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Assignment 1: Response to questions about SLA asked by parents’ in Baker (2014) 

Section A: Discussion on Question 1
1. Introduction
Colin Baker (2014, pp.37) addresses the question of the most important factors in raising a bilingual child from a core stance of making his/her bilingual development “a pleasure, a positive and enjoyable experience”. His advice aims at maximising learners’ bilingual acquiring motivation, and tuning language input. Some studies and theories are to be included in my discussion to support his stance. I also reflect upon my English learning experience and previous living experience in Leeds, though as an EFL learner my experience may not best support the cases in a natural acquisition process of bilingual setting.

2. Motivating Bilingual Learners
According to Baker (ibid.), parents are supposed to make efforts to raise his/her awareness of bilingual advantages and establish children’s positive language attitude towards both languages so that a sustainable motivation of acquiring the languages can be achieved. As we all know that there are dozens of benefits for becoming bilinguals, such as relatively higher cultural awareness, strengthened cognitive development, facilitated affective and moral qualities, not to mention more career opportunities (Baker, 2001, pp.112-113). The problem is how parents can achieve their goal in ensuring their children’s recognition of these awards. Some interesting findings can provide new sights. Lyon (1996, pp.35) compares language attitudes among families in different situations and points out that people speaking a minority language usually look forward to adopting the dominant language while dominant language speakers are less likely to see benefits of learning a minority language. Then it would be more challenging for immigrant or minority ethnic group parents to motivate their children to learn their mother tongue than to learn the dominant language in society, since instrumental motivations for these children are normally limited. This disparity can also be found in Harrison and his colleagues’ research findings (cited in Lyon, 1996, pp.35) that integrative motivations are linked to children’s Welsh acquisition whereas instrumental motivations tend to lead to monolingual English upbringing in Wales. I also find that an integrative motivation of getting to experience English culture and getting to know its people drives me further on my way of English learning after Higher Education Entrance Examination. While instrumental motivation only sustained during my secondary school years. Thus, I agree that parents can try to present some integrative reasons to children in learning L2. 

Some strategies for teachers to motivate students proposed by Dornyer (1994, pp. 273-284) can be of help to parents as well. For instance, propositions such as including sociocultural component can be realized by bringing children to attend some holiday gatherings organised by L2 speaker communities. I have found that Chinese emigrants in Leeds where I have lived for a period of time bring their children to participate in Chinese Lunar New Year Celebration Event every year and some of those bilingual children even contribute to some Chinese calligraphy and singing performance. That somehow bridges the gap between those children and Chinese culture. Then a positive attitude towards Chinese language and culture is then likely to be harboured. Another proposition promoting favourable perceptions of competence in L2 can be realized by encouraging children to help new comers who speak their L2 to get used to their familiar surrounding area. This does not only give children a communicative need to acquire that language, but a sense of achievement when they accomplish the task.  

Another advice given by Baker (2014, pp.38) on motivating bilingual children is controlling the amount of pruning. In other words, parents should keep their corrections of errors occurred in children’s developing languages, especially to their weaker one, to a minimum level. This may be of value to very shy or sensitive children and appropriate to a more permissive parental style. But this can be controversial in other cases. For example, correcting children’s either languages errors or behaviour astray could be seemed as prioritised duties of parents in East Asian cultures. Its influence is so far-reaching that Chen and Ren (2019, pp.384) even eliminate “permissive parental style” as a variable in studying relationships between Chinese immigrant family background issues and Chinese-English learners’ dual language abilities. Similarly, upon my reflection, learning English as a foreign language in China through my whole middle school years involved extreme care about giving correct responses to each question and followed error-correction. The latter one either given by teachers or parents has played a big role in our teenager years’ learning, as Gebhard (2006, pp.185) summarises that feedback on language errors can be served as useful input for language learners, especially for those foreign language learners who lack authentic language outside classrooms. Consequently, with in time error correction, the likelihood of learners’ fossilised interlanguage may reduce. 

Additionally, there are other issues like error types, frequency, and correction manners to be taken into consideration. For example, Lyster and Ranta (1997, pp.46-48) generalise six types of feedback to study feedback frequency and learner uptake, including explicit correction and recasts. Surprisingly, recasts which teachers frequently use to avoid interrupting learners’ response are reported to bring about little uptake in students. The rest types of error treatment such as explicit correction, clarification requests and elicitation seemingly contribute to more learner uptake. A new study done by Fu and Nassaji (2016, pp.165) adopts an even more detailed 12 categories classification of corrective feedback with directing questions to other students and using L1 which proves to have a promising uptake. They also point out that teachers should consider and develop explicit feedback in their specific teaching situation. Likewise, it can be suggested that parents around the globe are better to know these possible error-dealing measures beforehand and select those suitable to their children.  

