 

literature 

& 

(1)  

Radio host 

(Media 

industry) 
 

It depends 

on context: 

Mandarin 

or Hakka 

or English 

 

 

Hakka  
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(2)English 

and Hakka 

teacher 

Taipei 

county 

   ↓ 

Denmark 

   ↕ 

USA 

   ↓ 

Xinzhu 

city 
 

 

Victor  

1977  

(42 years 

old) 

 

& 

M 

Mandarin＞ 

Tai-gi＞ 

English  

 
 

 Danish  Chemistry 

 

& 

Research 

fellow 

Mandarin 

(major)+ 

English 

(minor) 

(1) 

Mandarin  

(with wife 

and 

children) 

 

(2) 

Mandarin  

& 
Tai-gi 

(with 

mother and 

siblings) 

 

Tainan city 

    ↓ 

Yunlin 

county 

    ↓ 

New 

Taipei city 

William 

 

1978  

(41 years 

old) 

 

& 
M 

Mandarin＞ 

Tai-gi＞ 

English/ 

Japanese 

Bunun/ 

Korean  

 

(1) 

Automobiles 

     ↓ 

(2) Theology 

 

& 

Clergy 

It depends 

on who 

initiates 

the 

conversati

on and the 

language 
that person 

uses. 

Mandarin 

& 

Tai-gi 

mixed 

Taichung 

city 

    ↓ 

Taipei city 

    ↓ 

Xinchu 

county 

    ↓ 

Taichung 

city 

 

Jason  

1981 

(38 years 

old) 

 

& 

M 

 

Mandarin＞ 

Tai-gi 

 

English  (1) Electrical  

Engineering 

      ↓ 

(2) Chinese 

literature 

     ↓ 

(3) 

Taiwanese 

history 

 

& 
(1) Project 

manager 

    ↓  

(2) Sales- 

manager 

It depends 

on who 

initiates 

the 

conversati

on and the 

language 

that person 

uses. 

(1) 

Mandarin 

& 

Tai-gi 

mixed 

(20%: 80%  

(2) 

Mandarin 

(with 

partner) 

The participants in this section were born during Martial Law, however, by the time each of these participants had 

turned 6 years old and attended their first year of compulsory education, the Law had already be abolished. This Law 

was abolished on the July 15, 1987. 

Kaohsiung 

city 

    ↓ 

Xinzhu 

city 
    ↓ 

New 

Taipei city 

    ↓ 

USA 

Sherry 

1982  

(37 years 

old) 

 
& 

F 

Mandarin＞ 

English＞ 

Tai-gi 

(conversational) 

Japanese  English 

literature 

 

& 

(1) Lecturer 
(Chinese as 

a second 

language) 

      

Mandarin 

(major) + 

English  

(the second 

major) 
 

(1) 

Mandarin  

(with 

husband 

and 
parents) 

 

(2) 

Tai-gi 



171 

 

    ↓ 

Kaohsiung 

city 

 

(2) English 

high school 

teacher 

(with 

parents-in 

law) 

Jilong 

county 

    ↓ 

Taipei city 

    ↓  

Jilong 

county 

    ↓ 
Indonesia 

Yuri  

1982 

(37 years 

old) 

 

& 

F 

Mandarin＞ 

Tai-gi＞ 

English 
(conversational) 

 

Japanese/ 

Indonesi

an  

 

Turkish  (1)Business 

management 

       ↓ 

(2)Taiwanes

e literature 

and culture 

 

& 
(1) 

Education, 

Taipei City 

Government 

      ↓ 

Primary 

school 

teacher 

 

Mandarin 

(major)+ 

 

3 minor 

languages: 

English  

& 

Tai-gi  
& 

Indonesian  

 (minor) 

(1) 

Tai-gi 

(with any 

elders) 

 

(2) 

Mandarin 

& 
Tai-gi 

(with 

parents and 

siblings) 

Tainan city 

   ↓ 

Kaohsiung 
city 

   ↓ 

Tainan city 

   ↓ 

UK  Leeds 

   ↓ 

UK Belfast 

   ↓ 

Tainan city 

 

Shane   

1983 

(36 years 
old) 

 

& 

M 

Mandarin＞ 

Tai-gi＞ 

English 

 Spanish/ 

Japanese 

Mechanical 

engineering 

 
& 

Research 

fellow 

Mandarin 

(major)+ 

English 
(the second 

major) 

(1) 

Mandarin 

& 
Tai-gi 

(with 

parents) 

 

(2) 

Mandarin 

& 

Tai-gi 

& 

English 

(with 

siblings) 
 

(3) 

Mandarin 

(with 

partner) 

Jiayi 

county 

   ↓ 

Zhanghua 

county 

   ↓ 

Pingdong 
county 

   ↓ 

UK 

   ↓ 

Pingdong 

county 

 

Lisa 

1983  

(36 years 

old) 

 

& 

F 

Mandarin＞ 

Tai-gi＞ 

English 

 

  Biological 

Sciences 

 

& 

Biological 

Sciences 

teacher of 
secondary 

school 

Mandarin 

(major)+ 

 

English 

and Tai-gi 

(minor) 

Mandarin 

& 

Tai-gi 

mixed 
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Tainan city 

   ↓ 

Pingdong 

city 

   ↓ 

Kaohsiung 

city 

Eric  

1983  

(35 years 

old) 

 

& 

M 

Mandarin＞ 

Tai-gi＞ 

English＞ 

 

Hakka  (1) 

Language in 

education 

      ↓ 

(2) English 

literature 

 

& 

(1) Primary 

school 

English 
teacher 

 

(2) English 

language 

centre 

teacher 

Mandarin  

(major)+ 

English 

(the second 

major)  

 

 

(1) 

Mandarin  

(with 

partner) 

 

(2) 

Tai-gi 

(with 

mother) 

Taipei city 

    ↓ 

Kaohsiung 

city 

    ↓ 

France 
    ↓ 

Hungary 

    ↓ 

Taipei city 

 

Susan 

1984 

(35 years 

old) 

 

& 
F 

Mandarin＞ 

English＞ 

Tai-gi  

(conversational) 

French/ 

Japanese 

 Healthcare 

management 

 

& 

(1) HR 

specialist 
       ↓ 

(2) HR 

manager 

(1) 

Mandarin 

(major) + 

English 

(the second 

major) 
 

(2)Minor: 

Tai-gi 

(church) 

 

Mandarin 

& 

English 

mixed 

New 

Taipei city 

   ↓ 

 UK 

   ↓ 

Taipei city 

 

Sally  

1984  

(35 years 

old) 

 

& 

F 

Mandarin＞ 

Tai-gi＞ 

English 
(conversational) 

  Risk 

management 

and 

insurance 

 

& 

Market 

trader  

(1) 

Mandarin 

preferred; 

 

(2) It 

depends on 

who 

initiates 
the 

conversati

on and the 

language 

that person 

uses. 

(1) 

Tai-gi(with 

parents) 

 

(2) 

Mandarin  

& 

Tai-gi 
mixed 

(with 

siblings) 

 

Yilan 

county 

   ↓ 

Taichung 

city 

   ↓ 
Canada 

   ↓ 

Nantou 

county 

   ↓ 

Yilan 

county 

   ↓ 

Clare 

1985  

(34 years 

old) 

 

& 
F 

Mandarin＞ 

Tai-gi＞ 

English 

(conversational) 

 Japanese/ 

Hakka 

 

(1)Taiwanes

e literature 

and 

languages 

         ↓  

(2)Adult 
education 

 

& 

HR 

specialist 

         ↓ 

HR manager 

 

Mandarin 

(major)+ 

 

English 

and Tai-gi 

(minor) 

(1) 

Tai-gi(with 

grand-

parents) 

 

(2) 
Mandarin 

& 

Tai-gi 

mixed 

(with 

parents and 

siblings) 
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Australia 

   ↓ 

UK 

   ↓ 

Yilan 

county 

  ↓ 

Taipei city 

 

Xinzhu 

county 

    ↓ 
Taichung 

city 

    ↓ 

Yunlin 

county 

Nick 

1985  

(34 years 
old) 

 

& 

M 

 

Mandarin＞ 

Tai-gi＞ 

 

Hakka/ 

English 

 Taiwanese 

literature 

and 
languages 

 

& 

substitute 

primary 

school 

teacher 

Mandarin 

(major) 

+ 
English 

(minor)  

(1) Tai-gi 

(with 

grand-
parents) 

 

(2) 

Mandarin  

(with 

siblings) 

 

Miaoli 

county 

    ↓ 

Taichung 

city 
    ↓ 

Zhanghua 

county 

    ↓ 

Taichung 

city 

 

Ruby 

1985  

(34 years 

old) 

 
& 

F 

Mandarin＞ 

Hakka＞ 

Tai-gi English/ 

Japanese 

 

