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Abstract

Significant effort and resources are being expended on the revitalization of
Taiwan’s indigenous languages, including a large-scale effort to provide
immersion learning in the preschool years. The literature on teaching
indigenous and minority languages provides little quantitative guidance on
how the effort and resources would be most profitably directed. We review
the quantitative research that does exist and suggest high-priority
directions for further work.
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Languages are rapidly disappearing. More specifically, the indigenous
languages of Taiwan are disappearing. By definition, languages disappear
because they are less and less reliably acquired by younger generations.
In a sense, the solution is simple: teach the younger generations the
languages.

In practice, the problem is more complex. The one method that we know
reliably results in fluent speakers of a language is to raise them in homes
that speak the target language and in communities where the language is
widely-used and high-status. Unfortunately, this method is not available for
under-resourced, endangered languages such as the indigenous languages
of Taiwan.

Without that option available, communities trying to increase
intergenerational transmission of their language turn to a variety of
options, such as immersion schools (where the target language is the
language of instruction), bilingual immersion schools (both the target
language and a majority language are used for instruction), language nests
(essentially pre-school immersion programs), college courses, and master-
apprentice programs (where a younger individual is paired with a fluent
elder) (Bommelyn & Tuttle, 2018; Gessner etal., 2018; Hinton, et al.,, 2018a;
Hornberger & De Korne, 2018; O’'Regan, 2018; Olawsky, 2013; Todal, 2018;
Treuer, 2020; Wilson, 2018). Unfortunately, communities that adopt these
programs rarely reverse language disappearance, or even clearly slow it
(Fishman, 1991; Goalabré, 2013; MacCaluim, 2007; McNaught, 2021;
O’Grady, 2018; O’Regan, 2018; Todal, 2018). For instance, decades of
immersion schooling for Gaelic and Breton have produced new speakers at
a fraction of the rate older speakers are dying (Goalabré, 2013; MacCaluim,
2007).

Any number of explanations have been offered, including ineffectiveness of
the programs, failure to adhere to the programs, lack of instructors,
insufficient community interest, antithetical government policies,
culturally or linguistically inappropriate pedagogical practices, and lack of
opportunity to use the language outside the classroom (Hinton, et al,
2018b). Unfortunately for policy-makers and language activists, a list of
factors that influence revitalization success is of limited usefulness unless
accompanied by effect sizes. By analogy, regular exercise and better
footwear will both improve marathon times, but one of these will have a
much larger effect than the other. Many revitalization interventions are
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extremely expensive and time-consuming. For instance, a study of 33
master-apprentice pairs found that while the program requirements were
onerous and difficult to meet, leading to high dropout rates, the mentors
judged that apprentices did not learn enough to be effective speakers in the
community (Mclvor et al,, 2023).

Where efficacy is studied, it is usually through small case-studies using
qualitative methods such as interviews and observation (Hornberger & De
Korne, 2018). This is insufficient (for additional discussion, see O’Grady,
2018; Obiero, 2010; Wiltshire et al,, 2024; A E =, 2016). Quantitative
studies, where they exist, are often too small to assess statistical
significance or measure effect sizes. For instance, one of the highest-quality
studies of master-apprentice programs had only three subjects (Olawsky,
2013), and another had two (Sherkina-Lieber, 2021).

In the remainder of this note, we review what little is known quantitatively,
with a particular focus on relevance to the case of Taiwan’s indigenous
languages. Our primary goal is to highlight the paucity of quantitative
knowledge, in order to spur research that would better enable
communities and decision-makers in Taiwan to reach their revitalization
goals. We conclude with some specific suggestions.

First, however, we point out one area where Taiwan is substantially ahead
of the curve. One difficulty in evaluating language revitalization programs
is that often there are no good assessments of language proficiency, making
it difficult to establish just how much of the language has actually been
learned (Mclvor et al., 2023; O’Grady, 2018; Obiero, 2010; Olawsky, 2013;
Wiltshire et al.,, 2024). Simply counting numbers of self-reported speakers
of a language is unreliable: individuals vary substantially in what they
count as “speaking a language”, and their answers are often caught up in
ethnic pride or private guilt. Taiwan has a robust system of standardized
exams for all 42 recognized dialects. While these exams are not without
criticism, they are much better than what is usually available (see O’Grady,
2018).

