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New Literacy Studies
■ a set of social practices; observable in events which are mediated by written texts

■ different literacies associated with different domains of life

■ patterned by social institutions and power relations: some literacies are more
dominant, visible and influential than others. 

■ purposeful and embedded in broader social goals and cultural practices

■ historically situated

■ new ones are frequently acquired through processes of informal learning and sense 
making as well as formal education and training

■ the ways in which people use and value reading and writing are themselves rooted in 
conceptions of knowledge, identity and being

Barton and Hamilton (2000:1–15)



Perspectives on Literacy

dominance of cognitive 
science and psychological 
approaches in education

*focus on acquisition of literacy 
(competence)
*forms of literacy associated with 
schooling, i.e. standard forms of literacy 
*discourses of regularity and normativity 

anthropologists, 
ethnographers, linguists 

and folklorists

*non-standard and complex forms of 
literacy (vernacular, networked)
*literacy as it is lived in daily lives which
flow, sometimes invisibly, across the day
and involve a number of complex, 
interlinked practices

Rowsell and Pahl (2015)



Street (1984): Iranian village community differentiated across schooled
literacy, maktab literacy, i.e. Quranic literacy (recitation and rote
learning), and commercial literacy.

Heath (1982, 1983): (decade of fieldwork) children’s language and
literacy development require a broad sociocultural analytic lens--the
different ways children are socialised are linked with the ways families
are structured.

Early work on different forms of literacy in 
different domains of life:



literacy located in individuals

literacy as utilized by people in 
groups

=literacy becomes a community
resource, realised in social
relationships. 

=written language used in an 
integrated way as part of a range
of semiotic systems (e.g. semiotic
systems include mathematical
systems, musical notation, maps
and other non-text based images). 



everyday literacy practices: 
texts of everyday life, texts
of personal life (as opposed
to educational texts, mass
media texts and other
published texts). 

Barton and Hamilton (1998/2012)



Kulick and Stroud (1993): 

people have agency in 
approaching imposed
literacy practices—related to
their indigenous way of life



Home Literacy
■ children’s developing literacy is mediated by a network of people that include their teacher, 

parents, peers, siblings, extended family members, family friends, Sunday school teachers and
pastors (Volk and de Acosta, 2015)

– Latino homes as ‘complex sites of cultural production rather than as representatives of a 
self-contained, homogeneous culture’ (Rosaldo 1993:217)

– Latino families’ funds of knowledge (Moll and Greenberg 1990) describes how abundant
information and skills are exchanged in many Latino communities. 

■ Duranti et al. (2004, p. 168) »boundaries of the home need to be expanded historically and
geographically to include places of origin.» 

■ Linguistic minority students: «literacy practices gained at home inevitably intertwine with and
affect literacy acquisition and socialisation at school» (Lundqvist and Erduyan, online first).



Multimodality in Literacy
■ Multimodality: representation of meaning across different modalities, such as script, 

speech, listening, visual representations (photos, drawings), and gestural
representation (gaze, movements of face, arms, and body) (Cope and Kalantzis
2009). 

■ materiality of literacy in the writing, the objects, artefacts and drawing systems that
are part of literacy practices, as well as the visual, and multi-semiotic dimensions of 
writing and drawing (Kress 1997; Kress and van Leeuwen 1996).

■ cultural artefacts are objects or symbols inscribed by a collective attribution of 
meaning. An artefact can assume a material aspect (which may be as transient as a 
spoken word or as durable as a book) and/or an ideal or conceptual aspect (such as 
a label, like ‘good girls’ and ‘bad boys’). (cf. Semiotic mediation) (Bartlett, 2008)

■ «A young child’s intergenerational practices through the use of visual screen- based
multimodal communication to acquire Qur’anic literacy.» (Akhter, 2016)



Syncretic Literacy
■ As an alternative to the focus on ideology in the New Literacy Studies, the framework

of syncretic literacy studies extended this paradigm to approach literacy as a 
practice in which culture and cognition intertwine (Duranti et al. 2004; Gregory et al. 
2004; Volk 2013). 

■ Although the original definition of syncretism is far reaching (Shaw and Stewart
2003), in the case of literacy studies, syncretism refers to the construction of ‘new
practices and forms by drawing on dual or multiple cultural memberships’ (Volk
2013, p. 237). It is suggested that, in their everyday lives across school, family and
other social contexts, children re-create the literacy practices they are exposed to in 
a process of social, cultural, and cognitive transformation and creativity. 

Lundqvist and Erduyan (online first)



Syncretic Literacy
■ While children’s literacy acquisition is mediated by several people around them

including their teachers, parents, grandparents, siblings, and friends, they are also
active agents themselves as they bring together, and syncretise, resources they
simultaneously have access to through their membership of different cultural and
linguistic groups (Gregory et al. 2004; Lytra and Ilankuberan 2020). 

■ When multilingual children acquire language and literacy, they combine strategies
and knowledge acquired in different languages and learning contexts, such as 
school, home, and heritage language and faith schools (Kenner et al. 2016; Lytra, 
Gregory, et al. 2016; Rosowsky 2021). Children’s talk around texts in faith settings
serves as mutual knowledge building and supports their multilingual and multi-
modal literacy acquisition (Gregory et al. 2012; Lytra et al. 2017). 