Taiwanese 

literature in 

Hakka 

language 

 
& 

Chinese 

literature 

teacher of 

high school 

Mandarin  

 

Mandarin 

& 

Hakka 

 

Born after Martial law 

New 

Taipei city 

   ↓ 

USA 

   ↓ 

New 
Taipei city 

   ↓ 

Australia 

   ↓ 

UK 

   ↓ 

New 

Taipei city 

 

Joyce 

1987  

(32 years 

old) 

 

& 
F 

Mandarin＞  

Tai-gi＞ 

English 

(conversational) 

 

 

French  Social work  

 

& 

(1)Social 

worker 

     ↓ 
(2)Sales 

clerk 

     ↓ 

(3)Sales 

assistant 

Mandarin 

(major) 

+ 

English 

(minor) 

Mandarin  

Yilan city 

   ↓ 

Taichung 
city 

   ↓ 

USA 

   ↓ 

Yilan city 

Zora 

1990  

(29 years 
old) 

 

& 

F 

Mandarin＞ 

Tai-gi＞ 

English  

 Spanish/ 

French/ 

Japanese 
 

English 

literature 

 
& 

(1) Lecturer 

(Chinese as 

a second 

language) 

      ↓ 

Mandarin 

(major) + 

English 
(the second 

major) 

+ 

Tai-gi 

(minor) 

 

Mandarin 

& 

Tai-gi 
mixed 

(60%:40%

) 
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(2) Sales- 

supervisor 

 

 

Vietnam  

    ↓ 

Kaohsiung 

county 

Helen 

1990 

(29 years 

old) 

Vietnamese＞ 

Mandarin  

 

Tai-gi/  English (1)Sales 

representativ

e 

      ↓ 

(2) Quality 

control 

personnel 

Mandarin 

(major) + 

 

Vietnames

e (the 

second 

major) 

+ 

Tai-gi 
(minor) 

 

(1) 

Mandarin 

 

(2) Tai-gi 

(with 

mother-in-

law) 

Taichung 

city 

    ↓ 

  UK 

    ↓ 

Yunlin 

county 

   ↓ 

Japan 

   ↓ 
Taichung 

city 

 

Tina   

1996  

(23 years 

old) 

 

& 

F 

Mandarin＞ 

Japanese＞ 

 

 

Tai-gi/ 

English 

French Business 

management 

 

& 

Administrati

ve assistant 

Mandarin Mandarin 
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Appendix 4.2: Interview outline 

Interview outline 

Questions for 

interviews 

Interviewer prepared for possible follow-up questions   

What languages do 

you speak? 

 

 While learning other languages, do bi/multilingual 

Taiwanese adult learners encounter any combination of 

the three following types of learning problems: 

significant linguistic problems, learning attitude, and 

language barriers? 

 If any combination of the aforementioned problem is 

encountered, how is it personally experienced? 

What motivates you 

to learn other 

languages?  

How do you rank 

your language 

mastery?  

 What criteria do bi/multilingual Taiwanese adult learners 

use to rank their language mastery and preferences?  

 

How do you rank 

your language 

preference?  

Do some languages 

have more value 

than others? Which? 

Why?  

What impact does 

this have on your 

identity? 

 Are bi/multilingual Taiwanese adult learners concerned 

that their heritage language is discriminated against in 

the societies that they reside in or have resided in?  

 If so, how do they react to the phenomenon of 

discrimination? 

 

Does your language 

skills have an 

impact on your 

identity? In what 

way? 

 Which language do bi/multilingual Taiwanese adult 

learners identify as their first language?   

 What criteria do bi/multilingual Taiwanese adult learners 

identify themselves as bilingual or multilingual?  
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Appendix 4.3: Relevant content from the transcript that match with the keywords 

 

The stereotype and biases of Taiwanese heritage languages in the Taiwanese society 

Participants The stereotype and biases of Taiwanese heritage languages in the 

Taiwanese society 

David In Taiwan, the phenomenon about Taiwanese heritage languages is that, 

elder people speak heritage languages, men speak heritage languages, 

workers speak heritage languages, heritage languages are used in 

countryside, and heritage languages are used by people in private, while 

Mandarin is used in public.    

 

Tina  Many Taiwanese people think Taiwanese heritage languages are 

stereotypically associated with the countryside, old, low social class and 

so on. On the other hand, when you speak English or Japanese, people 

think you are from higher social class.   

 

Susan Taiwanese heritage languages have been “Level down”. They are lower 

than Mandarin.   

 

 South 

Taiwan 

 

Rural areas  

 

Traditional 

markets 

 

Grandparents 

/elders 

 

Others 

Sue 

 

My son 

told me 

southern 

people 

speak Tai-

gi quite 

often. This 

language is 

part of their 

life. 

  As far as I 

know, many 

grandparents 

think if they 

speak Tai-gi 

to their 

grandchildren, 

they might be 

looked down 

by their 

grandchildren. 

 

William (1) People 

from South 

Taiwan use 

heritage 

languages.  

 

(2) 

Well, I am 

from South 

Taiwan, so 

  Grandparents 

speak heritage 

languages. 
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I definitely 

can speak 

Tai-gi. 

Shane   People 

from South 

Taiwan use 

heritage 

languages. 

Heritage 

languages 

are spoken 

in 

countryside. 

 Grandparents 

speak heritage 

languages. 

 

Sherry My teacher 

colleagues 

told me 

when I 

went back 

to the 

south, I 

need to 

speak more 

Tai-gi. The 

reason is 

because 

you will be 

able to 

build 

rapport 

between 

teachers 

and 

parents.  

 

    

Clare When I go 

to South 

Taiwan, I 

speak Tai-

gi often. 

    

Sally   Heritage 

languages 

are spoken 

in 

countryside. 

Heritage 

languages 

are used in 

traditional 

markets. 

  

Victor 

 

  My parents’ 

house is 

nearby a 

traditional 

market.  
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We speak 

Tai-gi over 

there.  

 

Zora  My county 

is mainly 

rural 

countryside. 

This is why 

we use more 

Tai-gi.   

  I have a 

deep 

impression 

and was 

shocked 

about one of 

my friends 

learning 

Hakka at 

school. I 

thought the 

course of 

heritage 

languages 

was 

Taiwanese 

(Holo) only 

in Taiwan.   

Nick    When I speak 

to elders, I 

speak Tai-gi.  

 

 

Joyce    The only 

chance I 

could speak 

Tai-gi was the 

time I went 

back to South 

Taiwan, 

visiting my 

grandparents.  

 

Eric      Girls love 

speaking 

Mandarin, 

so I talk to 

them in 

Mandarin. 

Jason      [Speaking 

Mandarin] is 

sort of social 

discourse. 

You are not 
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encouraged 

to speak 

Tai-gi under 

this social 

atmosphere. 

When you 

speak Tai-

gi, people 

classify you 

as 

uneducated. 

Even though 

I talked to 

my male 

schoolmates, 

female 

schoolmates 

would 

interrupt us 

and say 

“Can you 

guys speak 

Mandarin?” 

This led me 

to speak 

Mandarin to 

girls often. 

Wendy / 

Justin / 

Yuri  / 

Lisa / 

Ruby / 

Helen / 
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Appendix 4.4: Relevant content from the transcript that match with the keywords 

 

Dialect or language 

                                                               Dialect or language 

Participants Language 

12 people 

Reasons Dialect 

9 people 

Reasons 

David L 

 

Language policy 

affected how you 

perceived your own 

heritage languages 

and even level down 

them as dialects.  

 

  

Jason   

 

L  In my opinion, the 

term, dialect, which 

implies language 

hierarchy. Well, the 

status of each 

language should be 

equal.   

 

  

Sally  L It is a language I 

spoke in my 

childhood.  

 

  

Eric  L 

 

 

I don’t think it is a 

dialect. 

  

Clare L 

 

It is a language I 

speak to 

communicate with 

others.  

 

  

Joyce L R: do you think 

Taiwanese is a 

language or dialect? 

 

P: Language 

 

R: Why? 

 

P: Language is the 

first answer pop up 

in my head.  

  

Justin L    



181 

 

Victor L    

William L    

Shane   L    

Ruby L    

Helen  L    

Susan L  D 

 

It depends on 

context.  

When I want to 

show off the 

amount of 

language I can 

speak, I count 

Tai-gi as a 

language.  

 

However, in my 

mind, I still 

think it is a 

dialect. The 

reason is I don’t 

know how to 

write Tai-gi. 

The difference 

between 

language and 

dialect to me is 

a writing 

system.  

Wendy   D  In Taiwan, 

Mandarin is an 

official language 

and the rest of 

the languages 

are local 

languages, 

which mean 

they are all 

dialects to me.  

 

Sherry    D  Tai-gi to me is 

quite similar 

with Chinese. 

Specifically, 

Tai-gi is a 

dialect under the 
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Chinese 

language.  