What Leads to (Un)successful Revitalization?

Teachers and Materials. A sufficient supply of well-trained teachers and
appropriate materials would seem to be a prerequisite for successful
education programs. In Taiwan, several language textbook series have been
published, though these remain in a sense experimental (553, 2023).
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Different kinds of languages need different kinds of instruction — for
instance, it has been argued that polysynthetic languages require distinct
pedagogy (Green et al., 2018) — and the education establishment’ s
experience with teaching Taiwan’s indigenous languages — and
Austronesian languages more generally — is limited. These languages
contain many features that are unusual in more commonly-taught
languages, such as infixes, circumfixes, and the voice system. Similarly, in
conversations, some experts we consulted worried that existing textbooks
are often designed around English or Chinese textbooks, which are
intended to get second-language learners speaking foreign languages in
school rather than enabling heritage speakers to use their traditional
language in their community, which involves (for instance) very different
vocabulary.

Similarly, while preschool teachers in Taiwan are effectively required to
have 2-4 years of training in early childhood education (Executive Yuan,
2022), this training is not tailored to the distinct needs of heritage language
communities or immersion schooling (Bjorklund & Mard-Miettinen, 2014;
Kisselev et al,, 2020). There are now seven universities in Taiwan offering
training in the teaching of indigenous languages. Anecdotally, however,
many teachers still lack this training (see also A, 2018).

It remains to be seen just how much tailored textbooks and teacher
training ultimately matter. Children have learned languages since time
immemorial without access to textbooks or teachers, simply by being
spoken to. A more pressing matter may be an insufficient supply of
teachers and media. In Taiwan, as in many countries experimenting with
immersion education, there appears to be a shortage of qualified teachers
who are fluent in the target language (Dwyer et al.,, 2018; Lin et al., 2022;
Mumford, 2024; O’'Grady, 2018; B E/x, 2016; 2B, 2018). Lack of
fluent teachers is particularly acute for languages where most fluent
speakers are elderly, which is increasingly the case for many languages in
Taiwan. This can be addressed in part by teaching the language to the
teachers: In Hawai’i, 99% of instructors in Hawaiian immersion schools in
2010-2011 were non-native speakers (NeSmith, 2012). However, because
people who begin learning a new language after the age of 10 rarely reach
native-like proficiency (Hartshorne et al,, 2018), this means that children
are likely learning from models whose command of the language is less
than ideal. This is not necessarily a deal-breaker — children can learn a
language well even if the speakers they are learning from have high speech
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error rates (Singleton & Newport, 2004) — but it likely impedes progress
at least somewhat.

Similarly, while language textbooks are important for language courses,
immersion schooling requires textbooks for other subjects (math, science,
history, etc.) in the target language. Preschools need children’s books,
movies, music recordings and other content in the target language. These
are all in short supply for Taiwanese indigenous languages, but it is
unknown how much more is needed.

The effect of time spent in the language. In general, more time spent in a
language will result in more learning, but the relationship is not
straightforward. Bilingual-acquiring children spend half as much time in
each language as a monolingual but learn almost as quickly (Hua &
Hartshorne, in prep). How much is enough? 0’Grady (2018) suggests that
atleast 25 to 30% of the total input to a child learner should be in the target
language, or around 20 hours per week. This is far more than the 0.7
hours/week currently offered in Taiwanese primary schools, and
substantially more than even time-intensive master-apprentice programs,
which typically aim for around 5-10 hours per week (Hinton, et al., 2018a;
Mclvor et al., 2023; Olawsky, 2013). Perhaps not surprisingly, the limited
quantitative work on master-apprentice programs suggest that
apprentices do not become proficient speakers, even after several years
(Mclvor et al., 2023; Olawsky, 2013; Sherkina-Lieber, 2021). Even a more
ambitious, 2-year immersion program of Mohawk averaging 19 hrs/week
left graduates “stuck” at intermediate levels of proficiency (Green et al,
2018).