3. Providing Linguistic Input
Finally, Baker (2014, pp.38) stresses the importance of providing adequate exposure to both languages, especially to the weak language. This is largely influenced by the Comprehensible Input Hypothesis which emphasises that language acquisition is the result of comprehensible language input. According to Krashen (1982), when learners receive the comprehensible input which can be interpreted with the help of the context, language structure will be naturally acquired. Namely, such input can result in intake which has been internalised by learners as assimilation of L2. Thus, abundant scholars believe that the supply of target language input is crucial in language teaching (Ellis & Shintani, 2014, pp.174). In other words, language learning or acquisition cannot be successful without adequate language input. 

In daily life, language input has a rich variety of resources, such as teacher’s instruction, parents’ talk, media programmes and etc. Then if those parents strongly wish to pass on their heritage language to their children is entirely possible, even in an unfavourable social context, but time and efforts are to be highly demanded. Scholars have found a correlation between bilingual/multilingual children’s language exposure, parental language attitudes in Russian transmission and children’s Russian production in Canada (Makarova, Terekhova and Mousavi, 2019, pp.475-476), whose findings demonstrate that those strong determined parents create a small Russian-speaking milieu for their children to receive and use their heritage language, within which Russian usage extends from a home bound context containing parent-child talk or sibling talk to a bigger scope including books, social/friend communication, websites browsing, and media programmes. This may shed light on other parents and children with the same pursuit in bilingual development.

I also find some traits and clips of parent’s talk (mainly as correction or elicitation) in Chinese-English bilingual children’s talk or short conversations online Vlog. Their Chinese parents have recorded the children’s linguistic progress made in the UK on a roughly weekly or monthly basis from which rich L1 and L2 input can be found. Apart from the development obtained by the babies, it should be those parents who deserve the pride because of efforts in every day genuine dual languages input and to construct scaffolding to the children.   

4. Conclusion
To conclude, I have presented a summary of Baker’s position and main aspects in answering parent’s question regrading to the important factors in raising bilingual children. Again, I agree with the author that both motivating bilingual children and balancing L1 and L2 experience are of importance. But some specific practices can be difficult to handle and controversial in reality.
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Section B: A Report of Advice to Parents’ Question (3)
1. Introduction
Code-switching is a frequently found phenomenon in bilingual societies and among bilingual speakers. Scholars have done detailed discussion on the reasons or purposes of code-switching in use. But people’s attitude towards it is so complicated that there seems to be a long-time argument over whether it should be valued or discarded. This also bothers many parents wishing their children to develop into bilinguals. In this report, I will try to review some important illustrations about code-switching and then present some pieces of advice to those parents, especially to whom live in a society with one dominant language whereas English serving as a foreign language.   

2. Literature Review
2.1 Clarification of Code-switching and Other Similar Terms
According to Baker (2007, pp.204), code-switching means that people shift the using of language from one to another, ranging from intra-sentential to inter-sentential. It reveals the various levels of code-switching. As for other parties involved in the interaction in which code-switching happens, Cook (2008, pp.174) defines codeswitching as “going from one language to the other in mid-speech when both speakers know the same two languages”. Clearly, he limits that codeswitching occurs to communication participants all or at least some of whom understand the languages involved in their utterance, otherwise the communication would be fertile. 

A similar term “language mix is” used by some early scholars to distinguish infants’ indiscriminate use of mixing language from the language choice change occurred to other bilinguals who have developed language separation (Baker, 2014, pp.74). But the boundary of these two terms seems blur. Considering some bilingual children who show a gradual recognition of code-switching usefulness by trying out language selections to different speakers (Baker, 2014, pp.77), it is difficult to judge whether all young children’ mixed utterances are as superficial mixing as adults speculate. s

Another newly arising term “translanguaging” previously used in Williams’s research (1996, quoted in Baker, 2001, pp.281) to describe the strategies which facilitating both students’ linguistic development and subject content attainment. Initially, it refers to using one language in learning input and changing to another in learners’ production or output. There are further explorations about translanguaging in educational field. Garcia’s illustrates (2014) that translanguaging is using a unitary language system of a bilingual or multilingual speaker, thus it requires an inner perspective to study their language repertoire, rather than a view of outsiders who observe and analyse bilinguals’ utterance from two systems which normally be seen in code-switching studies. This has been reinforced by Li Wei’s talk (2016). Given their explanation, the subtle disparity between the two terms seemingly lies in which perspective people take in viewing and studying bilinguals’ language repertoire.   