 

Lisa   D  With regard to 

Mandarin , 

Cantonese, Tai-

gi, and Hakka, 

all of them are 

from the same 

language 

system. 

However, if Tai-

gi has its official 

writing system 

and recognised 

in our society, I 

will say it is 

language. For 

now, it is still a 

dialect to me.    

 

Nick   D Regarding 

language or 

dialect, although 

the knowledge I 

learned in the 

university is 

language, I am 

still not 

convinced yet.  

 

 Zora   D  If someone 

asked me to 

explain the 

difference 

between 

Mandarin and 

Tai-gi, I am not 

sure if I could 

explain it well. I 

might say Tai-gi 

is my local 

language, but I 

don’t really 

think it is a 

“language”.  
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To be honest, in 

my mind, I am 

sorry for the 

status of Tai-gi 

in our society. 

Look at Hong 

Kong, Hong 

Kongers think 

Cantonese is a 

language instead 

of dialect.  

 

Tina    D When I was an 

exchange 

student in Japan 

and my 

Japanese 

classmates 

asked me the 

difference 

between 

Taiwanese and 

Mandarin, my 

response to 

them was that 

Tai-gi is like a 

dialect to me 

and on the other 

hand, mandarin 

is the common 

language we 

speak in 

Taiwan.  

Sue   D  

Yuri    D  
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Appendix 4.5: Keywords 

Keywords 

Participant’s 

personal 

detail 

Name; 

Nickname; 

Preferred name; 

English name; 

 

Age; 

Birth place;  

where they grow 

up; 

where they study 

where they work 

Education degree; 

Professional 

qualification; 

Occupation 

 

 

Participant’s 

parents 

language 

skills; 

Age range; 

Education 

background 

& 

occupation 

Language 

repertoire  

What languages 

do participants 

speak 

Language 

proficiency 

 

Rank participants’ 

own language 

mastery 

Language 

preference 

Language 

learning 

experience 

 

Motivation in 

language 

learning English/ 

Tai-gi/ 

Hakka/Mandarin/ 

other languages 

Attitude in 

language 

learning English/ 

Tai-gi/ 

Hakka/Mandarin/ 

other languages 

First impression 

for learning a new 

language 

Experience 

at language 

cram school 

Language 

environment  

Spoken language  

at home 

Spoken language  

at school 

*Mandarin-

orientated  

Spoken language  

at workplace 

Places for 

drilling 

languages 

Linguistic 

identity 

language or 

dialect 

 

Ethnolinguistic 

identity  

Internationalisation Localisation 

Subjective 

identity 

First language 

identity  

Bilingual or 

multilingual  

Language role in 

participant’s life 

Language 

perceptions  
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Perceptions 

from other 

people 

Perceptions from 

family 

Perceptions from 

friends’/ 

colleagues’ 

Perceptions from 

teachers/ boss’ 

Social 

discourse 
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Appendix 4.6: Codes  

Key code Sub-code 1 Sub-code 2 Sub-code 3 

Factors that influenced on participants’ linguistic identities and subjective identities 

Mandarin-only  

Policy 

Physically experience 

with  

Mandarin-only policy 

Parents’ experience 

with  

Mandarin-only policy 

Perceptions for  

Mandarin-only 

policy 

Prime spoken  

language at home 

prime spoken  

language at home 

prime spoken  

language at school 

prime spoken  

language at 

workplaces 

Parents’ preferred 

languages & 

family 

background 

Parents’ preferred 

languages 

parents’ occupations parents’ age 

Language 

learning 

experience  

English  

learning motivation  

Tai-gi/Hakka/Mandarin  

learning motivation 

Other languages  

learning 

motivation 

first time to learn 

English  

and experience 

first time to learn  

Tai-gi/Hakka/Mandarin  

and experience 

first time to 

learn other 

languages  

and experience 

English  

proficiency 

Tai-gi/Hakka/Mandarin  

proficiency 

other languages 

proficiency 

persistent and resilient 

towards English  

persistent and resilient 

towards Tai-gi/Hakka  

persistent and 

resilient towards 

other languages 

‘syndromes’ for 

Taiwanese people 

learning English 

‘syndromes’ for 

Taiwanese people 

speaking Tai-gi/Hakka 

‘syndromes’ for 

Taiwanese 

people  

learning other 

languages 
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Cram school 

experience 

motivation for  

attending cram school  

attitude for attending  

cram school 

outcome for 

attending cram 

school 

Academic 

competition and 

peer pressure 

academic competition 

and peer pressure at 

primary school 

academic competition 

and peer pressure at 

high school 

academic 

competition and 

peer pressure at 

high education 

Overseas 

experience 

motivation for  

going abroad  

attitude for 

going abroad 

outcome for 

going  

abroad and 

returning to 

home country 

working holiday policy 

Linguistic identity & Subjective identities 

Linguistic identity 

 

perception towards 

English 

 

perception towards  

Tai-gi/Hakka/Mandarin 

perception 

towards  

other languages  dialect or language  

English value and 

preference 

Tai-gi/Hakka/Mandarin 

value and preference 

Other languages 

value and 

preference attitude for 

internationalisation/ 

global English 

 

ethnolinguistic identity  

attitude for  

Tai-gi/Hakka 

localisation & 

revitalisation 

Others’ 

perception 

influences on 

participants  

family members’ 

perception towards 

participants 

friends’/ colleagues’ 

perception towards 

participants 

teachers/ boss’ 

perception 

towards 

participants 

Subjective- 

identity 

 

identity of first 

language 

Is Tai-gi /Hakka as 

linguistic capital 

multilingual or 

bilingual 
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English role in 

participants’ life 

Tai-gi /Hakka role in 

participants’ life 

Other language 

role in 

participants’ life 

 

 

       Core themes (findings) 

 Ideal-self 

 Ought-to self 

 Reflective-self 

 Lack-of-self 

 Self-conflict 

 Subjective-self 
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Appendix 4.7.1: Initial codes and relevant contents for generating a draft code map 

 

 

 

 

 

 

Initial codes and 
relevant contents

Taiwan's language ecology

Mandarin-
only policy 

1. when:

(start-end)

2. why

3. what 
happened

4. results

mother 
language 
movement & 
revitalisation

1.when (start-)

2. why

3.what happened

4. current results

Home 
language

heritage 
languages Mandarin

Who did participants 
talk to while using their 
heritage languages?

participants'

parents

language use (without living with grandparents)

parents themselves: mainly heritage language + 
some Mandarin

parents speak to children: mainly Mandarin+ 
some heritage language

Grandparents: heritage language

age/ 

educational level 
of participants 
parents

language use (living with grandparents)

parents themselves: mainly heritage language 
+ few Mandarin

parents speak to children: mainly heritage 
language + some Mandarin

Grandparents: heritage language

participants'

grandparents

English 

Attitude of participants' parents :

why did parents enroll English language 
course at private language centres for 
children?

Participants' attitude 
when they learned 
English at the first time? 

English 
teachers

Peer 
pressure
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Appendix 4.7.2: Initial codes and relevant contents for generating a draft code map 

 

 

 

 

 

 

 

 

 

Initial codes and 
relevant contents

motivation and attitude in language learning

English language

motivation

goal-
oriented

urgency
pragmatican
d solution-

oriented

achievement
-oriented

attitude

imperfec
t

socialise 
with 
local 
people 
and local 
events
face or 
avoid it

environmen
tpeer 

pressur
e
family 
support

societal 
environm
ent: 
exam-
oriented 
language 
centre

Heritage language

motivation

family 

unit

when

where 

who

how: 

code 
switching 
(Mandarin/

heritage 
language)

ethnic 
identity

attitude

whatever:

revitalise 
/or 
transfor
m to 
new-type 
language

group

place

Other languages

motivation

interested-
oriented

curiosity

Follow the 
crowd

resut: low 
achievement 

attitude

for fun, 
not 

serious 
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Appendix 4.7.3: Initial codes and relevant contents for generating a draft code map 

 

 

 

 

 

 

 

 

 

 

 

 

Initial codes and 
relevant contents

language learning & identity

linguistic identity & self-identity

what is 
your first 
language

is heritage 
langaue a 
"language
" or " 
dialect" 

are you 
bilingual or 
multilingual 

English skill &

self-identity

positive 
learning 
experience

negative 
learning 
experience

improve 
or give 
up

fluent

conversational

limited

stereotype 
of English 
language 
in the 
society

heritage 
language 
skill & 

self-identity

fluent

conversational

stereotype of 
heritage 
language in 
the society

learning 
experience 

improve or 
give up

Mandarin 
& 

self-
identity

common 
language

linguistic identity in the 
Taiwanese context

language 
hierarchy 

language 
preference

language 
value

international 
perspective/ 
internationalise 
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Appendix 4.8: Provide samples of the original texts 

 

Encountered punishment while speaking heritage language at primary schools (English 

version and Mandarin version) 

Participants Encountered punishment while speaking heritage language at primary 

schools 

Sue In my generation, we were not allowed to speak Tai-gi at school. If we 

did, we had to pay a fine. I was so scared, so I never spoke any Tai-gi 

at school.  