In principle, bilingual schools could reach the 20 hour/week threshold
with 4 hours/day in the target language. Schools often provide
substantially less (Dwyer et al., 2018; Todal, 2018). For instance, bilingual
indigenous schools in Mexico actually only do an hour a day of the
indigenous language, which is not the language of instruction (Hornberger
& De Korne, 2018). One factor may be policymakers overgeneralizing from
English, where a few hours per week can be more effective because
students encounter English frequently in daily life outside of school (Todal,
2018). Policymakers may also underestimate the difficulties, because
whereas Taiwan’s indigenous languages are unrelated to Mandarin, many
well-studied and widely-discussed stable bilingual societies (Quebec in
Canada, Catalonia in Spain, Switzerland) involve highly related languages,
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which provides a significant advantage to learners (Yun et al,, 2023).

Immersion preschools in Taiwan are required to spend 50% of
instructional time in the indigenous language, and thus are likely near the
20 hour/week threshold.! As already noted, primary schools provide less
than 1 hour/week. This is clearly insufficient and needs to be increased.
The question is, if 20 hours/week is impractical, just how much would be
gained by each additional hour at the primary school level? It should be
obvious from the review above that we are very far from being able to
answer this question, but it is a critical one for educators and policymakers
who are trying to balance different priorities.

A possible impediment to increased classroom time — particularly in
primary and secondary school — is inflexible testing requirements.
Taiwan’s standardized exams are conducted in Chinese, so instruction in
indigenous languages may be inconsistent with the goal of high scores.
Similar issues have arisen elsewhere; for instance, national testing
requirements implemented in the early 2000s in the United States made it
difficult for schools to continue supporting native languages (Combs &
Nicholas, 2012; Wilson, 2012).

The role of extra-instructional time. O’Grady (2018) suggests minimum of
20 hours/week includes all input, not just instructional time. Indeed, it
stands to reason that language education will be most effective when
students have the opportunity to use the language outside the classroom.
This is, after all, part of the motivation for study-abroad language programs
(this belief is probably justified, though data remain scanty; Isabelli-Garcia
et al, 2018). Conversely, evidence suggests that children who do not have
opportunities to use the language outside of school will not master it
(Genesee, 1978; Goalabré, 2013; Hornberger & De Korne, 2018; Ward,
2003; Wilson, 2018; Zahir, 2018). Indeed, Zahir (2018) reports anecdotally
that students learning Lushootseed, an endangered member of the Salish
language family, reliably forgot the language faster than they learned it
because they had no use for it outside the classroom. Zahir (2018, p. 157)
writes, “My mistaken assumption was that if [students] learn the language
well, they would use it. This in fact is not the case. Language learning does

! In practice, it appears that not all immersion preschools come even close to this
threshold (Zfk¥%, 2018).
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notlead to language use if there is no ... situation that necessitates speaking.”
Unfortunately, very often students in immersion programs for endangered

languages do not have the opportunity to use the language outside the

classroom. For instance, none of the households sending children to Breton

immersion schools used Breton at home (Goalabré, 2013). Similarly, a

study of children in Gaelic bilingual schools found that none used Gaelic

with friends and hardly even with siblings, even those who otherwise

spoke Gaelic at home (Goalabré, 2013). Since languages that children

speak only with adults and not with their peers do not appear to be learned

as successfully, this lack of usage among children is concerning.

The limited data we have for Taiwan show similar trends. &= (2016)
attributes limited success of indigenous immersion preschools in Taiwan
in part to insufficient opportunity to use the language outside of school. A
study of one immersion Paiwan preschool found that the children were
spoken to in the target language outside of class only 20%-30% of the time
by the parents, around 50% of the time by grandparents, and essentially
never by siblings (Lin et al.,, 2022).

One possible reason that children in immersion programs for endangered
languages do not always have much opportunity to use the languages
outside the classroom may be because families with the least opportunities
to use the endangered language in everyday life are sometimes the most
motivated to enroll their children in immersion programs. For instance,
students are more likely to enroll in immersion Gaelic schools in areas
where Gaelic is less widely spoken (Stockdale et al., 2003). Similar results
have been reported for Breton (Goalabré, 2013). Indeed, children in
immersion schools are not always even from the traditional community: in
Australia, half the children in bilingual programs in 2008 were not
themselves indigenous, and thus presumably have limited opportunities to
use the languages outside school (Walsh, 2018) (though the opposite was
reported for Saami (Todal, 2018)). Whether these issues apply in Taiwan
is unclear.