2.2 Purposes of Code-switching 
Usually people adopt code-switching to fulfil certain demands either consciously or unconsciously. There are both linguistic and socio-cultural factors contributing to their language shift. Scholars have categorised the possible purposes that code-switching can meet (Baker, 2014, pp.75-76; Cook, 2008, pp.176).  

Within the list of ten major uses of code-switching presented by Baker (2014, pp.75), some of the entries centre around similar aims. For instance, he mentions bilinguals’ substitution of certain expressions in several occasions. However, I find that them all serve a similar function, that is to maintain their communication and avoid conversation breakdown. In a lot of cases, speakers substitute a word with their familiar language expression in sentences due to lack of vocabulary in the target language, which can be seen frequently in second or foreign language classroom. Another factor apart from linguistic deficiency could be non-equivalence concepts or blank existed in another culture and technical filed. Language borrowing thus can be found easily in this regard. Baker (2001, pp.101) comments that language borrowing, the integration foreign loan words or phrases into another language, often starts from code-switching. It is those bilinguals who play a vital role in such process. Abundant English words have been absorbed into Chinese language since the early twentieth century through the introduction of overseas Chinese students who returned to China with westernised life style and ideologies. Therefore there are words like “沙发(sha-fa)” for “Sofa” and “威士忌(wei-shi-ji)” for “Whiskey” in Chinese. No need to mention a big portion of technical terms existed in the discourse of natural sciences and humanities. Through code-switching and further explaining if necessary, bilinguals can bridge the gap between their cognition and other’s so that smooth communication can be realised.     

Both highlighting a specific detail within utterance and clarifying a phrase can be achieved by code-switching. The stress or repetition of particular expressions in another language can be deployed by some bilingual parents to get children’ echo. In some bilingual classroom, teachers also use such technique to reinforce their requirements of a task or difficult points of a lesson to draw all the students’ attention. 

Other purposes may cover relating to other’s discourse in its original language to endorse the authenticity of speakers’ quoting which can be found in story-telling or experience sharing, and shifting to a language with which speakers have more confidence or feel at ease in elaborating his/her idea. The latter one is interesting because although certain proficiency is needed it may also involve some psychological or social issues.    

There are also discussions on the function of code-switching from a more social perspective. Early scholars get inspirations from the monolingual code-switching, referring to speakers’ different modes selection to deal with different occasions based on setting and situation, to whom people are talking, topic of conversation and their interaction function (Ervin-Tripping, 1968, quoted in Lyon, 1996, pp.42). The rest purposes listed by Baker (2014, pp.75-76) such as establishing friendship, showing identity, interjecting, easing tension, indicating social distance, excluding someone are more related with social communicative issues. The processes and results of these code-switching may vary. For instance, when two Chinese students confirm their nationality for the first time in an overseas institution, their conversation is much likely to switch from English to Chinese, showing friendliness and also identity. But to the rest of the classmates, who may pick an interpretation of concealing information from them, such switch would be deemed rude. A general disapproval towards code-switching can be also found in some European population groups across different ages (Cook, 2008, pp.178). This attaches more complexities to code-switching considering the various possible interpretation and effects.

3. Discussion
3.1 Parents’ Attitude Towards Code-switching
What matters in determining which attitude parents take to deal with children’s code-switching is what beliefs they have about bilingualism and what goals they want children to achieve.