Lundqvist and Erduyan (online first)



Faith literacy practices

■ Religion contributes to language maintenance (Omoniyi and Fishman, 2006)
■ Viewing prayers as texts of highly intertextual nature (Chruszczewski, 2006)

■ The distinction between liturgical literacy and the spoken varieties of Arabic in Islam
(Rosowsky, 2006)

■ In many immigrant communities (e.g. Turkish), the liturgical language is different from
the everyday language. For the Arabic-speaking Muslim communities, everyday Arabic
differs from classical Arabic in which liturgical literacy is practised (Rosowsky 2015). 

■ Rosowsky (2021): the linguistic repertoires of Muslim children and youth in the UK are
composed of bits and pieces of languages with discrete functions and purposes across
various domains. 

■ ‘cultural threads from diverse sources are interwoven into a single interactional fabric’ 
thanks to the multilingual resources deployed in the everyday practices of the household
(Gregory et al. 2012, p. 345)» (Lundqvist and Erduyan, online first).



■ In a typical immigrant home, the mainstream language of society, home language(s) 
that are in everyday use, and languages and literacies used in religious practice
form important parts of the everyday linguistic repertoires. In many cases, faith
literacy education provides the only formal learning context in the children’s lives
outside of school and has a considerable impact on the children. These sessions
offer children new narratives, drawing on various communicative resources, and
performed through different rituals that include literacy artefacts, liturgical
languages and interactional patterns that are different from the home context
(Gregory et al. 2012; Rosowsky 2015). 

Lundqvist and Erduyan (online first)

Faith literacy practices
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ABSTRACT
This study inquires how students of Arab heritage in an urban setting 
in Denmark interpret Islamic literacy artefacts available in their homes, 
and how these interpretations reflect broader faith literacy practices in 
the students’ diaspora community. Through a linguistic ethnographic 
study design students have been invited to photograph literacy arte-
facts of their own choice in their homes and to discuss these photos in 
group interviews. A framework of syncretic literacy practices with a 
focus on faith literacy practices is employed to analyse data. We discuss 
how faith literacies in diaspora communities are inherently multilingual 
practices as they include the language of religious texts and its various 
registers, the home language, and the mainstream language. As such, 
these literacy practices play an important role in the formation of stu-
dents’ transnational identities. Our findings indicate that syncretic liter-
acy practice has the potential to contribute to improve the policies and 
curriculum of literacy education, as well as linguistic minority students’ 
literacy learning.

Introduction

In Denmark, the PISA scores across 2000–2018 suggest there is a gap between the reading 
performances of linguistic minority and majority students. A considerable number of edu-
cational reforms have been implemented during the past twenty years to diminish this gap. 
These reforms have emphasised ‘competences, learning goals and learning outcomes, assess-
ment and accountability with a corresponding downgrade of teaching, curricular content, 
and democratic Bildung’ (Frønes et al. 2020, p. 308). Yet, the reforms have not provided 
linguistic minority students with better conditions for literacy learning. In its current under-
standing, literacy is not perceived only as a competence, but as a cultural, social, and syn-
cretic practice (Barton and Hamilton 1998; Lytra, Gregory, et al. 2016). It refers to the ways 
children and youth actively combine, interpret, and transform their experiences with 
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Allahu la illaha illa hu
Wal Hayyul Qayyum

La te huzuhu sinetun wala nawmun
Lahu ma fissemawati wa ma fil’ardi

Men thallathiy yeshfe’u indehu illa biznih
Ya’lemu ma beyne eydiyhim

wa ma halfehum
wa la yuhiytune

bishey’in min ilmihi
illa bima sha-a wasia kursiyyuhu semavati wal’ard
Wa la yeuduhu hifzuhuma wa hu wal aliy ul aziym

Allah! There is no god but He - the Living, The Self-subsisting, Eternal. No 
slumber can seize Him Nor Sleep. His are all things In the heavens and 
on earth. Who is there can intercede In His presence except As he 
permitteth? He knoweth What (appeareth to His creatures As) Before or 
After or Behind them. Nor shall they encompass Aught of his knowledge 
Except as He willeth. His throne doth extend Over the heavens And on 
earth, and He feeleth No fatigue in guarding And preserving them, For 
He is the Most High. The Supreme (in glory)."

[Surah al-Baqarah 2: 255]



Footnote 1: The Throne verse (Arabic: يسركلاةیآ , Ayat Al-Kursi) is the 255th verse of the 2nd 
chapter of the Quran, Al-Baqarah (Q2:255). The verse speaks about how nothing and nobody is 
regarded to be comparable to Allah. https://en.wikipedia.org/wiki/Throne_Verse

The Throne verse praises Allah as the almighty God, and the Islamic belief holds that anyone who
recites the verse enters the protection and security of God. Its written form takes many different
shapes in appearance in domestic spaces, such as inscribed on plates or glasses of various
materials exhibited in the living rooms. Many Muslims recite this prayer regularly in their daily lives
with the belief that it will protect one from evil, for instance, before embarking on an event, such
as leaving home, starting their car, or before an upcom- ing negative event to release the stress. 
Thus, the photo that Fatima brings in provides an example of the outer layer of literacy with its
rootedness in the larger socio-historical context. 