For these reasons, some organizations have focused on providing family
and community experiences in the target language, such as vacation
activities, language summer camps for families, language trips and
expeditions to hot-pools, skiing, beaches, star observatories, sporting
events, cafe groups, and play groups (O'Regan, 2018). While these seem
like excellent ideas and are often well-received, it is unknown just how
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many must be provided in order to be effective.

Limitations of scale. Of course, even if education is effective for individuals,
it will not have much effect at the population level if few individuals receive
the education. This has certainly been a limitation for Breton (the 14,082
pupils in Breton bilingual programs in 2011 accounted for only 1.5% of the
school-age population) and Gaelic (only 2,316 students in enrolled in
Gaelic schools in Scotland in 2011) (Goalabré, 2013). In Norway, only
around 20 students are enrolled in South Saami immersion programs at
any given time, out of an overall population of about 1,000 (Todal, 2018).
Master-apprentice programs, where a learner spends 5-10 hours/week
with a fluent speaker, are particularly difficult to scale up, and usually only
involve a handful of speakers.

In Taiwan, a little over 1,000 children are in bilingual preschools (Fig. 1),
compared to an overall indigenous population of about 580,000
(Government of the Republic of China (Taiwan), 2024). Another point of
comparison is that while there are only 50-60 bilingual preschools, there
are 2,166 elementary schools where at least 100 students are indigenous
or 1/3 of the student population is (numbers compiled from government
open data). From these numbers, it is clear that the bilingual preschools
are only reaching a small fraction of the community.
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Fig. 1. Enrollment in indigenous language preschools in Taiwan has
remained fairly steady in recent years. Data compiled from Ministry of
Education (2024).
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One question is how many schools are needed. Given the ongoing decline
in Breton, Gaelic, and South Saami, enrolling only 1%-2% does little to
move the needle. Is 100% enrollment required? Is there an inflection point,
below which immersion programs are ineffective? Systematic comparison
of immersion programs around the world, including those with high levels
of enrollment such as Hawaiian, would be instructive.

Another question is what is driving the low enrollment rates: insufficient
supply, insufficient demand, or something else. In the case of the South
Saami, a critical factor is that the population is largely rural and spread over
a wide geography, making it difficult to organize and deliver immersion
education (Todal, 2018). In Taiwan, it appears that the large number of
language communities causes similar problems, in that children must not
just live near an immersion preschool but near a preschool providing
immersion in their community’s language. This is particularly challenging
if families strongly prefer a school offering not just their language (1 of 16)
but their dialect (1 of 42). For Breton, the issue of dialectal variation was
addressed by only offering schooling in a standard dialect. However, this
means that many students are learning a dialect that is not spoken in their
community, making it difficult to put their classroom learning to use in the
community (Goalabré, 2013). In such situations, parents may also be less
enthusiastic about enrolling their children in schools that will teach them
something that the parents do not view as their language. This likely
applies in Taiwan, where tribes have reportedly resisted standardization of
the languages.

One potential solution is distance learning: providing language education
via video conferencing. This would come at considerable cost, in that
remote schooling is generally inferior to in-person, as the world learned
during the Pandemic. The South Saami experimented with providing
language lessons via video (other subjects remained in-person and in
Norwegian), but the result has been unsatisfactory (Todal, 2018).

Other socio-cultural factors. A number of researchers have suggested that
language revitalization requires a lot more than teaching people the
language and giving them opportunities to speak it (Wiltshire et al., 2024).
For example, one widely-discussed phenomenon is that of receptive
bilinguals or “silent speakers” — individuals who can understand a
language well but do not speak it (Gessner et al.,, 2018; Schlegel, 2004;
Sherkina-Lieber etal., 2011). The First Peoples’ Cultural Council in Canada
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has experimented with using Cognitive Behavioral Therapy, a clinical
method that is effective for anxiety, to help silent speakers start speaking
(Gessner etal., 2018).

Conclusions: A Call for Quantitative Research

The review above illustrates the problem facing educators, communities,
and policymakers: there are far too many factors relevant to Taiwan’s
language revitalization goals to prioritize all of them, and in fact some are
at cross purposes. For instance, what is the most effective tradeoff between
increasing the supply of teachers and increasing training requirements
(which typically decreases supply)? In choosing priorities, decision-
makers have little more to go on than their own intuitions.