[bookmark: _GoBack]If parents fear that the development of L2 weakens L1 or vice visa, then they may hold an intolerant attitude to children’s code-switching, thus to force children to choose one   desirable language. But updated theories and researches seemingly demonstrate this fear can be discarded. According to Cummins’ (1980, quoted in Baker 2001, pp.165) Common Underlying Proficiency model, the observable differences between L1 and L2 are merely above surface level, and beneath the surface it is the Central Operating System which governs one’s thought regardless what languages he/she is using. This challenges the previous Separate Underlying Proficiency, and legitimates the transfer and easy storage of people’s different languages. To Parents who wish to cultivate their children into bilinguals, children’s L1 can be served as a resource (Ellis and Shintani, 2014, pp.240). Thus, it would be better that parents avoid too much worry facing children’s code-switching between L1 and L2. What is more, according to the Sequential Model of Language Acquisition, potentially bilingual children develop their L1 to a certain stage and then beginning to develop a L2 (Lyon, 1996, pp.229). It actually encourages parents to stress both languages, not assertively forbids children’s code-switching. 

3.2 Parents’ Approaches to Code-switching 
To those parents in EFL or ESL situation, I would like to summarise some approaches which largely based on prementioned theories and some relatively new researches. 

Firstly, parents are better to keep alert about their children’s code-switching amount. It will give hints to parents to evaluate children’s bilingual development, because code-switching can be seen as a marker to indicate lingual competence according to the finding of a research done by Yow, Tan and Flynn (2018, pp.1075). They adopt a quantitative approach to explore whether English-Mandarin Singaporean preschool children’s code-switching behaviour reflects their linguistic incompetency, and find that the more code-switching utterances generally suggests greater language competence. Their study challenges the traditional belief that code-switching is due to incompetency. Importantly, teachers’ ratings for those children positively indicate their competency half a year later. From this study, parents, especially those having preschool age children, can learn that paying attention to their children’s amount of code-switched utterances may foretell their progress. 

Next, if the parents can try to record and analyse the context and content of children’s code-switched utterances would also help to better guide their children in progress. Those utterances made by children may fall into any category of purposes already listed by Baker and others, or may be exploited from novel perspectives. But without clear understanding of the specific contexts and utterance content, parents may lose opportunities to facilitate positive transfer and prepare for final differentiating languages. For example, frequent code-switching behaviours can happen in parent-child book-sharing experience either because of the content of books or participants’ diverse linguistic competences. Through such interaction, code-switching is deployed as a tool by parents to support their child’s English-Japanese biliteracy and reader identity’s construction (Kabuto, 2010, pp.131). An example of the girl’s code-switching happened when she found the animal which she picked happened to be the same as the year she was born, and she switched from Japanese to English. When her father insisted on talking to her in Japanese, she still entangled with her side talk in English till another two tries of her father finally attracted her back to talk in Japanese. In this case, the girl’s switching actually signals her cognitive relation between the animal and herself, less to do with linguistic incompetency. While her father’s Japanese elicitation questions shows great patience and insistence on using L2 to accomplish the reading target without forcing or criticizing. This case may trigger parents to interpret their children’s code-switching in association with children’s language level, cognitive abilities and specific context, then decide to provide what kind of assistance to the children. 
 
Furthermore, although most children eventually separate their languages, it is possible that some children develop into this stage obviously later than counterparts. This may involve learners’ individual differences, but it can also be brought by inappropriate ways of teaching and learning languages. Cummins’ Threshold Theory (1976, quoted in Lyon, 1996, pp.57-58) illustrates that children tend to go up through two thresholds of language competence levels which lead to different consequences to achieve the top of becoming approximate balanced bilinguals. During this process, one of their languages may develop faster than the other. And external interference may block or fasten children’s progress. Thus, parents may also try some measures to make code-switching occurs to children not preventing them from normal communication and language separation. Specifically, parents in a society with one dominant language usually do not have One Parent One Language context. Yet they may borrow some ideas from second or foreign language teachers, because code-switching exploited properly can be part of teaching methodology (Cook, 2008, pp.179). For example, inspired by Jacobson and Faltis’ the New Concurrent Approach (1990, pp.3-17), parents who are bilinguals can also balance the use of two languages in communicating with their children, via introducing a new word or number counting in L1 first and next time using L2 for revision. Or to try adapted reciprocal language teaching by encouraging children to make language pals online. Parents can even try out translanguaging approach in using L2 books for sharing, and encourage children’s interpretation in L1 or to create their own L1 stories.  

4. Conclusion
To conclude, this report first presents a review on clarification of code-switching and its possible purposes. Then it argues that parents are better to adopt a tolerant attitude towards bilingual children’s code-switching. Finally, it provides some tentative suggestions including noticing the amount of children’s code-switching, understanding code-switching associated with specific context and content, learning from teaching professionals. More empirical studies would be needed to examine the result of the advice in the future. 
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