Lundqvist and Erduyan (online first)
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Excerpt 2:

Fatima:  I use it when I’m home alone (puts hand on heart). Then I 
know  the Quran is with me so I do not get scared (hands photo to 
Ulla).
Ulla: Let me see (takes the photo in hand). Is it a carpet?
Fatima: No. It’s something that hangs up (lifts hands). Well, it could 
be a  carpet but one that hangs. We have it right there above our 
sofa. When me and Aisha (older sister) get scared of our 
neighbours’ dogs. They make such dangerous noises in the 
evening, then it’s  here, so we do not get scared, so we know that 
the Quran is with us (puts hand on heart).
Ulla: Is it’s you and your sister ⌈who use it?
Fatima: ⌈Yes, and the entire family use it.
Ulla: The entire family. Okay. Do you know what the text means?
Fatima:   No.
Ulla: But it’s something from the Quran?
Fatima:   Yes.

12 U. LUNDQVIST AND I. ERDUYAN

before embarking on an event, such as leaving home, starting their car, or before an upcom-
ing negative event to release the stress. Thus, the photo that Fatima brings in provides an 
example of the outer layer of literacy with its rootedness in the larger socio-historical context.

The below excerpt illustrates the unfolding of the inner layer of literacy that takes place 
in the interview, as Fatima explains to Ulla the sacred power of the wall carpet:

Excerpt 2

 1 Fatima:    I use it when I’m home alone (puts hand on heart). Then I know the Quran is 
with  

 2                me so I do not get scared (hands photo to Ulla).

 3 Ulla:       Let me see (takes the photo in hand). Is it a carpet?

 4 Fatima:    No. It’s something that hangs up (lifts hands). Well, it could be a carpet but one 
that

 5                hangs. We have it right there above our sofa. When me and Aisha (older sister)  

 6                 get scared of our neighbours’ dogs. They make such dangerous noises in the 
evening,

 7                then it’s here, so we do not get scared, so we know that the Quran is with us (puts

 8                hand on heart).

 9 Ulla:       Is it’s you and your sister ⌈who use it?                     

10 Fatima:   ⌈Yes, and the entire family use it.

11 Ulla:      The entire family. Okay. Do you know what the text means?

Figure 2. Fatima’s photo of the wall carpet.





The Scale of Modernity in the Heritage Language Classroom
Işıl Erduyan
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ABSTRACT
Discourse and identity practices in heritage language contexts have received 
signi"cant attention in applied linguistics in recent years. One line of research 
in this realm has sought to adopt scales, the spatiotemporal niches within 
which social identi"cation and learning take place. This article problematizes 
modernity as a scale of its own and investigates it in the context of the 
heritage language classroom discourse at a German high-school in Berlin. 
Microethnographic analyses of 10th-grade classroom interactional data 
reveal how Turkish heritage language students appropriate Turkish moder-
nity and debate identity models around it while at the same time bringing to 
the table German/Western modernity and its contents. The article sheds light 
on the multiplicity of heritage language identities and situates scales as an 
important determinant in their construction.

KEYWORDS 
Classroom discourse; 
identity; microethnography; 
scales; Turkish as a heritage 
language

Introduction

The inherent relationship between heritage language (HL) and identity has long been acknowledged in 
relation to the various definitions of the term “heritage” and their implications for policy and 
pedagogy (e.g., Hornberger & Wang, 2008; Valdés, 2005). Meanwhile, HL identity as a construct of 
its own has received increasing attention both in HL research and in the context of the identity turn in 
SLA (De Costa & Norton, 2016). Although much of this work has centered on northern American 
settings, an array of ascriptions and definitions, and, in turn, approaches to HL identity have been in 
circulation across Europe, too (De Bot & Gorter, 2005). In the case of Germany, the focus of this 
article, alongside a number of terms including mother tongue (Muttersprache), heritage language 
(Herkunftssprache) has been used in research and practice more often (Pfaff et al., 2017). This 
preference bears a range of implications for identity, as the term heritage grants more agency to 
speakers (Hornberger & Wang, 2008), and this agency is more relevant today with increasing numbers 
of 3rd and 4th generation students having looser connections with Turkish, and those with bi-national 
parents learning Turkish for more practical purposes (Küppers et al., 2014).