One thing is certain: The 40 minutes/week of indigenous language
instruction in primary school is far too little. However, it is unclear exactly
how much is needed, or whether any amount is sufficient without
significant investments in language outside of school.

It would be helpful if the international experience with immersion
schooling provided more quantitative insight. Fortunately, however,
Taiwan is in an enviable position to conduct its own research: the large
number of communities and the significant investment to date provides for
natural experiments. Below, we list several low-hanging fruit:

. Factors influencing enrollment rates. A basic question is
whether low enrollment in immersion preschools is due to lack of
demand or lack of supply? If it is a lack of demand, what factors
influence demand? If a lack of supply, where should the government
locate additional preschools? A great deal could be learned from
existing demographic information. Is enrollment higher in areas
with many speakers of the heritage language or fewer? How many
families live within a reasonable radius of an immersion preschool
offering their heritage language? Just as important would be
surveying parents who have elected not to enroll their children in
order to understand why.

. Factors influencing immersion success. Preschools are no
doubt differentially effective in promoting the heritage language. As
reviewed above, potential reasons include such factors as amount of
time spent in the target language, the training and fluency of the
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teachers, and pedagogical methods. Detailing these factors and
comparing to the fluency of the children would provide critical
quantitative information useful for designing interventions. Care
must be taken to factor out population differences, such as whether
the children speak the heritage language at home. Note that such a
study would require a standardized measure of fluency in the
indigenous languages for 5-year-olds.

. Comparing immersion preschools with indigenous nannies. In
addition to immersion preschools, Taiwan financially supports
families who have their young children cared for in the home by
indigenous language-speaking grandparents. An important question
is which method is more effective for promoting fluency? Answering
this question has implications beyond simply suggesting which
program(s) should be prioritized: understanding differences in
success may suggest ways of improving both systems.

. Measuring retention. The goal of the immersion preschools
and indigenous nanny programs is not to have 5-year-olds speaking
indigenous languages, but for those children to continue speaking
the languages later. An important question, then, is whether the
graduates maintain, lose, or improve their fluency once they enter
primary school. Of particular interest is whether this varies
depending on whether the child receives the 40 minutes/week of
instruction in their heritage language offered in primary school.

Note that research need not be exclusively correlational: ongoing
investments in language revitalization allow for controlled experiments.
Given the rapid decline in Taiwan’s indigenous languages, however, such
research will have far more value if conducted now as opposed to later.



78 (SMNEIFESCERZE) S+ —HA

References

Bjorklund, Siv, and Karita Mard-Miettinen. “Established and Emerging
Perspectives on Immersion Education.” The Routledge Handbook of
Educational Linguistics, edited by Martha Bigelow and Johanna
Ennser-Kananen, Routledge, 2014, pp. 119-31.

Bommelyn, P, and R. Tuttle. “Tolowa Dee-ni’ Language in Our Home.” 7The
Routledge Handbook of Language Revitalization, edited by Leanne
Hinton, Leena Huss, and Gerald Roche, Routledge, 2018, pp. 115-22,
doi.org/10.4324/9781315561271.

Combs, Mary Carol, and Sheilah E. Nicholas. “The Effect of Arizona
Language Policies on Arizona Indigenous Students.” Language Policy,
vol. 11, 2012, pp. 101-18, doi.org/10.1007 /s10993-011-9230-7.

Dwyer, Arienne, Ofelia Zepeda, John Lachler, and Janine Underriner.
“Training Institutes for Language Revitalization.” The Routledge
Handbook of Language Revitalization, edited by Leanne Hinton, Leena
Huss, and Gerald Roche, Routledge, 2018, pp. 61-69,
doi.org/10.4324/9781315561271.

Executive Yuan. Regulations for Early Childhood FEducators. Laws &
Regulations Database of The Republic of China (Taiwan), 2022,
edu.law.moe.gov.tw/LawContent.aspx?id=GL001625.

Fishman, Joshua A. Reversing Language Shift: Theoretical and Empirical
Foundations of Assistance to Threatened Languages. Vol. 76,
Multilingual Matters, 1991.