Regarding my friend’s experience, she said her teacher drew a big 

cross on her face because she spoke Tai-gi at school.  

我的時代我們到小學也是不能夠講台語的，都會罰錢阿。小學生

是罰錢的，如果我沒有零用錢的話，我怎麼敢搞到說要罰錢。我

昨天才在跟一個人敘述這個，他說他是臉上被用筆劃叉叉。 

 

Wendy We have to speak Mandarin in my generation.  

我那個年代在學校一定是講國語。 

Ruby Until now, my parents use to speaking Mandarin to each other. They 

told me in their generation, they were told-no dialect at school. 

他們兩個平常的交談很常用國語，他們覺得這一代大家都是講國

語。以前都會說，不能在學校講方言阿。 

Clare My mum was a good student and never spoke Tai-gi at school. 

However, my dad was rebellious. He spoke Tai-gi at school.  

媽媽是學校乖寶寶，就說國語，爸爸反而會挑戰權威，說台語。 

Nick My grandma would tease my youngest Aunt, by saying “She is a 

mainlander’s child”, which meant she spoke fluent Mandarin. 

我阿嬤還笑我小姨說是 「外省仔」，因為小姨國語講的太好了。 

Victor  My teacher hung a sign with “Don’t speak dialect at school” around 

my neck all day long.  

我有被老師掛過牌子阿，上面就好像寫「不要說方言」。 

Jason  This is a true story, not an anecdote in the history textbook. I knew a 

classmate reported me to a home room teacher because I spoke Tai-gi 

at school. I got a fine and had to pay 5 dollars because I spoke Tai-gi at 

school. You know what, 5 dollars at the time could buy you a drink. 

(NTD: New Taiwan dollar) This ban lasted until Grade 3 or Grand 4. 

This left a deep impression on me.  

 

以前有國語政策，不能講阿，我們以前講要罰五塊錢欸，這個是

在歷史課本上面沒有的。到小學 3-4 年級都還有這件事情，就是

有這件事情，才印象深刻。老師有規定，不能講台語，只能講國

語，但不自覺就會講，所以同學就會去打小報告，然後就罰五塊
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錢。五塊錢應該是你買飲料的零用錢就沒了，5 塊錢可以買一包

冬瓜茶欸。 

Ashely  School teachers seemed not to encourage us to speak Tai-gi in my 

memory.  

上了小學，老師都不希望我們在學校講台語。 

Lisa A head-teacher told us, ‘Do not speak Tai-gi at school.’ 

像我們小時候，學校就會叫我們要講國語，不可以講台語。 
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Appendix 5: Provide samples of the original texts for Chapter 5 and Chapter 6 

(Findings) 

Participants 

(in 

alphabetical 

order)  

Provide samples of the original texts 

Clare Chapter 5 

 

 My mum was a good student and never spoke Tai-gi at school.  

However, my dad was rebellious. He spoke Tai-gi at school. 

媽媽是學校乖寶寶，就說國語，爸爸反而會挑戰權威，說台語。 

 

 I had a trauma of learning English… The first time I learned English 

was when I was about four years old. An English teacher assigned 

homework, which involved us memorising 1-100 words in a week. I 

couldn’t memorise all of them. He told me off that ‘I am not a well-

behaved student’. After that, I hid myself, crying in the toilet.  

我自己有英文恐懼症.. 老師就要我們背一到一百，我背不出來，被

老師罵， 罵的超慘，他說我不是好學生， 我被他罵到我躲去廁所

哭，那時候大概幼稚園 4-5 歲吧！ 

 

 All of my main subjects, except English, were nearly always full 

marks. Even though I spent lots of time on this subject, my English 

scores would always pull my overall average scores down. I didn’t 

want to give up this subject. Umm, maybe to be more clear, I 

couldn’t give it up. I had to study it. If I gave it up, the English test 

scores would have a huge impact on my national high school 

entrance examination.  

其他科目 又好過頭，就是我的答案都是標準答案，其他可能都滿

分，只有英文不好。..也沒辦法阿，還是勉強念，不能放棄，因為

升學班阿， 希望可以考上好高中。 

 

Chapter 6 

 

 I was not aware of how serious it (English phobia) was until there 

was a foreigner asking for directions. He only said ‘Excuse~~’, and I 

ran away immediately. That was the watershed moment when I 

decided to overcome my English anxiety and phobia. This is why I 

went to Canada to learn English. I didn’t want English to become an 

obstacle to my career.       

..一個外國人來問路，他才說 excuse me，我就想說天阿，然後我就

跑掉，我突然那時候驚覺我自己怕英文怕成這樣，以後工作要用

到英文怎麼辦，這就是我之後堅持要去加拿大的原因。 
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 English is a great path to explore the world. I can use English to 

communicate with people from different countries and exchange 

different views. In a sense, English is more an international language 

when compared with other foreign languages.  

英文就是我認識世界的一個很好的途徑。.. 用英文和來自不同 國

家的人一起出去玩、 一起旅遊，可以認識很多東西，英文的話比

較世界性 ，你會覺得它是比較廣泛的。 

 

Chapter 7 

 

 I always teased myself. If the classroom used for resitting English 

exams was a restaurant, I was a regular customer. Actually, I lost 

confidence in learning English.  

 我就英文最爛，英文一直被當，補考像走廚房一樣.. 我那時候已 

 經有英文恐懼症了，每天都在被人家講說，你的英文真爛。 

 

 Every time I perceive my English skills improving; any tiny 

improvement enhances my confidence and proves I can overcome my 

English-phobia.  

每次英文在進步的時候，都在增強我的自信心，或是我能夠用英

文解決一件事情，對我來說都是慢慢克服英文恐懼。 

 

David Chapter 5 

 

 It might be a unique Taiwanese societal phenomenon that 

grandparents, parents and children communicate with each other in 

different languages. 

因為國語政策實行了 4 generations 40 年阿 ，有一個獨特現象，阿

公、父母跟孫仔可能是說完全兩種不同語言阿。 

 

 I speak as much Tai-gi in any context. The purpose of doing this is 

to challenge the hegemony and language hierarchy hidden in 

Mandarin. 

我要講台語是當成一個我要跟霸權的國語文化對抗的一種概念。 

 

Chapter 6 

 

 Even though I can easily switch my language from Tai-gi to 

Mandarin, I have less attachment to Mandarin.  

我兩種都會講的，就是國語跟台語，但是國語情感還好。 

 

 Heritage languages and ethnic identity are part of a nation’s 

subculture. If we don’t adopt our own subculture, we have denied 

our own nation subconsciously.  
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語言的認同、族群認同，是國家次文化的認同，背後有非常重要

的文化的概念，認養的次文化，如果否定這個文化，某種程度潛

意識否定自己國家。 

 

 Language policy affected how you perceived your own heritage 

languages and even level down them as dialects. 

語言政策影響到內化到你講福佬話、客家話，就是不好的語言，

然後也因為這樣的結果，他不敢當成是語言 ，而是方言。 

 

Chapter 7 

 

 In Taiwan, the phenomenon about Taiwanese heritage languages is 

that elderly people speak heritage languages, men speak heritage 

languages, workers speak heritage languages, heritage languages are 

used in countryside, and heritage languages are used by people in 

private, while Mandarin is used in public.  

台灣你常常會說，老的講母語，男的講母語，鄉下講母語 ，工人

講母語，在裡面就講母語， public 地方就講國語。  

 

Eric  Chapter 5 

 

 He was known for using corporal punishment as much as he could. 

Most students in the academic-oriented class were able to have good 

English test scores under this pressure. The good test result made 

parents and school authority satisfied.  

因為那個老師就是他是以很凶、會打聞名，所以他的學生基本上

都被他打到成績很好，儘管他不會教，他只是會打人，但學生成

績好，學校父母就滿意阿。 

 

 One day the English teacher asked all classmates to read each 

paragraph in turn. When I finished reading my paragraph, my teacher 

was wondering and asked me: ‘Have you ever lived in America?’ I 

simply replied ‘No, I just loved imitating American accents from 

movies’. My teacher gave me a high compliment by encouraging all 

of my other classmates to learn this strategy from me.  

那個時候高一 遇到一個很好的老師，我記得有一次在帶著我們念

課文的時候，他就聽出來，他說，欸同學你的口音特別不一樣

喔，你有沒有在美國還哪住過，我就說沒有，我就純粹喜歡模仿

而已，…然後還鼓勵其他同學也可以這樣學習。 

Helen Chapter 6 

 

 The key reason I decided to study in Taiwan was due to my work 

market concerns. Now, Mandarin not only helps me to have a 
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different life journey, I also help others now who are struggling to 

learn Mandarin.  