Turkish as an HL is spoken by the largest group of post-World War II immigrants in Germany. Yet, 
against the high visibility of Turkish students in German schools, and the continuous existence of 
Turkish taught as an HL in some form or another in mainstream education, research focusing on the 
identity practices in the Turkish HL classrooms is still far from satisfactory. Particularly compared 
with the case of Chinese or Spanish HL in the United States, Turkish in Germany, or Europe at large, 
has not received any comparable attention in research in terms of linguistic identity practices in 
instructional settings. In an effort to partially respond to this gap in literature, the present article 
problematizes Turkish HL identity as a construct of its own by focusing on a 10th grade Turkish HL 
classroom discourse at a Gymnasium type of high school in Berlin. In order to do so, the article focuses 
on scales as an analytical unit, “the spatiotemporal envelopes,” within which developmental and social 
identification processes take place (Wortham, 2006). A scalar focus aligns well with the analysis of HL 

CONTACT Işıl Erduyan isilerduyan@gmail.com Boğaziçi University, İstanbul, Turkey.
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from the 10th grade Turkish curriculum:

Emre Kongar, b. 1941

“Letters to My Daughters” (2001)



Interview with the Teacher:

Analysis and !ndings

Locating the scale of Turkish modernity
The Turkish program at BCHS places much emphasis on developing thinking and argumentation 
skills in the 9th and 10th grade syllabi. To this end, the Fall semester 10th-grade Turkish syllabus 
involves a range of readings across different genres in addition to the textbook. Students are assigned 
books once or twice in the semester and spend weeks on their analyses. In the course of my 
fieldwork, a popular book in Turkey at the time written by the Turkish sociologist/author Emre 
Kongar and titled Letters to My Daughters (2001) was assigned for the Fall semester break 
(Herbstferien). The book was a compilation of 22 short letters written by the author to his daughters, 
both graduate students in the United States at the time, and had been included in the 10th grade 
Turkish syllabus for a while. Kongar has authored more than 50 books on issues ranging from 
current Turkish politics to Turkish social and cultural issues, and has been a long-time columnist in 
secular-oriented Turkish newspapers. The letters that were compiled in the book are informed by 
the discourses of a secular, modernist worldview in which individuals are portrayed as conscious, 
independent human beings; and bear some idealistic tone that the author adopted to inspire his 
daughters in terms of issues such as women’s rights, democracy, or education. Having observed 
classes on discussions around the book, I ask the 10th grade Turkish teacher, Ms. Derin (MD) about 
their choice of it in our interview at the end of the semester. Ms. Derin aligns with Kongar in her 
worldview and her outlook on Turkish modernity:

Excerpt 11:

Ms. Derin’s account demonstrates her awareness of the possible effect Kongar’s book might have on 
the students. She seems to see it as her mission to portray in class Turkey-based Turkish people like the 
ones in the book, namely, the author, his family, and other people in their circle who find a place in his 
narratives (lines 7–9). This is a secular-oriented, middle-class, urban part of the society in Turkey that 
is not so familiar to students coming from German-Turkish immigrant families with provincial 
backgrounds. Ms. Derin’s insertion of the focusing adverb especially (line 6) in framing her opinion, 
her brief pauses, her repetition and rephrasing of the conjunction and also and also in addition 
especially, her insertion of a quick evaluative statement, it was very important for me to show this (lines 
7–8), her repetition of the rationale expanding their worldview twice (lines 2 and 5–6) enhance her 
stance.

Ms. Derin’s rationale is not without ground. My observations suggest that although the worldview 
and lifestyles portrayed in the book through the essays were unfamiliar to most of the students, the 
majority embraced the ideas and perspective of the author in addressing at his daughters, and used 
them as a means for self-reflection. In our interview at the end of the semester, one of those students, 
Ela (E), gave a detailed account of her take on the book, and how she perceived the classroom 
discussions surrounding it. When I particularly inquired what she thought of the father, we had the 
following exchange:

1.  MD: this semester is the second time I’m teaching this book and I find it (.) how to put it (.) I think it is a book
2. that will expand their worldview (.) >that’s what I think< I mean even if not all of them have read it it’s
3. still worth studying it in class (.) in the end those who are interested get to read it (.) if the book reaches out
4. to them it is enough for me=or those who did not read it >oh what’s this book about? I’d like to discuss
5. this topic in fact< if they think this way it is something for me (.) in the end to open the students to expand
6. their world view (.) is my job (.) especially with these students (.) because they don’t discuss at home (.)
7. and also and also in addition especially there are people like that in Turkey people who have these
8. opinions >it was very important for me to show this< because most of the students don’t know this don’t  
9. see this when they go to Turkey

JOURNAL OF LANGUAGE, IDENTITY & EDUCATION 5



Interview with the Student:
Excerpt 2:

From the construction of her answers in this excerpt, it is clear that Ela is aware of the difference 
between the author and Turkish fathers like hers. She understands that the father portrayed in the 
book is not a typical one, and even if he is, he can only be a character on a TV series. Ela is an avid 
follower of Turkish TV series aired on televisions based in Turkey. The lives portrayed in these 
series sometimes involve people in upscale parts of the society in Istanbul, which Ela thinks are 
beyond her reach, just as the father portrayed in the book. From her perspective, fathers like that can 
be found “one in a hundred” only among the Turkish community in Berlin. A few turns later, when 
asked to compare the father in the book with the German fathers, Ela confirms the similarity and 
states they are both attentive to their daughters. Although this comparison is triggered by the 
interviewer here (line 29), it was originally discussed in class a few months before the interview, as 
the analysis below will depict.