Genesee, Fred. “Second Language Learning and Language Attitudes.”
Working Papers on Bilingualism, no. 16, Toronto, 1978, pp. 19-41.

Gessner, Suzanne, et al. “The Role of Organizations in Language
Revitalization.” The Routledge Handbook of Language Revitalization,
edited by Leanne Hinton, Leena Huss, and Gerald Roche, Routledge,
2018, pp. 51-60, doi.org/10.4324/9781315561271.

Goalabré, Fabienne. “Immersion Schools Are an Educational Success, but
Do They Contribute to the Revitalisation of Breton and Gaelic as
Everyday Languages?” After the Storm: Papers from the Forum for
Research on the Languages of Scotland and Ulster Triennial Meeting,
Aberdeen 2012, edited by Janet Cruickshank and Robert McColl Millar,
Forum for Research on the Languages of Scotland and Ireland, 2013,
pp- 19-60.

Government of the Republic of China (Taiwan). People. 2024,

https://www.taiwan.gov.tw/content 2.php.



https://doi.org/10.4324/9781315561271
https://doi.org/10.1007/s10993-011-9230-7
https://doi.org/10.4324/9781315561271
https://edu.law.moe.gov.tw/LawContent.aspx?id=GL001625
https://doi.org/10.4324/9781315561271
https://www.taiwan.gov.tw/content_2.php

HWESERSCHENTE 79

Green, Jeremy, Owennatékha Brian Maracle, et al “The Root-Word Method
for Building Proficient Second-Language Speakers of Polysynthetic
Languages: Onkwawén:na Kentyékhwa Adult Mohawk Language
Immersion Program.” The Routledge Handbook of Language
Revitalization, edited by Leanne Hinton, Leena Huss, and Gerald Roche,
Routledge, 2018, pp. 146-55, doi.org/10.4324/9781315561271.

Hartshorne, Joshua K., Joshua B. Tenenbaum, and Steven PinKker. “A Critical
Period for Second Language Acquisition: Evidence from 2/3 Million
English Speakers.” Cognition, vol. 177, 2018, pp. 263-77,
doi.org/10.1016/j.cognition.2018.04.007.

Hinton, Leanne, Margaret Florey, Suzanne Gessner, and Jacob Manatowa-
Bailey. “The Master-Apprentice Language Learning Program.” The
Routledge Handbook of Language Revitalization, edited by Leanne
Hinton, Leena Huss, and Gerald Roche, Routledge, 2018, pp. 127-36,
doi.org/10.4324/9781315561271.

Hinton, Leanne, Leena M. Huss, and Gerald Roche, editors. The Routledge
Handbook of Language Revitalization. Routledge, 2018,
doi.org/10.4324/9781315561271.

Hornberger, Nancy H. and Haley De Korne. “Is Revitalization Through
Education Possible?” The Routledge Handbook of Language
Revitalization, edited by Leanne Hinton, Leena Huss, and Gerald Roche,
Routledge, 2018, pp. 94-103, doi.org/10.4324/9781315561271.

Hua, Yuyan, and Joshua K. Hartshorne. Rapid Vocabulary Acquisition in
Early Bilinguals. Unpublished manuscript, in preparation.

Isabelli-Garcia, Christina, Jennifer Bown, John L. Plews, and Dan P. Dewey.
“Language Learning and Study Abroad.” Language Teaching, vol. 51, no.
4,2018, pp. 439-84, doi.org/10.1017/5026144481800023X.

Kisselev, Olesya, Irina Dubinina, and Maria Polinsky. “Form-Focused
Instruction in the Heritage Language Classroom: Toward Research-
Informed Heritage Language Pedagogy.” Frontiers in Education,vol. 5,
2020, article no. 53, doi.org/10.3389 /feduc.2020.00053.

Lin, Kaiying, Yu-Tzu Chang, and Kamil Ud Deen. “The Child Acquisition of
Voice in Paiwan.” Proceedings of the 46th Annual Boston University
Conference on Language Development, edited by Ying Gong and Felix
Kpogo, Cascadilla Press, 2022, pp. 456-68.