來台灣學一下中文，以後可以回去那邊找到好的工作。..中文就讓

我有不同生活，我自己的感覺是，我會幫忙他們[其他學中文的

人]，我感覺很好。 

 

Chapter 7 

 

 Mandarin skills open another life window.  

 中文就讓我有不同生活。 

Jason Chapter 5 

 

 This is a true story, not an anecdote in the history textbook. I knew a 

classmate who reported me to a home room teacher because I spoke 

Tai-gi at school. I got a fine and had to pay five dollars. You know 

what?  Five dollars at the time could buy you a drink (NTD: New 

Taiwan dollar). This ban lasted until Grade 3 or Grade 4. This left a 

deep impression on me.  

以前有國語政策，不能講阿，我們以前講要罰五塊錢欸，這個是

在歷史課本上面沒有的。到小學 3-4 年級都還有這件事情，就是有

這件事情，才印象深刻。老師有規定，不能講台語，只能講國

語，但不自覺就會講，所以同學就會去打小報告，然後就罰五塊

錢。五塊錢應該是你買飲料的零用錢就沒了，5 塊錢可以買一包冬

瓜茶欸。 

 

 I knew the teacher would have a daily English quiz, and I also knew 

I should memorise these English words and studied this subject. 

However, I didn’t have any strong motivations to learn English. After 

I received corporal punishment, the distance between English and me 

grew further.  

國中每天都有小考阿，就背背單字阿，..當時有體罰阿，被人打的

很嚴重，就是不想念，也沒辦法只好被打，最後就和英文越來越

不熟。 

 

Chapter 6 

 

 Tai-gi is part of my memory prior to adulthood and have nostalgia 

whenever I looked back at my life.  

台語給我的感覺是童年記憶，也有一點念舊的部分，就我懷念往

日時光的時候。 

 

 Mandarin to be a tool for [his] CV.  

履歷上面的語言能力，中文精通精通精通 。 
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 English is like a ghost. It has endlessly haunted me. 

英文可能像背後靈吧，揮之不去。 

 

 English definitely brings a degree of influence to my career decision 

making. Now, English is an obstacle for me. All my ideal jobs 

require English skills. However, the bad memories of learning 

English during school are still rooted in my brain. This led me to 

avoid learning English.     

英文好重要，可是我就是很爛，然後好不容易跨到另外一個階段

之後，要再邁向下一個階段，就這個問題就會再冒出來，就是當

你想要轉換另外一個跑道，就是以我本身的英文能力，沒有辦法

跳過去。..想到之前英文經驗，想想就算了吧！  

 

 In our society, does it matter whether you can speak Tai-gi or 

Hakka? Well, I only saw a few job descriptions that might mention 

‘Tai-gi skills preferred’. In this case, I don’t think I can count Tai-gi 

because my Tai-gi skill is useless and no one cares about it.  

在台灣，會不會講台語或客語真的有關係嗎？是有少數工作會

說，希望會講台語。我以我自己來說，會這個語言，但是並沒有

帶來加薪之類。..我也不太覺得我可以把台語當成我的技能，好像

沒有人太在乎。  

 

 The status of each language should be equal, and language equality 

is my goal to seek for.   

每個語言的地位應該是平等的，也是我內心追求的。 

 

Chapter 7 

 

 I often hear someone got a job promotion or had well-paid salary 

and so on, because of English skills, but never from Tai-gi. 

我是聽過有因為英語加薪或升遷，但好像沒有因為台語。 

 

 I intend to speak more Tai-gi in my life now. I am worried if I don’t 

speak as much as I can, I might not have chances to speak it any 

more when no one can speak Tai-gi.  

語言重要性來說，台語會優先。因為我平常蠻常講，我會覺得，

再不講就沒機會講了，會有那個危機感。 

 

Joyce Chapter 5 

 

 If people around you mostly speak Mandarin and don’t speak 

heritage languages, it is difficult to have this language skill. 

周遭的人如果都跟你說中文，怎麼可能你會講台語或客語。 

 



199 

 

 Working holiday was ‘a chance to not only explore the world, but to 

also explore the inner self.  

Working holiday 你除了向外探索之外，也是向內探索。 

 

Chapter 6 

 

 Tai-gi reserves ethnic linguistic value. 

台語應該要被保存下來，代表我們的文化。 

 

Chapter 7 

 

 It was like a dream when they were there, even though they were 

employed in low-level positions. When they returned to Taiwan, 

they had to wake up from the dreams.  

Working holiday 

生活就像是夢一樣，儘管辛苦，大家都很懷念，周遭參加 Working 

holiday 的人回到台灣，大家都覺得台灣的職場環境，不開心的部

分還是存在，就好像夢醒了。  

Justin Chapter 5 

 

 Taiwanese people can speak Taiwanese heritage languages, but they 

do not adopt these languages in their deep hearts. 

他根本沒有認養這個語言，他可能認識這個語言，他沒有認養，

因為你 know 是一回事，可是你要真的 adopt，就會去養它，吃東

西一直餵它。 

 

Chapter 6 

 

 Hakka has three significant meanings for me. Firstly, Hakka is a 

language at home, as well as in my hometown. I speak it to my family 

and the people who live in the same region. Secondly, as a host of a 

Hakka radio station, I have tried to make Hakka a spoken language 

in the workplace. When this phenomenon occurred, and it did occur, 

it represented that Hakka language is not seen simply as a local 

language, but also cross-regional. The last meaning is the aesthetic 

sense. Every time on radio, I have to pay attention to my utterance, 

articulation and pronunciation. My duty as a Hakka radio station host 

is to make Hakka sound harmonious. Whenever I speak Hakka on 

radio, or in any public place, I have to impress listeners, which is that 

when they hear Hakka, they love this melody and intonation of 

Hakka, even though they don’t understand the language.  

客語對我來說 一個部分是，我家裡的語言嘛，跟我的故鄉的人說

這種語言。接下來做廣播的時候，就變成已經要跨越不同的村莊

了，所以要開始有一個廣播級的角色出現， 廣播級的話，你一定

要字正腔圓 ，然後你咬字清楚，然後你要豐富有趣，它是一種社
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會工作的語言；第三種就是它會出現我剛剛說的，聽的美感，就

是繞到美美，然後把它講出去給鄉親聽，無論對方是不是懂客

語，讓人聽的舒服。 

 

 Regarding Hakka, it is the first language my parents spoke to me.  

客語是我的第一語言，因為那個父母從小就是跟我說話，然後我 

也很自然而然的說。 

 

Chapter 7 

 

 The effective way to revitalise Hakka is to increase Hakka’s 

economic value in markets.  

只要有工作機會，很快就會有人進來，如果那個能力可以謀生。 

Lisa Chapter 6 

 

 Tai-gi and all local languages are a cultural heritage and an 

opportunity towards cultural understanding.  

台語或原住民語是文化傳承跟理解，我覺得可以多瞭解這個文

化，語言是一個很好的方式。 

Nick Chapter 5 

 

 My grandma would tease my youngest Aunt, by saying ‘She is a 

mainlander’s child’, which meant she spoke fluent Mandarin.  

我阿嬤還笑我阿姨，說她是外省仔子，就是我阿姨國語說的很

好，沒什麼腔調。 

 

 Speaking Tai-gi was pretty natural to me, particularly during times 

when I visited my grandparents when they communicated with me 

in Tai-gi. When I was immersed in that language environment 

during my childhood, I picked it up easily. But, I didn’t think my 

parents had any intentions of keeping their Tai-gi. I noticed that we 

switched from Tai-gi back to a mixed language once we were out of 

my grandparents’ house.  

台語從小學阿，自然就會了，因為從小阿公外婆那邊阿，我在那

邊長大，然後全部都是閩南話阿， 一定從小就會先學閩南話；…

不過後來我們自己住，好像就說比較多國語了， 

 

 In Taiwan, Mandarin is a main course, while Taiwanese heritage 

languages are a side dish.  

國語就是主菜啦，那個母語就是一個小小的配菜。 

 

 There is a deep impression left in my mind. Every time I went home 

happily from the English cram school and spoke some simple words 

such as ‘apple’, ‘banana’, and ‘cat’ to my mum, my mum’s eyes 
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seemed to sparkle. She told me ‘Good boy, keep going, English 

skills will benefit you one day’.  

 我有印象我媽說幼稚園的時候，送我去學雙語補習班，然後回 

 來之後就會跟他講一些單字，像是 ‘apple’, ‘banana’, and ‘cat’， 

 他就覺得很爽、有成就感，叫我繼續加油，以後會用的到。 

 

 My motivation to study English was to avoid getting hit by my 

teacher rather than any personal interest in the language. I had 

countless corporal punishment from the strict English teacher. When 

I look back at this period of junior high schooling, I feel my English 

level finally met my teacher’s expectations. This indeed led me to 

attend a top five ranking high schools in my region.   