Ela’s observation of the rarity of such fathers in the Turkish society is a result of her awareness of 
class differences and her perception of the rarity of individuals that belong to the secular urban 
middle-class. The way she frames high society in her turns here (lines 20 and 24) demonstrates that she 
is not quite able to locate the author socially, and thinks he belongs to high society while what she 
probably means is the educated middle class. From a scalar perspective, the social strata that Ela refers 
to are the production of the modernist, progressive, secular-oriented scale of Turkish modernity, 
which Ms. Derin aims to introduce in the classroom by choosing this book. Yet, not all students in Ms. 
Derin’s class share Ela’s impressions. For some students, the lives and worldview portrayed in the 
letters are too “Western.” These students do not readily locate themselves within the scale of Turkish 
modernity, but rather draw on the longer, more conservative and traditional sociohistorical scale with 
religious sensitivities in various degrees. The analyses below draw on a classroom debate in which 
students’ identification with these two scales come to the surface.

Debating the scale of Turkish modernity
The classroom discussion under focus takes place in the first Turkish lesson after the Fall semester 
break. Ms. Derin starts this first class by asking students about their impressions of the book that was 

10. I: so then do you think the father in the book is a typical one?
11. E: no not at all
12. I: have you ever seen such a type in real life?
13. E: even if I did I did it on TV series and so
14. I: or where else? do you think there are fathers like that among Turks in Berlin?
15. E: there sure are but probably one in a hundred
16. I: hmm so you say on TV series only
17. E: you sometimes see them on the series (.) but still very rarely (.) but I don’t think there is such a Turkish
18. father
19. I: maybe there is in Istanbul
20. E: only in high society places even if there is=
21. I: =in high society places (.) but do you think this man is high society?
22. E: he’s well-educated for sure
23. I: well-educated yes he’s a professor himself isn’t he?
24. E: I mean he’s also mingled with some sort of high society
25. I: hmm so you say there is such a thing
26. E: yes there is (.) some students in class have their families’ effects on them=my dad is not like that either he
27. wouldn’t come up to us and talk like this (.) say I told him I had a boyfriend >you know< like the typical
28. Turkish men- fathers he would be angry (.) of course (.) my dad is not like that but I wish he were.
29. I: do you think German fathers are like this?
30. E: yes like the man in the book most of them (.) they are very attentive to their daughters (.) I mean as far as I
31. see (.) I was born and raised here anyway (.) I mean as far as I can see (.) they are very attentive to their
32. daughters (.) like (.) a girl can be closer to both her dad and her mom

6 ERDUYAN



Classroom Discussion:assigned for the break As students take turns to speak, Mert (M) ignites the debate by remarking what 
he found interesting about the book:

Excerpt 3:

Mert’s comment is immediately followed by Selin’s (S), which is marked by a few false starts, which 
indicates her search for finding the right way to express her opinion. This hesitation ends when she 
moves onto the example of German girls, and poses the German cultural practice as a contrast to the 
traditional Turkish cultural practice. By using we and us, both Selin and Ayla (A) index alignment with 
the Turkish community (lines 37–39). As Ela in the interview above, they situate themselves within the 
traditional Turkish timescale rather than the scale of Turkish modernity. While Mert contrasts the 
modern and traditional Turkish societies in his turn, Selin contrasts the modern Turkish society with 
the German society. Both Mert’s comment in lines 33–34, this is kind of interesting, and Selin’s 
evaluative statement in line 39, that’s why it feels kind of funny to us are carefully constructed without 
much critique of the Turkish culture.

This interaction reminds Ms. Derin of her experience with a class that she had taught in previous years:

Excerpt 4:

The stance that Ms. Derin takes in this excerpt is in line with her interview account in Excerpt 1. 
Sensing the potential for a debate based on Mert’s reflection on the book in Excerpt 3 above, Ms. Derin 
seems to seek alignment from the class (lines 40 & 46) in opening the floor. She inserts a quote from 
some students in a previous class of hers (line 46), who would be positioned within a traditional 
Turkish timescale by way of their alleged statement here. While Yelda can only giggle at this comment, 
Ela hardly controls her reactions (lines 42, 45, 47), and Mert, Selin, and Batu (B) align with Ela in 
responding to the teacher. Ms. Derin, in return, complements Selin by way of paraphrasing her (line 
50). Selin and Mert’s more neutral tone in Excerpt 3 is now starting to be replaced by more evaluative 
turns in lines 49 and 51, as well. While the stance against the quote gets co-constructed, Batu openly 
acknowledges Turkish modernity in his rationale for the first time in this debate (line 48). His 

40. MD: yes and actually when we read the book with one of my e:h previous classes (.) there were
41. quite a number of students who objected to the book
42. E: in terms of what?=
43. M: =in terms of sexuality?
44. Y: [giggles]
45. E: [ma:n
46. MD: [they didn’t like the book >they said< a father doesn’t speak with his daughters on a topic like this
47. E: [[in fact a father with his daughters-
48. B: [[he does speak because Turkey is a modern country
49. S: it means the father and the daughters have such a good relationship that they can even discuss this topic
50. MD: that he can discuss these topics with his daughters (.) and his daughters consult him on this
51. M: of course

33. M: for example (.) teacher (.) for example not all fathers talk about sexuality with their children (.) this
34. is kind of interesting 
35. S: or in Turkey- it’s more like- you know- fathers and daughters are not like- their relationships are
36. not like- mothers and daughters (.) yes it can be so in some other places (.) for example in Germany
37. German girls tell everything to their fathers (.) we don’t talk about topics as such=
38. A: =we talk about them with our mothers
39. S: that’s why it feels kind of funny to us
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Classroom Discussion:
overlapping statement and louder tone demonstrate his assertiveness. Doing so, he aligns with the 
scale of modernity more clearly than Ela, Mert, or Selin.