MacCaluim, Alasdair. Reversing Language Shift: The Social Identity and
Role of Adult Learners of Scottish Gaelic. Vol. 17, Cl6 Ollscoil na
Banriona, 2007.



https://doi.org/10.4324/9781315561271
https://doi.org/10.1016/j.cognition.2018.04.007
https://doi.org/10.4324/9781315561271
https://doi.org/10.4324/9781315561271
https://doi.org/10.4324/9781315561271
https://doi.org/10.1017/S026144481800023X
https://doi.org/10.3389/feduc.2020.00053

80 (¥MEFESCRFZE) HE+—HA

Mclvor, Onowa, Peter Jacobs, and Barbara Jenni. “Reviving Languages:
Outcomes of a Mentor-Apprentice Style Learning Study” 7he
Languages and Linguistics of Indigenous North America: A
Comprehensive Guide, vol. 2, edited by Carmen Dagostino, Marianne
Mithun, and Keren Rice, De Gruyter Mouton, 2024, pp. 717-40,
doi.org/10.1515/9783110712742-032.

McNaught, Douglas. “The State of the Nation: Contemporary Issues in
Indigenous Language Education in Taiwan.” 7aiwan’s Contemporary
Indigenous Peoples, edited by Dafydd Fell, Routledge, 2021, pp. 128-
46, doi.org/10.4324/9781003093176.

Ministry of Education. Overview of National Immersion Indigenous
Language Preschools and Class Types (Academic Years 110, 111, and
112).2024, data.gov.tw/dataset/156610. Accessed 17 Mar. 2025.

Mumford, Parker. “Budget Shortfall Looms at School Where Children Learn
Wopanaak.” The Provincetown Independent, 27 Nov. 2024,
provincetownindependent.org/local-journalism-project/next-
generation/2024/11/27 /budget-shortfall-looms-at-school-where-
children-learn-wopanaak/.NeSmith, R. K. (2012).

National Science Foundation. Grant no. 2319296, awarded to J.K.H., 2023~
2026.

NeSmith, Richard Keaoopuaokalani. The Teaching and Learning of
Hawaiian in Mainstream Educational Contexts in Hawaii: Time for
Change?PhD thesis, University of Waikato, 2012.

O’Grady, William. “Assessing Language Revitalization: Methods and
Priorities.” Annual Review of Linguistics, vol. 4, no. 1, 2018, pp. 317-
36, doi.org/10.1146 /annurev-linguistics-011817-045423.

O’Regan, Hana M. “Kotahi Mano Ka Ika, Kotahi Mano Wawata—A Thousand
Homes, a Thousand Dreams: Permission to Dream Again.” 7he
Routledge Handbook of Language Revitalization, edited by Leanne
Hinton, Leena Huss, and Gerald Roche, Routledge, 2018, pp. 107-14,
doi.org/10.4324/9781315561271.

Obiero, Ogone John. “From Assessing Language Endangerment or Vitality
to Creating and Evaluating Language Revitalization Programmes.”
Nordic Journal of African Studies, vol. 19, no. 4, 2010, pp. 26-45,
doi.org/10.53228/njas.v19i4.195.

Olawsky, Knut ]J. “The Master-Apprentice Language Learning Program
Down Under: Experience and Adaptation in an Australian Context.”
Language Documentation and Conservation, vol. 7,2013, pp. 41-63.



https://doi.org/10.1515/9783110712742-032
https://doi.org/10.4324/9781003093176
https://data.gov.tw/dataset/156610
https://doi.org/10.1146/annurev-linguistics-011817-045423
https://doi.org/10.4324/9781315561271
https://doi.org/10.53228/njas.v19i4.195

HrEsERSCHRNTE 81

Schlegel, Jennifer R. Pennsylvania German Overhearers: Living with
Language Maintenance and Language Loss. PhD thesis, University of
California, Los Angeles, 2004.

Sherkina-Lieber, Marina. “Creation of Language Tests for Heritage Learners
of the Labrador Dialect of Inuktitut.” Sustaining Indigenous Languages:
Connecting Communities, Teachers, and Scholars, edited by Lorna
Crowshoe, Inge Genee, Marie Peddle, Judy Smith, and Cheryl Snoek,
University of Calgary Press, 2021.

Sherkina-Lieber, Marina, Ana T. Pérez-Leroux, and Alana Johns. “Grammar
Without Speech Production: The Case of Labrador Inuttitut Heritage
Receptive Bilinguals.” Bilingualism: Language and Cognition, vol. 14,
no. 3, 2011, pp. 301-17, doi.org/10.1017/S1366728910000210.