我的動機就是國中的英文老師逼的蠻嚴的，背單字嘛，背不出來

就會被揍；..不過我也因為這樣考上前五志願高中欸。 

 

 Although I still had an English class in university, it was only twice 

a week compared to daily classes in high school. …My major 

[Taiwanese literature, test scores brought me to here] didn’t need 

English as my close friend.  

大學我們那個英文課，不就是一星期兩次，不用和英文當好朋友

啦。 

 

Chapter 6 

 

 Our heritage languages should also include the ones that come from 

people [Taiwanese new immigrants] who are from Southeast Asia. 

After these women married Taiwanese guys, their languages 

become new heritage languages in Taiwan.  

母語課程應該要包含那些來自東南亞媽媽的語言吧！  

 

 I didn’t count Tai-gi and Hakka as my language skills. It was not 

because I looked down on them, I was just not confident that 

foreigners would know what Tai-gi and Hakka were.  

其實會把台語 跟客家話拿掉 ，因為外國人他們可能不知道，客 

家話跟閩南語是什麼；..我不會看不起它，但就是沒有信心，怕 

外國人可能會不知道。 

 

Chapter 7 

 If you cannot change environment, the environment will change 

you.  

如果你不改變環境，那環境就會改變你。 

Ruby Chapter 5 

 

 I attended my first English class of my entire life on the first day of 

junior high schooling. ..Then the English teacher wrote A to Z on the 



202 

 

blackboard. She said ‘I assume all of you learned the English alphabet 

before. I won’t be wasting time teaching it again.’ I was shocked and 

wondered in my mind, as no one told me that I should know the 

English alphabet before beginning junior high school. Um.., I felt so 

helpless. My parents didn’t have any budget (xian-qian) for me.  

我們家這種閒錢做這種事情[學兒童美語]；..我記得剛接觸英文 

的時候，國中老師他在黑板上寫 abc 的時候，他好像就直接說，這

個你們都會了呴 ，我就不浪費時間了，對，然後我就傻眼，這個

是我們本來就會的嗎？又傻眼又無助，為什麼大家都會阿。 

 

Chapter 6 

 

 Hakka is a mother tongue for me although I can’t speak Hakka well. 

客語對我來說是母語，雖然我說的不好。 

 

 Although English is an important subject, English and me are never 

on the same page.  

英文對我來說就是一個學科，我和它從來不在同一個頁面上。 

 

 How do you define first language? In terms of either ethnicity or 

parents’ fluent language, if the first language means my native 

language, there is no doubt that it is Mandarin. 

看你怎麼定義第一語言阿？是流利度還是族群認同？因為如果你

拿流利程度來講的話，當然是國語啦。 

Sally  Chapter 5 

 

 My parents only speak Tai-gi because they are not educated people. 

They are farmers.  Unlike my boyfriend’s parents, they not only speak 

Tai-gi at home, but are also able to communicate with children in 

Mandarin and English.  

爸爸媽媽都是種茶的阿，我爸只有國小畢業，我媽沒有唸過書，

他們只說台語；…不像我男朋友的爸媽，他們是教育工作者，在

家台語、中文、英文都是夾雜著用。 

 

 It was destiny. If I didn’t study this major in this university, where 

else could I go for my next journey? One thing made my day during 

university life was I could keep distant from English.  

就是命運安排吧！就考到了，就去念，不然不知道要做什麼。..大

學期間，我和英文就是保持距離，一直很爛，但也很快樂。 

 

Chapter 6 

 

 English is either a fate or a chance for me in my life [if you used to 

play ‘Monopoly game’]. I never thought English would become part 
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of my life. However, I bumped into this fate or chance, which was 

the Working Holiday Visa. This visa flipped my life thoroughly. In 

order to survive in the U.K, I had to learn English from daily life, and 

this strategy did work.  

英文我會說它是一個 機會與命運，但我就是遇到了，雖然我曾經

覺得，我可能一輩子它都不會是我生命中的一部分，就是我們有

機會可以好好相處一下(因為打工度假簽證)，到了英國，就從生活

中學習，去成長。 

 

Chapter 7 

 

 English and I seemed to be from different spaces. I don’t think we 

could communicate with each other.  

[出國前]，英國和我，我們絕對是不同世界的人 ，也沒辦法彼此 

溝通。 

Shane   Chapter 5 

 

 It might enhance my English academic skills to study in the U.K. 

However, I genuinely think that my spoken English increased in 

pubs when I had a couple of beers, watched football games, and 

chatted with local people or other international friends. Through 

these practises, the biggest influence was not only language, but the 

chance to understand another country’s culture.  

去英國唸博班是增強學術，但我真的覺得，在英國好的地方是 那

種 social 模式，我覺得他們文化上面的優點，以酒吧為例，你要無

聊，你可以找隔壁的聊天，或是看足球賽，管他是哪國人，就是

去聊，去瞭解當地文化。 

 

Chapter 6 

 

 Tai-gi for me is about localisation and intimacy with the place 

where I grew up.  

台語是一種這是我本土的，我自己會講，覺得很親切，而且也是

我成長地方。 

 

 Mandarin is not only rooted in my brain, it is also part of my 

childhood, through to my life now. I can use it to communicate with 

others, to obtain my qualification, to pursue my careers, to shop and 

do all sorts of things by using it.  

中文是成長的一個部分，也是根植在我腦中，我一路學習都是用   

中文，學校都是中文，交朋友、買東西、工作也都要用中文，事 

實上也是生活的一部分。  
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 English is not only an opportunity to gain promotion, but also 

makes me perceive myself as more competitive compared to others. 

For example, when I returned to Taiwan, my line manager assigned 

me to lead some international-related events and projects.   

我自己的特色會跟別人不太一樣，英文給我一個被 promote 的 

機會，也變得更有競爭力。現在回到台灣，有一些國際活動的 

部分，會 pass 給我。 

 

Chapter 7 

 Mandarin skills just make you not become illiterate in Taiwan.  

在台灣中文不會會變成文盲阿。 

 

Sherry Chapter 5 

 

 I was a little bit lost towards learning English in the beginning of high 

school due to the heavy load of vocabulary. I eventually found a way 

to overcome it and the test scores soared up. I started having more 

confidence in my English and thought that I might specialise in an 

English-related subject in university, since English skills seemed to 

bring more potential opportunities towards my career.   

一開始念高一的時候，那個單字量大到我真的是沒有辦法負荷，

然後每次都及格邊緣，我也會覺得很挫折，所以後來念起來了，

我會覺得說，自己是還可以的，會帶來成就感；..高三時，開始思

考以後是不是可以往英文方面發展，後是覺得工作比較好找，因

為可能選擇比較多。 

 

 Every time I studied English, it was not only my duty to be self-

motivated to learn but to also consider a skill of professionalism and 

future career prospects, reaching goals and travelling the world. 

Hmmm, one thing I had to confess, I was capable to study in the 

department of Chinese literature. However, I still chose English due 

to prosperity concerns, and in particular, the job market.  

英文應該是我的強項，所以我要顧好英文 ，是我的專業，也可以

運用在旅遊等等方面。..其實我的國文也蠻好的，所以我對文學方

面是我比較喜歡，也可以考的上中文系，可是之後還是選擇英文

系，因為工作市場考量。  

 

Chapter 6 

 

 Even though Tai-gi is a tool to shorten distance with many 

Taiwanese, unfortunately, my Tai-gi is not good enough. Every time 

I talk to my parents-in law, I have to speak Tai-gi. I feel like they 

might think they were talking to an ‘alien’. I could tell by their facial 

expression. They looked very confused by what I said to them (sigh). 
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I have no confidence in Tai-gi at all, even though I did speak some 

Tai-gi during my early childhood.    

我的台語對我來說，很像一個 second language；.. 大家都跟我說 我

回南部之後，你大部分應該要使用台語，比較能夠拉近距離，可

是在台語這一塊，我一直很沒有自信，雖然我小時候會說；…我

現在跟我公公婆婆一定要說台語，他們只聽的懂台語，我覺得我

跟我公公婆婆溝通的時候，他們覺得我像外星人。 

 

 These people are close to us. Your classmates’ mums could be from 

South Eastern Asian countries.  

如果你有注意到我們身邊，其實有很多不同族群的人，可能有些

同學他的媽媽，其實是東南亞來的人。 

 

 English is an important tool to make me have income and make my 

dreams come true [as an English teacher]. This is why I have to 

sharpen my tool all the time. This skill represents my professionalism 

and confidence as well.  