Taking up from her unfinished statement in line 47 above, Ela finally takes a proper turn that she 
starts by addressing at the teacher: 

Excerpt 5:

In her first turn here, Ela openly states her awareness of the difference between the father portrayed in 
the book and her own father. She interprets this as a matter of traditional Turkish cultural practice, 
thus drawing directly on the traditional Turkish sociohistorical timescale within which gender roles 
are rigidly separated. Doing so, she positions herself as a member of the Turkish community, referring 
to us and Turks interchangeably throughout the turn. This critical viewpoint is immediately opposed 
by Kiraz (K), who starts her turn in line 56 abruptly and inserts the German phrase “ganz ehrlich” 
(seriously) in her otherwise Turkish statement, which indicates her engagement with the topic. The 
two girls exchange turns marked by fast connections and overlaps (lines 56–64), in which Ela tries to 
interpret the author’s meaning to Kiraz in a colloquial tone. Kiraz’s turns here show her discomfort in 
openly acknowledging the topic of sexuality, as in line 61, where she uses the demonstrative adjective 
that preceding the noun topic. She draws on the traditional Turkish timescale through incorporating 
some grand narratives about differences between mothers’ and fathers’ roles in family relation-
ships (line 63). Seeing that she does not receive any support from Kiraz, Ela turns to the teacher in 
line 65. This is a scalar shift in Ela’s discourse such that while she used us and Turks interchangeably at 
the beginning of the excerpt, she now evaluates Kiraz’s viewpoint as exactly a Turkish viewpoint 
implying her disalignment with Kiraz and the traditional Turkish timescale. From this point onwards, 
the interaction unfolds in a more argumentative manner: 

Excerpt 6:

66. K: >I know that I’m Turkish anyway thank God<
67. E: I mean it really is a Turkish viewpoint (.) therefore
68. MD: we’re all Turkish we’re all Turkish
69. E: unfortunately (.) teacher I- such a thing- I mean I still see that the Turkish society is not developed I mean
70. Germans-
71. M: not modern
72. K: >you are way too modern then< [sarcastic]
73. E: for example it says in the book (.) ok it says to you in the book that Germans sleep with whoever comes
74. their way (.) their dads know about it and their moms know about it (.) but it also says in the book >I don’t
75. mean to tell you to go sleep with whoever comes your way< you should just know that it is a normal thing
76. (.) you must (.) that’s what he means (.) I mean the Turkish society is not this modern as we know and we
77. see
78. M: oobackward backwardoo

52. E: teacher I think >as we see in the book< fathers should be just like this (.) I mean in my opinion you know I
53. wouldn’t go to my dad and start talking about sexuality it’s shameful I mean (.) shameful in our eyes
54. because we don’t have a sense of it I mean there’s no such thing among Turks (.) I wish there was (.)
55. because why not (.) these are natural=
56. K: =but seriously it’s a little=
57. E: =it’s so hum- humane
58. K: but talking to your father about it is a little-
59. E: to your father=of course I don’t mean to tell you>you won't go to your father and tell him you slept with a guy I believe< but still
60. you should be able to talk to your father
61. K: okay but how are you going to talk about that topic? 
62. E: just like you talk to your mother in the same way you have to talk to your father
63. K: but your mom is a woman she is at a position to understand you (.) you can’t go to your dad and= 
64. E: =then your dad should be able to understand you in the same way= see it’s these viewpoints that are telling
65. exactly a Turkish viewpoint Kiraz’s viewpoint
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Classroom Discussion:

Immediately in reply to Ela’s comment at the end of Excerpt 5, Kiraz responds in a sarcastic tone in line 
66 here, pretending to take Ela’s meaning seriously. Her turn in Turkish is marked by faster speech and 
ends in the Quranic formulaic “elhamdülillah” (thank God) said in a louder tone and addressed at the 
whole class. As much as drawing on a religious authority, Kiraz seems to be committing to what might be 
considered as verbal dueling with this formulaic usage. Yet, Ela is serious when she repeats her argument 
in line 67, as it is clear to her that she refers to traditional Turkish when she says Turkish viewpoint.