Singleton, Jenny L., and Elissa L. Newport. “When Learners Surpass Their
Models: The Acquisition of American Sign Language from Inconsistent
Input” Cognitive Psychology, vol. 49, no. 4, 2004, pp. 370-407,
doi.org/10.1016/j.cogpsych.2004.05.001.

Stockdale, Aileen, Bryan MacGregor, and Gillian Munro. Migration, Gaelic-
Medium Education and Language Use. lonad Naiseanta na h-Imrich,
Sabhal Mor Ostaig, 2003.

Todal, Jon. “Preschool and School as Sites for Revitalizing Languages with
Very Few Speakers.” The Routledge Handbook of Language
Revitalization, edited by Leanne Hinton, Leena Huss, and Gerald Roche,
Routledge, 2018, pp. 73-82, doi.org/10.4324/9781315561271.

Treuer, Anton. The Language Warrior's Manifesto: How to Keep Our
Languages Alive No Matter the Odds. Minnesota Historical Society
Press, 2020.

Walsh, Michael. “Language Is Like Food..: Links Between Language
Revitalization and Health and Well-Being.” The Routledge Handbook
of Language Revitalization, edited by Leanne Hinton, Leena Huss, and
Gerald Roche, Routledge, 2018, pp- 5-12,
doi.org/10.4324/9781315561271.

Ward, Robert. “Managing Provision: The School Perspective.” Gaelic
Medium Education, edited by Richard Johnstone and Padraig O
Riagain, CAER, 2003, pp. 35-47.

Wilson, William H. “Higher Education in Indigenous Language
Revitalization.” The Routledge Handbook of Language Revitalization,
edited by Leanne Hinton, Leena Huss, and Gerald Roche, Routledge,
2018, pp. 83-93, doi.org/10.4324/9781315561271.



https://doi.org/10.1017/S1366728910000210
https://doi.org/10.1016/j.cogpsych.2004.05.001
https://doi.org/10.4324/9781315561271
https://doi.org/10.4324/9781315561271
https://doi.org/10.4324/9781315561271

82 (SMEFEHRFR) FIH+—HA

Wilson, William P. H. “USDE Violations of NAIA and the Testing Boycott at
Nawahiokalani‘6pu‘u School.” Journal of American Indian Education,
vol. 51, no. 3, 2012, pp. 30-45, doi.org/10.1353 /jaie.2012.a798482.

Wiltshire, Brandon, Steven Bird, and Rebecca Hardwick. “Understanding
How Language Revitalisation Works: A Realist Synthesis.” Journal of
Multilingual and Multicultural Development vol. 45, no. 9, 2024, pp.
3946-62, doi.org/10.1080/01434632.2022.2134877.

Yun, Heesu, Wei Li, Zonggui Li, and Joshua K. Hartshorne. “Do Children
Learn English More Quickly When Their Native Language Is Similar to
English?” Proceedings of the Annual Meeting of the Cognitive Science
Society, vol. 45,2023, escholarship.org/uc/item/1290478b.

Zahir, Zalmai ?eswoli. “Language Nesting in the Home.” The Routledge
Handbook of Language Revitalization, edited by Leanne Hinton, Leena
Huss, and Gerald Roche, Routledge, 2018, pp. 156-65,
doi.org/10.4324/9781315561271.

BER - GLRRGRHENZEAS ZRBEERE) - (EEHETwA
FIY - %85 %£5% 9 #2016 £+ B 25-30 -

BE - (EERERGEESZER) (EEHETHAT) £ 12 &
% 10 H#§ - 2023 & - H 126-31°

REE - (EERERGESERZER——MUERBE/NNREINZR G
BHELA) (EEHUBETWBT) F 7 55 5 #2018 F£ - B
193-201 °

2IR3L - (HEFESEER NN EEDDRAGREHE | MOBEE ZLER
DR - (BERERME®RE) - 55 24 #2018 B 71-92 -


https://doi.org/10.1353/jaie.2012.a798482
https://doi.org/10.1080/01434632.2022.2134877
https://escholarship.org/uc/item/1z90478b
https://doi.org/10.4324/9781315561271