英文對我來說，是吃飯的工作，它是我工作，讓我賺錢的工具，

同時也實現我的夢想，所以我一定要把它練好。..英文帶給我不只

是專業，也是自信。 

Sue Chapter 5 

 

 In my generation, we were not allowed to speak Tai-gi at school. If 

we did, we had to pay a fine. I was so scared, so I never spoke any 

Tai-gi at school. Regarding my friend’s experience, she said her 

teacher drew a big cross on her face because she spoke Tai-gi at 

school. 

我的時代我們到小學也是不能夠講台語的，都會罰錢阿。小學生

是罰錢的，如果我沒有零用錢的話，我怎麼敢搞到說要罰錢。我

昨天才在跟一個人敘述這個，他說他是臉上被用筆劃叉叉。 

 

 My mum was a primary-school teacher during the Mandarin-only 

policy. She is quite proud of herself being able to speak Mainlander-

like Mandarin during her generation. Her attitude is sort of arrogant 

while speaking it. She seldom speaks Tai-gi to me (her children), 

even though she can speak fluent Tai-gi. In my generation, 

Mandarin symbolises that you are from the upper social class and 

are an educated person.  

我媽媽是小學老師，在當年國語政策時，講話就字正腔圓，這樣

捲舌的普通話，她也有點那個自視甚高，所以我們小時候我媽媽

教養我們三個小孩的時候，都是講國語的，但她會講台語。.. 國語

在那個年代是代表比較上層階級和讀書人。 

 

Chapter 6 
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 Mandarin is the common language and a handy language in Taiwan. 

The majority can speak it. 

用華語講的話是方便，普世大家都可以通。 

 

 English is simply a basic skill in the global context; learning 

English is the first step to explore the world [she stressed the word 

‘basic’ during her interview].  

英文你這個世代，你一定是必要的，是你跨出去的第一步。 

 

 Knowing how to speak Cantonese, is part of the joy in my life.  

會講廣東話的話，就是生活的樂趣。 

 

 When I was out of my house [in Hong Kong], I grasped as many 

opportunities as I could to talk to local people in their language. I 

was not afraid of being teased because this is my second language. I 

told myself that speaking their language in other countries was part 

of an attitude towards respect for them, their land, culture and 

country.  

出去遇到就盡量講，不要怕人家笑你阿，我就台灣來的阿，我是

對香港這塊土地我尊敬，所以我講你當地的語言，可是我無要假

仙講，因為我假仙沒有好處阿，我一直的態度都是這樣的，我反

而學會了。 

 

Susan Chapter 5 

 

 My mum cannot put up with my Tai-gi. Every time I speak Tai-gi, 

she always judges my pronunciation, tones and so on. This make me 

very frustrate and makes it more difficult if I cannot get any 

confidence when I speak it.  

我媽都說年輕人怎麼有那麼多奇怪的腔調，因為我講完台語，我

媽就是會說，為什麼你的台語就是有一個很奇怪，你沒有辦法分

清楚那個高低起伏的那些腔，我超受挫的。 

 

 I have many cousins who emigrated to America during their 

childhood. Compared to my cousins, I didn’t have confidence in 

speaking English, even though I had been learning English since I 

was four years old, and I had many opportunities to speak English in 

Taiwan to English native speakers due to my mum’s arrangement. It 

was only when I visited my cousins during high school that my 

cousin’s husband, who is American and can’t speak Mandarin, 

thought I grew up in the States as well. When I said ‘I was only here 

for visiting’, he was shocked and suggested that I could easily study 

or work in an English-related field in the future.     
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因為我阿姨他們都移民去美國，我表姊他們都是在美國長大，..可

是我蠻沒自信，雖然我媽媽會培養那個英文環境給我，大概從四

歲開始吧，但我周圍的人英文都好像母語人士。..直到有一次有機

會去美國，然後我跟他們溝通的時候，我表姊夫是外國人，然後

他就跟我聊天，他以為我也是在美國長大的人，然後他就說你的

英文還蠻好的，就說我可以多往這部分去學這樣子，然後這樣有

鼓勵到我。 

 

Chapter 6 

 

 Tai-gi is a local language, in particular for Southern [Taiwanese] 

people, although, I tried to learn Tai-gi while studying at a southern 

university. I did speak some eventually. Sadly, I am still not familiar 

with it.  

台語好像在南部比較盛行，因為我在台北，我去高雄念大學，好

像人家跟我講台語，然後我就覺得好像應該配合人家一下；..但我

的台語還是沒有很熟啦。 

 

 Even though my parents speak Tai-gi fluently, I don’t think Tai-gi is 

my mother language due to unfamiliarity.  

雖然我爸媽都會講台語，[母語]我不會說是閩南語，因為我不熟 。 

 

 If I treat Tai-gi as a dialect, I am only a bilingual person although I 

really want to be multilingual…. However, I didn’t think I had strong 

identities to Tai-gi, I just didn’t want to be in an inferior situation 

compared to my European friends.   

如果我把台語當方言的話 我只能算雙語，我當然很希望我可以多

語 ；.. 但是在歐洲時，我覺得那時候就是要比拼，他們都會講那麼

多語言，我也要把台語放進去，但其實我內心真的不太覺得台語

可以算。 

 

Chapter 7 

 English skills completely flip my life in a good way.  

英語就是正向翻轉了我的人生。 

 

Tina  Chapter 5 

 

 The commercial slogan ‘English is fun’ never occurred for me. First 

of all, I had no interest in English at all. Every time on the way to the 

English cram school, dad forced me to go and I cried all the way there. 

The English teacher obviously disliked me because I could nether 

answer her questions in class nor achieve high scores in her quizzes. 

Every time I failed the quizzes, I had to resit the quiz again and again. 

Her poker face seemed to tell me ‘How dumb I am’ with impatient 
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attitude. During the class recess, some classmates laughed at me due 

to my poor English quiz scores. …This nightmare only stopped when 

I was physically hurt with a blackboard eraser by my classmate. 

我爸拖著我去芝麻街美語，每天都哭的死去活來，就是不想要去

上英文課，我就是英文不好就被欺負，「快樂學美語」從來沒發

生過在我身上，英文小時候都一直不是很有興趣 就排斥的。…我

上課回答不出問題，考試也考不好，我記得他[老師]會面無表情的

把我留下來，然後叫我寫作業或重寫考卷，然後也沒耐心，也都

是面無表情，可是對我們來講，好像我英文怎麼那麼爛，也很

笨；…這個惡夢一直到有男同學惡作劇用板擦丟傷我，我才沒

去。 

 

Chapter 6 

 

 It is definitely not a good sign when the population that speaks 

heritage languages has declined. Therefore, their potential for 

extinction grants them more value and as a Taiwanese people, we 

should keep them.  

說母語的人口越來越少，這不是好現象。不過，講台語的人，會

被我覺得是一種稀有；而且身在台灣，我們應該要保留母語呴。 

 

 Mandarin is like a system of the plant root. If my system has 

something wrong, I will have a big problem.  

中文就是根吧，如果你無法用中文表達的話，就好像系統出錯。 

 

 English is like a shop clerk for me. Every shop definitely needs a 

clerk to be ready to assist customers. However, this clerk doesn’t need 

to initiate conversation if I don’t want any help. It is my ideal world 

if I can keep proper distance from English.   

英文對我來說，是店員的概念，就是有需要的時候還是要去找，

不能沒有店員，但是沒有需要的時候，就站在那裡，你不要來找

我講話，不要跟我推銷什麼。 就是在我理想世界，和我保持一點

距離。 

 

 I self-studied Japanese when I was about 11 years old, as I saw my 

mum studying Japanese. Due to my passion towards Japanese 

animation, I asked my mum to teach me the Japanese alphabet first. 

After that, I started picking up some words from songs in these 

animations and tried to memorise some. One day, I sang a few 

sentences for my close friends and they were so surprised at my 

‘talent’. From that day, I never let Japanese out of my life.  

我國小的時候，大概小學五年級吧，我有一次就看我媽忽然念了

一段日文，我就哇～你好厲害喔，然後我媽就開始一點一點的教

我 50 音，後來我就開始哼哼唱唱一些動漫的歌，有一天我就唱給
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我幾個好朋友聽，他們就說我好厲害，好有天分，後來我就一路

愛上日文。 

 

 The significance of Japanese proficiency for me is how I re-perceived 

myself positively [compared to the trauma from learning English]. 

This also influences how others perceive me. For example, when 

someone introduced me, the introduction usually began with ‘she is 

a girl who can speak good Japanese.’ I could even see others’ 

sparkled eyes when they heard ‘I learned Japanese by myself and I 

am capable of speaking Japanese’. The motivation in the past was 

passion towards Japanese animation. Now, the motivation for 

Japanese is ‘love’. I don’t need anything else to push me to learn it 

anymore because Japanese language is part of my life 

日文對我來說，我這個人的定義。每次人家介紹我時，會說，她

就是那個去日本留學的女生，或者是日文很強的 Tina，我會從別

人眼中看到亮光欸，我超有成就感的。我以前是因為動漫喜歡日

文，現在它對我來說，我就是喜歡，就是愛日文。  

Victor  Chapter 5 

 

 My teacher hung a sign with ‘Don’t speak dialect at school’ around 

my neck all day long. 