Ela’s shift in scale is immediately recognized by the teacher, and possibly not to cause any reaction 
in class, Ms. Derin responds, we are all Turkish and repeats it, ignoring what Ela implies. Compared 
with her stance in Excerpt 4 above, in which she seeks alignment with the students who would oppose 
traditional viewpoints, Ms. Derin subscribes to a more nationalist discourse here. Ela continues to 
keep this stance further in line 69, when she says, I still see that the Turkish society is not developed. 
Aligning with Ela from the beginning of the debate, Mert rephrases what Ela says as not modern (line 
71). Possibly hearing this comment, Kiraz responds to Ela and Mert loudly and sarcastically (line 72). 
Apparently, she is disturbed by Ela’s self-alienation from the traditional Turkish scale. Ela, however, 
ignores Kiraz’s remark as she tries to continue with her turn.

Remarkably, as in Selin’s turn in Excerpt 3 above, although the author does not mention Germans 
specifically at all, Ela refers to them in interpreting the author’s viewpoint in a colloquial tone for her 
classmates (lines 73–74). The difference that Ela is trying to point out is worth attention here. Inspired 
by one of the letters in the book that problematizes young women’s sexuality, Ela compares German 
cultural practices as she perceives them with the practices situated within the scale of Turkish 
modernity. In her view, sleeping with whomever comes your way would be acceptable by German 
parents, but not by the father portrayed in the book. In contrast to the similarity she drew between 
these two societies in the interview above in terms of talking to your father about anything, she sees 
a difference here. Putting it this way seems to suit her role as a mediator between the book and her 
classmates. Ela is actually mediating the scale of modernity for her peers here. The outsider position 
that she retains is supported by Mert’s turn in line 78.

As the debate continues to change the atmosphere in class, Yelda volunteers to speak. The focus on 
modernity in the debate seems to be clear to Yelda by now. When Mert first brought up the topic of 
sexuality in Excerpt 4 above, Yelda was taken aback by his comment and giggled. She is now ready to 
speak:

Excerpt 7:

Yelda seems to be unable to make the connection her peers have made between the father–daughter 
relationship and modernity. However, as her turns in lines 79–80 and 83–84 suggest, she has trouble in 
formulating her rationale. When she starts the second point she wants to make in line 79, she can only 
say Islam, preceded and followed by pauses, which implies that she knows the gist of what she wants to 

79. Y: teacher I think this thema has nothing to do with modernity that’s for one (.) and for two (.) Islam (.) I
80. mean there are things you talk to your after about and things that you don’t for example
81. K: exactly
82. E: you are talking with a mindset that is left very very behind
83. Y: […] but I think you cannot talk about sexuality with your father (.) it’s sinful anyway of a man- how can
84. you talk about it with a man
85. MD: Kiraz?
86. K: I think it really hasn’t anything to do with modernity (.) okay you construct a father-daughter relationship
87. become good friends tell your everything your dates but the topic of sexuality has nothing to do with
88. modernity I believe
89. Y: I believe so too
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say, but she is not able to formulate it. Then in line 83, she can finally do so, and says it’s sinful anyway. 
Around this argument, both Yelda and Kiraz repeat themselves a few times, and they both insert 
pragmatic markers I think and I believe multiple times in their turns (lines 79, 83, 86, 88, 89), 
indicating an opposite stance to Ela’s self-confidence.

Hearing Yelda, Ela shows her reaction in a louder tone and referring openly to time and how 
backward Yelda’s thinking is (line 82). In constructing this statement in Turkish, Ela actually twists the 
idiom left behind, one of the major counter-narratives of Turkish modernity, and uses it as an adjective 
clause as in you are talking with a mindset that is left very very behind. Together with her assertive tone, 
this usage indicates Ela’s self-perception as an empowered Turkish speaker.

Seeing that her comment is ignored by all, she waits until the end to turn to Ms. Derin and convey 
her need of alignment with the teacher:

Excerpt 8:

Positioning herself as an outsider again, Ela refers to Turkish people to mean traditional Turkish 
people, and receives alignment from the teacher. This exchange vocalizes two typical discourses within 
the scale of Turkish modernity: the discontent with the “backward” segment of society as in line 82 
above and the progressive mindset and willpower of the more educated segment of society. Kiraz’s 
reply to Ela in line 92, meanwhile, voices the larger rhetoric that has become prevalent in Turkey in 
recent years. Needless to say, Kiraz means Turkey when she says in the country, and refers to one of the 
primary mainstream discourses of the current government in reaction to the secular narrative of the 
Turkish modernity that has been prevalent for almost a century. Ela, on the other hand, readily places 
herself among the minority that Kiraz talks about using the formulaic thank God in a sarcastic way 
(line 93). Ms. Derin’s turn is especially remarkable here. First, she refers to the portion of the Turkish 
society that identifies with the scale of modernity, and uses they. After a brief pause, she incorporates 
Ela in this stance when she says like you to basically encourage her after her comment. Finally, she 
clearly aligns with Ela and comfortably states, we’re working on it together. In this way, she clearly takes 
the modernist side in the argument.

As the debate continues, highly engaged and motivated to talk, Batu turns to Ms. Derin and makes 
the following comment:

Excerpt 9:

Batu’s turn indicates that he is able to differentiate national identity from attitude, which he says 
in German (einstellung). That is to say, he perceives the debate not as a problem of being 
Turkish or not, but a problem of attitude to modern practices. Different than most of his 
classmates, Batu comes from a more educated Turkish family, and is exposed to a more educated 
group of Turkish people in Berlin and in Turkey. The people that he claims to see in Turkey are 
entirely different than Kiraz, as he indicates by saying people like this. In an effort to motivate 
Batu to elaborate on this topic a little more, Ms. Derin invites him to talk in front of class. 
Providing space for self-expression is one important aspect of Ms. Derin’s pedagogy. Thus, 

94. B: teacher this is something related to attitude (.) has nothing to do with Turkishness�go to Turkey and you
95. wouldn’t see people like this�there is nobody like this

90. E: teache:r it’s such a pity that Turkish people are like this (.) I think such a pity
91. MD: but there are many people who’d like to change it (.) like you (.) we’re working on it together
92. K: our opinion is prevalent in the country in general (.) people like you are in minority
93. E: thank God=rather than being like you
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rather than solely opening the floor for the modernist narrative that she saw would potentially 
come from Batu, she is doing so for supporting one of the least attentive students in class in his 
quite unusual enthusiasm for speaking up:

Excerpt 10:

Batu draws on the modernity narrative directly by drawing on one of the circulating secularist 
discourses, Turkey was founded as a modern state, and receives support from the teacher. Ms. 
Derin’s turns in 99 and 101 indicate her co-construction of this stance with Batu. Different than 
Ela, Mert, Selin who have been speaking for the scale of Turkish modernity without really being 
situated within it, Batu finally openly situates himself within this scale now. His statements in his turns 
in lines 100 and 102 about his circle of friends and his contrasting it with his classmates’ clearly index 
this positioning. The debate loses effect as the lesson comes to an end.

Discussion and conclusion

The question of Turkish modernity is one of the most exhausted ideological debates in Turkish 
intellectual history. So much so that, as Owen (1997) writes, it is “difficult to discuss twentieth-century 
Turkish history from another point of view” (p. 245). Not only does it receive regular attention in 
politics and academia, it permeates through a wide array of texts, ranging from the Nobel laureate 
Orhan Pamuk’s literature to pamphlets distributed to Turkish guest workers when they first arrived in 
Germany (Göktürk et al., 2007). With its spatiotemporal situatedness and its own set of conditions 
(Blommaert, 2015a), Turkish modernity can be conceptualized as a scale of its own within the larger 
sociohistorical scale of Turkish history.

HL research is predominantly concerned with HL speakers living in Western countries. The 
identity negotiations these speakers go through, which have been problematized through various 
angles in research that is partially reviewed in this article, are at its core related to their struggles with 
the Western modernization and its contents, ranging from the economic order to bodily practices. In 
this particular HL language classroom, the Western modernity as the participants perceive it is 
brought to the table in the form of directly comparing Turkish and German cultural practices. As 
the igniter of this debate was a comment from Mert on his observation of the author being able to talk 
about sexuality with his daughters, the discussion centered on this very topic as a marker of modernity, 
and comparisons with German practices have been drawn from the outset.

However, Western modernization is not the only process of modernization HL speakers affiliate 
with; they also appropriate the modernization process they go through in their heritage culture. Direct 
references to being “modern” are given by each of Ela, Mert, Selin, and Batu in this debate, as they keep 
reminding themselves and their peers that “talking to your father about anything” is a discussion of 
modernity. The repeated use of us versus them, other identity markers such as the adjective backward, 
and the sarcastic use of formulaic structures all index this mediation. Doing so, though, students do 
not situate themselves within this scale, but acknowledge its value from a progressive perspective. Ela’s 
shifting of position vis-à-vis Turkish society, from an insider to an outsider is remarkable here in 
reflecting the ambivalence she feels between the two. In the same vein, her reaction to Kiraz mostly 
stems from the failure that she perceives Kiraz has in complying with the Turkish modernity project. 
Meanwhile, the modernist stance is readily appreciated by Batu, who can more comfortably identify 

96. MD: okay it was Batu’s turn (.) Batu was going to say something
97. B: it has not nothing to do teacher (.) it has nothing to do with Turkishness (.) Turkey was founded as a 
98. modern state >therefore< this is a beautiful example the father daughter relationship
99. MD: beautiful and what I mean to say is that it’s not a very common relationship
100. B: I agree teacher and I know many people like that in my environment
101. MD: how? like thinking in this way?
102. B: their circles are like that (.) I don’t find circles like that for myself anyway (.) who think that way
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Conclusion:

As a social practice literacy is heavily influenced by the 
local context.



Conclusion:

Different domains entail different literacies, but the 
transitions are inevitable.



Conclusion:

Home/informal literacies have a large role to play in 
students’ reception of school literacies.



Conclusion:

Heritage language literacies are also diverse and 
stratified—different historicities (cf. scalar approaches)



Conclusion:

Acquiring new literacies in an immigrant context has 
both formal and informal dimensions.



Conclusion:

Just like linguistic repertoires, students also deploy 
their literacy repertoires in making sense of the school 
curricula



Conclusion:

Seeing literacy as social practice entails seeing  
literacy as a capability. Is this a valuable capability? 
Does it contribute to social justice?
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