我有被老師掛過牌子阿，上面就好像寫「不要說方言」。 

 

 Personally, I prefer speaking Mandarin while I am out of parental 

authority. But I speak Tai-gi to my mum and I have sort of an 

obligation to speak my mum’s language in my mindset while 

communicating with her. There is an interesting phenomenon in 

terms of use of language at home that I switch from Mandarin to 

Tai-gi when I talk to my mum, while my mum spontaneously 

switches from Tai-gi to Mandarin when she speaks to my kids. I 

guess my mum just wants to be part of our group. It is kinda my 

personal issue. I predominantly speak Mandarin to my kids. I am 

not against the value of Taiwanese heritage language, but Mandarin 

is more important to my kids in the current context of Taiwan.  

台語的話就是跟老媽之間搏感情用的工具吧 ，也覺得應該和老媽

用台語，從小跟著她講阿；..我自己現在是國語為主阿，和我小孩

也是講國語；…不過我媽現在也和我小孩講國語；我不反對母

語，台灣的母語要推 當然沒有錯，但以台灣來說，台灣人比較務

實，國語實用多了。 

 

 I am not against Tai-gi or Hakka and I know each language has its 

own value. However, in Taiwan, we force kids to learn heritage 

languages at school, but their parents’ don’t speak Tai-gi or Hakka 

to their kids at home. For me, it seems we let kids learn one more 

useless language.   
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我不是反對母語的價值，母語基本上應該要跟你爸媽學，你現在

學校開一個這樣的課程，強迫小孩子去學，我們現在很多小孩爸

媽並不是講台語阿並不是講客語阿，反而造成小孩子莫名其妙又

學一個沒有用的語言。 
 

 I just accepted all the arrangements from my father….When I 

formally attended junior high schools, I went to cram school to learn 

English ‘subject’ and mathematics. The reason I emphasised 

‘subject’ was because the English teacher tended to focus on how to 

get us to achieve high marks in all our written exams.  

我爸就幫我安排英文課， 那時候想法只是說以後國中就要就必須

要學，不過現在想想，當初補英文數學，比較是著重考試啦，考

高分。 

 

 When I heard people complain that the main reason they can’t speak 

English is that Taiwan has no English environment, I think this is 

only partially true. Although we are not an English speaking 

country, we can create our own language environment. I still believe 

the key reason for failure is ‘No motivation’. When you have no 

motivation, you can find thousands of reasons to avoid doing 

something.  

我覺得台灣人學不好英文，就是沒有明確動機，對他們來說，雖

然口中嚷嚷著沒有環境，但環境可以自己創啦，當你動機不強，

然後你要花很多努力去追阿，自然沒有那個動力，就會找很多理

由。 

Yuri Chapter 5 

 

 Under parental authority, I had to speak Tai-gi if my grandparents 

and I were in the same space, even though I was talking to someone 

else. 

因為以前爺爺奶奶都還在，反正遇到長輩 (或是有其他長輩在)，你

只能講台語就對了 ，這是我爸媽給我的規矩啦。  

 

Chapter 6 

 

 The value of Tai-gi for me not only contains our history and culture, 

but the philosophy is also applied to my life.  

台語不是只有我們的歷史文化，我喜歡用台語去解釋人生裡的哲

學，我覺得台語它有些東西比較能夠講出生命裡的東西，那個力

道不一樣，國語沒有辦法。 

 

Chapter 7 
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 I expect myself to be a Tai-gi practitioner because we might be the 

last generation that is capable of speaking fluent Tai-gi.  

台語比較重要吧，我會在心理面還是要有一些，你是一個保存者

的概念，你必須讓這個語言延續下去。 

 

Wendy Chapter 5 

 

 The deep impression of learning English I had during high 

schooling was to memorise so many English words.  

我印象中，高中三年一定是背了很多單字。 

 

Chapter 6 

 

 Even though English is a medium to expand views, actually, it is not 

only English, the more languages we learn, the wider views we 

would have. 

英文就真的可以擴展很多的視野，..不止英文，所以我覺得語言就

是不斷向外擴展的一個什麼東西。 

 

 Mandarin usually symbolised upper class.  

其實有一種感覺，國語其實是中產階級的語言。 

 

William Chapter 6 

 

 Mandarin is like rice for me. I need to eat rice every day.  

中文就像每天會吃的飯，最自然也最需要。 

 

 Although I am curious about Japanese language and culture, I 

learned Japanese on and off for about two to three years but never 

picked it up. …I know some people would blame it on having no 

environment to practice the language. To be honest, I believe 

learners could create their own environment if they are determined 

enough to learn. Maybe I was not diligent enough. People often said 

that learning a language requires at least one strong motivation or 

clear goal, but I am not sure if my motivation is strong enough. 

日文是因為有興趣才學，..大概斷斷續續兩到三年吧，不過還是沒

有學起來；我覺得環境不是主要原因，可能我天分也不高啦，但

我覺得是我的動機不強，造成我的執行力不高，當然學不起來。 

 

Zora Chapter 5 

 

 I have to confess that I have disliked English for a long time, even 

though my English is good now. I began with learning English at an 

English cram schools at Grade 2. I became so stressed about the 

English teacher ringing me regularly to assess my listening and 
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speaking. I was also stressed by countless written quizzes that were 

held at the cram school, which dictated whether I could upgrade. I 

remembered that I almost failed once and might have to take a resit. 

When I went home, the tears were in my eyes. Although I eventually 

passed the upgraded exam, I was wishing for these exams to be out 

of my life.   

…我大概從小二開始學英文吧！…老師就會跟你說，我們這個禮

拜會打電話來喔，就會跟你約一個時間，用英文講；..然後我以前

差一點被當，就是他會讓你期末考沒有過，你就要留級，我那一

次差一點沒過，壓力大到都要哭了，就是我覺得我那時候沒有很

喜歡英文，然後就覺得壓力很大。 

 

 When I studied in junior high school, I realised my English level was 

higher than most of my classmates. ..The exam at school was so easy 

for me compared to the ones I had before at private English schools. 

Therefore, the more sense of accomplishment I obtained, the more 

liking I had for English. 

我到國中瞬間發現我的英文比別人好很多，就覺得學起來就不會

有壓力，就覺得很簡單 ，然後就有興趣，也越來越有成就感，然

後也慢慢喜歡上英文。 

 

Chapter 6 

 

  When I want to show intimacy to someone, I either completely 

switch my language from Mandarin to Tai-gi or mix the two 

languages, doing this is so natural to me. At this moment, I feel we 

are in the same group…Frankly, I sometimes don’t know how to 

explain the words for non-Taiwanese. Even though I try to explain in 

English or in Mandarin, the meaning is never as funny as the original 

ones (Tai-gi). I guess these Tai-gi words seem to be embedded in our 

culture.  

台語真的是跟很親的人，才會講到的話，應該說跟家人啦、像我

們平常跟朋友出去，我覺得台語是那種比較你想要展現你們很親

密的時候，比如說我們有時候，在公司或跟同事開玩笑，你就覺

得很好玩，或是你想要覺得你們是同一國的，你就會想要講台

語，不過要是有別人問我一些字面上意思，有時候就好像不知道

怎麼解釋，好像我們就習慣這樣講。 

 

 Although English is my second language, I like it most. It is a happy 

moment when I speak or use English in workplaces, in particular 

when others give me high compliments.   

英文就是喜歡的第二外語，但我最喜歡英文，我喜歡講英文的自

己，能夠用英文講英文的時候[在工作上]，是我很開心的時候，也

蠻常被誇獎的。 
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 If someone asked me to explain the difference between Mandarin and 

Tai-gi, I am not sure if I could explain it well. I might say Tai-gi is 

my local language, but I don’t really think it is a ‘language’. It is more 

a dialect for me … To be honest, in my mind, I am sorry for the status 

of Tai-gi in our society. Look at Hong Kong. Hong Kongers think 

Cantonese is a language instead of a dialect….I guess speaking 

Cantonese probably is an essential skill for many people who work 

in Hong Kong, while speaking Tai-gi or not won’t really matter in 

Taiwanese job markets.   

如果有人問我中文和台語的不同，台語比較像是 my local 

language，它對我來說比較想方言，好可憐的台語喔 。…不過香港

人就會覺得廣東話是一個話，可是我們好像不太會覺得台語是一

個話呴，好奇怪喔。 …不過在香港應該要講廣東話才比較容易找

工作，在台灣不用靠台語找工作吧。 

 

Chapter 7 

 

 I love the moment when I speak English and English is my favourite 

language in my life.  

我喜歡講英文的時刻， 英文也是我最喜歡的語言。 
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